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Hon Jane Lomax-Smith MP
Minister for Education and Children’s Services
9th Floor, 31 Flinders Street
ADELAIDE SA 5000

Dear Minister
We are pleased to present to you the report of the Ministerial Review of the South Australian Certificate of Education
(SACE): Success for all.
The substantive term of reference required the Review Panel ‘to achieve a curriculum and assessment framework that
will meet the diverse needs of all students and result in high and more socially equitable levels of retention,
completion and pathways beyond school’.
Our initial consultations and research revealed that the prevailing low patterns of retention, participation and
completion in the senior secondary years of schooling present a challenge of substantial and worrying proportions for
both government and the community. The government’s ‘retention rate’ reference to the Social Inclusion Board, the
subsequent provision of $28.4 million for programs to improve school retention, and the commissioning of this
major review of senior secondary education are clear evidence of the seriousness of the issues on which we were asked
to advise.
The number of South Australian students who achieve the SACE each year is a little over half (55 per cent) of the
number of students who were enrolled in Year 8 in South Australian schools four years earlier. This ‘apparent SACE
completion rate’ has remained remarkably steady over the decade since the SACE was introduced, in spite of changes
that have been made during that time. It is also clear that a disproportionate number of early school leavers in South
Australia come from lower socioeconomic backgrounds.
These realities caused the Review Panel to embark on a more fundamental enquiry than is usual with reviews of this
type. We did not commence our work on the premise of building on the existing structures but instead started by
scrutinising carefully their continuing validity and effectiveness. We have been emboldened through an invigorating
and extensive consultation process to re-imagine the possibilities that will create the enabling conditions for all
students to complete their SACE or its equivalent.
One of these conditions involves creating a more seamless education system. The Panel has developed the concept of a
‘learning space’ as a way of opening up wider possibilities for students’ learning. The ‘learning space’ will facilitate
more effective links between schools, workplaces, further education and training providers and community-based
organisations. The proposed SACE will operate within this space.
We have discerned a particularly strong desire in the community for the SACE to be more relevant and connected to
everyday life. In particular, there is widespread support for a certificate that can contribute to developing in students
the capabilities required to live, work and participate as active citizens in a changing, globalised world.
This community support and our examination of trends in education theory and practice have led us to conclude that
5th Flr, SGIC Building, 211 Victoria Square Adelaide 5000
GPO Box 2485 Adelaide SA 5001
E-mail sacereview@saugov.sa.gov.au
www.sacereview.sa.gov.au

capabilities, that is, the skills, knowledge and dispositions that enable people to act in and on the world, both
personally and collectively, should be placed at the centre of the senior school curriculum and the senior secondary
certificate. In that regard, we have commenced the process of identifying some capabilities that we believe are vitally
important to the lives of all citizens in this first quarter of the 21st century. They are capabilities for:
• communication (including literacy, numeracy and ICTs)
• civic participation
• health, wellbeing and personal development
• work
• knowledge work.
It will be important for there to be widespread community and professional discussion about the nature of the
capabilities. Once they have been determined, capabilities will form the foundation for all curriculum and teaching in
the proposed new SACE.
Our recommendations in relation to curriculum and assessment are built upon seven principles that place students
and their learning needs at the centre of the new SACE. In particular, we believe that curriculum and assessment must
be flexible, responsive to local circumstances, and personalised enough to allow for the learning interests and needs of
individual students and groups of students to be identified and met. A number of our recommendations are founded
on these goals.
We have recommended that there continue to be one senior school certificate of education for South Australia, with a
much simpler SACE pattern, providing for greater flexibility, responsiveness and rigour, while at the same time being
more easily understood by students, parents and educators. We propose that the new SACE be based on the concept
of credit points. This is a key feature of the new qualification that will substantially increase the ability of schools to
respond to the needs of all students.
For example, it will give students the opportunity to access learning from a variety of sources and have this learning
accredited and given a certain number of credit points. The Review Panel was reminded frequently that young people
learn in many places other than schools. It has developed a number of recommendations that seek to extend the work
that the Senior Secondary Assessment Board of South Australia (SSABSA) is doing in this area.
Learning unit frameworks at Stages 1 and 2 are an important component of the proposed new SACE. Each learning
unit will be equally rigorous, and engage and ‘stretch’ all students in their learning. Since they will be based on an
expectation of high standards for all, all studies and study paths will be valued. Thus all learning units will be
developed according to the same template, and learning units will not be grouped or organised around any specific
pathway.
There are a number of proposals that are aimed directly at providing more support for young people in their learning.
For example, the Panel is proposing that Year 10 be recognised as a time when young people can review where they
are in their learning journey and where they want to go next, assessing their strengths and interests and identifying
what they need to work on. One important aspect of this will be a diagnostic assessment of students’ literacy and
numeracy skills in order to provide a rich source of information upon which to plan future learning programs that
will continue to build these foundational skills.

A further recommendation relating to student support is a proposal for a Personal Learning Plan at both Stage 1 and
Stage 2. These learning units will provide young people with structured support to reflect critically on their own
learning, explore the issues facing them in their lives, clarify their aspirations and begin to plan the next stages of their
learning journey in and beyond school. Schools will have a primary role and responsibility in helping students to
access learning opportunities both within and beyond their school in order to enact their plans. Provision is also made
in the curriculum for greater participation by students in the choice of senior secondary pathways and the design of
learning programs.
In addition, all students will undertake a significant personal project, or Extended Learning Initiative, at both Stage 1
and Stage 2. These learning units will be undertaken usually at Year 10 and Year 12, and will allow students to pursue
particular interests at greater depth and more creatively than is currently possible. In this and other ways, the new
SACE will provide ‘stretch’ and motivation for all students.
We are confident that greater reliance on the professional judgment of classroom teachers in the assessment process
will add a valuable dimension to the overall experience and results of students undertaking the SACE. This will
require rigorous and ongoing quality assurance methods, and challenging professional development programs for
teachers. We have proposed key initiatives in these areas. We have recommended that Stage 1 continue to be wholly
school-assessed, and that all Stage 2 learning units have a significant proportion of external assessment that allows
students to demonstrate their learning in a range of ways. We are also proposing that there should be a more
consistent approach to reporting student achievement across Stage 1 and Stage 2.
The reform agenda outlined in the Report is based on the belief that a number of the old divides that characterised
curriculum in the 20th century are no longer appropriate. In developing the reform proposals, we have disregarded
divisions such as those between ‘vocational’ and ‘general’, ‘theory’ and ‘practice’, and ‘academic’ and ‘technical’. We
believe that a contemporary senior secondary education should contain elements of all these for all students, albeit
experienced in different ways according to students’ needs, interests and aspirations.
This approach may, in due course, lead to new delivery mechanisms such as the creation of specialist high schools,
including technology focus high schools. However, whatever delivery mechanisms are established, the necessary
resources, including appropriately skilled teachers and mentors, must be provided. This will assist in increasing
retention rates and will build personal and community wellbeing and prosperity where they are currently diminished.
The present and future unprecedented skills shortages across the Australian workforce limit the capacity of our state
and nation to provide basic services, improve the economy, and fully grasp the opportunities that exist in our region
of the world. The Review has found this sphere of education to be a priority area for reform.
The Panel was also asked to advise on requirements for legislative reform. We are proposing that there should be a
review of the Senior Secondary Assessment Board of South Australia (SSABSA) Act so that the statute can give effect
to the reforms put forward in this Report. Given that the recommendations of this Review propose a role for a SACE
Authority that is broader than is currently the case, the Panel is recommending an external review of the SSABSA Act
and its governance and operation to ensure that South Australia can have in place a statutory authority that is
contemporary and well prepared for its role in the proposed new SACE.
We wish to place on record our thanks to the many communities and individuals across South Australia, the
Northern Territory and beyond who have been so willing to share their concerns and hopes for education with us.

In particular, we wish to thank the members of the various working groups who have generously given of their
valuable time and talents. The contribution of the Secretariat, comprising dedicated staff from the various education
sectors, added enormously to every dimension of the work of the Review. The many and varied tasks that each person
accepted so willingly and skilfully, and cheerfully completed, is much appreciated and valued.
We wish to thank you Minister, and your predecessor Minister White, for the support you have provided throughout
the Review and for the privilege to participate in this important task.
We commend this Report to you.

Hon Greg Crafter
Chair
SACE Review Panel

Dr Patricia Crook AO
Member
SACE Review Panel

Professor Alan Reid
Member
SACE Review Panel

Recommendations
The Review Panel recommends that:

Chapter 4: Towards a new SACE for all
Recommendation 1

The South Australian Certificate of Education be replaced by a new South Australian
Certificate of Education that is based on the principles, design concepts and features outlined
in Chapter 4.

Chapter 5: Positioning senior secondary education and the
new SACE within a broad ‘learning space’
Recommendation 2

The concept of a learning space with the characteristics and features outlined in Chapter 5 be
adopted by government as the basis for planning and delivering post-compulsory education
and training.
Recommendation 3

New funding arrangements for the operation of the learning space be explored with a view to
ensuring that the services provided by government within the learning space are coordinated,
equitable and responsive to the needs of individual young people.
Recommendation 4

The government explore the concept of a ‘youth learning entitlement’ as a basis for public
funding of youth engagement in the learning space.

Chapter 6: Curriculum for a new SACE
Recommendation 5

Capabilities be placed at the heart of the new SACE, and that:
• a comprehensive set of student Capabilities be developed through an extensive process
of professional and community consultation, using as a basis the draft list identified in
this Report
• a thorough research program be initiated to support the development, implementation
and evaluation of Capabilities
• a comprehensive program of teacher professional development and community
awareness be implemented in order to build professional knowledge so that
Capabilities become a central part of the new SACE.
Recommendation 6

The new SACE be based on learning unit frameworks at Stage 1 and Stage 2, and that:
• all frameworks conform to the same set of curriculum design specifications, including
broad learning outcomes that integrate the Capabilities with key concepts and ideas
• mechanisms be developed to enable students to undertake interdisciplinary study
across frameworks
• criteria be developed for determining the appropriate level and credit point value of
learning units and other courses and learning achievements that can be credited
toward the new SACE
• ways of organising and supporting frameworks based on amalgams of vocational
pathways and disciplines be investigated.
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Recommendation 7

The Personal Learning Plan (PLP) be developed as a learning unit that:
• is accredited at Stage 1 level to assist planning and transition into the SACE, and is
undertaken usually in Year 10
• is accredited at Stage 2 level to facilitate planning and transition from the SACE to
destinations beyond schooling, and is undertaken usually in Year 12
• must be completed successfully by all students at both Stages for a total of 20 credit
points (10 at each Stage) in order to qualify for the SACE
• is supported by mentors and possibly student advocates.
Recommendation 8

The Extended Learning Initiative (ELI) be developed as a required learning unit that:
• is accredited at Stage 1 level to promote deep approaches to student learning, and is
undertaken usually in Year 10. This ELI will have a focus on Australia and the world
• is accredited at Stage 2 level to extend deep approaches to student learning, and is
undertaken usually in Year 12
• must be completed successfully by all students at both Stages for a total of 20 credit
points (10 at each Stage) in order to qualify for the SACE.
Recommendation 9

A new SACE literacy and numeracy requirement be established in which:
• literacy and numeracy constitute a central part of the Communications Capability,
and thus are embedded in the learning outcomes, assessment components and
performance standards in all learning units
• a diagnostic assessment is used by all students during Year 10 as the basis for the
Stage 1 PLP and for ongoing whole-of-school literacy and numeracy development and
assessment
• support for teachers is provided to teach for literacy (including ICTs) and numeracy
across the curriculum.
Recommendation 10

Further work be conducted to expand the use of information and communication technologies
(ICTs) related to the new SACE including:
• the continued and relevant embedding of e-learning into the everyday practices of
schools, classrooms and other learning sites, including an aim to ensure that all schools
are adequately resourced in terms of equipment and infrastructure support
• the development of a contemporary learning environment that allows students and
teachers to access a range of learning options from across Australia and the world,
beyond current school and system structures
• the extension of the e-learning capacity, materials and staff development processes of
the Open Access College.

Chapter 7: Assessment and reporting
Recommendation 11

Assessment associated with learning unit frameworks be based on outcomes where:
• these are shaped by the Capabilities and are described with greater specificity than
currently occurs
• they are accompanied by the development of holistic descriptions of Capabilities at
two levels of performance, at Stage 1 and Stage 2.
Recommendation 12

Greater reliance be placed on teacher judgment, consistent with other recommendations
relating to curriculum and assessment, and that:
• this move be supported by an enhanced system of quality assurance, including new
forms of moderation at Stage 2
• appropriate support be provided to teachers and schools to enable greater involvement
of teachers in moderation processes.
14
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Recommendation 13

There be an external assessment component for all learning units at Stage 2, based on the
understanding that:
• the external assessment comprises 30 per cent of the total assessment for all Stage 2
units, with the exception of the ELI where the external assessment will be 70 per cent
• the final assessment for each of the learning units at Stage 2 will result from the addition
of the assessments from the moderated school assessment and the external assessment
with no form of assessment being used to statistically moderate another form
• in the process of curriculum design and accreditation, the learning unit developers will
justify, in terms of student learning, the form of external assessment proposed.
Recommendation 14

The SACE Authority:
• explore and trial assessment approaches such as construct-referenced performance
standards in order to make the reference point for judgment in the SACE more
explicit and transparent for teachers and students
• continue to support a focus on the fullest and latest information for the making of
assessment judgments.
Recommendation 15

Development, research and trialling take place in relation to:
• new forms of reporting at Stages 1 and 2, consistent with the use of performance
standards, and that the ideas outlined in Section 7.6 contribute to that process
• ways of recording and facilitating a ‘not yet completed’ approach to partial completion
of work requirements.
Recommendation 16

Development, research and trialling take place in relation to the use of e-assessment as an
integral component of the new SACE.
Recommendation 17

A robust and comprehensive quality assurance system be established that supports and assists
teachers to carry out their assessment role consistently and confidently, and that:
• a range of other quality assurance mechanisms including the appointment of
Accredited Assessors and the establishment of an Institute for Educational Assessment
be considered
• there be regular reviews and audits of the quality assurance system, with triennial
reviews by a Quality Assurance Review Panel convened by the Minister for Education
and Children’s Services, in order to maintain system quality and public confidence.

Chapter 8: Certification
Recommendation 18

One senior school certificate of completion be offered in South Australia, to be known as the
South Australian Certificate of Education (SACE), and that:
• the SACE qualification be drawn from a record of learning achievements
• there be no time limit on completing the SACE requirements.
Recommendation 19

The Minister establish a group comprising members of the three schooling sectors, disability
service providers, educators and parents to consider how the completion arrangements being
proposed for the new SACE might best serve the learning needs of students with impairment
and/or health conditions.
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Recommendation 20

The SACE Authority be responsible for issuing the following formal documents to students:
• the South Australian Certificate of Education, to all students who complete its
requirements
• a Record of Learning Achievements—the official transcript of results of all learning
achievements that count towards the SACE.
Recommendation 21

The Record of Learning Achievements not report tertiary entrance information.
Recommendation 22

Consideration be given to the provision of a web-based system to enable the recording of all
results and achievements.
Recommendation 23

Effective accreditation mechanisms be established in order to:
• accredit and recognise locally developed curriculum
• broaden the capacity of VET studies to contribute to the new SACE, especially in
regard to the gaining of credit points at Stage 2
• make available to students credit points for partial completion of units and for short
stand-alone courses.
Recommendation 24

The SACE Authority forward results data to SATAC for its use in making decisions regarding
tertiary entry and SATAC be asked to communicate these decisions directly to candidates.

Chapter 9: Implementation
Recommendation 25

An Office of Senior Secondary Renewal (OSSR), responsible to the Minister for Education and
Children’s Services and operated through a collaborative arrangement with the three school
education sectors, be established immediately to commence the process of preparing for the
new SACE.

Chapter 10: Legislation and governance of the SACE
Recommendation 26

The Minister commission an independent review of the SSABSA Act and the governance and
operational arrangements necessary to ensure that:
• the statute is able to give effect to the reforms proposed in this Report and the more
general matters related to legislation and governance discussed in Chapter 10
• South Australia has in place a statutory authority that is appropriate in its design,
functions, powers and modus operandi to perform the roles expected of it in the
proposed new SACE.

16
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Part A
The case for reform

1
Current challenges
Overview
This Chapter begins by noting some of the more significant social, political, cultural and economic
changes that have occurred since the SACE was first introduced. These changes highlight the critical
importance of education to Australian society. They also suggest values that will guide the SACE
Review.
The Chapter then identifies the challenges and issues facing senior secondary education today,
arguing that senior secondary education for all is more important now than it has ever been. At the
same time, indicators such as low retention and participation rates, especially among disadvantaged
sectors of the population, point to the need for reform in senior secondary education and training in
South Australia and the Northern Territory. The SACE Review is therefore both timely and
important.
The Chapter concludes by describing the processes of the Review, especially the wide-scale
consultation undertaken by the Review Panel.

1.1

Context of the SACE Review

The last major review of senior secondary education in South Australia, the Enquiry into
Immediate Post-Compulsory Education (Gilding 1988, 1989) took place between 1986 and
1989 and resulted in the introduction of the South Australian Certificate of Education (SACE)
in 1992–93.
Since that time, the Senior Secondary Assessment Board of South Australia (SSABSA) has
conducted internal reviews of the structures, processes and effectiveness of various aspects of
the SACE and has made a series of changes in response to those reviews. There has not,
however, been an opportunity to conduct a comprehensive review of the SACE, taken as a
whole and conducted at arm’s length from its daily operations. Therefore, the SACE Review is
timely and important, not only for South Australia but also for the Northern Territory, which
uses the SACE as the basis for its senior secondary education.1
In the 15 years since the Gilding Enquiry reported, there have been enormous economic,
political, cultural and social changes at the global, national and local levels. Concepts such as
the ‘information age’, ‘globalisation’, and ‘internationalisation’ that were embryonic at the time
of the Gilding Enquiry, are now commonplace terms used to describe the nature as well as the
extent of change.
As a consequence, the SACE is now being taken by young people who have grown up in a
world that is very different from the one that existed when the SACE was first introduced. The
following examples give a sense of the dimensions of change over the past 15–20 years:
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•

The threat of conflict between superpowers has been replaced to a large degree by local
conflicts on the one hand and global terrorism on the other. China and Eastern
Europe have been transformed by the adoption of democratic forms of government
and market based economies.

•

There has been a rapid growth of Asian economies and globalisation in trade and
commerce. Australia is playing a more active role in our region of the world.

•

There is a greater environmental awareness in the Australian population, and growing
concern about major environmental issues such as the health of our major river
systems and the effects of global warming and global dimming.

•

New economies and technologies are changing the nature of work and the skills
required of the workforce. We are observing an increased demand for a more highly
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skilled workforce coupled with skill shortages in a number of industry areas. In
addition, in Australia there has been a shift to more part-time or casual jobs, an
increased expectation that people will change jobs and careers a number of times over
their working lives, and less certainty about job security.
•

The internet has ‘democratised’ access to information in a way hitherto unimaginable,
while modern communication technologies such as mobile telephones have increased
the capacity for individuals to remain connected while at the same time remaining
physically isolated.

We can expect future change to be even more far reaching in its effects.
The role of education is to assist in developing the capabilities of young people to be creative,
productive and confident participants in their society. Changes such as these, therefore, have
significant implications for all sectors and levels of the education and training system. In the
case of senior secondary education and the SACE there are ramifications not only for what is
taught but also where and how it is taught.
But of course it is not just a matter of changing the curriculum. The fact is that a review of
senior secondary education must take into account a number of other interlocking factors.
First, a review must recognise the differential impact of change. There are winners and losers.
Research and social policy groups like the Smith Family have argued that knowledge-based
economies are exacerbating existing social inequalities (Zappalà 2000). For example, people
with limited access to information and communication technologies (ICTs), and/or fragile
connections with the labour market are seen to be in particularly high-risk categories. This has
important implications for the nature of the recommendations of a review, as well as for the
distribution of resources.
Second, there must be a recognition of the changing nature of the lives of many young people
undertaking the SACE. For example, many students turn 18 while they are in Year 12, live
adult lives and manage a combination of study, part-time work and training. Indeed, South
Australia has the highest number and percentage of part-time students in Year 12 in Australia,
and the Northern Territory has the next highest percentage.
Third, a review must take account of the ways in which educational institutions have tried to
respond to the extent and nature of change. The places where young people now learn are very
different than they were 15–20 years ago. In relation to post-compulsory education, the
development of a national vocational, education and training (VET) system and the growth of
VET in schools have been significant. In addition, the rapid increase in the number of full fee
paying overseas students, the growth of e-learning and the internationalising of the curriculum
have also been important changes. Educators are now working with an increasingly diverse
student population.
Finally, a review must recognise the specificities of the local context at the level of the state or
territory. This context includes such matters as economic and demographic trends. Thus, the
Review has to recognise such contextual issues as the ageing and overall decline in numbers of
the South Australian population. Figure 1.1 illustrates the projected decline in the number of
young people in the state to 2051. The age groups shown in this Figure correspond broadly
with children and young people who are of preschool age (0–4 years), primary and middle
school age (5–9 and 10–14 years), and the senior school age (15–19 years). Figures A.1 and
A.2 in Appendix 5 provide additional information. Figure A.1 portrays a projected decline in
the overall population of the state over the same period. Figure A.2 shows the decline in the
state’s birth rate over the past decade.
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Figure 1.1: Population projections, children and youth, South Australia, 2002–2051
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Source: ABS, 3222.0 (2002 to 2101), Series B

While South Australia has the lowest percentage of young people as a proportion of the
population of any state or territory in Australia, the Northern Territory has the highest
percentage of young people, very largely contributed to by the growing and comparatively
younger Indigenous population. These demographic realities present particular challenges and
opportunities for education policy in the two jurisdictions.
These are just some aspects of the current context. One thing is clear: that while the future has
always been unknowable, the task of predicting and responding to what might transpire has
become more and more difficult. In other words, as the rate of change has increased, our
capacity to act within conventional assurances and parameters has declined. What does all of
this mean for education and specifically for senior secondary education?

1.2

The importance of education and training

Given the preceding analysis, the importance of education and training becomes even more
pronounced than in previous generations. Much has been written about the essential features
of an education designed to facilitate effective participation in knowledge-based economies and
societies. The Australian Council of Deans of Education (ACDE), for example, argues that the
knowledge economy demands:
… persons who can work flexibly with changing technologies; persons who can work
effectively in the new relationship-focused commercial environment; and people who
are able to work within an open organisational culture and across diverse cultural
settings. (ACDE 2004: 6)
Clearly such capabilities must be developed systematically and, increasingly, it has fallen to
education and training providers to play a critical role. The education sector is fast becoming
the ‘engine room’ of modern economies (BankSA 2004).
But education and training are more than a means to fuel the economy. They are also central
to the health of a democracy, and to personal wellbeing. As a national research and
development agency has observed, ‘individuals with higher educational outcomes tend to have
healthier lifestyles, and are more likely to volunteer and to be politically and socially engaged’
(Dusseldorp Skills Forum 2002). They are also more likely to be employed (see Figure A.8,
Appendix 5).
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Many of the changes outlined in Section 1.1 have altered the nature and processes of our major
institutions and our social practices. Education and training are the central means by which
people can develop the capabilities needed to embrace this order of change, complexity and
uncertainty. More than this, education is a major vehicle through which a society can sustain
and renew its democratic and cultural life as a response to these massive changes.
This is not a technical task. It gives educational institutions a deeply moral purpose, and
suggests that educational planning should be based on a number of democratic values. These
values are the philosophical planks for the SACE Review. They are:
•

That education is a human right: The provision of education in a democratic society
is both a moral and a practical imperative. It makes little sense to have a democracy
which does not fully educate all of its citizens for an active role and full participation
in democratic life and society. It is clearly in the public interest, as well as in the
interests of individuals, for any democratic society to invest in education in order to
provide educational opportunities for all of its citizens.

•

That all young people have an equal entitlement to appropriate educational
provision: In the contemporary world, if education is fundamental to developing the
capabilities that are needed to contribute to society through being an active citizen, a
productive worker, a member of the community and so on, then there must be an
equality of entitlement to appropriate educational provision. It cannot be unevenly
distributed amongst the population. For example, it would not be appropriate to offer
a curriculum that meets the needs of some students but neglects the needs of others.

•

That a society must work to remove the barriers to successful participation in
education: There is a difference between being free to take advantage of educational
opportunities, and actually doing so. It is not just a matter of an individual’s right to
education. It is also a matter of addressing the barriers that hinder or prevent people
from taking advantage of those opportunities. This means ensuring that the structures,
processes and cultures of education systems and institutions support and enable full
participation. More than this it suggests that people must be supported to develop the
personal resources and capabilities that will enable them to take full advantage of their
educational opportunities.

•

That all young people are entitled to an education that develops their capabilities
to the fullest extent possible: People require a range of capabilities to participate fully
in the democratic life of a community, to engage in productive and fulfilling work,
and to develop healthy relationships with others. It is a responsibility of any society to
develop these capabilities. A central role of education is to assist all young people to
develop all of these capabilities to the fullest extent possible.

These values are central to education in a democratic society. They therefore need to be
embodied in and enacted through the provision and organisation of educational institutions.
The challenge for the SACE Review Panel when it began its work was to ask what these values
mean for the organisation, structure and practices of senior secondary education. At the same
time, the Panel was aware there should not be a need in an enlightened and relatively wealthy
nation to couch educational opportunity in terms of rights and entitlements but rather in
terms of expanding opportunity and reaching out to new horizons in teaching and learning.

1.3

The role of senior secondary education and training

In the not too distant past, Years 11 and 12 were viewed mainly as the province of students
who were ‘academically inclined’. Considerable emphasis was placed on their preparation for
university, professional careers and ‘white-collar’ occupations. Meanwhile, a significant
proportion of students left school as soon as they could in order to take up unskilled or semiskilled jobs, or to embark on an apprenticeship.
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However, radical changes in the economy over the past 20 years have resulted in many of these
unskilled and semi-skilled jobs largely disappearing. Research suggests that, as a group, young
people have been most adversely affected by the transformation in the nature and shape of
work in Australia (Dusseldorp Skills Forum 2000).
While full-time work for teenagers has become much more difficult to find, opportunities for
casual part-time employment have increased. The problem is that many of those jobs are
poorly paid, rarely continue for extended periods, seldom involve structured training and
development opportunities, and are generally not designed to lead to full-time positions. This
tends to result in a significant proportion of the youth population becoming either
marginalised or totally disenfranchised from the labour market at a critical time in their
transition to independence.
Even in times of economic prosperity—as experienced in Australia during the past few years—
the plight of many young people remains unchanged. As one youth research study concluded
recently, ‘the transition from education to work is not becoming any less troubled for young
Australians’ (Dusseldorp Skills Forum 2004). That study contained some alarming national
statistics. For example, in May 2004, 15.5 per cent of all 15–19 year olds, or 214 800
teenagers, were not in full-time education or full-time employment. Even more worrying is the
fact that 78 500 (27 per cent) teenagers who left school in 2002 were not in study and were
either working part-time, unemployed or not in the labour force in May 2003.
These changes have created a new context for senior secondary education, and there has been a
range of responses by schools, education systems, support agencies and governments to address
it. Vocational Education and Training in Schools (VETIS) is one of the more successful
initiatives to be embraced nation-wide. From a relatively marginal activity in 1996, when
60 000 students (16 per cent) included VET as part of their senior secondary certificate across
Australia, this had expanded to 202 935 students (47 per cent) by 2003 (MCEETYA 2004).
Another initiative designed to complement existing apprenticeships and traineeships has been
school-based new apprenticeships, which have grown from 1500 in 1998 to 10 571 in 2003
(MCEETYA 2004). In addition, a range of new subjects, courses and programs have been
introduced with a view to encouraging young people to remain in full-time education or
training, rather than leave school before completing Year 12.
In light of these developments, the Review Panel is convinced that new ways of thinking about
the structural, organisational and relational dimensions of Years 11 and 12 are required.
Conventional binaries separating education from training, academic from vocational, and
theory from practice have outlived their usefulness. Old mindsets are simply not helpful in
addressing the challenges of new times.
Productive participation in education and/or training for all young people beyond the age of
compulsion is essential for personal health and wellbeing, as well as for the social, political and
economic health of a community. This does not imply that all young people must stay on to
the end of Year 12. There are other avenues that can be followed, including moving into fulltime work where a young person can continue to learn through training or education
opportunities.
However, the Review Panel believes that senior secondary education is a foundation stone for a
culture of lifelong learning. Maximising successful completion to the end of Year 12 is more
important now as a policy goal than it has ever been. So, at the outset of the 21st century, what
is the role of a structured program of formal learning leading to the issuing of a qualification
like the SACE? The Panel is of the view that the SACE has at least three important functions.
First, it continues a process begun in the compulsory education phase of providing for the
development of the whole person. Successful completion of the SACE should signify that a
young person has developed a range of capabilities that enable productive engagement in civic
and community life, work and personal relationships.
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Second, successful completion of the SACE forms a basis for further education, training and
lifelong learning. In knowledge-based economies and societies, individuals need not only to
increase their skills and learn new skills on a regular basis, but also to engage with the
economic, social and political issues that arise in the face of new technologies and the changing
nature of work and related practices.
Third, the SACE has a symbolic function. It represents a rite of passage—a significant point in
a young person’s life. It is a public recognition of a student’s participation in and achievement
of a certain standard of education that forms a basis for further study, work and community
engagement.
The importance of these functions of the SACE are emphasised by recent research data. It is
clear that gaining a senior secondary certificate significantly increases a young person’s life
chances. A report by the Australian Council for Educational Research, for example, asserts on
the basis of research that:
... those who obtain a Year 12 qualification or its vocational equivalent are more
likely to continue their involvement in education and training, gain employmentrelated skills and generally fare better in the labour market compared to those who do
not complete Year 12 or its equivalent. (Fullarton et al 2003: viii)
There are significant social and economic consequences associated with leaving school before
the completion of Year 12. For young people unable to gain a place in an approved training
course or to obtain secure employment, there are risks of ‘dropping out’ and getting caught up
in a downward spiral, aspects of which can include damaged confidence, lowered self-esteem
and sustained alienation.
Many at-risk individuals experience an overwhelming sense that this state of affairs is all of
their own making, unaware of structural and other barriers that may be contributing to their
situation. Others blame ‘the system’ that has, in their view, let them down. The community, on
the other hand, comes to view unemployed youth as ‘the problem’, rather than understanding
that their situation could be the consequence of factors that are often beyond the control of the
young person.
In addition to the personal damage inflicted on those who have dropped out, the cost to
governments and taxpayers is substantial. As Hughes (2003: 12) observes, ‘the price of providing
an effective education may be high. The cost of failing is higher’.

1.4

A time for critical reflection and response

If the completion of a full secondary education endows young people with the educational
capital that will enable them to make best use of life’s opportunities, then the extent to which
that ‘endowment’ is available to all young people is one measure of the health of a democratic
society. Chapter 2 provides a detailed account of how South Australia and the Northern
Territory have fared on that measure. For the purposes of this Chapter, the critical nature of
the situation can be illustrated by reference to some key indicators.
Apparent retention rates

In South Australia, in the period since the SACE was introduced in 1992, there has been a
dramatic decline in the full-time apparent retention of students from Year 8 to Year 12, from
over 90 per cent in 1992 to 68 per cent in 2004. Essentially, the rate has been static at current
levels for about a decade (see Figure 2.1, Chapter 2).
Figure 1.2 shows the full-time retention rates (Years 8–12) of all states and territories in 2004,
indicating that while there have been slight rises in the South Australian rate in the last two
years, South Australia and the Northern Territory have the lowest full-time apparent retention
rates in Australia.
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However, the figures become more poignant when it is understood that the lowest retention
rates in South Australia and in the Northern Territory exist in the most disadvantaged sectors
of the population. This is a recurring theme through the data presented in Chapter 2, and is a
dominant focus of this report.
Figure 1.2: Full-time apparent retention rates (Years 8–12), states and territories, 2004
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Levels of education of school leavers

Below the apparent retention rates figure sit a number of other salutary statistics.
An estimated two out of every five students (39 per cent) or 7200 of the 18 600 young South
Australians who left school in 2002 had not progressed beyond Year 11 and almost one in four
(4300) had not progressed beyond Year 10 (see Table 1.1). It is also clear from this table that
South Australia’s performance is relatively poor compared with that for Australia as a whole.
Table 1.1: Highest level of education of school leavers, South Australia and Australia, 2002

Year 12
Year 11
Year 10 or below
Total

South Australia
Number
%

Australia
%

11
2
4
18

69.5%
9.7%
20.8%
100.0%

400
900
300
600

61.3%
15.6%
23.1%
100.0%

Source: ABS Annual Supplementary Labour Force Survey, May 2003 (State data courtesy of ABS)

Furthermore, 37.5 per cent of the school leavers in 2002 who had not progressed beyond
Year 11 were unemployed in May 2003. For school leavers who had completed Year 12, the
unemployment rate was 17.5 per cent, half that of the early school leaver group. As the skills
and knowledge required of workers in an increasingly knowledge-based economy continue to
rise, the gap in employment between those who have not completed a full secondary education
or equivalent vocational qualification and those who have will continue to widen.
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Patterns of youth employment

Since 1999 in South Australia, the proportion of 15–19 year olds2 who are not engaged in fulltime learning or work, or an equivalent amount of part-time learning and part-time work, has
ranged between 14 and 20 per cent (see Table 1.2 below). This represents between 15 000 and
20 000 young South Australians.
It should be noted that not all the young people included in this measure are early school
leavers or unemployed involuntarily. Some will have completed Year 12. Others will have postschool qualifications. A small number will be studying part-time and not looking for work and
about half will be working part-time and not studying. Between 12 per cent and 15 per cent of
18 and 19 year olds are in this last category. Some of these will be taking a ‘gap’ year after
completing Year 12 or other studies, but many will be caught in the ‘revolving door’ of casual
short term, part-time work that is characteristic of the youth labour market in Australia at the
present time.
Consistent with this pattern, in 2002 and 2003, the proportion of 19 and 20 year olds who
had completed Year 12 or obtained any post-school qualification was lower in South Australia
than in any other mainland Australian state (see Table A.1, Appendix 5).
Table 1.2: Persons aged 15 to 19 not in full-time education or full-time work by state and territory, May
1999–2004, per cent

New South Wales
Victoria
Queensland
South Australia
Western Australia
Tasmania
Northern Territory
Australian Capital Territory
Australia

1999

2000

2001

2002

2003

2004

13.3
11.6
18.1
15.9
15.8
16.9
26.6
8.8
14.4

14.7
11.1
16.7
13.9
14.3
17.1
31.3
11.3
14.3

13.5
9.7
19.2
19.1
18.7
16.1
26.2
16.8
14.9

15.2
10.8
18
17.5
18.3
15.7
31.7
11.3
15.3

14.5
10.3
18.1
17.1
16.7
15.8
20.7
16.8
14.8

14.4
12.6
17.5
20.2
15.1
15.9
48.6
12.8
15.5

Source: ABS Labour Force Australia, 6202.0—ST LM3. Some values in the table may differ from those in earlier editions of this volume because of
revisions to their data by the ABS. Values for smaller states and territories are unreliable.

The proportion of Northern Territory students not in education or full-time work is even
higher than that for South Australia. Young people aged 15–24 years in the Northern Territory
have a labour force participation rate of 56 per cent compared to the national average of 65 per
cent. Youth employment in the Northern Territory is concentrated in the lowest skills areas
(NT DEET 2004).
Participation in training

Another perspective on those who leave school without completing Year 12 is obtained by
examining the level of qualification taken by those who are actually engaged in study.
An estimated 18 600 young people left school in South Australia in 2002 (ABS 2003). Of
those, about one third (6270) were enrolled in publicly funded vocational education and
training in 2003 (Karmel 2004). Around 60 per cent of the male school leavers in 2002 who
proceeded to VET in 2003 had not completed Year 12, and over 30 per cent had not gone past
Year 11. Females were much more likely to have completed Year 12 than males (see Table A.2,
Appendix 5).
Karmel (2004) notes that a majority of early school leavers who enrol in VET programs postschool, undertake studies at Certificate I and II levels which are generally not considered to be
equivalent to achievement of the SACE in either educational terms or in terms of providing a
general preparation for employment (see Table A.3, Appendix 5). Furthermore, most courses at
Certificate I and II levels do not purport to equip young people for immediate employment in
skilled occupations.
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This is not to downplay the importance of these qualifications. A large part of the value of
Certificate I and II programs is to be found in their capacity to motivate early school leavers to
remain engaged in learning. Qualifications at that level are part of a clear pathway to higher
qualifications and skilled employment. To the extent that early school leavers access those
learning paths, VET can be seen as an alternative to school-based education and the SACE.
The challenges

The key indicators show clearly that the task of returning retention rates to the levels achieved
a generation ago, and re-engaging young people in education and training, is a massive
challenge. The Northern Territory government is grappling with similar sorts of challenges.
Indeed, as the Northern Territory Review Report (NT Government 2004) points out, in the
Northern Territory many of the issues are aggravated by the increasing prevalence of substance
abuse, violence, sexual abuse, self-harm and youth homelessness, particularly in Indigenous
communities.
If left unattended, the cost to South Australia, the Northern Territory and the nation of a
failure to address these issues would be intolerable. The long term human, social and economic
costs associated with large numbers of young people not participating in education, training or
employment, or combinations of these pathways, is substantial, unacceptable and avoidable.
The South Australian and Northern Territory governments have announced a range of policy
initiatives to address these challenges. The SACE Review is one of these.

1.5

The policy context

As a response to the issues outlined above, the South Australian government has announced a
comprehensive plan of action. South Australia’s Strategic Plan: Creating opportunity (Government
of SA 2004) recognises that in today’s world, successful economies are based on strong,
inclusive communities. Being internationally competitive is seen to be related directly to
education and training, and there is a commitment to investing in people and their local areas.
Ultimately, the Plan seeks to widen opportunities for all South Australians by focusing on six
key strategic objectives and 79 targets that are designed to enable the state government to
benchmark or measure progress over time on a biennial basis. A number of the targets relate
directly to education and training, including senior secondary education (see Appendix 6).
Approaches and strategies for being part of the global economy have also been outlined in the
Economic Development Board’s report, The state of the State (2002) which starts from the
premise that South Australia’s future is to be a high growth, knowledge-based, modern
economy, with an environmentally sustainable approach to growth.
In addition, the government has allocated $28 million over four years through the Social
Inclusion Board to develop strategies and approaches that will address a number of social
factors contributing to the state’s low school retention rate. Simultaneously, a South Australian
Youth Engagement Strategy (SAYES) has been designed to complement and refocus existing
whole-of-government work intended to improve the quality of engagement, retention and
transition for all young people.
The South Australian government has committed itself to having all young people ‘learning or
earning’. These targets require sustained attention to young people and their development ‘the
first time around’. While there are many programs which intend to re-engage young people
who are not in employment, education or training, they underline the failures of the first time
round experience for many young people.
Similarly, the Northern Territory government recognises that providing all young people with a
high quality education is a good investment for the future of individuals and for the economic
growth and social wellbeing of the Territory. As part of its strategy for creating a ‘Smart
Territory’, in 2002 the Northern Territory government commissioned a comprehensive report
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on secondary education which resulted in the release of the Report on future directions for
secondary education in the Northern Territory (NT Government 2004). Subsequently, the
Northern Territory government has announced a $42 million package for improving secondary
education in the Northern Territory, with senior secondary curriculum being a key component.
The SACE Review must be understood in this broader policy context. It represents a further
strategy to address the serious issues that face South Australia and the Northern Territory in
terms of retention and participation of young people in education and training.

1.6

The SACE Review

Announcement and establishment of the SACE Review

The SACE Review was announced on 18 February 2004 by the Premier, who emphasised that
the government wanted to develop a relevant and contemporary curriculum framework that
would meet the needs of students in the 21st century. The Review was welcomed by all
education sectors in South Australia and received positive support. It was also welcomed by the
Northern Territory government and received positively by the education community in the
Territory.
The terms of reference of the Review were described as follows:
To achieve a curriculum and assessment framework that will meet the diverse needs of all
students and result in high and more socially equitable levels of retention, completion and
pathways beyond school, the Review will:
•

Identify the characteristics of a relevant and contemporary certificate of education

•

Develop procedures so that students, parents, teachers and employers understand the
certification process

•

Provide a mechanism that ensures the continuous improvement of the certificate of
education so that it responds to the changing needs of young people and better supports
the economic and social development of the state

•

Advise on requirements for legislative reform.

Appendix 1 contains the expanded Terms of Reference of the SACE Review. Members of the
Review Panel and the Review’s Secretariat are listed in Appendix 2. The Panel and Secretariat
met on a regular fortnightly basis for the period of the Review.
The SACE Review was conducted in three phases: (1) consultation and research, (2) analysis
and strategy development, and (3) report writing.
Phase 1: Consultation and research

A Discussion Paper was released in May 2004 (SACE Review Secretariat 2004) and distributed
widely in hard copy to South Australian schools, and to special interest groups. It was also
placed on the SACE Review website. A student discussion paper was prepared and placed on
the website in July 2004, and advertised to schools via a bulletin. The Discussion Paper was
forwarded to schools in the Northern Territory in June 2004.
The Discussion Paper was a stimulus for an extensive process of consultation with a diverse
range of people and groups. This consultation included:
•
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Face-to-face meetings: Between May and August 2004, over 200 face-to-face meetings
were held with individuals and groups. Most country regions were visited, with up to
six meetings scheduled in many of the country locations. Metropolitan teacher
meetings were organised, as well as visits to specific metropolitan schools and training
sites. The Panel also canvassed the views of students, parents, teachers, principals and
systems leaders, members of schools’ governing bodies, representatives from TAFE and
other training providers, the business community and Regional Development Boards.
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A number of meetings were held with particular groups to ensure that their specific
concerns and circumstances were understood. These included Indigenous parents,
students and community members, groups working in disability services, and support
groups working with disengaged young people. The Review Panel also met with many
stakeholder groups and individuals. These included universities, unions, SSABSA and
members of Parliament. Appendix 3 lists the people and groups who met with the
Review Panel during this first phase of the Review.
•

Written submissions: The South Australian community was invited to provide
written submissions to the Review. Over 170 written submissions were received and
these are listed in Appendix 4.

•

Online mechanisms: A SACE Review website was developed in April 2004 and
during the period of the Review it recorded over 8000 ‘hits’. In June 2004, a survey
for the general public was placed on the site, and over 600 survey responses were
received from students and other members of the public.

•

Major conference: A major two-day conference was held in the Barossa Valley in June
2004 with students, parents, teachers, principals, unions, local business and industry
members, universities, staff and Board members of SSABSA, and senior officers from
the three school sectors and TAFE SA.

•

Meetings with other jurisdictions: Members of the Panel and Secretariat visited
Darwin and Alice Springs in the Northern Territory and held a teleconference with
educators in three remote communities. They also visited Queensland, Western
Australia, New South Wales and Victoria to explore recent developments in
curriculum and assessment in those jurisdictions.
The Northern Territory government provided various support to the Review. This
included seconding Ms Trish Hansen from the Territory’s Department of Employment,
Education and Training to work with the Review Secretariat from October to
December 2004 and contribute to various aspects and stages of the Review.
In addition, the Review Panel met with representatives from the Tasmanian Post Year
10 Curriculum Review Project Team and had the benefit of a week long visit to
Adelaide by Sir Michael Tomlinson, Chairman of the Working Group for 14–19
Reform in England. The Chair of the Review Panel took the opportunity to meet with
school leaders in British Columbia when he visited Canada on other business. A
member of the Secretariat met with senior officers of the Welsh Qualifications,
Curriculum and Assessment Authority, and the International Baccalaureate
Organisation office in Cardiff, when he was travelling in the United Kingdom.
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•

Research: The Panel and Secretariat also investigated trends in young people’s
involvement in learning and work locally, and commissioned work on national and
international trends in senior secondary education. Professor Richard Teese from
Melbourne University’s Department of Education Policy and Management was
commissioned to undertake a critical analysis of South Australian data relating to
access, retention and participation in the SACE; and Mr Howard Kelly, Senior
Research Fellow, University of Melbourne, prepared a paper on international trends in
senior secondary education. The Review Panel received a paper about the participation
of young people in vocational education and training in South Australia, prepared by
Dr Tom Karmel, Managing Director, NCVER, and a presentation by Dr John
Spiering, Research Strategist with the Dusseldorp Skills Forum, on how young South
Australians are faring.

•

Communication: Throughout the Review, regular Bulletins were distributed to
schools and other organisations, and to individuals who expressed an interest in
receiving updates. The Bulletins were also published on the Review’s website.
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Phase 2: Analysis and strategy development

From September 2004, the work of the Review focused on analysing the data gathered in the
first phase, reviewing the literature and testing concepts and strategies to address the issues
raised by respondents.
The Review Panel was assisted in this phase by:
•

A Reference Group comprising many of the major stakeholders (see Appendix 2):
The Reference Group met three times and was used as a sounding board to test broad
directions for reform.

•

Two Expert Working Groups: One group focused on curriculum and assessment, the
other on issues related to students’ transitions from school to further education and
training, and work. The members of these groups are also listed in Appendix 2. The
Expert Working Groups advised the Panel on possible directions and strategies for
reform.

Phase 3: Report writing

The Review Panel’s report was prepared in the period February to April 2005 and delivered to
the Minister for Education and Children’s Services some 12 months after the Review Panel
began its work.
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2
The case for reform—
Statistical trends and patterns
Overview
This Chapter provides an overview of young people’s involvement in the senior years of secondary
education and the SACE in South Australia and the Northern Territory. The Chapter does not set
out to provide a comprehensive, fine-grained statistical analysis of senior secondary education in the
state and territory. Rather, it uses a relatively small number of ‘key indicators’ throughout this
Chapter to highlight some of the more significant trends and patterns in the participation and
achievement of young people in senior secondary education that have shaped the findings and
recommendations of the Review. The key indicators are based on statistical data drawn from a
variety of sources.
In brief, the trends and patterns described in this Chapter point to the need for senior secondary
reform in South Australia and the Northern Territory.
Not only are young people in South Australia and the Northern Territory participating in secondary
education at lower rates than their interstate counterparts, but there is clear evidence of entrenched
social segregation in students’ access to, take up of and achievements in the SACE. As a result, the
personal and community benefits generally associated with completion of Year 12 are more accessible
to some groups of young people and their communities than to others.
The Chapter concludes with a summary of findings from recent research into factors affecting
students’ success in the senior years of secondary schooling.
The statistical overview and summary of research provided in this Chapter is complemented in the
next Chapter by views and comments about senior secondary education and the SACE put to the
Review Panel in the course of its consultations with the South Australian and Northern Territory
communities.
Relevant statistics have been provided in figures and tables within the Chapter. Supplementary
statistical data are provided in Appendix 5, to which the reader is directed when appropriate.

2.1

Patterns in student retention, participation and
progression in the secondary years of schooling

Introduction

Three ‘key indicators’ are used in this Section to examine broad trends and patterns in young
people’s participation in full-time secondary education in South Australia.
The first indicator is the full-time apparent retention rate to Year 12. This indicator is used to
show how retention of full-time students to Year 12 has changed over time in South Australia
and how South Australia compares with other states and territories in retaining young people
as full-time students to Year 12. The examination of time series data for South Australia and
the comparison across jurisdictions is followed by a consideration of the relationship between
retention and students’ gender, socioeconomic status, home location and Indigenous status.
The second indicator in this series is the age participation rate. This indicator is used to
examine patterns in 16 and 17 year olds’ participation in full-time schooling associated with
socioeconomic status and students’ home location (metropolitan and country).
The third indicator in this series is the full-time apparent progression rate of students from
Year 8 to Year 12. This indicator illustrates points in their journey through secondary school
when young people are most likely to opt out of full-time schooling.
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Key Indicator 1: Apparent retention rates

For almost a decade the full-time apparent retention rate for South Australian secondary
schools has been more or less static at around 70 per cent for retention from Years 10 to 12
and 67 per cent for retention from Years 8 to 12 (see Figure 2.1). A Year 8 to 12 retention rate
of 67 per cent is equivalent to one out of every three students who enrol in Year 8 in any given
year in South Australia ceasing to be enrolled as a full-time school student before reaching the
end of Year 12.
Figure 2.1: Apparent retention rates, Years 8 to 12 and 10 to 12, full-time, South Australia, 1978, 1983, 1988
and 1993–2004
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Source: ABS Schools Australia 2004, (Cat No 4221.0)

That is not to say that one third of all school students leave school altogether before they reach
the final stage of Year 12. Some enrol as part-time students when they reach the senior years
and are not included in the full-time retention statistic. Others do leave school. What is at issue
is that the consistently low retention rate over many years suggests that there are systemic forces
at work that cause young people to reduce and, in many cases, prematurely terminate their
involvement with senior schooling.
Furthermore, the fact that full-time retention rates from Years 8 to12 and 10 to 12 are so close
in value, averaging 67 per cent and 70 per cent respectively, means that the major reduction in
full-time enrolments occurs between Years 10 and 12, that is, the years when students would
be either considering commencing studies towards the SACE or undertaking such studies. The
time of year at which students leave school or change from full-time to part-time status is
discussed later in this Chapter.
Not only has the apparent retention rate for South Australian secondary education been static
for an extended period, but it has also been consistently low in comparison with other
Australian states and territories (see Figure 1.2 in Chapter 1).
When the retention rate is adjusted to include part-time students, the Years 8–12 apparent
retention rate for South Australia rises by some 8 percentage points from the full-time rates
shown above, to around 76 per cent, fifth highest in the nation and within 1–2 percentage
points of the corresponding figure for Australia as a whole. This improvement in apparent
retention reflects the large number of part-time students enrolled in Year 12 in South
Australian government schools.
However, when further adjustments are made to allow for state differences in areas such as
population change, participation by mature age students, students’ movements across state
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borders and differences in states’ demography and education policies, South Australia slips to
eighth position, marginally behind the Northern Territory, although the gap between South
Australia and the state with the highest adjusted retention rate reduces from 21.4 percentage
points (unadjusted rate difference) to 9.5 percentage points (adjusted rate difference) (Lamb et
al 2004).
While it is widely acknowledged that apparent school retention rates do not reflect adequately
the full extent of young people’s involvement in learning, and that retention rate figures need
to be interpreted cautiously, particularly when used to make comparisons between jurisdictions,
the apparent retention rate measure does provide one indication of how well the secondary
education system is meeting the needs of young people. On that indicator it has been clear for
some time that South Australia has considerable room for improvement.
In that connection the Review Panel has noted a small upward trend in South Australia’s
retention rates since 2000 when they reached their lowest level in over a decade. This upward
trend is expected to continue in response to recent state government initiatives. Those
initiatives have included raising the school leaving age to 16 from the beginning of 2003,
implementing a multi-faceted strategy to encourage young people to complete their secondary
education or an equivalent vocational qualification, and commissioning a review of the South
Australian Certificate of Education.
However, it is clear that the government’s goal of restoring retention rates to the levels attained
in the early 1990s cannot be achieved by reform in the schooling sector alone. A broader set of
policy responses is required. The Review Panel was pleased to note the government’s
commitment to the implementation of a long term whole-of-government strategy to increase
the engagement of the state’s young people in learning and work (Rann 2005). This will
complement and build on the government’s strategies directed at improving school retention.
The Review Panel believes that its proposals to reform the senior certificate of education (see
Part B Chapter 4 and Part C) and to position senior secondary education within a broader,
more seamless education and training system (see Part B Chapter 5) must form an essential
part of the government’s youth engagement strategy.
Demographic dimensions of retention

It is clear that a variety of factors influence individual students’ decisions to stay at school and
complete Year 12, or leave (SSABSA 1999; Cormack 2004; Lamb et al 2004).
At the collective level, there are clear relationships between retention or early school leaving,
and a range of demographic factors including students’ gender and socioeconomic background,
where students live, where they attend school, the type of school attended, and Indigenous
status.
Gender, socioeconomic status and school retention
In 2004, the full-time apparent retention rate (Years 8–12) for girls was 75.1 per cent, almost
14 percentage points higher than for boys (61.2 per cent). The average difference over the
period 1999–2004 was 13 percentage points in favour of girls. Notwithstanding that girls are
more likely than boys to complete Year 12, the higher retention and participation of girls in the
SACE does not result in better employment outcomes for females. Boys are more likely than
girls to be in full-time work or in training schemes leading to full-time work. Girls are more
likely to be in part-time employment or out of the labour force altogether (Hetzel et al 2004).
Retention rates also vary significantly with socioeconomic status. In 2003 the full-time
retention rate (Years 10–12) for girls in the highest socioeconomic quartile was around 27
percentage points higher than for girls in the lowest quartile. For boys the difference was 30
percentage points (see Figure A.3, Appendix 5). In other words, both male and female students
from high socioeconomic backgrounds are much more likely to remain at school to Year 12
than their peers from low socioeconomic backgrounds.
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More generally, data collected by the Australian Council for Educational Research through its
Longitudinal Survey of Australian Youth (LSAY) (Fullarton et al 2003) show that early leaving
was almost four times higher in the lowest socioeconomic quartile (34 per cent) than in the
highest quartile (9 per cent) in 1999 (see Table A.7, Appendix 5).
While a correlation between retention and socioeconomic status is not unexpected, the size of
the difference in retention rates between the highest and lowest socioeconomic groups indicates
a severe level of social segregation in terms of young people’s completion of a full 12 years of
school education and the opportunities that provides.
Home location
Across the state, retention rates vary significantly from one school district to another and
between country and metropolitan areas. There is also a significant variation across the
metropolitan area. In 2003, some metropolitan local government areas (LGAs) recorded
retention rates that were below 50 per cent, while in others retention was well in excess of 90
per cent (see Figure 2.2). Student movement across municipal boundaries distorts these
geographical patterns, lifting apparent retention to over 100 per cent in Norwood and
Adelaide, and lowering retention in other parts of the metropolitan area and in the country.
Figure 2.2 also illustrates the strong, positive correlation between retention and socioeconomic
status in the metropolitan area.
Figure 2.2: Apparent retention rate, Years 10 to 12, full-time, by socioeconomic status of local government area of
school location, all schools, Adelaide, 2003
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Indigenous students
Apparent retention rates for Indigenous young people have improved in recent years
(see Figure 2.3).
Figure 2.3: Apparent retention rates, Indigenous students, full-time equivalent, South Australian government
schools, 1999–2004
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However, in spite of these increases, Indigenous students are still much less likely than nonIndigenous students to stay at school beyond the compulsory years. A similar situation has
been observed in the Northern Territory (see Figure 2.15).
Key Indicator 2: Age participation rates

While apparent retention rates provide an indication of how a particular group of young
people fare in their journey from Year 8 or Year 10 to Year 12, age participation rates provide a
point-of-time snapshot of the extent to which young people of a particular age are involved in
schooling.
In that respect, the rate of full-time participation in senior secondary education varies widely
from one part of the state and metropolitan area to another.
Based on the 2001 census of Population and Housing, the lowest levels of full-time
participation by 16 year olds in the metropolitan area were in the Playford–Elizabeth–Salisbury
region where participation rates ranged from 60.6 per cent to 72.6 per cent. By contrast, in
Unley, Burnside and Mitcham the full-time participation rate for 16 year olds ranged between
91 per cent and 92 per cent (Hetzel et al 2004). There were similar marked variations in the
participation rates for 16 year olds in rural and regional South Australia.
Many of the areas with low full-time participation rates are also areas of high socioeconomic
disadvantage. This is apparent from Figure 2.4, which shows that young people from low
socioeconomic areas in both metropolitan and country regions are far less likely to be
participating in full-time secondary education at ages 16 and 17 than young people of the
same age from high socioeconomic backgrounds (see also Figures A.4 and A.5, Appendix 5).
However, the differences in full-time participation between highest and lowest socioeconomic
groups are less pronounced in the country than in the city.
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Figure 2.4: Full-time participation in secondary education at ages 16 and 17, Adelaide and country South
Australia, 2001
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It is also evident from Figure 2.4 that, while participation rates for the most disadvantaged
groups in the metropolitan area are only slightly higher than for the corresponding group in
country areas, young people from the most advantaged groups in the metropolitan area
participate in full-time education at much higher rates than their equivalents in the country.
One possible reason for this difference is that some young people from higher socioeconomic
backgrounds in the country move to the city at ages 16 or 17 to complete their senior
secondary education. Another is that young people from higher socioeconomic backgrounds in
country South Australia simply drop out of full-time schooling before or shortly after
commencing the SACE.
Whatever the explanation, what is clear is that full-time participation in senior secondary
education is characterised by strong social and geographic segregation.
Key Indicator 3: Student progression from Year 8 to Year 12

Figure 2.5 depicts the ‘apparent progression’ through secondary education of the cohort of
students who commenced Year 8 in February of 1999. Had all students in that cohort
progressed on a full-time basis without interruption, they would have been in Year 12 in
August 2003. The progression pattern is ‘apparent’ because it does not track individual
students or take account of repeating students, students moving between states, or international
students enrolling at South Australian schools. It is a simple measure based on full-timeequivalent enrolments at subsequent school year levels in successive years.
As shown in Figure 2.5, the number of full-time-equivalent enrolments begins to fall
noticeably from as early as Year 9 and the rate of decline accelerates from the beginning of Year
11 in both government and non-government sectors. The decline at senior levels reflects the
combined effect of students withdrawing from school and others changing their enrolment
from full-time to part-time. In 2003, 26.7 per cent of all Year 12 students in government
schools were studying part-time.

36

Success for all: SACE Review Part A

Figure 2.5: Apparent progression of the student cohort that commenced Year 8 in February 1999, government
and non-government schools, South Australia, full-time equivalent enrolments
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Sources: School enrolment census data: Government schools, SA Department of Education and Children’s Services; Non-government schools: February
census data, Non-government Schools Secretariat; August census data, Department of Education, Science and Training

There is also a noticeable influx of students into government schools at the beginning of
Year 11. These students are thought to be a mix of adults re-engaging in schooling, younger
school leavers returning to school after a time away and international students enrolling at
government schools for the first time. A similar but much smaller increase is observed to occur
in the non-government sector at the beginning of Year 11.
The pattern shown in Figure 2.5 has been repeated each year for over a decade (Figure A.6,
Appendix 5). If adult ‘re-entry’ students and international students were excluded from the
enrolment statistics on which these Figures are based, then the reduction in full-timeequivalent enrolments between February of Year 8 and August of Year 12 would be even more
pronounced than Figures 2.5 and A.6 show.
The loss of students from the middle years of secondary schooling apparent in Figure 2.5 is
also evident in Figure A.7, Appendix 5, which shows a marked drop in school enrolments for
young people in the mid-teens. The scale of early school leaving in South Australia is almost
certainly linked to the state’s poor standing relative to other states in the proportion of young
adults who have completed Year 12 or obtained a post-school qualification (see Table A.1,
Appendix 5), and the large proportion of young people who are not involved in full-time
learning or work (see Table 1.2 in Chapter 1).
While there are many reasons why students leave school early (SSABSA 1999; Cormack 2004;
Lamb et al 2004), the fact that the same pattern of withdrawal from the senior years of
secondary schooling has been repeated each year for successive cohorts of students over an
extended period of time suggests that systemic factors are operating to draw students away
from full-time school education in the middle and senior years. The marked reduction in
enrolments from the beginning of Year 11 in both South Australia and the Northern Territory
suggests that the SACE may be one of those factors. Many of the representations received by
the Review Panel support this hypothesis.

2.2

Patterns of participation in the SACE

Introduction

This Section looks at the participation of students in the SACE from two perspectives: the
relationship between socioeconomic status and registration for the SACE (Key Indicator 4),
and the relationships between school size, subject type and socioeconomic status on students’
subject choices within the SACE (Key Indicator 5).
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Key indicator 4: Registration for the SACE

The rate at which young people register for the SACE correlates strongly with their level of
socioeconomic advantage. The higher the rate of social advantage, the higher the rate of
registration for the SACE (see Figure 2.6). This is consistent with the patterns of retention and
participation observed in the previous Section.
Figure 2.6: SACE students as a proportion of people aged 15–18 years, by socioeconomic quintile, South
Australia, 2002
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Key Indicator 5: Curriculum choices available to SACE students
School size and curriculum choices

School size has a large influence on the number of subjects that schools offer at Stage 2 of the
SACE. The smallest schools offer very few Stage 2 subjects—fewer than 20 on average—while
schools with at least 1000 students offer on average 52 subjects at Stage 2 (see Figure 2.7).
The link between school size and the number of subjects available to students is very relevant
to the capacity of schools to provide a curriculum platform for high retention.
Figure 2.7: Number of Stage 2 SACE subjects offered by school size and subject type, metropolitan schools, South
Australia, 2003
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school assessed

Subject type and curriculum choices

The Stage 2 SACE curriculum can be regarded as falling into two groups of subjects: HESS
General subjects and HESS Restricted subjects.
The terms ‘HESS General’ and ‘HESS Restricted’ denote the different ways in which the state’s
three universities treat the two types of subjects when selecting students for admission to
undergraduate courses. To be eligible for selection to most undergraduate courses offered by
the three universities, a student must have recorded achievement in at least four HESS General
subjects.
In that sense, HESS General subjects can be regarded as forming a ‘core’ group of subjects
within the SACE, and HESS Restricted subjects a ‘peripheral’ group. Within the ‘core’, which
includes older and newer subjects, and high prestige and low prestige subjects, there is a
considerable range in the number of students enrolled in the various subjects. As enrolments in
‘core’ subjects increase, they also change in social level, with increasing proportions of students
coming from the highest socioeconomic band. Conversely, as student enrolments in the ‘core’
fall, the higher the proportion of students from lower socioeconomic areas (see Figure 2.8).
On the periphery of the curriculum are HESS Restricted subjects that are often designed for
the ‘non-traditional’ population of students now enrolled in the senior years of secondary
education. Only one in four of these ‘peripheral’ subjects is large—with at least 100 candidates.
Over a third have fewer than 20 students. Regardless of size, these subjects have high
percentages of students from low socioeconomic backgrounds––about one in three.
Proportionately this is between two and three times the number of students from families in
the higher socioeconomic bands.
Figure 2.8: Social profile of enrolments in Stage 2 SACE subjects by subject type and size, all schools, South
Australia, 2003
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Between ‘core’ and ‘periphery’, there appears to be a pattern in which young people from high
socioeconomic backgrounds are concentrated in a limited number of well-established and
university-accredited subjects, while young people from lower socioeconomic backgrounds are
dispersed over a much wider range of subjects (both core and periphery). For example, four out
of five (81 per cent) young people from high socioeconomic backgrounds who are enrolled in
Stage 2 SACE subjects are concentrated in large HESS General subjects and a further 14 per
cent of enrolments are in large Restricted subjects, the biggest of which is Mathematical
Applications (see Figure A.9, Appendix 5).
Enrolments of students from low socioeconomic backgrounds, on the other hand, are much
more dispersed. Only 69 per cent are in large HESS General subjects, a comparatively high
proportion are in large HESS Restricted subjects (22 per cent), with Mathematical
Applications playing an even bigger role, and more are dispersed over small or very small HESS
Restricted subjects—7 per cent compared to only 3 per cent of enrolments by students from
high socioeconomic backgrounds (see Figure A.9, Appendix 5).
Socioeconomic segregation within particular Stage 2 SACE subjects is also evident in Figure 2.9.
This compares the enrolment rates of students from high socioeconomic backgrounds with
students from low socioeconomic backgrounds in HESS General subjects with large
enrolments.
Figure 2.9: Difference in enrolment rates for students from the highest and lowest socioeconomic status groups in
selected HESS General subjects, all schools, South Australia, 2003
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Young people from high socioeconomic backgrounds have relatively high rates of enrolment in
HESS General subjects such as Chemistry, Physics, Biology, English Studies, Mathematical
Studies and English Communications. At least 20 per cent of all high socioeconomics status
students enrol in each of these subjects. On the other hand, enrolment rates for students from
the lowest socioeconomic quartile are lower than those for high socioeconomics students in
almost all of the larger HESS General subjects. The biggest gaps are in Mathematical Studies,
English Studies, Biology, Physics, Economics and Classical Studies, which are perceived to be
at the ‘high-end’ of the curriculum.

2.3

Patterns of achievement in the SACE

Introduction

This Section uses another three ‘key indicators’ to examine patterns of students’ achievements
in the SACE.
The first indicator shows how students’ scores in Stage 2 SACE subjects vary according to
students’ home locations.
The second indicator looks at how students’ achievements vary with type of subject and
students’ socioeconomic backgrounds.
The third indicator illustrates how the number of students who complete the SACE has varied
over time and with socioeconomic status.
Key Indicator 6: Patterns of achievement and where students live

Like school retention and age participation rates, students’ achievements in the SACE show
strong regional effects. For instance, in metropolitan Adelaide in 2002 the highest average
scores achieved by students in publicly examined SACE subjects (PES) occurred in a solid
block running from the city centre, through the inner eastern and southern suburbs, to the
Adelaide Hills, while the lowest average scores were located in the outer north and outer south
along the coast (Glover et al 2005) (see Figure 2.10).
As might be inferred from this Figure, students’ achievements in the SACE correlate strongly
with certain indicators of social health and wellbeing. An analysis of students’ achievements in
Stage 2 SACE subjects in 2002 undertaken by the South Australian Public Health Information
Development Unit (Glover et al 2005) found a very strong association at the Statistical Local
Area level between high scores in publicly examined subjects (PES) and the following
‘household indicators’: employment in managerial/administrative and professional occupations,
female participation in the workforce, high family income and full-time participation in
education. There was also a strong association with internet use at home.
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Figure 2.10: Average publicly examined subject achievement scores, Adelaide Statistical Local Areas, 2002
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On the other hand, the analysis showed a very strong inverse association with employment in
unskilled and semi-skilled occupations, the number of children aged 0–4 years in a household,
jobless families and single parent families, and a strong inverse association with low family
income, Indigenous status, unemployment, the number of children aged 5–14 years in a
household and public rental housing (see Table A.4, Appendix 5).
In regional South Australia, there are also variations from one Statistical Local Area to another.
For example, the lowest average PES scores were recorded in the Northern and Far Western
region and the Riverland, while students in the South East achieved an average PES score
comparable with the average for students in the metropolitan area (see Table 2.1).
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Table 2.1: Average scores in publicly examined Stage 2 SACE subjects by health service region, South Australia,
2002

Region

Average PES score

Country South Australia
Hills Mallee Southern
Wakefield
South East
Northern and Far Western
Eyre
Mid North
Riverland
All Country SA

13.4
13.6
14.4
12.5
13.3
13.4
12.9
13.5

Metropolitan Adelaide
Central Northern
Southern
All Metropolitan Adelaide
South Australia

14.0
13.9
14.0
13.9

Source: Glover et al, 2005

In contrast to publicly examined subjects, average scores in non-publicly examined Stage 2
SACE subjects were higher for country students than for metropolitan students and increased
with increasing remoteness (Glover et al 2005).
Key Indicator 7: Patterns of achievement by type of subject
Low achievement patterns

As noted above, young people from high socioeconomic backgrounds have high rates of
enrolment in HESS General subjects such as Chemistry, Physics, English Studies,
Mathematical Studies, Biology and English Communications, and comparatively few of these
students receive D or E grades in these subjects––generally below 5 per cent.
Across all HESS General subjects that have large enrolments (over 200 candidates), the average
‘low grade’ rate for students from high socioeconomic status backgrounds is 6 per cent. While
it might be expected that this rate of ‘low achievement’ would rise in the case of subjects where
the participation rate for the group is high, this does not happen. This is very significant. It
means that the domains of the curriculum that play a big role in university selection can be
occupied by high socioeconomic status students with minimal rates of failure.
Students from the lowest socioeconomic quartile, on the other hand, participate in almost all
of the larger HESS General subjects at a lower rate than students from high socioeconomic
status backgrounds and their achievement levels are also lower. In fact, averaged across a range
of subjects, the likelihood of receiving low grades rises from 6 per cent for students in the
highest socioeconomic status band to 15 per cent for students in the lowest band. Low grades
also occur much more frequently in some subjects than others, for example Accounting Studies
(27 per cent) and Legal Studies (28 per cent).
In some subjects with high enrolment rates—Chemistry, Mathematical Studies, Biology—low
grades are awarded to one in five students from the lowest band. This is between three and
four times the rate of low achievement experienced by students from the highest
socioeconomic band.
High achievement patterns

Turning to high achievement, on average one in three students from high socioeconomic
backgrounds can expect to receive an A grade in the larger HESS General subjects. In some
subjects, the award of A grades is very much more frequent. This happens in comparatively
small subjects such as Japanese, German and Music (Solo Performance) and also in some of the
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larger subjects taken by this group––Specialist Mathematics (45 per cent), Modern History (36
per cent), Chemistry (40 per cent), and Physics (38 per cent).
Leaving aside fluctuations associated with smaller subjects, what is striking about the
enrolment–achievement profile for students from high socioeconomic backgrounds is the
tendency for the proportion of A grades to hold up even when participation rises to high levels
involving as many as 40 per cent of all students from these backgrounds. High achievement is
thus spread widely within the high socioeconomic band. The domains of the curriculum in
which this occurs are of great relevance to university study. They provide both high levels of
access and high levels of success to young people from high socioeconomic backgrounds.
‘A’ grades tend to be less frequent for students from high socioeconomic backgrounds in
domains of the curriculum that, arguably, have less ‘prestige’––Geography Studies, Business
Studies, Tourism, Studies of Societies, Information Technology Studies, Early Childhood
Studies, Nutrition, and Australian History. Here, A grades are received by every fifth student
from high socioeconomic backgrounds, rather than every third student.
Students from low socioeconomic backgrounds present a different enrolment–achievement
profile. In the first place, they receive A grades only half as often on average as their
counterparts from high socioeconomic backgrounds (17 per cent compared to 33 per cent).
There are some subjects where this rate is much higher—Music (Solo Performance), Specialist
Mathematics, English as a Second Language Studies, Early Childhood Studies, and Food and
Hospitality Studies—and some where the rate is a lot lower, including larger subjects such as
Accounting Studies, Studies of Societies and Business Studies.
Although students from low socioeconomic backgrounds tend to study the more ‘academic’
subjects less frequently than students from high socioeconomic backgrounds, the lower levels of
participation are generally not accompanied by higher rates of competitive performance.
The domains of the curriculum that are most valued by universities, therefore, represent a less
favourable and accessible terrain for young people from low socioeconomic backgrounds and,
even when they steer away from these domains into more vocational subjects, they are still less
likely to be awarded high grades.
Key Indicator 8: SACE completions

The number of South Australian students who complete the SACE each year increased rapidly
in the late 1990s after reaching a low of a little over 9300 in 1996, but now appears to have
plateaued at a little over 11 000 students a year. This trend is mirrored in the achievement
patterns of both males and females, although the number of females who complete the SACE
is around 30 per cent higher than the number of males (see Figure 2.11).
When the number of students who achieve the SACE in a given year is expressed as a
proportion of the number of students who enrolled in Year 8 four years previously, it is found
that the resulting ‘apparent SACE completion rate’ has remained remarkably steady at around
55 per cent over the last decade (see Figure 2.11). This is equivalent to a situation in which a
little over half of the cohort that enrols in Year 8 in any given year achieves the SACE four
years later.
The stability of the apparent completion rate over time suggests that there has been no
appreciable ‘real’ growth in the rate of SACE completions since the SACE was introduced and
that steps taken by SSABSA to increase the appeal of the SACE to a broader range of students
have, at best, arrested any decline that might otherwise have occurred.
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Figure 2.11: SACE completions, number of graduates by gender and total, and Apparent SACE Completion Rate
(see note below), South Australian students only, 1994–2003
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As might be expected, completion of the SACE correlates strongly with students’
socioeconomic backgrounds. In the highest socioeconomic quartile, two out of three young
people complete the SACE. In the lowest quartile, fewer than one in two do so.
Since 1998, the number of Indigenous students in South Australian schools who have
completed the SACE has improved steadily. In 1998, 28 Indigenous students completed the
SACE. In 2004, there were 92 Indigenous SACE completers.4

2.4

Patterns in students’ transitions from school
to university

Introduction

There are three broad post-school options open to school leavers. They are:
• to engage in further education and training, which may involve full-time or part-time
study at university, another higher education institution, at an Institute of TAFE or
another vocational education institution
• to enter the labour force, which may involve working in paid employment full-time or
part-time, entering into an apprenticeship or traineeship, or seeking work
• to neither study nor seek or obtain work.
Many school leavers combine study with participation in the labour force, continuing a pattern
begun while at school.
The broad range of post-school destinations is illustrated in Table A.5 in Appendix 5.
However, there is one post-school ‘pathway’ that, for school leavers at least, is inextricably
linked to students’ senior secondary education and the SACE and that is direct entry to
university from school. For those school leavers who aspire to make the transition direct from
school to university, completion of the SACE is a prerequisite. Thereafter, selection for most
undergraduate university courses depends fundamentally on students’ choice of subjects at
Stage 2 of the SACE and the results achieved in those subjects.
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The connection between Stage 2 of the SACE and selection of school leavers for university
places has profound implications for students, schools, senior secondary education generally
and the SACE in particular. These implications are discussed in Chapters 3 and 8. At this
point, it is sufficient to indicate briefly some of the patterns that impact on students’ admission
to university. In so doing, this Section adopts another three ‘key indicators’ to examine patterns
of students’ transition from school to further education.
The first indicator illustrates how the Tertiary Entrance Rank (TER), based on students’ Year
12 results, varies from one area of the state to another.
The second indicator shows how students’ aspirations to continue their studies at university or
TAFE vary with socioeconomic status.
The third indicator looks at the relationship between socioeconomic status and the outcomes
of students’ applications for university places.
Key Indicator 9: The Tertiary Entrance Rank

A range of academic and socioeconomic factors operates to produce a large degree of social
differentiation in school leavers’ access to higher education.
In most jurisdictions in Australia, a Tertiary Entrance Rank (TER) is used to rank school
leavers on the basis of ‘academic merit’ in order to ration scarce university places. In South
Australia the TER is based directly on students’ results in Stage 2 SACE subjects.
In view of that, it is perhaps not surprising that the social, demographic and other patterns
outlined in earlier sections of this Chapter in relation to students’ participation and
achievement in the SACE should be mirrored in the TER leading, in turn, to young people
from different backgrounds and sections of the community having differential levels of access
to university places direct from school. This is not to say that differential access to a major
post-school pathway should be accepted as inevitable, but it is a fact that needs to be
acknowledged and addressed in the context of the SACE Review. The remainder of this
Section outlines some of the dimensions of the issue.
The TER and students’ home locations

The proportion of Year 12 students who achieve a Tertiary Entrance Rank (TER) varies across
the state, from 81 per cent in South East South Australia to 94 per cent in the Central Eastern
region of Adelaide (see Figure 2.12). This pattern has remained fairly stable over time.
When the pattern shown in Figure 2.12 is conflated with the patterns of differential school
retention and completion across the state presented earlier in this Chapter, it is quite clear that
young people from certain regions are highly advantaged relative to others when it comes to
winning a place at university.
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Figure 2.12: Proportion of SACE completers who obtained a Tertiary Entrance Rank, by students’ home region, all
schools, South Australia, 2001
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Source: Senior Secondary Assessment Board of SA (special data extract)
Note: Values have been rounded to the nearest whole number

Key Indicator 10: Further education aspirations

It is estimated that only 28 per cent of young people in the lowest socioeconomic band of Local
Government Areas apply for university, either exclusively or in conjunction with a TAFE
application. This rises to 39–40 per cent in the middle bands and to 49 per cent in the highest
band. Applications for ‘TAFE only’ places tend, on the other hand, to rise as socioeconomic
status falls, from 9 per cent to 14 per cent (see Figure 2.13). It should be noted that the
percentages shown in Figure 2.13 represent the number of school leaver applicants for university
and TAFE places expressed as a proportion of the teenage population in each socioeconomic
band. These differences need to be viewed in the context of underlying patterns of retention,
participation and achievement in the SACE outlined in earlier sections of this Chapter.
Figure 2.13: School leaver applications for places at university and TAFE, as a proportion of the 15–19 year old
residential population, by socioeconomic status band of Local Government Area, South Australia, 2003
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SES: ABS, Index of Relative Socioeconomic Disadvantage applied to students’ home postcodes
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Key Indicator 11: The outcomes of students’ applications for university
places

As shown above, young people from low socioeconomic backgrounds are less likely to complete
Year 12, achieve the SACE and apply for direct entry to university than their peers from higher
socioeconomic backgrounds. This experience culminates in further differentiation between the
two groups of young people at the points of selection and enrolment at university. Young
people from higher socioeconomic backgrounds not only finish school much more often, but
are more successful in their SACE and are much more likely to be offered a university place
(see Figure 2.14).
As can be seen from this Figure, the rate of ‘no offer received’ rises from 18 per cent for school
leavers in the highest socioeconomic band, to 29 per cent for school leavers in the lowest two
socioeconomic bands.
Conversely, offers of places range from a total of 82 per cent for the highest socioeconomic
group—comprising enrolments, deferments and offers rejected—down to a total of 71 per cent
for the lowest group.
Figure 2.14: Outcome of university applications, South Australian school leaver applicants by applicants’
socioeconomic status, all schools, South Australia, 2003
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Overall, social and regional differences in achievement, retention and aspirations for university
study contribute to a pattern of transition in which the equivalent of 1 in 3 young South
Australians are offered a place at a South Australian university at the end of their secondary
schooling, and 1 in 4 take up a place direct from school (see Table A.6 in Appendix 5).
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2.5

Perspectives from the Northern Territory

Introduction

Senior secondary students in the Northern Territory have been involved in the SACE since the
introduction of Stage 2 of the SACE in 1993. Currently, students in the Northern Territory
have their own senior secondary certificate—the Northern Territory Certificate of Education
(NTCE)—which is based on SACE curriculum and assessment frameworks and largely
administered by SSABSA. A number of the key indicators used in earlier sections of this
Chapter to describe trends and patterns in young people’s participation in the SACE in South
Australia, are used in this section to similarly illustrate students’ participation and achievement
in the NTCE. The indicators as they apply to the Northern Territory are characterised by the
suffix ‘NT’.
The Northern Territory context

The Northern Territory has many distinctive features that present particular challenges both to
those responsible for delivering quality education throughout the Territory, and to young
people engaged in the system (see Table 2.2). Trends and patterns of student participation,
retention and achievement in senior secondary education and the SACE that have been
observed in South Australia tend to be compounded in the Northern Territory because of these
distinctive features.
Table 2.2: Distinctive features of Northern Territory context

Unique features of the Northern Territory that require a high level of responsiveness from the
Territory’s education system:
Remoteness:
45% of the Territory’s student population attends schools in remote areas––the national average
is 3% (see Figure A.11, Appendix 5)
Mobility:
9.1% of the Territory’s population moves interstate each year—the national average is 2%5
Linguistic diversity:
Approximately 37% of the Territory’s student population speak languages other than English
and, of these, half speak Indigenous languages as a first language6
Indigenous status:
37.1% of the Territory’s student population is Indigenous, by far the highest proportion of any
Australian state or territory (see Figure A.10, Appendix 5)
Age profile:
26% of the Territory’s population is under 25 years of age, compared with 20% nationally
(NT Government 2004)

Key Indicator 1NT: Apparent retention rates

As seen in Figure 2.15, the full-time apparent retention rate (Years 8–12) for all students in the
Northern Territory was 59.0 per cent in 2004 compared with 68.0 per cent for South Australia
and 75.7 per cent for Australia as a whole.
The situation for Indigenous students in the Northern Territory warrants particular attention.
For example, in 2004 there was a difference of 41 percentage points in the full-time apparent
retention rates (Years 8–12) for Indigenous and non-Indigenous students. This was comparable
with the difference in retention rates for Indigenous and non-Indigenous students in the
previous two years but greater than the differential in 2000 and 2001, largely due to the steady
improvements in the retention of non-Indigenous students over the period 2000 to 2004 (see
Figure 2.15).
Of even greater concern to Northern Territory education authorities is the finding of a recent
report that approximately 3500 secondary-aged young people are not enrolled in secondary
school at all and the majority of these are likely to be students living in remote areas (NT
Government 2004).
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Figure 2.15: Full-time apparent retention rates Years 8–12, Northern Territory, 2000–2004
%
80
70
59%

60

69%

67%

65%

62%

50
40
30

29%

27%

23%

28%

22%

20
10
0
2000

2001

2002
Indigenous

2003

2004

Non-Indigenous

Source: Northern Territory Department of Employment, Education and Training, 2005

Key Indicator 3NT: Student progression from Year 8 to Year 12

The apparent progression of Year 8 students through the secondary school system in the
Northern Territory follows the same general pattern as that observed for South Australia.
However, the marked loss of students from Northern Territory schools commences earlier, that
is from Year 8, and the rate of loss thereafter is higher than that for South Australia in both
government and non-government school sectors. The significant increase in enrolments at
Year 11, which was observed for South Australian schools (see Figure 2.5), occurs also in
Northern Territory government schools, but the loss of students between Years 11 and 12 is
even more pronounced in the case of the Northern Territory (see Figure 2.16).
Figure 2.16: Apparent progression of the student cohort that commenced Year 8 in Northern Territory schools
in 1999
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Key Indicator 7NT: Patterns of achievement by type of subject

Students in the Territory do not perform as well in the NTCE as their South Australian
counterparts do in the SACE. In 2002, the average subject score in HESS General subjects
achieved by students in the Northern Territory was 1 point or 5 per cent lower than the
average score achieved by students in South Australia. In HESS Restricted subjects, the average
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achievement score for students from the Northern Territory was 1.5 points or 7.5 per cent
lower than for South Australian students. In subjects where more than 50 students from the
Northern Territory were enrolled, the average achievement score for South Australian students
was higher than the average score for Northern Territory students in all but two subjects (see
Figure 2.17).
Figure 2.17: Differences in average subject achievement scores between students from the Northern Territory and
South Australia in selected Stage 2 SACE subjects, 2003
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Selected subjects: Subjects with more than 50 Northern Territory students enrolled
Achievement score differences: A negative value on the horizontal axis signifies the number of points by which the average score achieved by students in
South Australia exceeds the average score achieved by students in the Northern Territory in a given subject

Key Indicator 8NT: NTCE completions

The apparent completion rate for students from a Year 8 cohort who go on to achieve the
Northern Territory Certificate of Education (NTCE) is low—a little over a third (36 per
cent)—compared with 55 per cent for a Year 8 cohort in South Australia (see Figures 2.18 and
2.11 respectively).
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Figure 2.18: NTCE completions, all students, 1995–2003
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The proportion of Indigenous students from a Year 8 cohort who complete the NTCE is
even lower than that for the general Northern Territory student cohort, averaging around
10 per cent in recent years. In addition, the proportion of Indigenous males who have
completed the NTCE is around 20 percentage points lower than for their female counterparts
(see Figure 2.19).
Figure 2.19: NTCE completions, Indigenous students, Northern Territory, 1995–2003
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Key Indicator 9NT: The Tertiary Entrance Rank

Over the past five years the average Tertiary Entrance Rank (TER) obtained by students in the
Northern Territory has been consistently around five points lower than the average TER
attained by students in South Australian schools (see Figure 2.20).
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However, the average TER for students attending the Territory’s two largest high schools is
comparable with the South Australian average. These two schools enrol more than 43 per cent
of the Territory’s total Year 12 cohort and are able to offer a wide range of subject choices,
supporting the contention that there is a link between school size and the capacity to provide a
curriculum that forms the platform for students’ academic success (NT Government 2004).
Figure 2.20: Average TER for students in South Australia and the Northern Territory, 1998–2002
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In the Northern Territory, Indigenous students do not perform as well in the TER as nonIndigenous students. In 2003, 49 per cent of non-Indigenous students attained a TER of 60 or
higher and were eligible to apply for entrance to the Charles Darwin University. Only 14 per
cent of Indigenous students attained a TER over 60. Almost half of the Indigenous student
cohort (43 per cent) did not attain a TER. Some of these students did not want a higher
education pathway and were choosing programs of study that allowed them to complete their
NTCE but not gain a TER (see Figure 2.21 and Table A.8, Appendix 5).
Figure 2.21: Tertiary Entrance Rank attained by Indigenous and non-Indigenous students, Northern Territory, 2003
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Summary of perspectives from the Northern Territory

The diversity and dispersed nature of the population in the Northern Territory, the large
numbers of students with a language background other than English and the difficulties
associated with delivering education to many small communities may go some way to
explaining why senior students in the Northern Territory do not perform as well as their
counterparts in other jurisdictions. The Report on future directions for secondary education in the
Northern Territory (NT Government 2004) acknowledged that the reasons for this
comparatively poor performance by Northern Territory students are complex and varied.
However, it pointed to the structure and organisation of the senior secondary curriculum and
assessment processes as important contributing factors.
The Report found that there was a pressing need for a more relevant and appropriate
curriculum. Specifically, it recommended that curriculum officers in the Northern Territory
work with SSABSA to improve the relevance and flexibility of the Stages 1 and 2 curriculum
statements for students in the Northern Territory, and to expand the range of vocational,
enterprise and VET curriculum available to students within the NTCE.
The Report recognised that, while only a small proportion of the Northern Territory’s students
aspire to go direct from school to university, curriculum, teaching and learning in the senior
years are shaped and driven by university selection requirements. The Report, therefore,
proposed that the Northern Territory Department of Employment, Education and Training
pursues with SSABSA the development of assessment tools and measures in the senior years
that recognise multiple educational and career pathways, as a matter of priority.

2.6

Research into factors affecting students’
engagement in and success at school

The trends and patterns outlined in this Chapter show the strong links that exist in South
Australia and the Northern Territory between socioeconomic status and certain other
demographic factors, and students’ engagement and success in senior secondary education.
Similar links and their effects have been observed by a number of researchers working in South
Australia and in other jurisdictions (Lamb, Dwyer & Wyn 2000; Teese 2000; Teese & Polesel
2003; Lamb 2004). Students who leave school early are more likely to come from lower
socioeconomic backgrounds. In South Australia, girls from semi-skilled and unemployed
backgrounds are twice as likely as those from professional and managerial backgrounds to
receive low marks (Teese & Polesel 2003). This low achievement by working class young
people exists not only in the lower socioeconomic areas of metropolitan Adelaide but also in a
number of rural regions, a pattern that is found also in other parts of Australia (Teese & Polesel
2003). Lamb, Dwyer and Wyn (2000) found that students who do not complete 12 years of
schooling are more likely to come from lower socioeconomic groups and find it difficult to
find secure jobs.
This disadvantage does not extend to rates of completion of post-secondary qualifications. The
Review of higher education financing and policy (DEETYA 1998) found that students from low
socioeconomic backgrounds who proceed to further education have similar success and
retention rates to other students. In light of this evidence the Review recommended that
governments make every effort to ensure that virtually all young people proceed to the end of
secondary education in order to open up possibilities in later life for participation in postsecondary education.
Many educators consider that the curriculum and assessment policies and procedures
developed by education systems and implemented in schools are one means of creating and
maintaining a social hierarchy (Fullarton & Ainley 2000; Teese 2000; Thomson 2002; Teese &
Polesel 2003). Traditionally the subjects most valued in schools are those that are linked to
university entrance. Teese (2000: 7) points out that, therefore, universities effectively control
the curriculum taught in senior secondary school.
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He maintains that this university dominance over the structure of senior secondary certificates
in Australia and the nature of the senior secondary curriculum intensifies competitive pressure
within schools. They are pressured to offer subjects that provide access to the most prestigious
university courses and to use pedagogies and assessment processes that will allow for the
differentiation of students according to how well they perform in these subjects.
Lamb, Dwyer and Wyn (2000) assert that it is vital that schools offer programs that are more
inclusive of young people—not just to meet the needs of those intending to go to university.
They highlight the need for an expanded and more relevant curriculum to be developed and
accredited.
While acknowledging that the introduction of VET programs at senior secondary level has
increased opportunities for students who might otherwise leave school early, they emphasise the
importance of these subjects being accorded the same value as traditional academic courses.
Teese (2000) notes that curriculum reform that is not accompanied by structural reform leaves
the hierarchical nature of the curriculum intact. Notwithstanding a trend to improve access by
students from different socioeconomic backgrounds to high status subjects, social inequalities
persist in terms of both the types of subjects students from different social groups select and
their success in these subjects (Teese & Polesel 2003).
Fullarton and Ainley (2000) found that students from high socioeconomic backgrounds were
more likely to enrol in physical sciences, mathematics, humanities, social sciences and
languages other than English, while students who selected economics and business and subjects
from the key learning areas of technology, health and physical education tended to come from
lower socioeconomic backgrounds. These findings were confirmed by Collins, Kenway and
McLeod (2000) who found that many boys from lower socioeconomic groups also took VET
courses. However, these researchers expressed concern that boys who participate in narrow
vocationally oriented subjects may miss out on opportunities to develop interpersonal and civic
skills that can enhance their social and cultural capacities.
Notwithstanding the importance of socioeconomic factors, not all differences in students’
approach to and success in education can be attributed to socioeconomic differences. Lamb
(2004) found that schools can and do make a difference. Some schools retain their students
even if they don’t have ‘high achievers’ and even if they have a high intake of students from low
socioeconomic backgrounds. Lamb suggests that school policies and procedures and other local
factors also affect students’ decisions to stay at school.
Teese and Polesel (2003) believe that curriculum remains unchanged not only due to intrinsic
factors such as cognitive and cultural demands, but also to the nature of the school systems
through which it is delivered. It is not just the subject content but the way in which subjects are
taught that often privilege and reinforce the social hierarchy. The students who are most
successful at school are those students who are at ease with the middle class cultural practices
that operate in many schools. They are familiar with the values and expectations of the school
institution and know ‘how things work’. Young people from lower socioeconomic backgrounds,
and rural and Indigenous young people often have different sets of values, knowledge and social
practices which are at odds with the practices of schools (Thomson 2002: 5).
It is ironic that in regions where there is high unemployment young people are more likely to
leave school, although there should be good reason for staying in education. Young people
from economically disadvantaged areas not only face financial and personal pressures to find
work but they also lose interest in school. This lack of interest is often linked to poor
academic achievement and a loss of self-confidence (Teese & Polesel 2003). Lamb (2004)
reports that students’ reasons for leaving school can be attributed to work related aspirations,
negative school experiences, and family and social factors. He found that school related factors
such as poor performance, unsuitable courses and poor relations with teachers were
particularly important in influencing decisions by students from disadvantaged backgrounds
to leave school early.
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It follows that pedagogical and institutional reform must accompany curriculum reform if all
young people are to engage in and succeed at schooling.

2.7

Conclusion

The patterns and trends described in this Chapter do not provide a complete ‘profile’ of senior
secondary education in South Australia or the Northern Territory. They do not, for example,
report the impact on students’ lives of dedicated school staff who commit daily to responding
to the needs of individual young people in their charge, and who use their best endeavours to
make learning stimulating and challenging for their students. Nor do they reflect the
innovative ways in which schools endeavour to engage their students in meaningful learning, or
the ways in which SSABSA has sought to change the SACE in response to emerging needs of
young people and the community.
Nevertheless, the fact remains that significant numbers of young people in South Australia and
the Northern Territory do not find senior secondary schooling sufficiently attractive or
purposeful to encourage them to stay to the end of Year 12 and, of those who do stay, some
groups fare significantly better than others in terms of their access to choices in the senior
school curriculum, their experience of success in their chosen studies, and their post-school
opportunities.
In considering the patterns of early school leaving and students’ involvement with the SACE
presented in this Chapter, it is salutary to note the projected decline in the number of young
people in the state over the next few decades (see Figure 1.1 in Chapter 1). Early signs of this
decline are evident in the state’s falling birth rate (Figure A.2, Appendix 5) and the reduction
in the number of children commencing the early years of primary school in South Australia in
recent years (Figure A.7, Appendix 5). Unless there is an unexpected influx of children and
young people of school age into the state, the reduction in early primary school enrolments
will lead to a significant decline in senior secondary enrolments within eight to ten years, with
a subsequent impact on the state’s post-secondary education and training system and the
labour force.
This prospect, coupled with the ‘greying’ of South Australia’s workforce (see Figure A.1,
Appendix 5) and the global economic and social trends outlined in Chapter 1, underscore the
need for schooling in general and senior secondary education in particular to engage young
people in learning that equips them with the skills, knowledge and capabilities they will require
to participate fully in their post-school world. At a more pragmatic and immediate level, the
state cannot afford to allow a substantial proportion of its young people to languish in the
netherworld of unemployment and under-employment.
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3
The case for reform—Community views
Overview
The previous Chapter provided a statistical profile of young people’s involvement in the senior years
of secondary education and the SACE.
That statistical profile is complemented in this Chapter by the views of the communities in South
Australia and the Northern Territory on the need to reform critical aspects of the SACE curriculum
and the ways in which it is delivered.
These views reveal the extent and depth to which the South Australian community and the
community in the Northern Territory are concerned about senior secondary education and the
SACE. Collectively, they provide a resounding confirmation of the need for reform, and a compelling
diagnosis of the areas in which change is required. In large part the communities’ concerns reflect the
issues raised by the trends and patterns demonstrated in the previous Chapter.
In reporting community views on these matters in this Chapter, the Review Panel is conscious that it
has not been possible to convey every nuance on every issue. Nevertheless, the areas where there is
widespread community agreement are clear and, where views on a particular matter were found to
be polarised, that is acknowledged.
The areas identified as requiring reform are wide ranging and include:
• the senior secondary curriculum—its development, structure, content and delivery
• the assessment of students’ learning—its forms and purposes, administration and uses
• the place of senior secondary education and schools in relation to other levels and sectors
of education, both before and after Years 11 and 12
• the conditions required to bring about reform.
The term ‘respondents’ is used in this Chapter to refer to all of those individuals and groups who
made their views known to the Review Panel, whether by written submission, presentation,
completion of online surveys, text messages or participation in one of the many forums convened
by the Panel.

3.1

Introduction

While the trends and patterns presented in the previous Chapter convey a graphic sense of the
need for change, they reveal little or nothing about the lived experience of individual students,
teachers and parents as they engage in senior secondary education and the SACE.
There is a considerable body of research into the experiences of secondary students, particularly
those who drop out at the senior level. This research provides valuable insights into the lived
experiences and consequences for those who for a variety of reasons do not complete their
secondary education or who do complete Year 12 but do not achieve the SACE. SSABSA itself
has shown leadership in this regard in initiating research into and disseminating the results of a
number of in-depth studies of students undertaking the SACE (eg Cormack & Comber 1998;
Cormack, Kerin & Comber 1999–2000; Smyth et al 2000; Cormack 2004).
In addition to considering key findings from contemporary research, the Review Panel listened
to the views of many stakeholders in South Australia and the Northern Territory over a fivemonth period in mid-2004. Written and oral submissions were received from young people,
both in and out of school; their parents and teachers; business, community and government
leaders; unions; employers and employer organisations; the education community; and the
community at large.
The Review Panel was gratified to note the intense interest in the Review on the part of the
South Australian community, education authorities in other jurisdictions and, in particular, the

57

Success for all: SACE Review Part A

Northern Territory whose senior secondary curriculum is based on the SACE and serviced by
SSABSA. The Panel is particularly appreciative of the insights provided by young people and
others directly undertaking SACE programs during 2004.
The Review Panel was also interested to see the extent to which common concerns and issues
were raised by the diverse range of groups and individuals who took the opportunity to make
their views known to the Panel. Those concerns are summarised in the remaining sections of
this Chapter.

3.2

Making SACE work for the full range of students

The consultation data convey a widely held belief that the original intention of a SACE that
would be ‘within the reach of all’ has not been met.
Broadly, respondents felt that in order for the SACE to ‘work’ for the full range of students two
areas need major attention. They are:
• the provision of a supportive learning environment that recognises the complexity of
students’ lives today
• increasing flexibility and responsiveness within the structures and processes of the
SACE, particularly at Stage 2.
Many students are disaffected with school for a range of reasons. Respondents claimed that the
structures and processes of the SACE lack responsiveness to learners’ needs, interests and
aspirations. They are significant contributing factors influencing the decisions of young people
to leave school before the end of Year 12. These sentiments are echoed by many of those who
continue to the end of Year 12 and achieve the SACE.
The need for greater flexibility and responsiveness in the SACE and senior secondary education
generally were dominant themes in the written and oral submissions to the Review. Numbers
of students believed that flexibility would be increased if they had more opportunities to
negotiate the content of their learning and the assessment methods to be used.
This is consistent with the findings of other Australian research that has attributed the lack of
success of many students to the inability or unwillingness of educational institutions to be
flexible in their approaches to curriculum, assessment, pedagogy and school organisation and
structures (Boughton 2001; DEST 2002; Thomson 2002; Teese & Polesel 2003).
The flexibility that already exists within SACE was valued by many respondents but was also
considered to be a ‘well kept secret’ and to not go far enough.

3.3

Support for students

Accommodating the complexities of young people’s lives

Young people lead more complex lives than their peers of 10 to 15 years ago when the SACE
was conceived and introduced. A significant proportion of students today combine study with
part-time work (as much as 30 hours a week in some cases), community involvement and
family responsibilities. On the whole, today’s students are a year older too.
Those responsibilities and experiences need to be respected and taken into account in the
conceptualisation, planning and delivery of senior secondary education. A number of students
spoke of the disconnection between what they were learning at school and the complex realities
of issues they confronted on a daily basis—accommodation, finances, sexuality, relationships,
general health and mental health. These students claimed that they were not always treated as
adults at school even though they held jobs with considerable levels of responsibility outside
school, including paid work and being caregivers for other members of their families.
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The number of students doing part-time work compounds the problem of
school satisfaction. They are treated as adults in the workplace and then back
at school they are treated as babies. They may be managing a take-away on
the weekend and ‘babied’ at school on Monday.
Representatives of the Youth Affairs Council of SA
SACE Review Consultation, Adelaide

As one researcher into youth culture and behaviour explained, whether to attend school or
not is a question that is confronted each day by young people living in complex, fragile
circumstances that are often inhospitable to involvement in formal education.
Whether to go to school or not is a daily question for many young people.
The decision will depend on what other crises they have to deal with that day.
For many, school is, of necessity, low on the scale of priorities.
Researcher on youth at risk in conversation with members of the Review Panel

In the end, the decision to stay on or leave school is an ‘economic’ one that involves a weighing
of the costs and benefits, not just in financial terms but in terms of the young person’s daily
sense of satisfaction and wellbeing.
Reducing stress

In researching factors affecting school retention, the state’s Social Inclusion Board identified
stress as an important influence on young people’s health and success in schooling.
Many submissions from schools, individuals and students identified particular stressors
associated with SACE studies, especially at Stage 2 level. They included, among other things:
• an emphasis on theoretical learning and a relative de-emphasis of the application of
knowledge, which reinforces the perception of many young people that the senior
secondary curriculum is abstract and irrelevant to their lives
• the volume of material to be covered in the syllabus, which was felt to inhibit
innovative approaches to teaching and learning and prevent the exploration of topics
in depth
• an overburden of assessment tasks, many of which were seen as inappropriate,
unnecessary and repetitive.
The last two stressors interact with the first to affect students’ health and wellbeing, including
their mental health, and to create an invidious tension between the demands of the curriculum
and the pull of students’ commitment to extra-curricular responsibilities and interests. In that
sense, it is widely held that for many students Stage 2 is quite unlike any other year either
before or after, in terms of its intensity and perceived separation from the reality of their lives.
Personalised approaches

The consultations indicated that, in order to retain students and increase their chances of
success in the SACE, a more personalised approach to senior secondary education is needed.
This would include, for example, the capacity for students to create a more individualised and
specialised curriculum. It would involve providing greater flexibility in the curriculum options
available to students, a diversity of learning experiences, greater engagement with the
community and improved access to support services and personnel. In relation to the last
point, there was strong support for a personalised approach to learning, using case
management strategies to support young people, including mentoring and counselling for
those inclined to drop out of the system and those struggling to stay in it.
The majority of students, teachers and parents gave support in their submissions to there being
more recognition of prior learning and accreditation of out-of-school learning. The SSABSA
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Board said that the current recognition policy could be used to a greater extent to give credit to
non-school learning.
Students confirmed the importance of the relationship between students and teachers to the
learning process. Teachers’ support and encouragement, and a willingness to ‘go the extra mile’,
were identified as the keys to students’ engagement and success in learning. On the other hand,
a teacher’s indifference or perceived harassment of a student was often a key factor resulting in
students’ alienation from particular subjects or even from school. Some students spoke of the
pressure teachers were under to achieve success and claimed that this led to some teachers
encouraging students to withdraw from a subject in order to maintain ‘class grades’.

3.4

Senior secondary curriculum

Introduction

Increased flexibility and responsiveness in all aspects of senior secondary education were seen to
be essential if SACE is to attract and hold a more diverse range of students. In that respect the
curriculum, understood to include both the content and the ways students engage with that
content, is one of the critical areas of reform.
This section summarises the views conveyed to the Review Panel about the need for a more
flexible and responsive curriculum.
The need for increased relevance and flexibility
Relevance

In order to achieve greater student engagement in senior secondary education and the SACE,
the curriculum needs to be more relevant to the full range of young people.
Students believed that relevance would be increased if they had greater opportunity to
influence the content of their studies and the methods used to assess their learning. A greater
capacity for students to negotiate their learning programs and an enhanced capacity to
integrate community experience and community-based learning into the SACE were advocated
in many submissions as ways to increase the relevance of the curriculum for students.
How do you say, ‘I don’t need or want to know this’?
Year 12 student in a community forum

Thus ‘relevance’ was understood to mean providing opportunities for students to have access to
a curriculum that responds better to their individual needs, interests and aspirations.
Respondents were not arguing for a greater proliferation of SACE subjects or to diminish the
value of learning in a group. Rather, they were suggesting that units of learning should be
amenable to adaptation in response to students’ needs and interests, thus enabling schools to
tailor the curriculum to students’ needs.
The perception of ‘relevance’ also extends to how the curriculum is ‘packaged’ and presented.
The capacity to program learning opportunities through intensive programs such as ‘summer
schools’ or short courses, or to extend learning programs beyond the traditional semester or
year, or to offer interdisciplinary studies is seen to be limited under the current SACE pattern
and its associated assessment regime.
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A good school looks at the child as an individual and tries to cater for the
individual’s interests. In a poor school the response is: ‘This is what the school
offers, take it or leave it’.
Community forum, South East region, South Australia

Competencies for life and work

Many respondents referred to the importance of developing specific skills and capacities
through the senior curriculum. They included, for example, skills such as working together,
and the capacities for effective citizenship. Generally, literacy and numeracy were regarded as
core areas for learning in the senior years, although there were some who expressed the view
that basic literacy and numeracy skills should be well developed by the time students reach the
senior years of schooling. Other respondents expressed these sentiments in terms of making
generic skills and understandings, such as the Key Competencies and Essential Learnings (see
Appendix 7), the basis of the curriculum.
Vocationally related areas were also thought to be important by some respondents who argued
for stronger links between what students learn and their vocational choices. Indeed, there was
broad support for increasing the provision of VET programs in the SACE. However, teachers
and principals spoke of parental attitudes to vocational learning as being somewhat ambivalent,
with some parents wanting their children to study subjects that give them the option of
university entrance, even when the subjects do not correspond with the young person’s interests
or aptitudes.
A lack of alternative learning programs means students who do not thrive in
an academic atmosphere will drop out. There need to be more pathways to
gain literacy and numeracy skills.
Community Worker
Community consultations on school retention
Social Inclusion Unit, 2004

Flexibility

There was widespread support for schools having the capacity to shape curriculum and
assessment at the local level, within broad centrally developed frameworks.
The provision of multiple entry and exit points, ways of integrating community experience or
community-based learning, and more student-negotiated learning were identified as ways
forward in the majority of submissions.
The type of flexibility that is possible through the current SACE Flexible Learning Programs
was seen as valuable for a wide range of students, including students with disabilities. Many
students said that Community Studies gave them the freedom to shape their learning in ways
that recognised their current life experience and interests and to pursue these in a focused way.
Similarly, many teachers said they value the opportunity that Community Studies provides for
them to support students’ learning in areas of particular interest to them and to the
community.
Breaking down perceived barriers between TAFE and senior secondary education was identified
by respondents as a necessary step to broaden student choice and therefore increase student
engagement.
Respondents noted that although information and communication technologies are
revolutionising the ways in which our lives are conducted, they have not had the same impact
on the classroom, and yet they have the potential to open up a range of flexibilities. While
there has been some influence on learning and the way students access information and present
work, access to bandwidth, hardware, technicians and teacher training and development were
identified as needing action. Taking account of these issues would also assist remote, rural and
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small schools to broaden senior school curriculum delivery.
The SACE pattern

A number of schools supported the abandonment of the current SACE pattern requirements,
arguing that it inhibited them from tailoring programs to students’ interests and career
aspirations. Similarly, many students felt that the pattern of subjects they were required to
study was restrictive, and prevented them from specialising in areas of interest to them. A
particular point of concern was the requirement to select subjects from two prescribed subject
groupings within the SACE pattern. On the other hand, some students appreciated being
compelled by the pattern to work across subject groups.
The need for the curriculum to be accessible
‘Academic creep’ eroding students’ choices

Many respondents expressed concern that there had been a trend to make the content of
subjects offered at Stage 2 of the SACE more abstract. This was generally accompanied by a
concern that the assessment requirements at Stage 2 had become more ‘academic’. These trends
were attributed by many to subject specialists wanting to have their subjects accorded HESS
General status. Examples of subjects that have been redeveloped and subsequently rendered out
of the reach of many students included Physical Education, Technology Studies, Aboriginal
Studies, and Contemporary Issues and Science.
Schools in South Australia and the Northern Territory, teacher associations and parent
organisations alike described these trends as ‘wrong’ and ‘unhelpful’. Some teachers and school
leaders told the Review Panel that students who would have been successful five years ago
would no longer be so and claimed, by way of illustration, that there were no Mathematics or
English subjects at Stage 2 that many of their students could complete successfully.
There is an ‘inherent contradiction’ in the structure of the SACE—you have
flexibility at Stage 1 but the impossibility for some students of succeeding at
Stage 2. Bars have been raised in a number of areas; for instance, it is no longer
possible for all students to succeed in English at Stage 2, with current options.
Employer
SACE Consultation Meeting
Far Northern region

Indigenous students and their communities were reported to feel the impact of these trends
particularly strongly. The Review Panel found a sad irony in the observation of one schoolbased SACE coordinator who recounted that it was impossible for a number of Indigenous
students (one of whom spoke five Indigenous languages) to succeed in the Australian
Languages course because of recent changes to the curriculum statement.
The needs of young people in remote and small rural communities

Consultations in remote and small rural communities revealed the significant difficulties that
students in those communities face in gaining access to the SACE. Those difficulties include
the particular challenges presented by distance learning and its associated costs, limitations on
subject choices as a result of small student numbers in rural schools, and the challenge to rural
and remote schools of attracting and holding experienced and highly skilled teachers.
Country communities also raised concerns about the affordability of school and post-school
study and particular features of Australian government student support schemes that lead to
many young people from the country abandoning their plans to pursue tertiary studies. The
Panel heard of country students who need financial support to be able to undertake studies at
tertiary level in Adelaide, having to work for a year after completing the SACE in order to
qualify for Australian government assistance as independent students. Many fail to take up
their place at university or TAFE as a result. The overall effect, albeit unintentional, is to
exacerbate the differences in uptake of tertiary education between rural and metropolitan areas
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and between wealthy and less wealthy families in country South Australia and in the Northern
Territory.
Time and space to think and reflect

Students and teachers frequently reported that many courses are unteachable in the time
available, and the provision of extra lessons out of normal school hours has become common
practice. There was a widely held view that curriculum in Stage 2 in particular is ‘content
driven’ rather than ‘learning focused’ and that, for many teachers and students, the amount of
content that has to be covered in some subjects is unmanageable.
The sheer volume of work in Year 12 makes it very difficult. Students are worn
out by the three-quarter mark of the year. There is so much content to get
through that you have to move on before really grasping things.
Student,
SACE Review Consultation
Upper Spencer Gulf region

In that connection, there was support for the emphasis of the curriculum, and therefore
students’ learning, to be oriented more towards an understanding of concepts and the
application of what is learned, and less towards detailed content. The latter seems to many
young people to be irrelevant to the reality of their present and expected future experience.
… the content in our courses has been halved in order to assist students to
focus on big ideas and concepts.
University Faculty Members
SACE Review Consultation
Adelaide

It was generally acknowledged that young people need to have the skills to think critically and
analytically. However, many respondents considered that the volume of material to be covered
and the competitive pressure associated with students’ wanting to maximise their Tertiary
Entrance Rank militated against ‘thinking’.
The need for the curriculum to be better ‘connected’
We have a disconnected curriculum which is packaged in a disconnected
way. What we do does not relate to what we know about learning.
Learning to Learn—Secondary Learning Circle
SACE Review Consultation
Adelaide

Connections across Years 10, 11 and 12

There was a broad consensus among respondents that Year 10 should be more closely linked to
the senior years. However, there was a range of views about the particular role that Year 10
should play.
Some respondents, for example, thought that Years 10 and 11 should be part of the
compulsory years of schooling and that the SACE should normally be completed over these
years. This would mean that Year 12 would become a ‘post-SACE year’ in which students
could finish any incomplete work for the SACE, undertake further, specialised studies of their
choice and focus on their transition from school. In this model the role of Year 12 would be
not unlike that of the Leaving Honours year offered by South Australian schools prior to 1966.
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Others thought that Year 10 should be recognised formally as a transition to Years 11 and 12,
with a primary focus on consolidating students’ basic skills and planning for the senior years,
while allowing students to undertake some studies toward the SACE, as occurs at present.
Yet others expressed the view that, while they were not averse to students beginning their
studies toward the SACE at Year 10 or being able to continue it beyond Year 12 as occurs at
present, the SACE should be conceived as a two-year program that is normally taken over the
final two years of schooling, that is Years 11 and 12.
Despite these different views about the role that Year 10 might play as part of the senior years,
there was agreement on a number of points.
There was wide support for a closer association between the SACE and the South Australian
Curriculum, Standards and Accountability (SACSA) Framework (DETE 2001). This was
commonly linked to the fact that Year 10 is part of the Senior Years Band within the SACSA
Framework.
Many described Year 10 as lacking in rigour and direction—a ‘lost year’ of unrealised
potential—and said that the role of Year 10 as a preparation for the SACE needed to be more
clearly articulated. Some noted the wide disparity that exists between the demands placed on
students in Year 10 and those in Year 11 and advocated a greater level of continuity at this
interface. Others noted a similar disparity between Years 11 and 12.
However, parents, school staff and members of the wider community observed that Year 10 is
the year when many students are at greatest risk of becoming disengaged from schooling, and
were concerned that if Year 10 was to be considered part of the senior secondary years care
must be taken to avoid increasing the risk of early school leaving. In addition, they wanted to
be assured that students would not be prevented from engaging in community-based and other
broad learning experiences at Year 10, which for many was a primary motivation to remain at
school.
There was also general agreement that students should be able to accrue ‘credits’ for the SACE
during Year 10. Current students who had undertaken SACE units in Year 10 spoke positively
of the experience and considered that it had helped prepare them for subsequent studies, in
part by exposing them to the work load and assessment requirements they would encounter in
Year 11.
Some respondents suggested subjects they considered should be compulsory at Year 10,
including Civics/Citizenship, Australian Studies, English, and Work Education. While there
was general support for the view that students should learn about Australia, some questioned
whether Australian Studies was valued in its current form and whether it should continue to be
compulsory, given that the alleged practice in some schools is to allocate the subject to teachers
who are not trained to teach it in order to make up their teaching load.
Connections to life and work

Students said they wanted to see more work and career related connections in their studies.
That wish was not confined to ‘vocational’ subjects.
All areas of the curriculum were seen to require increased levels of practical learning and
practical application. Students, in particular, believed strongly that more real-life learning, work
skills, VET courses and applied learning would make the SACE work better for them. Many,
including those who were studying traditional ‘academic’ subjects, shared this view. They
argued that adopting more practical ways of teaching and increased opportunities to apply
their learning in real-life situations would help address the perception that senior schooling is
disconnected from life. It would also provide an effective way of improving students’
commitment to their studies.
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A lot of the curriculum is not relevant, enjoyable, needed. It’s as boring as
watching paint dry to have to cover content to pass an exam. Going out to do
research is frowned upon by traditional teachers. Subjects are content and
assessment driven, not driven by skills and real-life experiences needed for jobs.
Teachers Forum
SACE Review Consultation
Northern Territory

It was widely recognised that the development of closer partnerships between schools, Institutes
of TAFE, business and industry would assist in making senior secondary education more
purposeful for young people. Barriers that inhibit students’ access to vocational education and
training as part of their senior secondary studies must be addressed.

3.5

Assessment and moderation

Introduction

Most respondents considered that current assessment practices within the SACE are
problematic.
The most common concerns related to the limited capacity schools have to devise assessment
to meet the needs of students, the nature and number of assessments that students must
contend with, the emphasis on writing-based assessments and written examinations in
particular, and the ways in which students’ achievements are moderated.
Suggestions for changes to the way students’ learning is assessed included:
• the use of negotiated, student centred assessment
• placing greater emphasis on the assessment of students’ skills as well as ‘academic
knowledge’
• increased flexibility in the modes and timing of assessments.
… the nature of the assessment practices used is the most powerful driver of
the nature of learning experiences in a senior secondary certificate of
education. If there is not radical change to the current dominant assessment
practices of the SACE there will be little change to the learning for students in
the long run.
Individual School
Submission to the SACE Review

It was recognised that, to be implemented successfully across the board, these changes would
require an investment in the professional development of teachers. The suggested establishment
of an ‘Assessment Leadership Centre’ with a brief to develop teachers’ capacity further to
design, evaluate and use appropriate assessment methods was strongly supported by the
Review’s Curriculum and Assessment Working Group, among others.
The Northern Territory Senior Years Team similarly noted the need for more professional
development opportunities for teachers, particularly in the areas of student centred and crossdisciplinary approaches to assessment.
The volume and repetition of assessment tasks
Volume of assessment tasks

The Review Panel noted a widely held view that the SACE is over-assessed, with the nature
and number of assessments seen by many as a very significant issue, particularly at Stage 2.
Almost half the students interviewed during the consultation process were involved with parttime work and other responsibilities outside school. These students were particularly affected
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by the assessment demands at Stage 2, as were those young people who were responsible for
supporting their families.
The Panel was interested to hear from a group of university students that the workload
expectations and associated pressures they had experienced in Year 12 far exceeded those in
their first year at university.
Repetition and duplication of assessment tasks

The repetition and duplication of assessment tasks across subjects was identified widely as a
problem.
Numbers of students expressed the view that teachers don’t appear to communicate with each
other about either the assessment tasks associated with their subjects or the timing of major
assignments, with the result that there are too many assessments measuring the same type of
learning both within and across subjects. Students who undertook major investigations as part
of their studies also reported that the same things are assessed in different subjects. They
described this as repetitive and unnecessary. Stage 2 English, in particular, was described as
having considerable repetition in its assessment tasks.
A number of Stage 2 students voiced their concerns about the timing of extended assessments
in Term 3 of the school year, resulting in what they found to be an unmanageable workload.
The dominance of writing-based assessments and examinations
The dominance of writing-based assessments

There was broad agreement that the dominance of writing-based assessment at both Stages of
the SACE was a significant issue. SSABSA’s submission to the Review acknowledged that there
is a case for reducing the emphasis on writing-based assessments.
Some respondents argued that the emphasis on written assessments disadvantages boys and
students whose first language is not English, in particular.
Many students remarked on the fact that during the year most of their work was done using
word processing facilities, yet they were expected to do three-hour handwritten exams at the
end of the year. The use of modern information and communication technologies in
examinations was supported by a number of groups.
The use of examinations to gather evidence of students’ learning

The use of examinations to assess students’ learning emerged as a significant area of concern for
many respondents. As in other areas, there was a continuum of views on this topic.
At one end, a submission questioned whether exams were needed at all in view of the relatively
small number of students who go directly from school to university. This view reflects a
judgment that the main, if not sole, purpose served by examinations is to provide a mechanism
for selecting students for university. At the other end, supporters of examinations argued
variously that exams provide a level playing field, that assessment by examination is realistic
and provides rigour, that exams are the only proof against plagiarism and are the most objective
form of assessment, and that continuous assessment imposes too big a workload on students
and teachers alike.
If exams are said to build character, then I don’t want character like that.
Counsellor reporting student views
SACE Review Consultation
Spencer Gulf region

Submissions from the university sector acknowledged that public exams should be retained
until an alternative is found that is equally credible, fair, equitable, understandable and able to
be moderated.
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Some respondents considered that a combination of exams and other forms of assessment
should be maintained. However, the use of exams to statistically moderate school-based
assessments was opposed by a number of school groups.
Respondents to the online student survey frequently identified examinations as the form of
assessment most likely to cause stress. This was corroborated by a number of written
submissions and views expressed through community forums.
Assessment is teachers’ secret business.
Indigenous education spokesperson
SACE Review Consultation,
Murraylands region

Some students called into question the validity and fairness of assessment by examination.
They considered that exams assess a narrow range of learning and do not provide students with
the opportunity to demonstrate fully what they know and can do, and that it is unfair to assess
a whole year’s work in one three-hour exam.
Some students thought that exams could be useful, especially if they were held at the end of
units of work rather than deferred to the end of the year which had the effect of exaggerating
their significance because of the ‘high stakes’ involved. There was a shared view that exams
carried too much weight.
A small group of students was happy with the current system and reported feeling secure in
knowing what was expected. They believed that exams give students the opportunity to show
what they have learnt.
Appropriateness of assessment approaches
Validity, reliability and fairness

In general, the education community, students and the business sector including employers
agreed that a range of methods should be used to gather evidence of students’ learning. They
believed that the methods adopted should be fit-for-purpose, that is, valid in terms of the skills
and knowledge being assessed. Business and industry groups, for example, noted that, while
exams may be appropriate for assessing certain types of learning, especially in ‘academic’
subjects for students planning to make the transition from school to university, quite different
assessment approaches are required when students’ vocational competencies are being assessed.
Assessment methods should also be fair. Schools in the Aboriginal Lands in the far north of
South Australia noted that teachers need time to collect evidence and to talk individually with
students in order to determine, fairly and adequately, students’ understandings of the subject
matter being assessed.
More generally, respondents frequently pointed out that a sense of success and achievement are
prime motivators towards students’ continuing engagement in learning. Conversely, it was
claimed that failure quickly dampens and often extinguishes a young person’s wish to be
involved in formal education. It is very clear that, unless the methods used to gather evidence
of students’ skills and knowledge are fit-for-purpose, some groups of students will continue to
be disenfranchised.
Some school groups saw the adoption of a curriculum based on broad outcomes frameworks,
with the assessment of students’ learning being more flexible, negotiated and linked to clear
standards and criteria as a way forward.
Other respondents referred to problems associated with the timing of exams and suggested that
scheduling final assessments later in the year would provide more time for course requirements
to be met.
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One peak parent body suggested that individual assessment plans should be adopted as the
basis for assessing students’ learning because not all students are ready to be assessed at the
same time.
Students’ expectations

Students spoke of wanting to be assessed for more than their academic achievements. They felt
confident that a group of teachers would be able to assess such aspects as personal skills and
qualities very effectively. Many students spoke of their desire to choose the type of assessment
that best enabled them to demonstrate their learning. At the same time, students’ responses to
the Panel’s discussion paper were divided about the use of particular forms of assessment. Some
opposed ‘public’ forms of assessment like round tables, peer assessment and orals, describing
them as too confronting and very difficult for those who lack confidence in their ability to
speak in public. Others felt that there were some benefits in these approaches, such as helping
students prepare for job interviews and reducing plagiarism. For them, a diversity of
approaches acknowledges that students learn in different ways.
Assessment of generic skills

A submission from the School of Education within one of the state’s universities argued that
work should be undertaken to develop valid and reliable approaches to the assessment of
students’ ‘generic’ skills and abilities, such as generic skills required for employment, cultural
awareness, critical thinking and the capacity for independent learning. Groups representing
students from language backgrounds other than English also advocated the development and
assessment of students’ cultural competencies.
Moderating the assessment of students’ work

There was general agreement that rigorous processes for moderating school-based assessments
should be maintained. However, there was also a range of views about the forms that
moderation processes should take.
SSABSA noted that current moderation arrangements rely heavily on teachers’ judgments, but
schooling sectors and teacher groups generally argued for a greater role for teachers in
assessment and moderation processes. Some school groups felt that local district-based
moderation would better value teachers’ judgments about students’ learning and be an
improvement on current centralised moderation arrangements. Queensland’s regional
moderation processes were often cited as a possible model for use in South Australia.
Supporters of the Queensland model also noted its strong potential to serve as a vehicle for
increasing teachers’ professional competence and confidence as assessors.
Finally, students expressed concern about how their results are affected by moderation
procedures and scaling.
Congruence between assessment approaches in Years 10 to 12

Many teachers talked of the lack of congruence between assessment concepts and methods
used in the SACSA Framework, Year 10 and Stage 1 and Stage 2 of the SACE saying that the
use of standards referenced and criterion referenced modes of assessment was confusing and
contradictory.
Many students described Stage 1 of the SACE as lacking in rigour when compared with
Stage 2. Students, teacher unions, schools and parents also reported that the assessment of
students’ learning at Stage 1 does not prepare them for Stage 2. These respondents argued for
greater consistency between Stages 1 and 2.
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3.6

Formal recognition of students’ learning achievements

Forms of certification and their uses
One certificate or more than one

While some respondents argued the case for having more than one senior secondary certificate,
the consensus was that retaining a single certificate and structuring it so that it could
accommodate the broadest possible range of purposes would best serve the state.
We are trying to do two different things in one certificate—a rounded, broad,
deep secondary education and providing the universities with what they want.
School Leaders Forum
Northern Territory

Expectations of the certificate

There was general agreement that the certificate should certify excellence and be portable,
transferable and recognised internationally.
The schooling sectors argued that the certificate should signify students’ participation and
achievement in, and completion of, the senior secondary phase of their learning.
There was a strong opinion across the range of respondents that the value placed on the
certificate by the community at large needs to be increased. It appeared to the Panel that the
SACE tends to be most valued by those students (and their families) who may be breaking new
ground among their associates by completing Year 12 and gaining a formal educational
qualification. However, where university entrance is the primary motivation for completing the
SACE, the SACE itself is often less important to students than achieving a good Tertiary
Entrance Rank position.
There was broad agreement that the certificate should be useful to all of its users, including
universities, TAFE and employers. However, the Review Panel heard that the SACE, as a
certification of students’ school achievements, is not particularly relevant to many employers’
decisions about whether or not to employ school leavers except, perhaps, as a basis for the
initial ranking of applicants. This is attributed in part to a lack of explicit information about
what students actually know and can do. It is also attributed to scepticism on the part of some
employers based on their experience, that achievement of the SACE does not necessarily
provide a reliable indication of a school leaver’s literacy, numeracy and communication skills, or
potential to learn and contribute to the enterprise.
The SACE fails to deliver a certificate that has any extrinsic value unless it is to
generate a TER for university. Content requirements at Stage 2, in particular,
mean that SACE also fails a test for instilling intrinsic motivation. Employers
are looking for a range of skills not currently reported in the SACE—
relationships, reliability, literacy, numeracy and commitment.
Principals from a regional network of schools
Submission to the SACE Review

What achievements should be attested to by the certificate?

Respondents almost universally agreed that the senior secondary certificate should attest to a
wider range of students’ accomplishments than is currently the case.
Students who participated in the Review’s online survey wanted the certificate to record
information about their literacy and numeracy skills, among other things. Two out of five
students thought that the certificate should record their results only for the last two years of
school. At the same time, many students wanted their out-of-school learning to be assessed
formally and to contribute to their SACE. This was supported by teachers and parents.

69

Success for all: SACE Review Part A

Many groups argued that the certificate should recognise explicitly students’ VET
achievements.
Advocates for students with disabilities argued for a certificate that recognises students’
involvement in volunteer work and achievements such as gaining a driver’s licence.
There was a consensus among business and industry groups as well as employers that the
certificate should report on a mixture of practical and theoretical learning expressed through
competencies, including the Mayer Key Competencies (see Appendix 7) or those in the
Employability Skills Framework (see Appendix 13), as well as students’ extra-curricular
learning. As noted above, a major employer organisation stated that the current SACE was not
found by its members to provide a reliable indication of students’ literacy and numeracy skills.
Some respondents argued that the certificate should be capable of recording the partial
achievement of subjects or units taken by students. This was seen to be particularly important
for early school leavers.
Reporting of students’ scaled subject scores on the certificate was generally not supported.
SACE as a certificate of completion lacks meaning and relevance for those
students leaving school at the end of Year 11 … They receive little
acknowledgment of their achievements at school apart from their school
leaver’s statement.
School district
Submission to the SACE Review

Recognising excellence

Students complained that excellence was not being encouraged by the SACE and cited, by way
of illustration, that in some subjects at Stage 1 students can be accorded the same level of
achievement while being awarded quite different marks on a given set of assessment tasks. In
the students’ views, this is unfair. Many students, therefore, argued for a system that would
recognise more adequately an individual student’s efforts and achievements.
In that context, the Panel was interested to learn from a faculty in one of the state’s universities
that the introduction of ‘non-graded passes’ in their undergraduate courses had not led to
mediocrity and was increasingly valued by students because it kept the focus on learning and
collaboration, rather than competition.
Flexible and responsive recognition processes
Recognition of partial completion of SACE units

There was strong support for the idea of students being able to receive credit for partially
completed SACE units. The lack of such recognition currently was attributed in part to the
SACE pattern and the nature of SACE curriculum, and partly to the nature of the current
assessment and reporting regime, particularly at Stage 2. The inability to recognise formally
students’ work below the level of a full semester unit is seen as an area of inflexibility that
warrants attention.
Some respondents considered that greater ‘modularisation’ of the curriculum would facilitate
the recognition of smaller units of students’ work than is currently possible, and that this
would help to retain students who for various reasons cannot or do not complete full SACE
units. The recognition of smaller units of work was thought to be of particular benefit to
students who begin but do not complete 1- and particularly 2-unit sequences at Stage 2. It
would also provide the increased flexibility that is required to tailor the curriculum to meet
students’ needs and interests.
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Timely recognition of learning achievements

There was a desire in some quarters to have learning achievements recorded and recognised in
‘real time’, rather than only at the end of a semester or upon completion of the certificate. This
was coupled with a desire for students to be able to pause and resume their studies more freely
than is currently possible without jeopardising the recognition of their earlier achievements.
The concept of a ‘learning credit bank’ to facilitate timely recognition of students’ learning
achievements was mooted in a number of submissions.
The SACE was valuable in its time but it’s time to change. We are working
together with a new generation, new needs. Kids now value short term
accreditation—the shopping trolley notion rather than longer term study.
Community meeting
South East region, South Australia

A number of government agencies suggested the development of a state-wide data management
system incorporating, or linked to, a system for recording students’ learning achievements as an
aid to tracking young people’s engagement in education, training and employment and
targeting support and assistance to those in need of it.

3.7

The SACE and university selection processes

Introduction

Representations from the schooling sectors in South Australia and the Northern Territory,
teacher professional bodies, the universities, and the business and industry sectors all supported
the development of a variety of pathways from school to students’ post-school destinations.
Opening up and valuing all study pathways was seen as central to making the SACE relevant
and engaging for all students. Students and teachers felt that the academic, university pathway
in particular is currently valued much more highly than other study pathways and unduly
influences the investment of resources available to senior secondary education. As a result,
young people who do not aspire to attend university or who may hold such aspirations but are
unlikely to realise them in the short term are relatively impoverished in terms of the curriculum
choices and other learning opportunities available to them.
Current curriculum and related pedagogies are targeted towards high
academic achievement and university. It is not flexible enough to take into
account the 80 per cent of students who are non-academic.
School principal
Community consultations on school retention
Social Inclusion Unit, 2004

The university ‘pathway’

Without doubt, the single most common concern that was raised with the Review Panel in the
course of its work was the effect that the current processes for selecting school leavers for
university places have on senior secondary education. The classification of subjects as HESS
General and HESS Restricted,7 and the impact of scaling (the practice of adjusting students’
subject scores in order to rank students for the purpose of selecting school leavers for university)
on students’ subject choices, were raised in submissions from all three school sectors.
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A lot of what is done in Year 12 is driven by what students need to gain a
TER and the prerequisite subjects for university. This then ties up curriculum
offerings in schools as well and has implications for subject choices for the
non-uni group.
Teacher
SACE Review Consultation
Spencer Gulf region

Because of the ‘toxic’ effects associated with current processes for selecting school leavers for
admission to university, many respondents advocated strongly that the current nexus between
students’ Stage 2 SACE results and the TER should be severed completely.
Others suggested more modestly that the classification of subjects as ‘HESS General’ and
‘HESS Restricted’ should be abandoned. Not only was this distinction seen to privilege one
group of SACE subjects over another, leading to a sort of ‘academic creep’, but to a large extent
it also marginalises other learning achievements, such as those gained through vocational
education programs and community-based learning.
The case for selecting students for university on the basis of their Year 12 performance

In their written submissions, the universities argued that a TER based on students’ Year 12
results has high credibility as a fair and equitable method of selection for university and gives
credibility to the SACE. Along with SSABSA, the universities argued that achievement in the
SACE is a better predictor of school leavers’ success at university than independent tests of
students’ potential or aptitude, and that selection for university should continue to be based on
achievement in school studies. Some school groups, on the other hand, cited the high
proportion of their past students who had dropped out of university within the first year as
evidence that the TER was not necessarily a good predictor of success at university.
The universities and some other groups argued that there should not be a separate credential
for university entrance and that there was no point in uncoupling SACE from the TER if
students then had to take another external test independent of their school studies.
Some schools argued that maintaining the current system provided a way of maintaining a
connection between schools and universities.
The case against selecting students for university on the basis of their Year 12
performance

Those who argued that SACE should be separated from the TER believed that university
selection should not be the dominant consideration of senior secondary schools. Furthermore,
they believed that there is a continuing pattern of inequity associated with the use of a TER
based on students’ Year 12 results.
Business and industry groups also thought that SACE is too focused on university selection
and the TER, and pointed out that the acquisition of employability skills was at least as
important as obtaining a score to enter university.
Scaling of students’ subject scores was addressed by many submissions and described by
students, teachers and parents as complex, non-transparent and unfair. Those arguing against
scaling described how it leads to students choosing subjects they have little interest in for the
sole purpose of maximising their TER. This in turn has an impact on school and system
resources, as schools feel obliged to offer those subjects that will enable students to maximise
their TER whether or not they have a particular aptitude for, or interest in, those subjects. The
Ethnic Schools Board noted that the phenomenon of students’ subject choices being driven by
the TER has a particularly negative impact on Languages other than English.

72

Success for all: SACE Review Part A

Ways forward on the issue of university selection

In response to these concerns SSABSA has suggested removing the HESS classification of
subjects and no longer reporting scaled scores as a way of reducing the TER’s influence on
students’ subject choices.
The SSABSA Board and a number of other respondents also suggested reducing the number of
subjects on which the TER is calculated, from five to three. Some of the state’s universities,
however, believed that the classification of subjects as HESS General and HESS Restricted
should be maintained along with the requirement that those who aspire to go to university
should study four HESS General subjects.
Other suggestions about how to improve university selection and reduce the impact on
secondary students and schools included keeping some type of SACE-TER nexus but
combining it with another process such as an interview, a test administered by the universities,
an exit portfolio based on core areas or an exit report based on ‘Graduate Qualities’.
Two approaches developed by the University of South Australia—Portfolio Entry and Pathways
to Adult Learning (UniSA PAL)—were thought to show promise as alternative selection
mechanisms that do not involve a TER.8
Some of those who thought that university selection should be entirely separated from school
achievement suggested a variety of existing tests as alternatives to the current TER. The
Queensland Core Skills Test and the tests currently used by South Australia’s universities to
select mature aged students were cited as examples.
The Panel noted the strength of community concern about the effect of university selection
processes on senior secondary education, and the strong and widespread desire for change.

3.8

Particular groups of young people

Introduction

While the views and concerns that have been reported in earlier sections of this Chapter are
applicable to students generally, this section highlights issues that were raised with the Review
Panel as being particularly important for young people from Indigenous backgrounds and
young people with disabilities.
Indigenous young people

Despite numerous education reviews and policy changes over the years, often informed by a
growing body of research, Indigenous people remain the most educationally disadvantaged
group in Australia.
‘Indigeneity intersects with poverty, locality and socioeconomic status
disadvantage to make the chances for poor schooling participation,
performance and employment outcomes extremely high for Indigenous
students.’
(Collins, Kenway & McLeod 2000: 4)

The importance of families, communities and culture

Family, community and Indigenous culture are central to the engagement of Indigenous young
people in senior secondary education. The establishment of strong relationships and mutual
trust between schools and Indigenous families and communities is therefore often critical for
students’ success (DEST 2002; Rahman 2003; NT Government 2004).
In particular, Indigenous parents believe the local community should have input into the
nature of the curriculum and the range of learning experiences offered to students and they
want to be consulted about individual student pathways. They would also like more
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information about the expectations and requirements asked of students in the senior years and
the importance of regular attendance and support. There was a strong sense that understanding
the SACE has been a barrier for many Indigenous parents because the SACE structure, its
requirements and processes were seen to be overly complex and not linked clearly to possible
pathways for students.
Access to appropriate learning environments

A number of recent reviews have emphasised the importance of providing Indigenous students
in regional and remote communities with access to high quality secondary education (HREOC
2000; Pitman 2002; NT Government 2004; SOCOM 2004). This was echoed in the Panel’s
meetings with representatives of Indigenous communities.
In the past, many Indigenous students from remote and some rural areas wanting to pursue a
senior secondary education have had little alternative but to move out of their communities,
generally to large towns or cities. However, some parents believe it is culturally inappropriate to
take young people away from their communities for their senior secondary education. It
follows that, if Indigenous students in remote areas of South Australia and the Northern
Territory are to participate successfully in senior secondary education, they will need to be able
to access suitable learning opportunities in their own communities.
In South Australia and the Northern Territory, distance education plays a role in offering
students a range of curriculum opportunities but, for many Indigenous students, distance
learning is not the best mode of curriculum delivery. Teachers and students in remote areas
frequently raised the challenges associated with learning through distance delivery. Significant
on-site teaching and support is needed for students to engage successfully in senior secondary
education. It is difficult to establish relationships without face-to-face contact.
Flexibility and relevance in the curriculum

The need for the curriculum to be culturally relevant and for Indigenous perspectives to be an
integral part of the curriculum for all students, but particularly for students from Indigenous
backgrounds, was another common theme in the Review Panel’s consultations.
Submissions from the Northern Territory argued that the SACE needs to change if it is to meet
the needs of the Territory’s high Indigenous population.
Flexibility is the need—a one size fits all model is not appropriate. It is
possible for Indigenous students to achieve. We in positions of influence must
get out of our comfortable paradigms and consider new ways of working,
and believe that everything is possible.
Northern Territory Department of Employment, Education and Training
Submission to the SACE Review

A perceived lack of flexibility in the SACE was seen to work against the educational needs of
Indigenous young people and render the SACE largely irrelevant to their lives.
At the same time, while seeking greater flexibility and relevance, the Indigenous community
did not want a ‘dumbed down’ SACE. The Review Panel heard that Indigenous communities
want a senior secondary curriculum that is positive and challenging, that prepares students for
the complex future and allows them to operate successfully in both western and Indigenous
cultures. Achieving mainstream benchmarks is important to Indigenous young people and
their parents.
Appropriate support for the development of students’ literacy and numeracy skills was seen to
be particularly important for the success of Indigenous students. Both South Australia and the
Northern Territory have implemented scaffolded literacy projects for Indigenous students in
the middle years with significant success (DECS nd; Gray et al 2003).
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… a scaffolded approach to teaching is basic to all of our teaching. It is
absolutely vital to give our students structure.
A teacher of Indigenous students
SACE Review Consultation

The benefits of providing greater flexibility in the structuring and scheduling of courses were
described by a number of respondents. Intensive courses have proved successful for Indigenous
students by providing opportunities for students to work and learn together as Indigenous
Australians. Residential and vacation programs, catch-up days and weekends are all viewed as
worthwhile learning opportunities and increase the chances of success.
There was a call for increased opportunities for practical learning in all areas of the senior
secondary curriculum. Vocational education and training and school-based apprenticeships
were seen as positive initiatives for Indigenous students because of their link to real pathways.
However, the current provision of VET programs was seen to be problematic because of
complex funding arrangements and the limited capacity of Indigenous communities to
organise and deliver these programs.
Many Indigenous students leave school before they can access VET programs. There was also a
concern that VET could become a de facto form of streaming that could further marginalise
Indigenous students, particularly those who would like to follow academic or other pathways.
Furthermore, it was felt that because of the emphasis given to university pathways, vocational
learning, Community Studies, Integrated Studies and VET do not receive the recognition they
deserve, thereby diminishing the value of such learning.
There was a consistent call in the consultations and submissions for greater recognition of
Indigenous languages and culture in the senior secondary curriculum.
Awareness of Aboriginal culture and issues impacting on Aboriginal
communities today help to define who we are as Australians. It provides us
with connections to our rich Aboriginal cultural heritage. It is important
knowledge and needs to be included as an outcome of senior secondary
schooling.
Aboriginal Education Unit
Submission to the SACE Review

It was also felt that Indigenous community experience, such as cultural ‘business’, leadership
roles and family obligations, should be integrated into the new SACE through recognition of
community-based learning.
Assessment and recording of students’ learning

Teachers who work with Indigenous students voiced a common concern about the large
number of assessment items and tasks within the SACE and the fact that they were often not
appropriate to the learning. There was a call for a new approach to assessment that would
provide for more authentic assessment and allow students to demonstrate learning in a variety
of ways.
The mobility of many Indigenous young people, often for cultural reasons, is not accounted
for in the current SACE arrangements. The recognition of partial completion of SACE units
and a mechanism for keeping track of students’ progress so they can accrue ‘learning credits’
over time, notwithstanding frequent breaks in their studies, would result in Indigenous
students having a better chance of completing the SACE. Students should not be restricted by
yearly cycles or school location.
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Young people come into Maningrida in the Wet and then go out to the
Homelands in the Dry. We need some way of recognising part of a unit; we
need to be able to track or roll over this learning through a formal recognition.
Young people could complete if that was available.
NT remote schools teleconference

Teachers and teaching

The submission from the South Australian Department of Aboriginal Affairs and
Reconciliation pointed out that the ‘talk and chalk model of teaching and learning, often used
in the senior years is a significant barrier to effective learning’. They claimed that high
expectations for Indigenous students need to be translated into achievable steps.
A recurring theme in many submissions and consultations was that the relationship that
develops between teacher and students is fundamental to the success of learning.
Relationships hold kids in. Respect holds them in—respect for lives and
aspirations.
University researchers
SACE Review Consultations

Teachers who have an understanding of and empathy for Indigenous culture, who are flexible
and supportive and have clear expectations, are highly regarded and often successful in
improving the retention and achievement of Indigenous students. By way of example, the
effect of recurring otitis media on students’ hearing is a major cause of difficulties experienced
by Indigenous young people at school. The prevalence of the condition means that teachers
need to adapt their classroom practices to ensure these students are not disadvantaged in their
learning (De Bats 2003).
There was overwhelming support for increased use of mentoring and case management
strategies and various other methods of providing support for Indigenous students that involve
students developing close relationships with a significant adult.
In rural and remote communities, some teachers lack expertise and detailed knowledge in
many of the subjects they are expected to teach, and have a limited understanding of
Indigenous culture and how family and cultural responsibilities impact on learning. Teachers
also spoke about the intense professional isolation associated with working in remote
communities, and called for more professional development and support.
Recruitment, retention and professional development of quality teachers in regional and
remote communities was seen as vital to the success of any new senior secondary certificate in
both South Australian and Northern Territory schools. lndigenous education workers and
teachers are often not involved in the senior secondary years. There is a need to train and
employ more Indigenous teachers and education workers to support students in the senior
secondary years. One teacher organisation drew attention to the precarious and casual
employment situation of many Indigenous staff in schools.
Transitions

Many respondents believed that SACE completion should not be seen as a separate goal of
schooling, in isolation from a successful transition to further education, training and
employment for Indigenous students.
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What is needed is a senior secondary certificate, which includes and is part
of a coherent youth transition system. Young people are often affected by the
gaps, the overlaps, the inconsistencies between different parts of the transition
system.
Aboriginal Education Unit
Submission to the SACE Review

The lack of local enterprises in many regional and remote communities, limited opportunities for
workplace learning and difficulties with funding were all cited as barriers to the successful
transition of Indigenous young people to work, training or further education. Many young
people completing their SACE in some regional and most remote communities have grown up
without the experience of other family members being in stable employment. Many jobs in these
communities are filled by non-Indigenous people and the majority of Indigenous adults are
unemployed or employed through a Community Development Employment Program (CDEP).
There were also comments that education may need to become a driver for employment in
these communities, rather than a means to it. The Northern Territory Review of Secondary
Education (NT Government 2004) proposed that the definitions of educational success should
be broadened to include not just entry into work, further education and higher education, but
also to include positive participation in community life, which for many Indigenous young
people could include cultural and leadership responsibilities in the community.
A number of submissions pointed out that employers often expect entry-level employees to be
capable, self-managing adults and many young Indigenous people are not adequately prepared
to fulfil such expectations. They argued for more support to be provided by universities, TAFE
colleges, schools and employers to guide Indigenous students through this difficult transition
period. Over 20 students from the Anangu Lands have graduated in recent years yet many of
them have not made a successful transition to work or further education. Mention was also
made in a number of consultations of the difficulties Indigenous students faced in finding
employment in urban and regional communities.
Young people with disabilities

In South Australia, students with disabilities are defined as those who have physical, intellectual
or sensory impairments and/or disabilities in communication and language (Education
Department of South Australia 1991). Often, these students will have been referred for special
education support and will require a range of assistance according to the degree to which the
disability affects the student’s learning.
In the Northern Territory, the definition has been extended further to include those students
with learning, social and emotional disabilities. The Northern Territory has the highest
proportion of students with disabilities of any state or territory jurisdiction (Australian
Government Productivity Commission 2005).
Access to appropriate learning settings

In South Australia, students with disabilities in the senior secondary years are educated in
special schools, special classes, special units and regular classes. A similar range of options is
available for students in the Northern Territory.
A survey of South Australian parents of students with disabilities found that parents prefer to
have a range of schooling options for their children and value the opportunity to choose their
child’s placement (Nitschke & McColl 2001). The survey also found that the number of
special units at secondary level was inadequate. For parents in country areas, the options for
students with disabilities were even more limited.
A review of student services in the Northern Territory found a lack of resources available for
students with disabilities in remote and regional areas (NT DEET 2000). In recent years, the
Northern Territory Department of Employment, Education and Training has endeavoured to
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address this issue and has deployed additional special education teachers and support services to
regional and remote areas.
Flexibility in the curriculum

Teachers of students with moderate to severe disabilities believe the present SACE curriculum
does not suit the range of skills, abilities or needs of their students. Teachers of students with
disabilities acknowledged that there was some flexibility in Stage 1 to adapt curriculum to meet
the specific needs of their students. They felt that Community Studies, Integrated Studies,
Work Education and vocational education subjects have all been positive initiatives in
responding to the needs of students with disabilities. Respondents also acknowledged the range
of provisions that SSABSA has put in place for students with disabilities.9
However, teachers reported that Stage 2 has been a challenge for many students with
disabilities because the subjects are more theoretical and prescriptive, and because there is less
flexibility than at Stage 1. This was corroborated by principals from secondary schools in the
northern suburbs who noted that students with disabilities were completing Stage 1 but rarely
going on to complete Stage 2.
It was felt that the removal of the SACE pattern and a greater emphasis on practical skills and
their application would enable teachers to design courses to suit their students and through
which they could complete the SACE. In that regard, there was a strong call in the submissions
and consultations for schools to be able to develop learning programs as part of the SACE that
are inclusive, provide greater recognition of lifelong and ‘life-wide’ learning, and result in a
curriculum that meets students’ individual needs better. In particular, teachers and parents
believe students need to be able to continue developing literacy and numeracy skills during
these years and to focus on acquiring skills that will enable them to live independently—skills
that are not often taught in the current SACE.
We would welcome a system where individuals with disability continued to
have specific programs that addressed their needs and continued to teach
skills, including literacy, numeracy, social [skills] and sexuality, and where
assessment included skills learnt as well as exposure and final products.
Down Syndrome Society of South Australia
Submission to the SACE Review

Completion of the SACE

Parents of students with disabilities want their children to have the opportunity to attain the
SACE.
When SACE was first introduced, the three school sectors in South Australia agreed to support
students with disabilities to remain at school until they had achieved at least 16 Stage 1 units of
the SACE (Education Department of South Australia 1993). While this policy was never
intended to stop students with disabilities from completing a full SACE, the Panel heard of
instances where the policy was being used to encourage students with disabilities to leave
school once they had completed 16 SACE units. This practice was often attributed to the fact
that students with disabilities usually take longer than other students to complete their SACE
and, as a result, those staying on were taking places that were needed for new students. In that
context, the Review Panel noted that some students with disabilities remain at school, not
primarily to complete the SACE but because there are very few, if any, post-school options
available to them. Nor is it easy for students with disabilities to re-enter school programs as
adults. The issue appears to be essentially one of providing appropriate levels of resourcing.
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Teachers and teaching

Success for students with disabilities is often dependent on the availability of resources to give
teachers extra or specialist support, particularly where students are working in mainstream
classes.
The Panel heard that some staff do not understand the current requirements of the SACE for
students with disabilities, that some teachers of students with disabilities don’t have a SACE or
secondary teaching background, and there is no time built into school programs to improve
teachers’ understanding and skills.
Transitions

Many young people with disabilities experience significant challenges in making the transition
from school to work, further training or higher education (Lamb & Mackenzie 2001).
Students with disabilities may need cognitive interventions to assist them to set goals,
demonstrate task specific strategies, practise work behaviour in authentic situations and receive
feedback from a trainer or peers (Hutchinson & Freeman 1994; Hutchinson 1995).
Some researchers point out that young adults with disabilities who are not successfully
employed often reveal a lack of self-understanding (Hutchinson 1995). On the other hand,
young people with disabilities who set goals, seek and receive advice and who show persistence
are more likely to be employed.
In recent years, students with disabilities have participated in VET courses and structured
workplace learning which have assisted them to develop skills and to have a supported
successful transition to work (McColl & Nitschke 2002: 11).
Principals of special schools pointed out there was a need for more careful planning with
students of their post-school pathways. Some staff at the Disabilities Transition Centres
believed that the SACE lacked credibility in the eyes of some employers and wider sections of
the community.
It is vital that links are set up with business, industry and non-government organisations to
assist in the transition for students with disabilities (Parliament of Australia Senate Committee
2002: 73).

3.9

Conclusion

To the extent that early school leaving and poor performance by certain groups of young
people is a symptom of a deeper underlying dissatisfaction with the school experience, the
nature of the senior secondary curriculum and the structures and processes that surround it
and support young people’s engagement in it need to be reformed. The sources of the
dissatisfaction include the failure of the curriculum to gain or hold a student’s interest; a clash
between the culture of the school environment and the student’s needs, interests, values or
priorities; and a judgment by the student that some other activity promises a better return on
time and effort than does staying at school.
The need for reform is supported by a wide range of stakeholders. They have identified, each
from their own perspectives, the areas that need to be addressed to improve the participation,
retention and success of all students and, in some cases, specific changes to correct the current
low levels of participation and achievement for specific groups of young people.
In light of the groundswell of support for reform and the generally shared diagnosis of what
needs to be changed, the Review Panel has identified a set of principles to guide the reform of
senior secondary education. These principles form the basis for the recommendations
contained in Parts B, C and D of the Report. They are outlined in the following Chapter.
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Part B
A new SACE within
a learning space

4
Towards a new SACE for all
Overview
The core term of reference given to the Review Panel was to: ‘achieve a curriculum and assessment
framework that will meet the diverse needs of all students and result in high and more socially
equitable levels of retention, completion and pathways beyond school’ and, in that context, ‘Identify
the characteristics of a relevant and contemporary certificate of education’.
The first part of the Chapter responds to that reference by identifying seven Principles to guide the
reform of the SACE and senior secondary education in South Australia. The Principles are based in
large part on the analysis presented in Part A of the report, and affirm the need for the SACE to be:
• flexible and responsive to the needs of individual students and groups of students
• credible in terms of the rigour of the learning process, the standards used to assess students’
achievements, and the reliability of the certificate’s attestation to what SACE graduates
know and can do
• inclusive of all students, cultures and study pathways so that success for all is the prevailing
dominant culture
• connected to learning that precedes it, to work and study destinations beyond it, and to
local and global communities
• worthwhile in terms of the benefits perceived by students
• futures oriented so that students have the capacities to not only survive in a globally
competitive world, but to shape it
• supportive of quality learning and teaching.
The second part of the Chapter outlines the essential features of a new qualification to replace the
current SACE.
The Panel believes that the new qualification will be seen as a credible certificate in its own right—
one that is fresh, relevant, forward looking, dynamic and rigorous; and valued by students,
employers, unions, higher and further education providers, and the communities in South Australia,
the Northern Territory and other states and territories and overseas—and therefore a qualification
that fulfils the Panel’s core brief.

4.1

Introduction

One of the clearest impressions gained by the Review Panel during its consultations with the
education and wider communities was the need for fundamental reform to the SACE and
senior secondary education, rather than superficial change. While the current SACE is clearly
meeting the needs of some groups of students very well, there is also clear evidence that many
others are not being well served. While SSABSA has done much to broaden the curriculum,
for example, through the expansion of VET in schools and the introduction of new curriculum
offerings, this has not resulted in improved outcomes for the significant proportion of students
who continue to remain at risk of not completing their senior secondary education.
The Panel is satisfied that bold approaches need to be developed and implemented in
collaborative ways. Tinkering at the edges is likely to compound the shortcomings and
problems identified in previous Chapters, rather than lead to genuine and sustained
improvement in school retention or the engagement of young people in productive learning
and work.
The trends and patterns described in Chapter 2 and the views expressed to the Panel and
summarised in Chapter 3, together, suggest a set of principles that will assist in guiding the
development of curriculum, assessment frameworks and other aspects of senior secondary
education in South Australia.
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The principles set out in the following section are intended to provide support for decision
making and action by education systems, institutions, educators and students. They are
interrelated and should be seen as permeating all aspects of planning and implementation
associated with the new SACE, detailed in Parts C and D of the Report.

4.2

Principles for reforming the SACE

Principle 1: The SACE must be responsive
The principle in action

•

Schools are able to develop and adapt curriculum to meet students’ learning needs and
aspirations.

•

Accreditation processes facilitate and support customisation of the curriculum at the
local school level.

•

All aspects of senior secondary education are responsive to the needs and
circumstances of all students.

•

Student engagement and satisfaction with senior secondary education and the SACE
increases.

Rationale

As noted in Section 3.2, the need for greater flexibility in the SACE and senior secondary
education generally was a dominant theme in submissions—written and oral—from groups
and communities across South Australia and the Northern Territory.
Many of the respondents’ concerns about senior secondary education were attributed to
rigidities in the current SACE pattern, syllabuses and assessment requirements, particularly at
Stage 2. The common diagnosis was that the SACE needs to be more flexible. Many
respondents also identified the need for schools to be more flexible in the ways they manage
senior secondary education.
While increased flexibility was advocated as the answer to many of the communities’ concerns,
flexibility is not sufficient in itself as a design principle for senior secondary education. A
higher principle is responsiveness. Increased flexibility is a means to achieving greater
responsiveness to the needs, interests and aspirations of all students and the wider community.
By way of example, it has been argued with some justification that the SACE is characterised
by a high degree of flexibility, yet the evidence from the Panel’s consultations is that the
flexibility that is available in the SACE is not necessarily experienced by students, teachers and
families as providing learning that is responsive to their needs or circumstances. The results of
this are seen in the trends and patterns depicted in Chapter 2.
There is clearly a need for the existing flexibility within the SACE to be enacted to the
maximum extent possible, but there is also a need for ‘new flexibilities’ in the SACE and in the
operation of schools if senior secondary education is to be responsive to the needs of young
people whose working lives will encompass the first half of the 21st century. Areas in which
‘new flexibilities’ are indicated include:
• the design of curriculum and the structure of the SACE. Increased flexibility in these
areas is required to enable schools to respond more adequately to individual students’
needs, interests and aspirations
• pedagogy and delivery strategies including e-learning and open learning. Increased
flexibility in these areas is required in order for schools to respond better to students’
different learning styles and needs
• the places where students are able to undertake their learning and have their learning
assessed and recognised. Flexibility in this aspect of senior secondary education is
essential if learning is to be authentic for students and true to the skills and knowledge
being developed and assessed
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•

•

the forms, timing and administration of assessment processes. Increased flexibility in
these areas is required in order for the system to respond better to students’
circumstances, the nature of the learning achievements being assessed and the purpose
of assessments
the operation of schools in areas such as timetabling, school opening and closing
hours, access to school resources and the way senior students are provided for and
regarded by teachers and schools. Greater flexibility in the operation of schools is
necessary if schools are to respond adequately to students’ personal circumstances,
particularly given that young people in the senior years are on the verge of legal
adulthood and are not required by law to be at school.

In summary, the structures, processes and delivery of a responsive curriculum must be flexible
enough to be able to be adapted to meet local circumstances and needs. They must also be
personalised enough to allow for the learning interests and needs of individuals and groups of
students to be identified and met. Such a curriculum will not be dominated by excessive rules
and regulations.
Principle 2: The SACE must be credible
The principle in action

•

High standards are used to assess and report on students’ learning.

•

Standards and assessment measures are appropriate to the learning being assessed.

•

The information attested to by the Certificate is intelligible to employers and other
users, and found to be reliable and informative.

•

The Certificate is recognised by other accrediting authorities and internationally
portable.

Rationale

While the ‘credibility’ of the SACE is closely associated with ‘standards’, the two terms are not
synonymous. ‘Credibility’ is a richer concept requiring ongoing vigilance to ensure that high
standards are maintained.
The credibility of the SACE includes the transparency and reliability of the information about
what graduates know and can do, as well as the ‘standards’ of a student’s performance or by
which their performance has been judged.
The wider concept of credibility does not derogate from the importance of setting, applying
and maintaining appropriate standards. In fact, it is very clear that the community wants and
expects standards associated with the SACE to be at the highest level. The spokesperson for the
Indigenous community who stated that Indigenous people don’t want a ‘dumbed down’ SACE
(see Section 3.8) was expressing in vivid terms a view shared by all respondents,
notwithstanding their perspectives on other matters.
At the same time, there was almost universal subscription to the view that the SACE should be
accessible to all young people.
While these two objectives may seem at first glance to be at odds, there is no necessary
antagonism between the two. The key to their reconciliation is to be found in the acceptance
that all studies and study pathways within the SACE are valid and to be valued, and the
recognition that standards are contextual. ‘High standards’ are not synonymous with ‘common’
or ‘uniform’ standards. High standards in relation to the demonstration of acquired practical
skills, for example, will be different from high standards of performance in analysing and
synthesising abstract concepts. The standards that are used to define successful achievement
must be apt to the learning that is being assessed.
In that respect, the methods that are used to assess students’ learning are similarly contextual.
A one-size-fits-all approach to assessment, for example, through the use of written public
examinations, may give the semblance of ‘maintaining standards’ and therefore credibility, but
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in fact provides little information of value about the depth of a student’s knowledge and
understanding and even less about the student’s ability to apply knowledge in practical ways.
The use of a range of appropriate assessment techniques, standards and criteria for the
assessment of students’ learning provides one means of ensuring that all pathways are respected
in their own right and regarded as equally valid and credible by the community.
In summary, the structures and processes for a credible curriculum must be rigorous and
promote high standards for all. A credible curriculum cannot through its structures or processes
value some pathways and directions over others.
Principle 3: The SACE must be socially inclusive
The principle in action

•

All young people have access to learning opportunities at senior secondary level that
are appropriate to their individual needs and aspirations.

•

Success for all is the dominant culture of senior secondary education.

•

All students are supported to succeed according to their individual needs.

•

The curriculum is culturally appropriate for each student.

•

All studies and study pathways are valued and resourced appropriately.

•

The SACE, its attendant processes and student experiences and outcomes are
monitored, and changes are made where required to maximise the social inclusiveness
of the Certificate.

Rationale

The trends and patterns depicted in Chapter 2 demonstrate what is well known: that some
groups of students are better served by the SACE and senior secondary education than others.
What is perhaps less well known and what is illuminated by the information presented in
Chapter 2 is the extent and persistence of the differential access that different groups of
students have to curriculum choice and learning opportunities, resources (including skilled and
experienced staff), and other support structures and services. There are marked differences, for
example, in the range of subjects available to students from high and low socioeconomic
backgrounds, and to students in large and small schools. Whilst this is not a new phenomenon
it begs the question: can this situation be allowed to continue in both human terms and in the
building of a new economy?
While a case can be made for provision of additional resources to enable schools to address the
current inequities in students’ access to suitable curriculum, learning resources and other
support services, it is also important to address the root causes where they can be identified.
Respondents’ perspectives summarised in Chapter 3 provide insights into the depth of the
community’s concern about the extent of social differentiation in senior secondary education,
and suggest possible ways forward. Those suggestions have influenced the Panel’s thinking
about reforms detailed in Part C of this Report.
In summary, in order to develop a socially inclusive curriculum, it must be accessible to all and
ensure that all students, despite their individual differences, are equipped with the skills for
participation and engagement in the curriculum. This principle also demands a curriculum that is
appropriate to all students, not one that is shaped to meet the needs of students from particular
groups and that is incompatible with the backgrounds and experiences of students from other
groups. It should promote unity in difference rather than disunity through sameness. In that
respect, all study paths should be accorded equal value. The Panel’s proposal that a common
template be adopted for all learning unit frameworks will assist in this regard. Learning units
will not be grouped or organised around any specific pathway.
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Principle 4: The SACE must be connected
The principle in action

•

Students experience a greater degree of continuity and coherence between the middle
school years, in particular Year 10, and the senior years of schooling.

•

Similarly, students experience a greater degree of coherence and integration across the
senior years.

•

Students’ study paths have clear connections to education and training beyond the end
of secondary schooling, and to employment.

•

Students’ learning in the senior years is connected to and supported by the wider
community.

•

Students develop knowledge and understanding of links and relationships between
local and global communities and an appreciation of other cultures and languages.

Rationale

As noted in Chapter 3, the senior secondary curriculum needs to articulate with the phases and
stages of learning preceding the senior years and in particular Year 10, and it needs to be better
connected to students’ life experiences and post-school aspirations.
Curriculum frameworks also need to permit and facilitate a greater degree of connectedness
between the various components of students’ programs at the senior level.
In order to develop a connected curriculum, its structures and processes should promote rich
community partnerships between school communities, employers, unions, further education and
training providers and other communities external to the school. Such partnerships will enrich
students’ learning experiences, facilitate the application of knowledge and prepare students
better for the next phase of their learning journey. They will also assist in enhancing the
community’s appreciation for and valuing of the SACE. The establishment of Innovative
Community Action Networks (ICANs) in some regions of South Australia is an example of a
potentially valuable initiative in providing a structure for practical connectedness.
Finally, the curriculum should assist and enable all students to understand and embrace the
‘connectedness’ of the modern world and their place in it. Connectedness in this sense is extensive
and without boundaries. It encompasses, for example, the global forces that shape economies and
relationships between peoples and nations, an appreciation of other languages, cultures and social
groups, an understanding of our past through collective and personal histories, our
interdependence with the natural world, and connectedness at the level of personal relationships.
In summary, in order to develop a connected curriculum, its structures and processes should
promote rich community partnerships between school communities, employers, unions,
further education and training providers, and other communities external to the school. Such
partnerships will enrich the educational programs and life of the school. Curriculum structures
and processes must also be connected to students’ prior learning (eg in the SACSA Framework
and the Northern Territory Curriculum Framework) and to the wider education and training
system. They need also to be consistent with the unified system of national qualifications
(Australian Qualifications Framework) of which senior secondary certificates are a part.
Principle 5: The SACE must be worthwhile
The principle in action

87

•

Young people see the relevance and short and long term benefits of their studies.

•

The curriculum challenges and engages all students.

•

Students’ learning is authentic and meets the expectations of students, communities,
business, industry and further education of a valued qualification.

•

Students gain a sense of real contribution to their school and their role in the broader
community.
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Rationale

As noted in Chapter 3, the decision to stay on at school or leave is one that some young people
confront daily and most, if not all, students face from time to time. In all cases, the decision
involves a weighing up of the costs and benefits of staying or leaving. The balance is not just
assessed in financial terms but in terms of a young person’s daily sense of satisfaction and wellbeing.
For a senior secondary curriculum to be considered worthwhile, young people must be able to
recognise the benefits—social, personal, economic and cultural—that will result from successful
participation in learning at the senior secondary level. The development of broad skills for life
and work, increased and enhanced opportunities to apply learning in real contexts, greater
transparency in assessment requirements and processes, and the opportunity to pursue interests
at depth are some of the ways in which senior secondary education could be made more
worthwhile for students.
Students’ assessments of the ‘worthwhileness’ of particular studies and study paths are also
influenced by the value that the wider community is seen to place on them. The reform
measures proposed in this Report provide the enabling conditions for schools to not only
respond to those perceptions but also to shape them through developing engaging teaching and
learning approaches for all students in all curriculum areas and study pathways.
Principle 6: The SACE must be futures oriented
The principle in action

•

The curriculum is forward looking. It encompasses broad social and other trends that
are of consequence to students’ current and future lives.

•

Students are equipped to understand and evaluate these trends and have the
capabilities required to harness opportunities as they arise.

•

The curriculum and its delivery keep abreast of developments in educational research
and reflect pedagogical best practice.

•

Students are prepared to face the future with confidence, and have the skills to engage
in lifelong and life-wide learning.

Rationale

One of the most trenchant criticisms of senior secondary education and the SACE is that, in
many respects, they are seen to be not sufficiently forward looking.
This criticism tends to be levelled as much at the operation and culture of schools as it is at the
curriculum that governs the content of students’ learning and the processes by which students
engage with the content and have their learning assessed.
To a large extent this criticism underpins the judgment by many young people that schooling
and the SACE are not relevant to their current or future lives. To these young people, relevance
and a curriculum that is forward looking are intertwined.
At the same time, reports by employers that completion of the SACE does not guarantee to
them that school leavers will be employable or work-ready suggest that the curriculum has not
kept pace with employers’ expectations of the education system. Those expectations in turn are
influenced by the need for business to compete and prosper in a global marketplace. This is
not to imply that the curriculum must be narrowly technocratic or viewed simply as a servant
of the labour market, or that the learning that is not obviously related to employment is of less
consequence. But the SACE curriculum needs to have a major focus on the development of
broad capabilities that will assist young people to become active and confident participants in
their society, now and in the future. Such capabilities will equip young people for the ongoing
change, complexity and uncertainty of contemporary society.
In addition, if the curriculum is to remain futures oriented, it must be able to respond
dynamically to experience, research and new knowledge. This means that the curriculum and
the structures and processes of schools need to have the capacity to accommodate new
challenges, quickly and efficiently.
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Above all, the curriculum must be capable of anticipating the future and adjusting to it so that
graduates from senior secondary education have the capacities they will need, not just to
survive in a globally competitive world, but to shape it.
Principle 7: The SACE must support quality learning and teaching
The principle in action

Learning and teaching:
• are learner centred
• promote integration of knowledge
• are inquiry- and problem-based, and engaging
• promote both collaborative and independent learning
• recognise the problematic nature of knowledge
• develop in students broad capabilities for being active citizens, workers and members
of communities
• connect knowledge in a way that blends theory and practice to the backgrounds and
experiences of students
• are explicit about purposes and the direction being taken, and about the criteria used
to assess performance and success
• recognise and value the diversity of learners in any learning setting
• develop higher order thinking and deep knowledge and understanding.
Rationale
Quality teaching is a necessary adjunct to the reforms encompassed by the Principles described

above. It is the means by which the earlier Principles are enacted.
By the same token, quality learning is the key to increased engagement of all young people in
learning and life.

4.3

A new SACE qualification

The Review Panel was asked to: ‘achieve a curriculum and assessment framework that will meet
the diverse needs of all students and result in high and more socially equitable levels of
retention, completion and pathways beyond school’ and, in that context, ‘Identify the
characteristics of a relevant and contemporary certificate of education’.
Consistent with the Principles put forward in the previous section, and its terms of reference,
the Review Panel has developed a structure for a single, new qualification—a ‘new SACE’—that
will increase flexibility in the design and delivery of the curriculum and thereby increase the
accessibility and inclusiveness of the new Certificate.
The key features and elements of the new Certificate are represented in diagrammatic form in
two different ways in Figure 4.1 and described briefly below. Another way of representing the
new SACE in diagrammatic form can be found in Appendix 16. Part C of the Report discusses
the elements and the operational aspects of the new qualification in detail.
The terms ‘new SACE’ and ‘SACE’ are used in this section to distinguish between the
qualification that will ensue from the implementation of the Report’s recommendations, and
the current qualification issued by SSABSA. In addition, pending the review of the SSABSA
Act and its governance and operation recommended in Chapter 10, the term ‘SACE Authority’
is used to refer to the body that will have legislative responsibility for the new SACE.
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Capabilities—the ‘core’ of the new SACE

At the centre of the new SACE will be a small number of capabilities that are the personal
attributes needed to live, work and be a responsible and active citizen in a changing and
globalising world. Five capabilities considered by the Review Panel to be important to the lives
of all citizens are capabilities for:
• communication
• civic participation
• health, wellbeing and personal development
• work
• knowledge work.
Capabilities will lie at the heart of the new SACE and provide a new way of conceptualising
‘core study’. They will be embodied in both the curriculum and pedagogy of senior secondary
education and in assessment and reporting practices.
The importance of the Capabilities in the new SACE is represented in Figure 4.1 by their
inscription at the centre of the circular diagram and by their placement across all aspects of the
SACE in the more conventional presentation. Capabilities and their place in the new SACE are
described and discussed in detail in Chapter 6 of this Report.
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Figure 4.1: Two ways of representing a 200 credit point new SACE

CAPABILITIES
• Communication
• Civic participation
• Health, wellbeing and
personal development
• Knowledge work
• Work
Extended
Learning
Initiative
Stages 1 & 2
10 points each

Stage 1

Personal
Learning
Plan
Stages 1 & 2
10 points each

Stage 1 or Stage 2

Stage 2

CAPABILITIES
Communication—Civic participation—Health, wellbeing and personal
development—Work—Knowledge work
Extended
Learning
Initiative

Personal
Learning
Plan

10 credit
points

10 credit
points

Approved Learning Program
Learning units to the value of
160 credit points
including at least 60 points at Stage 2
160 credit points

Total = 200 credit points
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Personal
Learning
Plan

Extended
Learning
Initiative

10 credit
points

10 credit
points

Completion requirements

The new SACE will be awarded to students who have gained 200 credit points by successfully
completing:
• Extended Learning Initiative units at Stage 1 and 2 levels (a total of 20 credit points)
• Personal Learning Plan units at Stage 1 and 2 levels (a total of 20 credit points)
• an Approved Learning Program totalling 160 credit points of which at least 60 credit
points must be achieved at Stage 2 level.
These completion requirements are shown schematically in Figure 4.1 above and described
briefly below.
The terms ‘Personal Learning Plan’, ‘Extended Learning Initiative’ and ‘Approved Learning
Program’ are also explained below.
Learning units, learning unit frameworks, credit points and stages

The new SACE involves a move to the concept of learning units that can be variable in length
and whose contribution to the Certificate is measured in credit points. Notwithstanding this
shift, it is expected that in the short term learning units offered by schools will be one semester
in length with a value, typically, of 10 credit points.
The new SACE will also involve learning unit frameworks as the approach to curriculum
organisation for each learning unit at Stage 1 and Stage 2. The frameworks will be developed
according to a common set of design specifications to provide greater commonality of
curriculum design, not only between the same subjects at Stage 1 and Stage 2 but also between
different subjects, while being broad enough to allow for local interpretation. Learning units
will not be grouped or organised around any specific pathway.
In time, it is expected that a more diverse range of curriculum learning units will emerge as
schools seek to capitalise on the flexibility that is available through the credit point system.
Thus, credit points rather than semester length units will be the ‘basic currency’ in the new
SACE. The number of credit points attached to a particular learning unit will be determined
by the SACE Authority based on criteria to be developed by the SACE Authority in
conjunction with stakeholder groups.
It will be possible for schools to develop and have accredited comprehensive integrated learning
units and programs—a facility that is not readily available under current SACE arrangements.
The use of credit points as the basic currency of the new SACE will also facilitate the
recognition of a student’s partial completion of a learning unit. Where a student has completed
some but not all of the requirements for a particular learning unit, the work completed by the
student would be able to be assessed and granted a credit point value that contributes to the
achievement of the new SACE (for example, a student who completes half a learning unit
might receive 5 credit points towards their SACE). It would also enable students to resume
their studies at a later time without loss or penalty.
The Panel proposes that the concept of stages be retained within the new SACE, to denote two
broad levels at which students may engage with their studies. The SACE Authority will also
determine whether a unit qualifies as a Stage 1 or Stage 2 unit.
The accreditation role of the SACE Authority

Determining the credit point value of a unit and whether it qualifies as a Stage 1 or Stage 2
unit will constitute the essential accreditation function of the SACE Authority.
In performing this accreditation function, the Authority will lay the foundations of a ‘credit
matrix’ with the potential to link learning across all sectors of the state’s education and training
systems—schools, TAFE, universities and employment—and community-based learning. In
many respects the work that SSABSA has been pioneering in relation to the recognition of
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informal and non-formal learning is a forerunner of the credit matrix concept which is
considered further in Chapter 5.
Personal Learning Plan (PLP)

The Personal Learning Plan is a substantial and structured unit of study that will enable
students to explore, at depth, areas, issues and processes pertinent to their current and future
learning needs. It will facilitate informed decision making by all senior secondary students with
regard to their education, training and personal development, their aspirations and the range of
possibilities open to them. While a key outcome will be a strategy or plan that will focus on
the individual student, the process of arriving at the plan will constitute the substance of the
PLP unit of learning. The Personal Learning Plan units at Stages 1 and 2 are discussed in detail
in Chapter 6. Each unit will attract 10 credit points.
Extended Learning Initiative (ELI)

The Extended Learning Initiative is a substantial unit of study that will engage students in an
in-depth project or investigation on a topic in which they have a real interest or passion. The
ELI is designed to develop deep knowledge and skills related to that interest, as well as
developing skills associated with thinking, planning, acting and evaluation. The successful
completion of the ELI will require students to develop and display skills in research, creativity,
knowledge management, planning, time management, presentation, communication and, in
some cases, teamwork. The Extended Learning Initiative units at Stages 1 and 2 are discussed
in detail in Chapter 6. Each unit will attract 10 credit points.
Approved Learning Programs (ALPs)

Students will be able to construct an Approved Learning Program from an array of learning
units which may be based on, for example:
• learning unit frameworks developed or commissioned by the SACE Authority
• accredited learning units developed by schools
• accredited programs of vocational education and training
• activities undertaken outside the formally accredited curriculum, such as informal or
non-formal learning that has been accredited by the SACE Authority
• curriculum developed outside the state as part of an equivalent senior secondary
qualification and accredited by the SACE Authority for the purposes of the new
SACE.
In this way the senior secondary curriculum will be both broadened and ‘internationalised’.
Questions of time, place and time allocation

The new SACE will be able to be achieved over an extended time as is the case with the
current SACE, and in locations that suit students’ individual circumstances and learning needs.
The latter point is discussed in the following Chapter.
As indicated above, the concept of semester length units involving 50–60 hours of
programmed school time is not a design feature of the new SACE. The learning unit and credit
point concepts avail schools and students of much greater flexibility in the ways that accredited
learning is ‘packaged’ and scheduled. However, as a guide for school planners, the Review Panel
expects that most students should be able to complete the requirements of the new SACE in
an equivalent amount of programmed school time and private study time as that required to
complete 20 SACE units currently.
The reduction in programmed school time and the associated ‘savings’ in private study time
will address the ‘tyranny of time’ that was reported to the Review Panel by many students and
teachers. It will allow for greater depth of study, deep learning, more flexible and innovative
teaching approaches, and better accommodation of students’ commitments beyond school,
among other things. It will also enable students who require time to consolidate their skills and
knowledge in certain areas to do so without ‘falling behind’.
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The Principles for reform and features of the Certificate described in this Chapter are the bare
bones of the new SACE. Part C of the Report puts flesh on these bones and identifies actions
that are required to bring the structure to life.
The following Chapter outlines a new, more holistic way of conceptualising the state’s
education and training system, within which senior secondary education and the SACE are
situated and operate.

Recommendation 1
The Review Panel recommends that:
The South Australian Certificate of Education be replaced by a new South Australian
Certificate of Education that is based on the principles, design concepts and features
outlined in Chapter 4.
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5
Positioning senior secondary education and the
new SACE within a broad ‘learning space’
Overview
This Chapter proposes a new way of conceptualising the state’s education and training ‘system’, with a
view to making the flexibility and responsiveness inherent in the new SACE a reality for all students.
In this context, the education and training system comprises the full range of learning opportunities
that will assist a student to achieve their learning goals. Possible learning opportunities include, for
example, formal and informal learning undertaken in workplaces and the community, programs
accessed through educational institutions such as schools, TAFE and universities, and courses
developed elsewhere and undertaken through the internet or other distance education technologies.
The Review Panel has adopted a spatial metaphor—that of a ‘learning space’—as a way of thinking
about this broad education and training system.
The learning space concept is an important part of the reforms proposed in this Report. It is seen to
be the vehicle by which the new SACE can be delivered most effectively. Through it, the Principles
for reform discussed in the previous Chapter can be enacted, and many of the concerns and issues
raised by the community and reported in Chapter 3 can be addressed.
In other words, the learning space is part of a wider strategy aimed at achieving ‘success for all’.
Specifically, the concept responds to the need for a more seamless approach to education and training
in the state that will, among other things:
• support the engagement of all young people in productive, quality learning by facilitating
access to the full range of learning opportunities and experiences provided by the education
and training system, according to learners’ individual learning needs and plans
• thereby realise the flexibility that is inherent in the new SACE resulting in a more
innovative, relevant and responsive curriculum for all
• strengthen partnerships and alliances between all stakeholders in the learning space so that
the system as a whole is able to make best use of the resources available to it and respond
better to the learning needs of all young people
• support all young people at a critical point in their transitions to independence and
adulthood as they navigate the space
• engender a culture of lifelong learning within the South Australian community at large.
This Chapter sketches the landscape of the learning space. It identifies the key features and defining
characteristics of the space and indicates its relevance to other social and economic reform agendas
within the state.
While the learning space concept is capable of embracing the lifelong learning needs of all South
Australians, the focus in this Chapter is on its place in, and contribution to, senior secondary reform
and the implementation of the new SACE.

5.1

The concept of a post-compulsory ‘learning space’

The community’s expectations of and for young people have been expressed through strategies
the government has put in place, and targets it has set, to improve the engagement of young
people in learning and work. For example, in January 2005, the Hon Mike Rann, Premier of
South Australia, announced the government’s intention to implement a South Australian Youth
Engagement Strategy with the objective of ensuring that all 15–19 year olds are ‘learning or
earning’, that is to say, are engaged in full-time schooling or further education and training,
full-time employment, or an equivalent combination of part-time study and part-time work.
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Intrinsic to the Strategy is a view that post-compulsory education and training must respond to
the needs and interests of young people in more holistic and sophisticated ways than it has in
the past. This demands a different way of thinking about learning and where it occurs.
The case for change made out in earlier Chapters of this Report and the proposed new SACE
outlined in the previous Chapter, coupled with the government’s intention to increase the
leaving age to 17 by 2010,10 also require new ways of thinking about the engagement of young
people in learning and work.
One possibility is to recognise the rich variety of learning experiences that currently exist both
within and beyond formal educational environments like schools, and to work with these in a
different way. These learning experiences include, for example, conventional and innovative
school-based programs, TAFE/VET programs, apprenticeships and traineeships, other training
based in workplaces including training undertaken as part of a young person’s employment,
adult community education, university studies, and involvement in community organisations
and activities.
Although SSABSA has been innovative in the way in which it has attempted to recognise a
range of learning experiences, the need for students’ achievements to fit within the SACE
pattern still serves to restrict their ability to access the full range of available learning
opportunities. Students’ access is also inhibited by the ‘architecture’ of education and training
in Australia. An increased level of coordination between the various agencies and sectors
involved in providing education and training would be necessary to further increase students’
access to learning opportunities beyond those available from the immediate school campus.
One way to think through the maze of possibilities is to imagine that these various learning
sites and arenas all belong in the same field or ‘space’. These would be organised and managed
in such a way that they are easily accessed by young people.
The need to move in this direction has been advocated forcefully in a number of reports and
policy documents in recent years including reports by the Economic Development Board, the
Social Inclusion Board and the Skills for the Future Report.11 The Review Panel concurs with
the advice of these authorities and reports and believes that a more holistic approach to the
planning and delivery of education and training would significantly enhance the
implementation of the new SACE and therefore the engagement of young people in learning
leading to a qualification—the new SACE.
The Panel has coined the term ‘learning space’ to refer to this rich array of learning
opportunities that is potentially available to young people. The idea is that young people
working towards a first qualification—the new SACE or an equivalent qualification—are
supported in moving around the learning space, engaging in work, training, education, and
community and civic life in various combinations and ways, learning as they go. The learning
space metaphor suggests a whole-of-education-and-training, whole-of-community commitment
to developing the capacities of all young people, and new approaches to resourcing education
and training for all young people, whether in school or beyond school.
The Panel believes that this more expansive way of thinking about the learning needs of all
young people will engender more creative responses to those needs than has been possible in
the past. In particular, it offers an important means of achieving a ‘relevant and contemporary
(senior secondary) certificate’ which, together with the other recommendations in this report,
will provide for the ‘diverse needs of all students’ and ‘high and more socially equitable levels of
retention, completion and pathways beyond school’ (see Appendix 1).
More than this, it offers a way to make practical the idea of lifelong learning. Thus, the
concept of a learning space suggests ways to enable people, at whatever age, to continue
learning, as well as to improve their skills or learn new skills.
The remainder of this Chapter will consider ideas for how the learning space might function in
relation to senior secondary education and the SACE. The question of resourcing young
people’s involvement in the learning space is discussed in Section 5.3.
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5.2

Characteristics of the ‘learning space’

Places of learning, multiple learning sites and the role of schools
Multiple learning sites

The learning space would consist of a range of learning sites, including schools and adult reentry colleges, Institutes of TAFE and other registered training organisations, workplaces,
community agencies, adult learning organisations, and universities working in concert to meet
the education and training needs of young people. It would encompass learning opportunities
accessed from ‘sites’ outside the state via the internet, other distance learning media, or through
organisations such as the International Baccalaureate Organisation.
The distinctive characteristic that would define the space is learning. The logic of the space, its
structures and practices, would reflect a commitment to learning whether it is in full-time
school or VET, part-time work and study, full-time or part-time work, or involvement in the
community.
Purposeful planning and action to sustain young people’s engagement in and navigation of the
space would underpin their learning (see ‘Youth agency’ below).
Information and communication technologies

Information and communication technologies (ICTs) are an important element of the learning
space because of their potential to broaden curriculum choices for students, enhance pedagogy,
and support the effective operation of the learning space. The use of ICTs in learning can
engage and motivate students and provide them with tailored learning programs and flexible,
individually focused learning and assessment. Modern learning technologies also have the
capacity to challenge and reshape concepts and practices of teaching and learning.
Through ICTs, learning is not limited to schooling or other institutional environments. It is no
longer bound in synchronous activities. As the focus of teaching shifts from the ‘class’ to the
individual and purpose-formed group, communication among and between teachers, students,
families and community groups is at once enhanced and altered by the use of ICTs.
Technologies also create new methods for students to access learning. The effects of remoteness
and distance can be significantly reduced and learning that incorporates ICTs can engage
students disaffected with schooling.
Role of schools

A primary role and responsibility of schools in the context of the new SACE and the learning
space would be to assist students to identify their own learning needs, interests and aspirations,
develop learning plans to meet those needs and aspirations, and access learning opportunities
both within and beyond their school that enable students to enact their plans. Schools would
thus perform the role of ‘learning broker’ on behalf of their students alongside their more
conventional role as learning provider/facilitator.
To be effective in this broker role, schools would need to form productive partnerships and
coalitions with other schools, training organisations, business and community organisations,
and their local communities.
Schools would also continue to provide an important support base for their students as they
navigate the learning space, and would be key players in the provision of transition support
services and networks outlined below.
It is expected that these activities of schools would be taken into account as part of the
planning and funding arrangements for the implementation of the Review’s recommendations
(see Section 5.3).
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Young people’s needs at the centre: youth agency, learning plans and
negotiated curriculum
Youth agency

Youth agency is a key ingredient of the learning space in which young people actively negotiate
their learning. It is a space where there would be considerable flexibility and where young
people would be supported to exercise genuine choice based on a realistic appraisal of their
own talents, abilities and aspirations and reliable information about the range and ‘quality’ of
opportunities open to them. Choices would be based on the interests of young people, not
their background or socioeconomic status.
Learning plans and negotiated curriculum

All participants in the learning space would be assisted to develop individual learning plans as
the basis for negotiating a curriculum or learning program matched to their particular needs,
interests and aspirations. These plans would act as a platform from which to access
opportunities within the learning space. They would be the basis for constructing connections
and coordinating opportunities, services and supports to meet young people’s learning needs as
they navigate the learning space.
In a sense, a student’s learning plan would be a form of youth learning contract that is reviewed
periodically and revised on the basis of a young person’s experience, achievements, new interests
and insights gained both within and beyond the learning space. The young person’s side of the
contract would be a commitment to participate in work, study, training or a combination of
these. For its part, the community would undertake to support the young person’s journey into
the learning space, through the space and when moving beyond it.
Clearly, the use of learning plans as the basis for negotiating students’ access to learning
opportunities within the learning space presupposes that each young person has acquired the
skills and knowledge to create and maintain a personal learning plan, and that the system is
committed to honouring students’ plans as far as possible.
Curriculum, learning credits, a credit matrix and credit banking
Curriculum

The curriculum within the learning space would consist of learning experiences drawn from
various sites within the space (see ‘Multiple learning sites’ above), according to a young person’s
needs and interests as expressed in his or her learning plan.
There are many different ‘external’ learning options that might contribute to the new SACE.
These include informal and non-formal community-based learning, learning undertaken in
and through workplaces, other vocational education and training programs, university courses,
online and e-learning courses, community languages, awards and certificates, adult education
programs, and formal programs such as the International Baccalaureate. The SACE Authority
would accredit these using criteria developed for assessing and approving submitted external
courses.
Learning credits, a credit matrix and credit banking

The extent to which a student’s learning experiences and achievements are credited as learning
credits toward the SACE would be managed through a credit matrix12 which would be the
means of determining ‘equivalences’ between the various learning achievements available within
the learning space. The credit matrix would be developed by the SACE Authority in
conjunction with relevant stakeholders.
An online ‘Learning Credit Bank’ would enable students’ achievements to be ‘deposited’ into
their personal ‘learning accounts’ from any part of the learning space so that a student’s
learning and achievement profile would always be current. Students would have direct access to
their ‘learning accounts’ and could download their achievement profiles as and when required.
By storing learning credits in a secure repository (the ‘bank’), young people would be assured
that the credits they had accumulated would not be lost.
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Comprehensive and coordinated services to support young people’s
involvement in the learning space

Education systems around the world are grappling with how to provide more responsive and
flexible transition processes for young people traversing the boundaries between, for example,
dependence and independence, and school education and post-school life. The need to better
support young people’s transitions in South Australia was also apparent through the Review
Panel’s consultations with the South Australian community.
Kelly (2004), in a report prepared for the Review Panel, outlines models of support that have
been developed in Scandinavia, Scotland, Wales and Britain, all of which acknowledge the
importance and benefits for both the individual and the community/society as a whole, of
young people continuing to be engaged in education and training beyond their school years.
The support models that have been adopted in these countries are all underpinned by the
capacity to track the progress of individual students, and to provide coordinated support to
those at risk of disappearing from the system. In Australia, several states are developing local
and state networks to perform these functions.
Each of the models, despite variations in curriculum provisions or the structure of education
systems, relies on effective partnerships between service providers for the benefit of young
people. In Sweden these are statutory responsibilities.
The South Australian Youth Engagement Strategy includes a commitment to provide
‘comprehensive transition services and supports’, which at this stage of development include
career information, advice and counselling, advocates who act with and on behalf of young
people to support their transitions, and effective linkages and partnerships with existing and reengineered youth services. The Strategy also includes the capacity to track young people’s progress
through the learning space and to better target support to those who require it.13
In that connection, the foundation of a regionally-based transition support system is in place in
South Australia. It consists of support staff in schools, Institutes of TAFE and universities, a
number of loosely connected regional networks established for different but related purposes,
and various state and Australian government agencies and programs with a focus on young
people’s health, welfare, education and employment.
The Review Panel believes that these existing networks and programs could, with some
modification, be transformed into a coherent and effective state-wide system that supports and
assists all young people to negotiate the learning space and make successful transitions from it
to further education, training or work.
The proposal to develop a comprehensive transition support system as part of the learning
space attends to the very strong voices in the Review’s consultations which argued that young
people need purposeful support in the senior secondary years to plan, choose and act upon
their interests, capacities and strengths during those years and into their post-school lives.
Planning, pathways and partnerships

Students’ learning plans, as with other innovations recommended in this report, rely on
effective planning and strong partnerships between the organisations that make up the learning
space. These relationships should be focused on individual young people as they enter and
move within and beyond the learning space.
Partnerships at local, regional and central levels are fundamental to the learning space concept.
It is expected that existing collaborative relationships would be strengthened and the level of
joint planning and delivery by all providers of, and sites for, post-compulsory learning would
be increased.
Employers, industry groups and community agencies, as stakeholders in young people’s futures
and as partners in the learning space, would also be encouraged to identify the kind of learning
experiences they could provide or support.

98

Success for all: SACE Review Part B

Employers and others would continue to contribute directly to young people’s learning
through, for example, the employment and training of school-based new apprentices. They
would also continue to provide access to their enterprises as sites for work experience,
structured work placements and assessment of students’ competencies in the workplace.
Employers and enterprises could also sponsor or host research projects as part of students’
Extended Learning Initiatives (see Chapter 6) and take a lead role in informing students about
possible study and career paths.
Employer and employee groups and other key stakeholders would also continue to influence
senior secondary education policies and processes through their involvement with the SACE
Authority and other school authorities at the peak level.
These partnerships currently exist. They would continue and increase in importance as an
integral part of the learning space.
Research and continuous improvement

The culture of the learning space would show a clear commitment to continuous development
and improvement in all areas of its operation. To support and inform this commitment,
consideration should be given to establishing a designated research role and function as part of
the learning space.

Recommendation 2
The Review Panel recommends that:
The concept of a learning space with the characteristics and features outlined in Chapter 5 be
adopted by government as the basis for planning and delivering post-compulsory education
and training.

5.3

Resourcing young people’s participation in the learning
space—A youth learning entitlement

An essential pre-condition to realising the full benefits of the learning space is that it is
adequately resourced so that all young people are able to enact their learning plans and achieve
an initial qualification: the SACE or its vocational equivalent. This is generally considered to be
a Certificate III level qualification.
In addition to the obvious questions about the level of funds required, the relative
contributions from various sources of public funds and the balance between public and private
contributions, the Review Panel’s consultations have highlighted the need for funding
arrangements to be more responsive to the needs of individual students and to avoid the worst
inefficiencies of current funding arrangements. In large part these inefficiencies can be
attributed to the segregated nature of funding from a range of different sources and programs.
That is not to say that the funds that underwrite young people’s participation in the learning
space must be consolidated or controlled by a single agency. However, the application of
resources from various sources must be better coordinated, allocation mechanisms must be
equitable, and accountability requirements and other funding conditions must work for the
goal of enabling all young people to engage successfully in learning and work. Government will
need to be particularly vigilant in this area.
The Review Panel considers that the concept of a ‘youth learning entitlement’ to enable all
young people to gain an initial qualification—the new SACE or an equivalent vocational
qualification—warrants serious consideration as a platform from which to resource the learning
space. The purpose of the entitlement would be to ensure that all young South Australians are
able to access the range of opportunities within the learning space that are most appropriate to
their learning needs and plans; conversely, that none is prevented from achieving their learning
plans by virtue of the formal structures, administration or funding arrangements for education
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and training within the learning space. Such an entitlement could be expressed in terms of a
specified number of years of publicly subsidised education and training or the attainment of an
educational qualification such as the new SACE or an equivalent vocational qualification. The
entitlement could either be age-limited or open-ended.
The Review Panel acknowledges that the re-conceptualisation of funding arrangements will not
be an easy or simple task, encompassing, as it must, funds managed by a range of state and
Commonwealth government agencies, and possibly including contributions in cash or kind
from the business community and local communities. However, the Panel considers that the
dividends for young people and the community at large will justify concerted attention being
given to this matter.

Recommendation 3
The Review Panel recommends that:
New funding arrangements for the operation of the learning space be explored with a view to
ensuring that the services provided by government within the learning space are coordinated,
equitable and responsive to the needs of individual young people.

Recommendation 4
The Review Panel recommends that:
The government explore the concept of a ‘youth learning entitlement’ as a basis for public
funding of youth engagement in the learning space.
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Part C
Detailed reform proposals

6
Curriculum for a new SACE
Overview
This Chapter sets out proposals for a new SACE curriculum. Collectively, the proposals comprise a
significant reform agenda. The Review Panel has proposed a curriculum that deliberately aims to
increase retention, participation and achievement and to address the drift of large numbers of
students leaving school before completing Year 12.
The recommendations have been made with an eye to:
• retaining those aspects of the SACE that are working well and that are supported by
teachers and the community
• building on and extending the good practice currently being demonstrated in many
innovative learning environments across South Australia and the Northern Territory
• enhancing the experience of those for whom the SACE currently works well
• ensuring that the proposals do not add to teacher workload but, rather, provide more
opportunity for teachers to deepen their professional practices
• assisting students to be active participants in curriculum design and learning.
There are a number of recurring themes in the Chapter. Each of these flows from the design principles
enunciated in Part B of this report. Some are directed at making the curriculum more flexible and
responsive to local and personal needs and circumstances. Strategies of this kind include a framework
approach to curriculum design at Stage 1 and Stage 2; and a new approach to required learning,
whereby students can tailor their learning programs to reflect more accurately individual needs and
aspirations. In addition, the new SACE qualification will be based on an accrual of credit points
attached to units of learning. This will give students the capacity to bank learning credits using
external and informal learning activities as well as formally accredited SACE units.
At the same time, the recommendations take seriously the aim to extend every student. Thus, rigour,
standards and ‘stretch’ are recurring themes to be expressed in the new SACE. This is achieved
through such strategies as requiring students to undertake units that are designed to develop skills for
investigation and independent learning, establishing specifications for all units that aim to promote
higher order and deep learning, and introducing systematic processes for reviewing and developing
foundational skills in literacy, numeracy and ICTs.
At the heart of the new SACE rests a set of ‘Capabilities’. This term is used to refer to the generic
knowledge, skills and dispositions that all young people will develop for their roles as citizens, workers
and members of their local and global communities. There is a range of strategies that aims to
embed the Capabilities in the formal curriculum and in processes for assessing and reporting
students’ learning.
The recommendations seek to make a number of seamless connections between the middle years and
the senior years by reshaping the role of Year 10, and between the SACE and further education and
training pathways. All learning pathways are valued under the proposed SACE structure. None is
favoured above the other.

6.1

Introduction

This Chapter outlines the principal features of a new senior secondary curriculum for South
Australia and the Northern Territory.
The current SACE has been operating since 1992, and during that time it has provided a
sound senior secondary education for many students. However, as Part A of this Report
demonstrates, the aspiration of a ‘SACE within the reach of all’ has not been realised. There are
too many students, often from socially disadvantaged areas of the community, for whom the
SACE has not been a rewarding experience, and who have failed to attain the Certificate.
Although there are many reasons for this, some unconnected with education, it is clear that the
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structure, pattern and enactment of the SACE is a major contributing factor. The Review Panel
therefore believes that minor change is not an option.
Taken together with changes in other areas of senior secondary education recommended in this
Report, the proposals for a reconceptualisation of the SACE curriculum comprise a significant
reform agenda. However, the recommendations have been made with an eye to:
• retaining those aspects of the SACE that are working well and that are supported by
teachers and the community
• building on and extending the good practice currently being demonstrated in many
innovative learning environments
• enhancing the experience of those for whom the SACE currently works well
• ensuring that the proposals do not add to teacher workload but, rather, provide more
opportunity for teachers to deepen their professional practices
• assisting students to be active participants in curriculum design and learning.
The unabashed aim of the new SACE is to increase retention, participation and achievement
for larger numbers of students in ways that maintain and extend rigour and standards and that
are inclusive of all groups. Such a bold aspiration needs to be based on coherent, educationally
sound and philosophically consistent curriculum strategies and structures.

6.2

Broad curriculum directions

The starting point for considering the new SACE curriculum is the principles that are argued
for and proposed in Chapter 4. Each of these suggests a number of broad curriculum
directions, and these are outlined in this section. The remainder of the Chapter then describes
the ways in which these curriculum directions are brought to life in the new SACE.
The new SACE:
• is based on the development of a combination of knowledge, skills and dispositions
that enable people to participate productively in Australian society as citizens, workers
and members of communities. These are called Capabilities and they will be developed
through every learning unit. They are described in Section 6.3. The Capabilities are a
curriculum strategy that reinforces SACE Principles 5, 6 and 7
• is non-hierarchical. This is because all learning units will be developed according to the
same learning framework specifications. These specifications are described in Section
6.4. Learning units will not be grouped or organised around any specific pathway.
Each learning unit will engage and ‘stretch’ all students in their learning. In this way,
frameworks are a curriculum strategy that reinforces SACE Principles 1, 2, 3 and 7
• enables customisation to suit individual learning needs. This is facilitated by a 200 credit
point structure of the SACE which opens up a range of possibilities for students to
access different forms of learning opportunities within the learning space. This
flexibility is supported by frameworks which will enable a greater curriculum
responsiveness because (a) students will be able to select learning opportunities from a
range of sources, (b) the broad outcomes within the frameworks are able to be adapted
to suit local circumstances, and (c) schools will be able to develop their own learning
frameworks or learning programs. This is described in Section 6.4, and is consistent
with SACE Principles 1, 3, 4 and 5
• promotes systematic support to learners. This is because students will be provided with the
opportunity to reflect deeply on and explore their strengths, weaknesses, interests and
aspirations, as a formal part of their learning program. They will do this through taking
two required learning units entitled Personal Learning Plan (PLP), one at Stage 1, the
other at Stage 2. These are described in Sections 6.4 and 6.5. They will reinforce SACE
Principles 1, 3, 5 and 7
• facilitates in-depth study. Although this direction is a feature of all learning in the new
SACE, it is particularly represented in two required learning units entitled Extended
Learning Initiative (ELI), one at Stage 1, the other at Stage 2. The purpose of the ELIs
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is to enable students to engage in an in-depth study of an area of interest or passion,
developing deep inquiry and investigation skills as they proceed. The ELIs are
described in Section 6.5. The new SACE also places an emphasis on ensuring that all
students have a sound grasp of foundational skills associated with literacy, numeracy
and ICTs. These approaches will reinforce SACE Principles 2, 4, 5 and 6.
Taken as a whole, the new SACE challenges the traditional curriculum approach based on old
divides such as ‘academic’ and ‘technical’, ‘general’ and ‘vocational’, ‘theory’ and ‘practice’. The
new SACE blurs the boundaries of these divides, recognising that they are no longer relevant in
the 21st century.

6.3

At the heart of the curriculum: The concept of Capabilities

Why Capabilities?

Senior secondary education comes at a stage when young people are starting to explore where
they want to take their lives next. Some told the Panel that it is a time when they want to
begin to specialise in areas that will prepare them for their preferred pathways. Others said that
they see senior secondary education as a chance to continue to investigate a broad range of
areas rather than to specialise. The challenge for any senior secondary curriculum is to provide
a structure that allows for such disparate possibilities. How can a curriculum offer genuine
choice while continuing to develop the ‘whole person’?
The current SACE attempts to answer this question by establishing a pattern that requires
students to have some exposure to knowledge in two categories, or designated groups of
subjects, broadly constructed as mathematics–science–technology (including compulsory
Mathematics), and arts–humanities–social and cultural studies (including compulsory English).
Additionally, core learning is mandated through having Australian Studies as a singular
compulsory unit; and through a requirement that literacy is built across the curriculum. The
current SACE structure aims to achieve curriculum breadth through these requirements and
through the designated curriculum pattern.
A great deal of comment on these current SACE pattern requirements was received during the
consultation processes. One argument was that the pattern is unnecessary given that the
SACSA Framework to Standard 5 (Year 10) ensures a broad curriculum. The implication here
is that the senior years are times when students can start to specialise if they wish. A further
comment was that the pattern creates too many hurdles to be jumped, discouraging students
from completing the Certificate. It was also claimed that students feel pressured into making
choices that either lock them into some pathways or exclude them from others. Finally, it was
suggested that the distinction between mathematics–science–technology and arts–
humanities–social and cultural studies as areas of knowledge is possibly no longer tenable at a
time when the boundaries between disciplines are being blurred.
Many argued that a reformed SACE should be structured in ways that maximise student
engagement by expanding rather than restricting student choice. However, the Panel is
concerned that simply removing the pattern requirement and maximising choice by allowing
students to specialise may serve only to reinforce unhelpful silos of disciplinary-based
knowledge. The Review Panel believes that the concept of Capabilities offers a powerful way to
address the difficult balance between breadth and choice. It provides an approach that
encourages breadth by treating student qualities seriously without diminishing the importance
of other bodies of knowledge, or restricting choice. In short, the concept of capabilities is a new
way of conceptualising the idea of core study.
What are capabilities?

Capabilities are a combination of the knowledge, skills and dispositions that enable people to
act in and on the world. They comprise the key ingredients for personal and collective agency.
They are important indicators of what a person is able to do and be in different arenas (eg
work, civic and community life) and, thus, the extent to which citizens in any society possess
certain capabilities is an important measure of the civic health of that society. Education is a
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primary site for the development of capabilities in a society, and so capabilities should be
central to any curriculum. In summary, student capabilities should encompass the personal
attributes required to live, work and be an active citizen in a changing and globalising world.
During the course of the consultations the Review Panel noted widespread support for making
capabilities the focal point for a new SACE. There were many suggestions about the
capabilities that might form the basis of a new SACE. These included the following:
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•

Capabilities for communication: These are capabilities that enable people to express
themselves through a range of media and modes (written, spoken, visual and other
non-verbal forms of communication), and to understand and appreciate the
communications of others. Clearly, communication capabilities are built upon
foundational skills in literacy, numeracy and the use of ICTs. But in a multicultural
Australian society and with the increasing proximity of different cultures in a
globalising world, the fundamental aspects of communication also involve capabilities
for intercultural understanding.14 The extent to which people are able to communicate
clearly, generously and empathically within as well as across groups with different
backgrounds, cultures and experiences is a significant factor in the health of a
multicultural society.

•

Capabilities for civic participation: A democracy can flourish and be sustained in a
society only where there is an informed and active citizenry that is able to participate in
political debate and public decision making in reasoned, ethical, civil and respectful ways.
These practices demand capabilities that include social and political understandings as well
as skills for political participation at various levels of governance, from the local to the
global. For example, a key aspect of such capabilities involves a deep understanding of
and views about social and environmental sustainability and the nature and practices of
interdependence, and the skills to practise these in different contexts. In Australia,
capabilities for civic participation will include understandings about the history and
cultures of Indigenous peoples.

•

Capabilities for health, wellbeing and personal development: These are capabilities
that enable people to know about and to care for themselves in ways that promote selfawareness, self-confidence and self-esteem. This includes capabilities for managing physical
and mental health, understanding gender and sexuality, being aware of spirituality, and
building identity. Since these capabilities are central to the development of personal
wellbeing and happiness, they are fundamental to the collective wellbeing of a society as
a whole. They assist young people to understand that they are the main actors in
defining a positive outcome for the future. Such capabilities are also integral to the
development of productive social relationships and to the building of social capital.

•

Capabilities for work: These are capabilities that enable people to participate in work
in productive, creative and fulfilling ways. The changing nature of the economy, and
of work, demands capabilities in such areas as creativity, inventiveness, problem posing and
problem solving, designing, planning, being organised, taking initiative, being enterprising and
entrepreneurial, and being able to collaborate and work in teams. It also involves capabilities
in creating through making and building. Equally, workers must have the capabilities,
individually and collectively, to understand and act in relation to their rights and
obligations as workers.

•

Capabilities for knowledge work: In a society awash with information, and with new
knowledge growing at such a rapid rate, it has become important for all citizens to have
the capabilities for knowing deeply and learning how to learn—‘knowledge work’. This
includes capabilities in technical skills such as accessing and organising information, as well
as meta-cognitive capabilities such as critical and reflective thinking and inquiry. It also
covers the important realm of ethical thinking and reasoning. Central to these capabilities
is the ability to recognise that since knowledge is shaped by the world views and
ideologies of those who produce and present it, it is problematic rather than given.
Critical thinking and discernment are important capabilities in a ‘knowledge society’.
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The capabilities outlined above are intended to be a basis for discussion. It is important that
there is ongoing professional and community discussion and systematic inquiry and research
about the capabilities that are held to be important, and about the nature of capabilities and
their place in the curriculum. However, the Review Panel recommends that one of the
capabilities must include understandings and skills related to literacy, numeracy and ICTs. This
capability—perhaps called communication—and how it might be developed is canvassed in
Section 6.7.
What role do capabilities play in the curriculum?

Of course generic capacities such as those listed above are represented in the official curriculum
of many other Australian states and territories and countries (see examples in Appendix 7).
They also occur in the current SACE, where there is a stated commitment to:
• ten SACE student qualities (describing the ‘skills and knowledges necessary for
successful participation in contemporary Australian society’)
• five Essential Learnings, as described in the SACSA Framework; and the four domains
of essential learnings, as described in the Northern Territory Curriculum Framework
• seven employment related Key Competencies.
The commitment is expressed at the front of each current SSABSA curriculum document with
the onus on curriculum writers and teachers to make them integral to the teaching of each
subject unit.
During the consultation process, many respondents argued that these intended student
qualities are present in name only and are largely ignored by teachers because of their
complexity and nebulous descriptions and because they are not assessed or reported on.
Employer groups confirmed this view from a different perspective, maintaining that current
certification of students’ achievements in the SACE does not give them sufficient information
about the generic social and employment-related skills and capacities that young people
possess.
The Review Panel believes that SACE student qualities are marginalised because the part they
play in the curriculum has not yet been adequately described and explained. It notes that this is
not unique to the SACE. In most other places, generic qualities are named and all too often
forgotten. They stand independently of subject knowledge, and are largely ignored in
assessment and reporting practices where the focus is on subject knowledge per se. The SACE
Review offers an opportunity to learn from these experiences and to play a national and
international leadership role in this area.
In addressing the need to include a new set of assessable and reportable capabilities, the Review
Panel believes that a simplistic alternative approach that treats these generic qualities as
independent of, or as separate from, subject-based knowledge is manifestly inadequate. Such
capabilities are, by nature, contextual and are developed and exhibited through the learning of
specific knowledge and skills.
From this perspective, subjects or disciplines are not studied as ends in themselves. They are
also a means by which broad capabilities are developed. Put another way, capabilities are a
higher-order outcome of the learning of subject or disciplinary knowledge and processes, but
are not independent of such learning. Nor do they compete with subject knowledge. They are
developed through subject knowledge, which continues to be important in its own right. The
interplay between the capabilities and disciplinary knowledge will be central to teaching and
learning. Since capabilities will be present in all accredited learning units, they represent the
core learning in the new SACE. This is a departure from the traditional practice of stand-alone
core ‘subjects’.
This is not going beyond what many teachers already do. Good teachers don’t teach key
concepts and key ideas only at the theoretical level. They are always moving backwards and
forwards between theory and application, assisting students to see how the subject matter can
help them to make better sense of the world around them and so contribute to a wider set of
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skills and understandings. The concept of capabilities provides a mechanism for making this
approach more systematic. For example, all physics teachers might be expected not only to
introduce students to a key concept such as energy, but also to teach for, and assess students
on, their capacity to communicate that concept through a range of media (ie capability for
communication), or to recognise the social, ethical and environmental implications of the
application of harnessing energy in a particular way and to express their views about this in a
political arena (ie capability for civic participation).
How can capabilities be made a central part of the new SACE?

A capabilities-centred curriculum will ensure that no matter what the study program all
students will be developing a common set of capabilities, albeit in very different ways through
different learning units. In this way, capabilities stand as a strategy for ensuring curriculum
breadth, whilst enabling specialisation if that is necessary. But they are also a powerful
mechanism for enhancing pedagogy, and for ensuring that in every subject there are
dimensions of theory and application.
For this to happen, the capabilities will need to be described explicitly in the learning
outcomes, and associated performance standards, for each learning unit. Teachers will be
expected to teach them through the unit knowledge, selecting content and teaching approaches
on the basis of the extent to which they will help to develop one or more aspects of a
capability. In this way, learning unit assessment and reporting will automatically involve an
assessment of the capabilities.
There are a number of implications of this approach, and these will be elaborated in other
parts of this Report. They include recommendations about:
• the use of Capabilities as one reference point for assessing student progress (see
Section 7.3)
• the development of holistic descriptions of the Capabilities for use by teachers and
curriculum developers (see Section 7.3)
• requirements for learning unit frameworks to specify how the Capabilities will be
incorporated into the learning outcomes of the unit, along with the means by which
these will be developed and assessed (see Section 6.4 on frameworks, and Chapter 7)
• literacy, numeracy and ICTs being key components of a Communication capability
(see Section 6.7)
• a required Stage 2 unit—the Extended Learning Initiative—which will be externally
assessed against the Capabilities (see Section 7.4)
• ways to provide a richly described Capability profile for each student for reporting
purposes (see Chapter 7)
• research and professional development around Capabilities, in ways that systematically
increase professional knowledge and expertise (see Chapter 9).

Recommendation 5
The Review Panel recommends that:
Capabilities be placed at the heart of the new SACE, and that:
• a comprehensive set of student Capabilities be developed through an extensive process
of professional and community consultation, using as a basis the draft list identified in
this Report
• a thorough research program be initiated to support the development, implementation
and evaluation of Capabilities
• a comprehensive program of teacher professional development and community
awareness be implemented in order to build professional knowledge so that
Capabilities become a central part of the new SACE.
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6.4

Frameworks for learning units

Why frameworks?

There is never a direct correspondence between the intended or written curriculum and the
enacted curriculum. However, the ways in which subjects or learning units are developed,
described and organised are certainly important influences on how teachers teach, on the
nature of the learning that occurs, and even on the ways in which ‘subjects’ are perceived.
Although current Stages 1 and 2 subject documents bear the same name—‘curriculum
statement’—there are some significant differences between these documents at each Stage. One
of these is the level of detail and specificity of the documents. Stage 1 curriculum statements are
more like frameworks, leaving a fair degree of scope for local design. At Stage 2, however, the
majority of subject curriculum statements are described in greater detail, more like a syllabus.
A dominant complaint during the course of the Review was that the current Stage 2
curriculum statements were too restrictive making it difficult for schools to shape a curriculum
that meets local needs and contexts. In addition, many students complained that some
subjects, especially at Stage 2, were largely theory-based, and that there was often no attempt to
assist students to connect their learning to their lives. They suggested the need for a better
balance between theory and application and a greater consistency between Stage 1 and Stage 2
curriculum statements. Many claimed that the differences in curriculum organisation were
confusing and unnecessary.
The Review Panel believes that these issues can be addressed by adopting frameworks as the
approach to curriculum organisation for each learning unit at Stage 1 and Stage 2. However, in
order to avoid simply exchanging one name for another, the Panel believes that consideration
should be given to the nature of the common specifications for framework design.
What is a framework in the new SACE?

Curriculum frameworks are an established part of the educational landscape. However, there
are many different versions of frameworks, with the differences usually reflecting the
educational philosophies upon which each version is based. Common to all curriculum
frameworks is an aspiration to provide a set of parameters to guide curriculum work that are
broad enough to allow for local interpretation.
The proposal to adopt frameworks for learning units does not imply the blooming of a
thousand flowers. Indeed, the Panel believes that there should be a greater commonality of
curriculum design, not only between the same subjects at Stage 1 and Stage 2 but also between
different subjects. The current SSABSA curriculum structure reinforces differences between
subjects in terms of the extent of detail and the nature and balance of internal and external
assessment tasks and processes. The Panel can see no reason why learning units should differ in
terms of rigour, expectations and standards. Indeed, it believes that differences in the ways in
which subjects have been developed and assessed in the past have made a major contribution to
the variations in esteem that are accorded to different subjects.
It is proposed, therefore, that the frameworks for all learning units will be developed by the
SACE Authority according to the same set of design specifications. This means much more
than having common headings. It is what lies beneath the headings that is crucial.
Key features of frameworks

The Panel believes that learning outcomes should be a key feature of the organisation of
learning unit frameworks. Learning outcomes have a rich educational tradition. They differ
from the traditional model of curriculum design which focuses on inputs, usually involving
what content will be ‘covered’ by a subject. By contrast, learning outcomes describe what
students will know, understand and be able to do at the end of a unit of study. They are
explicit and transparent. They place the focus on the achievement of the outcomes. The means
of getting there and of demonstrating achievement may vary.
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One of the advantages of learning outcomes is that they provide students and teachers with a
common reference point for discussions about learning—what is intended and why, and how
things are going as the teaching and learning process proceeds. They also provide an important
guide to how assessment is constructed and to the making of judgments about student
learning, as will be explored in Chapter 7.
However, there are many different versions of learning outcomes. The Panel does not have in
mind those versions that atomise knowledge and skills into many discrete pieces. Such
approaches would be in direct contradiction to the curriculum principles proposed in Chapter
4. Rather, the Panel supports a more holistic version of learning outcomes.
Currently, SSABSA curriculum statements contain about six or seven broad learning outcomes,
and the Panel believes that these represent a level of holism and generality that provides
sufficient guidance to teachers and students whilst allowing for local interpretation.
However, in the view of the Panel, the potential benefits of this approach to learning outcomes
have not been realised for a number of reasons.
First, the learning outcomes, particularly at Stage 2, are sometimes swamped by the amount of
content outlined in the scope sections of the curriculum statements. In these instances, the
learning outcomes seem to sit alongside the traditional input model of curriculum design, with
the latter tending to shape teaching and assessment. This is reinforced by the number of
explicit requirements for assessment tasks at Stage 1 and Stage 2. In this way, the potential for
learning outcomes to allow teachers to develop approaches that suit the needs of learners in
specific contexts is nullified.
Second, the nature of the learning outcomes is usually specific to the subjects for which they
are developed. They appear not to encourage the capacity for students to apply their learning
beyond subject boundaries. Compounding this focus on the specific at the expense of the
general is the fact that the ten SACE Student Qualities and the five Essential Learnings that
appear at the front of every curriculum statement are not embedded systematically into the
learning outcomes. Their attainment occurs more through serendipity than through planning.
The Review Panel believes that these matters should be addressed during the development of
the learning unit frameworks in the new SACE. In particular, it proposes that the philosophy
of learning outcomes should inform the development of frameworks in more than name only.
This should include the following specifications for each learning unit:
• there should be a small number of holistic learning outcomes developed for each
learning unit framework. These should integrate the Capabilities (see 6.3 above), thus
providing a mechanism for knowledge, skills and dispositions to be developed in
relation to specific learning units while contributing to the development of generic
capabilities
• each framework should focus on the key ideas and skills, unifying theories and
concepts in specific areas of disciplinary knowledge—there should not be long lists of
content or over-specifications of assessment tasks
• each framework should be written in such a way as to ensure a balance of theory and
application. The proportion of each will of course depend on the nature of the
learning unit, but the Panel is convinced that greater attention to the interrelationship
between theory and application will help to enrich the learning experience for all
students
• all learning unit frameworks should have the same balance of internal and external
assessment, as described in Chapter 7.
In summary, the Panel believes that greater attention to the philosophy of learning outcomes
and common specifications for designing learning unit frameworks will result in a curriculum
approach that is non-hierarchical and rigorous, while opening up the capacity to shape
teaching and learning approaches appropriate to local contexts.
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The number and type of frameworks

The number of learning units should be the subject of discussion by the SACE Authority. It is
proposed that there should be about 40 centrally developed and accredited learning unit
frameworks in the new SACE. Appendix 8 lists SSABSA’s current areas of learning. The Panel
believes that this list is a useful starting point for consideration of the frameworks that might
be developed.
While many frameworks would be based on existing subject, vocational or disciplinary areas,
there would also be a number of new frameworks. These could be organised around an
integration of disciplinary knowledge and areas of vocational knowledge, including those in the
new sciences. In addition, the learning unit frameworks should include a mechanism for
interdisciplinary or trans-disciplinary learning. The Review Panel is attracted to the model used
in Ontario, Canada, and suggests that this be investigated as a model for constructing
interdisciplinary programs.15
The Panel believes that the points of similarity between frameworks will assist in establishing
that subjects are equally rigorous. Apart from this, frameworks will enable significant flexibility
in use, as is explained in the next section.
Using the frameworks

The intention is that the typical form of a learning unit will be one semester in length
(although it may be taken over shorter or longer timeframes) and that, where possible, each
unit will stand as a program of learning in its own right. This will maximise the flexibility for
students to undertake a range of learning experiences. However, the model allows for some
‘runs’ of units to allow for the sequential development of knowledge.
The framework approach, combined with the flexible credit point concept, will provide for
much greater flexibility in the construction of senior secondary curriculum in a number of
ways. For example, schools could:
• use only learning unit frameworks developed and accredited by the SACE Authority.
They would be supported by the provision of ‘illustrative programs’ or exemplars
developed for each learning unit. It is envisaged that this would be the major form of
use in most schools
• develop one or more of their own learning unit frameworks in order to suit local needs
and contexts where it could be shown that the existing provision could not meet these
needs. These might be semester length or could be for shorter or longer periods of
time. In these cases schools would need to work to the same specifications as used by
the central developers. They would also need accreditation from the SACE Authority
through a process outlined in Chapter 8
• construct whole learning programs in a range of different ways to meet the needs of
specific students or groups of students. These might wholly comprise learning units
developed and accredited by the SACE Authority, or might be a combination of these
with external courses and with community learning. Whole learning programs will
require approval by the SACE Authority.
There are many different ‘external’ learning options that might contribute to the new SACE.
These include informal and non-formal community-based learning, learning undertaken in
and through workplaces, other vocational education and training programs, adult education
programs, university courses, online and e-learning courses, community languages, awards
and certificates, and formal programs such as the International Baccalaureate. The SACE
Authority would accredit these using criteria developed for assessing and approving submitted
external courses.
This accreditation of ‘external’ learning would be an extension of the policy work that SSABSA
has been engaged in over the past few years in its recognition of other learning. It would also
allow for a continuation of the progressive approach to the recognition of VET that SSABSA
has pioneered over the past few years. Indeed, in some ways, the capacity to accredit stand-
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alone VET courses into the SACE, as well as construct SACE frameworks using accredited
VET packages of competencies that can be ‘mixed and matched’ by schools to suit local needs
is a forerunner of the proposed credit point approach.
The accreditation process would include a determination of the Stage 1 or Stage 2 standard of
imported subjects, courses or learning activities, and their credit point value. There will need to
be discussion at the Board level of the SACE Authority about the maximum amount of credit
that can be imported into the SACE via these learning activities. At the centre of this
discussion should be whether or not there is a ‘tipping point’ at which a certain amount of
‘external’ learning begins to compromise the development of the capabilities.
There will also need to be discussion about ways in which to streamline the process so that it
does not become burdensome. One possibility is for the SACE Authority to develop criteria,
and then delegate responsibility for the approval process to the regional assessors proposed in
Chapter 7.
The contribution of frameworks to a futures-oriented SACE

An important principle of the SACE Review is to propose a curriculum that is futuresoriented. The Review Panel intends this to mean a curriculum that is capable of responding to
changing social, political, economic and cultural trends and developments. Of course, there is
never a single correct response to such developments. The Panel believes that a curriculum that
is sufficiently flexible to allow for local interpretation, within a coherent state-wide approach
informed by ongoing research and professional and community discussion and debate, will
establish the enabling conditions for a futures-orientation. Frameworks are an important
component of such an approach.
It is not just the nature of the frameworks but the way in which they are used that will
contribute to this flexibility. Some schools will offer a range of learning units, allowing students
to pick and choose from what is available. Other schools will want to develop themes or
specialisations, perhaps connected to new industries and emerging technologies. Such diversity
is to be welcomed, given that the Panel is proposing that all learning units should be developed
to the same rigorous design specifications and promote the same set of capabilities. The test to
be applied to the different models is the extent to which they allow all students to be engaged
and extended in their learning.
A further development of this model could be to organise the curriculum around amalgams
of disciplines and vocational pathways, such as many universities currently do. There are any
number of possible permutations, such as engineering, computing and mathematics; tourism,
hospitality and foods; primary industries, environment and science; and the arts, design and media
(further examples of these groupings are listed in Appendix 9). Such groupings would be
determined by student interest, school and community location and available resources. It
would enable schools to use the possibilities offered by the operation of the learning space
described in Chapter 5.
Schools could select learning units from the range of centrally developed frameworks, and
adapt these to reflect the organising theme or focus. For example, a school that chose a
mining and primary industry focus might build that theme across the curriculum, adapting
the learning units to reflect the theme and using the rich learning resources of the local
community to stimulate student inquiry. In addition, schools could work in clusters, with
each offering a particular theme, and students being able to select the theme in which they
are interested.
The Review Panel believes that these approaches to curriculum organisation have the potential
to integrate academic and vocational learning, as well as increase retention by making school
more relevant and challenging. They can also foster the use of out-of-shool learning, schoolbased apprenticeships, and articulation with TAFE and other external course providers.
However, in order that schools can use the flexibility offered by frameworks, such approaches
cannot be mandated.
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More collaborative work and research in this area is required in order to explore the potential
of these pathways and how they can be made to work successfully at the school level.
Approaches such as those suggested above could be the subject of focused trials in different
areas of the state and the Northern Territory with volunteer schools. These would involve the
SACE Authority working with business and industry groups and educators to:
• identify possible pathways
• develop a range of resources to support schools to work within specific pathways,
including information about the pathways, modified learning units and associated
teaching resources
• evaluate and research the outcomes.
The Review Panel believes that the concept of frameworks as proposed in this Review could be
a way of challenging the old academic and vocational divide—a divide that does so much to
feed community perceptions about what is and is not valued. If we are moving to a knowledgebased society and economy, then all those working within it have to be able to generate and use
theoretical and applied knowledge. These are not capacities that can be pigeon-holed into just
one area of the curriculum. The growth in vocational pathway programs in schools attests to
how many young people enjoy an engagement in integrated and applied learning within
vocational frameworks. These should be continued and expanded within the new SACE.

Recommendation 6
The Review Panel recommends that:
The new SACE be based on learning unit frameworks at Stage 1 and Stage 2, and that:
• all frameworks conform to the same set of curriculum design specifications, including
broad learning outcomes that integrate the Capabilities with key concepts and ideas
• mechanisms be developed to enable students to undertake interdisciplinary study
across frameworks
• criteria be developed for determining the appropriate level and credit point value of
learning units and other courses and learning achievements that can be credited
toward the new SACE
• ways of organising and supporting frameworks based on amalgams of vocational
pathways and disciplines be investigated.

6.5

Stages 1 and 2 and the role of Year 10

The Review Panel proposes that the concept of Stages be maintained in the new SACE. Since
the Stages are not tied to years of schooling, they break the traditional notion of progress
through years of schooling, and provide the flexibility for young people to accelerate their
learning if desired, or consolidate their formal learning over a period longer than two years. At
the same time, the Stages denote a growth in depth of learning.
Notwithstanding the flexibility of the Stages, the dominant practice has been to equate Year 11
with Stage 1 and Year 12 with Stage 2. This practice positions Year 10 awkwardly. The SACSA
Framework includes Year 10 in its delineation of the senior years, and a significant number of
students are already completing one or more SACE units before they enter Year 11. During the
Review’s consultation period, many students and teachers referred to Year 10 as a ‘lost year’—a
period of unrealised potential. One of the strong messages to emerge was that Year 10 did not
prepare all students adequately for the sorts of teaching and learning experiences associated
with the SACE. Many referred to the size and impact of the gap that existed between Year 10
and Stage 1 of the SACE, especially with regard to curriculum and assessment requirements.
However, the majority of those who commented on this issue maintained that any attempt to
more closely align Year 10 with the SACE should not be taken as an opportunity to increase
the overall requirements for successful completion of the SACE, or to create a three-year
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SACE. The Review Panel concurs with this view. But it believes that the process of reforming
SACE should play a part in strengthening Year 10, by creating a clearer and more systematic
connection between the compulsory and post-compulsory years of education.
The Panel considers that this can be achieved by understanding Year 10 as a sort of staging
post in a learning journey. From this perspective, most students will continue a broad general
education (currently offered through the SACSA Framework and the Northern Territory
Curriculum Framework for the compulsory years), while starting a process of reviewing where
they are in their learning journey and where they want to go next. Thus a Year 10 program
might engage students in the following sorts of activities:
• a continuation of their compulsory general education program
• a reflection on their educational experiences and outcomes so far
• an assessment of their personal strengths, weaknesses and interests and an
identification of what gaps there are in order to decide on where they might need
‘catch-up’, extension or bridging courses
• an investigation of future possibilities within the learning space and within the SACE.
The Panel has every confidence that schools and educators will be able to design and
implement a Year 10 program that meets the individual and collective needs of their students,
in ways that are consistent with this conceptualisation of Year 10. Indeed, it is aware that some
schools currently organise their Year 10 programs in this way.
The reference point that schools might use to assist young people to evaluate their learning and
skills during Year 10 could be the Capabilities (see 6.3 above). In a sense, students would be
engaged in an individual ‘educational audit’. One possibility is that students might start to
develop a portfolio that describes their achievements in relation to the various Capabilities.
Apart from providing a record of a young person’s growth and achievements over the period of
their senior secondary studies, this portfolio could support work education activities and job
applications. Consideration should be given to incorporating these activities into existing
programs, and to exploring similar programs in other states and territories and countries.
The Review Panel is convinced that such a process of deep reflection and planning involves a
considerable amount of important learning and will be assisted by being incorporated into a
formal learning program and taken more seriously if it is. It therefore proposes that during Year
10 students will take two SACE required learning units (worth 10 credit points each) at Stage 1
level: one with a personal focus, the other with a social focus (there will also be versions of
these two required learning units at Stage 2). It is anticipated that most students would take no
more than these two required SACE units during Year 10, but the possibility exists for students
to take more as appropriate to their learning needs and situations. A more detailed description
of the required learning units appears in the next section.
In this way, students will gain 20 credit points towards the SACE before entering Year 11. The
Panel believes that this will act as both a reward and an incentive for students, with the result
that a higher percentage of students will stay on into Year 11. Research indicates that blurring
the boundaries of different stages of education in this way results in a greater likelihood of
retaining students in education, than a system where there are clearly delineated breaks
between one educational phase and the next.
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6.6

Personalising the curriculum: The role of the required
learning units

It was argued in earlier sections of this Report that the SACE curriculum needs to be more
personalised and challenging. While the proposed flexible structure of credit points and
frameworks will provide the conditions for the curriculum to be shaped to meet needs identified
at the level of individuals and local communities, the Panel believes that students and schools
deserve support in making this flexibility work in practice. As a consequence, the Review Panel
is proposing the introduction of four required learning units (ie 10 credit points each) in the
new SACE, the working titles of which are designed to describe their intent. There will be:
• two units entitled Personal Learning Plan (PLP)—one at Stage 1 and typically taken at
Year 10; the other at Stage 2 and typically taken at Year 12
• two units entitled Extended Learning Initiative (ELI)—one at Stage 1 and typically taken
at Year 10; the other at Stage 2 and typically taken at Year 12.
This section of the Report will outline the intentions of these four required learning units, and
how they will work within the new SACE structure.
Personal Learning Plan (PLP) at Stage 1 and Stage 2
Rationale for a PLP

One of the clearest messages from young people during the consultation process was a perceived
lack of purpose associated with many SACE-related activities. They felt that decisions about
their study were often made in a vacuum, based on guesswork and intuition. There was a sense
from many students of meandering through their senior years of schooling, letting things
happen to them rather than exercising agency. They want a greater sense of purpose and control.
In addition, the senior years of schooling are at a time of considerable personal change and
challenge. Many young people observed that the current SACE structure seemed to be
inordinately focused on subject knowledge. There did not seem to be much space for exploring
issues confronting them in their daily lives, such as physical and emotional health, issues in
relationships, and practical living skills including financial literacy. Importantly, young people
felt that there was insufficient support and mentoring available to them.
While a number of responses to these issues relate to the organisation and resourcing of schools,
the Review Panel is convinced that there should also be a curriculum response. In particular, it
believes that young people will welcome approaches that provide them with structured support
to reflect critically on their own learning, explore the issues facing them in their personal lives,
clarify their aspirations and begin to plan the next stages of their learning journey.
However, such a process should not be an add-on. If it is taken seriously, it should be integral to
learning programs. As a consequence, the Review Panel is proposing that two required learning
units—a Personal Learning Plan at Stage 1, and a Personal Learning Plan at Stage 2—are
developed to enable all students to take stock of their learning, to monitor progress, to identify
gaps and to contemplate possibilities. The PLPs will provide a structure to support effective
transitions from Year 10, from Stage 1 to Stage 2 SACE, and through senior secondary
education to employment, training and higher education. The Panel believes that the PLPs will
make an important contribution to retaining more young people in learning programs.
What will a PLP look like?

The PLP is a structured learning activity designed to facilitate informed decision making by all
senior secondary students with regard to their education, training and personal development. It
is a substantial unit of study that will explore, in depth, areas and issues that are pertinent to
the making of personal decisions about learning needs. A key outcome will be a strategy or
plan that will focus on the individual student, but it will be the process of arriving at that plan
that will constitute the substance of the PLP.
There will be frameworks developed for the PLP at Stage 1 and Stage 2. During the
development of these, the detailed possibilities of the PLPs will be explored by educators, many
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of whom will be able to draw on current school approaches that have similar aims, such as
career and work education, life skills and study skills programs, and individual learning plans,
as well as resources such as the national Australian Blueprint for Career Development (see
Appendix 12). In this way, the PLPs will capture the best of current practice.
In broad terms, one way to think about the PLP at both Stage 1 and Stage 2 is to consider
those aspects that contribute to comprehensive personal planning. Collectively, these suggest a
range of possibilities for a PLP unit. They include consideration of such questions as:
• What are my preferred learning styles? What do I want to develop further?
• What are the sorts of study skills that I need to work on?
• What are my possible career interests?
• What are some of the personal issues and dilemmas that are confronting me?
• What life skills do I need to develop further?
• What are the study options open to me in the SACE and in the broader learning
space?
• Given my reflections about my strengths and weaknesses, what learning programs are
available that will allow me to catch up, bridge or extend?
These and other aspects will be set out within the PLP frameworks, allowing considerable
scope for schools to fashion PLP learning units that best suit local contexts. There are some
similarities between the PLP at Stages 1 and 2. For example, both will involve students in
investigating a substantive body of knowledge. Both will involve systematic and thorough
personal assessments resulting in a detailed personal plan. And both will involve significant
adult mentoring support.
But there are also some important differences in emphasis. At Stage 1, the focus will be on
conducting reviews and assessments of students’ skills; supporting students to plan a
meaningful SACE learning program; and further developing the knowledge and skills that will
help students to participate successfully in that program. At Stage 2 the PLP is a structured
opportunity to reassess goals and possible future directions, take stock of what has been
achieved so far in the SACE program, and identify where further work might be needed. A
particular focus at Stage 2 will be on what happens beyond the SACE, and the knowledge and
skills needed to make successful transitions to work, further education and training.
The Stage 1 PLP, usually taken in the second half of Year 10, might involve students:
• being introduced to the Capabilities, and beginning to analyse the extent of their
knowledge and skills in relation to each Capability, and what needs to be worked on
• analysing their study skills, and identifying what needs to be worked on and how they
intend to go about this
• establishing a careers/vocational education program where they are involved in
identifying and investigating several vocational areas, the occupations that flow from
these, and the skills required to access them. Such exploration might include: work
placements, work experience or links to existing part-time work, and an analysis of
work including, for example, the fundamental rights and safety of employees and the
role and contribution of trade unions. It might also involve an investigation of the
various learning units and study pathways that relate to careers in these areas, and the
requirements of these. This does not mean that students will lock themselves into
specific pathways. For the many students who do not know where they want to focus,
this presents an opportunity to begin to think systematically about the vast range of
possibilities open to them and the ways these possibilities might be explored
• being introduced to the SACE structure, including the credit point structure and ways
to incorporate learning from ‘external’ courses, programs and activities. It might also
involve students in examining the possibilities available within the learning space, and
how to use these
• undertaking a range of personal development activities in such areas as financial
literacy16 and health, tailored to individual needs
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•

participating in a diagnostic assessment of their literacy, numeracy and ICT skills and
knowledge, leading to plans for addressing identified needs as described in Section 6.7
below.

Some or all of these areas represent a substantive body of knowledge to be explored. Students
would use the information and knowledge gathered to construct a plan for their learning in the
SACE. This would be a tentative plan, always open to their scrutiny, reflection and review. It
would include an identification of where students need to do some focused work through, say,
a bridging course, extension course or learning package focusing on specific skills.
The Stage 2 PLP, usually taken in the first half of Year 12, might involve students:
• pausing mid-SACE to reflect again on how far they have travelled, and what areas
need further work, using the Capabilities as the reference point for assessment
• exploring a personal stance on ethical issues and moral dilemmas
• preparing for civic and work responsibilities, such as voting and taxes, and undertaking
other personal development activities
• undertaking further remediation or extension work in literacy and numeracy in light
of progress and possible career pathways
• reviewing previous plans and investigating other vocational and study pathways, postSACE
• using this information to construct a plan and prepare for their learning in the
immediate and medium term future.
PLPs might be taken in a semester or across a full year. While it is expected that most schools
will offer the PLPs as single learning units of 10 credit points value each, it would be possible to
combine parts of the PLP framework with other learning activities, to enable students to make
up the 10 credit points in a range of different ways. In addition, students will be able to take
more than two PLPs in their SACE learning programs. This will enable students to undertake,
for example, bridging, extension or consolidation courses as identified in their core PLP. There
will need to be discussion by the Board of the SACE Authority about the maximum number of
credit points that can be accumulated by using PLP frameworks in this way.
Of course, the two PLPs are not the only places where students will reflect and plan. Students
will continue to monitor their progress and to amend plans as they move through their learning
journey. But the PLPs provide two formal points at which this work can be done systematically.
The fact that they contribute 20 credit points towards a 200 credit point SACE is a formal
recognition of the importance of this process. It emphasises the fact that the PLP is a substantive
and rigorous program of study that will enhance the possibilities of success for all students by
making their learning programs more relevant, supported and directed. To interpret or portray
the PLP as simply a handy receptacle for any transition-related issue would be a disservice to
young people. Subject to special provisions such as block status (see Chapter 8 on Certification),
successful completion of the PLPs will be a requirement to achieve the SACE.
How will students be supported in the PLPs?

It is important to note that since the PLPs will comprise 20 credit points of the new SACE, they
constitute a genuine part of a student’s workload. Therefore, they must be resourced. The
Review Panel envisages that in most situations the PLP will be facilitated by a ‘case manager’—
who could be a teacher, advisor or mentor—who will assist in identifying and refining the issues
or areas that will help to frame this structured learning activity. A key role of the case manager
will be to assist the student to develop a sense of ownership of the PLP and the processes to be
employed. At the same time, the case manager will ensure that the outcomes produced reflect a
depth of enquiry and standard of work commensurate with the relevant Stage.
In addition, the Panel was attracted to the additional support that can be provided to students
at critical stages through the auspices of student advocates. The Panel believes that these
positions are most needed by students in schools experiencing very low retention rates. Such
positions have been introduced in a number of jurisdictions around the world in recent years
and found to be effective in providing support to students and in influencing decisions within
schools relating to issues associated with subject choice and individual pathways.
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The Review Panel believes that current and emerging ICTs could be used to inform and
support students and teachers as part of the implementation process associated with the PLP.
For example, a resource could be produced in the form of a software package, available on CDROM and online, including materials that:
• explain the SACE to students and provide detailed information on its intentions,
structures, flexibilities and requirements
• provide an explanation of the learning space with lists and descriptions of support
agencies and processes, external curriculum providers, and the role of case managers
• supply information on, and processes and models for, personal planning
• provide information about the learning requirements for specific vocational pathways
• supply proformas and other materials that support the recording of achievement, and
work and study related activities accredited by other agencies or groups.

Recommendation 7
The Review Panel recommends that:
The Personal Learning Plan (PLP) be developed as a learning unit that:
• is accredited at Stage 1 level to assist planning and transition into the SACE, and is
undertaken usually in Year 10
• is accredited at Stage 2 level to facilitate planning and transition from the SACE to
destinations beyond schooling, and is undertaken usually in Year 12
• must be completed successfully by all students at both Stages for a total of 20 credit
points (10 at each Stage) in order to qualify for the SACE
• is supported by mentors and possibly student advocates.

Extended Learning Initiative (ELI) at Stage 1 and Stage 2
Rationale for an ELI

A common concern raised by students during the consultations was that they rarely had time
to pursue topics in any detail. There were many references to the pressures of getting through
the syllabus, and in one student’s words, ‘having to move on before really grasping things’.
Some respondents expressed this concern in terms of quantity versus quality, while others did
so in terms of breadth versus depth. Occasionally, educational writers have resorted to
metaphor, describing the senior secondary curriculum as being a mile wide and an inch deep.
In addition, a number of those consulted observed that there were few opportunities in the
SACE for students to pursue in depth a topic of interest or passion, and to really stretch
themselves through being imaginative and creative in relation to that topic.
The Review Panel has sought to attend to this issue in a number of ways such as reducing the
number of nominal units in the SACE in order to allow for greater depth, and setting rules for
learning unit framework design that foster ‘stretch’ and rigour. An additional strategy is a
proposal for two required learning units, one at Stage 1, the other at Stage 2, that encourage
students to engage in deep and self-directed learning. The Panel has given these units the
working title of Extended Learning Initiative (ELI). Each ELI aims to support students to develop
and apply a broad range of thinking, analytical and research skills, at depth, in relation to a
topic that is of interest or concern to them.
It is intended that the ELI at Stage 1 should be a companion to the Stage 1 PLP. In the PLP at
Stage 1 (usually taken at Year 10) students are focusing on themselves and their personal
learning needs and futures. In the ELI at Stage 1, students will consider themselves in social
settings, that is as members of communities and as citizens.
What will an ELI look like?

The ELI is a substantive unit of study that will engage students in an in-depth investigation of
a topic in which they have a real interest or passion. It is designed to develop deep knowledge
and skills related to that interest, as well as developing skills associated with thinking, planning,
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action and self-assessment. Students will explore a specific topic in a planned and well-managed
way, with a view to presenting the knowledge gained, and the conclusions reached. The
successful completion of the ELI will require students to develop and display skills in research,
creativity, knowledge management, planning, time management, organisation, presentation
and communication.
The outcome of the ELI could take many forms. For example, it could be a performance or
demonstration, an artefact or a product, a report—possibly electronic, multi-media or hard
copy—or a portfolio containing a variety of items (see Appendix 10). The ELI could be
undertaken in an individual capacity, in partnership with another student, or collaboratively in
a small group. The main point is that while a group might pursue a common topic, each
member would be required to produce an individual or personalised outcome.
The Stage 1 ELI will have common elements with the Stage 2 ELI, but there will be some
distinctive differences. At Stage 1, the ELI will be used as a guided learning experience that
may require teaching students a range of effective and independent self-directed learning skills.
It will focus on developing an area of deep individual learning within a broad framework
requirement focusing on Australia and the world. The parameters of the ELI at Stage 1 will be
described within a learning unit framework.
A review of Australian Studies conducted by SSABSA indicated a high degree of student
support for a subject with this focus and its relationship to taking up full adult responsibilities
in a democratic society. Students want to learn about their role as citizens and believe they have
a right to feel confident in participating actively and effectively in Australian life. The SACE
Review consultations confirmed these findings. However, it also discovered a number of
concerns held by students and teachers about the ways in which Australian Studies is taught,
and there was a feeling that the subject should be broadened to encompass the global context
of citizenship.
By referencing the ELI at Stage 1 to Australian Studies, the Review Panel is seeking to respond
to this feedback. It is proposing that the ELI framework at Stage 1 should enable students to
focus on a specific aspect of citizenship in depth. This could take any number of forms. The
fact that most students will take the Stage 1 ELI in Year 10, presents an ideal opportunity to
link it with a Year 10 Learning Area, such as studies of society and environment. In this way,
students might get an overview of aspects of citizenship at the local, state or territory, national
and global levels. They could then use the ELI to engage in a study of a significant issue at one
or more of these levels. This might involve planning and conducting an investigation, and
taking action if that is appropriate.
There would be an expectation that students would reflect on what this in-depth investigation
or involvement revealed to them about the workings of Australian society in a global context;
and about their capacities as independent learners.
The Stage 1 ELI framework would encourage students to:
• explore and examine what is uniquely Australian, including learning about our
Indigenous culture and heritage, past and present
• examine social and political processes and institutions of government in Australia
• analyse those issues that are at the forefront of Australian life, such as social, economic
and environmental sustainability
• understand their regional or local community and Australia in the context of a
globalising world.
Such a framework would allow schools to continue with current versions of Australian Studies,
expanded to include a global perspective. But the framework would also enable schools to
explore other possibilities, such as using an Aboriginal Studies framework, or importing
learning programs from outside the SACE, or shaping a school-specific program such as
involving students in a project focusing on a community issue and associated action. The
common element to all of these would be student involvement in an in-depth independent
study, with associated support.
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The Stage 2 ELI will be constructed as a self-directed learning experience that encourages
students to demonstrate a higher level of autonomous learning than is expected in the ELI at
Stage 1. The ELI may be an extended study of something that has attracted the student’s
interest within a learning unit, or a topic, project or issue that they want to investigate at
greater depth. It will be a significant piece of deep and engaged learning. The parameters of the
ELI at Stage 2 will be described within a learning unit framework.
Apart from being an opportunity for students to engage in a rigorous and challenging
independent learning experience, the ELI at Stage 2 will also be a summative display of a
student’s capabilities; that is, it will be an opportunity for students to demonstrate their
learning by drawing on each of the Capabilities that they have developed during their senior
secondary education. It will form a part of the student profile outlined in Chapter 8, especially
in relation to a description of student achievement in the Capabilities.
An additional purpose of the ELI is to assist students to develop independent learning skills
and at the same time remove the repetition of these requirements in other studies. A strong
feature of feedback from students and staff was that Year 12 studies for many students were
repetitive, with the same types of learning experiences and requirements being expected in
many subjects. It will be important to rationalise the number of extended projects or special
studies that are conducted in current Stage 2 subjects. The ELI could be an important vehicle
for this rationalisation.
Finally, the Panel is aware that great care and consideration will need to be placed on the
nature of the learning outcomes and assessment criteria for the ELI. In particular, educators
must ensure it is the quality of the learning that is valued, rather than its presentation, and that
the learning may manifest itself in many ways. This variety will need equal consideration in
terms of counting as evidence for making assessment judgments.
While it is expected that most schools will offer the ELIs as single learning units, each of 10
credit points value, it would be possible to combine parts of the ELI framework with other
learning activities to enable students to make up the 10 credit points in a range of different
ways. In addition, students will be able to take more than two ELIs in their SACE learning
programs. This will enable students, for example, to undertake an in-depth study in more than
one area, or to extend a study to achieve a credit point value that is greater than 10. There will
need to be discussion by the new SACE Authority about the maximum number of credit
points that can be accumulated by using ELI frameworks in this way.

Recommendation 8
The Review Panel recommends that:
The Extended Learning Initiative (ELI) be developed as a required learning unit that:
• is accredited at Stage 1 level to promote deep approaches to student learning, and is
undertaken usually in Year 10. This ELI will have a focus on Australia and the world
• is accredited at Stage 2 level to extend deep approaches to student learning, and is
undertaken usually in Year 12
• must be completed successfully by all students at both Stages for a total of 20 credit
points (10 at each Stage) in order to qualify for the SACE.
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6.7

Focusing on foundational skills: Literacy, numeracy
and ICTs

In this section the Report draws together the concept of capabilities, specifically the
Communication Capability (see 6.3), with the Stage 1 PLP (see 6.6), in order to address the
issue of teaching for the foundational skills of literacy, numeracy and ICTs in the SACE.
One of the features of the current SACE is a requirement to complete a compulsory one
semester study of Mathematics, and two semesters of English at Stage 1 (including English as
a Second Language and Communication for the Hearing Impaired) at ‘recorded achievement’
level or better. The original intention of this requirement was to continue to build the literacy
and numeracy skills of young people. The literacy requirement is currently supplemented by
the Writing Based Literacy Assessment (WBLA), although in 2006 the WBLA will no longer
be required. SSABSA’s new literacy policy17 is based on an expansive definition of literacy:
Literacy in the SACE is defined as the ability to understand, analyse, critically
respond to, and create spoken, written and visual communications, and use
information communication technologies, in different contexts.
The Panel supports this definition which incorporates ICTs. Where the term literacy is used in
this report it is with this understanding of literacy.
The new SSABSA policy requires every subject at Stages 1 and 2 to contain learning outcomes,
assessment components and criteria for judging performance to reflect this definition. Students
will be expected to develop and use a range of modes of communication in every subject they
study. The Review Panel supports this across-the-curriculum approach to literacy development.
Indeed, it views the new SSABSA policy as a forerunner of the approach to Capabilities that is
recommended in 6.3 above.
However, the Panel believes that, given the importance of the foundational skills related to
literacy, numeracy and the use of ICTs, the policy should be altered and strengthened. It has
formed this view for a number of reasons.
First, the requirement for students to take a single semester-length Mathematics subject and
two English subjects is based on the assumption that literacy can be equated with English, and
numeracy with the study of Mathematics. This serves to narrow Mathematics and English,
while making the focus for literacy and numeracy too diffuse.
Second, there is a neglect of numeracy in the current SACE pattern. Numerate understanding
is an important part of being a citizen in a democratic society. By equating numeracy with a
single semester subject of Mathematics, the current policy is inadequate. This is because it
marginalises numeracy by pigeon-holing it into one subject area, for a limited time period.
The Panel believes that the development of knowledge and skills in numeracy should be the
responsibility of every subject, as is the expectation for literacy.
Third, the Panel believes that the current policy tends to treat cohorts of students
homogenously with respect to these foundational skills. After their years of compulsory
schooling, students will be at different stages in their development. Of course, it is hoped that
the recent focus on literacy and numeracy in the early years of schooling will address a number
of the issues that have been apparent in the SACE. But there will still be variations and the
Panel is of the view that the SACE can play an important role in tailoring programs to meet
the individual needs of students; that is, rather than dealing with the issue by treating all
students in the same way, there should be a more nuanced response that identifies the strengths
and weaknesses of students in these areas and constructs programs that meet individual needs.
The Review Panel is of the view that the new SACE should have a rigorous and systematic set
of expectations and required processes to ensure that literacy and numeracy will continue to be
developed throughout a student’s senior secondary education. This is not to lessen the
importance of Mathematics and English. It is anticipated that the majority of students will
continue to take these subjects in the SACE. Indeed, the Panel believes that some of the
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recommendations of the Federal Inquiry into Teaching and Teacher Education (DEST 2003)
about attracting students into mathematics and science study and careers in these areas, should
be taken seriously in South Australia and in the Northern Territory. But making Mathematics
compulsory beyond Year 10 has not, and will not, solve the decline in interest in Mathematics.
Indeed, during the course of the Review some people argued that it may even be a factor
contributing to the decline.
The Panel believes that a renewed focus on literacy and numeracy should form the basis of the
new SACE in a number of connected ways. Literacy and numeracy should lie at the heart of
one of the Capabilities (see 6.3). It might, for example, be a Capability called
‘Communication’ which involves the development of the capacity to communicate through a
range of modes. This will ensure that literacy and numeracy are embedded in the learning
outcomes, assessment components and performance standards of all learning units.
Currently, the expectation is that literacy and numeracy will be addressed across the senior
secondary curriculum. However, in order to do this effectively, teachers need access to rich
information about each student’s level of skills at this stage of development. One way to make
this information available is through the assessment of students’ literacy and numeracy skills at
the commencement of their senior years of schooling.
An assessment tool for literacy and numeracy at Year 10

One aspect of the PLP in Year 10 (see 6.6) should involve all students undertaking a diagnostic
assessment of their literacy and numeracy skills. The results of this assessment will be owned by
the school, the students and their parents, and should not be released outside the school. The
diagnostic tools could be developed by an external provider, and refined over time. The PLP in
Stage 2 should provide another opportunity for self-assessment in literacy and numeracy. This
will give students an opportunity to gauge the extent of their progress in this area.
The results of the diagnostic assessments will be used to help students and their mentors map
out what is needed to assist students to identify priorities for development in their literacy and
numeracy skills over the course of their SACE studies. The flexibility of the proposed new
SACE structure provides ample opportunity for this to occur.18 In particular, this development
work can be related to students’ goals and aspirations, involving work and/or further study. By
contextualising the importance of the foundational skills of literacy and numeracy in this way,
students will be more motivated to work on identified areas of weakness, and it will position
them well to prepare for and take up opportunities in different fields of endeavour.19 This
process will be facilitated by the development and enactment of PLPs. The point is that the
decision will be made by the student, in consultation with their teacher or mentor, on the basis
of diagnostic information, rather than being decided a priori by a curriculum structure.
The diagnostic assessment information will also assist teachers in all subjects to provide
appropriate support for students in literacy and numeracy. Teacher and student learning
materials and resources on aspects of literacy and numeracy specific to particular learning
units should be developed to assist teachers, along with the provision of professional
development. These materials might draw on current approaches to scaffolding student
learning in these areas.
The Review Panel believes that this approach has a greater likelihood of continuing to build
foundational skills of literacy and numeracy than the current compulsory requirements because
it is a targeted intervention. It starts with the learning needs of individual students, not whole
cohorts, consistent with one of the foundational principles of the new SACE: that it should be
more responsive and personalised. The approach should be developed carefully through
trialling and research. It will also be important to examine carefully work that is being
undertaken in other countries in this area.
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Recommendation 9
The Review Panel recommends that:
A new SACE literacy and numeracy requirement be established in which:
• literacy and numeracy constitute a central part of the Communications Capability, and
thus are embedded in the learning outcomes, assessment components and
performance standards in all learning units
• a diagnostic assessment is used by all students during Year 10 as the basis for the
Stage 1 PLP and for ongoing whole-of-school literacy and numeracy development and
assessment
• support for teachers is provided to teach for literacy (including ICTs) and numeracy
across the curriculum.

6.8

E-learning and the new SACE

Many students entering Year 10 in 2005 are the equivalent of ‘native speakers’ in relation to
digital technologies. Their world has always been replete with digital interactions: the internet,
mobile phones, video games and computers. They access technologies with ease and
enthusiasm. Many of our students inhabit, navigate, manipulate and shape a society which is
both technologically-rich and information-rich. A challenge for the new SACE is to harness
these technologies and to use the existing skills and knowledge base of students in relation to
ICTs in order to enrich the learning experiences of all students.
However, there are also many students who do not have the same advantages in relation to
access to digital technologies. Indeed, increasingly there is a ‘digital divide’ that is organised
around established patterns of advantage and disadvantage. An important aim of the new
SACE will be to reduce the divide by providing all young people with access to technology in
order to build their skills and engage them in learning about and through information and
communication technologies. A fundamental condition of this aim is to ensure that all schools
are adequately resourced in relation to equipment and infrastructure support.
E-learning in a contemporary learning environment

E-learning is challenging and reshaping concepts and practices of teaching and learning. For
example e-learning can:
• create new methods for students to access and engage in learning. It can shift the focus
of teaching from the ‘class’ to the individual and purpose-formed group.
Communication among and between teachers, students, families, experts and
community groups is at once enhanced and altered by the use of ICTs
• reduce the effects of remoteness and distance. E-learning opportunities can enhance
learning options by connecting students to other schools, other accredited courses and
other groups of learners, across Australia and the world. It allows students to access
courses and units of learning from VET, the Open Access College, universities,
industries and community groups
• engage and motivate students and provide them with an expanded range of learning,
as well as learning programs tailored to individual needs that go beyond synchronous
activities by groups of students
• move learning beyond schooling or other institutions, consistent with the concept of
the learning space.
The Review Panel recommends an acceleration in the ways that SACE students are currently
accessing ICTs as part of their learning in classrooms and in communities, including online
and virtual communities. The current student use of software and digital technologies to order,
analyse and create knowledge should be enhanced further in SACE curriculum and pedagogies.
Students also need support in learning about technologies, their economic relevance and social
impact, and the safety and ethical issues relating to their use. Access of students to ICTs both
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within schools and outside is an important issue, as are the high levels of literacies required for
students to access most digital information and processes. The strategy outlined in 6.7 above in
relation to literacy, numeracy and ICTs is designed to address this.
Support for e-learning

In the new SACE, schools will need continued support to develop ICT-embedded pedagogies
and materials. Such support should improve available infrastructure as well as link students and
teachers to available courses, materials and digital processes.
The Review Panel supports the particular strategies and actions related to technologies and
learning that are working their way through jurisdictions and schools. For example, the Panel
notes that the Department of Education and Children’s Services (DECS) is introducing the
DECS Strategic Plan for Learning Technologies 2005–2008, which has a number of key
objectives relating to teacher professional development in online teaching and learning, the
development and trialling of online teaching materials, and the improvement of infrastructure
to increase schools’ capacity to connect quickly and effectively to online material. The Learning
and Technology in Schools (LATIS) program in the Northern Territory has made significant
progress in expanding student and teacher access to, and use of, new technologies in teaching
and learning.
The Review Panel was impressed with the work of the Open Access College (OAC), especially
the consistently high quality of teaching and learning that is occurring in this environment. It
believes that the e-learning capacity and materials development processes of the OAC should
be resourced to expand their availability to individual students and to schools. Many of the
students who experience difficulties that inhibit their participation in senior secondary
education would benefit by the creation of new access opportunities through the OAC.
The OAC could also be a key element in a focused approach to training and development
for teachers in online teaching and learning. The proposed new distance education service in
the Northern Territory could also play a key role in expanding the range and availability of
e-learning opportunities for students and professional development programs for teachers in
the Territory.
Finally, the work of the national Le@rning Federation in producing digital learning objects
extends beyond Year 10 in its next phase. The incorporation of these developments in the
SACE curriculum will become essential to both extend student learning possibilities and to
connect SACE curriculum with its counterparts in other states and territories.

Recommendation 10
The Review Panel recommends that:
Further work be conducted to expand the use of information and communication technologies
(ICTs) related to the new SACE including:
• the continued and relevant embedding of e-learning into the everyday practices of
schools, classrooms and other learning sites, including an aim to ensure that all schools
are adequately resourced in terms of equipment and infrastructure support
• the development of a contemporary learning environment that allows students and
teachers to access a range of learning options from across Australia and the world,
beyond current school and system structures
• the extension of the e-learning capacity, materials and staff development processes of
the Open Access College.
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7
Assessment and reporting
Overview
This Chapter proposes reforms to assessment and reporting within the SACE. It is premised on a
belief that assessment should contribute to the process of student learning, as well as being a means of
providing quality information about student achievement to the end users of the SACE. Assessment
in the new SACE will focus on the extent to which students have achieved the learning outcomes
described explicitly in learning unit frameworks. This will include student growth in relation to the
Capabilities.
There will be a greater reliance on teacher judgment in assessment. Stage 1 will continue to be 100
per cent school-assessed. At Stage 2, moderated school-based assessment will comprise 70 per cent of
the final assessment. All Stage 2 learning units will be assessed externally, making up the other 30
per cent of the final assessment. The external component will allow for a range of ways for students
to demonstrate their learning. The school and external assessments will be added together to arrive at
a student’s final assessment without any statistical intervention taking place.
In order to complement the approach to learning outcomes proposed in Chapter 6, the Review Panel is
proposing that performance standards be developed for each learning unit, against which teachers can
make judgments about the extent to which students have achieved the learning outcomes. These will
also support a more consistent approach to reporting student achievement at Stage 1 and Stage 2.
It is proposed to strengthen the quality assurance processes for assessment. The current form of schoolbased moderation will change to one that promotes greater teacher involvement in district-based
moderation panels. This approach will add significantly to professional discussion about learning
outcomes, performance standards and assessment, along with teaching and learning. It will increase
the dependability of both school-based and external assessment. A range of possible support
mechanisms for quality assurance is proposed, including Accredited Assessors and the establishment of
an Institute for Educational Assessment.

7.1

The need for assessment reform

It is important that approaches to assessment in the new SACE are consistent with the broad
principles and the curriculum directions that are outlined in the previous Chapter.
During the consultation period of the Review, a number of issues were raised about current
assessment practices within the SACE. A common theme was that subjects are over-assessed,
particularly at Stage 2. Students and teachers spoke about the considerable pressure and stress
induced by the Stage 2 assessment regime, often to the detriment of their health and general
wellbeing. Assessment plays a significant role in helping to shape how young people view
themselves as learners, and can have profound consequences on their self-esteem and sense of
self-worth.
At the same time, concerns were raised that students are not being challenged or ‘stretched’ in
their learning and do not have the time to acquire and demonstrate in-depth knowledge. This
was partly attributed to assessment demands. It was claimed that a restricted and repetitive
range of assessment methods is currently in use, and that there is limited opportunity for
teachers and students to devise different ways of gathering and presenting evidence of learning.
Another dominant theme that emerged through the consultation process was the disjunction
between assessment and reporting at Stage 1 and Stage 2. It was argued that there needs to be
greater consistency within the SACE. In addition, it was pointed out that there are also
inconsistencies between assessment in the compulsory years of schooling and in the SACE.
The introduction of the curriculum frameworks for the compulsory years of schooling has
highlighted these differences.
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A further issue raised was public examinations. At Year 12, assessment has traditionally been
regarded as ‘high-stakes’ because it can have consequences that significantly affect the immediate
and sometimes long term life-course and life-chances of students. It was argued that public
exams are a ‘one-shot’ exercise that have too great an effect on students’ results as a whole.
Over the past few years, SSABSA has responded to the criticisms described above by
introducing a number of changes seeking to make approaches to assessment more diversified
and flexible. SSABSA has also run highly regarded and popular workshops on various aspects
of assessment for learning. However, the Panel believes that there are a number of aspects of
assessment that need attention.
First, the Panel is concerned that the emphasis on high-stakes assessment has taken attention
away from young people as learners. Students in the senior secondary years are at a stage when
they need time to develop a range of increasingly sophisticated ways of thinking and working
in particular areas of study. Assessment approaches should support this process, not work
against it. The challenge is to develop an approach to assessment that provides reliable and
valid information to end users of the Certificate, while supporting the learning process. The
Panel does not believe that these two aims are incompatible.
Second, the Panel believes that over the years there has been a gradual move away from the
close involvement with teachers that was once a prominent feature of SSABSA’s assessment
work through in-school moderation and grade determination processes. Assessment approaches
now tend to focus more heavily on external marking, and statistical processes that adjust
teachers’ marks at a distance from involvement with the profession.
Third, the Panel was struck by the absence in the education community as a whole, and
specifically in the senior secondary years, of any deep and systematic discussion and research
about the various purposes and roles of assessment.
While various adjustments have been made over the past decade to address changing contexts
and demands, it is time for a fundamental re-examination of educational assessment for the
senior secondary years.
The SACE Review represents an opportunity to reform approaches to assessment in senior
secondary education. The proposals discussed in this section of the Report aim to address the
assessment issues raised with the Panel, and to help ensure that assessment is fit-for-purpose
and consistent with the curriculum proposals outlined in the previous Chapter. This task must
be based on an explicit understanding about the purposes of assessment in the immediate postcompulsory years.

7.2

Clarifying the purposes of assessment in the senior
secondary years

Assessment in the senior secondary years can serve a range of purposes. One of these is
assessment for learning,20 by which is meant that assessment is understood as a part of the
learning process rather than as an activity that occurs at the end of it. From this perspective,
students use assessment information on an ongoing basis to help them reflect on their learning
in order to determine what they need to work on next. Equally, teachers use assessment
information to reflect on their teaching practice and the learning program, and to assist in the
planning of future teaching, learning and assessment activities. Schools and systems use
assessment information for organisational improvement.
Assessment experts have drawn on reviews and studies to show how standards and levels of
student achievement are raised dramatically when the focus shifts to assessment for learning.21
It is increasingly accepted that assessment for learning is an important way to increase the
challenge and relevance of young people’s learning programs, and to engage them more actively
in their learning. As Skidmore (2003: 15–16) observes:
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Only by verifying how well what has been learnt has been understood, how
confidently it can be drawn on in a range of different contexts, and how effectively
it can be applied to solve practical, real-life problems, can we hope to improve our
capacity to learn in the future—literally, to learn how to learn. But an assessment
system that measures recall of knowledge rather than depth of understanding, that
tests only a narrow section of the curriculum, and that demotivates and lowers the
self-esteem of learners is not fit for this purpose.
A second purpose of assessment is that of assessment as learning, or meta-cognition and
reflective practice, (Delandshere 2002; Learning and Teaching Scotland nd). In this
orientation, young people are taught to think consciously about how they think and how they
learn. Since it is not possible to teach young people everything they need to know for the rest
of their lives while they are at school, the focus is on learning how to learn. This involves
critical reflection on learning how to generate knowledge and information, and how to process,
evaluate and apply it efficiently and effectively in a range of known and unforeseen contexts.
These are vital life skills. From this perspective, assessment and learning are two sides of the
same coin. Ongoing critical reflection, or assessment as learning, cannot be separated from
learning itself.
A third purpose is assessment of learning, where assessment is used at points in time to evaluate
and determine learners’ achievements. Judgments are made and levels of student achievement
are recorded and reported. Assessment results are often used for certification purposes.
Reported differences in student achievements are used to sort and select students into various
pathways and programs. This has tended to be the dominant purpose of assessment in senior
secondary education.
Each of these assessment purposes is important and has its place in a well-conceptualised and
articulated assessment system for the senior secondary years. However, the Panel believes that
the overriding focus of assessment should be to help learners to become better learners, and to
gain in motivation and confidence as a result. Assessment should not be a funnel for selection.
This is not about lowering standards. Far from it. Young people would be the first and loudest
to complain about watering down standards, as they did frequently to the Review Panel when
talking about the lack of challenge that exists in some of the work they currently undertake.
Rather, it is about increasing the depth and rigour of learning, and using assessment as an
integral part of this process.
There has been significant research done over the past decade on assessment theories and
approaches. The SACE Review provides the opportunity to explore how these might inform
approaches to assessment and reporting in the senior secondary years. The proposals in the
Sections that follow seek to hold in balance the tension between assessment playing a vital role
in the learning process and assessment providing valid and reliable information to the end users
of the Certificate about what young people have achieved.
It should be noted that the proposals in this Chapter try to ensure consistency between the
assessment approaches at Stage 1 and Stage 2. However, there are differences and where these
are important they are noted in the text.

7.3

What should be assessed and how?

Chapter 6 (see Section 6.4) proposed frameworks at Stage 1 and Stage 2 that will be developed
for all learning units according to an agreed set of specifications. The basis of each learning unit
framework consists of learning outcomes that integrate key concepts and ideas with the
Capabilities. It is these learning outcomes that will form the basis of assessment and reporting
in the new Certificate.
How will the frameworks express the assessment intentions? Since this work will be breaking
new ground, the Review Panel is not in a position to be definitive. There will need to be a
period of intense development and trialling to arrive at an agreed model for organising
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Framework descriptions. There are at least two connected aspects to this work. The first relates
to how the key concepts and skills of the ‘subject’ area are organised; the second to how the
Capabilities will appear in the framework.
Frameworks and outcomes-based asessment

The proposal for outcomes-based assessment is consistent with SSABSA’s current approach to
assessment. However, as was pointed out in Chapter 6, the Panel believes that, as currently
practised, the benefits of such an approach are not being realised. In particular, the amount of
content described in many subjects and the over-specification of assessment tasks dilutes the
capacity for teachers to construct learning programs, including approaches to assessment, that
meet local conditions and individual needs.
In response to this concern the Review Panel has recommended that there should be a small
number of learning outcomes in each learning unit that are explicit about what students will
know, understand and be able to do at the end of a unit of study. In addition, the scope of
each framework should not contain long lists of content, but rather the key ideas and
foundational concepts of areas of knowledge associated with each learning unit.
In relation to assessment, this approach will enable all students to be judged against the same
expectations, so ensuring state-wide standards without the need for over-specification of
assessment tasks and type. As a consequence, assessment may vary from context to context and
is therefore more likely to be fit-for-purpose.
The research indicates that outcomes-based assessment practised like this has a positive effect
on student outcomes because of its connection with student interests and its ability to make
learning and assessment more meaningful and relevant for students (Tunstall & Maxwell 2001;
Maxwell 2004).
Frameworks and Capabilities

It is proposed that the Capabilities will be a central consideration in shaping the learning
outcomes for each framework in the new SACE. Since the development of the Capabilities can
occur only in the context of an interaction with the body of knowledge contained in a learning
unit, it will be expected that all of the Capabilities are represented in the learning outcomes
described in each framework22 and the associated performance standards (see Section 7.5). In
this way, Capabilities will become a natural part of assessment within learning units.
Because of the centrality and importance of the Capabilities to assessment, students will need
access to an appropriate and varied range of assessment opportunities through which they can
gather evidence to demonstrate their progress. The Panel is aware that if this approach is to be
enacted, there will need to be a broad consensus about what each Capability entails. Thus, one
of the early priorities for the new SACE will be the development of rich and holistic
descriptions of the Capabilities. Of course, some of this will be pioneering work, and the detail
will take shape only as teachers develop, trial and share possibilities.
However, one possibility is that the Capabilities could be described for Stage 1 and Stage 2, at
two levels of performance at each Stage: satisfactory achievement and very high achievement.
These descriptions would be open to change as teachers learn more about Capabilities and
their use. They would become a key reference point for:
• curriculum developers, as they construct learning unit frameworks, outcomes and
performance standards
• teachers, as a resource to assist in the preparation of learning programs, and for
making judgments about student work
• students, as they assess and reflect on their growth in relation to the Capabilities.
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Recommendation 11
The Review Panel recommends that:
Assessment associated with learning unit frameworks be based on outcomes where:
• these are shaped by the Capabilities and are described with greater specificity than
currently occurs
• they are accompanied by the development of holistic descriptions of Capabilities at two
levels of performance, at Stage 1 and Stage 2.

7.4

Who should assess?

Greater reliance on internal assessment and external verification

The Panel has acknowledged that there is a perceived tension between using assessment as a
means to promote student learning while serving the need to provide valid and reliable
information about student achievement to end users of the Certificate. It believes that this aim
can be achieved by placing a greater reliance on teacher judgment than is currently the case in
the SACE. There are a number of reasons for this.
First, since teachers are closest to the action of student learning, they are in the best positions
to make decisions that relate to when, where and how assessment can be used to promote
student learning. Teachers are able to make judgments based on the most recent evidence about
each student. Such evidence can be gathered under structured and specified conditions, or
through a process of on-going observation of, and discussion with, students.
Validity and reliability are increased because teacher-led assessment enables a wide range of
skills, concepts, processes and understandings to be demonstrated. There is greater opportunity
to assess what students are intended to learn and more opportunity to assess students as they go
about their learning than there is with assessment processes that take place outside the learning
situation.
Second, teachers are well placed to make quality summative judgments about student learning.
There is a wealth of educational research about the consistent validity and reliability of teacher
judgments, given certain conditions. The reliability of their assessments is equal to the
reliability of examination marking (Wilmut et al 1996; Sadler 1998a; Pitman et al 1999).23
Of course, at Stage 1, assessment is currently based entirely on teacher judgment, with quality
assurance carried out through a process of sample moderation. It is proposed that this should
continue in the new SACE, with some modifications to strengthen support for teachers. These
include a proposal that assessment plans at Stage 1 can be approved by school-based Accredited
Assessors (see Section 7.8).
Currently, at Stage 2, however, it appears to the Review Panel that in recent years there has
been a decreasing reliance on teacher judgment in the SACE. This may be one reason for the
apparent lack of professional discussion and debate around educational issues associated with
teaching, learning and assessment in the senior secondary years.
By contrast, the Review Panel was struck by the power of the moderation model in
Queensland which has now been in place for over a quarter of a century. Here, teachers are
involved in district-based moderation panels, comparing samples of work, sharing good
practice in pedagogy and assessment, and making judgments about standards. Not only does
the system enable a determination of verification of standards, it is also an excellent form of
teacher professional development.
The Review Panel proposes that the Queensland approach to moderation in the senior
secondary years be explored as a possible direction for the new SACE. The Panel does not
believe that, at Stage 2, student achievement should be 100 per cent school assessed and
moderated, as it is in Queensland, for reasons set out in the next section. However, the Panel
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does believe that the new SACE should increase its current level of reliance on teacher
judgment, supported by a reinvigorated quality assurance process that ensures its on-going
dependability.
The Panel is convinced that such an approach has the capacity to improve the validity and
reliability of assessment processes and outcomes. And it will also make a significant
contribution to enriching professional conversations in the South Australian and Northern
Territory education communities through the formation of what has been variously called
‘an informed community of practice’ or ‘a community of experts’ or a ‘community of assessors’
(Tunstall & Maxwell 2001; Green 2002). But it will need to be supported in a range of ways.
This includes providing time for teachers to be engaged in moderation panels, and expert
support from central moderators and Accredited Assessors (see 7.8) with responsibility for
overseeing the state-wide assessment process.
The Panel believes that any cost outlay will be returned many times over to the state in the
form of an energised teaching force, and continuous improvement to the quality of teaching
and learning. Engaging teachers in professional discussions will help to broaden and strengthen
professional knowledge about assessment, and to share and create knowledge about good
practice in such a crucial area. This will be of greater benefit to the teachers involved, and their
students, than is the current process of placing the authority and responsibility in the hands of
a small group of designated moderators.

Recommendation 12
The Review Panel recommends that:
Greater reliance be placed on teacher judgment, consistent with other recommendations
relating to curriculum and assessment, and that:
• this move be supported by an enhanced system of quality assurance, including new
forms of moderation at Stage 2
• appropriate support be provided to teachers and schools to enable greater
involvement of teachers in moderation processes.

External assessment

While the Review Panel is proposing a greater reliance on teacher judgment in the new SACE,
it also believes that there is a place for external assessment involving a range of strategies to
review student learning.24 It holds this view for at least three important reasons:
• all young people deserve to have an opportunity to demonstrate their learning to
others external to their learning environment. This can be an important part of the
learning process, and it can add a sense of authenticity and importance to the
completion of assessment tasks
• having both internal and external assessment is a way of ensuring fairness in
assessment. It allows for a different perspective to be brought to bear on the assessment
of student learning; that is, a student’s final assessment in a learning unit is not entirely
dependent on one person
• external assessment provides an additional mechanism for ensuring comparability of
standards.
The force of these arguments applies particularly to Stage 2 where results of learning units will
form the basis of selection for some end users of the Certificate, such as universities. As a
consequence, the following discussion and the recommendations refer to Stage 2 only.
Given the arguments for external assessment outlined above, it is clear that all Stage 2 learning
units should have some form of external assessment. Attempts in the past to cater for diversity
by using different assessment regimes have resulted in further disadvantage for those students
for whom the alternatives were designed. The Panel believes that a system that allows some
subjects to be externally assessed and not others is building in mechanisms that contribute to
the reproduction of hierarchies of knowledge.
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Of course, external assessment is already a feature of Stage 2, but there were aspects of external
assessment that bore the brunt of a great deal of criticism during the Review. The Review Panel
believes, therefore, that external assessment should be thought about in a different way and
believes that the proposals outlined below can open up a greater range of possibilities for
appropriate external assessment than currently exist.
More than examinations

External assessment does not simply equate with written three-hour examinations, which are
only one form of external assessment. There are any number of ways in which students can
demonstrate their learning to ‘outsiders’ that can be more closely linked to the learning. It can
include performance, vivas, project or artefact production, physical skills tests, and presentation
of a portfolio of work to a community meeting or roundtable gathering; and it can happen at
any time during the learning process.
The Review Panel believes that all proposals for external assessment should be subjected to
rigorous scrutiny, rather than being used because of custom and practice. This means that
processes of curriculum development and accreditation will require a justification for the
particular form of external assessment chosen for a learning unit. The justification should be in
learning terms, based on its fitness for learning purpose.
This approach means that the form of the external assessment for the new Certificate could
vary significantly between learning units. All students should have opportunities to provide
evidence of the quality and extent of their learning in ways that are appropriate to that
learning. In some instances, the form of the external assessment in a learning unit may see
students undertaking a common task at a common time, such as an examination; in other
instances, it may not. In some cases, only some specific concepts or processes or types of
learning may lend themselves to external assessment.
There may also be different approaches to external assessment within some learning units. For
some units it may be decided that the best way for students to demonstrate their learning is at
the same time with students engaged in the same activity, such as an exam. In the short term,
exams may continue to be set and run in much the same way as currently happens. However,
over time, examinations are likely to be quite different in nature because they will be more fitfor-purpose. They may be conducted twice yearly, or they may be available ‘on demand’ as
e-assessment becomes more widespread (see Section 7.7).
Other learning units may have diverse external assessment components. This option is made
possible by greater explicitness in descriptions of learning outcomes and performance standards
(see Section 7.5). Assessments do not have to be identical to be comparable. The proposed use
of outcomes-based assessment and common specified criteria and associated performance
standards means that assessment tasks can vary from student to student—comparability comes
in judging whether the quality of different students’ performances are equivalent in terms of
the standards and criteria (Oxford Centre for Staff and Learning Development 2002; Maxwell
2004).
Decisions about the form of the assessment will largely establish who is involved in external
assessment. Where common forms of assessment such as exams are used, the procedures and
processes may be similar to those currently in use. Other forms of external assessment will
require the involvement of assessors. Section 7.8 outlines a proposal for Accredited Assessors
who could be used as expert assessors for the external assessment components of learning units.
In addition, it will be possible to use expertise from the wider community to assist in making
judgments. The use of wider community expertise already occurs at Stage 2 in subjects such as
Extension Studies and Community Studies. Greater opportunities for the community to work
with and see what young people are capable of achieving should, in turn, enhance community
confidence in the outcomes of the education system.
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External assessment weightings at Stage 2

The Review Panel considered the question of the weighting for the external assessment
component at Stage 2. The Panel formed the view that a logical consequence of an aim to
increase reliance on teacher judgment is that external assessment should not be the major
component of the whole assessment package.
Currently, many subjects weigh external assessment at 30 per cent of the total mark, and the
Review Panel is proposing that this should be the proportion for all learning units. The major
component, that is 70 per cent, should be moderated teacher assessment. The exception will be
the Extended Learning Initiative (ELI) at Stage 2 (see below).
The Review Panel further recommends that the result from the external assessment and the
moderated teacher assessment should be added together to arrive at a student’s final result
without any statistical intervention taking place. Several assessment principles have guided the
Panel in this decision, one of which is that assessment modes should stand in their own right—
no mode of assessment should affect or have influence over another. The corollary of this is
that no assessment mode should dominate or be privileged.
The proposed balance of internal and external assessment also provides a quality assurance
mechanism. Thus, significant differences between internally and externally determined results
in a specific school will signal the need for further discussion with the school and the teacher.
This may result in adjustments to assessments, once the causes have been determined.
External assessment of the Extended Learning Initiative

As outlined in Chapter 6, the Stage 2 Extended Learning Initiative (ELI) will involve students
in presenting to an external audience a project that is of personal interest and significance to
them. Importantly, it will enable students, near the end of their SACE study, to demonstrate
their growth in the Capabilities. In this way, the Stage 2 ELI is a culminating activity of the
SACE.
As a consequence, the outcomes and standards for the Stage 2 ELI will focus on the
Capabilities, and the assessment of the ELI will involve students in producing evidence that
best demonstrates their achievement in each of them.
The Review Panel deliberated on whether the ELI should carry the same weighting of internal
and external assessment as other Stage 2 learning units. While it would be convenient to have
consistency between the ELI and other learning units, the Panel is of the view that there are
sound reasons for suggesting a different weighting.
Given the centrality of the Capabilities, it is important to have a place to mark students’
development and demonstration of them, as expressed in a ‘product’ that will be presented to
people external to the learning process. The Panel believes that, in this case, there should be
greater emphasis on the demonstration of the Capabilities through the ‘product’, rather than
on its development. The Panel thought that the weighting of the external assessment should be
70 per cent, with 30 per cent teacher assessment.
However, teacher judgment is still crucial. Indeed, since teachers are well placed to assess
students’ development of Capabilities over the course of their engagement in the learning
process for the ELI, the Panel believes that teachers should be required members of the panel
assessing the ELI. In this way, they can bring forward information about the learning process as
needed. This currently occurs in a range of subjects such as the performing and visual arts.
During the development of the learning unit framework for the ELI, further consideration
should be given to the optimal balance between internal and external assessment.
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Recommendation 13
The Review Panel recommends that:
There be an external assessment component for all learning units at Stage 2, based on
the understanding that:
• the external assessment comprises 30 per cent of the total assessment for all Stage 2
units, with the exception of the ELI where the external assessment will be 70 per cent
• the final assessment for each of the learning units at Stage 2 will result from the
addition of the assessments from the moderated school assessment and the external
assessment with no form of assessment being used to statistically moderate another
form
• in the process of curriculum design and accreditation, the learning unit developers
will justify, in terms of student learning, the form of external assessment proposed.

7.5

How and when should judgments about learning
be made?

What reference points should be used to make assessment judgments?

When teachers and external assessors make judgments about student learning they have in
mind a reference point against which these judgments are made. The Review Panel believes
that in senior secondary education these reference points should be explicit, transparent and
defensible for at least two main reasons:
•

If assessment is to contribute to student learning, then students need to have the
richest forms of information and feedback possible. This means that they must be
aware of the reference points that are being used to assess their work.

•

For there to be public confidence in the outcomes of the SACE, the community,
including those who use the results of the Certificate for selection purposes, should
know that standards are comparable. This means that assessment should occur against
agreed and publicly available reference points.

The question is: what point of reference is best for this purpose?
Currently, SSABSA uses a criterion-referenced system of assessment at Stage 1 and Stage 2.
Curriculum documents describe criteria for judging performance in each of the required
assessment components, and teachers are expected to use these to guide their teaching and
assessment. It became clear during the course of the Review that the criteria do not provide a
sufficient guide to teachers or students. Each criterion is a general statement that is prefaced by the
phrase that judgments will be made against the ‘extent to which a student demonstrates …’ the
particular criteria. Such a statement provides no indication about the standard of achievement.
SSABSA has begun to address this weakness by providing support materials that describe
grade-related performance standards for some assessment components. The Review Panel sees
merit in the use of performance standards as reference points for making judgments in the
senior secondary years. However, it believes that such work needs to be refined and extended as
a matter of urgency in order to ensure that teachers and students have more explicit and
transparent information to use as a basis for making judgments about the standard or quality
of student achievement.
Research in Australia and overseas indicates that student learning is likely to improve with a
focus on the use of standards because of the availability of explicit information to students and
teachers (Sadler 1998b; Black & Wiliam 1998a, 1998b; Resnick 1999; Killen 2000; Maxwell
2004). The Panel looked at various examples of performance standards in action. The two
main models of performance standards that are in use in other jurisdictions are criterionreferenced and construct-referenced. Both use criteria for judging performance but apply them
in different ways:
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•

Criterion-referenced performance standards define the level of performance by
criteria. Teachers use the criteria as a checklist of separate features they are looking for
to determine whether a student’s work falls mainly within or outside a particular band
of achievement.

•

Construct-referenced performance standards use criteria as examples or indications of
levels of performance. Teachers use them as a starting point for judging student work
and have the power to assign grades or levels or scores to work that is of the right
quality, even though not all of the criteria might have been satisfied (Wiliam 1998).
Judgments are made on a holistic basis.

The Panel is attracted to construct-referenced performance standards, not least because it is an
approach that is consistent with the curriculum principles upon which the Review has based its
work. The process of using construct referencing is one that promotes opportunities for
focused professional conversations, so building deeper understandings about assessment in the
professional community and greater consistency and dependability of teacher judgments.
The use of construct-referenced performance standards also offers the potential for more
information to be available to students to monitor their own progress and negotiate how they
can gather and present evidence of their achievements. However, moving in such a direction
will take time and much professional discussion and research.
It will also mean that performance standards should be devised on the basis of increasing levels
of demand, sophistication, complexity and learner autonomy.25 Such standards offer greater
assistance to teachers and students in discriminating qualitatively between different levels of
performance than those that use comparatives and superlatives (better/best), a form of
expression that usually provides little useful information about the standard.
When should assessment judgments be made?

Intended learning outcomes in most curriculum statements start with something like ‘At the
end of the program of learning, students should be able to …’. The implication here is that it
is the level that students have reached at the end of the program of learning that is of most
interest. It is this level that is most likely to yield valid inferences when teachers make
judgments about student performance.
In other words, arriving at a judgment about a student’s level of achievement is best done at
the end of the program rather than via a process of averaging marks accumulated during the
program, including those awarded at the very start. The Review Panel supports the view that
judgments about student performance should be based on the ‘fullest’ and ‘latest’ information,
(Maxwell 2004). Fullest information is available when students provide evidence against all of
the requirements. Latest information means that the most recent evidence may override or
supersede earlier evidence that is no longer relevant.
A commitment to this view would be an acknowledgment that most students make progress
and develop greater understanding and skill through their participation in a learning program,
and that this should be taken into account when determining levels of achievement.26
How should levels of achievement be determined?

Current processes for determining student achievement tend to be based on aggregating
separate judgments rather than considering the evidence as a whole. They often start with a
mark (averaged from a set of marks throughout the course or determined in some other way),
followed by a decision about the grade this mark equates to, and finally a decision about
whether the student has ‘passed’ or ‘failed’.
A performance standards approach to determining student achievement effectively reverses this
process. It starts with a fundamental decision about whether or not students have met the
Stage 2 standard, made on the basis of the set of evidence about a student’s learning taken as a
whole, before moving to discriminate about ‘how well’ it has been met.
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The difference between current practice and processes using performance standards suggests the
need for professional development in this area.

Recommendation 14
The Panel recommends that:
The SACE Authority:
• explore and trial assessment approaches such as construct-referenced performance
standards in order to make the reference point for judgment in the SACE more explicit
and transparent for teachers and students
• continue to support a focus on the fullest and latest information for the making of
assessment judgments.

7.6

How should levels of student achievement be reported?

The Panel’s proposal for the use of performance standards in Stage 1 and Stage 2 has obvious
implications for how levels of student achievement are reported.
Reporting levels of student achievement at Stage 1

Student achievement towards completion of the SACE at Stage 1 is currently reported on a
three-point scale: Satisfactory Achievement (SA), Recorded Achievement (RA), and
Requirements Not Met (RNM).
SSABSA’s research (Cooper 2003) indicates that there is a range of practices in relation to
reporting at Stage 1. Many schools operate a ‘dual reporting system’, involving achievement in
the SA/RA/RNM categories for SACE completion purposes and on a numeric or graded scale
for the purposes of reporting to parents and for counselling about subject choices at Stage 2.
The research also revealed a diversity of views about whether an achievement level above that of
Satisfactory Achievement should be introduced. While some criticised the current system on
the grounds that it does not give sufficient acknowledgment to high achievement, others
thought that introducing finer grained bands of achievement was in contradiction to the
philosophy underpinning Stage 1. This range of views echoed those expressed in the SACE
Review consultations. However, there was also broad agreement with the view that there is too
great a difference between reporting at Stage 1 and Stage 2.
The Panel looked at a number of reporting systems around the world, and thought that the
descriptions used in the New Zealand Certificate of Educational Achievement (NZCEA)
suggest a compromise. The achievement scale of the NZCEA is registered at three points:
Achievement with Excellence, Achievement with Merit, and Achievement. It would be possible
for a similar achievement scale to be used to report student achievement at Stage 1 in the
SACE, with the addition of a fourth point on the scale reading, ‘Not yet achieved’ (see Figure
7.1 below). The designation ‘Not yet achieved’ would indicate that the potential is there for
further achievement to be accumulated and counted towards completion.
The strength of this approach is that it provides broad forms of discrimination without
resorting to fine grained distinctions.
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Figure 7.1: Stage 1 four-point scale

Standard

Stage 1 four-point scale

Achieved

Achievement with Excellence
Achievement with Merit
Achievement

Not yet achieved

Not yet achieved

The Review Panel commends the four-point reporting scale as described above as being a
possibility to explore in the SACE at Stage 1.
Reporting levels of student achievement at Stage 2

The Review Panel felt that there was a need to be more specific in relation to reporting at
Stage 2. Currently, students receive several sets of information about their performance. In
most SSABSA subjects, students receive an achievement score on a scale of 1 to 20, which is
then equated to a grade.
The Review Panel has deliberated at length on the ways in which student achievement could
be recorded and reported at Stage 2. Whilst some on the Panel would prefer to see a noncomparative system adopted, it was accepted that it is likely that various end users will want
access to more finely grained information on student achievement.
There are a number of characteristics that the Panel believes should be captured in the
reporting approach at Stage 2. These are that the reporting approach should:
• be consistent with the recommendation for construct-referenced performance
standards
• be consistent with the reporting approach at Stage 1
• have the capacity to provide more finely-grained information to end users of the
Certificate.
The Panel is, therefore, recommending that consideration be given to adopting a scale for
Stage 2, similar to that suggested for Stage 1, and inside which there is the possibility for finer
grained distinctions. This is outlined in Figure 7.2 below.
Figure 7.2: Stage 1 and Stage 2 reporting levels

Standard

Stage 1 four-point scale

Stage 2 seven-point scale

Achieved

Achievement with Excellence

A+ (Merit)
A

Achievement with Merit

B
C

Achievement

D
E

Not yet achieved

Not yet achieved

Not yet achieved

There are a number of advantages of this scale. First, it satisfies the widely expressed desire for
consistency between the reporting systems at Stage 1 and Stage 2. Second, it provides the
capacity to report more finely-grained distinctions in the form of grades. And if even more
fine-grained distinctions are required in the form of marks, teachers can assign a range of marks
within each grade band. If necessary, these marks might be made available only to end users of
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the Certificate where such fine distinctions can be demonstrated to be relevant to their needs.
Thus the approach allows universities to receive marks for selection purposes, in addition to the
other richer information that will be available.
A ‘not yet completed’ approach to recording achievement

Throughout the consultation the Review Panel heard that some schools and students were
seeking greater flexibility in how student achievement can be recorded.
For example, some schools wanted to have the ability to organise the curriculum in ways that
would allow multiple entry and exit points, and provide short one-off workshops or courses of
several weeks’ duration, with credit being able to be accrued and recorded for work done
towards the Certificate.27 This is consistent with the concept of a credit matrix and electronic
portal to record achievement outlined in Chapter 5.
Other schools want flexibility to enable them to record student achievement formally when
outcomes are met, even though the whole course might not have been completed (a partial
credit notion). This system is needed so that students who experience interruptions to their
schooling can resume a subject at a later date without losing credits for work successfully
achieved.
This is in contrast to the current practice where a subject is designated as requiring a certain
quantum of time (eg 20 weeks) and specified assessment requirements must be completed
during that time. In those situations where assessment requirements have not been met,
student achievement is generally ‘marked down’ or the students are ‘withdrawn’ or assigned a
level of ‘Requirements not met’.
Some schools follow SSABSA’s advice to withdraw the student temporarily and re-enrol them
when they return to complete; others do not. If a student withdraws from a full-year Stage 2
subject but has satisfactorily completed about half the year’s work, teachers can request an exit
assessment. However, if the student then returns to school and re-enrols in the same subject,
the exit assessment status is lost.
The situation is ad hoc and there is no systematic way of recording achievement for partially
completed units or for short stand-alone courses. The Review Panel believes that a recording
and reporting system that takes a ‘not yet completed’ approach is needed. Such an approach—
which is facilitated by the credit point structure of the new SACE—would send the message to
students that the learning they have done is valuable and that they have a chance to complete
it. It also provides a means by which students who have recorded a ‘Not yet achieved’ result can
negotiate to complete a unit.
Such approaches demand enabling assessment, recording and reporting practices. Possible
approaches will need to be trialled, but clearly ICTs hold out some exciting possibilities.

Recommendation 15
The Review Panel recommends that:
Development, research and trialling take place in relation to:
• new forms of reporting at Stages 1 and 2, consistent with the use of performance
standards, and that the ideas outlined in Section 7.6 contribute to that process
• ways of recording and facilitating a ‘not yet completed’ approach to partial completion
of work requirements.
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7.7

E-assessment

ICTs offer some exciting ways to facilitate informal and formal and low and high stakes
assessments, and provide students with more immediate and self-managed feedback. Teachers
can use ICTs to construct assessments using visual simulations,28 to track progress and record
task completion and achievement. Students can access self-assessment digital software or
on-line programs that provide immediate, diagnostic feedback about achieved knowledge and
skills. Such feedback is immediate and impersonal in its judgments. There is an increasing use
of digital portfolios for a range of purposes and in a range of contexts.
Educational bodies and jurisdictions around the world have been experimenting with the use
of technologies to conduct and verify assessments of student learning at senior secondary level.
Jurisdictions in the United Kingdom provide interesting visions and plans for the use of
e-assessment. These could be useful examples for the new SACE.
In Scotland, the Scottish Qualifications Authority (SQA) is seeking to achieve on-demand,
asynchronous and on-line delivery of assessments towards its qualifications (SQA 2005). The
SQA has a vision for the use of e-assessment that includes its ability to provide learners with
assessment that is fit-for-purpose and flexible, and that enhances learners’ experience of
teaching and learning. It wants to use technology to provide opportunities for learners that
are not possible with pen and paper assessments.
The Qualifications and Curriculum Authority (QCA) in the United Kingdom has also
published its vision for e-assessment (QCA 2004), which includes that by 2009:
• all new qualifications must include an option for on-screen assessment
• all awarding bodies should be set up to accept and assess e-portfolios
• all existing GCSEs, AS and A2 examinations should be available on-screen
• the first on-demand assessments are starting to be introduced; and at least ten new
qualifications, specifically designed for electronic delivery and assessment, should be
developed, accredited and operational.
Partnerships between awarding bodies and technology providers will be forged to support these
developments.
Given the concerns raised during the consultations about the inadequacy of current assessment
processes and the administrative burdens of assessment, the Review Panel believes that there is
some urgency for research into the uses of e-assessment. Such research and associated trialling
will help to ensure that the new SACE keeps pace with developments in other jurisdictions.

Recommendation 16
The Review Panel recommends that:
Development, research and trialling take place in relation to the use of e-assessment as an
integral component of the new SACE.

7.8

A robust and comprehensive quality assurance system

The assessment reforms proposed in this Chapter must be underpinned by a robust and
comprehensive quality assurance system that provides the community with a guarantee of
rigorous and comparable standards at local and state and territory levels, as well as nationally
and internationally.
Quality assurance for the current SACE has come increasingly to mean end-point inspection of
‘products’. Whilst there is some inspection along the way, this is often conducted at a distance
from the teaching and learning context.
Increasingly, it is being recognised that quality assurance is not simply a matter of ‘inspecting’
at the end. Quality assurance mechanisms should be in place through all stages of the
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assessment process so that judgments about student performance are reliable, dependable and
comparable. This demands combinations of different quality assurance components that assure
the assessment system as a whole. These components include:
• verification or validation of assessment judgments
• trained and qualified assessors who have access to on-going professional development
• a systematic approach to improvement that recognises and responds to stakeholders
• appeals mechanisms and processes
• regular reviews or audits of all aspects of the system and its operations, including the
organisation(s) responsible for it
• on-going research into and dissemination of best practice.
The Sections that follow outline some of the approaches that the Panel has explored that
incorporate these elements into a reinvigorated quality assurance process. The Panel notes that
cooperation between the education providers and the SACE Authority will be necessary to give
effect to these proposals.
Reinvigorating moderation and assessment validation processes

One of the most important priorities in establishing the quality assurance system will be to
ensure that it supports and assists teachers to exercise their professional responsibilities as
assessors, and that it develops further their professional knowledge and expertise about
assessment. Teachers have a critical role to play in assessment under the new proposals and will
need continuing support to carry out this role consistently and confidently.
The intention behind reinvigorating moderation and assessment validation processes is to build
a community of assessors who have a shared understanding of learning outcomes, criteria and
performance standards. Through such an approach, teachers would be always involved in the
process of developing and refining knowledge and skills in:
• identifying and reflecting on evidence of students’ learning against the standards
• making confident, accurate, consistent and reliable judgments on balance in relation to
the standards
• using their understanding to judge the standard of their own students’ performances,
and to review and validate other teachers’ judgments.
The description of performance standards is an important element in quality assurance.
However, no matter how well described, performance standards can always be open to
interpretation, especially when they deal with sophisticated concepts and expectations of
performance. Building a critical and analytical understanding of the standards and the ability
to interpret and apply them in common is best done through conversation and dialogue
among assessors.
There are a number of ways in which a vigorous and energised professional community of
assessors can be established.
One way is to provide structured opportunities for teachers to engage in shared and rigorous
professional conversations and dialogue with colleagues through participation in moderation
and assessment verification meetings. In these forums, teachers can engage in professional
dialogue about assessment in meetings with their colleagues in the same school, in other
schools, and with members of the team of Accredited Assessors (see below).
Having processes in place that build and share assessment expertise among teachers is likely to
be more useful in developing teachers’ professional capacities in the long term than having the
expertise reside with a few people only. The quality of teachers’ assessments and their
judgments of student work are more likely to improve if the expertise is shared, which is a
significant aim of the Panel’s proposals. Therefore, it would like to see teachers more
prominently involved in moderation of school-based assessment and supported and assisted to
carry out their assessment role.
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Another way to build a community of assessors is to provide examples of assessed student work
and commentary on particular features used in making judgments. Samples of annotated work
that show a wide variety of possible learning contexts and situations can assist teachers to
develop familiarity with the performance standards and criteria. It will be important that
exemplars from a range of contexts showing quite different performances are available at the
borderline between Achieved and Not Yet Achieved, because Achieved is the level at which
student work is deemed to have met the standard.
While the process of group moderation is sometimes regarded as costly in terms of money and
time, it has a positive effect on teaching and learning, as well as leading to greater consistency
of standards,29 and it is an effective and cost efficient form of professional development for all
teachers of senior secondary students.
Moderation discussions range across different approaches to curriculum, teaching and
assessment. Teachers establish professional networks and share good practice. The online
professional communities established by SSABSA are an example of one way in which these
professional networks can be maintained between moderation meetings.
Documenting judgments

Documentation is an important aspect of ongoing quality assurance. When judgments are
made about student work, the focus of group moderation discussions will be on the
performance standards and criteria, and the evidence available to support the judgments. The
deliberations and decisions of the moderation panels should be documented to ensure the
quality and transparency of the process.
Documenting the process, the rationale for the judgments and the evidence that is taken into
account is a way of capturing and sharing the collective wisdom of the assessors. This
documentation can then be made available to state panels and to others to assure the quality of
the whole process that has been undertaken, and to use in further developing understandings
about performance standards.30
Accredited Assessors

The Panel has explored also the concept of Accredited Assessors as a significant component of
the quality assurance system for the new SACE. The Panel’s thinking has been influenced by
the work of the Secondary Heads Association in the United Kingdom,31 as well as of several
jurisdictions in Australia where moderation is a strong feature. The Panel is proposing that a
cadre of Accredited Assessors is established in South Australia.
The notion of Accredited Assessors is a dispersed leadership model of service delivery for
schools to support curriculum and assessment. The Panel envisages that Accredited Assessors
will be trained and qualified educational professionals who will play a number of roles in
relation to assessment for the new SACE. They would initially be drawn from eligible
practising teachers, although other persons could also qualify for the role.
In the short term, those teachers who are currently engaged in SSABSA processes could gain
immediate recognition for their current competence in assessment. Over time, many teachers
in the senior secondary years would gain an Accredited Assessor qualification, although they
might not carry out all of the functions. The Panel can foresee a time when all secondary
school leaders would have qualifications as Accredited Assessors.
The Panel has explored the Accredited Assessor role at three levels: in schools, in regions, and
across the state.
Role of Accredited Assessors in schools

The Panel would like to see at least one Accredited Assessor based in each school, where
possible, or working across a coalition of schools, and fulfilling a number of roles.
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Their first role as skilled assessors would be to lead the school community in professional
learning about assessment for the new Certificate. This would include working with teachers to
ensure that assessment is planned and appropriate, and approving Stage 1 assessment plans.
Accredited Assessors would also develop the quality assurance processes of their schools
involving, for example, self-monitoring and self-managed review against external parameters.
They would provide support for teachers new to teaching particular subjects, new to a school,
or who are beginning teachers. And they would also be a source of support to ensure that
locally developed curriculum was assessed appropriately.
The second role of Accredited Assessors would be one of internal moderation and verification.
The primary responsibility for assessment and its quality has always resided in schools and
other sites that provide education for senior secondary students. Since research shows that
variations within schools can be greater than variations between schools (Fallon 2003), it is
important that, for the new SACE, schools continue to ensure that assessments are conducted
appropriately and judgments are made consistently and to a common standard. Schools will
continue to use a range of quality assurance mechanisms to evaluate their own assessment
practices and ensure that they are effective, valid, reliable, rigorous and up-to-date. Accredited
Assessors would assist in ensuring that quality assurance processes are in place.
The idea of Accredited Assessors working across a coalition of schools is a possible option that
warrants further research and exploration. It could be a way for metropolitan, rural and remote
schools to work in partnership with each other. It could also be a way for schools that share a
common curriculum focus, or that operate in similar contexts, to work together more closely.
Role of Accredited Assessors in regions

Accredited Assessors would not work solely within their specific schools. They would also have
a role as subject area and assessment experts at the regional or district level. Here, they would
help to organise, coordinate and, most importantly, lead professional conversations between
groups of subject teachers working on moderation and assessment verification. They would
verify school standards, drawing to the attention of state-wide Accredited Assessors any disputes
between the school and the regional moderators that cannot be resolved; and they would be
involved in sampling Stage 1 assessment judgments across schools.
A further role of Accredited Assessors at the regional level would be to review and approve
external assessment proposals from schools in their specialist subject area(s) and for crossdisciplinary and holistic programs. They would also be available as external assessors for the
external assessment components of learning units and the Extended Learning Initiative in
schools other than their own in the region.
Accredited Assessors working in their regional role would have access to data from both the
internal and external assessment processes. They would check for consistency and investigate
apparent discrepancies. Where there were clear discrepancies, they would work with the school
to determine the nature and significance of the discrepancy. They would be in close contact
with the state-wide Accredited Assessors to determine what action, if any, needed to be taken
to assure standards if the discrepancies seemed to warrant a change in the results being
awarded. They would also be significantly involved in working with the state-wide Assessors to
ensure parity of standards across schools in the region, and across the state.
Some Accredited Assessors could be appointed to work out of a regional office location to
provide additional administrative and assessment expertise to school-based Assessors.
Role of Accredited Assessors across the state

The Panel also envisages that there could be a number of Accredited Assessors employed fulltime by the SACE Authority. Their role would be to maintain a state-wide perspective and
work with the Accredited Assessors based in the field to ensure parity of standards across
regions and across schools. They would also sample the work of the regional panels and
scrutinise the transcripts that record the decisions made about student performance.
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They would be assessment experts, available to provide advice and assistance to other Assessors.
They would also deal with appeals about student results from schools or from teachers involved
in the regional panel meetings.
State-wide Accredited Assessors would conduct post hoc analysis of the outcomes of moderation
and verification and use the information to inform future training and development for
Accredited Assessors in their work with schools. The information could be made available to
the schooling systems and the Minister for Education and Children’s Services through regular
reports, and to external auditors as required.
Institute for Educational Assessment

The Review Panel proposes a third component of a comprehensive quality assurance system—
the establishment of an Institute for Educational Assessment (IEA). Located in South Australia
the IEA would be established as a joint venture between the schooling systems, the training
sector, the SACE Authority, the business and industry community, and universities in South
Australia and the Northern Territory. It would be an Australian first and its operations would
underpin the development of a strong skill base to support public confidence in educational
assessment processes.
The Institute would play a vital role in developing assessment expertise by offering accredited
post-graduate courses and other professional development opportunities to teachers and others.
It would negotiate the provision by universities and other providers of a series of qualifications
in assessment from graduate certificate to degree and post-graduate levels.
The Professional Development Pathways Program in South Australia32 provides one possible
means by which education professionals can engage in quality professional development that
links with university study as credit towards professional qualifications. Over time, there would
be an expectation that all Accredited Assessors would gain qualifications in assessment and
keep these qualifications up-to-date. The Institute would both run and sponsor workshops,
seminars and professional development programs in all aspects of assessment and quality
assurance for school leaders and teachers.
In the longer term, consideration could be given to establishing branches of the Institute in
country locations and centres in South Australia and the Northern Territory. Many teachers
new to the profession are located in these areas and would benefit from the support that such
centres could offer them.
The Panel is confident that there are many current and former teachers, university and TAFE
lecturers, as well as industry and community members who are more than equal to performing
the role of Accredited Assessors, and who should be able to apply to become Accredited
Assessors immediately. An Institute could provide the training necessary to ensure that they
could carry out the work of verifying assessment judgments with a high degree of consistency.
In addition, the Institute could further develop and continue to enhance the skills of those
engaged as Accredited Assessors, and of all teachers involved in the crucial task of assessing
student work towards the award of the SACE.
Quality assuring the quality assurance system

The Review Panel believes that a robust and comprehensive quality assurance system should
include regular internal and external reviews and audits of the quality assurance system as a
whole. The Panel has in mind a broad-ranging process that would involve both self-reflection
and periodic audit by ‘clients’ and by independent reviewers. The operations of the SACE
Authority, and all aspects of the quality assurance processes described in the preceding Sections,
would be included in this process.
The notion of regular reviews and audits should be built into the quality assurance process so
there is always provision for continuous improvement. However, the Panel believes that
provision should also be made for the Minister for Education and Children’s Services to
convene a Quality Assurance Review Panel at three-yearly intervals, or when considered
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necessary. This Panel would comprise experts drawn from a range of professional and
community bodies who would review or audit the quality assurance system in part or as a
whole to ensure that it continues to deliver high quality and responsive assessment suitable for
a relevant and contemporary certificate, and to maintain public confidence.

Recommendation 17
The Panel recommends that:
A robust and comprehensive quality assurance system be established that supports and assists
teachers to carry out their assessment role consistently and confidently, and that:
• a range of other quality assurance mechanisms including the appointment of
Accredited Assessors and the establishment of an Institute for Educational Assessment
be considered
• there be regular reviews and audits of the quality assurance system, with triennial
reviews by a Quality Assurance Review Panel convened by the Minister for Education
and Children’s Services, in order to maintain system quality and public confidence.
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8
Certification
Overview
This Chapter sets out proposals for an approach to certification, that is, the recognition of learning
achievements for the purposes of issuing a new South Australian Certificate of Education and its
associated documents.
The Panel believes that the interests of South Australia are best served by continuing to offer one
senior school certificate, known as the South Australian Certificate of Education (SACE). The
SACE will continue to operate as a qualification drawn from a record of learning achievements.
The means by which the Certificate requirements can be achieved have been broadened and
simplified and the Certificate’s rigour and standards enhanced. The certification processes will be
quality assured to ensure the value of the Certificate at local, national and international levels.
The information attested to by the Certificate must be intelligible to users. It is proposed that young
people should have access to a range of meaningful information about their learning achievements.
This will include an acknowledgment of their learning achievements through the issuing of a
number of formal records, and access to web-enabled record-keeping that will allow them to record
other achievements and experiences and produce reports as and when they are needed.
The needs and interests of employers, universities and the further education and training sector as
key users of SACE have been addressed through the proposed reporting mechanisms. They will be
given richer information about the interests and achievements of young people.
The Panel was made very aware during the consultation period of the community’s strongly held
views about what it perceives to be the negative impact of university selection mechanisms on senior
secondary curriculum and assessment arrangements. Whilst acknowledging the university sector’s
right to select people for courses using any mechanisms it chooses, the Panel recommends that the
process should be separated from the SACE Authority and conducted by SATAC.
The focus in this Chapter is on the South Australian Certificate of Education (SACE). The Minister
for Employment, Education and Training in the Northern Territory will determine the appropriate
set of arrangements that will apply for the award of the Northern Territory Certificate of Education
(NTCE). Arrangements relating to the South Australian Matriculation program, currently offered in
several countries in South-east Asia and in China, will continue to be negotiated through
Memoranda of Understanding.

8.1

The purposes, uses and value of the SACE

Purposes and uses of the SACE and other senior school certificates

Across Australia, the issuing of senior school certificates marks the successful completion of a
person’s secondary education and denotes an important transition point in a person’s life.
Certificates have personal significance, not only for the students who achieve them, but also for
their families, friends and schools.
Most senior school certificates across Australia are completion certificates, requiring students to
attain a certain quantity and quality of learning at a set standard before the qualification is
awarded.33 Thus, senior school certificates represent a form of public acknowledgment that
students have satisfied a set of requirements held by the community to be valuable. The award
may also indicate that they have developed a range of capabilities related to their roles as
citizens, workers and members of communities.
As well as being a rite of passage, the certificate signifies that young people are prepared to
participate successfully in post-school learning, whether at university, in the vocational
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education and training sector, or in other settings and systems. The certificate is a formal
document that may be used for a range of different pathways throughout a person’s life.
Senior school certificates serve other purposes beyond denoting a significant achievement by an
individual student. An important marker of the maturity of a society is that the value of a welleducated citizenry for its long term health and wellbeing is well understood.34 In South
Australia and the Northern Territory, as elsewhere in Australia and in comparable economies,
qualifications are viewed as one measure of the broader economic and social health of society.
In a range of countries, government targets for levels of educational participation and
achievement include the proportion of young people achieving a senior school certificate.
South Australia’s Strategic Plan target of 90 per cent of South Australia’s young people
achieving a SACE or equivalent qualification35 affirms the importance of qualifications. It states
unequivocally that most young people should complete secondary education or its equivalent.
Given that currently just 55 per cent of students who commence secondary school achieve a
SACE, this is a demanding target (see Chapter 2).
The new Certificate has been designed with the goal of ensuring that more young people are
challenged, motivated and supported to achieve learning success. In the Panel’s view, young
people who are awarded a new SACE will have developed a set of capabilities for life, work,
further education and citizenship that will enable them to confidently participate in and help
to grow and shape the social, economic, political and community life of the state and nation.
The operation of the current Certificate and its underpinning curriculum and assessment
requirements is perceived too often as a sorting and selecting mechanism for university entry
purposes. As a consequence, too many young people are sorted and selected out of the
potential benefits that accrue from success in senior secondary education. While universities
will continue to be important users of the Certificate, it is not in South Australia’s best interests
for a Certificate that has much broader roles and responsibilities to be seen as operating
primarily in the interests of one group.
The value of the new SACE

In formulating its recommendations on certification, the Panel has been mindful of the various
purposes and roles that a senior school certificate must fulfil, and the value it must represent.
Senior school certificates are part of the Australian Qualifications Framework (AQF), a national
system of nested levels of educational qualifications. Qualifications that are part of the AQF,
such as the SACE and the NTCE, are recognised by other accrediting authorities throughout
Australia and internationally.36 They are underpinned by a set of quality assurance mechanisms
that encompass structure, procedures and practices to do with curriculum, assessment methods
and practices, accuracy of results, verification and comparability, monitoring of standards, and
appeal mechanisms. Taken in total, the quality assurance mechanisms are designed to assure the
value of the Certificate37 and thus meet community expectations about qualification integrity.
Since the claim to the quality of the Certificate rests on its quality assurance processes, the
Review Panel has recommended a cyclical system of internal and external scrutiny of quality
assurance (see Chapter 7). In addition, national and international benchmarking of the new
SACE should form an on-going part of the quality assurance arrangements. If these conditions
are met, the Certificate will have widespread currency, credibility and portability.
The Panel is aware that the SACE, along with other senior school certificates, is being asked to
meet a wide range of individual and community interests and expectations and must therefore
be inclusive, adaptable and flexible. The challenge is to broaden and simplify the means by
which certificate requirements can be met, while enhancing the Certificate’s rigour and
standards.
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But standards and rigour do not have to mean uniformity. The Panel believes that it is possible
to maintain and enhance the credibility of the SACE by making it even more flexible and
inclusive. In many jurisdictions, education systems and certification authorities are devising
effective ways to open up learning options to meet the changing needs, interests and aspirations
of young people, while ensuring the standing and worth of senior school certificates. The
SACE Review presents an opportunity to carry out similar work in South Australia.
The new SACE is designed to be standards-based, flexible and inclusive. It is based on the
conviction that young people should not be denied access to valued learning and the award of
the SACE because arrangements cannot be put into place to accommodate them. Learners can
be encouraged and supported to complete the SACE through the opening up of a broad range
of quality learning options that enable them to design learning programs that match their
interests and aspirations and that link with valuable career and/or further education
possibilities.
To fully harness the potential of the learning space, as described in Chapter 5, there must be
consideration of the range of learning achievements that can count towards SACE completion.
This should be accompanied by robust quality assurance procedures. Appropriate and easily
accessed accreditation and recognition functions will be administered by the SACE Authority
(see Section 8.4). These will assure young people, their families, their schools, and the end
users of the Certificate that students have been engaged in learning that is of an appropriate
quantity, quality and standard.
In summary, the intention is to provide flexible, inclusive, worthwhile and credible learning
options so that all young people are able to learn in a range of locations and through a variety
of experiences, complete their SACE, and have it valued by themselves and by a wide range of
end users.

8.2

The new SACE arrangements

A single certificate

In common with most jurisdictions in Australia, South Australia currently offers a single senior
school certificate.38 The most notable exception to the preponderance of single certificates in
Australia is Victoria which recently introduced a second certificate—the Victorian Certificate
of Applied Learning (VCAL). During the course of the consultations, the Panel spent some
time exploring the question of whether or not a similar certificate should be introduced in
South Australia to meet calls for more ‘hands on’ and practical learning.
Whilst it is sympathetic to these calls for more applied learning, the Panel believes that, in the
South Australian context, this can be best achieved through a single certificate. The Panel was
concerned that multiple certificates might inadvertently establish a hierarchy of certificates,
with one being relegated to the role of ‘second class’ certificate.
The Panel’s view is that differences do not have to be accommodated by offering separate
certificates. The curriculum and assessment proposals outlined in the previous two Chapters
are based on the conviction that one certificate can include all students, by introducing
significant flexibility and ensuring that all learning that counts towards the SACE is equally
valued and equally rigorous.
For these reasons, the Panel believes there should be one senior school certificate for South
Australia, known as the South Australian Certificate of Education. The Panel found support
for this view among most respondents to the review, even those wanting a greater focus on
‘practical’ learning.
A qualification drawn from a record of learning achievements

The Review Panel examined a number of different ways in which eligibility for the award of a
senior school certificate could be determined.39
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One possibility is that students receive a certificate if they record achievement in at least one
approved subject or course, which used to be the case in South Australia prior to the
introduction of the current SACE. This approach might maximise the number of young
people receiving a senior school certificate, but it would diminish the value of the certificate.
Another possibility is that the SACE Authority might issue only one formal document to
students—the senior school certificate equivalent of a diploma or degree parchment—when
students meet all of the requirements for the qualification. Schools could provide their own
record(s) of learning achievements. The Panel was concerned that this approach would mean
that the SACE would become more exclusive rather than inclusive, and that large numbers of
students would receive no externally issued formal record of their achievements.
A third possibility is the current SACE approach, where the qualification is drawn from a
record of learning achievement. Here, students receive a formal record of their learning
achievements and, if they meet specified requirements, also receive the qualification. This
model, which was strongly supported by the schooling sectors during the consultations, makes
the certificate one of completion, participation and achievement.
After considering the relative benefits and drawbacks of each of the models, the Panel
concluded that the SACE should continue to operate as a qualification drawn from a record of
learning achievements, with specified completion requirements.
Completion requirements for the award of the SACE

The completion requirements for the current SACE were described by many as being too
complex and multi-layered, with a number of features acting as ‘trip wires’ for students. With
this criticism in mind, the Panel has sought to devise a theoretically sound SACE structure that
has an elegant simplicity. This structure is represented in diagrammatic form in Figure 8.1
below. (Another way of representing the new SACE in diagrammatic form can be found in
Appendix 16.)
In summary, the new SACE will be awarded to students who have gained 200 credit points by
successfully completing:
• Extended Learning Initiative units at Stage 1 and 2 levels (a total of 20 credit points)
• Personal Learning Plan units at Stage 1 and 2 levels (a total of 20 credit points)
• an Approved Learning Program totalling 160 credit points of which at least 60 credit
points must be achieved at Stage 2 level.
The new SACE can be achieved by students over an extended time period and in a location
that suits their individual circumstances. While time limits apply in other education sectors,
these limits are often based on a notion of ‘current competency’ or currency of the learning
towards professional qualifications. These concepts are less pertinent to programs of broad
general education and, indeed, restrictive timeframes can serve as a disincentive to SACE
completion.40 The Panel has therefore determined that there should be no time limit on
completion under the new SACE arrangements.
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Figure 8.1: Two ways of representing a 200 credit point new SACE

CAPABILITIES
• Communication
• Civic participation
• Health, wellbeing and
personal development
• Knowledge work
• Work
Extended
Learning
Initiative
Stages 1 & 2
10 points each

Stage 1

Personal
Learning
Plan
Stages 1 & 2
10 points each

Stage 1 or Stage 2

Stage 2

CAPABILITIES
Communication—Civic participation—Health, wellbeing and personal
development—Work—Knowledge work
Extended
Learning
Initiative

Personal
Learning
Plan

10 credit
points

10 credit
points

Approved Learning Program
Learning units to the value of
160 credit points
including at least 60 points at Stage 2
160 credit points

Personal
Learning
Plan

Extended
Learning
Initiative

10 credit
points

10 credit
points

Total = 200 credit points

SACE arrangements for students with disabilities

Current SACE arrangements for many students with disabilities involve negotiated education
plans (Education Department of South Australia 1993). Some plans include Stage 1 and
Stage 2 subjects, with students awarded a SACE if they complete all requirements, using
SSABSA’s special provisions in curriculum and assessment as necessary. The Panel can see no
reason why there should be any change in the operation of senior secondary school
arrangements for these students with the introduction of the new SACE.
Some students require significant adjustments to be made in order to meet their learning
needs. Their impairment and/or health conditions are such that they impact on their ability to
participate on the same basis as students without disabilities. Some of these students have
negotiated education plans that involve 16 Stage 1 units. While these students receive
Statements of Results or Records of Achievement, the 16 units do not meet the total
requirements of the SACE and no formal Certificate is issued by SSABSA. The students may
complete their post-compulsory schooling when the package of 16 units is completed.
The Panel has noted, however, that differences of opinion exist among educators, disability
service providers and parents about whether a program based around SACE Stage 1 curriculum
statements appropriately meets the real learning needs of young people with disabilities
(Westwood & Palmer 1997).41
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Some hold the view that the needs of these students can be met adequately only with programs
vastly different from those available under the current SACE; others believe that some SACE
programs are highly valuable, particularly when students can interact with the community, or
undertake work education, health education and personal development studies, or develop
their communication capacities.
Some believe that students should receive a SACE based on satisfactory completion of 16
Stage 1 units; others see a need to introduce a separate senior school certificate that operates
under its own arrangements for students with impairment and/or health conditions.
These areas of disagreement suggest that careful consideration must be given to how the new
SACE arrangements might best serve the special needs of these students. Of course, this cannot
happen until decisions have been made about the arrangements for the new SACE. The
introduction of the current SACE in 1992 was also followed by detailed discussions on its
usefulness and appropriateness for students with impairment and/or health conditions, with
a resolution reached in the ways described above.
The Panel has noted the tabling in Federal Parliament of the Disability Standards for Education
on 17 March 2005.42 The Standards have been formulated under the Disability Discrimination
Act 1992. They will prompt careful consideration of the current SACE arrangements, and these
discussions will in turn influence the new SACE arrangements.

Recommendation 18
The Review Panel recommends that:
One senior school certificate of completion be offered in South Australia, to be known as the
South Australian Certificate of Education (SACE), and that:
• the SACE qualification be drawn from a record of learning achievements
• there be no time limit on completing the SACE requirements.

Recommendation 19
The Review Panel recommends that:
The Minister establish a group comprising members of the three schooling sectors, disability
service providers, educators and parents to consider how the completion arrangements being
proposed for the new SACE might best serve the learning needs of students with impairment
and/or health conditions.

8.3

Documentation

It is proposed that the new SACE will have a suite of documentation designed to ensure that
the information attested to by the Certificate and its associated documents is intelligible to
users, informative, valid and reliable.
South Australian Certificate of Education

The South Australian Certificate of Education will be issued to all students who complete the
requirements for its award. The qualification will be symbolised by a parchment certificate
issued by the SACE Authority.
This is a formal document that denotes significant individual achievement at an important
transition point in a young person’s life. Its meaning should be unambiguous. It will be used
on a number of different occasions throughout a person’s life and its format, style and
appearance should signify its importance and formal status. It should be in keeping with other
qualifications that form part of the Australian Qualifications Framework.
As a general rule, the SACE should be issued as soon as possible after all its requirements have
been completed. Some respondents told the Panel that they thought learning achievements
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should be recorded and recognised in ‘real time’, that is, when they were completed rather than
at the end of a year as is generally the case with the current SACE. While there are potential
resourcing implications associated with the issue of certificate documents on completion, the
Panel believes that this should be explored with a view to it becoming the normal practice.
Record of Learning Achievements

The Record of Learning Achievements (RLA) will be issued to all students who record results
for learning that count towards Certificate requirements. The SACE Authority will be
responsible for issuing this official transcript of student results.
Students can be expected to use the RLA in a number of ways, including presenting it in
support of an application for employment or further education and training. It should include
successful learning achievements, that is, those obtained at the level of Achieved and above (see
Section 7.6) or as determined through the credit matrix (see Chapter 5).
If the information reported on the Record is to be clear and useful to end users, it should
contain such details about learning achievements as:
• the names of the learning units, the names of all other learning that is being counted
toward the SACE, the number of credit points, and the level of achievement.
Consideration should be given to whether grades should also be reported at Stage 2
• a profile based on the student’s demonstrated level of achievement in each Capability
• a brief abstract of the area explored in the student’s Stage 2 Extended Learning
Initiative.
There might also be merit in introducing a designation of ‘Pending’, as used by some
universities, to indicate that the student is enrolled in a unit of learning, the results of which
have not yet been finalised.
In relation to the RLA, the Panel suggests that strong consideration be given to the following.
The RLA should not report tertiary entrance information

One side of the current SACE Record of Achievement contains information about
achievement at Stage 1 and Stage 2. The other side of the Certificate contains a range of
tertiary entrance information. The view of the Panel is that since the responsibility for all
matters related to tertiary entrance properly resides with the South Australian Tertiary
Admissions Centre (SATAC), then information about such matters as university and TAFE
aggregates, tertiary entry ranks, and credit transfer information should be provided by SATAC
directly to students. This approach will ensure that the RLA is directed wholly towards
achievements in SACE learning programs, as is appropriate, since students will want to use
their RLA for a range of different purposes and pathways.
All learning achievements should be reported on the RLA

During the consultations, many groups argued that the Certificate should recognise explicitly
students’ VET achievements. The current Record of Achievement does not name VET units of
competence, nor is the award of full certificates reported. This is not the case with communitybased learning under SSABSA’s Flexible Learning Programs,43 where the current Record of
Achievement names the learning that has been recognised and granted status (eg Royal
Lifesaving Awards). The Panel can see no reason why this latter operating principle should not
apply to all learning achievements recognised towards the SACE.
The RLA should be available to students on request

The current Record of Achievement is issued to only those students who receive a result in a
Stage 2 subject, and generally at the end of the year. While it can also be issued on request to
students who have completed Stage 1 subjects only, this provision is not well known. If
students transfer interstate, or want to apply for employment, they should have access to an
official transcript of their results.
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Record of all results

Currently, students receive a document called a Statement of Results (SoR), which is a
progressive record of Stage 1 results and is issued to students via their schools. It contains a
record of all results, whether awarded at the level of Satisfactory Achievement, Recorded
Achievement, Requirements Not Met, or registered as a ‘Withdrawn’ subject.
The Panel has considered whether the new suite of documents needs to include an SoR
equivalent. While there is a case for students continuing to receive a complete record of all
their learning, a paper-based system may not be the most efficient or effective way to provide
the information. It may be more useful and versatile to have such a record available online as a
web-based system. Schools and students would then have access to information, anytime,
anywhere, via a secure database. This means that records could be retrieved and reports
developed to meet particular needs, such as applying for a job or for entry to particular courses.
All SACE results could be available, including those at the ‘not yet achieved’ level.
Such a system could also be useful in recording any other activities or achievements that
students have gained that do not count towards the award of the qualification. The Panel is
aware of examples in the tertiary sector of web-based initiatives that enable students to enter
information on a range of achievements and experiences.44
SSABSA currently hosts a secure, web-based data exchange system that facilitates the provision of
results data by schools to SSABSA. It also provides access for schools and students to check
enrolments and results for accuracy and completeness, and to print various records when
required, drawing on information stored on the central SSABSA database. This system could
form the nucleus of an efficient and effective data management system within the learning space.

Recommendation 20
The Review Panel recommends that:
The SACE Authority be responsible for issuing the following formal documents to students:
• the South Australian Certificate of Education, to all students who complete its
requirements
• a Record of Learning Achievements—the official transcript of results of all learning
achievements that count towards the SACE.

Recommendation 21
The Review Panel recommends that:
The Record of Learning Achievements not report tertiary entrance information.

Recommendation 22
The Review Panel recommends that:
Consideration be given to the provision of a web-based system to enable the recording of all
results and achievements.

8.4

Accrediting and recognising learning options

The primary responsibility of a certifying authority is to attest to those achievements that
contribute to its qualifications (ACACA 1999). The range of learning options and the locations
in which learning achievements can be gained are likely to continue to expand as schools and
students explore curriculum options made possible by the recommendations in this Report. It
is therefore important that open and responsive accreditation and recognition procedures, and
clearly defined and publicly available criteria and procedures, should support customisation of
curriculum and assessment at the local school level.
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Under its current legislation, the SSABSA Board appears to have wide ranging powers to
approve, accredit and recognise learning towards the SACE (see Section 15 in Appendix 14).
These underpin current status arrangements for students transferring from interstate or
overseas, or on student exchanges, and ‘block status’ for Stage 1 for adults returning to study.
The Board has developed policies and procedures to equivalence other learning from within
and outside the Australian Qualifications Framework, including formal, non-formal and
community-based learning. Its Learning Outcomes Assessment Grid (LOAG) provides a sound
foundation from which to broaden the approach to other new areas and arenas of learning. All
of these approaches should continue.
However, while the Board does accept proposals for accreditation of wholly school-developed
learning units or programs, this is not well known and there are no publicly available criteria
for accreditation.
The original intention of the Broad-field Frameworks (BFF) developed in 1990 was to enable
schools to develop their own curriculum (see Appendix 15). Many schools are keen for this
original SACE intention to be realised for Stage 1 and Stage 2, and to be extended to allow
schools to develop, and present for accreditation, holistic integrated learning programs. The
Panel proposes the establishment of effective accreditation mechanisms to achieve this.
This is not something that needs to be done at a central level, although the SACE Authority
should clearly have responsibility for the processes. Cumbersome and time-consuming central
processes can be avoided by devising processes to operate at the regional level. For example, the
SACE Authority could develop criteria for accreditation, with the application of the criteria
carried out at a regional level by panels of trained persons. These could be the Accredited
Assessors (see Chapter 7) with co-opted expertise as required, such as business and industry
representatives.
The Panel is attracted to the approach used in Manitoba, Canada, to accredit locally developed
curriculum, including school-initiated courses and student-initiated projects. This might
provide a useful starting point for policy work in South Australia.45
Contribution of vocational education and training (VET)

Vocational education and training studies have played an increasingly important role in the
SACE.46 They are significant areas of learning for students and should continue to contribute
credit points towards the achievement of the SACE. However, some respondents to the Review
were concerned that the capacity to include VET studies in the SACE is currently too
restrictive. Others thought that VET certificates should contribute in their own right to the
Certificate rather than being re-worked into SSABSA VET subjects.
Further work needs to be undertaken to enable the new SACE to recognise VET studies more
broadly, especially in regard to the gaining of credit points at Stage 2. In the new SACE, the
Stage and number of credit points for various units of competence and completed certificates
would be determined through the proposed credit matrix.
Recording and reporting partial completion

Students who make significant progress in their studies but whose schooling is interrupted so
that they do not complete SACE units, should receive formal recognition for their
achievements. This would assist students to feel that their learning is valued and valuable. It
would also enable students to resume their studies without having to repeat the same material.
Credit points and a systematic way of recording achievement for completion of partially
completed units or for short stand-alone courses (see Section 7.6) should enable more students
to complete the SACE.
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Recommendation 23
The Review Panel recommends that:
Effective accreditation mechanisms be established in order to:
• accredit and recognise locally developed curriculum
• broaden the capacity of VET studies to contribute to the new SACE, especially in regard
to the gaining of credit points at Stage 2
• make available to students credit points for partial completion of units and for short
stand-alone courses.

8.5

Provision of information to end users of the Certificate

The end users of the SACE have a particular interest in at least two matters associated with the
SACE: (1) the capacities and qualities that students develop during their SACE studies and
(2) the quality of the information provided to them for the purposes of selection. The following
Sections focus on each of these, particularly as they relate to employers and tertiary education
and training providers because these are the main destinations for students leaving school.
Employers
Student capabilities

The Panel believes that the new SACE will prepare students better for employment for a
number of reasons. For example:
•

The Personal Learning Plan (PLP) will support young people to make more informed
choices about employment and to connect their learning and the range of possible
employment opportunities through more skilful career planning.47

•

There will be a central focus on broad capabilities and generic skills. The Panel notes
that some employers now describe capabilities in job descriptions and require
applicants to demonstrate these in their applications.48 The new SACE arrangements
will enable students to understand better the relationship between their learning
achievements, the Capabilities and the careers they are interested in, and to be more
confident in describing the link to potential employers.

•

The focus on the systematic development of literacy, numeracy and ICT skills is
another area of importance to employers. All students will undertake a diagnostic
assessment of their skills as part of their Personal Learning Plan (PLP) in Stage 1.
Learning programs will be designed to assist them to address weaknesses and to extend
their skills in areas relevant to their future employment or further education and
training aspirations.

Quality of information

The Panel also believes that the new SACE will provide employers with richer information
about the interests and capacities of students.
Many employers claimed that the current SACE documentation lacks explicit information
about what students know and can do, and that achievement of the SACE is not necessarily a
reliable indicator of a school leaver’s literacy, numeracy or communication skills. They said that
having information about generic competencies would be more useful than marks associated
with a subject. The proposed suite of new SACE documentation, particularly the features
proposed for the new Record of Learning Achievements, should address these concerns by
providing richer information on which to base entry-level selection decisions.
The introduction of the new SACE is also an opportunity to consider additional forms of
information for employment purposes. For example, a recent Australian government report
(DEST 2004) advocates a portfolio approach to collecting and recording information about
employability skills with students gathering evidence from various education, employment,
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training and community experiences. In the new SACE, the combination of the PLP and a
web-based system to record achievements and experiences would assist students to develop
portfolios and to back up their claims with suitable evidence.
Tertiary education and training providers
Student capabilities

Further and higher education respondents to the Review said they are looking for SACE
graduates who can reason, think critically and analytically, have good communication skills,
and are able to develop abstract arguments. They believe that students should be self-directed
and independent learners who can use problem-based learning methods.
Elements of the curriculum in the new SACE arrangements are designed to develop these
capacities in young people. These include the focus on Capabilities, which will foster more selfreflective and meta-cognitive approaches to learning, as well as good communication skills, and
the Extended Learning Initiatives (ELIs), which will encourage students to explore an area of
interest in significant depth.
Tertiary education and training respondents also believe that students should be assisted to
make choices about future study options. The Personal Learning Plan (PLP) will enable
students to explore more fully their areas of interest, and to make better informed choices. This
approach confirms the sorts of strategies being employed in schools to address issues associated
with student decision making.49
The opportunities that the PLPs offer for students to develop greater self-awareness about their
personal strengths, and for effective career planning, should go some way to helping redress the
significant drop-out rates from first-year university courses, and the propensity for students to
change courses.
The diagnostic assessment of students’ literacy, numeracy and ICT skills during Year 10 and
the development of learning programs to address areas of weakness and extend students’ skills
will enable students who have aspirations for university entrance to develop their academic
literacies while at school or elsewhere in the learning space.
Quality of information

The Review Panel recognises the need for the South Australian Tertiary Admissions Centre
(SATAC) and TAFE Institutes and other training providers to gain valid, reliable and
comparable results data for the purposes of selecting students into university and TAFE
courses.
Selection for TAFE and further education and training courses

A range of information is taken into account currently when selecting young people into TAFE
courses (see Appendix 11 for a summary of current TAFE selection processes). The information
includes general academic merit, preferred pathways, preferred subjects, and other merit.50 For
some courses, completion of the SACE is required.
It is clear that the range of information that will be made available with the new SACE should
continue to meet the selection needs for further education and training courses. In addition,
the opening up of the learning space means that young people may have more extensive
involvement in different learning activities, both within and outside of school. They should be
better able to provide a range of relevant evidence that can be taken into consideration during
the selection process, and better placed to be able to take up VET certificate courses.
Selection for university courses

The terms of reference of the review include a requirement to examine the
… the effect and appropriateness of the use of the SACE as a selection instrument by
tertiary education institutions on the pattern of student achievement and completion
in the SACE, and the ability of schools to deliver an inclusive secondary school
curriculum that can engage all students.
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Chapter 3 reports on the concerns that exist in the community about the negative effects of
current university selection requirements on the senior secondary curriculum and, in turn, on
students, teachers and parents. This concern was expressed frequently during the consultations
and in the submissions.
Clearly, it is the right of the universities to select candidates into courses using whatever
methods they choose (see Appendix 11 for a summary of current university selection
processes). However, given the wash-back effect of the selection processes on the nature of the
curriculum as well as on community perceptions, the Panel believes that it would be productive
for there to be some systematic research into some of the assumptions upon which current
selection processes are based. These might include research into the comparative experience and
achievements of students at university from different ‘bands’ of TER scores.51
Notwithstanding the need for more empirical data, the Panel was impressed by the willingness
of the universities to consider alternative selection procedures, and to work cooperatively with
the schooling sector.52 And there does seem to be a real willingness in the education
community to work with the universities to arrive at selection processes based on an aspiration
to reduce or eliminate some of the toxic effects of the current selection mechanisms.
The Panel believes, however, that steps can be taken immediately to separate out some of the
functions associated with tertiary entry. In particular, it recommends that full responsibility for
all matters related to tertiary entrance should reside properly with the South Australian Tertiary
Admissions Centre (SATAC), an organisation that works on behalf of the South Australian
universities and, more recently, TAFE and the Charles Darwin University. This is in contrast to
the current system where SSABSA does some of the work related to tertiary entrance
calculations. While this will not of itself alleviate the depth of the impacts and concerns
referred to earlier, it is a first step.
A new approach would have the SACE Authority providing information to SATAC for its use
in constructing a tertiary entrance rank (TER). SATAC would make selection decisions and
communicate these decisions directly to students. The data would include all of the information
contained on the Record of Learning Achievements, which will give a richer profile of the
learning that young people have been engaged in and a profile of their development of the
Capabilities. The universities could request that the SACE Authority provide to SATAC more
fine-grained marks for Stage 2 learning units if required (see Chapter 7).
If this recommendation is enacted, it will be important to ensure that the system is transparent
and maintains the kind of university–school partnerships associated currently with university
selection, such as is evident in the Schools and Higher Education Liaison Forum (SHELF).

Recommendation 24
The Review Panel recommends that:
The SACE Authority forward results data to SATAC for its use in making decisions regarding
tertiary entry and SATAC be asked to communicate these decisions directly to candidates.
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9
Implementation
Overview
This Chapter starts by proposing a set of principles to guide the implementation of the
recommendations contained in this Report. These principles include the importance of ensuring that
no students are disadvantaged by the changes, supporting teachers with time and professional
development, and building partnerships.
In Part D (see Chapter 10), the Panel recommends a review of the SSABSA Act and its governance
and operation. As a consequence, it is proposed that SSABSA continue to administer the current
SACE, ensuring a stable environment for that cohort of students. Until such time as the review of
the SSABSA Act has concluded and new legislative arrangements are in place, the implementation
of the recommendations of this Report will be coordinated by an Office of Senior Secondary Renewal
(OSSR). The OSSR will be established through a cooperative arrangement with the three education
sectors and will report through them to the Minister for Education and Children’s Services.
A strategy of gradual implementation is suggested with three phases being identified. The first phase,
to commence from, for example, the second half of 2005 to the end of 2006, involves a number of
steps that can be taken immediately and which will facilitate the smooth transition to the new SACE.
During the second phase it is envisaged that the initial cohort of students would take the first two
required learning units at Year 10 in 2007, followed by Stage 1 in 2008 and Stage 2 in 2009.
During this phase, the recommendations arising out of the review of the SSABSA Act will have been
implemented, at which stage the SACE Authority will assume responsibility.
The third stage from 2010 onwards involves ongoing processes of research and renewal that will
enable the SACE to change and evolve to meet new demands and circumstances.
The Chapter concludes with a brief comment about resource implications arguing that the new
SACE should be seen as a unique opportunity for the renewal of the senior secondary years of
schooling.

9.1

A momentum for change

The processes of the SACE Review have created a momentum for change. This provides a
unique platform from which to move quickly to implement the recommendations of the
Review. It may be many years before such an opportunity occurs again.
Full implementation of the Review recommendations will require the goodwill and the support
of many people, organisations and institutions. There are some recommendations that can be
implemented immediately and that, in turn, will facilitate the gradual introduction of the
whole package of recommended reforms.
Of course, the structures alone will not be sufficient to bring about change. It will be necessary
also to create enabling conditions for change. There is enough that is now known about
educational change upon which to base an approach to implementation of the
recommendations of this Report. The Review Panel believes that the principles outlined in the
next section should shape the implementation process.

9.2

Principles of implementation

In considering the processes of implementing its recommendations, the Panel has been mindful
that it is proposing significant changes to the Certificate and that such changes will not occur
overnight—they should be more evolutionary than revolutionary. In particular, the Panel is
keen to build on the existing strengths of the SACE, to maintain continuity with what
currently exists and to ensure that those most affected by the changes are given every
opportunity to be influential in the development of the new SACE.
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The Review Panel believes that there are four principles that should inform the strategy for
implementation. These are described below.
Change principle 1: That the change process does not disadvantage any
student

A reform agenda as wide reaching as the one that has been proposed will clearly take a number
of years before it is fully implemented. The Panel is mindful of the risks associated with any
reforms of senior secondary education and in particular the established and legitimate
expectations of students, their families and teachers. There are tens of thousands of young
people preparing to undertake the existing SACE whose endeavours cannot be put at risk. Noone should be disadvantaged.
Thus, an important element of any change must be the care taken with the transition
arrangements. Those who have started or will start under the current arrangements must be
able to complete their SACE without impediment. At all points in the implementation process,
recognition needs to be given to what currently exists, and high value aspects maintained. In
addition, arrangements will need to be made for cross-accrediting completed units for students
wanting to transfer from the current to the new SACE.
Change principle 2: That the change process builds partnerships

The implementation process of the new SACE is an ideal opportunity to consolidate and
expand partnerships within and beyond education. The success of the recommendations will
depend largely on the extent to which the three education sectors can continue to work
together as they have done so productively in the current SACE. More than this, however, the
Panel believes that the new SACE offers a rare opportunity for new alliances and collaborative
partnerships between school-based educators, unions, business and industry, employers,
training organisations, TAFE, the universities and the general community.
If this possibility is to be realised, strategies need to be devised that promote partnerships. From
the outset, there should be communication within and across groups about the rationale and
nature of the changes proposed. In addition, there are many opportunities within the proposals
to develop new partnerships. For example, the processes of curriculum development should
involve groups such as employers, unions and educators, sharing understandings and
perspectives.
Change principle 3: That the change process is based on research and
inquiry

The Panel is aware that traditional approaches to educational change are based on the
implementation of a ‘product’. From this change perspective, teachers are ‘trained’ in how to
implement a particular approach. It is the view of the Panel, supported by much of the research
literature on educational change, that such approaches rarely result in significant changes in
practice (eg Fullan 1999, 2003). They block educators from engaging in the important
conceptual work associated with any change, and thus from owning the change.
The Panel believes that the introduction of the new SACE should reflect the latest knowledge
about educational change. In particular, the Panel welcomes the emerging focus on research
and inquiry in education systems, where educators are involved in deep investigations into
professional practice, the knowledge from which systematically informs policy and practice.
The implementation strategy for the new SACE should build in support for educators to
establish a culture of research and inquiry in senior secondary education.
Change principle 4: That teachers are supported with the necessary time
and resources

The successful implementation of the new SACE is largely dependent on teachers. But given
the increasing complexity of teachers’ professional lives, they cannot be expected to engage in
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the sort of development and planning work that is needed unless they are provided with
appropriate support in this process.
Whilst the Panel has been keen to build on what is familiar in the current SACE, there are
aspects of the proposals that will be new. The changes proposed will not result in the outcomes
expected unless teachers are provided with time, professional development and support
materials—not just initially but on a continuous basis—to enable a deep exploration of the
ideas and associated processes.
The Panel notes in this context that expected changes in the teaching workforce in coming years,
as some teachers approach retirement and new teachers are recruited, provide the opportunity for
bold, innovative approaches to the professional development of teachers to support the
implementation of the new SACE. One potentially exciting and effective approach would be to
release experienced teachers to mentor or work with less experienced colleagues in responding to
the new teaching and assessment possibilities that will be generated by the new SACE.

9.3

An Office of Senior Secondary Renewal

The Panel proposes that, in the first instance, the task of commencing the processes of
implementing the recommendations of this Review should be undertaken by an interim
group—the Office of Senior Secondary Renewal (OSSR)—established especially for the purpose.
It makes this recommendation for two major reasons. First, the scope of the reforms proposed
in this Report go well beyond the authority vested in SSABSA under its establishment Act. For
example, the Act does not give SSABSA the authority to work in ways that would facilitate the
development of the learning space. Second, the Panel is concerned to maintain the quality of
learning and stability of processes and structures for students taking the current SACE. The
Panel believes that this should continue to be the primary focus of SSABSA.
It is proposed that the OSSR is formed through a cooperative arrangement with the three
education sectors and will report through them to the Minister for Education and Children’s
Services. This course of action is consistent with the fact that the responsibility for curriculum
and professional development is vested at law, in the first instance, with the education sectors.
It also has the advantage of connecting developments in the SACE with other work in
secondary education more generally across the three sectors. The OSSR would work with a
small Management Group which includes key people drawn from the three education sectors.
The OSSR would undertake tasks that are described below in 9.4 (Phases 1 and 2), and work
cooperatively with the Northern Territory where appropriate. It would work closely with SSABSA.
Once the Review of the SSABSA Act is completed and its recommendations enacted (see Part D),
the relationship between the OSSR and the SACE Authority will be able to be determined.

Recommendation 25
The Review Panel recommends that:
An Office of Senior Secondary Renewal (OSSR), responsible to the Minister for Education and
Children’s Services and operated through a collaborative arrangement with the three school
education sectors, be established immediately to commence the process of preparing for the
new SACE.

9.4

A proposed timetable for change

The Panel is mindful of the need to begin the transition process as soon as possible and, while
recognising that it is proposing long term change, asserts that there are many elements of
change that can start almost immediately. The Review Panel believes that there will need to be
a minimum period of 18 months before the first group of Year 10 students can begin the new
Certificate. This will allow teachers to become involved in the developments of the key aspects.
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On this timeline, students commencing Year 10 in 2007 would be the first cohort for the
proposed new SACE, with the first students graduating in 2009. It is not the intention of the
Panel to provide a detailed schedule for implementation. Such a schedule is more appropriately
the task of the groups that will be given responsibility for leading the process. However,
assuming that the broad timeline suggested above is accepted, then the implementation process
can be conceptualised as being in three phases covering short, medium and long term activities.
Phase 1

This short term phase would involve preparation of the ground work prior to implementation.
This would occur in the second half of 2005 and in 2006.
The phase would involve the establishment of the Office of Senior Secondary Renewal which,
in the first instance, would manage the processes of obtaining and assessing responses to the
recommendations of the Review from the education community and the general public.
However, its major task would be to engage with the education community across the three
sectors in the process of conceptualising and developing approaches to implementing some of
the key reforms recommended in this Report. These would include:
• curriculum development, such as the identification and rich descriptions of the
Capabilities; the development and trialling of the required learning units and
associated performance standards at Stage 1; and coordinating the writing of Stage 1
learning unit frameworks
• literacy and numeracy development, such as supervising the development and trialling
of the proposed diagnostic assessment tools for literacy and numeracy; and developing
resources to assist all teachers in providing targeted support for literacy and numeracy
across the curriculum
• professional development, such as involving teachers in exploring ways to integrate the
Capabilities, work within the framework criteria, and use learning outcomes and
performance standards for assessment. An additional aspect of professional
development will be the need to liaise with the education faculties of the three
universities about the implications of the new SACE for teacher pre-service programs,
including the need for teachers to be more culturally attuned to the full range of
students
• commencement of the analysis and design work needed for the technology-based
systems necessary to support the learning space and its associated credit matrix
• communication about the new SACE, involving community members, community
agencies, employers and educators, and exploring the ways in which they can
contribute to the development of the new SACE
• across-agency cooperation, such as encouraging agencies and institutions to work
cooperatively in order to provide expanded forms of support for students, and
establishing the conditions for the effective functioning of the learning space.
Phase 2

This medium term phase would involve the gradual introduction and monitoring of the
recommendations. The initial cohort of students would take the first two required learning
units at Year 10 in 2007, followed by Stage 1 in 2008 and Stage 2 in 2009. During this phase,
the recommendations arising out of the review of the SSABSA Act will have been
implemented, at which stage the SACE Authority will assume responsibility. Activities in this
phase would include:
• curriculum development, involving the completion of Stage 1 learning unit frameworks
and the construction of Stage 2 frameworks and associated performance standards
• assessment and reporting, including developing processes for moderation and external
assessment at Stage 2
• certification, involving the processes and mechanisms for recording and reporting
student achievement
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•

•
•

•
•

constructing infrastructure support for the new SACE, including such elements as the
mechanisms for tracking and supporting students, maintaining student records, and
the credit matrix
developing the learning space, by building relationships between statutory authorities,
departments, registered training organisations and employers
establishing quality assurance mechanisms, including the identification and
professional development of Accredited Assessors through, for example, graduate
certificates
cooperating with end users of the Certificate, such as the universities, TAFE and
employers, in relation to their selection criteria
fostering research, including the establishment of systems and processes for
systematically gathering data about retention, participation and access; and liaising
with the universities in relation to their contribution to research in these areas.

Phase 3

This long term phase, from about 2010 and beyond, will involve the SACE Authority in
building and sustaining structures and strategies for ongoing research, inquiry and evaluation
of the SACE. The recommendations of this Report set the stage for a different approach to
professional renewal from the one that has been dominant for so long in education systems.
For example, the approach to assessment involving panels of teachers meeting to compare
standards, and in the process discussing and sharing teaching and learning strategies, is one that
builds in professional development as a way of professional life, not as something that is
delivered, at irregular intervals, through packages by ‘experts’. It reflects and promotes inquirybased professional practice. Similarly, the new SACE will be based upon an approach to
evidence-based policy whereby research plays a natural and central role in decision making.
The challenge will be to devise mechanisms that will enable the knowledge produced through
such processes to systematically inform both policy and professional practice. In this way, the
SACE will be a dynamic and evolving Certificate that stays abreast of changing times.
The Panel is convinced that until the education system in South Australia is characterised by
a culture of research, inquiry and innovation, the traditional model of external reviews
conducted every decade or so (of which this review is an example) will inevitably continue.

9.5

Resource implications

The Panel accepts that resource allocation will always be the subject of debate and often
controversy, and can only make a plea in this Report for resource allocation and reallocation to
be accorded the serious and detailed consideration it deserves. It affirms the commitment of
substantial resources ($28 million) for school retention programs led by the Social Inclusion
Board.
Those elements of South Australia’s Strategic Plan that relate to education and in particular to
the central work of this Review—vastly improved school retention rates, increased participation
in training and higher education and the building of a highly skilled workforce—reinforce the
justification for investment of resources in those young people who so much want to lead
successful lives, contributing to the communities in which they live and work and building
their prosperity and that of their nation.
Of course, there will be ways in which some existing resources can be used to fund some of the
proposed changes. But the Panel is convinced that this will not be sufficient to fund the extent
of the changes. Successful implementation of the Review recommendations will require
funding beyond the normal budget, spread over a number of years.
One way to approach the issue of additional funding might lie in the demographic picture in
South Australia. The annual birth rate for the state has fallen by more than 2000 since the
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SACE was introduced (Figure 1.1, Chapter 1). As a consequence, over the next few years there
will be 25 000 fewer students, over 12 years of schooling, in South Australian schools.
Maintaining the totality of the education budget during this period would provide a unique
opportunity to redirect funding to priorities such as the implementation of the
recommendations of this Review.
The Panel is convinced that investment in the changes being recommended in this Report will
result in a return of dividends, many times over, for individual students and for the health and
wellbeing of the state and nation.
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Part D
A review of legislation

10
Legislation and governance of the SACE
Overview
The initial brief for the SACE Review included the expectation that the Review would, among other
things, ‘advise on requirements for legislative reform’.
This Chapter responds to this particular element of the brief given to the Review Panel.
The Panel recognises that all reviews of this kind take place in an historical context. The Chapter
therefore provides a brief overview of some of the major influences that have shaped senior secondary
education and its governance arrangements in South Australia. It then considers the need for changes
to current governance arrangements and legislation in light of the Review’s findings and
recommendations.
In considering the need for legislative change, the Review Panel has taken account of views expressed
by a wide cross-section of the community during the Panel’s consultations, as well as parallel
legislation in other jurisdictions.
While the Panel considers there is a clear need for legislative change to support the introduction of a
new SACE, and has identified the broad areas requiring change, the detailed work required to
frame precise legislative changes is beyond the scope of the current Review.
The Review Panel, therefore, recommends that the SSABSA Act and its governance and operation be
the subject of an external review aimed expressly at determining the detailed legislative changes that
are required to enact and build on the reforms recommended in this Report, and to address other
relevant matters outlined in this Chapter and such other matters as the Minister for Education and
Children’s Services may determine.

10.1 A brief retrospective on the development of senior
secondary education in South Australia
Introduction

The administrative and legal history of secondary education in South Australia has been
recounted by a number of authors (Karmel 1971; Thiele 1975; Jones 1978; Keeves 1981,
1982; Mercurio 2003). It is clear from these accounts that, since its inception, major reforms
to senior secondary education have been strongly influenced by changes in the wider
demographic and social milieu of the state, the needs of the economy, and the interests of the
state’s universities.
These influences account in large measure for the evolution of the ‘architecture’ of senior
secondary education in South Australia—the senior secondary curriculum, schooling structures
and relationships, assessment and certification processes, governance arrangements and
legislation—from the late 1800s to the present. The following cameos illustrate the effects
of these influences over time.
The demographic imperative: Population growth in the 1940s and ’50s

The changing nature of senior secondary education can be explained partly by population
growth. Prior to World War II, most young South Australians left school at the completion of
primary school or earlier, often for employment. Some of those who went on to high school
completed three years of secondary education. A very few went beyond third year. A small
number of government schools offered a fifth year, Leaving Honours, to their students. All
were located in Adelaide.
In the two decades following World War II, as a result of the post-war ‘baby boom’ and an
influx of migrants from Europe, South Australia experienced a rapid increase in the number of
secondary schools offering a full five years of secondary tuition. Schools became overcrowded.
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Teaching facilities and resources were stretched. There was an acute shortage of suitably
qualified teachers and the curriculum became increasingly outmoded.
These ‘growing pains’ were addressed successfully in the 1970s and ’80s through major
investment in school infrastructure, the training, recruitment and ongoing development of
teachers, and innovations in the school curriculum and pedagogies. South Australia led the
nation in its school programs, acquiring an enviable reputation for innovation, particularly
equity programs, and professional and curriculum development.
The skills imperative: Technical schools and beyond

Senior secondary education has always had a strong link to the economy. For three-quarters of
the 20th century, the organisation of schooling was based on Technical Schools and more
‘academic’ High Schools. This binary structure was replaced by a system of comprehensive high
schools and the establishment of a separate Department of Further Education following a
review of education in South Australia conducted by Professor Peter Karmel (Karmel 1971).
The removal of technical high schools from the education landscape continues to be debated
by some who argue that their re-establishment would be one way of increasing school retention
rates and responding to the state’s need for skilled workers. The Panel has formed the view that
South Australia should not return to a binary system of technical and general high schools.
However, the closer alignment of the senior secondary curriculum to students’ vocational
aspirations is a key aspect of the curriculum reforms proposed in this Report. In that respect,
the Panel sees a need to move beyond the traditional dichotomy between ‘general’ and
‘vocational’ education that is still evident in some quarters, notwithstanding the successful
vocational education and training programs that have been introduced into the senior
secondary curriculum since the mid-1990s.
In the Panel’s view, learning about and through the world of work should be an essential part
of the curriculum for all students. At the same time, the Capabilities that are to be developed
and demonstrated by all students as part of the new SACE will equip all students to pursue
their post-school aspirations, whether those aspirations are to enter the labour market or
continue studies at university or TAFE, as well as for those students who are as yet uncertain
about their immediate intentions. In this way, the Capabilities will transcend the old
dichotomous view that characterises education as a preparation for ‘work or the academy’, the
acquisition of ‘skills or knowledge’, or the engagement of the ‘mind or hand’.
In particular, the Panel has identified an acute need for well equipped and appropriately staffed
secondary schools that are capable of offering a broad general education coupled with a clear
vocational focus. The foundations of this ‘focus school’ concept are already evident in the
school system in the form of specialist schools with an emphasis on music, dance, languages,
and mathematics and science, for example. The establishment of a small number of vocational
colleges and progressive partnerships between schools, Institutes of TAFE and the business
sector have adapted and extended the concept into the area of vocational education. The
Review Panel considers that all students, including those contemplating direct entry to
university, would be well served by such ‘vocational focus schools’ and strategic alliances.
The challenge of enabling all students to access the benefits of this re-conceptualisation of
‘technical’ education will require the concerted efforts of school planners, education policy
makers, funding authorities, school leaders and school communities alike.
The concept of a ‘post-compulsory learning space’, described in Chapter 5 of this report, will
be an important part of those reforms.
The Australian government’s decision to fund the establishment of two ‘Australian Technical
Colleges’ in South Australia provides an opportunity for the South Australian community to
demonstrate its capacity for educational innovation in the general direction foreshadowed
above by the Review Panel.
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Social and economic imperatives: School retention

The late 1980s and the early 1990s saw Year 12 retention rates in South Australia rise to the
highest level amongst Australian states and territories but, within a decade, South Australia had
one of the lowest proportions of students of any state or territory completing Year 12 on a fulltime basis. At the same time, Australian government funding for school education supported a
marked growth in the number of non-government schools in the state and a significant
redistribution of enrolments between the government and non-government school sectors.
Cognisant of the state’s poor school retention rate, the state government amended the
Education Act in 2002 to raise the school leaving age from 15 years to 16 years with effect
from 2003. It also commissioned its Social Inclusion Board to develop a major school retention
strategy. Implementation of the strategy commenced in early 2004, and early in 2005 the
government announced a South Australian Youth Engagement Strategy with the objective of
ensuring that all young people aged 15 to 19 years are engaged in education, training or
productive employment. Retention rates have risen in the last two years but remain lower than
the national average.
An educational imperative: Public examinations and selection for university

The origins of external public examinations conducted within the Colony of South Australia
can be found in the Public Examinations Board (PEB) established under the 1876 statutes of
the University of Adelaide. The essential function of the PEB was to conduct examinations to
determine entry to the University of Adelaide. However, it also served to assist those students
who wished to enter tertiary institutions elsewhere and for those directly joining the workforce,
as a general indicator of suitability for employment. The composition of the PEB reflected its
primary function in that it was established to serve the purposes of the university. This
arrangement continued until 1940.
For the period from 1908 until 1939, interests beyond the University of Adelaide were
acknowledged by the creation of a second entity, the Public Examinations Committee (PEC).
This Committee was largely representative and included the schooling sectors with ex-officio
members from the PEB. The establishment of the PEC allowed for voices of secondary schools
to be heard, especially in relation to the content of syllabuses. Assessment processes, however,
were entirely in the hands of the university.
There were two major changes prior to SSABSA’s formal establishment on 1 February 1983.
The first was in 1940 when the PEC was dismantled and for the first time the PEB included
school-based personnel.
With the establishment of Flinders University in 1966, the second major change occurred
when the PEB became a statutory authority beyond the statutes of the University of Adelaide.
At that time the requirements for ‘Matriculation’ were changed.
Prior to 1966, successful completion of the Leaving Certificate (Year 11) was sufficient to gain
entry to university. From 1966, the requirement was successful completion of Year 12.
However, the central role of the universities was maintained through their appointment of the
Chief Examiners.
With the passage of the SSABSA Act in 1983, the Public Examinations Board Act (1968) was
repealed and responsibility for the conduct of public examinations for senior secondary school
students was vested in a statutory board representing the interests of the broader South
Australian community.
An equity imperative: Formal recognition of students’ learning achievements

In the last 30 years, there has been a concern to broaden the focus of senior secondary
education beyond the university pathway.
The Senior School Certificate
Prior to 1960, high schools used PEB courses, examinations and certificates to define the
senior school curriculum and assess and report students’ learning. The adoption of Year 12 as
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the Matriculation year in 1966 opened the way for the development of courses at Year 11 that
were independent of the PEB. These new courses were subject to external moderation by the
Education Department. By 1968 these courses had become the basis of the Secondary School
Certificate (SSC) and by 1970 the processes for moderating examination results and
scrutinising assessments and project work were well established. Moderators aimed at
maintaining uniform and satisfactory standards with a view to establishing the reputation of
the SSC as a faithful record of achievement.
To assist in the development of courses leading to the SSC, Curriculum Committees were
established in 1970. However, by 1971, despite the best efforts of Education Department staff
and moderators, it was found that employers were tending to prefer students whose PEB
achievements were graded as unsatisfactory, to satisfactory SSC grades. By 1973, fewer students
were opting to enrol in SSC courses and, fearful of future employment prospects, were
endeavouring to complete the PEB, even though it was not appropriate to their interests and
abilities. The Advisory Curriculum Board set up a sub-committee to investigate ways of
improving communication between schools and employers, raising the standing of the SSC
among employers generally, and increasing work experience opportunities for students.
When the Leaving Certificate was discontinued in 1974, the alternative Year 11 SSC was also
dropped. With both Year 11 certificates abandoned, there was an increase in the number of
students returning to undertake Year 12 studies in either the SSC or the Matriculation
certificate. These were the only externally validated certificates available to the secondary
student. In 1978, in an endeavour to obtain standardisation and more public acceptance of the
SSC, the system of moderation was improved and the grades awarded by schools either
confirmed or adjusted by Education Department moderators.
Despite this, it seems that the two systems, the PEB and the SSC, were not able to
complement each other to meet the needs of the whole community and the PEB was preferred
to the detriment of the other (Jones 1978: 43–46).
The South Australian Certificate of Education (SACE)
The Gilding Enquiry in the late 1980s led to the development of the SACE as a qualification
‘within the reach of all’ and the responsibilities associated with awarding the SACE were
located with SSABSA through the Senior Secondary Assessment Board of South Australia Act, 1983.
During the passage of the legislation the then Minister for Education noted that it would be
prudent to review the Act within a reasonable time following the introduction of the SACE.
An internal review was conducted in the early 1990s and it concluded that no major change
was required.

10.2 The need to review the SSABSA Act
Changes in the environment within which schools and SSABSA operate

While there have been a number of internal reviews of aspects of SSABSA and the SACE over
the years, the current SACE Review is the first external review of the SACE since it was
introduced some 15 years ago.
Chapter 1 of this Report cited some of the major changes that have occurred globally and
locally within that period and which have fundamentally changed the environment and culture
within which schools and their students operate. The implications of those changes for school
education are profound.
The concept of a more seamless education and training system—the forerunner of some
elements of the learning space discussed in Chapter 5—has gained support and momentum
(EDB 2003, Recommendation 36), and the uptake of industry-based vocational education and
training programs into the senior secondary curriculum has broadened curriculum choices for
the full range of students. This latter development is arguably the most significant reform of
the senior curriculum to occur over the past 10 years. It has also led to new partnerships
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between schools, business, industry and employers and the vocational education and training
sector, particularly the state’s Institutes of TAFE.
Notwithstanding these developments, full-time retention to Year 12 has fallen dramatically
after rising to an all time high in the early 1990s, the rate of SACE completions has remained
essentially static and the disadvantages of early school leaving and disengagement from learning
and work continue to be borne disproportionately by certain groups of young people and
entrenched in particular sectors of the community.
Economically, the state’s industry base, and the Australian and South Australian economies
more generally, have been transformed through the globalisation of production and trade and
the state’s aspirations to develop as a modern, high value-added economy. At the same time,
the youth labour market has been fundamentally restructured with permanent entry level
positions giving way to part-time, casual employment. In addition, employers have been faced
with increased competitive pressures, an ageing workforce, and an increasing need for skilled
and adaptable workers to meet skill shortages in critical areas. These factors have forced
employers to articulate more overtly the qualities they require in young people aspiring to enter
the labour market, and therefore expect of the education system (see Appendix 13).
Finally, in recent years, there has been a renewed and increased emphasis on ensuring that
education, employment and economic growth are inclusive of the whole community.
These developments are indicative of a broad sea-change in the environment within which
schools and the SACE operate. Their impact on senior secondary education is likely to
transcend or at least equal the combined effects of the influences described in Section 10.1
above, and command sustained innovative responses from the school system.
The extent of these changes also suggests that a review of the SSABSA Act is warranted if for
no other reason than to ensure that the Act and the instruments established and underpinned
by it continue to be adequate and appropriate to the contemporary and emerging needs of the
South Australian community in general, and its young people in particular.
In that connection, it is interesting to note that the SSABSA Act 1983 (with minor
amendments in 1990) is the oldest of the state and territory Acts governing senior secondary
education in Australia. All other states (with the exception of New South Wales in 1990) have
either made substantial amendments or introduced totally new legislation in the last decade.
Queensland, Tasmania, Western Australia and Victoria, which comprise more than half of
Australia’s population, have legislated since the late 1990s.
Contemporary thinking on effective legislation

The operations of SSABSA and the legislation which created it and to which it operates are
intertwined. Since the SSABSA Act was first proclaimed in 1983, and amended in 1990, there
have been substantial developments in thinking about both the nature of effective legislation
and the essential elements of a modern service-oriented organisation, and sound corporate
governance.
In comparing the SSABSA Act with more recent comparable legislation, the Review Panel has
identified two significant gaps in the current Act:
• the absence of a statement of the Objects or Principles that underpin the Act
• the absence of a requirement that the Act, and the operations of the organisation
created by the Act, be reviewed periodically.
Underpinning Objects or Principles

The first gap is the absence of a set of Principles or Objects which would underpin the state’s
commitment to senior secondary education, assessment and certification and guide the relevant
authority—SSABSA in the case of the current SSABSA Act—in its work. Whereas other states
have embodied a set of principles in their legislation, the SSABSA Act is silent on this topic.
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The Review Panel submits the following observations, not as the definitive set of Principles to
be included in a revised Act, but to reflect some of the key points that have emerged from the
Panel’s deliberations on the matter. Those deliberations have taken into account the views
expressed by the communities of South Australia and the Northern Territory, and the Panel’s
own research, including examples of comparable legislation elsewhere.
While the Panel expects, indeed advocates, that the ‘Principles’ outlined below should be
subject to rigorous scrutiny prior to the formulation of a final set of Principles to be included
in revised legislation, it believes that the legislation governing senior secondary education
should be designed to encourage:
• collaboration and cooperation across all sectors of education
• the development and support of flexible learning pathways
• an enhanced role for teachers in assessment
• recognition of the diverse educational needs of students
• all students to achieve their educational goals.
In addition, the Principles should convey an expectation that the authority responsible for
administering the Act (the SACE Authority) will:
• monitor closely participation levels and strive for socially just policies, programs and
outcomes
• be vigilant in ensuring that the SACE is within reach of all young people by removing
barriers to participation and completion
• ensure that assessment processes are fit-for-purpose, and are quality assured, thereby
maintaining community confidence and pride in the achievement of successful
completion of the SACE
• operate a system of accreditation that is trusted by equivalent assessment and
curriculum authorities elsewhere
• engender a culture of success and achievement amongst students and an appreciation
of lifelong learning
• take into account in policy and program development all relevant elements of South
Australia’s Strategic Plan.
Periodic review

It is common practice for contemporary legislation of the kind being considered here to
provide for regular external reviews of the effectiveness of the legislation in achieving its
Objects.
As noted in the earlier discussion on changes in the environment within which schools and
SSABSA operate, the rapidity of changes in that environment requires constant vigilance on
the part of those vested with responsibility for planning and delivering relevant and high
quality educational services.
An examination of comparable legislation in other jurisdictions in Australia reveals that South
Australia is the last jurisdiction to engage in a review of senior secondary education and the
public examination function.
Whilst the current Act requires SSABSA to keep the SSABSA Act under review, the Review
Panel believes that the Act must provide for regular external reviews, including the processes
and functions it sanctions.
Contemporary thinking on effective corporate governance

The Panel has noted views expressed to it in written submissions and through its meetings with
groups and individuals on the governance arrangements established under the SSABSA Act.
Those views, informed by reflections on key directions in corporate governance in the public
sector, are outlined below. The Panel believes that these observations and reflections should be
taken into account in a review of the SSABSA Act.
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Strategic focus

In its consultations, the Panel heard frequently about the cumbersome nature of the SSABSA
Board and its processes. The Panel heard that a major cause of SSABSA’s difficult decisionmaking processes was the size and complexity of the Board membership which is a product of
the representative nature of the Board. This suggests that the Board’s role needs to be defined
in more strategic terms.
A more strategically oriented Board would, for example, have fewer members and be cognisant
of the principles of good corporate governance.
Members of the governing body would be appointed by the Minister for their expertise and
their ability to contribute to strategic discussions.
A smaller Board could be expected to include people with broad perspectives on the
importance of senior secondary education to the community generally as well as skilled and
experienced educators. It would not be representative of any particular interests but be mindful
of the wide range of legitimate interests in the proposed new SACE, including those of the
Northern Territory and the interests of students with disabilities and from disadvantaged
backgrounds.
The Panel acknowledges that the proposed smaller Board would not include the number of
‘interests’ provided for by the membership of the current Board. The Panel has also heard that
even more groups, including from the Northern Territory, have expressed interest in
nominating representatives to the Board.
The Panel recognises the importance of all of these interest groups having input to the work of
the SACE Authority. However, its preference is that this occurs via an expert advisory structure
which would support both the Authority and its Board. That structure could include an overall
Reference Group as well as expert groups formed to address specific issues.
Policy focus

The Board would also have a crisper policy role and focus than appears to be the case for the
current SSABSA Board.
In that context the Board would be expected to monitor satisfaction levels within the
community and among specific groups with an interest in the new SACE including students,
employers, tertiary education and training providers, teachers and parents, and provide formal
reports to the Minister and the Parliament.
The Board would initiate changes to address valid criticisms and emerging circumstances. As
part of this focus, the Board would also monitor trends in the achievement of students across
all school systems and all socioeconomic settings and initiate the development of strategies to
deal with undesirable trends.
A major responsibility of the Board would be to ensure that the SACE remains current and
relevant. It would do this by initiating regular review and research activities, by informing the
community of the findings and by acting on them.
Client service focus

The SACE Authority ideally would have a client–service provider relationship with all
education systems involved in the delivery of senior secondary education in South Australia
and with individual schools beyond those systems. These relationships would be underpinned
by formal service level agreements.
Accountability

The Panel believes there should also be a strengthening of accountability. Currently, the only
formal accountability requirement prescribed in the SSABSA Act is that which obliges SSABSA
to submit an annual report to the Parliament.
Less formally, SSABSA’s inclusion of a wide range of interests in aspects of its work has, in part,
provided an element of accountability to its stakeholders.
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However, the Panel does not consider that the current arrangements meet today’s community
expectations for accountability. Specifically, the Board should be directly accountable to the
Minister and its members appointed by the Governor in Executive Council on the
recommendation of the Minister, following broad consultation.
Relationship with the Minister responsible for the Act

SSABSA’s counterpart organisations interstate are all responsible in ways, variously defined, to a
Minister.
In South Australia, SSABSA is not subject to the authority of the Minister responsible for the
SSABSA Act. The Minister allocates funding through the state budget for the purposes of the
Act, accepts responsibility in the Parliament and in the community for SSABSA, but the
functions assigned to the Minister are minor and limited.
Consistent with the strengthening of accountability mentioned above, the Review Panel
believes that the Act should include a power to enable the Minister to direct the Board, with
such power to be exercised in writing. This provision would require the Minister to inform the
Parliament whenever the power is exercised within, say, 14 sitting days (in addition to the
Board providing details in its annual report to Parliament).
This proposed power would not extend to Ministerial direction in relation to changes to
curriculum, or the assessment and certification of any individual student’s work.
Functions of the SACE Authority in relation to the proposals for reform set
out in this Report

This Section identifies five core functions of the Authority governing the new SACE and two
‘ancillary functions’ which in the Panel’s view need to be taken into account in the drafting of
legislation to enact the new SACE.53
Core function 1: Certification of students’ learning achievements

Key responsibilities
The SACE Authority, currently SSABSA, is the body that is responsible for the administration,
in South Australia, of one of the 12 qualifications within the Australian Qualifications
Framework (AQF)—the senior school certificate. The Australian Qualifications Framework
was established by the Council of Ministers responsible for education, employment, training
and youth affairs in Australia (ie MCEETYA). Responsibility for its maintenance and integrity
rests with MCEETYA, working through state and territory education authorities and
accreditation agencies.
The integrity of the national qualifications system is important not only in terms of the
connections it fosters between the various sectors and levels of the state’s education and training
system. It is also one of the few features that links education and training systems across
Australia, and links the Australian education and training system to corresponding systems in
other countries. Australian qualifications are regarded highly by many countries in our region.
That regard is reflected in the large and increasing number of international students that
choose to study in Australia. It is also reflected in the arrangements that SSABSA has
established to enable the SACE to be delivered in other countries.
Legislative implications
Clearly, the SACE Authority’s role as ‘custodian’ of the integrity of the AQF, as it relates to the
senior secondary certificate in South Australia, is one of the Authority’s primary, core functions.
It would be, therefore, appropriate for this function to be formally acknowledged in the
legislation that establishes and empowers the Authority, as is done in the legislation that
governs the operation of the national qualifications system in the state’s vocational education
and training and higher education sectors: the Training and Skills Development Act 2003.
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Core function 2: Accreditation and quality assurance

Key responsibilities
As outlined in Chapter 4 and discussed in detail in Chapter 8, a key feature of the new SACE
is the capacity it gives to schools to draw on a wide variety of learning resources and
experiences in constructing learning programs tuned to the needs of all students.
A key role for the SACE Authority in this regard will be to facilitate students’ access to the full
range of learning opportunities within the learning space while fulfilling its responsibilities as
an agent of the national qualifications system.
This role can aptly be described as one of ‘facilitative accreditation and quality assurance’.
The primary accreditation role of the SACE Authority under the new SACE will be to
determine the number of credit points to be attached to units of learning developed by schools,
and learning ‘imported’ from other, possibly non-traditional sources, and to determine the
Stage or level at which the learning can be credited toward the new SACE. Non-traditional
sources of learning include, for example, the internet, workplaces where students have acquired
skills and knowledge through their employment, and roles that students have assumed in their
families and the community.
This aspect of the Authority’s accreditation role will underpin not only the integrity and
responsiveness of the new SACE, but also the operation of the learning space outlined in
Chapter 4, particularly but not only through the development of a credit matrix.
In fulfilling its responsibilities as an agent of the AQF, the SACE Authority must also be able
to assure the community that a student’s learning, attested to by the qualification issued by the
Authority, is authentic. This means, among other things, that the learning has been assessed in
appropriate, valid and reliable ways against relevant standards. This will require the Authority
to develop a quality assurance system for the new SACE that is both effective and efficient, and
to oversee its administration by schools, education systems and other key stakeholders.
The Authority must also manage portability arrangements (national and international) for
students undertaking studies towards the SACE. This includes the pursuit of mutual
recognition arrangements with like accrediting authorities and bodies such as the International
Baccalaureate Organisation.
Legislative implications
It would be appropriate for legislation governing the new SACE to acknowledge these core
accreditation and quality assurance functions and to confer the responsibility for their
performance on the SACE Authority and possibly other relevant agencies.
Core function 3: Guidance for developers of curriculum

Key responsibilities
Under the new SACE arrangements proposed in this Report, it is intended that the primary
role of the SACE Authority in relation to senior secondary curriculum would be to:
• develop learning unit frameworks and guidelines for use by schools and others
responsible for curriculum development
• accredit alternative curriculum frameworks developed by schools and others for use in
the context of the new SACE.
The Panel is of the view that the SACE Authority will need to continue to provide professional
leadership in functions such as assessment and, as indicated above, the development of learning
unit frameworks and related guidelines. However, the more difficult question is the extent to
which the SACE Authority needs to be intimately involved in detailed administration and
delivery of functions and services to meet its accrediting and quality assurance obligations.
By way of example, the Panel suggests that serious consideration be given to whether the SACE
Authority should have primary responsibility for senior secondary curriculum. It is clear that
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the respective schooling sectors have been willing to allow SSABSA to assume this
responsibility even though it is not readily apparent from the SSABSA Act that this was the
intention.
An argument can be made that the primary and ultimate responsibility should be with the
respective schooling sectors and/or schools. This would not necessarily dilute the SACE
Authority’s role in curriculum but it would be as a service provider to schooling sectors and/or
schools.
Consistent with this view, the Panel has noted that the Education Act assigns responsibility for
the development of curriculum in state schools to the Director-General of Education. Similarly,
the registration and accreditation requirements of schools in the non-government sector
include an assessment of the curriculum offerings of those schools.
If consideration of the SACE Authority’s role in curriculum leads to a decision that the
respective sectors should have greater responsibility for curriculum development, the sectors
could well cooperate in the development of curriculum and could then determine the nature
and extent to which the SACE Authority as a service provider would be involved in curriculum
development and maintenance. This would result in a useful clarification of the role of the
SACE Authority in this area. Collaboration has also occurred in the development of the
SACSA Framework. The Panel sees significant advantages in such collaboration and the
creation of an R–12 curriculum continuum.
Legislative implications
It would be appropriate for legislation governing the new SACE to clarify the roles and
responsibilities of the SACE Authority and other stakeholders in the development and
maintenance of all aspects of the senior secondary curriculum.
Core function 4: Support continuous improvement in SACE and senior secondary
education

Key responsibilities
The Review Panel’s brief required it to consider ‘a mechanism that ensures the continuous
improvement of the certificate of education so that it responds to the changing needs of young
people and better supports the economic and social development of the state’.
The proposal for a new SACE as detailed in this Report, and the development of the learning
space concept to support its implementation, embed into the very design and operation of the
Certificate strategies that will assist in ensuring its continuous improvement, responsiveness
and relevance. Those ‘embedded’ strategies that are integral to the very operation of the new
SACE need not be recounted here but, insofar as any strategy needs to be underpinned by
legislation to be effected or secured, the Act governing the operation of the new SACE should
provide for its prescription either in the Act itself or in subordinate legislation.
Legislative implications
In addition to these ‘operational’ improvement strategies, consideration should be given to
incorporating in legislation, provisions obliging the SACE Authority to:
• monitor the operation of the new SACE and propose changes to ensure that the
Certificate continues to respond to the needs of young people and their communities
• monitor national and international trends in education and the human endeavour
generally, to ensure that the new SACE continues to maintain a ‘futures-orientation’ in
terms of both educational best practice and the preparation of young people for their
new worlds
• identify and address on a continual basis the special needs of particular groups of
students including young people with disabilities, Indigenous young people, young
people in rural, remote and isolated areas of the state, young people from
disadvantaged backgrounds, those who are contending with demanding personal
circumstances and those with a desire to be ‘stretched’ beyond the normal expectations
of the new SACE, in areas of particular interest to them.
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Core function 5: Management of data

Key responsibilities
In order to plan effectively and to take up the continuous improvement challenge discussed
above, schools and school systems require access to reliable, detailed information about their
own performance and the performance of the state’s senior secondary system as a whole.
It is reasonable to expect that the SACE Authority will be a primary source of such information.
Legislative implications
In that regard, the Review Panel considers that there should be a provision in the legislation
requiring the Authority to release data to the Minister for the purpose of policy review and
formulation, planning and other purposes consistent with the responsibilities of the Minister
for all education in the State. This provision would include a requirement for the SACE
Authority to report, in its annual report to Parliament, the nature of the data released and
oblige the Minister and the Authority to comply with the requirements of the government’s
Privacy Committee in this process.
The Panel also considers that the legislation should provide for the establishment of a
Ministerial Advisory Committee that would advise the Minister on the use of data and other
information entrusted to the SACE Authority, taking into account the need to balance the
private interests of students with the public interest in the performance of the school system.
Beyond this, guidance should be provided to the SACE Authority in the Act as to the
importance of the SACE Authority informing the community generally and people or
organisations with an interest in the new SACE on the progress of students. The mechanisms
to be adopted need not be specified as they will change and improve over time.
In the first instance, they may include regular briefings of stakeholders, and distribution of
components of the annual report to targeted audiences and public forums.
Ancillary function: Professional development and support

The Panel foresees a situation in which the SACE Authority would be operating as a high
quality, service oriented body providing a range of services to a variety of organisations and
individuals. Its potential role in providing curriculum related services has been discussed above
and it would also be involved in the professional development of teachers based on its expertise
in assessment and quality assurance. In this area, the SACE Authority should aim to be
influential with the tertiary sector in ensuring that assessment skills are developed in all
prospective and existing teachers. At least one objective of this influence could be the
development of such expertise that assessment-related activities provide an additional career
path for teachers as outlined in Chapter 7.
Ancillary function: Operation of the learning space

Chapter 5 of this Report outlined a new way of conceptualising the state’s education and
training system using the notion of a ‘learning space’.
As a key agency in the operation of the learning space, the SACE Authority would have the
strongest possible relationships with all participants in the learning space. It would be
continually finding ways to engage with the community about trends in teaching and learning
in the senior secondary years and to increase community understanding of the importance of
all young people developing an enthusiasm for continued learning and skills development.
At a strategic level, the SACE Authority should be required to engage with bodies such as the
government’s key Advisory Boards, the Training and Skills Commission, school and teacher
registration bodies, the further education sector including TAFE and other registered training
organisations and universities in its strategic planning processes. The Board would be required
via its annual report to summarise these relationships and the contribution which they have
made to its strategic plans.
The Panel considers that one way in which the roles and responsibilities of the SACE
Authority and other statutory bodies involved in the operation of the learning space could be
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defined and supported legislatively would be to include in the relevant Acts, including the
SACE Authority Act, an overarching provision that would assign responsibility to the Ministers
for Education and Children’s Services, Further Education and Employment, and Trade and
Economic Development for overseeing the operation of the learning space, accompanied by a
statement that recognises the broad roles and functions to be performed by each agency so
designated.
Under this approach, the Ministers would be responsible for enabling all young people to have
ready access to a youth learning entitlement irrespective of the sequence which they adopt in
pursuing senior secondary education, tertiary education, training and employment
opportunities. Ministers would also be expected to facilitate cooperation between education
providers and to ensure that systems exist to enable easy access to learning despite the less
sequential paths chosen by young people, sometimes not of their own volition. This would also
include the development and operation of tracking systems keeping in touch with young
people as outlined in the government’s Youth Engagement Strategy.
Such legislation ideally would also indicate the importance of employers playing their part in
working with the education sector to better prepare young people for work and continued
learning and in enabling young people in the workplace to continue to pursue learning and
skill enhancement opportunities.
Whilst the learning space component of such legislation would primarily focus on young
people in the 15 to 19 age group, it might also provide for attention being paid to the large
numbers of people who ‘left school early’ over the past decade, who have not realised their
potential and who may benefit from a ‘second chance’. If the predicted employment situation
eventuates and skill shortages become even more apparent, the state’s economy will be much
aided by a system that ‘invites’ or ‘encourages’ many of these people to resume the unfinished
aspects of their secondary education in a variety of settings (including re-entry schools) leading
to more on-going learning and development of higher order skills.
The Panel notes with interest that the Queensland Parliament recently passed a Youth
Participation and Training Act which in many ways acknowledges the changing circumstances
inherent in the learning space concept.
Relationship to other agencies and Acts with formal responsibilities
bearing on senior secondary education

The reforms to senior secondary education proposed in this report and other legislative matters
discussed in this Chapter are substantial. They will also impact on other existing Acts of
Parliament. It is beyond the scope of this Review to examine all legislation that may be affected
by the adoption of the proposed measures. However, this needs to be done to ensure that
legislation is complementary, and could be included in the tasks of the external review of the
SSABSA Act or as a separate task across agencies.
The most obvious Acts upon which there will be an impact are the Education Act and the Acts
which cover the operation of the Training and Skills Commission and the registration and
accreditation of teachers.
The Panel noted that these Acts are largely complementary. However, there is also a degree of
ambiguity and potential gaps between these Acts in relation to the formulation and allocation
of responsibilities for senior secondary curriculum and the quality of teaching and learning at
the senior secondary level.
Aspects of each Act that are pertinent to the reforms proposed in this Report are outlined
briefly below.
The Senior Secondary Assessment Board of South Australia Act 1983

The SSABSA Act is the primary Act insofar as it establishes a statutory authority—the SSABSA
Board—with express responsibility for the South Australian Certificate of Education. The
primary role of the Board in that respect relates to the certification of the learning
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achievements of students who aspire to achieve the SACE. The Act also assigns to SSABSA
certain functions and powers that enable the Board to fulfil its primary responsibility, to be
concerned with ‘quality assurance’.
The SSABSA Act does not assign to SSABSA explicit responsibility for the development of
senior secondary curriculum. That responsibility is vested by Statute in other authorities. Nor
does it require or empower SSABSA to monitor the quality of the education offered by schools,
or to take any action in the event that a school is thought to be failing in its duty to students.
Similarly, that responsibility is vested in other authorities.
Implications for relevant changes to the Acts cited below should ideally be considered at the
same time as consideration is given to the amendments to the SSABSA Act.
The Education Act 1973

Under this Act, the Director-General of Education is responsible for the curriculum that is ‘the
basis for teaching in government schools’ (Education Act, Section 82(1)). In terms of Years 11
and 12, the Director-General’s responsibility for the development of curriculum appears to
have been taken up to a large extent by SSABSA. The Act vests the locus of responsibility for
the standard of curriculum in non-government schools to the Non-government Schools
Registration Board.
The Education Act also makes it an offence for students to be enrolled at or receive instruction
through a non-government school unless the school is registered under the Act (Education Act,
Section 72F).
The Act establishes a Non-government Schools Registration Board with responsibility for
determining applications for registration from organisations conducting or proposing to
conduct a non-government school. Broad registration criteria are prescribed in the Act.
The Board does not have responsibility for developing curriculum at any level of school
education, but it is required to consider whether the nature and content of the instruction
offered, or to be offered, at the school is satisfactory. The Board also has authority to place
conditions on a school’s registration, and to revoke a registration once granted.
To a certain extent the quality assurance functions and powers of the Non-government Schools
Registration Board complement the quality assurance functions and responsibilities assigned to
the SSABSA Board insofar as the SSABSA Board is not empowered to assess a school’s capacity
to deliver the SACE. Nor is there any statutory provision subjecting government schools to a
similar independent scrutiny as that to which non-government schools are subject through the
Non-government School’s Registration Board.
Teachers Registration and Standards Act 2004

The third Act that impacts on the quality of senior secondary education is the Teachers
Registration and Standards Act. The object of this Act is to ‘safeguard the public interest in
there being a teaching profession whose members are competent educators and fit and proper
persons to have the care of children’ (Teachers Registration and Standards Act 2004,
Section 4). The Teachers Registration Board may impose conditions on the registration of a
teacher including conditions restricting the subjects that the person may teach or the education
that a person may provide (Teachers Registration and Standards Act 2004, Section 24(1)). At
face value, this provision appears to provide a means of ensuring that all teachers in the state
are competent to teach the subjects they have been assigned by their school to teach. However,
it is unlikely in practice that the power would be used in this way.
Training and Skills Development Act 2003

While the Training and Skills Development Act 2003 is concerned with the quality of
education and training in the vocational education and training and tertiary education sectors,
the Act also obliges the Training and Skills Commission established by the Act to promote
pathways between the secondary school, vocational education and training, adult community
education and university sectors. In that respect, the Commission has a statutory interest in
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senior secondary education. This interest is expanded by virtue of three other statutory
responsibilities bestowed on the Commission by the Act.
First, as the authority responsible for the quality, validity and certification of vocational
education and training, and tertiary education offered outside the state’s three public
universities, the Commission needs to be satisfied that vocational education and training that is
undertaken by school students as part of their senior secondary studies meets the quality
standards that apply in the VET sector generally.
Second, the Commission is also responsible for advising the government on the development
of the state’s workforce which, of necessity, involves consideration of the extent to which school
students are being prepared to enter the workforce.
A third responsibility of the Commission is regulation of the contract of training arrangements
for apprenticeships and traineeships. Given that School Based New Apprenticeships are now a
significant part of the landscape of senior secondary schooling, there is necessary interaction
between the Commission’s oversight of the training and industrial arrangements for contracts
of training and the secondary schooling context for students in apprenticeships and
traineeships. In these several respects, the functions and powers vested in the Training and
Skills Commission by the Training and Skills Development Act are germane to the operation
of the learning space discussed in Chapter 5.
Other strategic relationships
South Australian Tertiary Admissions Centre (SATAC)

The Panel also proposes that in the legislation there should be an acknowledgment and
provision for the essential business relationships that need to exist between the SACE Authority
and SATAC, the organisation that processes applications for tertiary entrance and TAFE
entrance using students’ SACE results as the basis for much of its work.
In the course of the review, the Panel observed that, for many people, the SACE is perceived to
be mainly concerned with preparation for university study and SACE results to be
predominantly of interest to SATAC in calculating a university entrance rank. This is
understandable as each student’s notification from SSABSA at the completion of Stage 2
includes the Tertiary Entrance Rank (TER). Elsewhere, the Panel has recommended that there
be a separate notification from SATAC directly to students as a way of weakening the
undesirable perception, where it exists, that SACE is principally concerned with tertiary
entrance scores.
Schools and school system authorities

The SACE Authority’s relationship with all school and teacher registration bodies also needs to
be recognised. The Panel is aware that, as part of its existing work, SSABSA is in a position to
form a view about certain aspects of the senior secondary education provided by all schools.
Where the information could assist the school to improve its performance, current practice is
for SSABSA to approach informally each school in question. Most often, the information is
well received and acted upon but this is not always the case. At present, SSABSA has no
recourse in these situations and students continue to be disadvantaged.
The Panel considers that the current practice is flawed and that the new legislation should
provide scope for this to be a more formal process with the SACE Authority being authorised
to put concerns in writing to the relevant registering authority and to the Minister.
The Northern Territory school education authority

It is of interest that there has never been formal recognition, at the level of the SSABSA Board,
of the interests of the Northern Territory, despite there having always been a strong relationship
with South Australia in the field of education.
The Northern Territory was governed by South Australia until 1911 when the Australian
government assumed this role. The education systems, however, remained fused until 1972
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when responsibility for education firstly transferred to the Australian government and later to
the Northern Territory administration. Throughout the periods of these various
administrations, Year 12 students have studied the South Australian curriculum and
participated in the South Australian assessment and certification procedures. Following a
review of Northern Territory curriculum in 1999, the use of the South Australian curriculum
and assessment frameworks was formally extended in 2002 to include Year 11. Students who
presently complete their secondary schooling in the Northern Territory are awarded a Northern
Territory Certificate of Education (NTCE), which is based on the SACE curriculum and
assessment frameworks and is largely administered by SSABSA.
The relationship between SSABSA and the Northern Territory Department of Employment,
Education and Training and the Northern Territory Board of Studies will need to be
considered in the development of governance arrangements for the new SACE. The Northern
Territory Board of Studies has indicated a preference to enter into a partnership with SSABSA,
rather than a straight client–service provider arrangement.
Conclusion

The Panel recognises that with or without significant changes to the responsibility for senior
secondary curriculum, its proposals for the new SACE represent a significant shift in the role
and function of the SACE Authority. However, it has not in this Review been able to consider
all of the implications for the Authority and suggests that in preparation for the new SACE it
would be wise for the Minister to commission an external review of the SSABSA Act and its
governance and operation.
The Panel is also aware that, currently, the SACE is used in several school systems in Southeast Asia and that SSABSA conducts external examinations on behalf of these systems on a fee
for service basis. With the proposed changes to the SACE and potentially to SSABSA’s role, it
is essential that the external review consider whether any changes should be made to SSABSA’s
working relationship with its South-east Asian clients.
In making its recommendations, the Panel acknowledges that SSABSA has served the state
well, conducted the annual examination cycle efficiently and operated consistently to the
charter provided for it in the legislation that created it.
It has aimed to be equitable in its relationships with all education sectors and has attempted to
be as inclusive and consultative as practicable in supporting schools and teachers and relating
to the community generally. It has also attempted to ‘move with the times’ as indicated by the
continuing stream of new subjects and recognition of students’ learning in other than formal
school settings (particularly at Stage 1 of SACE).
Finally, it should be recorded that although the Panel received numerous comments about
SSABSA’s role, it received little or no comment suggesting that South Australia needed a Board
of Studies similar to that of New South Wales. To the contrary, South Australians value, and
the Panel concurs, a separate statutory body that can serve all interests equitably.

Recommendation 26
The Review Panel recommends that:
The Minister commission an independent review of the SSABSA Act and the governance and
operational arrangements necessary to ensure that:
• the statute is able to give effect to the reforms proposed in this Report and the more
general matters related to legislation and governance discussed in Chapter 10
• South Australia has in place a statutory authority that is appropriate in its design,
functions, powers and modus operandi to perform the roles expected of it in the
proposed new SACE.
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Endnotes

Historically, there has always been a very strong relationship between South Australia and the Northern Territory in the area of
education—a relationship that had its origins in colonial times when South Australia governed the Territory. Governance of the
Northern Territory was transferred to the Commonwealth in 1911. Even when the Commonwealth, and later the Northern Territory
Government, assumed control of education in the Northern Territory, Year 12 (Stage 2) students studied South Australian curriculum
and participated in South Australian assessment and certification procedures. Following a review of Northern Territory curriculum
in 1999, the use of South Australian curriculum and assessment frameworks was extended to include Year 11 (Stage 1) in 2002.
At present, students who complete their senior schooling in the Northern Territory are awarded the Northern Territory Certificate of
Education (NTCE). However, it is still based on the SACE curriculum and assessment frameworks and is largely administered by
SSABSA.
1

In 2000 the Ministerial Council on Education, Employment, Training and Youth Affairs (MCEETYA) adopted a national measure to
monitor the participation of Australia’s young people in learning and work. The measure adopted by MCEETYA for this purpose is
the number of 15–19 year olds who are not in full-time education or full-time work or a combination of part-time work and parttime study, expressed as a proportion of the 15–19 year old population.

2

Figures 2.4 and 2.6: Quintiles of socioeconomic disadvantage: Postcodes in Adelaide have been allocated to five groups of
similar socioeconomic status: these groups are called quintiles. Postcodes were ranked in order of their score under the ABS Index
of Relative Socioeconomic Disadvantage (IRSD), one of four summary measures of socioeconomic status produced at the 2001
Census. Then five groups were formed, each with around 20 per cent of Adelaide’s population aged 15–18 years. Quintile 1
comprises postcode areas with the highest IRSD scores (most advantaged areas) and Quintile 5 comprises areas with the lowest
IRSD scores (most disadvantaged areas). The data to be analysed were then allocated (using the postcode of usual residence of the
student) to the quintiles and the rates (of participation in full-time education, SACE) calculated. This exercise was repeated for
country South Australia and for the state as a whole.

3

This statistic is taken from the number of students identified as Aboriginal and Torres Strait Islander by SSABSA, in conjunction
with the DECS Information Management Unit, the Independent schooling sector and/or the Catholic schooling sector, in addition to
individual schools. The actual number of completers could be slightly higher.

4

5

This information is drawn from the Northern Territory Economy, Budget Overview (NT Government 2003).

6

The information cited is drawn from the Report on Government Services (Australian Government Productivity Commission 2005).

HESS General Subjects: Stage 2 HESS General subjects are accepted as having full higher education selection subject (HESS)
status by all three South Australian universities. They were known formerly as PES and PAS subjects.

7

HESS Restricted Subjects: In the category of HESS Restricted, subjects are accepted for entry into some courses. One HESS
Restricted subject can be included by students wishing to enter courses at all three South Australian Universities. They were known
formerly as SAS subjects.
The Portfolio Entry program was trialled in schools in the northern suburbs of Adelaide in 2004, for students who were not on a
path to gain a TER but who were identified by their schools as having the potential to succeed at university. The students were
required to complete a portfolio of evidence against five entry capabilities and demonstrate knowledge of, and commitment to, a
university program of their choice. The first cohort of students to participate in the Portfolio Entry program entered university in
2005.

8

UniSA PAL is an innovative program operating in the northern Adelaide metropolitan area. This special entry course is designed to
offer opportunities for entry to university to young adults who belong to a targeted equity group and who had left school prior to
completing Year 12. Most students who complete the entry course go on to succeed at university.
For example, to improve outcomes for students with disabilities, SSABSA has implemented training and information sessions, a
number of students-at-risk programs and the inclusion of VET training packages in the SACE curricula (DECS 2003). In relation to
assessment, SSABSA has made ‘special provisions’ for students with disabilities in the assessment area. In particular, SSABSA has
developed a range of alternative assessment strategies depending on the nature and extent of the disability, the nature of the
course, the type of assessment to be undertaken and the student’s usual work modes. Students can use interpreters, readers, scribes,
personal assistants for manual tasks, personal computers and other technologies in both their learning and assessment. They can
also use oral examinations in place of written exams and be given extra time, rest breaks and flexible time arrangements for school
assessments (SSABSA 2004).

9

These special provisions acknowledge that different disabilities require different strategies in order to ensure equity of access and
compliance with the principle of ‘reasonable adjustment’ required by the Disability Standards for Education.
10
South Australia’s Strategic Plan target T6.12 states: ‘Increase the leaving age to 17 years by 2010 to ensure that young people
are either in school, employed or in structured training.’
11
The three reports are Economic Development Board (2003) A framework for economic development in South Australia; Social
Inclusion Board (2004) Making the connections; and Government of South Australia (2003) Skills for the Future Report: Final
Report of the Ministerial Inquiry.
12
The Panel has explored a number of examples of credit matrices, and has found useful material in a number of them. Work
undertaken by the New Zealand Qualifications Authority and the Queensland Studies Authority on levels and credit point values
contains useful questions and examples. The UK Qualifications & Curriculum Authority describes Key Skills Standards for Level 3,
which is equivalent to Stage 2. The skills are generic and transferable to a range of contexts and learning situations. The
descriptions can be found at <http://www.qca.org.uk/6507.html>. Work that SSABSA has undertaken to recognise other learning
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(Keightley & Bauer 2003) is also informative. While the approach of linking learning outcomes with subjects seems unduly limiting,
useful material can be found in the Learning Outcome Analysis Grid, Rubrics for ‘stageness’, and benchmarks, which are available
as Attachments 2, 3 & 4 to the paper, which can be found at <http://www.ssabsa.sa.edu.au/acaca/pdf/07drjanetkeightleyand
mrrodbauer.pdf>.
13

This will be aided by the unique student identifier announced recently as part of the Strategy.

During 2005, the government released a paper on the youth engagement strategy, with a focus on student engagement and
retention (DECS 2005).
14
The Panel considered the importance of second language capabilities within the overall senior secondary curriculum. Ideally the
study of a second language would be a required area of learning of the SACE. However, it is accepted that resource and other
related considerations do not allow for this to be realised at this time. Nevertheless, it is a firm view of the Panel that every school
should provide students with the opportunity to become familiar with and be touched by another culture. It is a matter of concern
that so few students continue second language studies in their senior secondary years and even fewer embark on tertiary language
studies.

The Review is concerned that sufficient incentives should be provided by universities and employers for students who possess higher
levels of fluency in languages other than English to encourage greater numbers of students to continue their second language
courses in their senior secondary years. Recognising the importance of commencing language studies at an early age, it would be
of considerable assistance to students if the LOTE mapping that occurs in some school clusters could be extended to facilitate the
continuum of language studies from the primary to the secondary sectors.
Finally the Review received representations on behalf of the numerically smaller ethnic communities where their family language is
not offered by any state or territory education system at the senior secondary level. Enquiries made on behalf of these communities
reveal that it may be possible to establish a national brokerage so that this important yet small group of students could access the
language of their choice and receive the relevant accreditation through an international examination and curriculum provider.
15
The Ontario Curriculum Grades 11 and 12: Interdisciplinary Studies from the Ministry of Education is a subject built around
three strands: theory and foundation; processes and methods of research; and implementation, evaluation, impacts and
consequences. In interdisciplinary studies courses, students consciously apply the concepts, methods, and language of more than
one discipline to explore topics, develop skills, and solve problems. Examples are available at a number of levels including
university preparation and open levels, and with a number of credit values. Four university preparation examples are briefly
outlined here.
• Archaeological Studies—University Preparation: includes selected expectations from two or more other courses (eg Canada,
History, Identity, and Culture; Classical Civilisation; Earth and Space Science; Introduction to Anthropology, Psychology, and
Sociology; Mathematics of Data Management)
• Issues in Human Rights—University Preparation: includes selected expectations from two or more other courses (eg Canadian
and World Politics; Canadian and International Law; Studies in Literature; Media Studies)
• Biotechnology and Human Development—University Preparation: includes all the expectations from the following two
component courses: Biology; Challenge and Change in Society
• Mathematical Modelling and Applied Programming—University Preparation: includes all the expectations from the following
two component courses: Mathematics of Data Management; Computer and Information Science.
The detailed curriculum description can be found at <http://www.edu.gov.on.ca>.
16
The SACE Review Panel took note of the recent comment by the CEO of the Commonwealth Bank, Australia’s largest financial
institution, calling for greater attention to be paid to developing financial literacy in schools. Further information can be found at
<http://about.commbank.com.au/group_display/0,1696,TS11626,00.html>.
17

Further details on the literacy policy can be found at <http://www.ssabsa.sa.edu.au/literacy/new.htm>.

A range of Mathematics and English learning options could be accessed from within the learning space: VET units of
competency; adult community education; tertiary literacy programs; bridging courses.
18

19
The Motor Traders Association provides an entry test for young people wishing to gain an apprenticeship and employment. The
test makes very clear the literacy and numeracy levels required. This test, and others of a similar kind, could form the basis for
work in literacy and numeracy. Schools that use such approaches told the Panel that it was clearly more motivational for students
than other approaches to literacy and numeracy development because they could see purpose in their learning. It also enabled
schools to focus on developing the skills young people needed to function in the community after leaving school. Universities and
TAFE Institutes around the world offer bridging programs into a range of tertiary studies, which give clear indication of the levels
and kinds of numeracy required for particular courses.

The University of South Australia Pathway for Adult Learners (UniSA PAL) program, now being offered in adult re-entry colleges,
includes studies in critical literacy, information skills and financial skills. Other schools have developed courses in English for
academic purposes, or have used ESL in the Mainstream and other literacy scaffolding approaches to assist students to understand
different academic genres in the arts and humanities areas, and in the mathematics and science areas.
Other useful information on language, literacy and numeracy development in adults is available from DEST (DETYA nd).
The Assessment Reform Group in the United Kingdom describes assessment for learning as ‘the process of seeking and
interpreting evidence for use by learners and their teachers to decide where the learners are in their learning, where they need to
go and how best to get there’. They have published a set of ten research-based principles to guide classroom practice on
assessment for learning. These are contained in the Assessment for Learning pamphlet available at
<http://www.qca.org.uk/downloads/afl_principles.pdf>.
20

The claim has been put this way in a report by Demos, an independent research organisation: ‘The size of this impact even on
the more pessimistic projections was found to be equivalent to a learner improving their performance by at least one to two grades
at GCSE level. Replicated across the national cohort, it would move the UK from a middle ranking in the Third International
21
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Mathematics and Science Study (TIMSS) to the top five. Needless to say, this constitutes an impact more profound than could be
claimed for most educational interventions’ (Skidmore 2003: 62).
22
An example of learning outcomes that show how capabilities can be at the centre can be found in mathematics materials from
the New Zealand Qualifications Authority (Ministry of Education 1992).
23
Of course, this is not a revelation since the current system is based on a belief in the assessment expertise of teachers. Many
teachers are employed each year by SSABSA as Year 12 examination markers and moderators; and SSABSA also relies heavily
on teacher expertise in the design and construction of examinations. In addition, most current SSABSA Stage 2 subjects rely on
teacher judgment to provide 60–70 per cent of students’ marks, coupled with a process of internal and external moderation to
assure standards.
24
The Review Panel understands external assessment to involve an external person or group passing the first judgment on an aspect
of student work, rather than comparing work that has already been marked, as is the case with moderation.
25
Examples that might help inform the development of performance standards include the Implementation Guide for the Australian
Qualifications Framework (AQF nd); the UK Qualifications and Curriculum Authority descriptions at Level 3 (QCA 2004);
SSABSA’s Learning Outcomes Assessment Grid developed for its Recognition of Other Learning Policy; the Achievement Standards
for New Zealand’s Certificate of Educational Achievement (NZQA nd); work by academics such as Arthur Costa (Costa &
Garmston 1998); and information on Community Studies provided to SSABSA officers by the Manager of Assessment Operations.

SSABSA has suggested to teachers that judgments about student marks should be made ‘on balance’ at the end of a program,
taking all sources of evidence into account. This advice should be a prominent feature of the assessment framework for the new
Certificate.
26

27
Examples of the sorts of ‘stand-alone’ courses being referred to here are web technology, multimedia, public speaking and
writing skills, and conversational workshops to discuss current issues (SSABSA nd).
28
For example, students can dissect a frog or undertake field work online using any number of software packages, such as those
provided at <http://biology.about.com/library/weekly/aa061302a.htm>, or <http://froggy.lbl.gov/virtual/>.
29
There are several useful papers on the CGEA website: ‘Quality Assurance in Teachers’ Assessment’, a paper presented at the
Annual Meetings of both the American Educational Research Association and the British Educational Research Association;
‘Concepts of Quality in Student Assessment,’ paper presented at the Annual Meeting of the American Educational Research
Association, New Orleans, USA, 1994.
30
The Review Panel is indebted to Associate Professor Angela Scarino for this observation, as well as her comments on other
important aspects of assessment.
31
This concept was discussed in some detail with Sir Michael Tomlinson when he visited South Australia in January and February
2005. Sources of information about the concept can be found on the Secondary Heads Association website at
<http://www.sha.org.uk>. Papers include: ‘Chartered Examiners: A proposal by the Secondary Heads Association for a radical
reform of assessment’ (2004) viewed 14 March 2005 <http://www.sha.org.uk/DataFiles/hostFiles/host9/Paper%20on%20Chartered%20Examiners,%20Sep04.doc>; and ‘Secondary Heads call for review of exam system’, a speech by
John Dunford to the SHA Annual Conference at Bournemouth in March 2002, viewed 14 March 2005
<http://www.sha.org.uk/cm/newsStory.asp?cmnID=1816&cmnRef=167&cmnTopic=1>.

The Professional Development Pathways framework was developed by a group of key South Australian stakeholders including
universities, employer groups, professional associations, principal and preschool director associations, unions, the Teachers
Registration Board, the Secondary Assessment Board of South Australia [sic], and private providers. A Network of people was
established to manage the framework, and the Network’s management committee comprises a representative from each of the
three South Australian universities, a private provider representative, the Department of Education, Training and Employment [now
DECS], Catholic Education SA, the Independent Schools Board, the Council of Education Associations of South Australia, the
Australian Education Union, the Association of Non-Government Education Employees, and one other nominated stakeholder from
the Network. The main impetus for the development of the framework is a desire to connect professional development to university
awards through a system of module approval supported by the three universities and major stakeholders in South Australia. Further
information is available at <http://www.ceasa.asn.au/PD_Pathways/Documents/framework.pdf>.
32

33
The name of the senior school certificate varies from place to place, although increasingly they are designated as Certificates of
Education, as is the case in South Australia, the Northern Territory, Tasmania, Western Australia, and Victoria, and soon will be the
case in Queensland. There are variations: in New South Wales the senior secondary certificate is known as the Higher School
Certificate (HSC), and in the Australian Capital Territory it is the Year 12 Certificate. Victoria now also awards the Victorian
Certificate of Applied Learning (VCAL).
34

Keating (nd: 10) puts this viewpoint succinctly when he states:
‘Both the OECD (2001) and the World Bank (De Ferranti et al 2003) have identified the level and distribution of secondary
education as the key factor in the capacity of nations and regions to adopt new technologies, innovate and adapt in order to
compete in the global economy. The distribution of secondary education has been identified by Green et al (2003) as a major
factor in the level of social cohesion within nations. The distribution of secondary education is a major variable in determining
the level of economic equity and inclusion within societies. If nations are to ignore the question of inclusion within secondary
education, they imperil their economies, social stability, and their democratic principles.’

35
South Australia’s Strategic Plan Target T6.13 states: ‘Increase the percentage of students completing Year 12 or its equivalent to
90% within 10 years.’
36
Throughout its deliberations on the new certificate arrangements, the Panel has been mindful of the set of principles and
guidelines for the integrity, quality and long term credibility of certificates of achievement, commissioned and endorsed by the
Australasian Curriculum, Assessment and Certification Authorities national body (ACACA 1999), of which SSABSA and the
Northern Territory Board of Studies are member authorities.
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37
The ACACA guidelines express the point in this way: ‘Today more than ever, the Australian public expects standards to be welldefined, based on demonstrated achievement (and not an idea of what a student might have done in other circumstances),
consistent, and recognisable by the community as standards that, broadly speaking, fit expectations for senior secondary school
studies. These aspects of high-quality standards must be maintained for all students for a system to be fair and equitable.’ (ACACA
1999: 22)
38
This has not always been the case. Prior to 1983 two certificates were available in South Australia: the Matriculation Certificate
issued by the Public Examinations Board (PEB), and the Secondary School Certificate (SSC) issued by the Department of Education.
When SSABSA was established in 1983, both certificates were discontinued and PES and SAS results were reported on a single
Certificate of Achievement. The SACE was introduced as a certificate of completion in 1992, with the first Certificates issued in
1993.

The discussion in this section draws on the distinctions made by the Queensland Studies Authority (2004) in The senior certificate
consultation paper.

39

The Panel believes that the current arrangements for ‘block status’ at Stage 1 for adults returning to study should continue in the
new SACE.

40

41
There were also a number of points of general agreement among disability advocates. One of these relates to the current
reporting arrangements. It was felt that under the current arrangements, too many students with disabilities receive results of
‘Requirements Not Met’ for everything they do. One alternative that was suggested was to switch the reporting focus to what
students can do, what their experiences have been, where their strengths lie, and what progress has been made during the senior
secondary school years. In addition, many advocates for students with disabilities suggested to the Panel that the certificate
documentation should recognise students’ involvement in volunteer work and achievements such as obtaining a driver’s licence.
42
The Australian Government’s Disability Discrimination Act 1992 establishes the rights of people with disabilities and proscribes
unlawful discrimination on the grounds of disability. Disability Standards for Education, 2005 (Australian Government 2005),
promulgated recently under the Act, cover all aspects of education for students with disabilities including enrolment, participation,
curriculum development, accreditation, and delivery and student support services, as well as the elimination of harassment and
victimisation. The Standards state clearly that students with disabilities have the same rights as other students to participate in all
learning experiences and complete their education. All education bodies, institutions and providers have a legal obligation to
comply with these Standards. This includes curriculum and accreditation authorities such as SSABSA. Therefore, schools and
curriculum authorities will need to take reasonable steps to ensure the curriculum is designed in such a way that young people with
disabilities will have access to suitable learning experiences and assessment processes to enable them to meet certification
requirements. At the same time, the Standards recognise that curriculum and accreditation authorities have the right to maintain
academic requirements in making any adjustment to courses. Nevertheless, it is anticipated that curriculum development and
accreditation authorities will provide students with disabilities with access to learning programs that are flexible and better able to
meet their needs.
43
Further information on SSABSA’s Flexible Learning Programs can be found at
<http://www.ssabsa.sa.edu.au/comlearn/index.php>.
44
An example of a web-based initiative of the kind being described can be found on the University of South Australia’s website
under the heading of ‘Learning Connection—Learning Guide: Graduate Qualities: Introduction to Recording of Achievement (RoA)’
at <http://66.102.7.104/search?q=cache:SSsH8uqiBbsJ:www.unisanet.unisa.edu.au/learningconnection/students/
Lguides/ROAintro.doc+%22university+of+south+australia%22+%22Graduate+Qualities+Portfolio%22&hl=en>.
45
Locally developed curriculum, including school-initiated courses (SICs) and student-initiated projects (SIPs) have been part of
Manitoba’s educational system since 1975. Current information on both of these is available at
<http://www.edu.gov.mb.ca/ks4/docs/support/ldc/index.html>.
46
Currently, students can count up to 8 units (400 hours) of stand-alone VET in the 22 units required for SACE completion. They
can include SSABSA VET subjects in the other 14 units, and units of competency can be embedded in SSABSA subjects.
47
The Blueprint for Career Development presents one such model that focuses on the three aspects of career: personal
management, learning and work exploration, and career building. Further information is in Appendix 12.
48
The Panel has been made aware that at least one government department in South Australia, the Department of Primary
Industries and Resources South Australia (PIRSA), has produced a ‘capabilities dictionary’ from which they select key capabilities
for a position. These are then described more fully for applicants and included in the job and person specifications.
49
One school reported to the Panel their deep concern for the mental health and wellbeing of students who set their hearts on
particular high-prestige university courses and become deeply distressed when they are not accepted. The school has established a
program to explore with students the wide range of different occupations that exist within the industry area more generally, the
different courses of learning available, and the many different ways that exist by which to enter university. Other schools expressed
their concern that university per se is seen as a destination, with students spending little time seriously considering which courses
would match with their interests and abilities.
50
General academic merit may include: the SACE, Year 11, Year 12, a VET Certificate, a TAFE entry assessment, or the Special
Tertiary Admissions Test. Preferred pathways may include other VET certificates or university studies. Preferred subjects may come
from SACE studies at Year 11 or 12, while other merit may come from employment, volunteering, community involvement or other
awards such as a first aid certificate.

Recent published work from Monash University (Dobson & Skuja 2005) is an example of the sort of research that might be
conducted.
51

The Panel wishes to record here the willingness of the universities to engage with them in an open and productive dialogue on
these matters, having been made aware of the extent of community concerns.
52

53
Sections 16 to 18 of the SSABSA Act define the functions and powers of the SSABSA Board, and establish the authority of the
Board to establish committees and employ staff. These sections of the Act are reproduced in Appendix 14 of this Report.
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Part E
Appendices

Appendix 1
SACE Review terms of reference
The Minister for Education and Children’s Services provided the following guidance to
the Review Panel regarding the terms of reference and areas requiring investigation
during the review process.
To achieve a curriculum and assessment framework that will meet the diverse needs of all students
and result in high and more socially equitable levels of retention, completion and pathways beyond
school, the Review will:
• Identify the characteristics of a relevant and contemporary certificate of education
• Develop procedures so that students, parents, teachers and employers understand the
certification process
• Provide a mechanism that ensures the continuous improvement of the certificate of
education so that it responds to the changing needs of young people and better supports the
economic and social development of the State
• Advise on requirements for legislative reform.
A review of the SACE is a vital aspect of the government’s commitment to increase retention
rates in order to maximise the advantages of 12 years of education for all students. The review
of the SACE will result in a world class senior secondary school certificate that is
internationally recognised, that is relevant and contemporary and provides our young people
with the values, knowledge, skills and attitudes that can be the basis of their contribution to
the social and economic capital of our state.
As part of the review process, the Panel will investigate:
• National and international models of senior secondary curriculum with regard to
mechanisms that have resulted in high retention and completion rates and increased
equitable educational and post school outcomes for students.
• The relevant implications of the report of the Economic Development Board and the
Skills Inquiry.
• The effect and appropriateness of the use of the SACE as a selection instrument by
tertiary education institutions on the pattern of student achievement and completion
in the SACE, and the ability of schools to deliver an inclusive secondary school
curriculum that can engage all students.
• Appropriate mechanisms for selecting students for higher education.
• Current SACE structures, delivery, assessment and accreditation modes, and their
impact on the pattern of student achievement and retention.
• The effect of the legislation on achieving a SACE that meets the needs of all students,
including responsibility for curriculum design, approval, assessment, accreditation and
certification.
• The capacity of delivering recommendations as part of whole of budget priorities by
reallocating existing resources.
• Appropriate data sets that will inform the education systems about the educational
outcomes that result from an improved SACE.
This is the most the significant reform of senior secondary schooling in South Australia for the
past decade. It is designed to ensure that the new certificate is more relevant to the lives of
young people and their communities. Some investigation about how to improve the SACE so
that it responds to the needs and interests of those young people who are voting with their feet
and leaving school before they complete Year 12 has been conducted by DECS. There may be
consideration of ways to:
• allow opportunities for locally constructed and centrally accredited learning programs
that respond to the needs of students and or local communities
•
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enable young people to customise individual and achievable pathways through the
SACE based on their interests and/or goals
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•
•
•
•
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ensure its delivery is achievable for the full range of schools with senior secondary
students
be able to respond to state and industry priorities
reengage students already disengaged with senior secondary studies in a negotiated
environment that will maximise their success
enable community based learning, education for a civil society and for global
citizenship be integral to the curriculum and valued as key outcomes of senior
secondary schooling.
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Appendix 2
Membership of Ministerial Review
Review Panel

Hon Greg Crafter

Chair
Former Education Minister and past President of the International
Baccalaureate Organisation Council of Foundation

Dr Patricia Crook AO

Panel Member
President of Business SA

Prof Alan Reid

Panel Member
School of Education, University of South Australia

Review Secretariat

Ms Judith Lydeamore

Project Manager, Department of Education and Children’s Services
(March 2004–May 2005)

Mr Steve Bousfield

Director of Studies, Westminster School, Association of
Independent Schools of SA
(0.5 March–September 2004, then full time
September–December 2004)

Ms Susan Cameron

Principal, The Heights R–12 School, Department of Education
and Children’s Services
(March 2004–December 2004)

Ms Jo Coonan

Former Principal, Siena College, Catholic Education Office
(March 2004–April 2005)

Ms Virginia Gill

Senior Education Advisor, Social Inclusion Unit, Department of
Premier and Cabinet
(0.2 March 2004–December 2004)

Mr Peter Shackleford

Principal Policy Officer, Department of Further Education,
Employment, Science and Technology
(March 2004–May 2005)

Mr Terry Tierney

Former Principal, Urrbrae Agricultural High School, Department
of Education and Children’s Services
(March 2004–April 2005)

Mr Noel Volk

Former Principal, Immanuel College, Association of Independent
Schools of SA
(0.5 March 2004–September 2004)

Administrative Support
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Ms Teresa Giuffreda

May 2004–May 2005

Ms Susan Sifkus

September 2004–May 2005
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Membership of SACE Review Reference Group
Professor Penny Boumelha

Deputy Vice-Chancellor and Provost, University of Adelaide

Professor Denise Bradley AO Vice-Chancellor, University of South Australia
Monsignor David Cappo

Chair, Social Inclusion Board

Mr John Cashen

Chief Executive, South Australian Tertiary Admissions Centre

Ms Stephanie Cawley

Student, Gawler High School

Mr Bill Cossey AM

Facilitator, SACE Review

Hon Greg Crafter

Chair, SACE Review Panel

Dr Patricia Crook AO

Member, SACE Review Panel

Mr Michael Dahl

Chair, Association of Principals of Catholic Secondary Schools
Or
Co-Principal, Mary MacKillop College

Ms Heather Carey
Mr Ken Davies

Acting Deputy Chief Executive, Education Services, Northern
Territory Department of Employment, Education and Training

Mr Allan Dooley

Director, Catholic Education SA

Mr Brian Eckermann

Chair, Association of Heads of Independent Schools of SA

Professor Anne Edwards

Vice-Chancellor, Flinders University

Ms Marian Elliott

School Coordinator—SACE/Curriculum, Mary MacKillop
College, Catholic Education SA

Mr Ben Evans

Student, Birdwood High School

Mr Dan Farmer

Branch Vice President, Australian Education Union
(for Mr Andrew Gohl, President)

Ms Janet Giles

Secretary, United Trades and Labor Council of SA

Ms Christine Haines

Executive Director, Department of Further Education,
Employment, Science and Technology
(for Mr Greg Black, Chief Executive)

Mr Bob Heath

President, South Australian Secondary Principals Association

Mr Matt Johnson

Director, Economic Development Board
Or
Deputy Chairman, Economic Development Board
(for Mr Robert Champion de Crespigny, Chairman)

Mr John Bastian
Ms Alison Jones

Student, Gawler High School

Mr Garry Le Duff

Executive Director, Association of Independent Schools of SA

Mr Steve Marshall

Chief Executive, Department of Education and Children’s
Services

Mr Sam Mitchell-Barnes

Student, Birdwood High School

Ms Gayle Peak

Assistant Chief Industrial Officer, Public Service Association
of South Australia Inc
Or
Acting Assistant Chief Industrial Officer, Public Service
Association of South Australia Inc
(for Ms Jan McMahon, General Secretary)

Mr Ian Peak
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Ms Anne Rhodes

Executive Officer, Federation of Catholic School Parent
Communities (SA) Inc (formerly The Federation of Parents and
Friends Associations of SA Catholic Schools Inc)

Mr Brian Rowe

Chair, Isolated Children’s Parents’ Association
Or
Immediate Past President, Isolated Children’s Parents’
Association

Ms Jane Gloster
Professor Alan Reid

Member, SACE Review Panel

Mr Glen Seidel

Secretary, Independent Education Union
Or
Assistant Secretary, Independent Education Union

Ms Julie Lundberg
Mr Brian Stratfold

Integrated Learning Coordinator, Eastern Fleurieu R–12 School,
Department of Education and Children’s Services

Ms Enid Templeton-Tate

Executive Officer, Independent School Parents Council of SA
Inc (for Ms Chris Lopez, Chair)

Ms Wendy Turner

SACE Coordinator, Woodcroft College, Association of
Independent Schools of SA

Mr Peter Vaughan

Chief Executive, Business SA
Or
General Manager, Business SA

Ms Karen Lablack
Ms Joelle Wearn-Jarvis

SACE Coordinator, Wiltja Program, Department of Education
and Children’s Services

Professor Keith Hancock

State Council Member, South Australian Association of State
School Organisations
(for Mr John White, Chair)

Mr Patrick Wright

Presiding Member, Senior Secondary Assessment Board
of South Australia

Ms Jenice Zerna

President, South Australian Association of School Parents
Clubs Inc

The SACE Review Reference Group met on:
28 October, 18 November, 8 December 2004
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Curriculum and Assessment Working Group
Ms Marg Beagley

Principal, Open Access College

Mr Steve Bousfield

SACE Review Secretariat

Ms Susan Cameron

SACE Review Secretariat

Mr Phil Cashen

Principal, Unley High School

Ms Anne Crawford

Organiser, Australian Education Union

Ms Jane Danvers

Principal, University Senior College

Mr Chris Dolan

Leadership Consultant, South Australian Centre for Leaders in
Education

Ms Tammy Edwardson

SACE Coordinator, Warriappendi School

Ms Trish Hansen

Senior Manager—Priority Education, Northern Territory
Department of Employment, Education and Training

Ms Chris Harrison

Director of Strategy—Employment and Skills Formation,
Department of Further Education, Employment, Science and
Technology

Mr Nigel Howard

Deputy Principal, Enfield High School

Ms Barbara Kameniar

Lecturer, School of Education, Flinders University

Mr Howard Kelly

Senior Research Fellow, Melbourne University

Ms Judith Lydeamore

SACE Review Secretariat

Dr Antonio Mercurio

Manager, Curriculum and Assessment, Senior Secondary
Assessment Board of South Australia

Dr Bronte Nicholls

Policy and Programs Officer—Senior Secondary Strategy,
Department of Education and Children’s Services

Mr Graeme Oliver

Deputy Principal, Australian Science and Mathematics School

Ms Jan Paterson

Principal, Windsor Gardens Vocational College

Professor Alan Reid

Chair, Curriculum and Assessment Working Group

Ms Bev Rogers

Principal, Fremont-Elizabeth City High School

Ms Pam Ronan

Principal, Tenison Wood College, Mount Gambier

Ms Anne Russell

SACE Coordinator, Seaford 6–12 School

Ms Angela Scarino

Director—Research Centre for Language and Culture Education,
University of South Australia

Mr Harry Stassinopolous

Deputy Principal, Whyalla High School

Mr David Tonkin

Principal, Seaton High School

Mr Patrick Wright

Centre for Labour Studies, University of Adelaide
Presiding Member, Senior Secondary Assessment Board of
South Australia

The Curriculum and Assessment Working Group met on:
19 October; 3, 15, 16, 29 November; 9 December 2004
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Transitions Working Group
Mr Ian Barton

Executive Manager—Human Resources, Anglicare

Mr Graham Benger

Manager—Information Services, Senior Secondary Assessment
Board of South Australia

Professor Penny Boumelha Deputy Vice-Chancellor and Provost, University of Adelaide
Ms Heather Carey

Co-Principal, Mary Mackillop College

Mr John Cashen

Director, South Australian Tertiary Admissions Centre

Ms Ros Cheales

Director, TAFE SA—Adelaide South

Ms Jo Coonan

SACE Review Secretariat

Professor Joan Cooper

Pro Vice-Chancellor (Academic), Flinders University

Mr Bill Cossey AM

Facilitator, SACE Review

Hon Greg Crafter

Chair, SACE Review

Mr Geoff Crisp

Director—Learning and Teaching Development Unit, University
of Adelaide

Ms Marie Dorrington

Senior Education Officer, Catholic Education Office

Ms Wendy Engliss

Senior Years Curriculum Superintendent, Department of
Education and Children’s Services
Or
Principal Policy Officer, Essential Learnings, Department of
Education and Children’s Services

Mr David Garrett
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Mr Bernie Fitzsimons

Vocational Education Transitions Advisor, Catholic Education
Office

Professor Rigmor George

Pro Vice-Chancellor Access and Learning, University of South
Australia

Ms Trish Hansen

Senior Manager—Priority Education, Northern Territory
Department of Employment, Education and Training

Ms Katina Jones

Managing Director, Equals Pty Ltd

Ms Tanya Mills

Principal Policy Officer—Aboriginal Education and Employment
Strategies, Department of Further Education, Employment,
Science and Technology

Professor Eleanor Ramsay

Hawke Research Institute, University of South Australia

Ms Tanya Rogers

Superintendent—Futures Connect, Department of Education and
Children’s Services

Mr Andrew Scott

State Operations Manager, Fuji Xerox Australia

Ms Janette Scott

Deputy Principal, Aberfoyle Park High School

Mr Peter Shackleford

SACE Review Secretariat

Mr Steve Smart

Principal, Mount Barker High School

Professor Robin Storer

School of Physics, Chemistry and Earth Sciences, Flinders
University

Mr Kevin Tutt

Principal, Prince Alfred College

Ms Madeleine Woolley

Director—Social Inclusion Unit, Department of the Premier and
Cabinet
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Presentations to combined meeting of the Curriculum and Assessment and Transitions
Working Groups on 3 November 2004:
Dr John Spierings, Research Strategist, Dusseldorp Skills Forum: ‘How Young People
are Faring’

Mr Howard Kelly, Senior Research Fellow, Melbourne University, ‘International
Perspectives’.
The Transitions Working Group met on:
26 October; 3, 8, 16 November; 1 December 2004
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Research and project assistance
The SACE Review Panel and Secretariat would like to express their thanks and appreciation to
the following people who worked closely with the Secretariat or undertook research, explored
proposals or provided project assistance.
Ms Haidee Baker

South Australian Internship Program, University of Adelaide

Mr Bill Cossey AM

Former South Australian Senior Public Servant

Mr Jim Cumming

Australian National University, Former Director of Australian
College of Educators

Mr Jim Dellit

Senior Research Fellow, University of South Australia

Ms Trish Hansen

Assistant Director, Curriculum, Northern Territory Department
of Employment, Education and Training

Mr Howard Kelly

Senior Research Fellow, Melbourne University

Dr Valerie Munt

Research Officer

Ms Angela Scarino

Director, Research Centre for Language and Culture Education,
University of South Australia

Ms Margaret Wallace
& Ms Kate Eatts

Muirgen Consulting

The Review Panel also wishes to acknowledge the following people who provided
administrative support in the early stages of the Review.
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Ms Lacey Butcher

March 2004–April 2004

Ms Susan Hannigan

April 2004–April 2004

Ms Kathy Karkafiris

April 2004–May 2004
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Appendix 3
SACE Review consultation meetings and presentations,
2004 and 2005
March 2004

18 March

Ethnic Schools Board

29 March

Catholic Indigenous Education Team
DECS Aboriginal Education Unit
Post-compulsory Education and Training (PCETA) Forum
Catholic Education Reference Group

April 2004

5 April

SSABSA Management Group

7 April

SSABSA Board

22 April

DECS District Directors

27 April

Vice-Chancellor, University of South Australia

29 April

Vice-Chancellor, Pro Vice-Chancellor (Academic) and Staff, Flinders University

May 2004
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6 May

Australian Education Union Executive
Deputy Vice-Chancellor and Staff, University of Adelaide
Inter-sector Secondary Principals Education Coordinating Committee
(INTERSPECC)

10 May

DECS Learning to Learn Secondary Learning Circle

11 May

DECS District Directors

12 May

18 May

Northern Territory
Director, Catholic Education
Executive Director, Association of Independent Schools, Northern Territory
Minister of Education, The Hon Syd Stirling, Ministry of Education
Chief Executive, Department of Employment, Education and Training
and General Manager, Schools Services, Board of Studies
Mid-north Secondary Education Coalition (MNSEC)

20, 21, 25 May

Dr William (Bill) Spady, Director, HeartLight International

26 May

Australian Science and Mathematics School
Yorke District—Secondary and Area Principals

28 May

DECS Directors
AEU Special Education Consultative Committee
Vice-Chancellor, Pro Vice-Chancellor (Academic) and Staff, University of
South Australia

31 May

Port Pirie
John Pirie Secondary School Parents
John Pirie Secondary School Staff
John Pirie Secondary School Students
Community and Employer Consultation
St Mark’s College Teachers and Deputy Principal
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June 2004
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1 June

Aboriginal Support Teachers
Mount Gambier
Community
School Leaders
Teachers
Students

2 June

Millicent
Community
School Leaders
Teachers
Students
Naracoorte
Community
School Leaders
Teachers
Students

3 June

DECS Sea and Vines District

7 June

Mr Ian Syson, Publisher, Vulgar Press

9 & 10 June

Whyalla
Parents and Youth Support
Employers and Vocational Education Coordinators
Students, Principals, Teachers—Edward John Eyre High School, Stuart
High School, Whyalla High School, St Johns College

11 June

Wudinna
Assistant Principal, Ceduna
Principal, Cummins
Students—Ceduna, Wudinna, Tumby Bay, Cummins, Cleve, Streaky Bay
Staff—Ceduna, Cleve, Cummins, Wudinna, Streaky Bay, Tumby Bay, Elliston
Business, Employers and Other Education Providers
Parents

15 June

DECS Student Mentors

15 & 16 June

Riverland
Glossop Senior School
Glossop Teachers and Students
Riverland Principals
Riverland Community Leaders

16 June

Association of Principals of Catholic Secondary Schools
Unley High School Community Forum

18 June

Western Australia
Mrs Norma Jeffery, Chief Executive and Ms Adele Bradley, Manager, Postcompulsory Review Implementation, Curriculum Council

21 & 22 June

Port Augusta
Aboriginal Parents and ASSPA Committee
Governing School Councils and Isolated Children’s Parents’ Association
Carlton R–9 Aboriginal School Students
Carlton R–9 Aboriginal School Parents and Staff
Students—Caritas and Port Augusta Secondary School
Teachers—Caritas and Port Augusta Secondary School
Tertiary and Employment Group
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22 June

Magill Education Centre

23 June

International Baccalaureate Leaders
Multicultural Education Committee

24 June

AISSA Primary Principals
AEU Aboriginal Consultative Committee

25 June

Catholic Education School Leaders Seminar

28 June

AISSA Principals’ Review Committee
Marketing and International Education Services (DECS)
Port Lincoln
Aboriginal Parents and Community
Port Lincoln High School Students
Port Lincoln High School Leaders and Teachers
St Joseph’s School Students
St Joseph’s School Leaders and Teachers
TAFE and Regional Development Board

29 & 30 June

Barossa Valley Search Conference

July 2004
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1 July

Department of Aboriginal Affairs and Reconciliation
Special School Principals
Special School Principals Cross Sector Forum
Youth Affairs Council of South Australia
DECS Disability Team
Drug Strategy Team
AISSA Targeted Programs Group

7 July

DFEEST Senior Staff

14 July

Monsignor David Cappo, Chair, Social Inclusion Board and Ms Liz Wilson,
Acting Executive Director, Social Inclusion Unit
Ms Margaret Johns, Former Disabilities Coordinator and Transition Broker,
Social Inclusion Unit
Ms Stephanie Page, DECS Director, Strategic Policy
Ms Vicki Chapman MP
Youth Advisory Council of South Australia

15 July

A/Director, Assessment and Reporting, NSW Board of Studies
DECS Futures Connect Coordinators

19 July

Business SA Hosted Forum

20 July

AEU Aboriginal Education Group
Dr Bob Such MP
Dr Noel Wilson
Dr Peter Clements, Department of Chemical Pathology, Women’s and
Children’s Hospital
Hon Karlene Maywald MP and Hon Rory McEwen MP
Ms Janet Giles, Secretary, United Trades and Labor Council

21 July

AISSA Primary Reference Group
Kadina
Governing Council representatives from schools, TAFE, Business and
Industry representatives, Parents and Teachers
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Maitland
SACE Coordinator, VET Coordinator, Leadership Teams, Maitland Area
School
Maitland Area School Counsellors and current SACE Students from high
and area schools, including an Indigenous perspective
22 July

Clare
Students from high and area schools
Staff, Parents, TAFE, Business and Industry representatives
Drs Ted Cleary and Ray Paterson, University of Adelaide Medical School
Presidents of Student Union and Association, University of Adelaide

23 July

SASPA Curriculum Committee Think Tank
DECS and SSABSA Innovative Schools Programs

26 July

Metropolitan Teacher Forum, Morphettville Function Centre
Open Access College

27 July

Metropolitan Teacher Forum, Payneham Library
Wiltja Aboriginal Program

28 July

Disability Transition Centres Cross Sector Forum
Dr John Smyth and Dr Rob Hattam, Former Project Director and Principal
Researcher, Students Completing Schooling Project
Learning Difficulties and Learning Disabilities Cross Sector Group
Learning Disabilities—Transition Centres
Metropolitan Teacher Forum, Elizabeth
SASPA Northern Forum

29 July

Dr Tom Karmel, Managing Director, National Centre for Vocational
Education Research
Metropolitan Teachers Forum, South
Roxby Downs
Roxby Downs Area School Parents, Chair of Governing Council, TAFE
Campus Head, Principal, Deputy Principal, Assistant Principal, Employers
from Olympic Dam
Roxby Downs Area School Student Groups
Teleconference, Principal, Tennant Creek High School

31 July

Council of Educational Associations of South Australia (CEASA) Forum

August 2004
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2 & 3 August

Coober Pedy
Council
Principal and Year 11/12 Coordinator
Staff
Students

2 August

Economic Development Board
Leigh Creek
Staff, Students, Community Members
Aboriginal Education Workers
Deputy Principal
Former Students
Principal
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Cardiff, Wales
(A member of the Secretariat took the opportunity to meet with the
following people while travelling in Wales on other business)
Dr Linda Badham, Assistant Chief Executive (14–19 Qualifications and
Curriculum Division), Qualifications, Curriculum and Assessment
Authority
Mr George Pook, Assessment Director, International Baccalaureate
Organisation
3 August

AEU Teacher Forum
Second Story, Child and Youth Health
Training and Skills Commission
Warriappendi—Ms T Edwardson, Ms K Roberts

5 August

Mount Barker
Hills—Schools and Beyond, TAFE
Hills—Students, Teachers, Parents
Murray Bridge
Murraylands Aboriginal Perspectives
Murraylands Students
Murraylands Teachers

9 August

Independent Education Union Forum
Salisbury High School—VET Programs

9 & 10 August

Alice Springs
Charles Darwin University Students
Parent/General Community Forum
School Leaders
Teachers
Alice Springs High School Teacher
Alice Springs High School Principal
Anzac Hill High School Student Forum
St Phillips College Student Forum

10 August

IB Schools Cross-Sector meeting
School Retention Chief Executives’ Group

11 August

Urrbrae Agricultural High School Site Visit

11 & 12 August Darwin
Northern Territory Board of Studies
Northern Territory Department of Employment, Education and Training
and Others
Northern Territory Priority Education Team
School Leaders
Teachers
Casuarina Senior College Principal and School Leaders
Casuarina Senior College Students
Dripstone High School Principal
Dripstone High School Students
Kormilda College Principal and Director of Studies
Kormilda College Students
Parent/General Community Forum
12 August
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Adult Re-entry Schools Principals
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12 & 13 August Ceduna
Employers
School Leaders
Teachers
Students
13 August

Director, Social Inclusion Unit

18 August

Melbourne
Moonee Ponds/Maribyrnong LLEN, Kensington
Professor Jack Keating, University of Melbourne
Professor Richard Teese, University of Melbourne
Mr J Firth, Assistant General Manager, Victorian Curriculum and
Assessment Authority
Dr Dennis Gunning, Director, Victorian Qualifications Authority

19 August

Riverland South Australian Secondary Principals Association

20 August

Northern Territory Secondary Education Review Team—Ms Rita Henry
(Project Director), Ms Trish Hansen, Ms Jill Stevens

24 & 25 August Queensland
Hon Anna Bligh MP, Minister for Education and the Arts
Mr Ken Smith, Director General of Education
Mr Kim Bannikoff, Director, Queensland Studies Authority
Mr Paul Herschell, and members of the Education and Training Reforms
for the Future Team, Queensland Studies Authority
Mr Peter Jordan, Senior Moderation Team, Queensland Studies Authority
Mr Bob Dudley, Testing and Analysis Team, Queensland Studies Authority
Ms Elizabeth Jones, Chief Executive Officer, Queensland Tertiary
Admissions Centre
Mr Phillip Anthony, Manager, Production and Assessment Services,
Queensland Tertiary Admissions Centre
Elanora State High School
Mr Ross Smith, Principal
Mr Gary Dawes and Mrs Roslyn Wilson, Deputy Principals
Ms Alison Fahlbusch, Year 12 Coordinator and Students from Years 10,
11, 12
Shailer Park State High School
Mr John Milne, Principal
Ms Alison Crane, Deputy Principal and Students
25 August

Northern Area Schools Site Visits

26 August

Windsor Gardens Vocational College Site Visit

27 August

Northern Territory Remote Schools Teleconference (Kalkaringi, Maningrida,
Nhulunbuy)

30 August

Dr Kay Schofield, Chair TAFE SA Board and Chair of SA Skills Inquiry

September 2004
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2 September

Seaton High School Site Visit

3 September

Department of Aboriginal Affairs and Reconciliation/Department of
Families and Communities

7 September

Training and Skills Commission Workforce Development Network

10 September

SASPA Executive
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13 September

Parents and Friends Federation
SA Association of School Parents Clubs

15 September

ALP Education Network

21 September

DECS E-learning—Ms Kathy Nolte, Mr Ross Treadwell, Dr Kathryn Moyle

24 September

DECS—Transition Brokers

October 2004

7–10 October

British Columbia, Canada
(The Chair took the opportunity to meet with the following people while
in British Columbia on other business)
Mrs Brenda Burroughs, Principal, Killarney Secondary School
Mr Garry Little, Associate Superintendent, Vancouver School Board
Mr Mark Permain, Vice Principal, Point Grey Secondary School

8 October

Western Australia
Curriculum Council
Mrs Norma Jeffrey, Chief Executive Officer
Ms Therese Temby, Chair, Curriculum Council (Former CEO
Catholic Education)
Mr Rees Barrett, Director, Accreditation and Moderation
Professor David Andrich, Dean of Education, Murdoch University
Department of Education and Training
Ms Margaret Banks, Deputy Director General, Schools
Mr Neil Fernandes, Deputy Director General, Training
Mr Greg Robson, Executive Director, Curriculum Policy and Support
Mr Kevin O’Keefe, Executive Director, Teaching and Learning,
Aboriginal Education, Training and Services
Ms Pam Moss, Director, Curriculum
Senior High School Principals—Post Compulsory Review
Mr Ray Maher—President, WA Secondary School Executives Association
Ms Eirlys Ingram—District Director, Cannington

November 2004

9 November

Federation of Catholic School Parent Communities (SA) Inc and
Independent Schools Council
Mr Rohan Bennett, Lead Program Officer, Department of Families and
Communities—Children, Youth and Family Services

11 November

Professor Richard Teese, Professor and Reader, Centre for Post Compulsory
Education and Lifelong Learning, University of Melbourne

December 2004

3 December

Australian Council for Private Education and Training (ACPET)

8 December

AEU Executive, South Australian Branch

10 December

SSABSA Management

January 2005

31 January &
1 February
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Sir Michael Tomlinson, Chairman, Working Group on 14–19 Reform,
London, UK
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February 2005

7 February

Ms Karen Lablack, General Manager, Business SA
Vice Chancellors and Representatives, University of Adelaide, Flinders
University and University of South Australia
Professor Faith Trent, Executive Dean, Faculty of Education, Humanities
Law and Theology, Flinders University

22 February

Mr John Lee-Archer and Ms Pam Baker, Post Year 10 Curriculum Review
Project Team, Tasmania

March 2005

3 March

Dr Liz Horrocks, Policy Officer, Disability Standards, DECS Support and
Intervention Services

4 March

Professor Geoff Masters, ACER
Adult Re-Entry Schools Principals
Corporate Executive Team, DECS

15 March

Deputy Vice-Chancellor and Provost and invited Senior Staff, University of
Adelaide

18 March

Pro Vice-Chancellor and invited Senior Staff, University of South Australia

23 March

Pro Vice-Chancellor and Senior Members of Staff, Flinders University

April 2005
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1 April

Ms Marilyn McCarthy, Consultant in Organisational Development, Marilyn
McCarthy and Associates and Ms Karen Lablack, General Manager Policy,
Business SA

14 April

Mr Andrew Scott, State Operations Manager, Fuji Xerox Australia Pty Ltd
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Appendix 4
List of written submissions
Aberfoyle Park High School—Students, Parents and Staff
Aboriginal Education (DECS)
Aboriginal Lands District /Anangu Education
(Representing Amata Anangu School, Ernabella Anangu School, Fregon Anangu School,
Indulkana Anangu School, Kenmore Park Anangu School, Mimili Anangu School,
Murputja Anangu School, Oak Valley Aboriginal School, Pipalyatjara Anangu School,
Watarru Anangu School, Wiltja Program, Yalata Aboriginal School)
Adult Re-entry Schools Principals’ Group
Aiken, Mary & Chris
Amnesty International Australia
Anonymous
Arts South Australia
Association of Independent Schools of South Australia
Association of Principals of Catholic Secondary Schools
Australian Bureau of Statistics
Australian Education Union, South Australian Branch
Australian Science and Mathematics School
Barossa District Leaders
(Representing Birdwood High School, Gawler High School, Nuriootpa High School,
Kapunda High School, Eudunda Area School, Cambrai Area School, and Leaders from 37
primary schools and 15 preschools)
Begg, Bill
Blackwood High School
Blythman, Ruth
Bowden Brompton Community School
Brighton Secondary School
Bruce, Glen
Business SA
Carter, Gary
Cashen, Philip
Casuarina Senior College (Northern Territory)
Cavanagh, Penny
Cavouras, Peter
Ceduna Area School Governing Council
Charles Campbell Secondary School
Christian Brothers College
Clare & Gilbert Valleys Council Youth Advisory Committee
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Clare High School Leadership Group
Copeland, Scott
Council of Education Associations of South Australia
Crawford, Anne
Crewther, Rod
Daniel, Deborah
Department for Aboriginal Affairs and Reconciliation
Department of Education and Children’s Services
Department of Further Education, Employment, Science and Technology
Department of Trade and Economic Development
Deputies and Senior Leaders Association (Catholic Education South Australia)
Dialogue Australasia Network
Dowling, Brendan
Down Syndrome Society of South Australia Incorporated
Duplock, Susan
Eastern Fleurieu School Community, Staff and Students
Endeavour College
Engineering Employers Association South Australia
Ethnic Schools Association of South Australia
Ethnic Schools Board
Eynesbury College
Eyre District (DECS)
(Representing Ceduna Area School, Cleve Area School, Cowell Area School, Cummins
Area School, Elliston Area School, Karcultaby Area School, Kimba Area School, Lock Area
School, Miltaburra Area School, Port Lincoln High School, Port Lincoln Special School,
Streaky Bay Area School, Tumby Bay Area School, Wudinna Area School)
Federation of Catholic School Parent Communities
Fitzgerald, Christine
Flinders University Institute of International Education
Flinders University
Flinders University School of Education
Formby, Sue
Fremont-Elizabeth City High School
Friend, Stephen
Game of Life Developments
Gawler High School
Geoscience Australia
Gepps Cross Girls High School
Glenunga International High School
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Golden Grove High School Parents
Golden Grove High School Staff
Halsey, R John
Health Education Subject Advisory Committee (SSABSA)
Heathfield High School—Parents, Staff and Students
Huxtable, Kenton
Independent Education Union—SA Branch
Intellectual Disability Services Council
Intersector Secondary Principals Education Coordinating Committee (INTERSPECC)
Isolated Children’s Parents’ Association (South Australian Council)
Kapunda High School—Parents and Students
Kapunda High School—Staff and Leaders
Karkultaby Area School
Killey, Mark
LAP Association Incorporated
Latvian Federation of Australia and New Zealand Incorporated
Lauterbach, Heather
Limestone Coast District Leaders
(Representing Allendale East Area School, Bordertown High School, Grant High School,
Kangaroo Inn Area School, Keith Area School, Kingston Community School, Lucindale
Area School, Millicent High School, Mount Gambier High School, Naracoorte High
School, Penola High School)
Loxton High School Leadership Group
Marketing and International Education Services (DECS)
Marley, John
Marryatville High School
Marryatville High School Governing Council and Student Representative Council
Mary MacKillop College
Mason, Daryl
Mathematical Association of South Australia Incorporated
Maudslay, Anthi
Melrose Park School Incorporated
Mercurio, Antonio
Metro West District (DECS)
(Representing Croyden High School, Enfield High School, Gepps Cross Girls High
School, Gepps Cross Senior College, Largs Bay Primary School, Le Fevre High School,
Ocean View P–12 College, Port Adelaide Primary School, Regency Park School, Woodville
High School, Woodville Special School)
Middle Years Forum Group
Moffett, KV
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Morphett Vale High School Students
Morrison, Peter
Motor Trade Association of SA and The MTA Group Training Scheme
Mount Carmel College
Multicultural Education Committee
Murray, Colin
Nairne residents
Nichols, Guenter
Northern Adelaide State Secondary Principals’ Network
Northern Territory Department of Employment, Education and Training Curriculum Services
Branch Senior Years Team
Northern Territory Government
Norwood Morialta High School
Open Access College
Owers, Elizabeth
Parent (anonymous)
Parent (anonymous, Port Lincoln)
Parent (anonymous, Renmark High School)
Pasadena High School Management Team
Patchett, John
Patterson, John
Peterborough High School
Playford Proud Community Capacity Building Network—Cost of Learning Sub-group
Primary Industries and Resources South Australia
Public Service Association of South Australia Incorporated
Pulteney Grammar School
Radis, Tania
Ramsey, Gregory
Regional Communities Consultative Council
Renmark High School Students
Renmark High School ESL Students
Renmark High School Parent
Riedel, W
Rilett, Kevin
School of Languages
Seaford 6–12 School Staff
Seaford 6–12 School Staff Forum
Seaford 6–12 School Parent Forum
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Seaview High School
Senior Secondary Assessment Board of South Australia
Seymour College
Snowtown Area School Students and Teachers
Snowtown Area School Senior Teachers
Social Inclusion Unit (DPC)
South Australian Association for Media Education
South Australian Association of State School Organisations Incorporated
South Australian Chamber of Mines and Energy
South Australian Commission for Catholic Schools
South Australian English Teachers Association
South Australian Greens Education Activity Group
South Australian Housing Trust
South Australian Secondary Principals Association
St Dominic’s Priory College Incorporated
St Michaels College
Stacey, Graeme
Students Association of the University of Adelaide
Summers, Genevieve
Support and Intervention Services (DECS)
Taylor, Sandra
Teachers Registration Board of South Australia
Tombleson, Arlye
Torrens Valley Christian School Staff and Community
Trent, Faith
Underdale High School
University of Adelaide
University of Adelaide Medical School Curriculum Committee
University of South Australia
University of South Australia Students Association
Urrbrae Agricultural High School
Valley View Secondary School Council
Vered, Karen
Walford Anglican School for Girls
Wilderness School
Windsor Gardens Vocational College
Woomera Area School
Worrall, Nick
Wudinna Area School—Former Scholars
Wudinna Area School—Parents
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Appendix 5
Supplementary statistical data
A5.1 Supplementary Figures
Figure A.1: Projected population (South Australia and Australia), 2002–2051
Estimated
resident
population SA
(’000)
1,650

Estimated
resident
population Aust
(’000)
30,000

25,000

1,600

20,000
1,550
15,000
1,500
10,000
1,450

5,000

1,400

0
2002

2011

2021
South Australia

2031

2041

2051

Australia

Source: ABS, 3222.0 (2002 to 2101), Series B

Figure A.2: Births, South Australia, 1991–92 to 2002–03
Number
of births
20,500
20,000
19,500
19,000
18,500
18,000
17,500
17,000
16,500
16,000
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–03
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Source: Australian Demographic Statistics (ABS Cat 3101.0)
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Figure A.3: Apparent retention rate (full-time), Year 10 to Year 12, all schools, by SES and gender, South
Australia, 2003
%
100
94
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85
77

80
70

67

66
54

60
50
40
30
20
10
0
highest quartile

middle quartile

lowest quartile
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boys

girls

Sources: School enrolment census data. Government schools, SA Department of Education and Children’s Services; Non-government schools August
census data, Department of Education, Science and Training
SES: ABS, Index of Relative Socioeconomic Disadvantage, based on occupation, education and income and school location
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Figure A.4: Full-time participation in secondary school education at age 16, Adelaide, 2001

Participation in
full-time education (%)

87% and above

83% to 86.9%

79% to 82.9%

75% to 78.9%

below 75%

not mapped

N
Source: Hetzel et al, 2004
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Figure A.5: Full-time participation in secondary school education at age 16, South Australia, 2001
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Source: Hetzel et al, 2004

Figure A.6: Apparent progression of student cohorts from Year 8 to Year 12, (FTE enrolments), South Australia,
all schools, 1992–1999
Enrolments
(FTE)
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The line graphs opposite
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progression’ from Year 8 to
Year 12 of the cohort of
students who were enrolled
in Year 8 in the year shown
to the left of each graph.

11A

The letters ‘F’ and ‘A’
represent the February and
August school enrolment
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The data point ’12A’, for
example, shows the number
of students (FTE) who were
enrolled in Year 12 at the
time of the 1998 August
census.
In terms of student
progression, this is the
‘apparent’ number of
students from the 1994 Year
8 cohort who reached Year
12 four years later (ie
August 1998). Other data
points can be read similarly.

Sources: School enrolment census data: Government schools, SA Department of Education and Children’s Services; Non-government schools: February
census data, Non-government Schools Secretariat; August census data, Department of Education, Science and Training
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Figure A.7: School enrolments (FTE) by selected age of students, South Australia, 1999, 2001 and 2003
Age
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Source: SA Government Agencies Statistical Committee, 2004

Figure A.8: Unemployment rate by educational attainment, South Australia, May 2003
Unemployment
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Source: ABS Education and Work, 6227.0, 2003
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Up to skilled
non-school
qualification

Higher nonschool
qualification

Figure A.9: Distribution of enrolments (persons) in the highest and lowest SES quartile bands, by subject size
and type, all schools, South Australia, 2003
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Source: Senior Secondary Assessment Board of SA (special data extract)
SES: ABS, Index of Relative Socioeconomic Disadvantage, based on occupation, education and income derived from census collection district data and
aggregated to Local Government Area of school location

Figure A.10: Indigenous students as a proportion of all students, states and territories, 2003
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Source: Report on Government Services, 2005. Education Chapter, Figure 3.2
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Figure A.11: Students attending schools in remote areas as a proportion of all students,
states and territories, 2003
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A5.2 Supplementary Tables
Table A.1: Proportion of 19 and 20 year olds who have completed Year 12 or obtained any post-school
qualification, Australia and selected states and territories, 2002 and 2003

State/Territory

2002

2003

77
78
76
66
70
54
79
85
75

77
82
80
72
76
58
45
90
78

New South Wales
Victoria
Queensland
South Australia
Western Australia
Tasmania
Northern Territory
Australian Capital Territory
Australia
Source: Dusseldorp, 2004

Table A.2: Characteristics of 2002 school leavers aged 15–24 in VET 2003, highest level of schooling,
South Australia
SOUTH AUSTRALIA
MALES

Year 9 or lower
Year 10
Year 11
Year 12
Total

Per cent

Number

Per cent

356
770
956
1434
3516

10.1
21.9
27.2
40.8
100.0

244
513
490
1508
2755

8.9
18.6
17.8
54.7
100.0

Source: Karmel, 2004

221

FEMALES

Number

Success for all: SACE Review Part E

Table A.3: Highest VET qualification attempted by students in 2003 by highest school level completed, persons
aged 15–24 who left school in 2002

MALES

FEMALES

YR 9
OR
LOWER

YR 12

YR 9
OR
LOWER

YR 10

YR 11

YR 10

YR 11

YR 12

Diploma or
higher

3.9

2.9

1.8

11.1

0.8

1.0

1.8

16.4

Certificate IV

0.6

1.4

2.3

14.3

0.0

1.8

4.3

12.1

Certificate III

8.7

21.1

34.8

32.9

11.4

18.2

29.8

32.3

Certificate II

26.6

30.3

26.8

22.3

31.5

43.6

43.2

29.0

Certificate I

39.4

28.0

19.5

6.7

20.1

9.2

3.1

1.2

Secondary
education

0.0

0.0

0.0

0.0

0.0

0.0

0.0

0.0

Non-award
courses

0.0

0.0

0.0

0.0

0.0

0.0

0.0

0.0

18.3

14.4

12.6

11.1

35.7

25.3

16.5

8.4

2.5

2.3

2.4

1.3

0.0

0.8

1.4

0.7

100.0 100.0

100.0

100.0

100.0 100.0

100.0

Other
education
Subject only,
no qualification
Total

100.0

Source: Karmel, 2004

Table A.4: Association between high achievement scores in Stage 2 SACE subjects and assorted indicators of
social health and wellbeing
ASSOCIATION BETWEEN SOCIAL FACTOR
AND HIGH SUBJECT SCORES (METRO)

SOCIAL FACTORS

a Index of relative social disadvantage
b Managers and administrators
c Professionals
d Female labour force participation
e High income families
f Full-time participation in education
g Internet use at home
h Unskilled and semi-skilled workers
i Total fertility rate
j Children aged 0–4 years
k Jobless families
l Single parent families
m Low income families
n Indigenous population
o Unemployment
p Children aged 5–14 years
q Public rental housing
✓✓ very strong association
✗
strong inverse association
Source: Glover et al, 2005
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✓
✗✗

PES

PAS

SAS

✓ ✓
✓ ✓
✓ ✓
✓ ✓
✓ ✓
✓ ✓
✓
✗ ✗
✗ ✗
✗ ✗
✗ ✗
✗ ✗
✗
✗
✗
✗
✗

✓
✓ ✓
✓ ✓
✓ ✓
✓ ✓
✓ ✓
✓ ✓
✗ ✗
✗
✗
✗ ✗
✗
✗ ✗
✗
✗

-

✗

strong association
very strong inverse association

✓
✓
✓
✓
✓

✓
✓
✓
✓
✓

✗ ✗
✗ ✗
✗
✗
✗
✗
✗

✗
✗
✗
✗
✗

Table A.5: Participation in education and employment, 2003 school leavers aged 15–24 years, South Australia
and Australia, May 2004

EDUCATION PARTICIPATION

PARTICIPATION IN EMPLOYMENT
SOUTH AUSTRALIA
NOT
EMPLOYED
EMPLOYED

Higher education full-time

TOTAL

EMPLOYED

NOT
EMPLOYED

TOTAL

13.5%

10.0%

23.9%

12.6%

14.0%

26.6%

1.7%

6.5%

8.7%

6.2%

7.5%

13.7%

15.2%

17.4%

32.2%

19.4%

22.3%

41.7%

7.4%

1.7%

9.1%

10.6%

1.7%

12.3%

TAFE full-time
Total Tertiary—full-time

AUSTRALIA

Total Tertiary—part-time
Not attending in May 2004

35.2%

23.9%

58.7%

30.5%

15.5%

46.0%

Total

58.3%

42.2%

100.0%

60.6%

39.4%

100.0%

Source: ABS Annual Supplementary Labour Force Survey, May 2004 (State data courtesy of ABS)

Table A.6: Apparent progression of school students from Year 8 in 1999 to university in 2004, South Australia

NUMBER

NUMBER AS A
PROPORTION
OF YEAR 8
ENROLMENTS

NUMBER AS A
PROPORTION
OF 2003 SACE
COMPLETERS

Year 8 enrolments, 1999

19960

100%

Students who completed all
requirements of the SACE, 2003

11070

55.5%

100%

Students receiving a tertiary
entrance rank, 2003

10117

50.7%

91.4%

School leavers who applied for a
university place in 2004 on the
basis of their 2003 SACE results

8153

40.8%

73.6%

2003 school leavers who
received an offer of a university
place in 2004

6269

31.4%

56.6%

2003 school leavers who
accepted an offer of a place in
2004

5902

29.6%

53.3%

2003 school leavers who
enrolled at a South Australian
university in 2004

4602

23.1%

41.6%

Source: Year 8 enrolments, ABS Schools Australia, 1999, (Cat No 4221.0); SACE completions, SSABSA Annual Report, 2003; University applicants,
South Australian Tertiary Admissions Centre, <www.satac.edu.au>
Notes:
(1) Rows 2 to 4 refer to students who were enrolled in South Australian schools in 2003. This includes international students who were enrolled at South
Australian schools but excludes international students who undertook the SACE at schools overseas, and students who undertook the SACE in the
Northern Territory.
(2) Rows 4 to 7 refer to South Australian students who applied for places at South Australian universities in 2004 on the basis of their SACE results in
2003. The figures in these rows exclude international and other students applying from outside the state.
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Table A.7: School leavers by SES quartile, South Australia, 1999
SES QUARTILE

EARLY LEAVER

COMPLETED
YEAR 12
MALES (N=625)

TOTAL

Low
Lower middle
Upper middle
High

40.2
32.6
29.5
11.1
26.2

59.8
67.4
70.5
88.9
73.8

100
100
100
100
100

Low
Lower middle
Upper middle
High

30.5
23.7
15.6
6.5
18.8

Low
Lower middle
Upper middle
High

34.3
27.8
22.3
8.8
22.3

FEMALES (N=731)

69.5
76.3
84.4
93.5
81.2

100
100
100
100
100

ALL (N=1356)

65.7
72.2
77.7
91.2
77.7

100
100
100
100
100

Source: Derived by Stephen Lamb from the Y95 cohort of LSAY. Sample size for South Australia is 1356. Year 12 completers = 1051, Early leavers =
305. Initial sample size in 1995 of Year 9 students was 1720.
SES: SEIFA Index based on student’s family characteristics

Table A.8: TER range by Indigenous and non-Indigenous indicator, Northern Territory, 2003
TER RANGE

No TER
10–19.99
20–29.99
30–39.99
40–49.99
50–59.99
60–69.99
70–79.99
80–89.99
90–100
Total NTCE completers with TER
NTCE completers with TER >60
Total NTCE completers

INDIGENOUS
TER NO
% TER

25
0
1
10
4
10
4
3
0
1
33
8
58

Source: Northern Territory Department of Employment, Education and Training
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43%
0%
2%
17%
7%
17%
7%
5%
0%
2%
57%
14%

NON-INDIGENOUS
TER NO
% TER

86
2
19
77
106
99
111
104
78
74
670
367
756

11%
0%
3%
10%
14%
13%
15%
14%
10%
10%
89%
49%

Appendix 6
South Australia’s Strategic Plan—Educational targets
The South Australian government’s Strategic Plan: Creating opportunity—Moving forward together,
March 2004 contains 79 targets that are designed to enable the state government to
benchmark or measure progress over time. A number of the targets relate directly to education,
including senior secondary schooling and these have been reordered for the purposes of this
Report.
Senior secondary schooling

•
•

Increase the leaving age to 17 years by 2010 to ensure that young people are either in
school, employed or in structured training. (T6.12)
Increase the percentage of students completing Year 12 or its equivalent to 90% within
10 years. (T6.13)

Regional education

•

Achieve a marked improvement in the percentage of regionally-based students
completing SACE or equivalent, by 2010. (T6.14)

Youth employment

•

Equal or better the Australian average within 5 years. (T1.3)

Aboriginal wellbeing

•

Reduce the gap between the outcomes for South Australia’s population, particularly in
relation to health, life expectancy, employment, school retention rates and
imprisonment. (T6.1)

Non-school qualifications

•

Increase the proportion of the South Australian labour force with non-school
qualifications from 50.7% in 2002 to 55% within 10 years. (T6.15)

Creative education

•
•

Improve learning outcomes in the arts and other curriculum areas that utilise
enterprise education. (T4.9)
Improve the connections between educational institutions and industry to enhance
creativity and innovation. (T4.10)

TAFE participation

•

Continue to exceed the national average. (T6.17)

University participation

•

Exceed the national average within 10 years. (T6.16)

For further details see the Creating Opportunity website: <www.stateplan.sa.gov.au>.
Source: Government of South Australia (2004) South Australia’s Strategic Plan: Creating opportunity—Moving forward together, Adelaide: Government
of South Australia.
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Appendix 7
Examples of student and graduate qualities and attributes
SACSA Essential Learnings—Birth to Year 12

Futures—develop the flexibility to respond to change, recognise connections with the past and
conceive solutions for preferred futures
Identity—develop a positive sense of self and group, accept individual and group
responsibilities and respect individual and group differences
Interdependence—work in harmony with others and for common purposes, within and
across cultures
Thinking—be independent and critical thinkers, with the ability to appraise information,
make decisions, be innovative and devise creative solutions
Communication—communicate powerfully using literacy, numeracy and information and
communication technologies
Source: Department of Education, Training and Employment (2001) South Australian Curriculum, Standards and Accountability Framework, Adelaide,
SA: DETE.

SACE Student Qualities

It is intended that a student who completes the SACE will:
• be an active, confident participant in the learning process (confidence)
• take responsibility for his or her own learning and training (responsibility, self-direction)
• respond to challenging learning opportunities, pursue excellence, and achieve in a
diverse range of learning and training situations (challenge, excellence, achievement)
• work and learn individually and with others in and beyond school to achieve personal
or team goals (independence, collaboration, identity)
• apply logical, critical, and innovative thinking to a range of problems and ideas
(thinking, enterprise, problem-solving, future)
• use language effectively to engage with the cultural and intellectual ideas of others
(communication, literacy)
• select, integrate, and apply numerical and spatial concepts and techniques (numeracy)
• be a competent, creative, and critical user of information communication technologies
(information technology)
• have the skills and capabilities required for effective local and global citizenship,
including a concern for others (citizenship, interdependence, responsibility towards the
environment, responsibility towards others)
• have positive attitudes towards further education and training, employment, and
lifelong learning (lifelong learning).
Source: Keightley J & Bauer R (2003) A model for the recognition of community based learning in the South Australian Certificate of Education (SACE).
Paper presented at the International Association for Educational Assessment Annual Conference 5th–10th October. Viewed 26 April 2005
<http://www.aqa.org.uk/support/iaea/papers/keightley-bauer.pdf>.
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Northern Territory’s Curriculum Framework

The Northern Territory Curriculum Framework (NTCF) identifies learning outcomes for all
Northern Territory learners in classes from Transition to Year 10.
The EsseNTial Learnings are organised into the Inner Learner, Creative Learner,
Collaborative Learner and Constructive Learner domains. The domains are each guided by a
key question:
• Inner Learner: Who am I and where am I going?
• Creative Learner: What is possible?
• Collaborative Learner: How do I connect with and relate to others?
• Constructive Learner: How can I make a useful difference?
Source: Viewed 7 April 2005 <http://www.deet.nt.gov.au/education/ntcf/docs/b_essential_learn.pdf>.

Key Competencies

Industry and educators have recognised the critical role of generic competencies in ensuring
that the Australian workforce is equipped with the necessary skills for effective participation in
the workplace.
In 1992 a set of seven generic skills, the Mayer Key Competencies, were identified as the basic
transferable competencies that underpin employability and the capacity to adapt to different
types of whole work roles, as well as personal and community activities throughout an
individual’s life.
The Key Competencies are:
• collecting, analysing and organising information
• communicating ideas and information
• planning and organising activities
• working with others and in teams
• using mathematical ideas and techniques
• solving problems
• using technology.
Source: Viewed 7 April 2005 <http://cms.curriculum.edu.au/the_cms/tools/new-display.asp?seq=6481>.

Big Picture Schools

Five general learning goals provide a framework around which the students at a Big Picture
School in the United States of America, and their advisors, organise and customise learning
plans. The learning goals are:
• Empirical reasoning—How do I prove it?
• Quantitative reasoning—How do I measure, compare or represent it?
• Social reasoning—What are other people’s perspectives on this?
• Communication—How do I take in and express ideas?
• Personal qualities—What do I bring to this process?
Source: Memorandum of Understanding for the Creation of Big Picture Schools: page 5. Viewed 15 November 2004
<http://www.sandi.net/board/reports/2004/0302/e6b_1.pdf>.
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The University of Adelaide graduate attributes

The University of Adelaide seeks to develop graduates of international distinction by
supporting high quality education in an environment where students are encouraged to take
responsibility for developing the following attributes:
• Knowledge and understanding of the content and techniques of a chosen discipline at
advanced levels that are internationally recognised.
• The ability to locate, analyse, evaluate and synthesise information from a wide variety
of sources in a planned and timely manner.
• An ability to apply effective, creative and innovative solutions, both independently and
cooperatively, to current and future problems.
• Skills of a high order in interpersonal understanding, teamwork and communication.
• A proficiency in the appropriate use of contemporary technologies.
• A commitment to continuous learning and the capacity to maintain intellectual
curiosity throughout life.
• A commitment to the highest standards of professional endeavour and the ability to
take a leadership role in the community.
• An awareness of ethical, social and cultural issues and their importance in the exercise
of professional skills and responsibilities.
Source: Viewed 11 April 2005 <http://www.adelaide.edu.au/DVC/students/graduate_attributes.html>.

University of South Australia graduate qualities

The following list of seven qualities was agreed by the University of South Australia
community as appropriate to the University’s distinct mission and profile.
A graduate of the University of South Australia:
• Operates effectively with and upon a body of knowledge of sufficient depth to begin
professional practice.
• Is prepared for lifelong learning in pursuit of personal development and excellence in
professional practice.
• Is an effective problem solver, capable of applying logical, critical, and creative
thinking to a range of problems.
• Can work both autonomously and collaboratively as a professional.
• Is committed to ethical action and social responsibility as a professional and citizen.
• Communicates effectively in professional practice and as a member of the community.
• Demonstrates international perspectives as a professional and as a citizen.
Source: Viewed 15 April 2005 <http://www.unisa.edu.au/etd/gradqual.asp>.
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Appendix 8
SSABSA: Areas of learning for the SACE—2005
The following chart lists the 47 areas of learning of the current SACE from which are derived
the subjects, units, and/or school programs at Stage 1 and Stage 2 levels. The chart counts
Languages as one area of learning.
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1.

Aboriginal Studies

2.

Accounting

3.

Agriculture and Horticulture

4.

Ancient and Classical Studies

5.

Auslan

6.

Australian Languages

7.

Australian and International Politics

8.

Australian Studies

9.

Biology

10.

Business Studies (including Small Business Enterprise)

11.

Chemistry

12.

Communication for the Hearing Impaired

13.

Community Studies

14.

Contemporary Issues and Science

15.

Dance

16.

Design and Technology (including Technical Drawing)

17.

Drama

18.

Economics

19.

English

20.

English as a Second Language

21.

Global Sustainability (now called Sustainable Futures)

22.

Extension Studies (including Multi-Arts, Integrated Studies)

23.

Geography

24.

Geology

25.

Health and Personal Development Studies

26.

History

27.

Home Economics

28.

Information Processing and Publishing

29.

Information Technology

30.

Languages

31.

Legal Studies

32.

Mathematics
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33.

Media Studies

34.

Music

35.

Nutrition

36.

Outdoor and Environmental Education

37.

Philosophy

38.

Physical Education

39.

Physics

40.

Psychology

41.

Religion

42.

SSABSA-VET subjects

43.

Studies of Societies

44.

Tourism

45.

Visual Arts

46.

Women’s Studies

47.

Work Education

Source: SSABSA (2004) Areas of Learning for the SACE—2005. Paper presented to the Curriculum and Assessment Policy Committee of the SSABSA,
December 2004.

230

Success for all: SACE Review Part E

Appendix 9
Examples of possible curriculum organisers
Universities

In its research, the Review Panel noted that universities develop their faculties around both the
disciplines and the pathways that graduates might follow. For example:
• Architecture and Design—University of South Australia
• Engineering, Computer and Mathematical Sciences—University of Adelaide
• Community Services, Education and Social Science—Edith Cowan University.
SACE Review suggestions

The Review Panel presented the following list of curriculum organisers to the Curriculum and
Assessment Working Group as an example of possible amalgams of disciplines and vocational
pathways. The list reflects the current eight Learning Areas used in schools and builds upon
particular industry pathways:
• Engineering, Computing and Mathematics
• Environment, Primary Industries and Sciences
• Education, Humanities, Law and Theology
• Languages, Literature and Internationalisation
• Tourism, Hospitality and Foods
• Fitness, Health and Human Services
• Technology, Trades and Business
• Arts, Design and Media.
Qualifications and Curriculum Authority (QCA) framework for sectors
and subjects

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Health, public services and care
Science and mathematics
Agriculture, horticulture and animal care
Engineering manufacturing technologies
Construction, planning and the built environment
Information and communication technology
Retail and commercial enterprise
Leisure, travel and tourism
Arts, media and publishing
History, philosophy and theology
Social sciences
Languages, literature and culture
Education and training
Preparation for life and work1
Business, administration and law

This category includes employability programs, foundation studies, life skills, basic skills, key skills, citizenship, and return-to-work
and vocational skills. These would not constitute a separate diploma ‘line’ in their own right, but would contribute to other programs.

1

Source: Tomlinson (2004) Final report of the Working Group on 14–19 Reform, p 26, viewed 19 October 2004 <http://www.14-19reform.gov.uk>.
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Appendix 10
Some ideas for Extended Learning Initiatives
The following list of ideas has been taken from the SSABSA website relating to Stage 2
Extension Studies. Further information can be found at
<http://www.ssabsa.sa.edu.au/support/flexible/2ext/documents/2ext-tl-008.pdf>.
The focus of the investigation undertaken by students in Stage 2 Extension Studies depends
very much on the student’s interest. The following ideas are not exhaustive nor are they meant
as models of the kinds of investigations that should be undertaken.
SSABSA: Stage 2 Extension Studies some ideas for topics of study

The following ideas for an extension study are the result of discussion and brainstorming ideas
by a small group of people. These ideas are not exhaustive, nor are they meant as models of the
kinds of investigations that should be undertaken. They are offered as springboards for further
thinking by teachers and students.
Principal focus

What are the best ways of regenerating native grasses?
How similar can a musical symphony for synthesiser sound to a symphony written for more
traditional instruments? What is it that makes synthesiser music unique?
What furniture designs best capture the grains and textures of Australian native woods?
What kinds of musical instruments can be constructed out of vegetables/native woods/grasses?
Is it possible to write a symphony for such instruments?
Is it possible to gain accurate geographical and biological information from photographing the
impact of wave movement on sand dunes?
Is it possible to work out mathematical formulas to predict maximum performance of solar
cars?
How can bee movements and bee trails be represented in art/textiles?
How can I translate and dramatise a selection of Ancient Greek poems so that they appeal to
and give a realistic message to teenagers living in Adelaide?
What kind of musical composition will reflect the geographical profile of the Coorong?
To what extent would disabled preschool children benefit from a gymnastic program using
passive exercising?
How will I construct a website to assist in the reclamation of Australian languages?
What kind of song or musical lament for women would best depict the slavery of women in
the majority world?
Is it possible to design a museum display that educates country students about the demise of
Australian languages and Indigenous sacred sites?
How can I make an absurdist film about depression among teenage girls for a teenage
audience?
How can I write and direct a humorous play to convey the impact of technology (eg Ipods and
mobile phones) on the lives of teenagers?
Is it possible to construct a model of the universe’s black holes?
What kind of musical composition/dance composition will best reflect the sounds of Adelaide’s
beaches?
How can I design a wrought iron gate for a church yard, which incorporates the religious
history and symbols of the church?
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What can I do to prepare and run a radio/television program for Imparja?
What kinds of computer packages will best assist hearing-impaired people in finding career
opportunities/gaining financial advice/learning another language?
Is it possible to build low-cost, environmentally friendly self-sustaining homes for the
homeless?
What kind of laboratory will best help primary school students in Years 1 and 2 to learn how
much fun physics and chemistry are?
What kinds of textile design will best express emotions and cultural priorities of the recently
arrived Sudanese refugees?
What kinds of textile designs will best reflect the commonalities/links between indigenous
cultures?
Is it viable to grow Echinacea plants in the outback of South Australia?
What would a local area/suburban botanic park using local flora and fauna look like? How
could it be managed?
How can I construct a dance/music/art piece that reflects restorative versus retributive justice?
What are the most important aspects of taking part in an archaeological dig/diving retrieval?
How will I design and test a series of kites/windmills/water fountains for best functionality?
What is the best way of packaging and promoting Australian native foods for big take-away
store chains?
Is it possible to run a machine on vegetable power?
Is it possible to run a project in a particular area (eg Copper Hills) to save an endangered
species, such as the stick-nest rat?
Is it possible to grow native plants or crops using bore water supply that is slightly saline?
What are some innovative ways to use wool?
What is the most fuel-efficient and the most environmentally sound transport system?
How can a museum/art gallery display (with accompanying musical composition) convey the
uniqueness of Australian native animal tracks?
What are the ethical, chemical, physical, environmental, and economic impacts of nuclear
waste disposal in South Australia?
Does the modern electronic kitchen really save time and energy?
Is edible furniture art or food technology? Is edible art really art?
What would an outdoor space look like in a school that is for meditation, education and
recreation?
Is it possible to faithfully recreate Medieval costumes that are true to the period and yet
innovative at the same time?
Can I write and illustrate historical stories for children that both entertain them and get them
interested in history?
Source: SSABSA (2005) Flexible Learning Programs: Extension Studies, viewed <http://www.ssabsa.sa.edu.au/support/flexible/2ext/2ext-tlideas.doc>.

Brief summaries of the investigations undertaken by the student cohort of 2004 for Extension
Studies can be viewed at <http://www.ssabsa.sa.edu.au/support/flexible/2ext/documents/2ext-tl007_000.doc>.
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Appendix 11
Selection procedures by the South Australian Tertiary
Admissions Centre
Selection of South Australian school leavers (Years 10, 11 and 12) to TAFE
(FSI 500) courses*
Achieve Eligibility

Meet the minimum
entry requirements for
the course

All applicants

Obtain a Selection Rank
Selection

or

Points awarded for:
General Academic Merit
Preferred pathways
Preferred subjects
Other merit

Selection

Compete against
all applicants on
bases of rank

Each TAFE Course has its own selection guide which lists Minimum Entry Requirements
(MER) and a Selection Criteria matrix. See <http://www.tafe.gov.au/selectionguide>.
* School leavers are also admitted to Apprenticeships, Traineeships, and Pre-vocational Training
Programs.
Source: South Australian Tertiary Admissions Centre, 2004.
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Selection of South Australian school leavers to university courses

Year 12 applicants

Achieve Eligibility

•
•
•
•

Qualify for SACE
Meet HESS requirements for university course
Meet any prerequisites for particular course
Obtain ‘Recorded Achievement’ in 5 ‘scalable’ Stage 2 SACE subjects

Obtain a Selection Rank

•
•
•
•

The raw scores of Stage 2 subjects are scaled
The university aggregate calculated from scaled scores
The university aggregate converted to a rank—TER or ITI
Any equity and/or subject bonus points are added to aggregate and
selection ranks provided for each university

Selection

• Compete on basis of selection rank in Year 12 subquota for the course
• Selected if meet the cut-off
• Cut-offs are affected by supply and demand

Other (selected examples)
•
•
•
•

Medicine and Dentistry: as above, but for selection (i) Achieve acceptable UMAT result,
(ii) ‘pass’ an interview, (iii) achieve a TER≥ 90.
Music, drama courses: audition plus TER.
Year 12 Portfolio—University of South Australia program.
Equity programs, disability programs etc—the universities deem applicants into courses.

Source: South Australian Tertiary Admissions Centre, 2004.
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Appendix 12
The Australian Blueprint for Career Development
Career Management Competencies

The Australian Blueprint for Career Development1 was developed after consultation with a
broad range of potential users and is based on the Canadian Blueprint for Life/Work Designs.2
The Australian Blueprint identifies and elaborates eleven career competencies that all
Australians need to build their careers.
These competencies are grouped across three key areas:
• Personal Management
• Learning and Work Exploration
• Career Building.
The competencies are described across four developmental levels and expanded upon through
performance indicators and standards. Performance indicators are general objectives describing
specific knowledge, skills and attitudes that individuals need to develop to achieve a
competency. Standards describe what individuals will do to achieve a specific indicator, how
well they need to do it and the conditions under which they will perform the task. Local
standards can be developed from each performance indicator to suit local needs.
The Blueprint provides a common language for career development initiatives throughout
Australia, and across the lifespan of individuals. Ultimately this will assist individuals to move
seamlessly from one career development setting to another.
There is a wide range of settings in which career development occurs in Australia and in which
the Blueprint could be used, including:
• schools
• TAFEs
• universities
• government departments
• employment agencies
• human resource companies
• community organisations
• prisons
• providers of career and transition services.
The diagram on the next page, constructed by the SACE Review Secretariat, illustrates how the
layers of the Blueprint fit together.
The Blueprint is being trialled nationally in a number of education and employment settings.
There is a close connection between the career management competencies and the
Employability Skills outlined in Appendix 13.
Australian Blueprint for Career Development (ABCD), viewed 9 November 2004
<http://www.milesmorgan.com.au/projects.html>.
1

Canadian Blueprint for Life/Work Designs, viewed 9 November 2004
<http://www.detya.gov.au/directory/publications/australian_blueprint.pdf>.

2
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The Australian Blueprint for Career Development Overview

THREE KEY AREAS

(A) Personal Management
(B) Learning and Work Exploration
(C) Career Building

ELEVEN MAIN COMPETENCIES

Competencies are broad goals for career development
Personal Management:
Competency 1: Build and maintain a positive self-image
Competency 2: Interact positively and effectively with others
Competency 3: Change and grow throughout life
Learning and Work Exploration:
Competency 4: Participate in lifelong learning supportive of career goals
Competency 5: Locate and effectively use career information
Competency 6: Understand the relationship between work, society and the economy
Career Building:
Competency 7: Secure/create and maintain work
Competency 8: Make career enhancing decisions
Competency 9: Maintain balanced life and work roles
Competency 10: Understand the changing nature of life and work roles
Competency 11: Understand, engage in and manage the career building process

FOUR DEVELOPMENT LEVELS ACROSS THE LIFESPAN

These competencies are then expanded across the matrices at four developmental levels
through the lifespan:
•
•
•
•

Level One—for students in K–primary years
Level Two—for students in the middle years (Years 8–10)
Level Three—for students in the senior/post-compulsory years (Years 11–12)
Level Four—for adults

The Blueprint identifies performance indicators within each developmental level

Local standards can then be developed from each performance indicator to suit local needs

For further information and more details see
<http://www.detya.gov.au/directory/publications/australian_blueprint.pdf>.
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Appendix 13
Employability Skills Framework
The Australian Chamber of Commerce and Industry (ACCI) Employability Skills
Framework has been endorsed by a broad array of organisations and enterprises. It is
proposed that it is utilised by the range of education and training systems and providers, and
more broadly in the community, as the key outcomes for students and workers up-skilling
and people wishing to participate in the labour market and in the community.
Enterprises are increasingly seeking a more highly skilled workforce where the generic and
transferable skills are broadly distributed across the organisation.
There has been broad agreement that all young people need a set of personal attributes and
skills that will prepare them for both employment and further learning. It is also recognised
that the ongoing employability of individuals is dependent on their having a set of relevant
skills, as well as a capacity to learn new things.
Descriptor

Definition

Skills

Skills are commonly understood to refer to an ability to perform a

Competencies

Attributes, qualities
and characteristics

specific task.
Competency is used to refer to an observable behaviour performed
to a specified level and therefore provides a basis for the assessment
of performance.
These refer to those capabilities of an individual in most instances
although ‘characteristics’ is sometimes used to describe a workplace/
job-specific requirement.

However, what has been less clear is what these attributes and skills should be in the context of
challenges facing Australian industry.
Employability skills are defined as skills required not only to gain employment, but also to
progress within an enterprise so as to achieve one’s potential and contribute successfully
to the enterprise’s strategic directions.

This definition is broad and encapsulates self-employment as well as the need for on-going
skills development as an individual and builds on the Mayer Key Competencies.
The key skills identified in the Employability Skills Framework are:
• communication skills that contribute to productive and harmonious relations
between employees and customers
• teamwork skills that contribute to productive working relationships and outcomes
• problem-solving skills that contribute to productive outcomes
• initiative and enterprise skills that contribute to innovative outcomes
• planning and organising skills that contribute to long term and short term strategic
planning
• self-management skills that contribute to employee satisfaction and growth
• learning skills that contribute to ongoing improvement and expansion in employee
and company operations and outcomes
• technology skills that contribute to the effective execution of tasks.
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The Employability Skills Framework also incorporates the following personal attributes that
contribute to overall employability:
• loyalty
• commitment
• honesty and integrity
• enthusiasm
• reliability
• personal presentation
• commonsense
• positive self-esteem
• sense of humour
• balanced attitude to work and home life
• ability to deal with pressure
• motivation
• adaptability.
There is no doubt that enterprises saw the inclusion of these attributes as a new and essential
component of employability skills.
A more detailed account of the personal attributes, skills and elements that make up the
Employability Skills Framework is available at <http://www.acci.asn.au>.
There is a close connection between the employability skills and the career management
competencies outlined in Appendix 12.
Source: Viewed <http://www.acci.asn.au>.
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Appendix 14
SSABSA Act 1983, selected Sections
Functions of Board
15.
(1)
The Board has the following functions:
(a)

to approve syllabuses (which may consist of a detailed structure or a more
general outline) for subjects comprised in the prescribed certification
requirements of senior secondary education that have been prepared at the
direction of the Board or submitted to it by a school, institution or other
authority;

(b)

to direct the preparation of syllabuses for its consideration under paragraph (a);

(c)

to assess, by such means as the Board thinks fit, achievements in or satisfactory
completion of subjects or other requirements comprised in the prescribed
certification requirements by students at senior secondary education levels;

(d)

to recognise, if it thinks fit and to such extent as it thinks fit, assessments of
students at senior secondary education levels made by schools, institutions or
other authorities;

(e)

to recognise, if it thinks fit and to such extent as it thinks fit, the qualifications
or experience of a student in or towards completion of the prescribed
certification requirements of senior secondary education;

(f)

to prepare and maintain records of assessments made or recognised by the
Board and to provide, on request, a copy or extract of those records to a
student or former student or to such other person as the student or former
student directs;

(g)

to certify satisfactory completion of the prescribed certification requirements of
senior secondary education by students;

(h)

to provide to schools, institutions and other authorities, on request, such
information as they may reasonably request in relation to the Board’s policies
and processes, including information as to the criteria that will be applied by
the Board in granting approvals and recognitions;

(i)

to publicise the prescribed certification requirements of senior secondary
education and the assessment, recognition and certification processes as it
thinks fit and to make syllabuses prepared or approved by the Board available
to members of the public;

(j)

to undertake or commission research related to any matter for which it is
responsible and to publish the results or such research as it thinks fit;

(k)

to keep under review the operation of this Act and the policies and processes of
the Board.

(2)

The Board may adopt and apply such transitional arrangements with respect to
syllabuses, assessment or other processes of the Board as it considers appropriate
in view of any legislative change or any change in its policies or processes.

Powers of Board
16.
For the purpose of carrying out its functions the Board may—
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(a)

acquire, hold, deal with and dispose of real and personal property;

(b)

enter into any kind of contract or arrangement;

(c)

acquire or incur any other rights or liabilities;
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(d)

exercise any other powers that are necessary for, or incidental to, the efficient
discharge of its functions.

Committees and sub-committees
17.
(1)
The Board may establish committees to advise the Board on any matter related to
the administration of this Act or to carry out functions on behalf of the Board.
(2)

A committee established under subsection (1) may delegate any of its functions
or powers to a subcommittee established by it for that purpose.

(3)

A delegation under subsection (2)—
(a) may be made subject to such conditions as the committee thinks fit;
and
(b) is revocable at will and does not derogate from the power of the
committee to act in any matter itself.

(4)

A person who is not a member of the Board may be appointed to be a member
of a committee or a sub-committee.

Employees of Board
18.
(1)
The Board may, with the approval of the Minister and on such conditions as it
thinks fit, engage such employees as are necessary to assist it in carrying out its
functions under this Act.

Source: SSABSA Act, viewed 20 April 2005 <http://www.austlii.edu.au/au/legis/sa/consol_act/ssabosaa1983539/s15.html>.
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Appendix 15
SSABSA: Broadfield Framework diagrams
These extracts are taken from SSABSA’s Broadfield Frameworks for Science (1990: 3) and
Health and Personal Development (1990: 2).
The SACE and the Science Broadfield Framework

There are ten broad field frameworks that define Stage 1 curriculum for the SACE. There are
the Arts, Business, English, Global and Environmental Studies, Health and Physical
Development, Languages, Mathematics, Science, Social and Cultural Studies and Technology.
This document is the broad field framework for Science. It provides guidelines for the
development of extended subject frameworks at Stage 1 of the SACE studies. This broad field
framework will be used primarily by two groups of people
•

those who want to gain a broad understanding of the nature and intentions of this
field of study

•

those who will be writing extended subject frameworks in this field.

Five extended subject frameworks will be provided by SSABSA from this broad field: Biology,
Chemistry, Geology, Integrated Science and Physics.
These extended subject frameworks will be used by teachers to develop their own school
programs. See Figure 1.

Extended Subject
Framework (ESF)
prepared and
approved by SSABSA

low

SCIENCE BFF
Biology

Geology
Integrated
Science

Chemistry

Physics

Illustrative
school programs
prepared by SSABSA

School programs
prepared and
approved by
schools/sectors

School
proposed
ESF
approved
by
SSABSA

School

School

School

School

School

School
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School

School

School

School

242

School

School

Degree of specificity

Broadfield Framework
(BFF)
Prepared by SSABSA

School

School

School

high

The Health and Personal Development Broadfield Framework
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Appendix 16
Another diagram of the new SACE
This is a third way of representing the new SACE in diagrammatic form.
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