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TAFE students learn through collaboration with othidents, and industry practitioners, in
classrooms and in the community. VET learning ino&lits manifestations involves making

connections between practices, ideas, techniqués paople. Through a distinct set of
learning experiences, VET graduates make transiiitto employment and in many instances
forge pathways into further learning contexts. hdey to forge further learning pathways

TAFE students seek out credit transfer based dneT learning.

This paper will explore the experiences of two stud who completed VET studies in
community services. One student, Louise complet&ipdboma in Children’s Services and
then went onto to study in a Bachelor of Early @hdod Education program. Another
student, David completed a Diploma of Community 8lepment and then enrolled in a
Social Science degree and completed this and thesu@d postgraduate studies in the drug

and alcohol area.

Both Louise and David’'s learning careers involveking connections between fields of
study, employment contexts and occupations (Bloo&drodkinson: 2000). To achieve
mobility in their learning careers David and Louisaverse different learning contexts
seeking out ‘credit transfer’ arrangements, allwagy that enable them to engage in learning
that doesn’t duplicate their prior studies but eatbuilds their knowledge capacities and

extends their employability

Introduction

Credit transfer is a complicated policy issue nidaey education both in Australia and
internationally. By exploring two students ‘leargircareers’, those of Louise and
David’ s, this paper will outline some of theseuss and the specific aspects of credit
transfer as they relate to student movement betw&dhand University learning in
Australia. In particular this paper will look ateclit transfer institutionally, that is,

from the perspective of moving from a TAFE Ins&éub a University; at the level of



gualifications and explore the differences in VEERrhing and learning in higher

education.

Louise and David’'s stories come from a series ¢énnews of TAFE students
learning experiences that were conducted as a wasderarch study about the nature
of TAFE learning. (Pardy: 2006) That research mojéuminated the ways in which
people deployed TAFE studies as a strategy todbaiivorkable life’. The research
made two arguments about contemporary vocationatatbn and training, those
being a renewed emphasis on credentialism in re¢git reforms along with the
persistence of VET learning as a strategy and resoior self development. The
notion of workability was conceptualised and untterd from the analysis of the
series of interviews as a subjective strategy fdsvelopment that stands in contrast
and contradiction to the more instrumentalist readi of employability. The
implementation of the National Training FramewolkT{) as a consequence of the
last wave of Australian VET reform placed qualifioas at the front and centre of
VET learning. These reforms, which saw the whokesahplementation of
competency based training through national industaining Packages inextricably
linked workforce participation with industry determad and controlled credentialism.
As a consequence it is the ‘qualification’ that leesome the principal outcome of
TAFE and VET learning more generally. Although TAE&rners are able to identify
and articulate broader social, culture and indiglddividends of their studies, VET
policy reform relies on the valuation qualificatsoas evidence of productivity and

(economic) progress.

Qualificationsand careers

The reconfigurations and readjustments to TAFEniegras a result of the last waves
of VET policy reforms consequently enshrined nalandustry qualifications as the
predominant curriculum format. It is through thasrhat that the use of competency
based training and assessment approaches have éeéeorrgueur. Parallel with
these changes in TAFE learning, patterns of woddqgparticipation and the skills
needed to gain and sustain employment in the dumest-industrial consumer

economy have also undergone considerable changplofgment itself has become



‘non-standard’ and subsequently more precarious.ldvwger is the ‘job for life’
scenario the standard experience for workers irbthee new worlds of work in the
‘knowledge economy’. The advent and ubiquity oformhation and communication
technologies and the subsequent reconfiguratiorprofiuction and consumption
practices both locally and globally have resulted new pressures on tertiary
education more generally. More now than ever thedential’ in the form of
gualifications is central to sustainable workfoqga&rticipation. Both Louise and
David forge a ‘learning career’ that traverses TA&ERd University study. Their
stories are not just catalogues of achieved quatibns but are rather evidence of the
policy conundrum that is ‘credit transfer’ in Ausian tertiary education. Louise and
David have learning careers that involve exposaréifferent forms of knowledge
through participating in different types of teryiggducation institutions.

Bloomer and Hodkinson (2000) proposed a definitoérthe ‘learning career’ that
indicates an individual’s course through life. Sudurses through life are more often
than not often disrupted by detours, potholes (8#ri998) and a plethora of choices
about routes and which ones to take in order tosgeghewhere’. Whilst the policy
rhetoric of lifelong learning has relied on ‘pathysg this language rather deceptively
smoothes over the individual and social strategasl tactics endured by
contemporary learners to craft a workable lifet timare often than not will involve
employment, although precariously. A ‘learning eairés an educational concept that
captures the ways in which contemporary educatatigipation has indeed become
non-linear and not as straightforward as the lexiob pathways suggests. Learning
careers involve a diversity of learning experienbegh formal and informal, in a
range of contexts, through different formats, ihi\aersity of institutions, for a variety
of purposes. More importantly from a credit trangdeint of view , learning careers
involve exposure to different forms and types obwiledge such as disciplinary
knowledge in the academic sense and work basedragtice based knowledges in

the vocational contexts.

According to Bloomer and Hodkinson, a ‘learningesat refers to the development
of dispositions to learning over time. The conagfdearning careers necessarily takes
a longer term perspective of learning and educatiparticipation and recognises the

importance of individual’s capacities to adjustifierent patterns and experiences of



education and learning in different spaces at whffe times. As Bloomer and
Hodkinson indicate of the learning career,
‘It is a career of events, activities and meanirgsl the making and remaking of
meanings through those activities and events, taigchi career of relationships and the
constant making and remaking of relationships, udiclg relationships between
position and disposition. Learning career refersh® development of dispositions to
learning over time (Bloomer & Hodkinson, 2000, @259
Both Louise and David deploy TAFE learning to bdtdreable to navigate a more
complex social milieu to extend their abilitiesarder to be more secure in terms of
employment options in a changing world of work.rilmtic to both their ‘learning
careers’ are achieving ‘credit’ for their TAFE |laarg to pursue studies in higher

education at university.

One of the significant achievements in Australidoation systems over the past few
decades has been the expansion of participationgoospulsory education and the
subsequent opening up of pathways between differemitary learning options.
Education is understood as important to social sioime economic development and
the individual. VET reform in Australia was premisen the notion that the more
qualified the Australian workforce becomes; the enaconomically competitive
Australia would become making it an attractive ohedion for global investment The
VET reforms that saw the implementation of compeyemased training and training
packages it was argued expanded the breadth ofpr&iision to improve pathways
from school education, tertiary education with ioyed transitions into employment.
(HLRTP) This claim may be true for some people grtigular vocational and
industry areas and fields but cannot be claimedetaniversally the case. Pathways
between school and VET were made easier and masenlsss through the

development across Australia of comprehensive \E3chools programs.

The pathways between VET learning and higher edutdHE) are another story. It
is another story because of the different histoaied practices of teaching, learning
and assessment that characterise VET and HE. Qrudeé sector is known as
occupationally bound (VET) and practical whilst tlether is understood as
knowledge bound in a disciplinary and theoretiesdse (HE). This crude distinction,

although ignorant to the changes in the natureedifaty learning generally fails to



take account of changes to the nature of knowirdykarowledge more generally in
our present so-called ‘knowledge economy’. Norle®at the subjective level of
‘learning careers’ contemporary tertiary educatgiondents traverse the different
aspects of knowledge as provided and deliveredeltjaty education in both VET
and HE. In addition to these institutional (tergiareducation) experiences
contemporary students know, make and consume kdgelen their everyday lives
down the (wireless) lines of globally networked omhation superhighways, in
workplaces, in communities and through leisurevéats such as gaming, cinema and

culture more generally.

So today, contemporary students in Australia arettikg together learning
trajectories that cross the sectoral boundarie¥EF and HE, in spite of different
approaches to knowledge, assessment and learrtiiegeTiearning trajectories more
often involve learning across different curricularmhats and delivery contexts.
Workplace learning, flexible delivery and electmoiiearning have become central in
the suite of provision strategies adopted in VE® aiso have a place in HE. In a
policy sense the Australian Qualifications Framdw(hQF) and locally arranged
credit transfer agreements are the only existiraplems and conduits to support credit
transfer for learning careers in Australian tegti@ducation. The policy goals in
Australia over the past decade have sought in yaneays to emphasise ‘seamless
pathways’ but more accurately resemble paths @&z\crpaving’ (Harris, Rainy &
Summer:2006). To achieve seamlessness requirefly agi part of students,
educators, and tertiary education administratordatlitate smoother movement
between and across the different organisationalegts in which tertiary education
takes place in Australia. In the Australian contexbssing sectoral boundaries from
VET learning to higher education increases the ntgpae of credit transfer protocols
given the everyday reality of learning careers.rides and obstacles to credit transfer
for prior education achievement could as a reahdentive and obstacles in people’s

indefatigably idiosyncratic learning careers.

The lexicon of skills has become central in an nmfation society and a knowledge
economy to shaping and understanding the importahgearticipation in tertiary
education both within Australia and internationallyne noun, skill, is defined by the

Oxford lllustrated Dictionary (Second Edition, 19 ‘expertness, practised ability,



dexterity, facility in doing something.” Tertiastudents today are indeed expert and
dexterous in being able to move in and out of aewarof education and learning
contexts, both institutional and more informal mier to shape a course through life
making for themselves a livelihood and a ‘learnaageer’. The term skills it seems
presents a opportunity to think through and tolyaand justly recognize credit
matters.. Learning careers are often furnished vaticredited, non-accredited,
endorsed, non-endorsed; certificates, diplomastificates of completion and/or
participation together with employment, projeceldi and cultural experiences that
are as diverse as they are connected but are undedpby skills. The connection or

anchor of any learning career is the subject aviddal who authors and forges it.

Louise and David both started tertiary studiesraversity after finishing secondary

schooling but left after very short times to travgkrseas and ‘see the world’. They
also both came back from traveling wanting to gqualification leading to a career.

Both Louise and David pursued TAFE learning in ¢benmunity services fields. The

community services industry is culturally and higtally been theorized as a

feminised industry as the skill of ‘caring’ has beeonstructed around ‘womens
work’. Pocock (1988) has argued that skill in Aakeém VET is not a gender-neutral
construct but is rather has been historically fart@ough privileging the value of

male labour. Such a masculinist construct of skdlargued by Pocock works to
devalues skill associated with so-called women’skvas being not only less valuable
but at worst invisible. Care work whether with, ldhén, people with disabilities, the

aged or any one requiring support is often undedsts not only women’s work but

as service work largely carried out by the workatgss women(Skeggs:1997).

Both Louise and David embark on TAFE studies in ¢dbenmunity services sector
that are concerned with personal support and casek.wLouise, in Children’s
Services field and David in the disability field.Hat we see in Louise and David’s
trajectories are learning careers where ways owkmyp are refracted through social,
cultural and discursive actions, in TAFE learnimgttincludes employment based
learning combined with classroom learning. A recaport into ‘credit transfer’ in
Australian tertiary education defines credit tfangs,

“Credit involves granting students some level okrmption, status or advanced

standing (these terms are used interchangeabltheircourse they are entering in



recognition of relevant prior studies and/or worperience and/or life experience.

When granted credit, a student is not requiredtidysthe unit or units for which

exemption, status or advanced standing is gran{Pdillips KPA: 2006, p. 32)
The conundrums that are glossed over in this defirdre the breadth and variability
of what is entailed in VET learning generally anchiTAFE education as experienced
by Louise and David. Both their stories reveal afight patterns of learning and
different processes for achieving credit. Skillaasnifying possibility for credit starts
to come undone when different tertiary sectors hdifferent takes on skill, not to
mention understandings of skill in disciplinary @pcational specific contexts

together with broader cultural, gender and histdnieckonings of skill.

Louise

Louise, is a young woman who wanted to study eahlidhood education when she
had returned from overseas travel. Competitiortddiary had intensified and Louise
was unable to get a university place. Louise wagsad that by undertaking TAFE
studies she would enhance her chances of achievipigce in the degree program.
Despite her initial disappointment, Louise purtktdlee option of TAFE. Louise’s

learning career involved overseas travel along Wwéh initial study. The credentials
that furnish her learning career includes, a Geti@ Il in Childrens Services, a
Diploma in Children’s Services and then a BacheloEducation (Early Childhood)

attempt at university

Initially, Louise negatively associated TAFE witthaties’ and didn't hold TAFE

learning in the same esteem that she attachedwuersity learning.

"I think | was pretty skeptical about it in thedirplace, because | thought that it
probably wasn't as good as university. You kindhate this ideology that university
is it — you've made it. But when you go to TAFEukind of think, well, TAFE's a
tradies place — all the tradies go toTAFE. Andstjdidn’t think that that was for me.
But | came into it, but I my views | think on thiest day had completely changed — |

loved it".
What happened on the first day to challenge those views for you?

"It was actually one of the teachers got up and $peke about their experiences.

Where TAFE was going to take us at the end of @, arthink, because she made it



sound so positive; she hadn't really talked abbatuniversity system, but she talked
about what we could do with our qualification a¢ #nd of it, and it was just a real

community — | kind of liked that aspect of it."

Louise, through the teachers’ enthusiasm aboudi@nils services education in TAFE
understands it as an induction into a community amadustry. A community that is
occupationally located in the services industréssin children’s services, in contrast
to the historical notion of childcare. In TAFE aW&T more often than not teachers
are educator/practitioners who provide to studantsxduction into a field of practice.
Usually these teachers will have substantial liokhe industry that they are teaching
in. As a consequence TAFE learning is based orcallective actions of acquiring
the requisite practice skills and informational Wiedge for specific jobs and work
more generally together with learning to get a j6lr Louise it also involved
preparation to secure a sought after universitgepla

TAFE learning for Louise involved the inductiorto the children services field.

Louise describes her TAFE experience as intiraatepersonable and contrasts this

with her experience as a university student.
"With the TAFE experience it became familiar. Ybad the same people in your
group all the time. You knew your teachers; yotitgdknow them personally. What
they had done in industry, whereas in the univeisg just such a huge environment.
You kind of get lost and you can't really figuretavhat it is — there’s no networking.
So there’s no support there. Even if you're notlyaanderstanding something. You
can't really stop and say, hang on a minute, cangw back a step. Whereas with
the TAFE system it was very much the teachers wene for us. That's how it kind
of felt. It was like a welcoming to the industnShe even said, “Welcome to the

industry. We value you making this decision”.

Louise believes she was able to learn the 'tratkthe trade’ through her TAFE
learning, which included opportunities to develdye tskills and capabilities to
become a childcare practitioner. Louise also letrndentify with the 'industry’ area
she was seeking a qualification for.
"So we did a lot of hands on things because in iodustry you have to be
quite resourceful, so we actually took excursionhe teachers took us on

excursions to shops that you would be able to pigkesources that would be of



value. You were learning the tricks of the trade,to speak. You weren't just
learning just this whole theory — you had thes#isskvhen you got out in the

industry, that you could take with you"

The telling theme in Louise’s interview was the gigtience of the acquisition and
exposure to practice based learning. Doing ‘hamighings’ signals the division
between hands and minds that is often used ashsinortto distinguish between
academic and vocation learning. This distinctian inherently a hierachical
relationship with the ‘head’.or the academic’ hgvmore worth both generally and in
the currents of tertiary education internationally.describing her TAFE learning
Louise reflects on her motivation to pursue teytstudies for her won benefit. Louise
comments on the competency mode of her learningtl@meventual output of such
learning as a ‘qualification’, as the minimum dierd.

I'm doing this for myself. But there were dark émwhen you thought I'm doing all

this work and all I'm getting out of it is a quadiition that someone next to me,

who’s doing nothing, can pretty much get. And itsally disheartening—very

disheartening."

Pathways between TAFE and university are not deamas a result of the differing
pedagogical modes. The focus on competency, anddheomitant conflation of
knowledge with skills in TAFE learning, obscureg thpistemological basis of the
learning. Obtaining credit for completed learnirg a fraught task that occurs
unevenly and with inconsistencies in the Austratemiary education systems. Louise
was given a year and a half of credit when entehi@igdegree program. This means
that all up Louise studied four and half yearsdbiave a certificate, a diploma and a
degree.
“In my industry particularly, having your diplonidand of only gets you so far. It
only gets you to work in a childcare centre and, e, my passion was with
particularly the three to four age group — fourfite. And to secure a job in the
industry it's better to have your Bachelor in Edima because they want to secure
kindergarten teachers, so they get funding fromgineernment. It was a little bit
about pressure, but it was also about extendingkiils. | thought that obviously

university can offer me something else as well. dégree | chose also equips me to



be a primary school teacher, so it’s just greataiastantly have that extra benefit, so

that | can choose what | want to do, and constavbjve.”
It is ultimately the higher education organisatidhat is the university that accepts a
VET/TAFE graduate who determines how much, if argdit will be given for the
studies taken. This process involves assessingotitent of the study and taking into
consideration the level of the qualification acleév This not only indicates the
hierarchy between vocational education and traimimg higher education but signals
that each sector is engaged in the provision afnieg premised upon differing
epistemological basis.

David
David's experience of TAFE learning provides a mlgaogression through the
Australian Qualifications Framework (AQF) levelsasidd undertook a certificate four
gualification, then a diploma in a related area #mh completed a degree. David
used his TAFE learning for both work purposes bifigg a qualification and as he
says, ‘a reintroduction to further study’. Withodetailed knowledge of the AQF
David was aware that through TAFE study he coulddba pathway of further
learning.
"I've been traveling, and | had some interest irrkir in disability field. | knew I'd
need a qualification to get into disability worldlthough | had also known at work
where | would need a qualification through a friesfda friend, so | knew there were
two streams to do it. Either just go and do itactually go and learn. And | was
probably having not been at school for seven yearas actually really interested in
going back into study. Even then | knew | was goia continue on and do more

studies. It was sort of a reintroduction to schiool
David undertook and completed a Certificate IV irsdbility Work, a Diploma of
Community Development and a Bachelor of Human $es/iNork

Like Louise, David had his own preconceived notiohd AFE and what he would
more than likely get out of TAFE learning. David svaurprised at the quality and
level of education he encountered.
"l expected the really kind of basic skills thauywould need. | didn’t think I'd get as
much theory as | did, but I think that was a lodtowith the teacher, because a lot of

that was probably over the head of a lot of stuglevito were rocking up for that
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particular course, but it was delivered in a waat throught everyone in to it. | didn’t
expect that. | thought Disability studies wouldthés is how you work with someone
with an intellectual disability, this is how you vkowith someone with a sight
disability, this is your personal care trainingdidn’t expect as much theory.
The historical role of TAFE being the major ingtitun engaged in trade training leads
to a perception of TAFE that overemphasises skidgning at the expense of
recognising the equally important and long traditaf knowledge based education
and training that has always underpinned vocatiasalell as trade and technical
education. The action involved in carrying out allsk always underpinned by
knowledge and TAFE learning has always engagedhén development of skills
alongside the teaching of theory. But this theasryniore often than not connected to
practice, in a practitioner sense. This is morenthacase of being exposed to
contextualised theory, it is more about knowledgeua practice.
Undertaking TAFE learning provided David with a nteoduction to tertiary
education. For David TAFE proved more successfahthis earlier experience in a
Bachelor of Nursing program. Although David was psised at the theory he
encountered in his TAFE learning he also didn'icgrdte the competency format that
informed and underpinned his TAFE learning in dilsigb
"l dropped out of uni in second year Nursing in,’8d | went back in '98, so it was
eight years. Walking in an institution, a buildjngvas quite anxious about going back
in. Perhaps because the second year at uni wgigdt for me in terms of pass and
gradings and things. So maybe a bit of concermtahow hard is this course going to
be? Am | going to be up for it and things. Bdiblind it to be very practical, and as
long as you turned up, and actually contributed tharks were there. It's a
competency, non-competency thing: you pass/fgilidss | found that to be a little bit |
wasn’t expecting that."
David in reflecting on the personal anguish invdlwe returning to tertiary education
underlines how previous educational experiencedirao to influence perceptions
and affect education choices individuals make. diffeculty of learning is weighed
up in terms of David’s personal abilities to risetlie challenges. 'Am | going to be up
for it’, as he says emphasises the importance pgopkce on being able to comply
with the teaching, learning and assessment regeinssnDavid, in not expecting the
‘competency thing’, describes the TAFE learningegigmce as practical and requiring
the minimal effort of turning up and completing yowork. In his view the

competency is understood to obscure the persofat éfiat is invested by students,
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in that ‘turning up’ becomes an indicator of susces

In relation to the competency based approach thiarms the training package
construct that underpins TAFE learning David démsi the inadequacy of
competency in providing him with a detailed assesgnof his learning and study
efforts. It was the qualitative feedback providedteachers that David found useful
to understanding his own development and learnfkg.a concept competency
emphasises the performance and assessment of kk#lg€oncerned with whether or
not an individual can perform a task or skill. Theéasks and skills are job related and
occupationally bound and overlook the skills aniliteds involved in the activities of
learning that are increasingly required in naviggtuncertain work choices. Skills
acquisition is indeed related to competence butss&cquisition cannot occur if an
individual doesn't have the requisite abilitiesuieed for the processes of successful
learning.
"It entirely depends on if you get a paper back thays competency and there’s
nothing else written on it, it's meaningless. Yaight have had a 51% and you might
be just in the ballpark, or you might be really dexaically showing some signs that
you should be doing more study. So that to me avhg of a problem. If the paper
came back with a competency and some very thoratmhments around the
arguments in the paper and what needed to be abegcethen that was fine — | was
happy with that. But just as a competency/non-caency, no, | wasn’t very happy
with that. So it depended on the teacher. Somehé&a put fantastic comments and
gave me great direction and actually encouragedrome that stuff to go on to study

more, whereas other teachers just it was simphaday”

Industry played an important role in VET reforms Hgtermining the industry
standards in the unit of competency construct. @agports the role of teachers in
supporting student learning within the training lgage regime as important in
guiding his learning, through encouragement andction. For David the direction
provided by his teachers maintained his intere$tithner study. By combining work
and study David pursued further TAFE learning

"l continued to work in the disability field. Butthink | was still hungry for more

education, and got a lot out of that first yeacampleting something — at that higher

education level - yeah, | wanted to go further.
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During that first year of study | was looking ahet courses that were there, and during
the second half of that Certificate IV, studentd téeachers were talking about, okay,

well, what's next? What happens after this yedrguess courses were discussed

within that context''

David chose to carry out study in a diploma of camity development. In choosing
this course David was seeking a broader based figadbn for the social and
community services sector. The disability course wagood but narrow in terms of
his individual work aspirations. David was veryaiabout the relationship between
gualifications and work options and his personadi® navigate the labour market in
a way that would meet his requirements.
"The idea of a qualification was certainly appeglbecause | knew | started to look for
work above and beyond what | was doing at the tsoany understanding of the work
was at that point was a qualification meant a bgtte. And it demonstrated that you
were capable of accomplishing things, so, yeald dnt to do it for that reason. And
also to challenge myself as well; having come hatk study again. Which was a lot
of the reason | was studying, for personal devetantrand challenges."”
David believed that gaining qualifications refletten his ability to accomplish and
achieve things. This is understood as being dyectlated to the personal
dispositions of being someone who was able to cantmistudy and do it

successfully. In his own words it was about his ¢parsonal development'.

David completed one year of full time study to asfei his certificate 1V in disability
and a further two years full time study to achigwvs diploma in community
development. After completing three years of TAREIg David followed through in
pursuing university study.
"l probably should say during the second year efdiploma | was made aware of the
option of going to university after the diploma,daon completion of the diploma if
you were eligible if your marks were reasonablej sou submitted (you had to
submit some papers that you'd done) you'd be dbditr going into basically a third
year university course — Bachelor of Social Scientkat was a bit of an impetus for
me. | really wanted to do that for a lot of reaso®ne to get to that university level
of study....once | was aware of that, and then hedrthis opportunity to go to

university as well, and basically to knock out wfotyears of university, and just
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complete a third year, that was appealing. Thatneally appealing.”

The imprimatur of a degree was important to DaVide degree David completed
was specifically targeted to students who had cetefl a two-year community
services diploma in welfare or community developtmenhe degree didn’t include
a major study and was customised to an audien®¥Edfgraduates in the Humans
services industry. As a result of very well develd@mand defined pathways between
his TAFE learning and university David was ablectonplete his degree with one
year full time study. David had undertaken his TAl&rning in a dual sector
organisation that is a university with a TAFE dieis This contributed to the
relative ease in articulation between TAFE learnargl university learning for
David.

In discussing the choice to pursue further studg aniversity level David talked
about some of the difference between TAFE and usitye David commented on
the expense of his degree study. This is not tse ganerally in Australia as there
are distinctive differences between the VET seetod university learning, often
exacerbated by misunderstandings and misinformaéibaut how each sector
operates. The introduction of competency basednitgi into VET further
contributed to the differences and lack of awarsrietween the two sectors. The
degree taken up by David was developed specifidallya professional industry
need and for TAFE students seeking articulatioravi® describes the nature and
character of the degree:
"Bachelor of Social Science in Human Services strabo it was a degree without a
major subject. It was mainly subjects around thétip® and sociology, political
history — that sort of strain. Behavioral Sciencend that was fee based, so | went
from the TAFE being very reasonably priced and raffble, in terms of fees and

things, into university where subjects were quxpesnsive."

There is a long history of an uneven parity of estedbetween TAFE learning and
university learning. University learning has alwdesen held in higher regard than
TAFE learning and subsequently university studyaats higher costs in comparison
to TAFE study. David believes TAFE was reasonabigga whereas university study
is described as 'quite expensive'. Such an obsemvaighlights the access and equity
implications for post secondary participation inueation but also the disparity in
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understanding the respective educational remitAffH and university teaching and
learning. In an education market it is often argtieat value is connected to price.
Such arguments overlook the broader and the magperiamt moral implications of

the social costs of exclusion from education.

Conclusions on credit

Louise and David's experience illuminate the mamsgues and difficulties in
achieving credit to making and keeping a learniagger viable. The differences in
these two peoples experiences in a similar vocatiand industrial sector highlights
how nuanced differences are within VET/ TAFE leagniTo achieve credit transfer
is dependant upon near or proximal ‘equivalences’.
Credit transfer arrangements are the processes used institutions or
faculties/schools/departments to determine the tgpd amount of credit to be
granted to a student on the basis of relevant pri@oncurrent formal studies. Credit
transfer from VTE to higher education involves blthing and recognising an
equivalence of learning outcomes between partseoViTE qualification and parts of
the higher education qualification, and grantingddr to the student in the higher
education qualification on the basis of satisfactoompletion of the relevant VTE
studies (Phillips KPA: 2006, p. 32).

What contemporary tertiary students’ experienceswsis that learning careers and
the episodes of learning and patterns of credemgiahey are pursuing are not easily
reducible to equivalences but are notoriously daffie. It is these differences and the
idiosyncratic learning careers that people are moaking for themselves through
education systems, and work and employment exparsethat claims for a more
truly inclusive and fair ‘credit transfer’ processst. Old hierarchies only continue to
serve those with credit advantage and disadvarttagge whose qualifications and
learning experiences don’t qualify for credit. Feoraitely for Louise and David, their
credit transfer were pre-arranged and tailoredhéir tparticular courses of study, this

is not always the case for the many others.

15



Bibliography

Bloomer & Hodkinson (2000) ‘Learning careers: coantiy and change in young people’s
dispositions to learning’ from the British EducatiBesearch Journal, Volume 26, No. 5

Eraut, M (2000) ‘Non-formal learning and tacit kredge in professional work’ in British
Journal of Educational Psychology, Volume 70, pp-136

Harris, R & Rainey, L. (2006) Crazy paving? Leamgpathways between and within VET
and higher education, presentation at AVETRA angoaference in 2006,This is a NCVER
publication available at http://www.ncver.edu.asémch/proj/nr4005.pdf

Junor, S. & Usher, A. (2008) Student Mobility & @ieTransfer, A national and global
survey, accessed 26th August 2008 from
http://www.educationalpolicy.org/pub/pubpdf/crepitt

Pocock, B. (1988) Demanding Skill: women and tecainéducation in Australia,
Sydeny, Allen & Unwin

Phillips KPA (2006) Giving credit where credit isil@l — A National Study to Improve
Outcomes in Credit Transfer and Articulation fromacdtional and Technical Education to
Higher Education. Department of Education SciemzkeEraining.

Sennett, R. (1998)The Corrosion of Character:ThredP@l consequences of work in the new
capitalism. London, Norton

Skeggs, B (1997) Formations of class and gendegrbimg respectable, London, Thousand
oaks

16



