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Abstract 

Growing pressure is being placed on schools as students, employers and 
government look at the economic, demographic and vocational environments 
of the present, expecting them to adequately prepare students for an ever 
widening post-school vocational future. One of the major factors contributing 
to the lack of adoption of any innovation is the entrenched attitudes of the 
teaching staff along with an associated reluctance to change. Vocational 
Education and Training programs, in one form or another, have been circling 
the change process in Australian schools since 1930 and yet still locate 
themselves largely in the adoption and implementation phase rather than 
becoming institutionalised and embedded in the life of the organisation. It is 
clear that the way in which teachers construct meaning for innovations is a 
major factor in whether or not they are institutionalised in schools, however, 
this paper also investigates the influence of organisational culture, 
infrastructure, leadership and policy on the adoption of National Training 
Packages and their components in a Western Australian case study school. 

  

Introduction 

According to Blakers (1978) Vocational and Career Education programs have been in 
existence in Australia since the 1930s and have been initiated, adopted and implemented by 
schools and yet they have continually failed to become embedded in the life of the 
organisation. The 1970s and 1980s for example, witnessed the introduction and subsequent 
disappearance of a number of Vocational programs in Australian schools. Research in the 
late 1980s and 1990s has revealed that Vocational Education programs suffered structural 
problems and as a result were limited in their ability to become institutionalised. A research 
review by Byrne and Beavers (1993) indicated that Career and Vocational programs 
suffered from a lack of rationale and any coherent, planned approach. These findings were 
echoed by McMahon and Carroll (1999) in their work on the implementation of Career and 
Vocational programs in schools. McCowan and Hyndman (1998) have suggested that in 
general, Australian education and training systems have taken an ad hoc approach to career 
activity and that despite support for K-12 developmental Career and Vocational Education at 
a national level, actual practices fell well short of the rhetoric. 

  

Towards a National Approach 

Although Vocational Education and Training (VET) has always had a position in secondary 
schools in some form or another, since the late 1990s there has been an increasing 
emphasis given to a more structured approach. It became clear to those involved in the 
training and education of young people in Australia that new pathways were needed to be 
constructed in order to adequately cater for the emerging needs of post-compulsory students 
as they completed secondary schooling and progressed to post-compulsory scenarios. 
The Common and Agreed National Goals for Schooling in the Twenty- First Century were 
endorsed at the April 1999 Ministerial Council on Education, Employment, Training and 
Youth Affairs meeting (MCEETYA, 1999). These goals contain a range of references to 
elements of Vocational Education and Training (VET) in schools and linkages between the 
education and training sector, business and industry. They outline the destination towards 
which school systems, schools, students, teachers and parents are being asked to direct 
their efforts. They also seek to broaden traditional approaches to include the wider 



community and in the case of Vocational Education and Training, require productive 
partnerships to be developed with industry. 

In response to these national goals, the MCEETYA Taskforce on Vocational Education and 
Training (VET) in schools proposed to Ministers in March 2000 a new framework for 
Vocational Education in schools. Underpinning this framework is the need to improve the 
transition of all young people from school to work and further study. The framework includes 
an expanded role for community partnerships, the centrality of lifelong learning, Key 
Competencies, Enterprise Education and integrated career information and guidance 
services. During 2000 Ministers agreed on a national definition of Vocational Education 
which states: 

Vocational Education in schools assists all young people to secure their own 
futures by enhancing their transition to a broad range of post-school options 
and pathways. It engages students in work-related learning built on strategic 
partnerships between schools, business, industry and the wider community 

(MCEETYA, 
March, 2000, p.4). 

According to the Ministerial Council on Education, Employment, Training and Youth Affairs 
(2001) Vocational Learning is general learning that has a vocational perspective. It includes 
elements such as employability skills, career education and community and work-based 
learning. All students need to experience Vocational Learning at each year level throughout 
their secondary schooling. There is a need to integrate this form of learning into the school 
curriculum so that it does not separate itself from the core business of the school. Enterprise 
Education is generally accepted to be directed towards the development of a learning culture 
which results in greater numbers of students who are able to create, initiate and develop 
personal, business, work and community opportunities. Enterprise Education has the 
particular benefit of being able to bridge the divide between academic and applied learning. 

The Ministerial Council on Education, Employment, Training and Youth Affairs (2001) 
encourages schools in Australia to provide students with a broader range of skills and 
qualifications which will result in wider opportunities and choices of pathways and transitions 
to the workforce. The New Framework for Vocational Education (2001) embraces Vocational 
Learning, Enterprise Education and Vocational Education and Training (VET). The key 
elements of this framework include: 

• Vocational Education and Training which consists of appropriately accredited 
industry- specific training based on Australian Qualifications Framework 
competencies which are endorsed within the National Training Framework; 

• Enterprise and Vocational Education which incorporates enterprise and vocational 
perspectives into general learning in all years of schooling; 

• Student Support Services that guide young people in their transition from compulsory 
schooling to post-compulsory schooling including explicit Career Education programs 
in school curriculum; 

• Community and business partnerships that foster close cooperation between levels 
of government, community organisations, education and labour market authorities; 

• Effective institutional and funding arrangements which provide coherence and 
continuous involvement of all relevant players at the national, state/territory and local 
levels; 

• Monitoring and evaluation processes which ensure the effectiveness of current and 
future arrangements (MCYEETA, 2001, p.22). 



As we move further into the twenty-first century it is clear that from a national perspective, 
attempts to integrate Enterprise and Vocational Education (EVE) are becoming more 
structured. In response to the need to provide adequate preparation for post-school reality 
both State and Commonwealth governments have embarked upon major Vocational 
Education programs in schools (Education Department of Western Australia, 2001, p.5). 

  

The Western Australian Context 

In 1997 secondary schools in Western Australia embarked upon a four year implementation 
phase of VET in Schools. This stage was completed in 2000. Australian Ministers of 
Education have agreed on a New Framework for Vocational Education to be implemented 
during the 2001 to 2004 period. The key elements in this new framework are VET in 
Schools, Enterprise and Vocational Learning and Student Support. 

Currently students in years 11 and 12 undertake VET in Schools as part of a program which 
leads towards the Western Australian Certificate of Education (WACE). According to the 
Western Australian Department of Education (2001) there are some students at risk of 
leaving school early who also undertake VET programs. These students are also enrolled in 
the WACE. From 1997 to 2000, the school sectors in Western Australia implemented VET in 
Schools programs which required them to include on-the-job training (Structured Workplace 
Learning), and off-the-job training (National Training Modules). 

Vocational Education and Training should be included as VET in Schools if it is undertaken 
as part of a senior secondary certificate (WACE) and its completion by the student provides 
credit towards a recognised VET qualification within the Australian Qualification Framework 
(MCEETYA, March 2000c, p.82). Programs are delivered in accordance with the Australian 
Qualification Framework (ARF) and schools have the choice to deliver and assess the 
training themselves or do so under the auspices of a Registered Training Organisation. 
Schools may also opt to outsource the delivery and assessment of training to an external 
Registered Training Organisation. Students enjoy mutual recognition for their attainments as 
in addition to the Western Australian Curriculum Council’s WACE accreditation and 
certification, they also gain a Statement of Attainment from the Registered Training 
Organisation. Increased use is currently made of resources which are located outside the 
school and these can be utilised for both on-the-job and off-the-job learning. Schools 
generally have no desire to duplicate industry standard equipment for off-the-job learning if 
such resources are available elsewhere. Students who are enrolled in Structured Workplace 
Learning but are not working on any units of competency are not classified as VET in 
Schools students and therefore do not attract funding. For this reason most schools build 
their Structured Workplace Learning programs into National Training Packages. 

There has been a marked growth in VET in Schools programs since 1997/1998. At the 
beginning of 1999, 7168 or 25% of the year 11 and 12 student cohort intended to undertake 
VET in Schools programs. According to the Education Department of Western Australia 
(1999) there is likely to be a 40% participation rate in these same programs by 2004 
(approximately 28,800 students). Currently all Senior high Schools in Western Australia offer 
VET in Schools programs. Table 1 provides the participation figures for students in the VET 
in Schools programs for the period of 1996 - 2000. 

  

Table 1: VET in Schools Student Participation 1996 - 2000 



  Number of 
schools offering 
VET programs 

Number of 
students 

undertaking VET 
programs 

Total Year 11 and 
12 students 

% of students in 
VET programs 

  Yr 

11 

Yr 

12 

Tot
al 

Yr 

11 

Yr 

12 

Tot
al 

Yr 

11 

Yr 

12 

Tota
l 

Yr 

11 

% 

Yr 

12 

% 

Tot
al 

VE
T 
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1996 

Particip
ants 

36 22 36 47
2 

21
1 

68
3 

129
06 

113
24 

242
30 

3.7 1.9 2.8 

1997 
Particip
ants 

57 45 57 14
50 

54
1 

19
91 

140
68 

983
3 

239
01 

10.
3 

5.5 8.3 

1998 

Particip
ants 

96 73 10
0 

26
36 

11
92 

38
28 

161
47 

113
53 

275
00 

16.
3 

10.
5 

13.
9 

1999 

Februar
y 

12
5 

11
5 

13
6 

45
63 

26
05 

71
68 

164
42 

117
01 

281
43 

27.
7 

22.
2 

25.
5 

1999 

August 

11
7 

10
4 

12
5 

33
93 

17
94 

51
87 

155
36 

117
88 

273
24 

21.
8 

15.
2 

19.
0 

2000 

Februar
y 

13
5 

12
8 

13
7 

49
60 

27
34 

76
94 

170
38 

135
03 

305
41 

29.
1 

20.
2 

25.
2 

2000 

August 

13
1 

12
1 

13
3 

39
94 

22
12 

62
06 

151
20 

120
49 

271
69 

26.
4 

18.
4 

22.
8 

(Education Department of Western Australia, 1999, p 3) 

  

 



The Research Focus 

The major focus of the current research is to conduct a preliminary investigation into the 
structure and delivery of the Enterprise and Vocational Education program at a Western 
Australian secondary pilot school. It is intended to clarify issues relating to factors such as 
teacher attitudes, availability of professional development, training and infrastructure which 
may ultimately impact upon the adoption and implementation of the program. 

The second focus of the research is to gather data which will be used to further develop and 
refine the instrument in order to eventually make comparisons between the adoption of the 
Enterprise and Vocational Education program in the pilot school and similar programs 
currently operating in the other 10 secondary schools which comprise the local education 
district. At the district level, it is hoped that the ongoing research will provide data on the 
success or otherwise of these Enterprise and Vocational Education programs in bridging the 
gap between traditional notions of vocational and academic student pathways. 

  

The Pilot School 

The pilot school used in the initial research is a metropolitan senior high school which was 
established in 1971. It draws upon a middle socio-economic environment and currently has 
a student and staff population of approximately 1400 and 90 respectively. The school has 
developed a broadly-based curriculum to cater for the needs of students from Year 8 
through to Year 12. The courses of study offered to students aim to fulfill their individual 
requirements academically, vocationally, socially and physically in a caring, safe and 
culturally aware environment. 

The school is situated within an industrial area which consists of a variety of trades such as 
automotive, building and construction. A large retail complex is situated within six kilometers 
of the school and a new housing development has recently been completed which has 
attracted a large number of young families to the area. This has resulted in the 
establishment of new child-care facilities, primary schools and recreational outlets which 
provide students with additional options for Structured Workplace Learning. 

Towards the mid 1990s the school noticed that a large proportion of students were not 
selecting Tertiary Entrance Examination (TEE) subjects in years 11 and 12. The students 
appeared to be more attracted to choosing subjects that interested them, as well as those 
that would assist them in immediate employment opportunities (many students in years 
10,11 and 12 have paid part-time work). Year 10 education is compulsory and students are 
required to complete a general education which incorporates career counseling. The pilot 
school has recently divided into an upper (years 10, 11 and 12) and middle school (years 8 
and 9) framework and this has enabled the introduction of VET into year 10. In 1998 the 
school conducted a needs analysis with all students in year 10. This was facilitated through 
the Career Education and counseling processes already in place in the school. The students 
were also asked to complete a written form in conjunction with their parents which indicated 
their major areas of interest with regard to furthering their education. 

The administrative team in the school recognized the need for a structured approach to 
Vocational Education and Training and in 1998 a full-time VET Coordinator role was 
established. The Coordinator was deemed responsible for all Structured Workplace Learning 
(SWL) placements as well as representing the school at the district Coordinators’ 
Management Group and various local industry committees. The administrative teams in the 
school also recognized the need for students to have some direction in their studies and in 



1999 two VET programs in year 11 were introduced. These were Business and Child Care. 
One of the contributing factors to the selection of these programs was the enthusiasm of the 
teaching staff. The school did not incur any additional financial burden as it already 
possessed the necessary resources to conduct these programs. Although some staff may 
have been initially reserved as to their ongoing commitment to the VET program, the 
implementation of these two and subsequent programs was discussed at numerous staff 
meetings and this enabled teachers to partake in the decision-making process so that 
eventually they could accept the benefits of providing VET programs in the school. 

  

Program Development 

The high demand for the courses which were offered in 1999 encouraged the school to 
extend the number of VET programs in 2000 to seven. These included Automotive, 
Business, Child Care, Food Production, Interactive Multi-Media, Study of Teaching and 
Tourism. The choice of courses was driven by student demand and staff initiative. The 
school also made the decision to become a Registered Training Organisation in its own right 
in order to deliver, access and certify VET programs. This process involved meeting national 
quality standards and being monitored by the Training Accreditation Council (TAC) and was 
completed within two school terms. As of 2002 the Western Australian Curriculum Council 
will operate as the overall Registered Training Organisation and schools will apply to 
become Training Providers in order to deliver and assess units of competency from Training 
Packages. To become a Training Provider, schools need to be able to demonstrate that they 
have qualified staff, the necessary resources to deliver the units of competency and 
representation on the industry and community committees that determine course content. 

  

Staff Induction 

The induction process in the pilot school is conducted twice a year by the VET in Schools 
Coordinator. The workshops are timetabled for the beginning of each semester for new staff 
and any teacher who has not attended a session in the past six months. The induction 
program lasts approximately three hours and is timetabled into the school professional 
development schedule. The program details what Vocational Education involves, the nature 
of competency-based assessment, the integration of units of competencies into existing 
Curriculum Council subjects, training and assessment requirements, record-keeping, 
policies and procedures and time-lines. This induction process gives staff the opportunity to 
gather current information on the school in general and the Australian Qualification Training 
Framework in particular. The VET in Schools Coordinator also arranges regular VET 
meetings on a monthly basis and these are chaired by the Principal of the school. 

  

Program Structure 

Students usually apply for admission into a VET in Schools program during term 3 in year 10 
and submit an application form to the Program Coordinator. During term 4 these students 
undergo a student/parent interview with the Coordinator and are supplied with written 
feedback. These students either gain acceptance to the program or following counseling, 
they are given the option to apply for an alternative course of study or reapply to the Vet in 
Schools program. Students are assessed according to the following criteria: 



• Knowledge of their career path; 
• Awareness of subject requirements to ensure a placement in either their chosen 

career or further education; 
• Appropriate communication skills and presentation which will enable them to 

successfully represent their school in industry through Structured Workplace 
Learning; 

• Commitment to the program 
• Acceptance of VET policies and procedures and code of conduct. 

Every student who applies for a VET course of study is interviewed and this is a requirement 
by which the school maintains its ‘Training Provider’ status. As mentioned above, students 
are interviewed prior to acceptance and again before entering the second year of study to 
obtain feedback by which the school informs improvement to the overall program. 
Participation rates are currently approximately 175 students in year 11 (first year of study) 
and 110 year 12 students (final year of study) in 2002. The number of programs which are 
delivered by the school has increased due to a number of factors which include: 

• Student demand (courses are designed to match student needs); 
• Industry/community demand (employers want students who can cope with the 

demands of the workplace, not merely those who are successful in examinations); 
• Parent demand (parents want to see a future for their child that is achievable); 
• Students who are working part-time cannot cope with heavy study commitments and 

prefer VET program flexibility. 

The school aims to offer a general broad-based education by addressing literacy and 
numeracy and then allows students to articulate into the course of study that interests them 
most. The success of any program relies largely upon the commitment of the staff involved. 
At the pilot study school the Training Packages are integrated and embedded into existing 
Western Australian Curriculum Council subjects by the staff in the VET in Schools program. 
There is no additional time allocated to the development of new programs. The Training 
Packages that are available in 2002 in the pilot study school are shown in Table 2 for year 
11 and Table 3 for year 12 students. 

Table2: Available Training Packages in the pilot school 2002 

Certificate I (Year 11) 

Training Package Code 

Automotive AUR10199 

Business (Office Skills) BSB10101 

Hospitality THH11097 

 

 

 



Table 3: Available Training Packages in the pilot school 2002 

Certificate II (Year 12) 

Training Package Code 

Automotive (Mechanical Servicing) AUR21799 

Business (Office Administration) BSB20101 

Community Services CHC20399 

Hospitality (Operations) THH21897 

Information Technology ICA20199 

Outdoor Education SRO20299 

Printing & Graphic Arts (General) ICP26199 

Printing & Graphic Arts (Design) ICP20299 

Sport & Recreation SRO20199 

Tourism (Sales/Office Operations) THT20198 

Most Training Packages offer common core units of competency which are acknowledged 
by TAFE and some universities. The vision for the school is that the number of participants 
in Vocational Education will increase to include all students whether their goal is to be 
accepted into University, TAFE or full-time employment. There is clearly a potential for 
further growth in VET in Schools Programs not only in the pilot school but throughout 
Western Australia. As indicated by the Education Department of Western Australia (1999) 
this potential to move beyond the 40% projection rate by 2004 is quite viable if funding is 
available and opportunities are made available to a broader cohort of students. Broadening 
the opportunities needs to take into account the fact that many university-bound students 
may wish to undertake some VET in Schools Programs but possibly find it difficult due to 
university entrance practices. University selection practices do not take into consideration 
the present interchange that occurs between university and training once students have left 
school. If university is reformed to reflect the post-school reality, the numbers of VET in 
Schools students may well increase. 

 

Background/Theoretical Framework 

Every change involves choice: between a path to be taken and others to be 
passed by. Understanding the context, process and consequences of change 
helps us clarify and question these choices. Which choices we make will 
ultimately depend on the depth of that understanding but also on the creativity 
of our strategies, the courage of our convictions, and the direction of our 



values. … For if we can come to understand the possible futures of change, 
we may be more able to take charge of such change in the future. 

(Hargreaves, 
1994, p 19). 

Understanding the process of change is a good precursor to making appropriate decisions 
about how to support any innovation. There are many lessons one can learn from the work 
on the dimensions of change that can assist educational institutions encourage and support 
their academic staff through the process of adopting and implementing VET in Schools. 

One of the most important lessons is to address the human dimension of change (Schon, 
1971; Marris, 1975; Farmer, 1990; Gandolfo, 1998). Marris (1975) argues that a sense of 
personal loss, anxiety and struggle is involved in all real change and reminds us of the 
importance of recognising this reaction. Farmer (1990) and Gandolfo (1998) also highlight 
the importance of understanding the human dimensions of change, while Loucks and Hall 
(1979) argue that change in individuals is a highly personal experience. Schon (1971) also 
shared such a view where he depicted real change as "passing through the zones of 
uncertainty" (p 12). Fisher (1986) links this loss of control over one’s environment which 
change creates to additional stress. Marris (1975) suggests that with each new experience 
an individual initially attempts to place it within their own context by linking it to something 
familiar - in other words, to construct their own personal meaning. Regardless of whether 
change is imposed or sought, the meaning of change is rarely understood initially, and 
ambivalence tends to pervade the transition. An innovation requires a shared meaning if it is 
to be adopted and assimilated into an organisation (Marris, 1975). This notion of 
constructing shared meaning necessarily involves others within the same social system. 
Michael Fullan in Fullan (1982) and Fullan & Stiegelbauer (1991) argues that this shared 
understanding is essential if an innovation is to be adopted and sustained. 

Larry Cuban, who spent many years investigating changes in schools with regard to 
implementing reforms, notes that even though there had been much school reform over the 
last century - schooling appeared to be pretty much the same as it had always been (1988). 
He distinguishes between innovations that are ‘first-order’ changes and those that are 
‘second-order’ changes. First-order changes are those that improve behaviour patterns by 
making them more efficient and effective. They are considered to be first-order changes in 
that they do not disturb existing organisational structures or substantially alter the roles of 
students or teachers. This in turn leads to second-order changes which involve altering the 
fundamental organisational structures, roles and goals of an organisation. Cuban (1988) 
also notes that in his view, most of the changes over the century were first-order changes, 
with second-order changes largely failing. 

Most reforms foundered on the rocks of flawed implementation. Many were 
diverted by the quiet but persistent resistance of teachers and administrators 
who, unconvinced by the unvarnished cheer of reformers, saw minimal gain 
and much loss in embracing second-order changes boosted by those who 
were unfamiliar with the classroom workplace. (Cuban, 1988, p 343). 

Fullan & Stiegelbauer (1991) suggest that implementation of educational change involves 
‘change in practice’ and the subsequent difficulty in defining and accomplishing change is 
that educational change is not a single ‘entity’ - innovation is multidimensional (Fullan & 
Stiegelbauer, 1991; Joyce & Showers, 1988). Fullan & Stiegelbauer (1991) believe that 
there are at least three dimensions at stake in implementing an innovation: "1) the possible 
use of new or revised materials; 2) the possible use of new approaches and 3) the possible 



alteration of beliefs" (p 37). They note that innovations which do not contain these 
dimensions are more than likely to lead to insignificant change. 

There is strong evidence that instigating and maintaining long term changes in schools 
requires changing the attitudes and beliefs of teachers about their professional activity 
(Dalin, Rolff & Kleekamp, 1993; Fullan, 1993). The beliefs, values and norms shared by the 
members of an organisation form the culture of the organisation (Gibson, Ivancevich & 
Donnelly, 1985). 

Key findings from the literature which are relevant to this particular study on the change 
process are numerous and are briefly introduced. One being the notion that people do not 
change unless they share a compelling reason to change (Fullan & Stiegelbauer, 1991; 
Schwahn & Spady, 1998; McNaught et al., 1999; Bates, 2000). The idea that change is a 
process not an event has been strongly supported by many researchers (Hall & Loucks, 
1978; Fullan & Stiegelbauer, 1991). Organisations do not make changes, people do 
(Farmer, 1990). Behaviours change before beliefs and values do (Huberman & Miles 1984). 
Shared meaning can make significant change a reality (Rosenholtz, 1989; Joyce & Showers, 
1988). It takes a great deal of time to implement change, and a great deal longer before their 
results are recognisable (King, 1995). It seems that most people do not discover new 
understandings until they have delved into something (Fullan, 1992). It is important for 
organisations to remember that at the heart of any educational change are the staff 
(Kashner, 1990; Hargreaves, 1994; Trowler, 1998). All of these notions rest on the belief that 
teachers are the key to educational change (Fullan, 1993; Hargreaves, 1994). 

The sociologist Everett Rogers (1995) is recognised as one of the most prominent 
researchers in the field of diffusion of innovations theory. He has probed into a range of 
disciplines and studied the work of a number of professionals within these disciplines in 
order to gain a greater awareness of what leads to the adoption of an innovation while 
developing a greater understanding of the overall diffusion process (Adam & Wilson, 1996). 
His book,Diffusion of Innovation, is a synthesis of his work in this field and was first printed in 
1962, with the Fourth Edition released in 1995. 

Rogers (1995) defines diffusion as "the process by which an innovation is communicated 
through certain channels over time among the members of a social system" (1995, p5). An 
innovation is an idea, practice or object perceived as new, while communication is the 
process whereby participants create and share information in order to reach a mutual 
understanding. In other words, "diffusion is a special type of communication concerned with 
the spread of messages that are perceived as new ideas" (Rogers & Scott, 1997). The four 
key elements in the diffusion of innovations are: the innovation, communication channels, 
time, and the social system. Under Rogers’(1995) model for significant change to occur, a 
'critical mass' of individuals need to have adopted and implemented a given innovation 
(Green & Gilbert, 1995; Rogers, 1995; Deden, 1998). This 'critical mass' occurs when 
enough individuals have adopted the innovation so that the innovation's further rate of 
adoption becomes self sustaining. 

Two of the key factors regarding the adoption of innovations concern the nature of change 
and the perception of the innovation itself. If individuals do not perceive there is value in 
changing or adopting an innovation, it will simply not occur (Fullan & Stiegelbauer, 1991; 
Geoghegan, 1995; McNaught et al., 1999; Bates, 2000). 

  

 



Research Methods 

Interpretative (or qualitative) research focuses on a specific social setting or phenomena. As 
noted by Erickson (1986), and by others such as Patton (1990) and Denzin & Lincoln (1994), 
within the interpretive approach there are many methods - however they all share the same 
philosophical assumption, which is that reality is constructed by individuals interacting with 
their social worlds (Merriam, 1998). In other words, qualitative researchers are concerned 
with how individuals make sense of their world and their experiences. In the present study, 
this interpretative approach was carried out using a case study approach, with a 
metropolitan senior high school as the case. This method of describing and revealing what 
happens in the dynamic social environment of a school, rather than more traditional and 
controlled quantitative approaches certainly appeared more appropriate. With such an 
approach the assumption is made that the findings of this study are not only pertinent to this 
high school but also to other senior high schools in Western Australia with a similar profile. 

  

The Instrument 

The survey instrument utilised in this study was modified from the Curtin University of 
Technology Survey (CUIT survey), which was originally designed to collect baseline data 
about teaching staff at Curtin University with regards to the use of information and 
communication technology (ICT) in their teaching and learning practice. More specifically it 
aimed to identify individual and group profiles of ICT attitude, awareness and uptake. This 
particular study has chosen to modify such an instrument as the theoretical framework which 
guided the development of the CUIT survey was based on the theories of innovation and 
change, which are certainly applicable to this present study. The modifications were minor 
and dealt with specific VET terminology and applications. The format consisted of checklists, 
multiple choice responses, several likert-type scales and open ended questions. Table 4 
outlines the survey dimensions. The CUIT survey in its revised form (VET survey) was 
administered to all VET teaching staff at one metropolitan senior high school in August 2001. 

Table 4: VET Survey Dimensions 

Scale Attributes 

Demographics Name (optional) 

Age 

Gender 

Department 

Current Position 

Main Teaching Area 

Years at the School 

Employment Status 



Level of Students 

Training VET Training 

Awareness of Training Courses 

VET Teaching & 
Learning 

Level of VET Integration 

VET Elements Used in Teaching Practice 

Attitude Scales - VET Issues 

Policy Framework VET Strategic Plan 

Department Strategic Plan 

VET Goals Personal Goals 

How can the School Help? 

Follow-up Interview Yes/No 

  

Findings 

As identified earlier the VET survey was administered to all teaching staff who taught in the 
VET program (N=11) in the case study school. Table 5 provides the background information 
for the sample taken from the VET survey data. 

Table 5: Background Information of Sample 

Gender Teaching Responsibilities 

Males 5 Years 8 - 10 4 

Females 6 Years 11 - 12 4 

Age All 3 

20 - 29 1 Department 

30 - 39 4 Business 1 

40 - 49 4 Design & Technology 2 

50 - 59 2 English 1 



Years at the School Home Economics 2 

0 - 5 years 4 LOTE 1 

6 - 10 years 4 Media Studies 1 

11 - 15 years 2 Physical Education 1 

16 - over 1 Physical Education & Math 1 

Employment Status Training 

Permanent 11 None/Self Taught 2 

Temporary 0 Certificate IV 6 

Position Certificate Category 2 2 

Teacher 8 VET - Schools Certificate 1 

Senior Teacher 1     

Year Leader 1     

Program Coordinator 1     

VET in Teaching and Learning 

Section III of the VET survey was designed to identify how VET was being implemented in 
the School and more importantly the attitude and concerns regarding this program Figure 1 
identifies certain elements of VET which are frequently used by the teaching staff in their 
teaching practice. As identified in the data in Figure 2 the majority of the teaching staff 
actively involved in the VET program adopt ‘structured workplace training’ and ‘training 
package modules in their teaching and learning. Interestingly ‘class visits’ and ‘guest 
instructors from industry’ are almost non-existent in this VET program, however not 
surprisingly as these are not supported through external funds. 

Figure 1: Elements of VET Frequently Used 

  

  

  

  

  



One of the key questions in the survey was directly linked to the theoretical framework 
adopted by Rogers’ (1995) in his work about the diffusion of innovations. This question was 
a crucial one in that it provided a picture of the teaching staff’s level of integration of VET in 
Schools into their teaching and learning. The respondents were asked to rate the degree to 
which they had integrated VET in Schools into their own teaching and learning practices, 
based on Rogers’ (1995) adoption of innovation categories. This self-rating exercise was 
intended to gauge their integration status compared to their perceptions of the standards of 
their colleagues within their own school - in other words they were required to rate 
themselves against their colleagues. The rating required was on a five-point scale, ranging 
from very low to very high. Other questions in the survey attempted to verify this data. Figure 
2 identifies the level of VET integration for the sample. 

  

Figure 2: Level of VET Integration 

  

  

  

  

  

  

  

  

  

  

  

  

  

In attempting to identify the impact of VET in Schools it is important to note that individuals 
within the School have not felt this impact uniformly. Rogers’ (1995) categories enable us to 
make some generalisations about the rate of adoption. According to Rogers (1995), 'critical 
mass' is the area of the diffusion curve between 10 - 20 percent adoption. This area 
represents the transition from the early adopter category to the early majority. In this 
particular study it appears that the critical mass stage has been reached with the majority of 
the teaching staff at the medium - high level of integration. This indicates that the innovation 
(VET in Schools) is at the level where the use of VET in Schools will become self sustaining. 
It is important to note that even though the majority of the teaching staff were at the high to 
very high level of adoption certain issues were identified as affecting their further uptake and 
sustainability of VET in Schools in their environment. 



Attitude 

The staff involved in the study felt strongly that they were not comfortable with components 
of VET in Schools materials due to their lack of skills and familiarity. This may impact on 
their willingness to use elements of National Training Packages as they require increased 
training and professional development in order to increase levels of confidence. This was 
clearly identified in a number of items in the VET survey. A high number of the respondents 
indicated that at present they do not actually perceive a proven need for components of VET 
in Schools in their individual discipline. This may be impacting upon the individual 
assimilation of these programs and their elements, by the sample in the pilot study school. 
Another factor which affected the attitudes of the sample group towards VET in Schools is 
the perceived lack of incentives which are currently offered at the school level. These 
incentives could include factors such as provision of time release from teaching duties, 
promotional opportunities and also recognition at the school level. 

  

Training 

Staff strongly indicated that they would be more likely to increase their use of VET materials 
if training opportunities were significantly increased. This training needs to be in their specific 
area of interest regarding the National Training Packages that they are asked to embed in 
their subject area and could be delivered by training professionals either within the school or 
from other recognised authorities. Training that occurs within the school itself could take the 
form of collaboration between staff involved in the program and the VET in Schools 
coordinator. 

Resources 

One of the main concerns which surfaced was the issue of resources. All of the teaching 
staff involved in VET in Schools agreed/strongly agreed that having ‘more up to date 
equipment’ would help them to use more VET materials. Ten of the sample also indicated 
that having ‘access to the Internet in their classrooms’ would be beneficial, while 8 of the 
staff agreed/strongly agreed that they would use VET materials more in their teaching if they 
had ‘access to more VET information in their classes’. The respondents were consistent in 
their responses as ‘Technical support’ and ‘access to appropriate materials’ were also 
identified in another question in the survey as being issues which were currently confronting 
them at work. 

Conclusion 

It is clear from the findings that staff are in need of an increase in time allocation in order to 
feel more comfortable utilising elements of the VET in Schools program. It appears that 
there may currently be some resistance to using materials due to low levels of familiarity with 
the content. This can be overcome with appropriate and ongoing training. Teachers bring a 
clear view of their subject-specific knowledge to their worklife which is derived from pre-
service training at tertiary level. It may assist the future development of VET in schools and 
increase teacher confidence if more defined exposure to the pertinent materials occurred as 
part of this training. This would surely reduce teacher anxiety when attempting to incorporate 
elements of these programs at the school level. 

Current VET in Schools policy both at the state and national level appears to be supportive 
of initiatives at the school level. Since 1996 a more coherent approach has certainly been 
taken. Information has been disseminated and funding has been provided at the state and 



national level. Schools have been encouraged to push the boundaries of what they offer 
their students in terms of VET and they are broadening the cohort of students who have 
access to VET programs. This cohort of students has expanded to include numbers of 
university-bound students and also to cater for those with special needs. Although VET 
attainment does not currently count for university entrance, in 2000 there were 931 year 12 
VET students in Western Australian schools who achieved a grade in one or more TEE 
subjects and 16% of the VET cohort achieved a grade in four or more TEE subjects. It is 
clear that the number of students in years 11 and 12 who wish to combine both VET and 
Tertiary Entrance Examination subjects will grow. Universities must surely now begin the 
process of developing articulation pathways for these young people in order to contribute to 
the systematic growth of Vocational Education in Australia. 

The VET in Schools coordinator in the pilot school needs to have support from the industry 
sector and this requires a great deal of time and energy to develop. Strong partnerships are 
required for the program to not only be sustained but to grow. The staff involved in the 
program and in particular the coordinator need to research the local community and consult 
with business and industry in order to predict what the future movements and trends may be 
so that the program remains current and of genuine benefit to the students involved. 

It is also important for the school system to make small, incremental changes as opposed to 
broad, sweeping attempts to implement a range of VET training packages or elements. 
School strategic plans need to provide for these changes to the school curriculum and 
therefore support staff who are currently involved in VET or who wish to do so in the future 
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