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Abstract

UK policy makers continue to focus on increasingiskas a means to economic and
social prosperity and social mobility. Qualificateo— the certificates and diplomas
awarded following education, training or learningstand as a proxy for skill and
many policies aim to raise levels of qualificatidredd. Policy makers have focused
much attention on vocational qualifications andtdng is replete with efforts to
reform the vocational education and training (VESystem. Many studies have
identified both strengths and weaknesses in theusystem, most recently the Wolf
Review (2011). This paper does not attempt to icolceground, but to look at more
basic questions: What are the purposes of vocatoraifications? Are they fit for
those purposes? While the first question has ladenessed in policy and scholarly
circles, less attention has been paid to the secuedtion. This paper draws on
literature related to the validity of assessmemgaoise an award of a vocational
qualification rests on a candidate’s successfufop@ance on particular types of
assessment tasks. It examines conceptions ofityatidd their implications for the
interpretation of assessment results. The reviesws that judging the validity of
vocational qualifications is much more complicatedn the architects of National
Vocational Qualifications envisioned. The purposesocational qualifications have
expanded and also vary for different stakeholdd@itse paper argues that the extent to
which vocational qualifications support valid irdeces for different purposes
remains largely unexplored.






Introduction

In its 2009 reportAmbition 2020: World Class Skills and Jobs for thi€, the UK
Commission for Employment and Skills (UKCES) set the aim for the UK to
become one of the top countries in the world fdrsjoproductivity and skills, re-
affirming goals set in the Leitch review of skil2006). The analysis of the UK’s
current status and the progress needed to attghethrankings on the international
stage rests partly on attainment of qualificatio@ualifications — the certificates and
diplomas awarded following education, training earhing — stand as a proxy for
skill. And, according to UKCES, the picture lookkeak: ‘one in eight adults of
working age have no qualifications; more than artguare not qualified to Level 2;
and just shy of half are not qualified above LeXeUKCES 2009: 7). Furthermore,
UKCES'’s projections suggest that the qualificatiofdJK adults will not improve
enough by 2020 to close the international skillp ga@tween the UK and the top
countries. Foreign workers may be needed toH#l gap, and as the global market
place for human capital expands, qualificationsehdecome central for enabling
labour mobility (Johnson and Wolf 2009).

The UKCES analysis is but one of a high stack ofegoment papers that
bemoan lack of qualifications as a main stumblitagk toward economic prosperity
and social equity. In citing poor qualificatiors the problem, it is not surprising that
most analyses recommend raising qualificationshassplution. To this end the
Labour government directed many policies and scBemeuding: Train to Gain,
raising the school leaving age to 18, reform ofegahand vocational qualifications
and accreditation of prior learning (APL).

Policy makers have focused much attention on vowatiqualifications, and
recent history is replete with efforts to reforne thocational education and training
(VET) system. Some have argued that vocationdifopagions have been subject to
intense government oversight and regulation inmedecades, and even more so than
academic qualifications (Sykes 2009). Yet desfliiese efforts, the UK’s relative
position in relation to other countries (measurgccbunting qualifications achieved)
has not improved.

Currently, policy makers continue to express cameeabout qualifications.
Michael Gove, the Education Secretary, commissioaedeview of vocational

qualifications (the Wolf Review,DfE 2011a) that highlighted some successful



programmes but also noted a number of shortcomitgy®verall conclusion is that
the vocational education system is still failingnpgoung people. This latest review
only adds to the numerous prior studies of vocaliogqualifications that have

identified both strengths and weaknesses in théesyof National Vocational

Qualifications (NVQs) and in their related learnipgpgrammes (e.g. Wolf 1995,
Grugulis 2002, Cox 2007, Young 2010).

This paper does not attempt to cover old ground,aoms to address more
basic questions about vocational qualifications.fotuses first on the purposes of
vocational qualifications. What are vocational lifications for? For what purposes
and functions are they used? Are they meant ttifycea level of skill in an
occupation or have they become merely a key pednom indicator for assessing the
government’s skills policy? Second, are vocatiogahlifications fit for those
purposes? To address this question, the papersdoamthe literature related to
validity of assessment, because an award of a ieoehtqualification rests on a
candidate’s successful performance on particulaesssnent tasks. Thus, the paper
examines conceptions of validity and their implicas for interpretation of
assessments, a topic that has received little ypolicesearch attention in relation to
vocational qualifications. The paper begins witime background on the rationale

for qualifications and on the processes for devialppnd accrediting qualifications.

Background

The current reasons for promoting attainment oflifications align with successive
governments’ aims for increasing skills, as quedifions are seen as a proxy for skill.
These are, broadly speaking, both economic an@lsdéor example:

In developing skills of the current and future worke, the
department’s policies are helping to create botm@e prosperous
society and a more equal one. (Labour governmdriES2t al 2003:8)

Skills are vital to our future and improving skiltsessential to building
sustainable growth and stronger communities. Aleskilvorkforce is
necessary to stimulate the private-sector growdhhhll bring new jobs
and new prosperity for people all over this country

And a strong further education and skills systenfuisdamental to
social mobility, re-opening routes for people fravherever they begin
to succeed in work, become confident through besgraccomplished
and play a full part in civil society. (Coalitiorogernment, DBIS 2010:
3)



Vocational education is immensely valuable for twoycial, reasons.
First, it is an essential part of a broad currioulu Second, vocational
education is a vital underpinning for our econo(fE 2011a)

Like many other nations the UK'’s skills policy resin the view that skills,
learning and knowledge are the key drivers of cdipe advantage in an era of
globalisation. From this it follows that policiés increase the supply of certified

skills will help improve economic performance.

Qualifications frameworks'

A straightforward way to demonstrate that policyinstrumental in increasing the
supply of skills is to show that the stock of dextl skills is increasing for the
targeted individuals. In the current system, @edi skills equate to those
gualifications recognised in the National Qualifioas Framework. The NQF sets
out levels against which a qualification can beoggused in England, Wales and
Northern Ireland. There are eight levels awarded; levels 4-8 byoadmpare to the
Framework for Higher Education Qualifications (FHEQwhich covers those
gualifications awarded by universities and other HEtitutions (see Table A.l,
Appendix A)? According to this scheme, qualifications at themedevel as another
are judged to be broadly similar in terms of thendeds they place on the learner,
however can still be very different in terms of tat and duration.

From 2006-8, the regulatory authorities trialledaagements for a unit and
gualifications system underpinned by credit, calted Qualifications and Credit
Framework (QCF). The QCF contains new vocationat (vork-related)
qualifications available in England, Wales and Nert Ireland. In this framework,
gualifications are made up of units that are warddits. Units may be studied at an
individual’'s own pace, are transferable, and carblné up to full qualifications of

different sizes over time. Qualifications can heltbfrom different units (required

! The information in this background section refieitte regulatory situation prior to May 2010, asd i
updated where possible according to plans or paliget out by the new Coalition government.
Although the Coalition government may eventuallppmse different policies or programmes than
Labour did, the main economic and social purposesitreasing skills remain the same.

% The Wolf Reviewcalls for all vocational qualifications to be rgoised, whether registered in the
NQF or not. The DfE has adopted this recommendatiwhreinstated some qualifications that will be
available for teaching in September 2011 (DfE 2Q011b

% Higher level NVQs and related qualifications witirtinue to be awarded against the previous NQF
levels (QCA/QCAAW/CCEA March 2006. http://www.qcday.uk/libraryAssets/media/qca-06-2298-
ngf-web.pdf; Accessed 15 August 2011.



units plus learner choices), provided that comimmatules are followed. Some in-
house training can also yield QCF units.

Units and qualifications also range in difficulfypm entry level to level 8
(similar to the levels in the NQF). A credit amtsito about ten hours and relates to
the overall size of the qualification (award = 1-dr2dits; certificate = 13-36 credits;
diploma = 37 credits or more). Existing qualificats are being migrated into the
QCF, a process that began in September 2010 amth@ng. As of February 2011,
the QCF included over 7500 qualifications (Ofqu@l®). In addition to permitting
comparability, the frameworks set the design pataraefor qualifications. Policy
makers use the frameworks to judge the impact b€ypon the types and levels of

gualifications attained.

Regulation of qualifications
The development and awarding of qualifications nitah is a complicated system
involving multiple government departments, publiedaprivate organisations and
elaborate and detailed rules and specificationse Thrrent arrangement is in
transition, consisting of a mix of policies settfoin the Labour government and new
Coalition government directives. Even though reurisi are in process, the overall
regulatory framework is likely to change only irettietails.

Qualifications are regulated through Section 9@hefLearning and Skills Act
2000, which covers students in maintained schoodsy@mung people under 19 years
of age in further and work-based education anadhitrgi Qualifications approved by
the Secretary of State are eligible for fundingisTéection of the Act is currently
under revision.

From 20 July 2011 a new set of criteria for applaame into effect and apply
to the consideration of any qualifications for whiawarding bodies are seeking
approval under Section 96.

* No new qualifications will be approved for use fi-except for newly
accredited General Certificates of Secondary Edwta(GCSES) and
equivalent academic qualifications (e.g. InternaloGCSESs). Pre-16
gualifications do not need to be compliant with @EF.

* Newly accredited qualifications for use post-16 |with general be
approved.

* Section 96 Interim Arrangements — updated 20 R0¢1. See http://www.education.gov.uk/
section96/info/index.shtml (Accessed 15 August 2011



* Only qualifications that meet high-quality standahall be eligible for
consideration for public funding. The Office of &dfications and
Examinations Regulation (Ofqual) sets the standandkit, or a regulatory
body recognised by it, will be expected to provitlese assurances.
Suitability for the age group (in terms of matuyigocial well-being and
health and safety requirements) will be taken adocount.

Approved qualifications for individuals over 19 ygaf age are outlined in
Section 97 in the Learning and Skills Act, whichaiso currently under revision.
Like Section 96 regulations, these regulations rdatee what can receive available
funding. The Skills Funding Agency (SFA) confirmsatjfications for public funding
that are in line with the Skills Investment Strategnd such parameters as a
gualification’s size (credit hours) and purposeheTSFA takes advice from Sector
Skills Councils, Standards Setting Bodies and Se&odies (SSCs). Those
confirmed for funding are published on the SFA Wskte. While vocational
qualifications can be achieved from age 14 throadhithood, the current legislative
and funding responsibilities fall to two governmeepartments: The Department for
Business, Innovation and Skills has responsibititypost-19 qualifications, while the
Department for Education (DfE) oversees pre-19. the Wolf Review was
commissioned by the DfE for pre-19 qualificationts implications for post-19
gualifications reform is still under consideration.

Ofqual regulates vocational qualifications in Emglaand Northern Ireland (the
Department for Education and Skills has this resgmlity in Wales). Awarding
bodies must be recognised to offer qualificatidmeugh a review process to ensure
that awarding bodies have the necessary elemeplade (e.g. governance, resource,
expertise, systems and processes) to develop,saaadsaward qualifications in a
valid, reliable and consistent way. Once recogniskd awarding bodies submit
vocational qualifications to the regulators. Ofiquviews the proposed qualifications
to determine that they meet regulatory requiremeants have the support of SSCs
before accrediting the qualification and enterihgnio the Register of Regulated
Qualifications. Ofqual monitors awarding bodiesetwsure that they have systems

and procedures in place to deliver qualificatidns.

> Qualifications and Credit Framework—Frequently ddkQuestions (FAQ), updated July 2011.
Available at http://readingroom.lsc.gov.uk/SFA/QCRuly 2011 FAQSs.pdf

6 http://www.ofqual.gov.uk/qualifications-assessnw®@®-articles/517-vocational-qualifications;
updated 10 December 2010 (Accessed 15 August 2011)



The Criteria for National Vocational Qualificationssupplemented by the
NVQ Code of Practice 2006are used as the basis for the development and
accreditation of NVQS. Briefly, the main criteria for NVQs include the foiving:

e NVQ content must consist of relevant units takeomfrthe National
Occupational Standards, developed by the apprep8&IC or sector body
and approved by the National Occupational Standaodsd.

* Assessment must implement the assessment strateggesfied by the
SSC/sector body and approved by regulatory autésrit

» Assessment strategies must incorporate:

o application of specified skills, knowledge and umstiending to
standards required in the workplace;

o type and amount of evidence to be collected;

o identification of aspects that must be assessedighrperformance
in the workplace;

o clarification of extent of simulated working coridits that can be
used in assessment;

o specification of the occupational expertise of asses and
verifiers. (Their role is discussed further in tiext section).

* Awarding bodies must maintain a register of extevedfiers.

* Awarding bodies must report in a way that allows thte recognition of
NVQ units awarded by other awarding organisatioviggre the units form
part of the NVQs.

It is useful to note that the ‘criteria’ are reallymix of instructions for how
awarding bodies should structure their proposalg tbe specific order in which the
title of a qualification is to be set out); rules how awarding bodies are to operate
(e.g. they must apply certain assessment stradecqag@d guidance about what a
gualification should include (e.g. content relatedNational Occupational Standards).

Assessment of National Vocational Qualifications

NVQs were initially developed as competence-bassdssments closely aligned with
occupational standards. Gilbert Jessup, the resednarchitect of the British
competence-based approach to qualifications, argjumdassessments aligned with

" The Criteria for National Vocational QualificationsAvailable at: http://www.ofqual.gov.uk/

downloads/category/90-nvg-criteria); thdVQ Code of Practice 2006plus new amendments,

Available at: http://www.ofqual.gov.uk/downloadsiegory/93-nvg-code-of-practice (Accessed 16
August 2011).



standards would not only convey exactly what arsss should look for but would
also be transparent and understandable to stalebkold particular, employers would
see vocational qualifications as more valid and emaredible, especially if
competences were assessed in the workplace (Wa#)19

Implementation of this approach, however, requiras assessment
methodology involving large numbers of detailed apeécific performance criteria.
The complexity arises partly because the occupaltistandards are broken down into
units. Units are further divided into elements aooups of performance criteria.
Additional knowledge requirements may also be djgeti Each of the units that
make up the total qualification must be assessed.

To achieve a vocational qualification, candidatasstmproduce evidence to
prove that they have developed the necessary l@vebmpetence to meet NVQ
standards. Specially trained assessors asses$ethents of competence, organised
into units that make up the award, when the canelidare ready (see example of a
level 3 unit in Appendix B). Assessment of compe&eifior each unit is normally
through ‘performance tasks’ consisting of obsepraf performance on-the-job (or
in simulated job-related situations) and questigniof the candidate to assess
underpinning knowledge and understanding (Stisal 2004, Young and Allais
2009). Most NVQs also include a portfolio-type essmnent, where candidates
assemble or document evidence of competence tBass®s evaluate against the
standards (Johnson 2008, Wolf 1998). Portfolioghihcontain the candidate’s work,
witness testimony, assessment forms, artwork, gidemther types of evidence. If an
assessor determines that the evidence meets regtanedards, the candidate receives
a pass grade for the unit.

Ofqual provides guidance to awarding bodies foirtassessors and verifiers,
and awarding bodies are responsible for ensurirgadimality and consistency of
assessment for qualifications. Assessors mustdneett to apply criteria to diverse
sources of evidence, and verifiers must be tratnectheck comparability of assessor
judgments. Several studies indicate that the assesake judgments, inferences and
interpretations of evidence even when comparirtg gtandard criteria (Eraugt al
1996, Wolf 1998, Konrad 2000, Greatorex 2005, Yo208, 2010). Verification
does not always mean that assesgagimentsare verified, but that the accumulated

paperwork shows that each individual objective basn assessed. There is also a



moral hazard problem for providers who also acassessors where the NVQ is the
unit of funding and where funds are dependent®adhievement.

Although Ofqual approves and regulates the awardiodies, the largest
organisations are mainly private, for profit orgations (although some are
registered charities). The processes adoptedvielajeand verify assessments linked
to awarding of qualifications have not often beeabjscted to independent research
(Wolf 1998, Greatorex 2005).

The decision to adopt a competence-based approaewdrding vocational
qualifications adds to the complexity of the systamd has set the UK in a particular
direction. The emphasis on demonstrating competence thrquefiormance
specifically downplays the learning process, whelieaother countries the emphasis
is on learning as defined by a curriculum or progree of instruction (Brockmanet
al 2008).

Purposes and Functions of Vocational Qualifications

The literature indicates that vocational qualificas can serve a number of purposes.
Government legislation provides its view asuay qualifications are important.

The key purpose of qualifications is to show cheahd publicly the

knowledge, skills and attributes that an individoas gained, especially
to inform prospective employers and future prowsdef education and
training. The value of qualifications is therefare very large part

defined by how well they are understood by thoselom they may be
presented as evidente.

This statement relays three key messages: 1) tluptabfication stands for
knowledge skills and attributes that an individdss gained, and 2) that a
gualification provides that information to consusieB) provided that consumers
understand what the qualification stands for. Timglerstanding is what makes
qualifications transferable to different contexts.

A recent international review of qualification systs conducted for the
European Centre for the Development of Vocatiomalning (Cedefop 2010) noted
three broad purposes of qualifications systems:

1. Social reproduction: supporting demarcations invdedge and skills,
promoting particular explicit/implicit values;

8 http://www.dcsf.gov.uk/section96/info/index.sht(ccessed 8 February 2010). Although section 96
is under revision, the current government esposiseiar views.



2. Structuring pathways to employment and further rigay, formalising
progression routes and thus providing patterns wéentives for
participation in education and training;

3. Shaping learning through affecting the nature, cstme and content of
learning programmes (Cedefop 2010: 37)

Elaborating on these broad purposes, the studgdurtientified the following eight
functions that qualifications serve:

* Promoting learning;

* Responding to social and economic policies;

* Measuring and promoting human capital,

* Equating supply and demand for skills;

e Quality assurance;

* Regulating the national education priorities;

» Creating the conditions for enhanced personal sfidentity formation;
* International benchmarking

The review identified further functions within tleethree broad groupings and
led to a taxonomy that lis®#0 separate purposes (Cedefop 2010, Table 7). Evidence
that vocational qualifications in the UK serve thesight broad purposes and
functions can be found in both policy and reseéitehatures (e.g. Eraut 2001, Unwin,
et al2004, Young 2010).

Ofqual recently carried out a trial of its own ddi€ation of purposes for
gualifications (Ofqual 2009). ThRegulatory Arrangements for the Qualifications
and Credit Frameworlspecify that qualification proposals submitted docreditation
must identify the purposes from the list shown iable 1'° Each qualification
proposed for accreditation within the QCF must tdgrone of the main purposes
from the list in column one and at least one of gbb-purposes related to the main
purpose (column two). The purposes are stateukifiarm of outputs, which is in line
with the outcomes-based design of the QCF. Thenintf the trial is to determine

® Other comparative studies note a similar list efgpses for qualification frameworks, with diffeten
emphases between countries which aim to improvespi@rency for individual qualifications and those
more focused on improving how qualifications areduand understood (Allais 2011).

10 Ofqual (2009) states that the purposes were taribbed through summer 2009, and following
review of the trial the regulators would decidewhat way qualifications within the QCF should
identify their purposes in the future. Whethenot the requirement still holds, the list is sudiyesof
how regulators define purposes of qualifications.



whether the information about purposes helps learaed other users understand

what a qualification has been designed to do, butwihat it may be used for in the

wider policy context.

Table 1: Purposes of Qualifications

A. Recognise personal growth
and engagement in learning

Al. Recognise development of skills for life

A2. Recognise development of knowledge and/
skills to operate independently and effectively ir
life, learning and work

A3. Recognise development of personal skills
and/or knowledge

A4. Recognise development of employability
skills and knowledge

B. Prepare for further learning
training and/or develop
knowledge / skills in a subject
area

B1. Prepare for further learning and/or training

I

area

B2. Develop knowledge and/or skills in a subje¢

—

C. Prepare for employment

C1. Prepare for employmmea broad
occupational area

C2. Prepare for employment in a specific
occupational area

D. Confirm occupational
competence and/or License to
Practice

D1. Confirm competence in an occupational rol
to the standards required

(D

D2. Confirm the ability to meet a ‘licence to
practice’ or other legal requirements made by th
relevant sector, professional or industry body

e

E. Updating and Continuing
Professional Development
(CPD)

E1l. Update knowledge and/or skills relating to
legal, technical, process or best practice
changes/requirements

E2. Develop knowledge and/or skills in order to
gain recognition at a higher level or in a differen
role

E3. Develop knowledge and/or skills relevant tg
particular specialisation within an occupation or

set of occupations

Source: ldentifying purposes for qualificationstire Qualifications and Credit Framework: Testing

and trialling, Ofqual, February 2009.

With the exception of the first purpose — recognmsonal growth and

engagement in learning — the remaining purposesvezge on the notion of
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qualifications as ‘currency’; a qualification asdkéng to further education, training,
employment or professional standing. Thus, thikes®e mainly aligns with
Cedefop’s second main purpose and with the legislénguage quoted at the top of
this section. In separating purposes from uses,sitheme does not relate well to
eight of the functions of qualifications that Cemjeidentified.

It is not altogether clear why Ofqual specificadlgparates purposes and use of
gualifications, as they are clearly intertwined. géalification’s use, as ‘currency’ in
the labour market for example, is also importaningividuals and is relevant to
whether to pursue a qualification or not (Keep al@mmnes 2010). In addition,
qualifications have become a ‘currency’ in the edion and training system in that
they are now a proxy for individual entittement tearning, and even more
importantly, for funding for providers and their imakey performance indicator.
These are purposes for which vocational qualificetiwere not necessarily designed.

The research literature on vocational qualificagiom the UK similarly
emphasises their purpose as signifiers of an iddalis knowledge and skill which
have meaning in the education and training markéis is exactly as the initial NVQ
designers intended. As summarised by Young (28)Lfar example:

In most societies, qualifications are used by gttgle trainees,
employees, employers and admissions tutors (anchwke, education
and training providers) both as a proxy for whatneone knows and
can do and as a ‘currency’ in the labour markes; tfore learning is
expressed in qualifications, the more it can beugi’ and ‘sold’.

The take up of vocational qualifications (use valcen be can be substantially
affected by their currency in the labour market éttler employers want them), their
links to professional and career pathways (whethey are valued by professional
bodies), the age of candidates and by state-impespgrements (Unwiet al 2004).

Different actors can have different purposes focatmnal qualifications.
Government policy makers mainly use qualificati@ssdrivers of educational and
economic goals (Young and Allais 2009). Qualificas are used to measure and
promote human capital and for evaluating and reémgasupply and demand for
skills, and secondarily for social reproduction s ia evident in the quotations
provided earlier (DFE®t al 2003, DBIS 2010, DfE 2011a) and in other skilléigo
documents (e.g. Leitch 2006). For the most parlicpanakers assume that these

economic and social purposes are compatible (YamagAllais 2009). Policy makers

11



are less directly concerned with quality assurateaying this to the Sector Skills
Councils, awarding bodies and Ofqual.

Employers see certified vocational qualificatiorss aaguarantee of safe and
‘competent’ practice (Wolf 1995, Cox 2007). Empmay may also use NVQs to
promote learning in their workplaces, sometimepaas of a human resource strategy
(Cox 2007, Unwiret al 2008).

NVQ candidates value the learning interventiono@ssed with NVQs as
useful in expanding their knowledge and practidesi¢y et al 2003, Torrancegt al
2005, Cox 2007). Candidates/learners may seelkfigatibns as a ‘positional good’
to get a job or to progress in their chosen fidslen when not pursuing qualifications
for their ‘currency’, candidates may pursue themnfmtivational reasons or to gain a
feeling of accomplishment (Unwet al2008).

Education and training providers use qualificatiassbroad guidelines for the
design of courses and programmes, so that NVQ twlde ready for work in a
particular employment sector (Tolley al 2003).

In sum, vocational qualifications have multiple poses for different
stakeholders, and some commentators have notédrtsiens between some purposes
(e.g. Young and Allais 2009). As the Cedefop stpdipited out, problems can arise if
the ‘purposes and functions of a single qualifmatbecome too numerous, diverse
and contradictory. The first casualty of this daifcation is the perception of users to
the validity of the qualification for their partiar priorities’ (2010: 20). This brings

us to the question of validity.

Validity of Qualifications in Relation to Purposes

Validity refers to the ‘degree to which the evidenand theory support the
interpretation of test scores entailed by propasses of tests’ (AERA/APA/NCME
1999: 9). The process of validation involves acolating evidence for the proposed
interpretations of test scores. When test scoresised in more than one way, each
intended interpretation must be validated (AERA/ARBME 1999, Kane 2006).

* The Standards for Educational and Psychological Testivaye been produced through a long-
standing collaboration among the American EducatioResearch Association, the American
Psychological Association and the National Couwcil Measurement in Education to promote the
sound and ethical use of tests and to provide g fasevaluating testing practices. The standards
updated periodically and widely used to evaluaséstdesting practices and the effects of test U$e

12



There are several aspects of validity to considih wegard to validity of
assessments (including performance-based asses3)menid these provide an
instructive means to consider in what ways vocatiajualifications are fit for the
different purposes for which they are used. Tisatwhat sorts of accumulated
evidence might be used in evaluating a proposeérgreatation of a vocational
qualification for a particular purpose? Historlgalthese aspects have sometimes
been treated as distinct types of validity (e.gatent validity, predictive validity,
construct validity), but validity is now framed asunifying concept, with the aspects
representing different types of validity evidencdt is not necessary to gather
evidence on every aspect, but only on those retet@rihe proposed use of the
assessment result (AERA/APA/NCME 1999, Kane 2006).

One aspect concerns evidence based on test comtieict) can be obtained
from an analysis of the relationship between aesssrent’s content and the construct
it is intended to measure. Does the assessmenthéorqualification cover the
knowledge and skills it is intended to cover? Ewample, in developing a test that
enables license to practice, the major facets ob@upation can be specified (e.qg.
through a job analysis, functional analysis or pte@ occupational standards) and
experts in the occupation can be asked to askasisign assessments to the categories
defined by those facets. Another set of qualifeegperts might then judge the
representativeness of the chosen assessmentatinmeb the occupation as a whole.

A second aspect of validity is evidence based spamse processes, or the fit
between the construct being measured and detadédenof the performance or
response that examinees engage in (AERA/APA/NCME9).9 For example, if an
assessment is meant to measure mathematical regsbims important to determine
that examinees are, in fact, reasoning about theerrmhand not just applying a
memorised algorithm. Evidence based on resporseegses is generally obtained
from analyses of individual responses (e.g. questgtest takers about performance
strategies). Experts who are knowledgeable albeutihderlying process models and
their relationship to the construct can reviewpkeormance tasks and judge whether
the tasks require use of the processes. Whensassets rely on observers or judges,

as in vocational qualifications, then validationymaclude review of the guidelines

standards are currently under revision, and thbaaudlso had access to draft versions that had been
posted for comment.
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for making subjective judgments; these need to st scores are based on the
successful completion of a process (Miller and L2000).

Validity evidence may be based on an examinatioth@fscoring system as it
relates to the construct domain. Multiple optie@ngst for scoring in performance
assessments, and scoring is often done with rulthias focus on pieces of the
assessment or on the performance as a whole (MilidrLinn 2000, Young 2010).
Scoring methods need to be consistent with the doarad scoring procedures must
be implemented consistently to obtain comparahibeescacross scorers. Approaches
to increase reliability of scoring include havingultiple scorers, anchors or
benchmarks (i.e., standards), adjudication, trgirand calibration checks. As was
pointed out earlier, studies examining the religbibf assessment and verification
processes have identified a number of problems reitability of NVQ scoring (e.qg.
Wolf 1998, Konrad 2000, Greatorex 2005, Johnsor8200

A fourth aspect of validity is generalisability, oonsistency of assessment
results across different conditions of both raterd tasks. It is especially relevant to
performance assessments where assessment conddi@nsusually complex.
Generalisability studies may look at the consisgewith which raters use scoring
rubrics or whether examinees respond differentlgitierent tasks, resulting in a high
variance component. It is possible to improve galisbility of performance tasks by
defining the construct and task more narrowly,thig would also limit the inferences
that could be made (Miller and Linn 2000, Young @01Generalisability can also be
improved by increasing the number of tasks, bus thiay prove impractical for
performance assessments because of the extragguead (Kane 2006).

Analyses of the relationship of assessment scaremriables external to the
test provide another important source of validitydence. The idea here is to
demonstrate that test results are consistent Wwittkhowledge base and theory of the
construct — in this case that having a vocationalijcation correlates with success
in further related training or job performance.r Egample, an employer who wants
to use a test to assess candidates’ suitability foarticular job needs some accepted,
valid measure of job performance or criterion, tampare with test performance
(Kane 2001, Lissitz and Samuelson 2007). Empiristddies indicate that
competence-based assessments in the context afisgleandidates for training
generally relate more strongly to job proficiencyeasures than other types of
assessments (Wolf 1995).
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The final aspect of validity concerns evidence Hase the consequences of
testing or assessment. Assessments are administerie@ expectation that some
benefit will be realised from the intended useh&f scores (e.g. placement of workers
in suitable jobs or prevention of unqualified wakérom entering a profession). A
fundamental purpose of validation is to indicateethler specific benefits are realised.
Claims are sometimes made for benefits of testiva §o beyond the assessments
themselves. For example, it is sometimes clained tests will improve student
motivation or encourage changes in teaching. thsa claim is made, then the
validation process should include evidence thatséhanticipated benefits of
assessment are being realised.

For qualification assessments that include perfomeaassessment scores,
such as an NVQ, Kane and colleagues (1999, Kané) Zi@gest that validating the
interpretation of performance assessment scoredvies three steps or inferences —
scoring, generalisation and extrapolation. Thppraach recognises the six aspects
of validity presented above, but presents them sst @f three inferences. The first
inference is from a performance to an observedesand rests on two assumptions:
that the criteria used to score the performancepppeopriate and applied as intended
and that the performance occurred under conditbmmsistent with an interpretation
in terms of the examinee’s skill (e.g. there areimappropriate impediments to
performance or inappropriate advantages). Factaas ¢an undermine scoring are
numerous: scoring rubrics reflect inappropriatedecia or fail to include relevant
criteria; selection or training of scorers may bawed; faulty equipment; and
inappropriate help from the assessor. A seconerente concerns generalisation
from actual performance on a task to expected pwdnce on similar tasks.
Generalisability is threatened when there is vimatn observed scores, due to
sampling of tasks, raters and occasions or settingmce NVQ assessments take
place in different setting, with varying charactéias, inferences about generalisation
may be particularly problematté. Variability of scores across tasks is the most
serious problem as it suggests that the scoresotdmn generalised beyond the

specific set of tasks. A third inference concezrapolation of assessment scores to

12 Studies of the generalisability of performanceeasments has generally not been encouraging,
especially in terms of sampling error associateth whe use of a relatively small number of tasks
(Kaneet al1999). A similar problem applied to unstructucgdfree choice’ portfolios because lack of
standardisation makes it impossible to construmtisg rubrics (Stecher 2010).
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actual performance in a domain. As the value pédormance test lies in its closer
approximation to reality, it is important to detene the degree to which the test
requires skills (e.g. problem definition, probleoivéng) that are essentially the same
as those needed for effective performance in m@actiFor example, if the interest is
to assess skill in using mathematics in a varidtyreal-world’ situations, evidence
needs to be provided to demonstrate that studemts are successful in the
assessment will be successful in the real situatlbevidence fails to support any of
these inferences then validity has not been estadali It is not sufficient to assume
that assessments that have the appearance of idghyfor authenticity with the
target domain are valid (Messick 1993).

This review indicates that issues concerning thbdiaa of performance
assessments, such as those used in awarding vatatpalifications, can be
technically complex. Indeed there have been ademmates among scholars as to the
various definitions of validity and their usefulse.g. see Linn 1997 and Mehrens
1997 for discussion of construct versus conseqaienglidity and Kane 1991).
However, it is not essential that such differerfeesorted out here. The key message
is that validity of assessments used to award imuat qualifications cannot be
assumed or taken for granted. Rather, it is nepesta carry out validity
investigations to ensure that assessment resaltpraperly interpreted in relation to
their purposes.

Evidence for validity of vocational qualification assessments
Ofqual has developed five common assessment eriferi evaluating assessments.
One of these is validity, which Ofqual defines al¢ofvs:

Validity is the central concept in evaluating theality of assessment
outcomes. It is the overarching concept and subsuthe other
concepts: Validity pertains to the arguments or interpretasi placed
on assessment outcomes, results or scores. Itrabeslate to the test

13 Note the tradeoff between the second and thiretémfces. Extrapolation can be strengthened at the
expense of generalisation by making the assessagg highly similar to those in the target domain.
Conversely, generalisability can be strengthenedeimploying larger number of tasks, but with
possibly somewhat lower fidelity. In designing essments the goal is to standardise the assessment
procedure in ways that strengthen scoring and géisation, without undermining extrapolation (Kane

et al 1999).

' The others are reliability, comparability, mandgjkty and minimisation of bias (The five common
assessment criteria: Quality of assessment outgomsee http://comment.ofqual.gov.uk/regulatory-
framework-for-national-assessments/part-a-the-ppies-of-regulation/section-2-criteria-for-
regulation/. According to the regulations, Ofgmalst inform the Secretary of State of any riskthio
validity of assessments. (Accessed 26 July 2011).
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or other assessment procedure itself, nor to tbeesgenerated by that
assessment... The evaluation of validity will amotmtworking out
whether the outcomes of the assessment (graddse mochild and so
on) provide adequate information to sustain theiment being made.
One needs to evaluate for each interpretation b@iade. Validity will
rarely be an absolute condition; for example oneld/de more likely
to decide that ‘the outcomes from this assessnrergu#ficiently valid’
rather than saying they are valid in absolute térms

This definition agrees broadly with the six aspeutyalidity just reviewed.
Our review of the literature on vocational quaktfions, however, revealed few
mentions of validity of assessments and even fewgances to explicitly ask whether
the interpretation of assessment results are Malidtheir purposes. It is quite
possible, of course, that awarding bodies routinaljdate performance measures as
part of their work to develop qualifications andeith associated assessments.
Cedefop’s (2010) review reported that qualificatdevelopers do pay attention to
construct validity to be clear about what is beiagsessed and certified, and
developers review and evaluate the performanceseéssments in relation to both
measurement characteristics and purpose. Butrameccial organisations awarding
bodies are not obliged to publish this work, noryntlaey wish to for proprietary
reasons.

This section summarises the results of a few plybhvailable studies that
examined different aspects of validity. None oérthexamined all six aspects of
validity discussed in the previous section, and eaefine terms in different ways
than those presented. Therefore, the findings baea interpreted in some cases to
better align with current conceptions of validitiProblems identified in these studies
can be seen as threats to validity.

Achievement of a qualification is often consider&sl a proxy measure for
learning — the evidence for learning gathered enabsessment meets the standards for
the qualification (Cedefop 2010, Young 2010). Thedefop study (2010) rightly
pointed out that a qualification’s validity needsoe judged on these terms. Although
the review does not provide specific validity evide, it discusses several types of
validity: ‘construct validity (the thing to be assed), criterion validity (the thing

being assessed) and content validity (whether aasament covers the knowledge

15 Regulatory Framework for National Assessment8vailable at: http://comment.ofqual.gov.uk/
regulatory-framework-for-national-assessments/patie-principles-of-regulation/section-2-criteria-
for-regulation/ (Accessed 16 August 2011).
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and skills it is meant to cover)’ (p. 35). As foonsequential validity (inferences
being made about a qualification can be supporyeithd assessment), Cedefop found
that it is increasingly being explored by assessragancies and qualification bodies.
In discussing different types of validity, note tthiae report does not follow current
conceptions of validity as a unified concept (eAERA/APA/NCME 1999, Kane
2006). Interestingly, it suggests that validity ymbe interpreted differently in
different country contexts. In France and dualteays countries like Germany,
validity of the certification process also relate$uilding of professionalism, through
immersion in work practices, and therefore assesw@mmight differ for those in
traditional programmes versus those seeking amtiin to recognise prior
attainment. In Britain, the same qualifications m@ant to serve both purposes.

Torrance and colleagues (2005) investigated whethiernot different
assessment methods affect learner achievemeng lediming and skills sector. Their
review found that the greater transparency of cdempe-based vocational
qualifications with respect to learning outcomesl &ime criteria by which they are
judged has supported learners’ achievement (nunddetearners and awards
received). But this transparency has also fostevielbspread practices that may
reduce the validity of qualifications achieved. eTdissessment practices identified in
their research include:

» Assessments reduced to completing a checklist owipetences, whereby
candidates may not even be aware that they arg bhssessed.

» Tutors and assessors at the local level sometintespret the awarding
body specifications and criteria to translate todidates ‘what they really
mean’. They may help candidates identify appraerevidence to record
in portfolios. If the users need to translate thgeasment specifications into
plain English, then to what extent do they realigpresent’ workplace
standards and competences? Similarly, observege@mces have to be
translated back again into acceptable evidencersaatts.

» Examiners provide assistance or help through cogd@.g. asking leading
guestions during workplace observations), practaetailed assignment
templates that follow tutors’ ‘translation’ of aiia) and provision of
formative feedback (e.g. drafting and re-draftirigassignments) to boost
both individual and institutional achievement.

* Opportunities for assessment of competences varguse not all work-
based placements offer the same set of experie{te®at to
generalisability).
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* Work-based assessments are modified because éhdags not have the
same equipment (threat to generalisability). Foangple, small garages
may not have the electronic equipment to conduet dlagnostic work
called for at NVQ Level 3. Therefore, assessorstnfind ‘ways and
means’ to observe and assess competence. Suchcatbah is one of the
‘ways and means’ that assessors correct for véitiabn experiences just
discussed?®

e Assessors’ training is uneven.

Tolley et al (2003) examined assessment of NVQ2 and/or NVQ3our
occupational areas — Hairdressing, Child Care, maeging and Business
Administration — using a variety of qualitative metls (including video recordings).
They defined validity of NVQs as ‘the adequacytw# standards and the fidelity with
which assessment methods reflect those standard4).(That is, they focused on the
first two aspects of validity discussed above. Tladso examined one aspect of
reliability, defined as ‘the degree to which the&lgments made by assessors and
verifiers are free from errors and inconsistencips4).

Their research confirms some of the findings reggbrby Torranceet al
(2005). In Child Care, they found evidence thatdidates were ‘overwhelmingly’
reliant on college and workplace staff to interpghet standards and their relationship
to collecting evidence for assessment purposes dmaodEngineering candidates to a
lesser extent). Business Administration candidaiped each other complete the
materials that are provided as evidence in theitf@ms. College tutors helped the
Business Administration candidates’ record evideimc¢éhe appropriate forms and,
according to video evidence, sometimes promptedntiath clues to help them
provide correct answers to questions.

The study also noted variations in opportunities &ssessment in the
workplace. Business Administration candidates, eeample, were mainly assessed
under simulated conditions at colleges rather thamorkplaces, due to lack of work

experience places in the field.

16 Variability in experiences may lead to use of dations both in the learning programme and in the
assessment situation. Then the question arisesvalsether, and to what extent, the simulation medch
the occupational standard. For example, changiclgteh in a college workshop because the job has
not occurred in the workplace seems a reasonabldation. But ‘pretending’ to do a fitness appaais
on a colleague one works with every day seemsadppsopriate (Torrancet al 2005). It is perfectly
acceptable for Hairdressing candidates to pracicdummies, as it is not always possible to practic
and demonstrate skills on paying customers (Tategl 2003).
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Their research also questioned the fidelity withichkhassessments reflected
standards. In Child Care, for example, the NVQ w@sentious: college tutors saw it
as a means to ensure readiness to work in thersedtereas employers were more
concerned with training to meet the needs of tbain workplaces. In effect, these
groups had different ideas about ‘standards’ and tdifferent views about the
relationship between assessments and standardsse Tdifferences in views also
indicate that qualifications have different purpoger tutors and employers. The
same tension revealed itself in debates over tpeesentativeness of candidates’
experiences, whether undertaken in simulated émrekplaces.

Wolf (1998) examined whether portfolio assessmewtseved the objectives
of validity and national standardisation. Her esvinoted wide variations in the time
candidates spend in workplaces, which meant thawas difficult to integrate
assessment with actual workplace performance. Al#terences in the nature of
work in occupational sectors make the gatheringootfolio evidence easier for some
NVQs than others. For example, business admitiztraequires competence in a
number of office tasks (e.g. photocopying, filinglephone skills) that happen quite
readily and can be logged relatively easily asexgiof evidence for assessment. In
the construction fields, however, construction ssitee less-suited to training and
assessment, so NVQs are mainly delivered throudlegeo courses or industry
training workshops where the emphasis can be dregag evidence for the portfolio.
This kind of variation weakens any claim that assemts are ‘more valid’ because
they are based on standards and occur in the darftesork practice.

With respect to validity, the research review faali®n issues of reliability
and comparability of assessors’ judgements. A majuependent study of
assessment decisions in NVQs in construction, eeging and administration
concluded that NVQ assessment was unsatisfactatypasduced scores with low
reliability. For example, 40 per cent of assessoasle judgements without enough
evidence, and 38 per cent used standards othetltbd#VVQ as their reference points
in assessing portfolio evidence (Erattal 1996, cited in Wolf 1998). In the NVQ
system, external verifiers, appointed by the aweydbody, are seen as the main
source of quality control over assessment procedwed are responsible for
confirming assessors’ judgements. The same studlydfthat verifiers did not check
whether assessors correctly judged the evidenceided Rather, assessors were

most concerned that assessors’ decisions wereryameumented (Erawgt al 1996,
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cited in Wolf 1998). According to Wolf, the veghtion process had not been
subjected to independent empirical study, evenghdhe problems with verification

were recognised.

What kind of validity evidence is needed and who should provideit?

The Ofqual regulations state that it will judge Wier an awarding organisation’s
assessments are of an appropriate quality. Wgpea to validity, the ‘focus of
awarding organisations’ processes and proceduresiidshbe on ensuring and
generating evidence to support the intended ind¢mpon’ (Regulatory Framework
for National Assessments, Part A, Section 1). @ffgbas responsibility for
monitoring organisations and for determining theqfrency and intensity of
monitoring based on the organisations’ self-repofttheir processes and procedures.
The regulatory guidance states that the validitguarent should be built on
statements of proposed interpretation and thatatipg evidence be collected from
all stages of the assessment process. It expesponsible bodies to maintain and
regularly update a ‘risk register’ that address$eedts to validity of assessments and
the quality of the assessment materials. The extewhich Ofqual systematically
gathers this evidence is unclear.

QCA, the former regulatory body, carried out ‘comgimality’ studies as part of
its programme of quality assurance monitoring ofQ$v These studies examined the
consistency and quality of assessments for unigpetific qualifications (e.g. QCA
2004b, 2005). In these studies teams of ‘scrutiiegsited assessment centres and
sampled candidates’ portfolio evidence at each.sHnetineer’s job was to assess the
evidence in terms of validity, authenticity, curcgnand sufficiency. The studies
defined ‘validity’ as whether the evidence is relev to what is being assessed.
Scrutineers checked the assembled candidate msit@rig. witness statements, work
records, oral questioning, written questioningyée if the material was referenced to
the national occupational standards. In other wastiglies focused on evidence based
on content and did not develop an interpretive @uwgut about the proposed
interpretations and uses of assessment resulte cdmparability studies identify
weaknesses in assessment practices and make rendatioas to awarding bodies to
improve.

As discussed earlier, a fundamental purpose oflattin is to ensure that

results of assessments are being used in app®pwatys. There has been
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considerable debate as whether those who propasgetthe results of an assessment
in a particular way (e.g. to make a decision ahobtplacement) need to establish
consequential validity. While some argue that thiessential (e.g. Miller and Linn
2000), others (e.g. Popham 1997) argue for a muanigetl, technical description of
validity that involves the descriptive interpretatiof test scores. Even those who
support the view that evaluation of consequenceanigssential component in the
validation of test use (including Ofqual, accordiogits definition of validity) admit
that consequences can be far reaching and haretéondne. Furthermore, gathering
this type of evidence is challenging. If it is uasenable or counterproductive to hold
a test user or developer responsible for everyemprence of test use, then who is
responsible (Kane 2001)?

A likely candidate to validate the descriptive mpietation of published tests is
the test developer, because some of the descriptigeences must be examined as
part of the development process (e.g. evaluatioscofing keys or rubrics). Test
developers that label a test as a ‘placement’ @adiness’ test (either explicitly or
implicitly) are claiming that a test can be usedanparticular way. It seems
reasonable to expect the developer to produceidati@n argument supporting this
use. Developers of placement testing programmeseXample, have traditionally
been expected to report data on how the use ofpllaeement’ scores affected
achievement of students placed in different coufisase 2001, 2006).

In the NVQ system, and following the expected pcacbf standardised test
developers, then perhaps awarding bodies should pbeviding validation
information? On the other hand, validation resegretformed by developers of the
assessment instrument may be positively biased gKkz001). Ofqual’'s job is to
quality assure the awarding bodies, and it (opitslecessors) provides guidance and
establishes rules and regulations to do so. As ringew has shown, however,
independent research and comparability studieg painsignificant threats to validity
in those qualifications studied. With thousandsvotational qualifications in the
NQF and thousands of units (the smallest elemeaxitdan be assessed), this picture

does not inspire confidencé.

1 Ofqual carried out a two year study, the ReligpiRrogramme, which examined the consistency of
assessments and factors that affect the reliabdftyresults. Our review of the programme’s

documentation indicates that it mainly examined-mocational qualifications and did not examine

aspects of validity. See http://www.ofqual.gov.t&rslards/research-reports/92-articles/20-religbilit

(Accessed 4 August 2011).
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Decision makers, as qualification users, might dls@xpected to evaluate the
likely consequences, as they know how they aregusia assessments, the population
being tested and the intended outcomes/consequendasthe NVQ context,
government policy makers are a key user of NVQ sssents, because they
encourage and support uptake of NVQs for both emimand social purposes.
Indeed, government policies can be said to foroeigers, via their funding systems,
to use NVQs rather than other types of vocationallifications. There is ample
evidence that some NVQs are not living up to exgtemts: occupationally specific
vocational qualifications at level 2, for exampdenerally offer poor or even negative
wage returns (DfE 2001a). Yet successive govertenéiave maintained that
increasing NVQs, awarded via competence-basedsmssasts, will lead to economic
prosperity.

Scholars and psychometricians continue to grapjle twe questions of what
kind of validity evidence is needed and who shopitdvide it. Current standards
advise that both test developer and test users Ismane responsibility
(AERA/APA/NCME 1999). This paper does not attertgptesolve the issue, but to
merely to highlight the questions as still relevaémtthe continuing debate about

national vocational qualifications, their purposesl their uses.

Conclusions

When Gilbert Jessup first argued for awarding viooal qualifications based on
occupational standards and assessments of perfoenaanjob-related tasks, his main
argument focused on a type of validity. If quahkfiions are to have meaning to
employers as representative of performance of weldted skills, he reasoned, then
they would be more useful to employers, who woutdnore likely to accept the
qualification as an appropriate signal for labowarket preparation. There would be
no need to question the construct validity of tssessments because they directly
measure what is intended.

As this paper has shown, judging the validity ofational qualifications based
on performance assessments is far more complicaldte purposes of vocational
gualifications have expanded beyond the mere detmatiosm that the candidate can
perform up to a standard. And even if the attaimnoé a qualification is accepted at

face value, there are other aspects of validity ¢tha threaten the basic assumptions

23



that Jessop championed. Over the 20 or so yaars sompetence-based NVQs have
been developed, surprisingly little attention haserb paid to understanding the
implications of anchoring the qualifications on fpemance-based assessments.
Aside from a few noteworthy studies, the validifyctaims related to an expanding
set of purposes for vocational qualifications hasheen thoroughly explored.
Although the qualifications regulator discusses grdsumably aims for
validity in the broadest sense, in actuality thespection is somewhat narrow in
focusing on determining whether the accumulateddemde for achieving a
qualification is complete and relevant. In thigaed it does not appear to have
advanced much from earlier critiques that quedthenbasic premise: it is possible to
develop detailed outcome specifications from stedwlghat can be ‘applied reliably,
by multiple assessors, to multiple assessmenttsing (Wolf 1998). At the same
time, the acceptance of performance-based assessbased on occupational
standards, and indeed the British NVQ model itsdihis been spreading
internationally for the same reasons Jessop espg¥seing 2010, Cedefop 2010).
Vocational qualifications still remain a problem the British educational
system, and the Wolf Review’s recommendations foproving them focuses on
broad issues — their place in 14-19 education;ighdrrangements and access; and
regulation (DfE 2011a). It partly touches on th&cdssion in this paper, with regard
to the processes for developing and awarding qcatiibns. The review has been
criticised for not getting to the heart of the reatt what counts as good quality
vocational education? (Fuller and Unwin 2011). sThaper adds another essential,
largely unexplored question: To what extent do Viooal qualifications support valid

inferences in relation to their purposes?
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Appendix A: Summary of National Qualifications Framework

Table A.1: The NQF and the FHEQ with Selected Exaples

National Qualifications Fr

amework (NQF)

Framework for Higher
Education Qualifications
(FHEQ)

Previous levels (and

Current levels (and

examples) examples)

5 8 D (doctoral)

Level 5 NVQ in Specialist Awards Doctorates

Construction Management7 M (masters)

Level 5 Diploma in Level 7 Diploma in Masters degrees,

Translation Translation postgraduate certificates and
diplomas

4 6 H (honours)

Level 4 NVQ in Advice
and Guidancet
Level 4 National Diploma

Level 6 National Diplom3g
in Professional
Production Skills

Bachelor degrees, graduats
certificates and diplomas

A1%

in Professional Productio
Skills
Level 4 certificate in Early
Years

1)
Level 5 BTEC Higher
National Diploma in 3D

| (intermediate)
Diplomas of HE and FE,
foundation degrees, HNDs

Design

4 C (certificate)

Level 4 Certificate in Certificates of higher
Early Years education

3

Level 3 Certificate in
Small Animal Care

Level 3 NVQ in
Aeronautical Engineering
A Levels

2

Level 2 Diploma for
Beauty Specialists
Level 2 NVQ in
Agricultural Crop
Production

GCSEs Grades A*- C

1

Level 1 Certificate in
Motor Vehicle Studies
Level 1 NVQ in Bakery
GCSEs Grades D - G

Entry
Entry Level Certificate in
Adult Literacy

Note: T Revised levels are not currently being anmnted for NVQs at levels 4 and 5.
Source: QCA/QCAAW/CCEA March 2006
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Appendix B: Example of a Unit Qualification

Unit Reference Number

K/501/7703

Qualification Framework

QCF

Title

Negotiate and agree terms and conditig
for the sale of floristry products and
services

Unit Level Level 3
Unit Sub Level None
Guided learning hours 28
Unit Credit Value 5

Date of Withdrawal

SSAs

2.2 Horticulture and Floristry

Unit Grading Structure

Pass

Assessment Guidance

As far as possible this unit should be
assessed in a workplace environment.
completing this unit learners will need t
identify customer requirements for all th
following occasions and designs: A.
Occasions: i) wedding ii) funeral iii) birth
Iv) corporate event; B. Designs i) single
bridal designs ii) multiple venue
decorations iii) personalised funeral
tribute iv)gift. Note: To facilitate
regional, seasonal and business variati
candidates may negotiate and produce
alternative design evidence, provided t
all occasions are covered and designs
of an equivalent level of complexity. In
completing this unit the learner must
cover the following currents legislation:

ns

e

-—

ons

nat
are

HASAW, Sale of Goods Act and COSH

H
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Learning Outcomes and Assessment Criteria

Learning Outcomes — The
Learner Will:

Assessment Criterion — The Learner Can:

Be able to discuss the custome
requirements

r1.1 Provide customer care in accordance with tisbas
procedures

1.2 Identify and record the customer’s exact rexjuents
through discussion, questioning, sketches andneistu

1.3 Ascertain the customer’s budget for the wortk discuss
viability

Be able to agree the customer’
requirements

52.1 Select and recommend the best design typedb me
customer requirements, occupation and budget. Stigge
necessary modifications

2.2 Assess and maximise upon the opportunity flingeup
and/or add-on sales, if appropriate

2.3 Estimate the amount of time it will take to quate the
design

2.4 Estimate the cost of the design and communibéte
clearly to the customers

2.5 Confirm the final design and cost of the workwthe
customer

2.6 Produce written estimates and a quotationnd eet to
the customer

Price products and services

3.1 Price diverse ptedind services and calculate
appropriate profit margins and VAT

Understand the principles of
design

4.1 Explain the basic principles of a design schanwits
benefits in floral design covering: order categariyles of
design

Understand the importance of
discussing and agreeing
customer requirements

5.1 Identify the information needed when taking pter
customer orders: Client details, resident detdésjgn
requirements, delivery instructions, payment method

5.2 Explain how cultural differences and practiaffsct
requirements and preferences for floristry prodacis
services

5.3 Explain how seasonal availability of fresh miate can
influence the advice given to customers regardatgcsion,
suitability and value

5.4 Explain why it is important to outline the afiloial
services available to the customer and what they co

5.5 Explain how to identify and interpret the reguients of a
design from information provided by customers (sash
photographs or memories)

Understand the principals of
pricing

6.1 Explain the variables that influence the caltiah of an
estimated price for a complex design: materialsua, profit

6.2 Explain the difference between a quotationamdstimate

Understand the business polici
and procedures

3.1 Explain the business procedures regarding mestoare

7.2 Describe business policy on terms and conditadrsale
and methods of payment including the requirements f
deposits or advance payment and credit arrangements

7.3 Explain the procedure that should be followderv
managing a client problem or complaint

Know the relevant legislation

8.1 State current safe working practices and respiities

and codes of practice

contained within relevant legislation

Source: http://register.ofqual.gov.uk/Unit/Detdlsb01_7703
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