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2 August 2017 
 
 
 
Ms Julia Agostino 
Committee Secretary 
House of Representatives Standing Committee on Employment, Education and Training 
Parliament House 
CANBERRA  ACT  2600 
 
 
 
Dear Ms Agostino 
 
INQUIRY INTO SCHOOL TO WORK TRANSITION 
 
On behalf of Charles Sturt University I am pleased to provide this submission to the House of 
Representatives’ Standing Committee on Employment, Education and Training’s inquiry into school to 
work transition. 
 
We have provided an overview of the latest research, analysis and thinking in the school to work 
transition space, as well as a range of system wide recommendations. Amongst other work, we have 
particularly drawn on the evidenced-based findings of the School to Work Transitions – Final Report 
which was undertaken by the Griffith Institute for Educational Research, in conjunction with Charles 
Sturt University and was funded by the Australian Research Council (ARC) Research Linkages Grant 
Scheme in 2006 (see Attachment III).  
 
As part of this research Charles Sturt University hosted consultation sessions with school to work 
transition stakeholders from business, the community, government and academia across our campus 
network in regional New South Wales and Victoria. 
 
We have presented our reccomendations to the Standing Committee’s inquiry in the context of the 
main school to work transition system elements: 
 

• policy outcomes; 
 
• program design; 
 
• program outputs; 
 
• stakeholder responsibilities; 
 
• priority areas; 
 
• system governance; 
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• measurement and reporting; 
 
• effective policy frameworks; and 
 
• operative program designs. 

 
 
We have also specifically addressed the Committee’s interest in: 
 

• gain in school and how this contributes to supporting students to prepare for post-secondary 
education and training; 

 
• better inform and support students in relation to post-school education and training; and 
 
• other possible initiatives to enhance school to work transition outcomes. 

 
Our submission provides a range of recommendations aimed at strengthening Australia’s school to 
work transition system not just for the benefit of school students but all Australian’s including 
individuals, institutions, business and the community more broadly. Adopting our recommendation 
would lead to better work outcomes for students and our communities across New South Wales and 
Victoria. 
 
I would be delighted to provide further information to the Committee and would be available to provide 
evidence at any proposed hearings that that Committee may undertake in relation to considering the 
merits of strenghthening Australia’s school to work transition system. 
 
Yours sincerely 
 

Professor Andrew Vann 
Vice-Chancellor 
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Terms of Reference 
 
The Australian Parliament House of Representatives’ Standing Committee on Employment, Education 
and Training is undertaking an inquiry into school to work transition in Australia.  
 
The inquiry is investigating ways to ensure students are supported from school to work by measuring 
gain in schools and how this contributes to supporting students for post-school education and training. 
The inquiry will also look at opportunities to better inform students of appropriate post-school 
education and training using employment outcomes as a measure of course suitability. 
 
The Committee will inquire into and report on how students are supported from school to work 
including the following matters: 
 

1. measurements of gain in school and how this contributes to supporting students to prepare for 
post-school education and training;  

 
2. opportunities to better inform and support students in relation to post-school education and 

training, including use of employment outcomes of students who undertake school-based 
vocational education or post-school tertiary pathways; and, 

 
3. other related matters that the Committee considers relevant.  

 
The Committee’s Terms of Reference for the inquiry can be found at the Committee’s website.   
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1. Recommendations  
 

Charles Sturt University provides recommendations on nine key elements of Australia’s school 
to work transition system, our recommendations are aimed at improving policy outcomes from 
and boosting program outputs of Australia’s school to work system for the future success of all 
young Australians.  
 

1.1 School to work transition policy outcomes 
 

Charles Sturt University believes that transition from school to work policy outcomes must: 
 

• provide access to all; 
 

• enable individualisation of solutions; 
 

• address generic problem-solving; 
 

• engage the community – whole of student support system; and, 
 

• guarantee benefit, at both the individual, institutional and community level that: 
 

o recognise and accept credentials authorising entry into career opportunities or 
postsecondary education programs;  

 
o placement or acceptance in post secondary vocational training and higher 

education programs;  
 

o placement in competitive or supported employment; and,  
 

o participation in continuing and adult education, adult services, and independent 
living in community settings.  

 

1.2 School to work transition program design 
 

Charles Sturt University believes success in transition from school to work program design, 
development and implementation aimed at meeting the aforementioned policy outcomes, 
relies on: 

 
• pathways that deliver strong social capital in communities; 
 
• transition programs that enhance the work skills and dispositions of young Australians 

to work – making them ‘work ready’; 
 
• transition programs that develop significant human capital capabilities in young people 

which enable them to assume positions in the workplace more readily and with better 
outcomes for employers; 

 
• ensuring considerable benefits to all parties involved in placing young people in quality 

programs that support the transition from school to work are realised; 
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• employers and potential employees being encouraged to trial an industry or company 
to ascertain if it was their preference; 

 
• considering the demands of local sites, different opportunities are available for all 

stakeholders; 
 
• involving considerable effort from schools and industry;   
 
• providing options for addressing skill shortage, nationally but also locally; 
 
• acknowledging that economic benefits are long term and should be built into the long-

term planning of potential employers; and  
 

• acknowledging that rural Australia may be particularly disadvantaged in offering 
options for transitioning young people from school to work as there are often limited 
options available in some towns for employment.  
 

1.3 School to work transition program outputs 
 

Charles Sturt University believes success in transition from school to work program 
interventions, or actions, incorporated into the design and development of school to work 
transition programs, must facilitate the following seven system outputs: 

 
1. economic and education fundamentals as the foundation for good outcomes. 

 
2. reduction in early school leaving as it is more efficient and effective than treating 

disengagement at a later stage.  
 

3. rapid responses to disengagement.  
 

4. formal participation requirements to drive effective responses for improving outcomes.  
 

5. Individualised approaches, but recognise they are more expensive to deliver.  
 

6. Solutions that are driven locally as they tend to be more sustainable and effective. 
 

7. Integrated responses that help reduce confusion amongst participants and are more 
efficient and effective.  
 

1.4 School to work transition stakeholder responsibilities 
 

Charles Sturt University believes the development of work or study ‘readiness’ must be a joint 
responsibility of all stakeholders with definition of the roles and responsibilities and the theme 
of collaboration and partnership between schools, families and employers required:  

 
• Schools (and families) predominantly have responsibility for assisting young people to 

start the development of Foundation Skills and Knowledge and Self-understanding. 
 
• Some exposure to Broad Industry Understanding can take place at school, but that it 

requires the input of employers and industry.  
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• Tertiary education providers and employers are responsible for helping young people 
to develop Occupation-specific Skills and Knowledge. 

 
• Employers are responsible supporting the development of Workplace-specific Skills 

and Knowledge, including making expectations of workplace behaviour and 
performance clear to young people. 
 

1.5 School to work transition priority areas 
 

Charles Sturt University believes that there are three broad priority areas for facilitating a 
successful transition from compulsory education to full-time work:  

 
1. Getting educational fundamentals right: 

 
o Developing literacy and numeracy skills in early school years.  
 
o Strong and effective school leadership.  
 
o A robust curriculum.  
 
o High standards of teacher quality and effective accountability.  
 
o Appropriate recognition of school and student disadvantage in funding 

arrangements.  
  
2. Promoting engagement and ensuring streamlined services are available for young 

people who are disengaged from employment, education and training: 
 

o Dealing more quickly with young people that become disengaged.    
 
o Creating integrated responses to promote engagement and facilitate re-

engagement and in delivering such integrated responses managed their delivery in 
an accountability framework that answers: 

 
 Who should fund the elements and what level of funding certainty should be 

provided? 
 

 Whether the elements should be re-focused in any way, including eligibility 
criteria and target clients? 
 

 How to manage the transition from a National Partnership context?  
 

3. Engaging business to increase opportunities and enhance the employability of young 
people: 

 
o Schools, the community and businesses need to work together in partnerships to 

create opportunities for successful transitions to meaningful employment. 
 

1.6 School to work transition system governance 
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Charles Sturt University believes driving positive school to work transition will require effective 
system governance that involves all stakeholders in agreeing policy outcomes and setting 
program outputs, including:  

 
• A clear scope and agenda for its operation. 
   
• Funding and secretariat support to enable data collection, analysis and dissemination.  
 
• Fewer meetings of higher value, including one face-to-face meeting focused on the 

annual reporting of data/trends and interpretation from experts in the field.  
  
• A continued commitment to openness of discussion and sensitivity to specific 

jurisdictional contexts.  
 
• A forum for responding to emerging policy issues and priorities.    

  

1.7 School to work transition measurement and reporting 
 

Charles Sturt University believes that measuring and reporting will be crucial and that effective 
measuring and reporting should provide a basis for evidence-based decision making in the 
governance of Australia’s school to work transition system, however to deliver effective system 
measurement and reporting and number of barriers will need to be addresses, including: 

 
• the widespread lack of understanding and confidence in how to measure these school 

to work transition capabilities at the individual, institutional and community wide level in 
a way that is authentic and meaningful; 

 
• concerns about what the results of the assessment of these capabilities might be used 

for and that this might further disadvantage those who are already struggling, or that 
results may not be interpreted accurately by employers, perhaps for diagnostic or self-
reflection purposes rather than for summative reporting; and, 

 
• no point in establishing a benchmark for certain capabilities if there are not 

mechanisms in place for helping students to reach those benchmarks.   
 
 

1.8 An effective policy framework for school to work transition 
 

In summary, Charles Sturt University proposes a school to work transition policy framework 
that we believe would deliver positive results at the individual, institutional and community 
level, our five-part framework includes: 

 
1. Workplace specific skills and knowledge. 
 
2. Occupation specific skills and knowledge. 
 
3. Broad industry understanding, including career pathways and necessary attributes and 

skills. 
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4. Self-understanding, including an understanding of own strengths, weaknesses and 
interests and how these might relate to work, as well as an ability to manage own 
behaviour in a work situation. 

 
5. Foundation skills and knowledge, not only literacy and numeracy skills, but also skills 

that provide a foundation for applying technical knowledge and skills, (such as digital 
literacy, learning, problem solving, innovation, communication and reflection skills) and 
a basic understanding of the world of work. 

 

1.9 An operative program design for school to work transition 
 

Finally, Charles Sturt University proposes a school to work transition program design that we 
believe would deliver positive results at the individual, institutional and community level, our 
10-part design includes: 

 
1. Effective assessment. 
 
2. Real communication and active motivation. 
 
3. Fitness for purpose.  
 
4. Value for money.  
 
5. Logistics – including technological considerations and professional development 

needed for teachers and other stakeholders to deliver.  
 
6. Reliability – training and education consistency and assessment over time.  
 
7. Validity – drawing upon many sources of evidence.  
 
8. Fairness – by avoiding any bias created by elements that are not being assessed 

(such as lack of familiarity with the language or context).  
 
9. Credibility – amongst those who have a stake in the outcomes of the assessment.  
 
10. Simplicity and clarity. 

 

1.10 Gain in school and how this contributes to supporting students to prepare for post-
secondary education and training 

 
Charles Sturt University provides a series of recommendations to improve gain in school and 
how this contributes to supporting students to prepare for post-secondary education and 
training in this submission. Please refer to the recommendations set out earlier in this Section 
under the following key elements of Australia’s school to work transition system: 

 
• School to work transition program design. 

 
• School to work transition program outputs. 

 
• School to work transition stakeholder responsibilities. 
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• School to work transition priority areas. 
 

• School to work transition measurement and reporting. 
 

1.11 Better inform and support students in relation to post-school education and training 
 

Charles Sturt University provides a series of recommendations to better inform and support 
students in relations to post-secondary education and training in this submission. Please refer 
to the recommendations set out earlier in this Section under the following key elements of 
Australia’s school to work transition system: 

 
• School to work transition program outputs. 

 
• School to work transition stakeholder responsibilities. 

 
• School to work transition priority areas. 

 
• School to work transition measurement and reporting. 

 
• An effective policy framework for school to work transition. 

 
• An operative program design for school to work transition. 

 

1.12 Other possible initiatives to enhance school to work transition outcomes 
 

Charles Sturt University provides a series of recommendations in relation to other possible 
initiatives that could enhance school to work transition outcomes in this submission. Please 
refer to the recommendations set out earlier in this Section  above under the following key 
elements of Australia’s school to work transition system: 

 
• School to work transition policy outcomes. 

 
• School to work transition program design. 

 
• School to work transition program outputs. 

 
• School to work transition priority areas. 

 
• An effective policy framework for school to work transition. 

 
• An operative program design for school to work transition. 
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2. Introduction 
 

The purpose of the Australian Parliament House of Representatives’ Standing Committee on 
Employment, Education and Training is undertaking an inquiry into school to work transition in 
Australia.  
 
The inquiry is investigation ways to ensure students are supported from school to work by 
measuring gain in schools and how this contributes to supporting students for post-school 
education and training. The inquiry will also look at opportunities to better inform students of 
appropriate post-school education and training using employment outcomes as a measure of 
course suitabilit. 
 
The Committee will inquire into and report on how students are supported from school to work 
including the following matters: 

 
1. measurements of gain in school and how this contributes to supporting students to prepare 

for post-school education and training;  
 

2. opportunities to better inform and support students in relation to post-school education and 
training, including use of employment outcomes of students who undertake school-based 
vocational education or post-school tertiary pathways; and 

 
3. other related matters that the Committee considers relevant. 

 

2.1 Inquiry into School to Work Transition 
 

Charles Sturt University is pleased to provide a submission to the House of Representatives’ 
Standing Committee on school to work transition. We have prepared a comprehensive and 
detailed submission containing commentary of our view and position on school to work 
transition.   
 
Building on our commentary, view and position provided in our submission, Charles Sturt 
University also proposes a range of recommendations, that we believe would strengthen the 
Commonwealth’s school to work policy settings and program deliverables. Adopting our 
recommendations would enhance life outcomes for young Australians as they transition from 
school to work by:  
 

• improving measurements of and actual gain in school and how this contributes to 
supporting students to prepare for post-school education and training;  

 
• enhancing opportunities to better inform and support students in relation to post-school 

education and training, including better use of employment outcomes of students who 
undertake school-based vocational education or post-school tertiary pathways; and 

 
• a range of other possible initiatives that Charles Sturt University believes would be of 

relevant to the Committee regarding boosting outcomes from school to work transition.  
 

Charles Sturt University has provided an overview of the latest research, analysis and thinking 
in the school to work transition space, as well as a range of system wide recommendations for 
the House of Representative Standing Committee on Employment, Education and Training to 
consider as part of their inquiry into Australia’s school to work transition system. 
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Charles Sturt University has presented its reccomendations in the context of what we see as 
the main school to work transition system elements: 

 
• policy outcomes; 

 
• program design; 

 
• program outputs; 

 
• stakeholder responsibilities; 

 
• priority areas; 

 
• system governance; 

 
• measurement and reporting; 

 
• effective policy frameworks; and 

 
• operative program designs. 

 
Charles Sturt University has also specifically addressed the Committee interest in: 

 
• gain in school and how this contributes to supporting students to prepare for post-

secondary education and training; 
 

• better inform and support students in relation to post-school education and training; 
and 

 
• other possible initiatives to enhance school to work transition outcomes. 

 
Charles Sturt University’s submission to the inquiry provides a range of recommendations 
aimed at strengthening Australia’s school to work transition system not just for the benefit of 
school students but all Australian’s including individuals, institutions, business and the 
community more broadly.  
 
Adopting our recommendation would lead to better work outcomes for students and our 
communities across New South Wales and Victoria. 
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3. Charles Sturt University 
 

Charles Sturt University is Australia’s largest regional university, with more than 39,000 
students and approximately 2,100 FTE staff. Established in 1989, the University traces its 
origins to the formation of the Bathurst Experimental Farm and Wagga Wagga Experimental 
Farm in the 1890s. In one form or another, research, innovation and education has been 
integral to the University’s character and mission for more than a century. 
 
Charles Sturt University is a unique multi-campus institution with campuses at Albury-
Wodonga, Bathurst, Canberra, Dubbo, Goulburn, Manly, Orange, Parramatta, Port Macquarie 
and Wagga Wagga, as well as various study centres located throughout regional and rural 
south-eastern Australia. 
 
The University’s commitment to the development and sustainability of rural and regional 
Australia is informed by the unique research focus undertaken, and the partnerships it has 
formed with each of its campus’ local communities, local industry, and with the broader regions 
it serves. 
 
CSU offers a comprehensive suite of research and academic training programs that focus on 
addressing rural and regional labour market needs, growing regional economies, and 
preparing students for the jobs of the new economy through rural and regional Australia.  
 
Particularly in health and medical related disciplines, Charles Sturt University seeks to address 
key training and equality of access issues across our rural and regional footprint, ensuring the 
critical supply of health professionals into local markets. 
 
As one of Australia’s largest online and distance education providers Charles Sturt University 
has been able to leverage its course profile and specialist expertise in education provision for 
the delivery of nationally available study programs. These programs support labour market 
skills development regardless of student location. 
 
Our rural and regional focuses, as well as strength in online and distance education, position’s 
Charles Sturt University as a leading institution in providing higher education opportunities to 
first-in-family applicants, mature-aged students, as well as those from disadvantaged 
backgrounds. 
 
Increasing participation of Indigenous Australians in higher education has been a key focus 
area of the University’s mission and ethos. Charles Sturt University consistently works in 
collaboration with Indigenous communities across our footprint to ensure access and develop 
links into the University. Our position as one of the top Australian universities for Indigenous 
participation is proof of our strong background in this regard. 
 
The success of the University is demonstrated by its sector-leading performance in work-
integrated learning, graduate employment and graduate incomes. Underpinning this success 
is the close links that the University has forged with industry, both regionally and nationally. 
 
For example, the University is internationally recognised as a leader in work-integrated 
learning with students spending extended periods in employment with our industry partners as 
part of their degree learning and applying their knowledge in practice. 
 
Research excellence, with a strong commitment to addressing the complex regional needs 
through innovation, has long been at the centre of Charles Sturt University’s mission. 
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As evidenced by the recent Excellence in Research for Australia results (ERA 2015), Charles 
Sturt University is recognised internationally for competitive research strengths in agricultural 
science, horticultural production, food and wine sciences, crop and pasture production, 
veterinary science, animal production, education, curriculum and pedagogy, environmental 
science, applied ethics, philosophy, religious studies, criminology, nursing and marketing.  
 
Charles Sturt University has a proud tradition of delivering high-quality research that creates 
new knowledge, benefits people’s lives, enhances the profitability of regional industries and 
helps communities grow and flourish.  Through its Higher Degree by Research programs, 
Charles Sturt University is training the next generation of researchers and professionals who 
use critical thinking and seek to influence the world for the better. 
 
The recently announced AgriSciences Research and Business Park, to be located on the 
Wagga Wagga campus exemplifies our industry focus. The AgriSciences Research and 
Business Park will facilitate industry engagement and collaboration, economic growth, wealth 
creation, employment and skills development. Success will be evidenced by the recognition of 
Wagga Wagga as a world-standard centre for agricultural innovation, research and 
development, extension, education and training. 
 
Today, Charles Sturt University continues a 100-year tradition of engagement and leadership 
with our local communities, of research and innovation in collaboration with industry, 
expansion in the educational opportunities offered to our diverse student body, and preparing 
students for employment markets emerging with the evolution of regional and the national 
economy. 
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4. Submission to Inquiry 
 

Charles Sturt University is pleased to provide a submission to the House of Representatives’ 
Standing Committee on school to work transition. We have prepared a comprehensive and 
detailed submission containing commentary of our view and position on school to work 
transition.   
 
Building on our commentary, view and position, Charles Sturt University also proposes a 
range of recommendations, that we believe would strengthen the Commonwealth’s school to 
work policy settings and program deliverables. Adopting our recommendations would enhance 
life outcomes for young Australians as they transition from school to work by:  
 

• improving measurements of and actual gain in school and how this contributes to 
supporting students to prepare for post-school education and training;  

 
• enhancing opportunities to better inform and support students in relation to post-school 

education and training, including better use of employment outcomes of students who 
undertake school-based vocational education or post-school tertiary pathways; and, 

 
• a range of other possible initiatives that Charles Sturt University believes would be of 

relevant to the Committee regarding boosting outcomes from school to work transition.  
 
Charles Sturt University’s submission has been prepared based on the Terms of Reference 
which was obtained from the Committee’s website.  

 

4.1 Overview of Charles Sturt University’s Position – School to Work Transition 
 

Our collective understanding of the value of effective school to work transition has not 
changed greatly over the past two decades, nor have the public policy objectives and program 
outcomes sort from maximising the effectiveness of school to work transition. The benefits are 
obvious; an individual’s contribution to the economic productivity, social participation and 
environmental sustainable of the Australian community.  
 
When comprehensive research into school to work transition commenced in the early 1990s a 
plethora of studies across the interface of secondary and tertiary education systems and their 
interplay with the workforce where published. In the paper, Equity and Excellence in School-to-
Work Transitions of Special Populations which was published in 1994 the US National Centre 
for Research in Vocational Education (Attachment II), the Centre set out criteria for achieving 
both equity and excellence in the design, development and implementation of school to work 
transition programs that are both equitable and excellent: 
 

• Access to All. School-to-work apprenticeships should be accessible to all youth 16 
years and older, regardless of goals for college or non-college opportunity and 
presence or absence of conditions of disability.  

 
• Individualisation. School-to-work apprenticeships should be individualised according to 

the needs, interests, and abilities of each student.  
 
• Generic Problem-Solving. Instructional content in school-to-work apprenticeships 

should prepare all students to meet the generic problem-solving demands of college or 
work.  
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• Community Settings. A combination of classroom, community, and work environments 
will work best to produce high school graduates who are more mature, more 
responsible, and better motivated.  

 
• Guaranteed Benefits. Successful completion of school-to-work apprenticeships should 

lead to:  
 

 recognised and accepted credentials authorising entry into career opportunities 
or postsecondary education programs;  

 
 placement or acceptance in postsecondary vocational and educational 

programs;  
 
 placement in competitive or supported employment; and 
 
 participation in continuing and adult education, adult services, and independent 

living in community settings.  
 
These criteria for achieving both equity and excellence in the design, development and 
implementation of school to work transition programs that are both equitable and excellent are 
equally valid and current today. Debate has moved from the public policy settings and 
community outcomes expected to the opportunities and challenges of policy design, 
development and implementation. Debate today, is about interventions, actions and tactics 
that can be measured as real, tangible and comparable outputs which can inform and guide 
investment decisions in school to work transition, be it investment by government, schools, 
both public and private, tertiary education and training providers, the corporate sector and 
SMEs, community organisations and families. 
 
In 2006, the Griffith Institute for Educational Research, in conjunction with Charles Sturt 
University, research and analysed the current effectiveness of school to work transition in 
Australia. This work was funded through the Australian Research Council (ARC) Research 
Linkages Grant Scheme. The paper, School to Work Transitions – Final Report (Attachment 
III), summarised the Institute’s research and analysis and found that: 
 
Australian is faced with two key issues that impact on the social and economic wellbeing of the 
nation and those people who make up the country. First there is a national skill shortage 
where employers are having considerable difficulty finding the qualified and technically 
competent staff they need. Young people are increasingly expected to remain in formal 
schooling for longer periods due to the decline in the unskilled and semi-skilled labour 
markets. As such, two competing goals are faced by the nation – providing quality learning in 
schools for students who do not see themselves bound for university; and meeting the needs 
of an industry boom where skill shortages are highly problematic. To this end, pathways from 
school to work that provide opportunities for young people to have quality learning and to gain 
employment in industries where skills are needed seems to be a positive challenge for 
education and work.   
  
This study documented a range of transition programs across the eastern states of Australia. 
Predominantly based in the South-east region of Queensland which has been leading the way 
nationally in terms of school-based initiatives, the study documented the ways in which 
practices were enacted at the school and industry level.  
 
Using a range of methods, the study undertook an intense examination of the South-east 
region of Queensland region, and supplemented this with a rural case study in Victoria and 
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New South Wales to compare urban and rural regions, and a small regional case study in 
Central Queensland to compare regional differences between highly industrial based regions 
and those with non-traditional industry bases. Collectively the study indicates that there are 
considerable benefits to all stakeholders who participate in partnerships that support young 
Australians in the transition from school to work.  
 
Findings of the Griffith Institute for Educational Research’s research and analysis of Australia’s 
school to work transition arrangements include: 
 

• Successful pathways rely on strong social capital in communities: Successful pathways 
among schools, industry and the community were dependent on the networks between 
these stakeholders. Where these were strong, greater options were available to all 
stakeholders. There was greater trust and rapport between the partners when 
partnerships were authentic and strong.  
 

• Transition programs, particularly SBAAs, enhance the work skills and dispositions of 
young Australians – making them ‘work ready’. 
 

• The transition programs added significant capital to young people which enabled them 
to assume positions in the workplace more readily and with better outcomes for 
employers. They provided opportunities that could not be provided in formal schooling. 
There are considerable benefits for all stakeholders – students, schools, employers 
and communities. 
 

• Aside from creating a more work-ready workforce, there were considerable benefits to 
all parties involved in placing young people in quality programs that support the 
transition from school to work. Benefits were social, economic, intellectual and 
affective.  Recruiting and training future employees to meet the needs of the company 
or industry. 
 

• The programs enabled employers and potential employees to trial an industry or 
company to ascertain if it was their preference. For employers, this was a very useful 
process in identifying future employees.  Flexibility within systems and sites (schools 
and workplaces) critical to the success of transition programs: Successful programs 
required considerable flexibility in both education and workplaces to allow all parties to 
fulfil their primary roles but also support the young person in transition. Local 
conditions impact on the form and success of pathways. 

 
• Depending on demands in local sites, different opportunities are available for all 

stakeholders. Programs are both responsive and reactive to local demands. These 
include: 

 
o Industry base creates needs for skills, some of which are different to national 

priorities; and, 
 

o drought in rural Australia impacts on communities in unique and significant 
ways that are different from urban areas.  

 
• Considerable work for schools and industry: While there is considerable work for 

employers and schools in developing and maintaining links, the benefits outweigh 
these costs. Perceived low status of workplace learning in schools: In almost all sites in 
all states, there was a common theme reported by school personnel regarding the 
perceived low status of workplace learning in schools.   

Inquiry into school to work transition
Submission 64



 

CHARLES STURT UNIVERSITY 
Submission | Standing Committee on Employment, Education and Training - Inquiry into School to Work 
Transition 
Page 19 of 45 

 
 

 
• Provide options for addressing skill shortage, nationally but also locally: The programs 

offered novel and innovative ways to address national skills shortages, some with 
greater or lesser potential.  
 

• Economic benefits are long term and should be built into the long-term planning of 
companies: When considering the economic costs and benefits, companies need to 
consider the longer-term benefits of undertaking school based apprenticeships and 
traineeships. They should be an integral part of the strategic plans for sustainability 
within a company rather than a ‘quick money grab’.  
 

• Rural Australia may be particularly disadvantaged in offering options for transitioning 
young people from school to work: There are often limited options available in some 
towns for employment. Students may have to travel to larger centres or cities to gain 
the skills needed for different occupations making access to SBAAs difficulty. Drought 
can compound the difficulties for both employers and schools/students to undertake 
SBAAs and other work placements due to limitations of work availability and access to 
financial resources. This has serious implications for the social and economic 
wellbeing of many rural communities.  

 
In 2013, the Commonwealth Government commissioned Dandalo Partners to review 
Australia’s school to work transition system and arrangements. Dandalo’s report for the 
Commonwealth’s Department of Education and Training, Evaluation of the National 
Partnership on Youth Attainment and Transition, January 2014 (Attachment IV), found that: 
 
Over the life of the National Partnership on Youth Attainment and Transitions (YAT) significant 
progress has been made in educational participation and attainment. The introduction of the 
Compact with Young Australians has correlated with a period of sharp improvement in these 
areas. For example, between 2008 and 2012:  
 

o The proportion of 15-19-year olds in full time education increased by 6.4 percentage 
points, and for 20-24-year olds by 2.3 percentage points. 

 
o Proportions of 15-19-year olds attaining Year 12 or equivalent rose by 3.8 percentage 

points, and for 20-24-year olds by 1.4 percentage points. 
 

o Year 12 retention rates grew by 3.9 percentage points. 
 
Despite the evidence that suggests the National Partnership has been effective – and the fact 
that the Compact is likely to remain in place beyond the expiry of the National Partnership – 
Australia’s performance on other critical metrics has either plateaued or declined. For 
example, the percentage of 15-24-year olds fully engaged in education, training or 
employment has remained steady since 2002. Australia’s school completion rates continue to 
lag behind leading OECD nations despite some recent improvements. As was identified earlier 
in this report, the proportion of teenagers who are unemployed or inactive is higher than in 
most OECD countries, and well above international best practice countries such as Norway, 
the Netherlands and Switzerland.   
 
Given Australia’s wealth, strong labour market and relatively sound performance in school-
aged literacy and numeracy, it could be argued that Australia’s attainment and transition 
outcomes should be far better than they are. To demonstrate:  
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o Despite an increase in education participation among 15-19-year olds since 2009, 
Australia still ranks 21 out of 37 comparable OECD nations. 

 
o Australian overall Year 12 or equivalent completion rates are at best average when 

compared to many other advanced OECD economies. For instance, among 25-34-year 
olds, Australia ranks 19 out of 35 developed OECD countries in upper secondary 
attainment. 

  
So, while the National Partnership on YAT has inarguably made a positive contribution, the 
issues that led to its formation have not been fully addressed. The persistence of lower than 
ideal attainment and transition performance has potentially serious economic and social 
implications for Australia. Research undertaken prior to – and during – the implementation of 
the National Partnership on Youth Attainment and Transitions demonstrate that there are clear 
economic and social imperatives for continued government focus.  
 
A strong focus on improving outcomes in upper secondary years (‘student outcomes’) and 
successful transitions from school to further education, training and work, is proven to result in 
higher workforce participation over a person’s lifetime, a reduced likelihood of skills shortages 
and higher productivity. Other benefits from improved attainment and transitions outcomes are 
likely to include reduced welfare and other public costs incurred through the justice, health and 
human services systems and more fulfilling lives for individuals who are more likely to achieve 
their full economic and social potential.  
 
Youth attainment and transition policy is reasonably mature, and much can be learned from 
what has and has not worked in Australia and elsewhere. While policy responses are highly 
context specific – and what works in one country may not translate directly to another – there 
are clear themes emerging in terms of best practice. Several major lessons can be observed 
from the implementation of the National Partnership, initiatives that preceded the National 
Partnership and policy responses overseas. Major lessons include:  
 
1. Economic and education fundamentals create the foundation for good outcomes 
 
Economic fundamentals – including the flexibility and strength of the labour market – have a 
significant bearing on the participation rates of young people. This was most clearly observed 
as part of the 2008-10 Global Financial Crisis, where young people’s rate of employment was 
disproportionately impacted by the economic downturn. This demonstrated that young people 
suffer more acutely from economy-wide challenges. Countries with poor economic 
fundamentals fared significantly worse than Australia in terms of overall rates of youth (and 
overall) unemployment.  
 
While the state of the broader economy is critical, so too is the quality of education provision. 
Perhaps not surprisingly, the establishment of sound education fundamentals have been 
proven to significantly influence young people’s attainment and transition outcomes. It has 
been observed by stakeholders that schools and education authorities have a critical role to 
play in ensuring that young people have access to environments that enable them to thrive. 
The education fundamentals, in this instance, range from a robust and engaging curriculum, 
through to teacher quality and accountability.   
  
2. Reducing early school leaving is more efficient and effective than treating disengagement at 
a later stage.  
 
The primary policy objective in youth attainment and transition is to promote engagement in 
the first instance. Improving levels of student retention and engagement in education is far 
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easier and more cost-effective than the kinds of intensive services required to return young 
people to education or training once they disengage. The strong focus on engagement is 
commonly accepted as best practice across the best performing OECD nations. The role of 
schools is clearly significant in promoting engagement, particularly in creating a positive and 
motivating environment. The importance of a well-rounded and engaging curriculum is 
acknowledged as a major contributor to retention (and a pre-cursor to improving attainment).  
  
3. Rapid responses to disengagement are most effective.  
 
The earlier intervention occurs after disengagement, the more positive the outcome. In time, 
issues faced by disengaged young people invariably become more complex and resource-
intensive to resolve. Successful interventions in leading countries (including Denmark and 
Norway) have involved mandating minimum response periods in which service providers are 
required to contact and begin re-engaging young people who have disengaged from education 
(typically school dropouts). The odds of successful re-engagement diminish significantly over 
time – particularly for young people that have been disengaged for more than three months. 
  
4. Formal participation requirements can be effective in improving outcomes.  
 
Formal requirements to participate have been found by stakeholders to be effective at 
changing attitudes to study and work, which lead to behavioural changes. The participation 
requirement under the Compact with Young Australians has been effective in improving rates 
of education and training participation. This type of requirement has the added benefit of 
requiring no additional Commonwealth funding, and requiring only additional marginal funding 
from the states and territories rather than new programme funding.  
 
Stakeholders acknowledge that some of the most effective responses to youth disengagement 
and transitions require active participation by the young people themselves, in the spirit of 
mutual obligation. As mentioned earlier, a potential risk associated with formal requirements is 
that some young people may not be able or prepared to meet the hurdles put in place (as has 
been the case with the Compact which has correlated with – and has perhaps contributed to 
rather than necessarily causing – a higher number of inactive young people).  
  
5. Individualised approaches are often necessary, though more expensive to deliver.  
 
Individualised services and programs have been found to be more effective than ‘one-size-fits-
all’ responses – especially for the most severely disengaged. Individualised approaches 
tailored to the characteristics of the young person are considered most effective, particularly 
when they are customised to the local context. 
 
One of the challenges associated with individualised responses – particularly those based on 
a case management approach – is the cost of delivery. Unlike standardised and broad-based 
approaches, individualised approaches are more difficult to provide at scale, and are costlier to 
provide. The Youth Connections program provides an example of this: while Youth 
Connections demonstrated a significant positive impact on a national basis, the element was 
also heavily over-subscribed and unmet demand remains a challenge.  
  
6. Solutions that are driven locally tend to be more sustainable and effective. 
 
The design and delivery of services for young people needs to be driven by a range of people 
and organisations, not just government. Contributions by young people themselves, their 
families, local communities, businesses and service providers – as well schools, TAFEs and 
other training providers – is acknowledged as best practice.  
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The reason for this, according to stakeholders, is simple: people and organisations at the local 
level are more likely to understand the needs of young people, and have the relationships 
necessary to respond to them.  
 
This includes a greater understanding of specific needs related to an individual’s geography or 
other demographic factors. Family involvement is also considered to be critical, whenever 
practical, providing valuable linkages and support for intervention initiatives, complementing 
government and not-for-profit interventions. Partnership Brokers provide a demonstration of 
the broad range of parties that need to be mobilised to provide comprehensive support to 
young people at risk of disengagement.  
  
7. Integrated responses help reduce confusion and are more efficient and effective.  
 
The notion of an integrated response to youth attainment and transitions policy is not new. The 
success of initiatives – including Youth Connections – as part of the National Partnership has 
demonstrated the value of collaboration between a range of service providers and responsible 
authorities. The integration challenges tend to be most acute between schools, the not for 
profit sector, employers and welfare providers. Actions are likely to fall both within and outside 
the school setting, and involve allowing young people, schools, communities and the private 
sector to work together to respond to a need.  
 
Services that are integrated tend to include ‘case-management’ style approaches that offer 
complementary services – for example job search assistance programs that also consider 
housing and mobility issues – and are based on the notion that responses need to be 
constructed from the recipient’s perspective. Integrated services also have the benefit of 
generally leading to clearer roles and responsibilities amongst delivery agencies, though can 
be more costly and complex to design and deliver.  
 
Dandalo Partners, provided the following analysis and commentary on future priorities for the 
elements of successful transitions. 
 
There is general agreement that many of the objectives of the National Partnership on Youth 
Attainment and Transitions remain current. In part, this reflects that many of the issues that led 
to the formation of the National Partnership have not been resolved. Even where there has 
been significant progress, stakeholders acknowledge that continued improvement cannot be 
assumed. Determinants of student outcomes and effective transition to work outcomes involve 
many influences during a young person’s development.   
 
There are three broad priority areas for facilitating a successful transition from compulsory 
education to full-time work:  
 

1. Getting education fundamentals right. 
 

2. Keeping young people engaged in education and training and addressing 
disengagement. 

 
3. Supporting successful transitions to sustainable employment  

  
Student outcomes and transition to work outcomes for young people are influenced by many 
factors - outcomes reflect economic, social and educational influences on a person from early 
schooling age onwards, not just influences in the later years of schooling.  
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1. Getting educational fundamentals right  
 
Poor student outcomes can reflect disengagement with the education system, either because 
schooling has been deficient or because of family and welfare impediments. Interventions 
aimed at young people who are either disengaged or at risk of becoming so towards the end of 
schooling can have real value; however, prevention is acknowledged as better than cure. This 
requires action earlier in a young person’s educational life, ensuring that what we have called 
‘educational fundamentals’ are in place. These fundamentals include:  
 

o Developing literacy and numeracy skills in early school years.  
 
o Strong and effective school leadership.  
 
o A robust curriculum.  
 
o High standards of teacher quality and effective accountability.  
 
o Appropriate recognition of school and student disadvantage in funding arrangements.  

  
These fundamentals are critical to ensuring that student outcomes and transition to work 
outcomes are strong. They must be a prime focus of attention. School climates should 
reinforce positive behaviours that are valued in the workforce. A positive school environment 
that encourages excellence and achievement is more likely to help young people to value 
education and aspire to and achieve good educational outcomes. Young people have varied 
interests, and there needs to be a fit between curriculum and the students’ interests. This need 
is particularly acute in the context of young people who are prevented from disengagement or 
reengaged because of the Compact with Young Australians.  
 
Some stakeholders identified that this group of young people posed unique challenges for 
schools – and that many schools may not be currently equipped to respond to their needs. 
Teachers need to be properly capable and curriculum must be sufficiently broad to cater to this 
re-engaged cohort. Despite the clear need to develop curricula that are flexible and appealing 
to young people, there must be an ongoing focus on provision of subjects that are highly 
valued by the labour market.   
 
The expiry of the National Partnership creates the need for the Commonwealth, State and 
Territory governments to re-define roles and responsibilities. At a general level, this process 
has already commenced. Roles are reasonably clear around the provision of strong education 
fundamentals; school education remains the core responsibility of State and Territory 
governments, and the independent and Catholic education sectors. State governments also 
have primary responsibility for provision of services for disadvantaged people, and early 
childhood development.   
 
The primary role of the Australian Government in promoting engagement with learning/school 
participation is to ensure that the school funding settings are appropriate. The government has 
indicated it is likely to adopt a needs-based school-funding model where funds would be 
distributed based on disadvantage, providing those schools with a higher proportion of low 
socioeconomic status students with additional capacity to meet their obligations. Given that the 
low socio-economic cohort is at higher risk of disengagement and poor school-to-work 
outcomes, the model could help maintain schools’ focus on providing sound education 
fundamentals for all students.  
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2. Promoting engagement and ensuring streamlined services are available for young people 
who are disengaged from employment, education and training.  
 
The priority should be to keep young people engaged in education and training. Positive 
school climates play a critical role here. Young people have varied interests, and curriculum 
choices need to resonate with students’ interests, whilst maintaining a focus on the subjects 
that are highly valued by the labour market.   
 
Arrangements also need to be put in place for young people that disengage from education or 
work. Based on lessons learned from other jurisdictions – and the views of stakeholders 
consulted as part of this evaluation – two distinct policy priorities have emerged for the future:  
 
 

o Dealing more quickly with young people that become disengaged: re-engagement is 
more likely to be successful if support is provided immediately, and when the response 
by government, schools, supporting service providers, employers and training 
providers is integrated. A range of challenges need to be overcome to accelerate the 
speed with which young people are addressed, including ensuring that schools 
implement appropriate exit procedures (including timely notification of appropriate 
authorities when young people disengage) and that those authorities respond quickly.    

 
o Creating integrated responses to promote engagement and facilitate re-engagement: 

individualised responses are proven to be most effective, recognising that the needs of 
young people vary significantly based on the issues they are experiencing, 
demographic factors and the services that are available to them. Rather than the 
responsibility of government alone, it is recognised that the broader community, 
businesses and other stakeholders need to work closely with young people.  

 
This cooperation should be carefully managed within clear accountability frameworks, building 
on momentum that has been established under the National Partnership.  
 
Many issues will need to be resolved relating to specific elements of the National Partnership. 
Funding for the Youth Connections and Partnership Brokers elements was provided for an 
additional year, but the future of both remains uncertain. A range of decisions will need to be 
made, including whether the elements should continue at all. If the decision was taken to 
continue funding, questions include:  
 

o Who should fund the elements and what level of funding certainty should be provided? 
 

o Whether the elements should be re-focused in any way, including eligibility criteria and 
target clients? 

 
o How to manage the transition from a National Partnership context?  

 
3. Engaging business to increase opportunities and enhance the employability of young 
people.  
 
Schools, the community and businesses need to work together in partnerships to create 
opportunities for successful transitions to meaningful employment. While the period of the 
National Partnership has seen an observable improvement in youth attainment and 
participation, the transition of young people from education and training into full-time 
employment remains problematic.   
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The state of the labour market is acknowledged as critical to transition outcomes, and flexible 
and responsive labour markets also have an important role. In terms of transitions into the 
labour market, since 2008 there has been a considerable drop in full-time employment for 
young people not in full-time education.  
 
In addition, the proportion of 15–24-year-olds fully engaged in employment, education or 
training is still not at pre-Global Financial Crisis levels, particularly for the 20–24-year age 
group. It is worth noting, though, that transitions for young people are in general taking longer. 
Other research shows that not only have levels of full-time employment decreased for the 20–
24-year age group, but also that other life transitions such as independence (leaving home), 
home ownership, marriage and parenthood are occurring later.   
 
Business have a potentially significant role to play in providing work experience, as well as job 
pathways to assist young people to make successful transitions from school to work. 
International literature, as well as recent Australian research, shows that the opportunity to 
combine work and study, whether through apprenticeships, work placements, work experience 
or part-time jobs, is a significant predictor of successful school-to-work outcomes. Stimulating 
such opportunities by working with businesses should be a key objective of government policy.  
 
Timely, market-based information must be available to help individuals make decisions about 
jobs, careers and training, allowing them to respond to changing circumstances and equipping 
the economy with a responsive workforce.  
 
Governments have an important facilitating role to play here, especially in ensuring that career 
development services place the individual at the centre, and span careers, not just workforce 
entry advice.  They can also co-ordinate the capture and dissemination of relevant data – for 
example workforce/skills demand statistics – to allow career development professionals, 
schools, communities and young people to make informed choices.   
 
4. Maintenance of a collaborative approach going forward   
 
Stakeholders have consistently praised the National Partnership multilateral working group 
(MWG), and associated national cooperation that has been established under its auspices. 
Policy focused on youth attainment and transitions outcomes span across jurisdictions as well 
as levels of government: states are responsible for school age education whereas the 
Australian Government has taken a leadership role tackling disengaged youth. In recognition 
of the linked roles and responsibilities of the Commonwealth and States and Territories, a 
collaborative approach could help to ensure that policy responses are integrated and that cost-
shifting and inefficient duplication is avoided.   
 
State and Territory stakeholders highlighted the importance of youth attainment and transition 
being maintained as a national priority. One of the major achievements of the National 
Partnership was the fact that it elevated the status of engagement, attainment and transition 
issues within jurisdictions. Despite this, it was acknowledged that the role of the MWG (or a 
similar entity) would need to be re-focused in a post-National Partnership environment. Instead 
of reporting on progress against the goals of the National Partnership, it was suggested that 
the group should convene to discuss national performance on critical metrics.   
 
An important aspect of the National Partnership was the collection, analysis and dissemination 
of data related to attainment, participation (school, training and work) and transition outcomes. 
There is a strong desire from States and Territories to continue collecting data, including 
longitudinal analysis where possible. In addition, there was strong interest in representatives 

Inquiry into school to work transition
Submission 64



 

CHARLES STURT UNIVERSITY 
Submission | Standing Committee on Employment, Education and Training - Inquiry into School to Work 
Transition 
Page 26 of 45 

 
 

from States, Territories and sectors to convene on a national basis and discuss the 
interpretation of the data and the implications for policymakers.   
 
 
 
 
Other principles for the continuation of any national governance entity include:  
 

o A clear scope/agenda for its operation.   
 

o Funding and secretariat support to enable data collection, analysis and dissemination.  
 

o Fewer meetings of higher value, including one face-to-face meeting focused on the 
annual reporting of data/trends and interpretation from experts in the field.   

 
o A continued commitment to openness of discussion and sensitivity to specific 

jurisdictional contexts.  
 

o A forum for responding to emerging policy issues and priorities.    
  
Building on the Evaluation of the National Partnership on Youth Attainment and Transition, 
January 2014 report, the Commonwealth’s Department of Education and Training 
commissioned the Ithaca Group to review and report on the non-technical capabilities needed 
for successful participation in work or further study. Ithaca’s report, Everybody’s Core 
Business - Research into the non-technical capabilities needed for successful participation in 
work or further study: Final Report, August 2016 (Attachment V) made several conclusions 
from consultation with stakeholders and a review of the literature. 
 
From consultation with stakeholders 
 
The initial round of consultations with education, industry, youth and tertiary education 
stakeholders highlighted many issues and points of view that informed investigations in the 
remainder of the project. 
 
These capabilities are important, but that does not mean a national approach to measurement 
is needed. There is widespread recognition that non-technical capabilities are extremely 
important and that there is value in schools making them explicit, well known and 
acknowledged.  However, this does not necessarily translate into support for a national 
approach to measuring and recognising them.  
 
Even industry representatives felt that while they would expect students to be coming to them 
with certain non-technical capabilities, that a national approach to measuring and reporting on 
them would not be of value to employers. There are many different issues that sit behind a 
reluctance to measure and report:  
 

o While some progress has been made in approaches to measuring non-technical 
capabilities, there is a widespread lack of understanding and/or confidence in how to 
measure these kinds of capabilities in a way that is authentic and meaningful.  

 
o There are many concerns about what the results of the assessment of these 

capabilities might be used for and that this might further disadvantage those who are 
already struggling, or that results may not be interpreted accurately by employers. 
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Some suggested that any assessment should be for diagnostic or self-reflection 
purposes, not for summative reporting.  

 
o In a related issue, some of those consulted stressed that there is no point in 

establishing a benchmark for certain capabilities if there are not mechanisms in place 
for helping students to reach those benchmarks.   

 
For this reason, some suggested that any measurement of non-technical capabilities needs to 
take place back in Year 10 so that any gaps can be addressed before the end of secondary 
school. Some suggested that there may be more value to be gained from raising awareness of 
these capabilities and helping teachers and students to give them an explicit focus, than on 
measuring them. Others suggested that rather than assessment and reporting, that the 
provision of information about what students had done over the course of their schooling years 
that involved the development and use of non-technical capabilities could be of more use to 
employers.   
 
One interviewee pointed out that employers currently look to work experience gained through 
work integrated learning, part-time work and structured work placements as a proxy for the 
non-technical capabilities they are seeking. 
 
At the same time, there was an acknowledgement by many of those consulted that what gets 
assessed or measured is what gets attention and that although General Capabilities are 
embedded into the curriculum, they rarely receive explicit attention in senior secondary 
education (outside of VET or Career Development activities) because they are not assessed. 
A notable exception is the state of Victoria, which has developed learning outcomes and 
assessment and reporting processes against General Capabilities for students up to year 10, 
so that progress can be tracked. 
Non-technical capabilities are context specific. 
 
There was a strong recognition that non-technical capabilities are very much context specific 
and it would be inappropriate to create benchmarks that are applicable to all students 
regardless of their intended future pathways or level of development.  Others described 
concerns about non-technical capabilities being assessed out of context (i.e. out of 
domain/subject area), leading to “lowest common denominator assessment”.  
 
In addition, several of those consulted pointed out that schools cannot replicate the realities of 
workplaces and even if students were assessed as having demonstrated certain capabilities in 
a school context, that does not mean that they will be able to demonstrate them in a work 
environment.  Therefore, students cannot be assessed as ‘work ready’. Some also 
acknowledged that the world in which young people will work is rapidly changing and will 
continue to do so. So, the non-technical capabilities they develop need to be ones that will see 
them through into a changing future. 
 
Literacy and numeracy skills are of a different nature to other non-technical capabilities There 
appears to be widespread recognition that literacy and numeracy skills underpin ongoing 
success in learning and work performance and in the development and application of other 
capabilities.  The critical importance and enabling functions of these skills and the fact that 
they are more easily assessed and reported on than other non-technical capabilities, sets 
them apart to a certain extent.  
 
Several states and territories have already established literacy and numeracy requirements 
that students must meet before being issued with a Senior Secondary Certificate of Education 
and many literacy and numeracy assessment tools based on the ACSF are in use. However, 
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we know that literacy and numeracy skills are also very much context specific and that 
minimum standards will not be enough for pursuing many occupations. Therefore, the purpose 
and use of any assessments need to be carefully considered. 
 
A national approach would be challenging. Many of those consulted could not see a need for a 
national approach to recognising non-technical capabilities at the end of secondary school, 
although some could see possibilities for a set of national principles or similar. There is 
certainly no appetite for revisiting the process of identifying which capabilities are important. 
Those consulted pointed to the various national frameworks that already exist, which outline 
what the skills are and how to develop them, including:  
 

o The Australian Core Skills Framework (ACSF).  
 

o The Core Skills for Work Developmental Framework (CSfW).  
 

o The General Capabilities from the national curriculum.  
 

o The Australian Blueprint for Career Development (ABCD). 
 
Many spoke about the need for a common language to talk about these capabilities – and one 
that is simple and easily understood by both students and employers and that will still be 
relevant to the world of work of the future. However, many indicated that achieving a 
consistent approach to recognising these capabilities across the states and territories, 
particularly in relation to Year 11 and 12 outcomes would be extremely difficult. The exception 
is literacy and numeracy skills, which as explained above, are viewed in a different way to 
other non-technical capabilities. There appears to be significant interest across many 
jurisdictions in establishing benchmarks and common assessment tools for measuring and 
reporting on these skills. 
 
The development of work or study ‘readiness’ is a joint responsibility with definition of the roles 
and responsibilities and the theme of collaboration and partnership between schools, families 
and employers was prominent. There are common non-technical capabilities that are needed, 
as well as skills, knowledge and understandings that are more specific to the work or study 
pathway being pursued. Although many felt that both schools and employers have a role to 
play in all layers of the pyramid, there was a consistent view that:  
 

o Schools (and families) predominantly had responsibility for assisting young people to 
start the development of Foundation Skills and Knowledge and Self-understanding. 

 
o Some exposure to Broad Industry Understanding can take place at school, but that it 

requires the input of employers and industry.  
 

o Tertiary education providers and employers are responsible for helping young people 
to develop Occupation-specific Skills and Knowledge. 

 
o Employers are responsible supporting the development of Workplace-specific Skills 

and Knowledge, including making expectations of workplace behaviour and 
performance clear to young people. 

 
Some of those consulted felt that some employers have unrealistic expectations of young 
people. Many recognised that it takes a period in a new context (e.g. a new workplace) to 
become productive and acknowledged that schools have a responsibility to prepare young 
people with the capabilities needed to enter a workplace and become productive in a 
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reasonable period, but also that employers have an important role to play in supporting young 
people to apply these capabilities in the workplace in order to become productive.  
 
Others also acknowledged that many of the problems employers experience with young 
people are because some young people have yet to mature emotionally, or that they are not 
aware of workplace expectations, not that they are lacking in skills. 
 
From a review of the literature 
 
Assessment of non-technical capabilities. At the macro level, assessing non-technical 
capabilities puts a national focus on the skills that are so vital to the success of our economy, 
of individual businesses and of young people themselves. It puts responsibility on individuals, 
educators and employers to focus on the development of these skills and gives them a 
common language for conversations about what’s being aimed for, who does what, and the 
skill levels of individuals. At a more micro level, students and teachers in schools that are 
collecting data on non-technical capabilities report positive influences on teaching and 
learning, and school performance. 
 

o Workplace specific skills and knowledge ...about 'how things are done in this 
workplace'. 

 
o Occupation-specific skills and knowledge ...the skills, knowledge and understandings 

required to perform a job role. 
 

o Broad industry understanding ...an understanding of the nature of the industry, what it’s 
like to work in it, underpinning concepts (such as customer service, or commercial 
operations), career pathways and necessary attributes and skills. 

 
o Self-understanding ...an understanding of own strengths, weaknesses and interests 

and how these might relate to work, as well as an ability to manage own behaviour in a 
work situation. 

 
o Foundation skills and knowledge ...not only literacy and numeracy skills, but also skills 

that provide a foundation for applying technical knowledge and skills, (such as digital 
literacy, learning, problem solving, innovation, communication and reflection skills) and 
a basic understanding of the world of work. 

 
Furthermore, the research highlights that:  
 

o Effective assessment gives teachers information they wouldn’t otherwise have and 
information that will help students improve their performance  

 
o The right kind of assessment results can improve communication and motivation u 

having concrete data can help teachers become more intentional about fostering these 
capabilities, and can encourage teachers to meet regularly to discuss student needs.  
At the same time, non-technical capabilities can be difficult to assess because of their 
more tacit and context-dependent nature, difficulties in creating realistic contexts in 
which to assess them, the time and resources needed for assessment, and a lack of 
knowledge and confidence amongst teachers in how to assess these kinds of 
capabilities. The literature points to many criteria to be considered when determining 
the effectiveness of any approach to assessment of non-technical capabilities:  
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o Fitness for purpose – and purpose will vary for different stakeholder groups 
(e.g. learners may need information about their performance to make decisions 
about work and study and where and how they can improve their capabilities, 
teachers need information that will inform their practice and how they can help 
individual students, schools want to know how they are performing in equipping 
students for work and further learning and employers want information about 
the capabilities someone can bring to their workplace).  

 
o Cost – which tends to be driven by the complexity of the assessment format.  

 
o Logistics – including technological considerations and professional 

development needed for teachers to administer the assessment.  
 

o Reliability – in terms of both consistency and in terms of assessment over time.  
 

o Validity – which is often ensured by drawing upon many sources of evidence.  
 

o Fairness – by avoiding any bias created by elements that are not being 
assessed (such as lack of familiarity with the language or context).  

 
o Credibility – amongst those who have a stake in the outcomes of the 

assessment.  
 

o Simplicity and clarity – to not need large amounts of specialised training to 
administer and ensure the requirements are explicit for students and those 
involved in the assessment. Assessment of non-technical capabilities can be 
either discrete or integrated with other academic learning. The benefit of 
assessing separately is that the capabilities become a focus in themselves, 
emphasising their importance and allowing teachers and students to 
concentrate solely on those capabilities. The benefit of integrated assessment 
is that it is more contextual and accurate to situations where capabilities are 
exercised to achieve a work or study task. 

 
In Australia and the United Kingdom, there appears to be a trend towards greater use of 
assessment to improve young people’s literacy and numeracy skills. In England and Northern 
Ireland, changes to the General Certificate of Secondary Education (GCSE), which is 
equivalent to year 9 or 10, mean that assessment of literacy and numeracy takes place 
predominantly through exams, rather than coursework. Similar reforms are being introduced 
for A levels, which are equivalent to year 12. 
 
Although these measures have been criticised for their impact on disadvantaged learners who 
have traditionally relied on vocational subjects to achieve their GCSE, the Government has 
responded that the ‘dumbing down’ of curriculum and assessment does not benefit 
disadvantaged learners and that they have not been well-served by qualifications with little or 
no labour market value.  
 
In Scotland, literacy and numeracy levels are monitored through the random selection of 
students to complete literacy or numeracy tasks. This annual survey is conducted at the 
educational equivalent of ages 8-9, 11-12 and 13-14. Ireland has also prioritised the 
improvement of literacy and numeracy outcomes for school students and is introducing many 
strategies for this, including extending National Assessments in Reading and Mathematics 
(NAERM) into secondary school.  
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In Australia, literacy and numeracy skills are gaining a stronger focus in senior secondary 
school exit requirements (see further details in the following section). Western Australia has 
very recently introduced a benchmark that all students must meet to receive their senior 
school exit certificate and which is determined through standardised testing (either NAPLAN or 
the new Online Literacy and Numeracy Assessment). Students completing year 12 in 2016 are 
the first cohort to have to meet this benchmark.  
 
New South Wales has also recently announced that it will introduce similar requirements for 
students to receive their Higher School Certificate. Further details of approaches to the 
assessment of literacy and numeracy skills can be found in the Supplementary Report – 
Findings from the literature. 
 
To what extent do secondary school graduates have the necessary skills? There is no 
nationally-consistent data collected on the non-technical capabilities that students have when 
they complete year 12. Senior Secondary Certificates of Education currently report on a range 
of different achievements, some of which include non-technical capabilities or are proxy 
indicators of non-technical capabilities. The Northern Territory, South Australia, Western 
Australia, Tasmania and Queensland all have literacy and numeracy requirements for students 
to achieve a Senior Secondary Certificate of Education.  In Victoria, the VCAL has specific 
literacy and numeracy requirements for students. In NSW those who are not going to complete 
Year 12 may elect to complete literacy and numeracy as part of their Record of School 
Achievement (ROSA).  
 
However, new literacy and numeracy requirements for HSC will soon be introduced. Other 
requirements include:  
 

o In South Australia and the Northern Territory, students must complete a Personal 
Learning Plan (which builds self-reflection and career development capabilities) to 
achieve their exit certificate.  

 
o The Western Australian Statement of Student Achievement records whether students 

have achieved the literacy and numeracy standards, as well as records achievement of 
awards and any community service undertaken.  

 
o The award of a Tasmanian Certificate of Education (TCE) requires achieving the 

‘everyday adult reading, writing and communication skills standard', the 'everyday adult 
mathematics skills standard' and the standard for ‘pathways planning’.  

 
o The Victorian Certificate of Applied Learning includes work-related and personal 

development skills, in addition to literacy and numeracy skill requirements.  
 

o The New South Wales Higher School Certificate includes a Life Skills Profile of Student 
Achievement, which records successful completion of a Life Skills course.   

 
The New South Wales Record of School Achievement is for students who leave school before 
achieving a Higher School Certificate, and includes an ongoing learning portfolio. However, 
the lack of consistency in school exit reporting makes it difficult to make any assessment of the 
extent to which secondary school graduates do have the capabilities necessary to participate 
in work or further study. One alternative is to look at the literature on the success of young 
people’s transitions to various education, training and employment pathways after school.   
 

Inquiry into school to work transition
Submission 64



 

CHARLES STURT UNIVERSITY 
Submission | Standing Committee on Employment, Education and Training - Inquiry into School to Work 
Transition 
Page 32 of 45 

 
 

An overview of findings from several different sources can be found in the Supplementary 
Report – Findings from the literature in the Ithaca Group’s report. The findings highlight some 
useful points:  
 

o At age 19 (by which time most young people will have finished secondary school) only 
slightly more than half of all young people are participating in education or training. In 
one study, 2014 data indicates that of those aged 19: § 26% of males and 37% of 
females were participating in higher education § 14% of males and 5% of females were 
undertaking an apprenticeship or traineeship § 10% of males and 13% of females were 
participating in other VET studies § 48% of males and 43% of females were not 
involved in education and training (i.e. were employed, unemployed or not in the labour 
market).  

 
o Undertaking VET courses while at school improves post-school outcomes for many 

young people. In a study of students who were in year 11 in 2006, of those who did not 
go on to higher education: § the rate of full engagement in work or study five years 
later for those who did VET subjects while they were at school was 3 - 4% higher than 
that of the overall group of those who did not go on to higher education § the rate of full 
engagement in work or study five years later for those who completed a Certificate III 
or higher while at school  was 4 – 5% higher than for those that had completed a 
Certificate I or II.  

 
o The average age at which young people transition to work has increased significantly 

as has the gap between completing full-time study and participating in full-time 
employment. Other transitions, such as moving out of home, starting a family etc, are 
also happening later.  

 
o The proportion of young people not in employment, education or training is also 

increasing.  
 

o An evaluation of a program that supports young people through transitions to work or 
study found that low self-esteem, behavioural problems, low literacy and numeracy 
skills and socialisation issues were the biggest barriers to successful transitions. 

 
o Another study of youth transitions defined a ‘good transition’ as individuals having been 

fully-engaged in full-time work or study (at Certificate III above) or a combination of 
both. The study reported that 82% of young people are making good transitions, 14% 
are making mixed transitions and only 4% are making poor transitions. This final point 
indicates that overall, the clear majority of young people are making good transitions, 
but that there are some who may need additional support. They include: § Those who 
do not complete year 12 § Those who do not work part-time while at school § 
Indigenous Australians § Those with a disability § Those with low levels of literacy and 
numeracy § Those from remote and very remote areas § Those with lower socio-
economic backgrounds. Other important implications of these findings are that:  

 
o Although the numbers of young people participating in higher education has 

been increasing for some time, they still account for only about one-third of 
young people at age 19.  While the proportions of students entering higher 
education will vary from school to school, a focus on achieving ATAR/tertiary 
entrance scores should not be allowed to overshadow a focus on preparing 
many other young people for VET, for employment or for a combination of work 
and training.  
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o Participation in VET while at school can help to improve transitions to work or 
further study. However, low literacy and numeracy skills and underlying 
emotional, socialisation and behavioural issues also need to be addressed to 
improve the transitions for some young people.  

 
o Part-time work while at school is a useful proxy indicator of exposure to the 

realities of the ‘world of work’.  The research shows that those young people 
who have not had this exposure do not fare as well in post-school transitions. 
The fact that young people are making all of life’s transitions much later and in 
less direct ways than they once did, suggests that expectations about the 
capabilities of young people may need to be adjusted to reflect these new 
realities. It may well be that we need to think about today’s 19-year olds in the 
same way we once thought about 15-year olds and accept that they may have 
similar levels of maturity and life experience and need the same kinds of 
support to make successful transitions into work.  

 
Comments made in consultations also highlight this issue, with several people pointing out that 
many of the complaints about young people’s lack of work readiness are since they are aged 
15-19, not to a lack of skills. However, this needs to be balanced with recognition that many of 
today’s workplaces require more complex and sophisticated capabilities than those of the past. 
 
Research into school to work transition, such as that undertaken by Griffith University and 
Charles Sturt University, as well as the system-wide research and analysis undertaken for the 
Commonwealth Department of Education and Training by firms such as Dandalo Partners and 
the Ithaca Group provide the basis for the Commonwealth, and for that matter, most of the 
States and Territories policy settings and program designs in the school to work transition 
space. 

To this end, as with the States and Territories, the Commonwealth Government is committed 
to effective school to work transition, having identified that there is a clear link between 
obtaining a year 12 certificate (or equivalent qualification) and improved social and economic 
outcomes for all young people. The Commonwealth Government recognises the importance of 
education and training and is encouraging young people to complete school and successfully 
transition to further education, training or work. 

Young people who complete school and get their Year 12 certificate (or equivalent vocational 
qualification) are more likely to complete further study or training, get a job, have significantly 
higher wages and are better placed to tackle future challenges. 

The Commonwealth Government is working with state and territory governments to bring 
schools, business and families together to support young people to stay connected with 
education and training, and create a productive, skilled and knowledgeable future workforce. 

There are several Commonwealth Government initiatives that have contributed to increased 
participation in education and training by young people including: 

• Vocational Pathways for secondary students, which includes Vocational Learning and 
Vocational Education and Training, helps to prepare students for further training or 
work. 

 
• Quality Teaching programs support strong school leadership and improve the quality of 

teachers which has a positive impact on student engagement, school completion and 
achievement levels. 
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• The Indigenous Youth Leadership Program provides scholarships to Aboriginal and 

Torres Strait Islander students to attend high performing secondary schools or 
universities and promote leadership development opportunities. 

 
• The Indigenous Youth Mobility Program helps young Aboriginal and Torres Strait 

Islander people move to a new location in order to gain the skills they need to make 
successful post school transitions and to get a job in their community or elsewhere. 

 
For more information on the Commonwealth Government’s school to work transition policies 
and programs please see https://www.education.gov.au/school-work-transitions. 
 
The research papers and reports summarised above, together with the Commonwealth 
Government’s existing policy settings and program design, have been adopted as the 
framework for Charles Sturt University’s positions and recommendations to the School to Work 
Transition – Student Support inquiry. 

4.2 General Recommendations of Charles Sturt University – School to Work Transition 
 

Building on the overview provided in the above section, Charles Sturt University provides 
recommendations on nine key elements of Australia’s school to work transition system, our 
recommendations are aimed at improving policy outcomes from and boosting program outputs 
of Australia’s school to work system for the future success of all young Australians: 
 

1. School to work transition policy outcomes. 
 
2. School to work transition program design. 
 
3. School to work transition program outputs. 
 
4. School to work transition stakeholder responsibilities. 
 
5. School to work transition priority areas. 
 
6. School to work transition system governance. 
 
7. School to work transition measurement and reporting. 
 
8. An effective policy framework for school to work transition. 

 
9. An operative program design for school to work transition. 

 
Charles Sturt University’s recommendations are detailed below under these nine key system 
elements: 
 

1. School to work transition policy outcomes 
 
Charles Sturt University believes that transition from school to work policy outcomes 
must: 
 

• provide access to all; 
 

• enable individualisation of solutions; 
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• address generic problem-solving; 

 
• engage the community – whole of student support system; and 

 
• guarantee benefit, at both the individual, institutional and community level that: 

 
o recognise and accept credentials authorising entry into career opportunities 

or postsecondary education programs;  
 

o placement or acceptance in postsecondary vocational training and higher 
education programs;  

 
o placement in competitive or supported employment; and 

 
o participation in continuing and adult education, adult services, and 

independent living in community settings.  
 
2. School to work transition program design 
 
Charles Sturt University believes success in transition from school to work program 
design, development and implementation aimed at meeting the aforementioned policy 
outcomes, relies on: 
 

• pathways that deliver strong social capital in communities; 
 
• transition programs that enhance the work skills and dispositions of young 

Australians to work – making them ‘work ready’; 
 
• transition programs that develop significant human capital capabilities in young 

people which enable them to assume positions in the workplace more readily 
and with better outcomes for employers; 

 
• ensuring considerable benefits to all parties involved in placing young people in 

quality programs that support the transition from school to work are realised; 
 
• employers and potential employees being encouraged to trial an industry or 

company to ascertain if it was their preference; 
 
• considering the demands of local sites, different opportunities are available for 

all stakeholders; 
 
• involving considerable effort from schools and industry;   
 
• providing options for addressing skill shortage, nationally but also locally; 
 
• acknowledging that economic benefits are long term and should be built into 

the long-term planning of potential employers; and 
 

• acknowledging that rural Australia may be particularly disadvantaged in offering 
options for transitioning young people from school to work as there are often 
limited options available in some towns for employment.  
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3. School to work transition program outputs 
 
Charles Sturt University believes success in transition from school to work program 
interventions, or actions, incorporated into the design and development of school to 
work transition programs, must facilitate the following seven system outputs: 
 

1) economic and education fundamentals as the foundation for good outcomes. 
 

2) reduction in early school leaving as it is more efficient and effective than 
treating disengagement at a later stage.  

 
3) rapid responses to disengagement.  

 
4) formal participation requirements to drive effective responses for improving 

outcomes.  
 

5) Individualised approaches, but recognise they are more expensive to deliver.  
 

6) Solutions that are driven locally as they tend to be more sustainable and 
effective. 

 
7) Integrated responses that help reduce confusion amongst participants and are 

more efficient and effective.  
 
4. School to work transition stakeholder responsibilities 
 
Charles Sturt University believes the development of work or study ‘readiness’ must be 
a joint responsibility of all stakeholders with definition of the roles and responsibilities 
and the theme of collaboration and partnership between schools, families and 
employers required:  
 

• Schools (and families) predominantly have responsibility for assisting young 
people to start the development of Foundation Skills and Knowledge and Self-
understanding. 

 
• Some exposure to Broad Industry Understanding can take place at school, but 

that it requires the input of employers and industry.  
 
• Tertiary education providers and employers are responsible for helping young 

people to develop Occupation-specific Skills and Knowledge. 
 
• Employers are responsible supporting the development of Workplace-specific 

Skills and Knowledge, including making expectations of workplace behaviour 
and performance clear to young people. 

 
5. School to work transition priority areas 
 
Charles Sturt University believes that there are three broad priority areas for facilitating 
a successful transition from compulsory education to full-time work:  

 
1. Getting educational fundamentals right: 
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o Developing literacy and numeracy skills in early school years.  
 
o Strong and effective school leadership.  
 
o A robust curriculum.  
 
o High standards of teacher quality and effective accountability.  
 
o Appropriate recognition of school and student disadvantage in funding 

arrangements.  
  

2. Promoting engagement and ensuring streamlined services are available for 
young people who are disengaged from employment, education and training: 

 
o Dealing more quickly with young people that become disengaged.    
 
o Creating integrated responses to promote engagement and facilitate re-

engagement and in delivering such integrated responses managed their 
delivery in an accountability framework that answers: 

 
 Who should fund the elements and what level of funding certainty 

should be provided? 
 

 Whether the elements should be re-focused in any way, including 
eligibility criteria and target clients? 
 

 How to manage the transition from a National Partnership context?  
 

3. Engaging business to increase opportunities and enhance the employability 
of young people: 

 
o Schools, the community and businesses need to work together in 

partnerships to create opportunities for successful transitions to meaningful 
employment. 

 
6. School to work transition system governance 
 
Charles Sturt University believes driving positive school to work transition will require 
effective system governance that involves all stakeholders in agreeing policy outcomes 
and setting program outputs, including:  
 

• A clear scope and agenda for its operation. 
   
• Funding and secretariat support to enable data collection, analysis and 

dissemination.  
 
• Fewer meetings of higher value, including one face-to-face meeting focused on 

the annual reporting of data/trends and interpretation from experts in the field.  
  
• A continued commitment to openness of discussion and sensitivity to specific 

jurisdictional contexts.  
 
• A forum for responding to emerging policy issues and priorities.    

Inquiry into school to work transition
Submission 64



 

CHARLES STURT UNIVERSITY 
Submission | Standing Committee on Employment, Education and Training - Inquiry into School to Work 
Transition 
Page 38 of 45 

 
 

  
7. School to work transition measurement and reporting 
 
Charles Sturt University believes that measuring and reporting will be crucial and that 
effective measuring and reporting should provide a basis for evidence-based decision 
making in the governance of Australia’s school to work transition system, however to 
deliver effective system measurement and reporting and number of barriers will need 
to be addresses, including: 
 

• the widespread lack of understanding and confidence in how to measure these 
school to work transition capabilities at the individual, institutional and 
community wide level in a way that is authentic and meaningful; 

 
• concerns about what the results of the assessment of these capabilities might 

be used for and that this might further disadvantage those who are already 
struggling, or that results may not be interpreted accurately by employers, 
perhaps for diagnostic or self-reflection purposes rather than for summative 
reporting; and 

 
• no point in establishing a benchmark for certain capabilities if there are not 

mechanisms in place for helping students to reach those benchmarks.   
 
8. An effective policy framework for school to work transition 
 
In summary, Charles Sturt University proposes a school to work transition policy 
framework that we believe would deliver positive results at the individual, institutional 
and community level, our five-part framework includes: 
 

a. Workplace specific skills and knowledge. 
 

b. Occupation specific skills and knowledge. 
 

c. Broad industry understanding, including career pathways and necessary 
attributes and skills. 

 
d. Self-understanding, including an understanding of own strengths, weaknesses 

and interests and how these might relate to work, as well as an ability to 
manage own behaviour in a work situation. 

 
e. Foundation skills and knowledge, not only literacy and numeracy skills, but also 

skills that provide a foundation for applying technical knowledge and skills, 
(such as digital literacy, learning, problem solving, innovation, communication 
and reflection skills) and a basic understanding of the world of work. 
 

9. An operative program design for school to work transition 
 
Finally, Charles Sturt University proposes a school to work transition program design 
that we believe would deliver positive results at the individual, institutional and 
community level, our 10-part design includes: 
 

i. Effective assessment. 
 

ii. Real communication and active motivation. 
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iii. Fitness for purpose.  

 
iv. Value for money.  

 
v. Logistics – including technological considerations and professional 

development needed for teachers and other stakeholders to deliver.  
 

vi. Reliability – training and education consistency and assessment over time.  
 

vii. Validity – drawing upon many sources of evidence.  
 

viii. Fairness – by avoiding any bias created by elements that are not being 
assessed (such as lack of familiarity with the language or context).  

 
ix. Credibility – amongst those who have a stake in the outcomes of the 

assessment.  
 

x. Simplicity and clarity. 
 

4.3 Gain in school and how this contributes to supporting students to prepare for post-
secondary education and training 

 

(a) Position of Charles Sturt University 
 

With regards gain in school and how this contributes to supporting students to 
prepare for post-secondary education and training, Charles Sturt University 
supports the research, analysis and findings of the research papers and reports 
summarised in Section 4.1 above and provided at Attachments II to V of this 
submission. 

(b) Charles Sturt University’s Recommendations 
 

Charles Sturt University provides a series of recommendations to improve gain 
in school and how this contributes to supporting students to prepare for post-
secondary education and training in this submission. Please refer to the 
recommendations set out in Section 4.2 above under the following key elements 
of Australia’s school to work transition system: 

 
• School to work transition program design. 

 
• School to work transition program outputs. 

 
• School to work transition stakeholder responsibilities. 

 
• School to work transition priority areas. 

 
• School to work transition measurement and reporting. 

 

4.4 Better inform and support students in relation to post-school education and training 
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(a) Position of Charles Sturt University 
 

With regards better informing and supporting students in relations to post-
secondary education and training, Charles Sturt University supports the 
research, analysis and findings of the research papers and reports summarised 
in Section 4.1 above and provided at Attachments II to IV of this submission. 

(b) Charles Sturt University’s Recommendations 
 

Charles Sturt University provides a series of recommendations to better inform 
and support students in relations to post-secondary education and training in 
this submission. Please refer to the recommendations set out in Section 4.2 
above under the following key elements of Australia’s school to work transition 
system: 

 
• School to work transition program outputs. 

 
• School to work transition stakeholder responsibilities. 

 
• School to work transition priority areas. 

 
• School to work transition measurement and reporting. 

 
• An effective policy framework for school to work transition. 

 
• An operative program design for school to work transition. 

 

4.5 Other possible initiatives to enhance school to work transition outcomes 
 

(a) Position of Charles Sturt University 
 

Charles Sturt University supports the research, analysis and findings of the 
research papers and reports summarised in Section 4.1 above and provided at 
Attachments II to IV of this submission, and makes a number of 
recommendations below with regards other possible initiatives that could 
enhance school to work transition outcomes. 
 
 

(b) Charles Sturt University’s Recommendations 
 

Charles Sturt University provides a series of recommendations in relation to 
other possible initiatives that could enhance school to work transition outcomes 
in this submission. Please refer to the recommendations set out in Section 4.2 
above under the following key elements of Australia’s school to work transition 
system: 
 

• School to work transition policy outcomes. 
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• School to work transition program design. 
 

• School to work transition program outputs. 
 

• School to work transition priority areas. 
 

• An effective policy framework for school to work transition. 
 

• An operative program design for school to work transition. 
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5. Conclusion 
 

Charles Sturt University has provided an overview of the latest research, analysis and thinking 
in the school to work transition space, as well as a range of system wide recommendations for 
the House of Representative Standing Committee on Employment, Education and Training to 
consider as part of their inquiry into Australia’s school to work transition system. 
 
Charles Sturt University has presented our reccomendations in the context of what we see as 
the main school to work transition system elements: 

 
• policy outcomes; 

 
• program design; 

 
• program outputs; 

 
• stakeholder responsibilities; 

 
• priority areas; 

 
• system governance; 

 
• measurement and reporting; 

 
• effective policy frameworks; and 

 
• operative program designs. 

 
Charles Sturt University has also specifically addressed the Committee’s interest in: 

 
• gain in school and how this contributes to supporting students to prepare for post-

secondary education and training; 
 

• better inform and support students in relation to post-school education and training; 
and 

 
• other possible initiatives to enhance school to work transition outcomes. 

 
Charles Sturt University’s submission to the inquiry provides a range of recommendations 
aimed at strengthening Australia’s school to work transition system not just for the benefit of 
school students but all Australian’s including individuals, institutions, business and the 
community more broadly.  
 
Adopting our recommendation would lead to better work outcomes for students and our 
communities across New South Wales and Victoria. 
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Attachment I – Additional Background and Further Reading – School to Work Transition 
 
 
A Useful Definition 
 
School-to-work transition is a phrase referring to on-the-job training, apprenticeships, cooperative 
education agreements or other programs designed to prepare students to enter the job market. This 
education system is primarily employed in the anglo-american world, including the US, the UK and 
Australia, partially as a response to work training as it is done in Asia, particularly the technical 
colleges and polytechnics of Japan, South Korea and Singapore. 
 
There is a clear link between getting a year 12 certificate (or equivalent qualification) and improved 
social and economic outcomes for all young people. The Australian Government recognises the 
importance of education and training and is encouraging young people to complete school and 
successfully transition to further education, training or work. 
 
 
Latest Thinking and Current Programs 
 
Young people who complete school and get their Year 12 certificate (or equivalent vocational 
qualification) are more likely to complete further study or training, get a job, have significantly higher 
wages and are better placed to tackle future challenges. 
 
The Australian Government is working with state and territory governments to bring schools, business 
and families together to support young people to stay connected with education and training, and 
create a productive, skilled and knowledgeable future workforce. 
 
There are several Australian Government initiatives that have contributed to increased participation in 
education and training by young people including: 
 

• Vocational Pathways for secondary students, which includes Vocational Learning and 
Vocational Education and Training, helps to prepare students for further training or work. 

 
• Quality Teaching programmes support strong school leadership and improve the quality of 

teachers which has a positive impact on student engagement, school completion and 
achievement levels. 

 
• The Indigenous Youth Leadership Program provides scholarships to Aboriginal and Torres 

Strait Islander students to attend high performing secondary schools or universities and 
promote leadership development opportunities. 

 
• The Indigenous Youth Mobility Program helps young Aboriginal and Torres Strait Islander 

people move to a new location in order to gain the skills they need to make successful post 
school transitions and to get a job in their community or elsewhere. 
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School to Work Transitions Research 
 

(1) Research into the non-technical capabilities needed for successful participation in work 
and further study – August 2016. 

 
To support the implementation of the Preparing Secondary Students for Work 
framework, Ithaca Group researched the non-technical capabilities required by young 
people to transition to further education and work. The reports Everybody’s Core 
Business – Research into the non-technical capabilities needed for successful 
participation in work and further study and the supporting literature review, Everybody’s 
Core Business – Supplementary Report: Findings from the literature explore how these 
general capabilities can be developed, assessed and recognised in a school setting. 
Findings define a collection of general capabilities as ‘Tools for Transition’, necessary 
for students to successfully participate in work or further study and in the jobs of the 
future. 

 
(2) Youth transitions evidence base: 2012 update. 

 
The Youth transitions evidence base: 2012 update is a research report by Deloitte 
Access Economics that examines the economic and social benefits of young people 
making good transitions to further education, training and/or work. The report draws 
primarily on data from the Longitudinal Survey of Australian Youth but also examines 
other key data sets related to youth transitions, such as the Survey of Education and 
Work. The report is an update of a research project prepared by Access Economics in 
2006 for the then Department of Education, Science and Training. 

 
(3) The positive pathways for young people in remote communities report. 

 
The positive pathways for young people in remote communities report was undertaken 
to explore the meaning and characteristics of positive pathways for young people aged 
12–19 years with a focus on the experiences of those who work with young people in 
remote communities. 

 
(4) Youth Connections Specialised Services report. 

 
The Youth Connections Specialised Services program is delivered only in South 
Australia. It provides support under the same principles as the Youth Connections 
programme but is targeted towards young people who are at risk of becoming involved 
with, or who are already involved with the youth justice system. The evaluation report 
of the specialised services program is now available. 

 
(5) The Subjective Wellbeing of young people in Youth Connections. 

 
RMIT University conducted an independent longitudinal study investigating the 
subjective wellbeing of young people participating in the Department of Education’s 
Youth Connections Programme. The findings of this study are presented in the Youth 
Connections Subjective Wellbeing Report. 
 

 
(6) Good Practice, Strengthening Services for Youth in Juvenile Justice. 

 
The Good Practice, Strengthening Services for Youth in Juvenile Justice report focuses 
on how Youth Connections and/or School Business Community Partnership Broker 
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services are strengthening services and building capacity resulting in improved 
outcomes for young people along the juvenile justice continuum. The eleven case 
studies featured in the report illustrate that even in the challenging area of juvenile 
justice, perseverance, collaboration, vision and innovation make a positive difference. 

 
National Partnership on Youth Attainment and Transitions Reporting and Evaluation 
 
The National Partnership on Youth Attainment and Transitions commenced in January 2010 to 
support the achievement of two main goals - increase the proportion of young people completing their 
Year 12 or equivalent qualification and halve the gap in the proportion of Indigenous young people 
completing year 12 or an equivalent qualification. The National Partnership ended on 31 December 
2013 as per the agreement. 
 

Reporting 
 

Under the National Partnership, state and territory governments provide annual reports to the 
Australian Government on progress against the outcomes, performance benchmarks and 
performance indicators specified in the agreement. The 2010, 2011 and 2012 annual reports 
are available below: 

 
• National Partnership on Youth Attainment and Transitions state and territory Annual 

Reports for 2010. 
 
• National Partnership on Youth Attainment and Transitions state and territory Annual 

Reports for 2011. 
 
• National Partnership on Youth Attainment and Transitions state and territory Annual 

Reports for 2012. 
 
Evaluation 
 
The National Partnership on Youth Attainment and Transitions is being evaluated over three 
years, which will result in three reports. The evaluation focuses on the National Partnership as 
a whole rather than individual elements or jurisdictions. 

 
• The First interim evaluation report on the National Partnership on Youth Attainment 

and Transitions. 
 
• The Second interim evaluation report on the National Partnership on Youth Attainment 

and Transitions. 
 
• The Final evaluation report on the National Partnership on Youth Attainment and 

Transitions. 
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Equity and Excellence in School-to-Work 

Transitions of Special Populations 

CenterFocus Number 6 / August 1994  

Dennis E. Mithaug 

It has been a decade since A Nation at Risk defined the problem of American schooling as a 

fall from grace. The Secretary of Education's blue ribbon commission, reporting that three out 

of four U.S. students left school unprepared to meet the basic problem-solving demands of 

college or work, drew a stunning conclusion: "If an unfriendly foreign power had attempted 

to impose on America the mediocre educational performance that exists today, we might well 

have viewed it as an act of war" (National Commission on Excellence, 1983). Since then, the 

nation has embarked on a mission to improve schooling so that by the year 2000 the U.S. will 

be first internationally in science and mathematics achievement, and all students will be 

prepared for productive employment in our modern economy.  

This commitment to excellence in education overlays a national commitment to equality of 

educational opportunity that began in 1954 when the Supreme Court ruled that segregated 

schooling was a denial of educational opportunity for African-American students. In 1975, 

Congress broadened the principle of equal educational opportunity; Public Law 94-142 

guarantees a free and appropriate public education for all children with disabilities, 

permitting children never before served in the public schools to receive their instructional 

experiences there.  

In the 1980s The William T. Grant Foundation Commission on Work, Family and 

Citizenship called attention to the inequities experienced by yet another student group--non-

college bound youth who planned to work toward the American Dream but found, instead, 

low-paying, dead-end jobs. While paths from school to college and beyond are clearly 

marked, comparable routes for the non-college bound are dimly lit and poorly paved. A 

Government Accounting Office study found that Federal aid to students and to schools 

averaged $15,200 a year for college graduates and only $1,460 for young people who do not 

go to college (Manegold, 1994). A decline in career-building work opportunities has made 

the school-to-work transition even more difficult for these students.  

The Clinton administration's School-to-Work Opportunity Bill addresses some of these 

inequities through a community-based youth apprenticeship model that will be accessible to 

all students--college-bound, work- bound, those with disabilities, and those without 

disabilities. Moreover, it emphasizes training on the job through mentoring by employers at 

work sites. If passed, the Bill will give priority to the needs of student populations neglected 

by previous school reforms.  
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This paper identifies criteria for developing school-to-work transitions to insure that all 

students, including those with disabilities, will be included in these efforts and will 

experience success as a result of this inclusion. Perhaps these criteria will help us understand 

how equity and excellence can coexist in the vital transition zone where youth prepare for 

adult opportunity.  

Bailey and Merritt's (1993) Centerfocus on "Youth Apprenticeship: Lessons from the U.S. 

Experience" identified four basic components of the new youth apprenticeship model: (1) it is 

designed to be an integral part of the basic education of a broad cross-section of students, (2) 

it integrates academic and vocational instruction, (3) it combines classroom and on-the-job 

instruction, and (4) it culminates in recognized and accepted credentials. I argue that these 

components, with modification and expansion, should be central elements of school-to-work 

transitions for students with disabilities.  

Criteria to Achieve Both Equity and Excellence 

The criteria I propose for guiding the development of school-to-work transition programs that 

are both equitable and excellent are as follows.  

1. Access to All. School-to-work apprenticeships should be accessible to all youth 16 

years and older, regardless of goals for college or non-college opportunity and 

presence or absence of conditions of disability.  

2. Individualization. School-to-work apprenticeships should be individualized according 

to the needs, interests, and abilities of each student.  

3. Generic Problem-Solving. Instructional content in school-to-work apprenticeships 

should prepare all students to meet the generic problem-solving demands of college or 

work.  

4. Community Settings. A combination of classroom, community, and work 

environments will work best to produce high school graduates who are more mature, 

more responsible, and better motivated.  

5. Guaranteed Benefits. Successful completion of school-to-work apprenticeships should 

lead to:  

a. recognized and accepted credentials authorizing entry into career opportunities 

or postsecondary education programs;  

b. placement or acceptance in postsecondary vocational and educational 

programs;  

c. placement in competitive or supported employment; and  

d. participation in continuing and adult education, adult services, and 

independent living in community settings.  

Criterion 1: Access to All 

One of the values driving interest in school-to-work transitions is equality of opportunity, 

which translates into equality of access to adult opportunity. The William T. Grant 

Foundation Commission recommendations are consistent with this principle. It would 

eliminate barriers preventing students with disabilities from full participation in community 

life through (1) aggressive enforcement of state and Federal legislation guaranteeing their 

civil rights; (2) incentives for employers to hire students with disabilities, restructuring their 
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benefits packages, increasing support for independent living programs; and (3) inclusion of 

youth with disabilities in community service and youth organizations.  

These efforts have substantial implications for existing school and community programs 

serving school-to-work populations because students with disabilities have not received the 

full range of services they need. Data from a national longitudinal study of special education 

students revealed that only half of all students leaving special education programs had taken 

an occupationally specific course in their most recent year in secondary school. Moreover, 

there was substantial variation in vocational participation rates by handicapping condition, 

with rates for students with multiple handicaps at 26 percent, with learning disabilities at 53 

percent, and for students who were deaf at 69 percent (D'Amico, 1991).  

Other studies point to similar deficiencies in vocational preparation of youth with disabilities. 

Benz and Halpern (1993), for example, found that "parents and teachers rated the majority of 

students with disabilities as performing insufficiently when the comparison was an external 

criterion. According to parents, even the best performing students with disabilities failed to 

perform as well as the comparison group of students without disabilities. According to 

teachers, over half of all students with disabilities required at least moderate assistance to 

perform 9 of the 16 vocational competencies we investigated; and about a quarter of students 

could not perform these competencies at all" (p. 203).  

Criterion 2: Individualization 

Individualization of instruction is the hallmark of special education opportunity: all students 

enrolled in special education programs must have an individualized educational plan (IEP) 

specifying goals, objectives, and instructional activities to meet their individual needs. 

Although this approach to instruction is less likely in general education, it is common in 

vocational education and training where student projects reflect their own occupational and 

career needs and interests. It is also common in youth apprenticeships.  

The Individuals with Disabilities Education Act (IDEA) mandates individualized 

programming for students with disabilities during school- to-work transitions. Every student's 

education plan must include a statement of the needed transition services beginning no later 

than age 16 and annually thereafter and, as well, a statement of each public agency's 

responsibilities or linkages (or both) before the student leaves the school setting.  

The U.S. Office of Special Education Programs will award two research grants to develop 

materials for the IEP process to increase student involvement in transition planning. Perhaps 

the model that best captures the spirit of student involvement in transition planning is that 

reported by Martin, Marshall, and Maxson (1993) for the Academy School District in 

Colorado Springs, where students are expected to develop the skills to participate in and 

ultimately lead the development of their own IEP.  

Criterion 3: Generic Problem-Solving 

It is clear to all that both college-bound and non-college bound students must master the 

basics of generic problem-solving if they are to pursue adult opportunity successfully. It is 

also clear that the charge against public schooling leveled a decade ago in A Nation at Risk--

that students leave unprepared to meet the basic problem-solving demands of college or 

work--remains true today. Perhaps there is no juncture in the lives of youth where problem-
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solving is of greater utility than during school-to-work transitions, yet most youth cannot 

perform these basic skills; consequently they fail to take advantage of opportunities they find 

in adult life (Mithaug, 1991).  

Therefore, focusing on generic problem-solving during youth apprenticeships is a basic 

requirement for success. Youth who master these skills will succeed because they know how 

to match personal needs and interests with available opportunity, how to set personal goals to 

satisfy needs and interests, how to develop plans for accomplishing goals, how to initiate and 

follow through to complete plans, and how to evaluate results and adjust to subsequent 

opportunity.  

Bailey and Merritt (1993) recommend connecting academic and vocational components of 

youth apprenticeships with generic problem-solving, but worry that this may cause problems 

when applying general conceptual strategies to specific work problems. "The logic of a youth 

apprenticeship system points to an emphasis on broad conceptual, problem-solving skills. But 

where does this leave the actual preparation for jobs?"  

One hopeful sign comes from IDEA, which mandates student participation in planning 

school-to-work transitions. Students must be active players in developing their own 

individualized transition plans, and they must take responsibility for determining the direction 

for their lives after school.  

Anticipating the problem-solving skills this responsibility will entail, the Department of 

Education's Office of Special Education Programs has funded more than 20 model 

demonstration projects to develop self- determination skills in youth with disabilities and five 

research projects to develop measurement instruments to assess levels of self- determination 

in children and youth with disabilities.  

For most educators, the notion of instilling greater levels of self- determination in students is 

new. Indeed, a review of outcomes targeted by 20 of the Federally funded projects illustrates 

the difficulties. A basic definition of self-determination would include self-awareness, choice 

making, enacting choice, and control over one's life. But only 13 projects identified any 

definitional components at all, and, of those that did, only one included three of the above 

self-determination components, five included two of them, and seven specified only one 

(Grayson, Harmon, Leach, Wallace, and Huang, 1993).  

The significance of these initiatives lies in their application of problem-solving skills to 

achieve personal outcomes in terms of jobs, independent living arrangements, and 

community activities. In this sense, they unify academic and vocational goals--the academic 

goal being increased problem-solving capacity, and the vocational goal being applications of 

that capacity to adult opportunity. They also forge a natural connection between freedom and 

opportunity to choose. Students learn to think in order to choose, and this enhances their 

freedom to act independently. Students learn to identify adult opportunities that match their 

needs and then to act on those matches rationally.  

Criterion 4: Community Settings 

The coordination of experiences is the key to satisfying this criterion. Bailey and Merritt 

(1993) found that programs that simply placed young people on the job to gain experience 

were devoid of real learning because the participating employers were not required to teach. 
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The William T. Grant Foundation Commission argued that the major unmet need was for 

better quality work experiences and closer integration between work experience and 

schooling.  

IDEA requires school and community service providers to work together to develop effective 

transition experiences for youth with disabilities. Coordination, however, occurs only at 

service delivery, not at the instructional content level. This is where generic problem-solving 

(Criterion 3) can come into play.  

The School-to-Work Opportunity Bill requires employee mentors to help apprenticing youth 

learn specific skills and work routines on the job. This may solve the experience-but-no-

learning problem, but coordination with schooling will still need attention. A bridging 

conceptual framework between school and community experiences may be helpful in 

defining the nature and direction instructional coordination will take. The adaptability model 

suggested by Mithaug, Martin, and Agran (1987) is an example. It defines the problem facing 

all transition candidates as one of adjustment to changes in environmental opportunity.  

Using this framework, teachers and job mentors can teach the same process but with different 

applications so that students can learn the needed generic problem-solving skills. The 

instructional units of the model are decision making, independent performance, self-

evaluation, and adjustment. During decision making, students identify their needs, interests, 

and abilities; consider alternatives; and then select goals to satisfy a need or interest that is 

consistent with what they can do. During independent performance they follow through on a 

plan of action that specifies what they will accomplish and when. Then they monitor and 

record performance outcomes and compare results with expectations. In classroom and work 

situations, self-evaluations usually focus upon being on time, task selections, productivity, 

accuracy, and earnings. In the last component, students adjust to their results, using self- 

evaluations to decide whether to change goals, task selections, schedules, behaviors, or 

expected outcomes. These adjustments are essential to the problem-solving cycle and the 

learning-to-learning paradigm it exemplifies. They connect future action with past 

performance by requiring students to review outcomes for previous decisions about goals, 

plans and performance before trying again.  

Criterion 5: Guaranteed Benefits 

This last criterion is a frequently overlooked piece of the transition puzzle. Bailey and Merritt 

(1993), however, explicitly list recognized and accepted credentials as an essential 

component of the youth apprenticeship model. The William T. Grant Foundation 

Commission recommends a variety of incentives, including guaranteed postsecondary and 

continuing education, jobs, and training. In the same spirit, IDEA identifies eight outcomes 

youth with disabilities should expect as a consequence of their transitions from school, 

including postsecondary education, vocational education, vocational training, integrated 

employment, continuing and adult education, adult services, independent living and/or 

community participation.  

But even these expectations fail to capture the spirit of what students should be able to 

experience. Halpern (1993) argues convincingly that postsecondary schooling and working 

define ultimate outcomes too narrowly. Other important outcomes are physical and material 

well-being, performance of adult roles (mobility and community access; vocation, career, and 
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employment; leisure and recreation; educational attainment; citizenship; and social 

responsibility), and personal fulfillment.  

We can expect that a guarantee of benefits will have two effects. The first is the incentive it 

will give youth to participate. The William T. Grant Foundation Commission recognized that 

school-to-work transition programs, "would require young people to work harder. . . . At the 

same time, it is reasonable to ask: What's in it for the youth? An answer couched solely in 

terms of general benefits to their education and development is unlikely to be highly 

motivating" (The forgotten half, 1988, p. 51).  

The second effect will be the accountability it will affix to service providers for assuring that 

school-to-work transitions are responsive to student needs in the community. Failure to 

accomplish expected outcomes reflects the quality of services provided rather than an 

assessment of the ability of students served.  

The guarantee of free and appropriate public education for all students with disabilities 

extends beyond the provision of educational services. It includes the expectation that students 

will benefit from those services, as was made clear in the majority opinion of the Supreme 

Court's 1982 ruling in Board of Education v. Rowley:  

The statutory definition of "free appropriate public education," in addition to requiring that 

States provide each child with "specially designed instruction," expressly requires the 

provision of "such . . . supportive services . . . as may be required to assist a handicapped 

child to benefit from special education" (Turnbull, 1993). 

A spate of state-wide follow-up studies on special education graduates reported less than 

expected benefits from their special education experience. Mithaug and Horiuchi (1983) 

found that, of 234 Colorado students who graduated from special education programs in 1978 

and 1979, only 32 percent were employed full-time; Fardig, Algozzine, Schwartz, Hensel, 

and Westling (1985) interviewed students with mild handicaps who exited rural schools in 

Florida and found that 44 percent were employed full-time; and Edgar, Levine, and Maddox 

(1986) found that, of 1,292 special education graduates in Washington between 1976 and 

1981, only 42 percent were currently employed.  

In 1987, the U.S. Office of Special Education Programs conducted a national longitudinal 

study of 8000 youth who were age 13 to 21 and had been secondary school students in 

special education in the 1985-86 school year. The results indicated that the competitive 

employment rate for all students with disabilities who were 21 years or older was only 35.9 

percent (D'Amico, 1991). However:  

• Students enrolled in vocational education in the last secondary school year were more 

likely to be competitively employed (50.7%) than students who were not enrolled in 

vocational education that year (38%).  

• Students who had work experience as part of their secondary vocational education 

were more likely to be competitively employed (62.2%) than students who did not 

have that experience (45.2%). 

The positive employment outcome attributable to vocational experience is encouraging. If 

there are to be educational benefits attributable to special education during the secondary 

school years, school-to-work transition with its emphasis on community-based training and 

experience may be where we can find them.  
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Summary 

Two problems confront the school-to-work transition initiative: the quality of school-to-work 

transitions, and the equity with which those experiences are distributed among different 

student groups. In the past these values have seemed to conflict, with those advocating 

increases in quality appearing to be unconcerned with equity, and those advocating greater 

equity appearing to be unconcerned with quality. This brief attempts to show that the passage 

of IDEA and the progress in program development on behalf of school-to-work transitions 

for youth with disabilities means that there can be both equity and excellence in transition 

outcomes for all students.  
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Executive Summary 
Australian is faced with two key issues that impact on the social and economic well 
being of the nation and those people who make up the country. First there is a national 
skill shortage where employers are having considerable difficulty finding the qualified 
and technically competent staff they need. Young people are increasingly expected to 
remain in formal schooling for longer periods due to the decline in the unskilled and 
semi-skilled labour markets. As such, two competing goals are faced by the nation – 
providing quality learning in schools for students who do not see themselves bound 
for university; and meeting the needs of a industry boom where skill shortages are 
highly problematic. To this end, pathways from school to work that provide 
opportunities for young people to have quality learning and to gain employment in 
industries where skills are needed seems to be a positive challenge for education and 
work.  
 
This study documented a range of transition programs across the eastern states of 
Australia. Predominantly based in the South-east region of Queensland which has 
been leading the way nationally in terms of school-based initiatives, the study 
documented the ways in which practices were enacted at the school and industry 
level. Using a range of methods, the study undertook an intense examination of the SE 
Qld region, and supplemented this with a rural case study in Victoria/NSW to 
compare urban and rural regions, and a small regional case study in Central 
Queensland to compare regional differences between highly industrial based regions 
and those with non-traditional industry bases. Collectively the study indicates that 
there are considerable benefits to all stakeholders who participate in partnerships that 
support young Australians in the transition from school to work. 

Outcomes 
The outcomes of this project can be summarised in the following points. 
Successful pathways rely on strong social capital in communities: Successful 
pathways among schools, industry and the community were dependent on the 
networks between these stakeholders. Where these were strong, greater options were 
available to all stakeholders. There was greater trust and rapport between the partners 
when partnerships were authentic and strong. 
Transition programs, particularly SBAAs, enhance the work skills and 
dispositions of young Australians – making them ‘work ready’: The transition 
programs added significant capital to young people which enabled them to assume 
positions in the workplace more readily and with better outcomes for employers. They 
provided opportunities that could not be provided in formal schooling. 
There are considerable benefits for all stakeholders – students, schools, 
employers and communities: Aside from creating a more work-ready workforce, 
there were considerable benefits to all parties involved in placing young people in 
quality programs that support the transition from school to work. Benefits were social, 
economic, intellectual and affective.  
Recruiting and training future employees to meet the needs of the company or 
industry: The programs enabled employers and potential employees to trial an 
industry or company to ascertain if it was their preference. For employers, this was a 
very useful process in identifying future employees.  
Flexibility within systems and sites (schools and workplaces) critical to the 
success of transition programs: Successful programs required considerable 
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flexibility in both education and workplaces so as to allow all parties to fulfil their 
primary roles but also support the young person in transition. 
Local conditions impact on the form and success of pathways: Depending on 
demands in local sites, different opportunities are available for all stakeholders. 
Programs are both responsive and reactive to local demands. These include: 

o Industry base creates needs for particular skills, some of which are different to 
national priorities; 

o Drought in rural Australia impacts on communities in unique and significant 
ways that are different from urban areas; 

Considerable work for schools and industry: While there is considerable work for 
employers and schools in developing and maintaining links, the benefits outweigh 
these costs. 
Perceived low status of workplace learning in schools: In almost all sites in all 
states, there was a common theme reported by school personnel regarding the 
perceived low status of workplace learning in schools.  
Provide options for addressing skill shortage, nationally but also locally: The 
programs offered novel and innovative ways to address national skills shortages, some 
with greater or lesser potential. 
Economic benefits are long term and should be built into the long term planning 
of companies: When considering the economic costs and benefits, companies need to 
consider the longer term benefits of undertaking school based apprenticeships and 
traineeships. They should be an integral part of the strategic plans for sustainability 
within a company rather than a ‘quick money grab’. 
Rural Australia may be particularly disadvantaged in offering options for 
transitioning young people from school to work: There are often limited options 
available in some towns for employment. Students may have to travel to larger centres 
or cities to gain the skills needed for different occupations making access to SBAAs 
difficulty. Drought can compound the difficulties for both employers and 
schools/students to undertake SBAAs and other work placements due to limitations of 
work availability and access to financial resources. This has serious implications for 
the social and economic well being of many rural communities. 

Recommendations 
Partnerships are a critical part of the successful transition programs. Provision of 
resources – human, temporal and economic – is critical to the development and on-
going sustainability of partnerships.  
Mentors in the workplace: Programs need to be developed that enable and support 
mentoring in the workplace. As one supervisor indicated, there is generation in work 
who was not mentored and now has to mentor young workers. Programs to help 
develop mentoring skills would be useful. 
High expectations of students who undertake workplace learning. Fostering quality 
programs and outcomes requires schools to select quality students. Transition 
programs should not be seen as an alternative for ‘problem students’. Industry is 
increasingly demanding and young people should be considering life after an 
apprenticeship. Many employers are seeking students with high levels of academic 
capital so as to build on this. This enables them to be able to deal with the demands of 
highly technologised industries.  
Flexibility in organisation – for schools and industries. Both schools and industry 
need to have flexibility within and between their organisations to facilitate transition 
programs.  
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Increased funding for rural students. Special support needs to be made available to 
enable students to undertake work placements in areas outside their local 
communities. Many schools are not able to offer the range of experiences available in 
the urban areas. Costs for transport and living-away-from-home expenses for families 
are high. 
Promotion of Workplace Learning in schools – There is a need to raise the status of 
workplace learning in schools and to give adequate recognition to staff working in 
these areas.  

 - 8 - 

Inquiry into school to work transition
Submission 64



1. Background: Why study transitions between school and work? 
At the time this study was commenced (2003) Queensland had approximately 50% of 
the nation’s school-based apprenticeships and traineeships (SBAAs). This over-
representation of the state in this field begs askance of why such transitions are so 
popular. When this figure is considered in concert with the national skill shortage, the 
figure becomes even more important, particularly considering the ratio of the 
population to the SBAAs in this state to the others. Interestingly, most of the SBAAs 
are undertaken in the South-East corridor of the state. This research project sought to 
understand the uptake of the SBAAs in the state and the potential areas of weakness. 
With apprenticeship numbers increasing – for example, there was a 21% increase in 
commencement of apprenticeships between March 2004 and March 2005 (NCVER, 
2005) – the transition from school to work is becoming a pathway for more school 
leavers. Indeed, the reduction of students seeking to take University places is seen as a 
consequence of the uptake of skilled trades and workplace arrangements. With 
approximately 50% of apprentices and trainees completing their original training 
(NCVER, 2005b Apprentice and trainee completion rates), there is a need to 
understand the processes, benefits and issues associated with the induction, training 
and education of young people. 
 
To better understand this phenomenon, the project consisted of a major study 
undertaken in the Gold Coast region. This was supplemented with further work 
undertaken in rural Australia (NSW and Victoria) and a major region in Central 
Queensland. These other sites allowed for comparisons to be undertaken, but more 
importantly provided insights into the issues confronted by regional and rural 
Australia in the provision of pathways from school to work.  
 
The Gold Coast represented a unique site for a study of this nature as it does not have 
the traditional industrial infrastructure of most other major cities in the country. It has 
new industries which have new demands and orientations. There are many excellent 
examples of partnerships between industries and schools in this region, with many of 
the industries winning national awards for their training programs and successes with 
their apprentices. Rural Australia presented with unique opportunities and constraints 
due to the range of occupations available in these locations and the geographical and 
social differences to urban Australia. A small industrial region in Central Queensland 
provided insights into the differences within a large state such as Queensland where 
there is considerable diversity. This site was a unique case study of the strong social 
capital within a region that facilitates particular opportunities for stakeholders in 
provision of pathways from school to work.  
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2. The Consortium 
 In order to develop a comprehensive research program that would best document the 
transitions, a consortium of stakeholders was formed. The team was lead by Professor 
Robyn Zevenbergen who has been based predominantly at Griffith University for the 
duration of the project but for a short while was located at Charles Sturt University. 
The Industry partners worked collaboratively on the project, each sharing their 
wisdom, knowledge and interests in the area under investigation, guiding the project 
in ways that individually could not be achieved. The diversity of the group ensured 
that the project was successfully implemented. The industry partners were: 

• Gold Coast City Council – the region local government which controls the 
strategic growth of the region; 

• Queensland Apprenticeship Services – the peak body in the state of 
Queensland associated with apprenticeships and training; 

• The Riviera Group – a large marine industry on the Gold Coast, currently 
employing over 200 apprentices in a range of industries and recipient of 
numerous training and apprenticeship awards;  

• Sea World Resort – a large hospitality industry on the Gold Coast. Similar to 
Riviera, this company also has won many prizes for training and for its 
SBAAs; and 

• SCISCO Career Pathways – a local non-profit organisation that liaises with 
schools and industries in the region for the transition of young people into 
work. This company has also won many national awards for its diverse 
programs. 

Any research project rests significantly on the capacity of the team to guide the 
project and to provide critical information to ensure the best research. This was a 
powerful consortium in terms of collective knowledge of pathways, workplaces, 
training and accreditation. The consortium had strong knowledge of the Gold Coast 
region and was able to provide the input needed to enable access to information and 
sites. A highly capable and experienced research assistant undertook the data 
collection. The consortium has strongly valued the contribution made by the research 
assistant. 
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3. Background Literature – Setting the Scene 
The successful transition from school to employment is becoming increasingly 
challenging worldwide, with research showing that students who leave school early 
far more likely to be long-term unemployed (James & St Leger, 2003; A. Taylor, 
2002). These early school leavers are far less likely to find employment with career 
potential and long-term prospects (Crowson, Wong, & Aypay, 2000) and young 
people more than any other group, are exposed to falling earnings; casual, part-time or 
temporary work; and low-skilled job offers (te Riele & Crump, 2002). Crowson and 
others (2000) reported that employment and underemployment is prominent among 
people just out of secondary school, and problems of unemployment increase 
exponentially for those who fail to complete secondary school. With this research, it 
becomes increasingly important to ensure the nation’s youth are provided with 
appropriate educational experiences that will engage them and prepare them for their 
lives beyond school. 
 
With the increased importance placed on post-compulsory education and training, 
more students are remaining in school (NCVER, 2002). More recently, reforms in 
Queensland have come in to effect which dictate that students must be either ‘earning 
or learning’ (Education Queensland, 2005). The Youth Participation in Education and 
Training Act 2003 has been passed and will come into action in 2006, and dictates 
that unless in full-time employment, students must remain in education, either senior 
schooling or vocational until they are 17 years of age. This is, in part, due to the 
research suggesting that those who do not are far more likely to become long-term 
unemployed in the future. Bessant (2002) argued that education institutions are now 
expected to compensate for the collapse in the labour markets by developing 
programs aimed at keeping students in school for longer periods of time, particularly 
those who are at risk of early leaving. These expectations result in a requirement for 
schools to cater for a wide range of students, some of whom may not necessarily 
engage with academic learning.  

Changes to Traditional School Pathways 
Historically, the senior years of school catered for those students who were intending 
on taking up tertiary study but as this is no longer the case. There is a need for 
curricula that cater to the needs of a more diverse school population. Simultaneously, 
school education needs to become more responsive to changes in job markets. 
Changes in society and work have given rise to the need for schools to develop 
initiatives that aim not only to keep non-university-bound students in school for 
longer periods, but to ensure this schooling is meaningful to them. Smith and Wilson 
(2004) argued that career and training programs are essential for young people not 
proceeding directly on to university. Through the construction of relationships with 
local employers, schools would be able to provide their students with better 
opportunities for employment (Larson, Wilson, & Mortimer, 2002). The national 
retention rate in schools is around 74% (Taylor, 2002) 
 
Schooling is an important means for securing adult employment as well as developing 
the increasingly important skills of literacy, numeracy and ICT (Larson et al 2002). 
However, a new approach is needed to combine the vocational and general areas of 
schooling, which would include work-related subjects; the development of 
knowledge, skills and attitudes for social participation; a curriculum structure based 
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on the students’ needs; and a stronger relationship between the classroom and the 
workforce (Te Riele and Crump, 2002).  
 
Australia has typically lacked a strong history of vocational education options in 
secondary schools, with only one quarter of Australian students participating in 
vocational education programmes, compared with an average of half in other OECD 
countries (Velde & Cooper, 2000). The current climate of secondary education does 
not encourage vocational options (Shanahan, Mortimer, & Kruger, 2002) with the 
standard curriculum primarily aimed at preparing students for tertiary entrance. 
Several studies (Rikowski, 2001; Smith, 2004) have reported on employers’ 
perceptions of deficits students have when entering the workforce. Employers 
reported that students tended to be lacking work ethic, reliability, initiative and 
commitment; have unrealistic career expectations (Smith, 2004); and had poor social 
skills (Rikowski, 2001). While employers reported they employed young people due 
to their low cost; vibrant personalities; the ability to mould them; and a sense of social 
obligation; they required young people “to possess some level of employability skills” 
before employing them (Smith, 2004; p.51), suggesting that schools need to prepare 
students in this manner prior to entry to the workforce. 
 
Vocational training programmes may play a critical role in linking school with 
employment (Shanahan, T, & Kruger, 2002) as well as providing a successful method 
for school-to-wok transitions (Gibbons-Wood & Lange, 2000). Taylor (2002) reported 
that a critical factor in student’s decisions to leave school prior to completion was 
their experience of schooling itself; therefore schools need to keep students interested 
and engaged in their schooling. Vocational programmes offer the potential of re-
engaging students with education; providing workplace knowledge; as well as 
educating students about the personal skills necessary for success in the workplace. 
Furthermore, Te Riele and Crump (2002) stated that VET in schools can be vital in re-
engaging students with education through linking with their interests, thereby offering 
a potential avenue out of the spiral of disadvantage many find themselves in. With the 
labour market becoming increasingly knowledge-based, this re-engaging of students 
in education is more important than ever.  
 
Changes to pathways in schools have increasingly gained in need as more students are 
compelled to remain in schools for longer periods of time and in a market place that is 
restricting in terms of employment opportunities. This situation is made more 
apparent within the reforms requiring all young people to be either “earning or 
learning”. As such, schools need to develop programs that will appeal to young 
people, provide opportunities that will enhance employability, and will be sustainable.  

School-based New Apprenticeships 
In 1997, School-based New Apprenticeships1 (SBNAs) were introduced in schools in 
Australia (Smith & Wilson, 2002). In these programs, students are employed part-
time and undertake a contract of training with a Registered Training Organisation 
(RTO) whilst remaining in full-time schooling. In some cases, students reduce their 
secondary school studies to part-time. SBNAs include both apprenticeships and 

                                                 
1 In 2007 the Federal Government changed the name to School Based Australian Apprenticeships. 
Since the literature reviewed refers to the SBNA nomenclature, we have kept this naming procedure for 
this section of the report. 
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traineeships, where apprenticeships tend to be in trade areas such as construction and 
hairdressing, while traineeships tend to be in industries such as hospitality, retail, 
business administration and health care. According to Smith and Wilson (2002), the 
main industries involved in SBNAs are sales and personal services; tourism and 
hospitality; IT; business and automotive, with over half of SBNAs undertaken in the 
hospitality, retail and fast food industries. Furthermore, 90% of secondary schools 
offering senior schooling also offer Vocational Education and Training (VET) 
programs (Smith & Wilson, 2002). Many schools also offer students work experience 
placements and other work education programs. These strategies enable students to 
remain in school for longer periods while engaging in activities that have a strong, 
practical, work-oriented focus. Programs such as SBNAs allow students to be 
incorporated into the workplace whilst being protected from full adult responsibility 
and exploitation (Shanahan et al, 2002). They also offer students greater flexibility 
and support as well as opportunities in a variety of industries.  
 
School-based apprenticeships were designed to reduce “youth unemployment, by 
encouraging young people to complete year 12 and make successful transitions to 
further training, new apprenticeships or work” (Department of Education, 2001, p.4). 
When considering the benefits of such programs, where formal qualifications are 
gained through school traineeships, these are nationally recognised and transferable 
from state to state. The students are given an opportunity to gain practical experience 
as well as a head start to employment. Students are able to link theory with practice; 
gain work experience and personal insight in a professional role; acquire knowledge 
and attitudes relevant to future learning; and also develop personal maturity (Velde 
and Cooper, 2000). The qualification generally counts towards the students’ Year 12 
certificate, and in some cases for tertiary entrance (Erica Smith & Wilson, 2002). 
SBNAs appear to be most beneficial for students who are not performing well 
academically; those who prefer practical work; and those who would rather undertake 
a trade, as they reportedly prevent some youth from dropping out of school early – 
leading to increased education and better job prospects, as well as concurrent work 
experience (Gibbons-Wood & Lange, 2000). Velde and Copper (2000) reported that 
students tended to have increased self-esteem, confidence, discipline, work attitude 
and a greater sense of responsibility. In a study conducted by Andrews, Kenman and 
Smith (2000)in Queensland, they reported that SBNAs had good outcomes in that 
cancellation rates were considerably lower than for non-school-based apprentices and 
trainees; they positively influenced retention rates of students in school; they appealed 
to many employers; and they met the needs of young people interested in practical 
experience. Andrews and others also reported that SBNA programs were highly 
valued by stakeholders, with student satisfaction levels at around 90% (p.2). 
Employers, school coordinators and parents were also reportedly highly satisfied with 
the program. However, the researchers stated that the program had not yet been well 
integrated into schools due to resourcing problems and marketing difficulties, as well 
as “each school’s perception of the appropriate targeting for [SBNAs] and its fit with 
the school’s own target markets.” (p.3) 
 
While School-based New Apprenticeships are seen to offer considerable potential for 
young people, UK data suggests that large proportions of their traineeships do not 
result in full-time employment for the young people involved (Bynner, 1998). Bynner 
contends that for many young people traineeships were seen as a form of ‘slave 
labour’ since the position did not involve award pay rates and was therefore seen as 
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exploitative. Similar problems exist in Australia. Fuller and Unwin (2003, p. 7) 
reported that many students in youth training schemes “were treated as cheap labour, 
did not achieve any qualifications and were sacked as soon as their traineeships 
ended”.  

Interim Summary 
Within the Australian context, there is an increasing trend for young Australians to 
remain in school if they are not in employment. This has created a novel situation in 
the history of schooling. Traditionally orientated towards university/professional 
pathways, the senior years have greater retention rates than any other period in the 
history of the nation. As such, innovations are needed that meet the needs of the 
students who are not bound for university. Simultaneously, industry is at a crisis point 
in terms of skilled labour with the recent decades having seen a decline in the training 
of apprentices. Within this climate, it would seem timely that programs are 
implemented to meet the needs of students, schools and employers. To this end, one 
innovation has been the development of School-Based New Apprenticeships where 
students can undertake employment in a range of fields, and which, in many cases 
lead to employment. While there have been studies exploring the benefits of these 
programs, there is also evidence to suggest some difficulties with them. Other 
pathways to work also exist including VET in schools, and structured work 
experience. Increasingly schools need to adopt innovative pathways to cater for the 
changing times and for the challenges being posed by such changes. As such, this 
project seeks to develop a wide perspective across key stakeholders and industry types 
to develop a coherent analysis of the ways in which school-to-work programs are 
currently being taken up in considerable proportions by students in South-East 
Queensland and compare these against other initiatives in other states and regions. 
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4. Framing the Project: “Building Capital” through Pathways 
To frame the emerging understandings from the project, it was found that the work of 
a number of theorists became most appropriate. Of these, the work that draws on 
notions of capital building were most useful as they enabled a language that could 
discuss the practices noted across the wide range of contexts and how they contributed 
to the growth and development of students, schools and industries. There appear to be 
two key forms of capital to consider. The first, individual capital, is that which resides 
with the individual and how practices can build the forms of capital needed for 
individuals to succeed. In some cases this capital may apply to an individual person 
but equally can be applied to individual companies. However, individuals do not exist 
in isolation so it became evident that the connections between people and 
communities are also critical to the success of projects such as transitions to work. We 
referred to the literature on social capital to frame these understandings. 

Individual Capital 
In many ways the pathways provided by the schools and industries enabled young 
people to build new skills, understandings and dispositions towards work and 
learning. As such, the programs could be seen to add new forms of capital to young 
Australians. Drawing on the work of Pierre Bourdieu, it is argued that schools and 
work are sites where one of their key roles is to add to capital to students and workers. 
The changing work conditions of post-industrial societies have resulted in very 
different labour markets for school leavers. Whereas young workers once could enter 
into unskilled, semi-skilled and skilled labour markets, the skilled labour market 
offers best options of employment and employability. As such, the role of education 
has changed significantly to one where young people need options to increase their 
intellectual capital in order to be better prepared for the worlds beyond schools – 
whether they are university bound or aiming for vocational options. Traditionally the 
senior years of schooling were orientated to the former but now need to offer 
programs to cater for the latter group of students.  
 
Bourdieu (1983) argued for a range of forms of capital. He identified three forms – 
social capital which is in the form of networks; institutional capital which is most 
evident in the forms of rewards and recognition offered by institutions – typically in 
the form of degrees or certificates; and cultural capital which is in the form of 
dispositions. If the contemporary workplace is a goal for school leavers, then the role 
of school (and workplaces) is to create opportunities for young Australians to create 
the forms of capital they need to make the transition into work more effectively and 
efficiently. For example, providing opportunities to build a work ethos that resonates 
with the workplace provides opportunities for building cultural capital in the form of 
dispositions towards work, uniform, attendance, respect for superiors and so on which 
enable the young student/worker to be better prepared for the world of work. 
Similarly, by providing opportunities to gain work-related credentials such as Cert 2 
or 3 in an area of employment, provides institutional capital for the young person as 
they are able to exchange their Certificate for access into the workplace. For many 
employers such institutional capital enables them to have work-ready employees who 
are able to reduce their time in training or apprenticeships. Similarly, by being in the 
workplace, the young student/worker is able to build networks of contacts who may 
serve as referees for future employment opportunities either directly in that industry 
or in another position elsewhere. Building such contacts enhances the employability 
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of the young student/worker. This is the way in which Bourdieu theorises social 
capital – that is, the networks of people that can have that enhance the opportunities 
for the young person. 
 
However, capital must be understood in relation to field. In this case, field is either 
education or work depending on the focus of the analysis. Taylor and Singh (2005) 
argue there is considerable contestation within a field as to what constitutes capital at 
any given point and how that capital can be accrued. In the context of this paper, it is 
proposed that where students are seeking to gain employment in industry, they need to 
amass the forms of capital that hold sway within the field if they are to gain entrance 
into that field. Once they begin to amass capital of one form, it can be exchanged for 
others. For example, the institutional capital that students build while undertaking 
work-based experiences such as certificates, can be exchanged for goods such as 
employment and economic capital (in the form of salary). The more capital the 
student accrues, the more enabling it is in terms of exchange within the nominated 
field. Simultaneously, it is critical to consider the field since it is only within the field 
that goods can be exchanged for rewards. Consider the accumulation of institutional 
capital where a student achieves considerable success within the field of work and 
how such capital can be exchanged within the academic field. Such capital may have 
little worth within the academic field due to the objective structuring practices of that 
field. Various practices recognise particular forms of capital which may or may not 
have the same value within the nominated field. The competency certificates offered 
in the field of work have little exchange value when a student is university bound. 
Similarly, the conferring of an academic award, such as a Masters degree has little 
exchange value in the field of work. As such, it is necessary to consider the dialectic 
of field and capital. Within the field of work, the recognition of the institutional 
capital of young, potential employees is changing. Completion of Year 12 is seen to 
be the norm and academic qualifications may not be those desired by future 
employers. Skills, knowledge and habits of the mind valued by schools may be at 
loggerheads with employers where the former focuses primarily on academic skills 
and not vocational skills. Increasingly it becomes critical to build the vocational 
capital of young people if they intend to enter vocational fields. In this way there is an 
alignment between the field of work, the dispositions (or habitus) of the potential 
worker, and the structuring practices of the field. 
 
To gain and/or maintain employment, students need to display the dispositions and 
skills required by an employer. Often such dispositions and skills are not those which 
are developed in schools. Young people (and employers) often do not see the 
relevance of school learning nor as preparation for the world of work. Traditionally 
the senior years were designed for university-bound students but over the past few 
decades there has been a significant shift in the role of these years. Higher retention 
rates have meant that the curriculum needs to change to cater for the changing 
clientele of schools. The pathways between senior years and the world beyond schools 
is now more expanded so new pathways into the workplace are needed. Practices such 
as those identified through school-to-work pathways offer considerable potential to 
add new forms of capital to young Australians and prepare them for the worlds they 
are choosing. 
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Social Capital 
In providing a frame for this study, the notion of social capital is useful also. It allows 
a construct to be applied to the strong (and weak) links that extend across the 
community. The strength of that community can be explained by its links and 
networks. From this study, it was very clear that in some communities there is a 
strong sense of community and partnerships that permeate the practices and thinking 
of the participants.  
 
The viability and sustainability of organisations and communities has been the focus 
of considerable research. More recently, studies have begun to deploy the notion of 
social capital to theorise the success (or not) of entities. Drawing on two major 
theoretical approaches, social capital is most often conceived as the networks that 
meld people together that can ultimately result in the exchange of other forms of 
capital. For Bourdieu (1986), social capital is considered a resource that is generated 
by individuals or groups of individuals through interactions that can ultimately be 
exchanged for economic capital. For the individual, social capital can be aligned with 
the ‘old school tie’ network where the links brought about through interactions with 
others from particular social networks enables the individual to trade on such 
connections and trade these connections for positions, new trade arrangements and 
which ultimately enhance the economic standing of the individual or group. Drawing 
on similar ideas Coleman (1988) also contends that the social networks can be 
exchanged for capital but in his case, he argued that such capital is human capital. As 
such a useful definition for social capital is one drawn from Tymon and Stumpf 
(2002, p.12) as being ‘the stock of accumulated resources that one can access based 
on the relationships that can aid or be leveraged in accomplishing an end or furthering 
a pursuit’ (Tymon & Stumpf, 2002, p. 12).  
 
In theorising the growth of communities, and their long term sustainability, the 
concept of social capital has been employed to come to understand the factors that 
support or hinder such growth (Woodhouse, 2006). It is suggested that the level of 
social capital correlates positively with the level of economic capital. The notion of 
social capital can be broken down into two main forms of capital. Putman (2000) 
identifies two useful notions that relate to the viability of communities. The first, 
bonding capital, focuses on how people unite with each other to form networks. It can 
be seen as the intra-group strength. For example, in the study of regional Queensland, 
it was found that the state high school principals formed a strong alliance so as to 
present a coherent and united front to industry and the wider community despite much 
of the rhetoric in contemporary education pushing for competition among schools. 
This is an excellent example of bonding capital. Similarly, the bonding capital among 
the employees of a number of companies in the study present a coherent voice on 
issues around community responsibilities or pathways to work provides a further 
example of strong bonding capital. The second form of social capital is that of 
bridging capital. This form of capital is one where there is a network or link that 
extends beyond the immediate group so as to form links or relationships with others 
outside a particular group. In this study, an excellent example of bridging capital has 
been the links between schools and industries.  
 
In considering partnerships and community, these constructs allow for conversations 
around the current state of play in the area of transitions into work but also for areas in 
which the relationships can be built even stronger, particularly when considering 
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Table 5.2 Range and distribution of interviews with participants 

 Total Students Employers 
Boatbuilding 22 22 - 
Construction 11 6 5 
Retail 9 5 4 
Hospitality 43 39 4 
Health Care 5 2 3 
IT 6 5 1 
Sport and Rec 8 6 2 
Automotive 11 7 4 
Office Admin 12 10 2 
Horticulture 2 2 - 
Education 1 1 - 
Library 3 2 1 
Electrical 4 4 - 
Engineering 2 2 - 
Printery 1 - 1 
Hair and Beauty 2 - 2 
News 1 - 1 
Recruitment 1 - 1 
Baker 1 1 - 
Childcare 1 - 1 
Chef 4 4 - 
Jewellery 1 - 1 
TOTAL 149 118 33 

Method: Phase One  
Semi structured interviews were conducted across a wide cross section of the 
community – students, teachers, and employers – who were either participating in or 
had been involved with structured workplace experiences. Predominantly, these 
experiences were with SBAAs In total, 118 students, 24 school personnel and 33 
industry representatives were interviewed. In most cases these were face-to-face 
interviews but due to a range of factors, some interviews were conducted by phone. 
Phone interviews were with either school personnel or industry representatives.  
 
The interviews were centred on questions relating to the ways in which students were 
selected for training, the experiences of being involved in such workplaces and the 
benefits/costs of being involved in such programs. The questions were open so that 
participants were able to provide information related to their experiences. 

Phase Two: Case Studies of 10 Sites in SE Queensland 
Phase Two of the study consisted of ten case studies of various industries. A cross 
section of industries was selected in terms of industry type and size. These can be 
seen in Table 5.3. 
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Hairdressing (small) Local government (large) 
Construction (large) Motor Mechanic (medium) 
Boat Building (large) Hospitality (2) (large) 
Administration (small) Engineering (large) 
Information technology (small)  

Table 5.3: Distribution of Case Studies 
 
Participants from these sites were followed as they went about their work and 
interviewed in the sites. This phase of the study allowed for a more in-depth 
investigation of particular sites. Video data were collected from a number of sites. 
This included work practices and interviews with young people in work and their 
employers. 

Case Study of Rural Victoria and NSW 
The case study of rural Australia was undertaken in the Murray/Darling region. It was 
contained to the teachers across schools in two education regions – one in Victoria 
and one in New South Wales. Almost all schools in these regions participated. These 
two states offer very different curricula for senior students due to, in part, the 
organisation of the senior curriculum in these states. Only teachers were interviewed. 
Most of these were phone interviews due to the considerable distances in these 
regions which made face-to-face interviews too costly. A total of 27 teachers were 
interviewed from NSW schools and 17 teachers in Victorian schools. These numbers 
fairly represent the number of schools in those regions. Teachers were those who 
assumed responsibility for the pathways programs within the schools. 

Method: Phone Interviews 
Phone interviews were conducted with the teachers and tape recorded. A set of 
questions was sent to teachers prior to the interviews and these were progressively 
worked through as the interviews progressed. All questions were similar to those 
posed to the Queensland teachers so as to gain a sense of how programs were 
organised, students were selected and the gains/costs of participating in these 
programs.  

Case Study of Regional Queensland 
A case study of a regional area of Queensland was undertaken. This case study was 
ethnographic in its approach and sought the views of key stakeholders across the 
community. It was a single town in Central Queensland and had considerable assets 
due to its proximity to mines and refineries. Similar questions were posed to all 
stakeholders who included local principals, teachers, industry representatives, RTOs, 
education officials, parents and students. Questions were sent to participants prior to 
interview; all interviews were audio taped and transcribed for subsequent analysis. 

Phase 3: Economic Analysis 
Over the year of 2006, an economic analysis was conducted in the SE Qld region 
drawing on a sample of 10 industries. These ranged in size and industry type. The 
goal of this phase was to identify the bottom line in terms of real costs and benefits to 
industry. A private consultant was employed for this aspect of the project.  
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Confidentiality 
As part of the research process, preserving the identities of participants was a critical 
element of the research. As such, all names of companies, schools and participants 
have been changed in order to protect their identity. This is a protocol adopted in 
research and is not meant to discredit or take credit away from any person or 
individual. Where a person or site has been named, this will have been done with the 
permission of that person/site. However, we have cleared with all individual 
companies which participated in the 10 individual case studies (Phase Two) that they 
could be named. In part this was to promote the successes of these companies in 
fostering partnerships and pathways. Photographs used in these case studies have been 
approved for release by the participating companies. 
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 6. Phase One: Surveying the Field 

Benefits for Students 
In analysing the large data set in Phase One, the data were broken down by the 
benefits to students, schools and industry as seen by each of the cohorts.  
In collating the data and codes, the categories of student responses can be seen in 
Table 2. In this table, the total numbers against each code can be seen. It should be 
noted that the total is more than the number of students as individuals were able to 
offer more than one response. 
 
As the question was open, students were not prompted for any particular responses. 
While many of the same categories were offered by teachers and employers, their 
spread was often different from the students. However, it can be seen from this table, 
the types of responses that were offered by the students as to what the benefits were 
for them in participating in the program. 
 
As can be seen in Table 6.1, there were many common experiences among teachers, 
students and employers. While there were some areas of common agreements, the 
amount of agreement was most evident in four areas – industry-relevant experience; 
offering a tangible pathway from school to work; providing qualifications, and 
retaining students in school. The key benefits for students as identified in this phase 
and supported in subsequent phases were: 
 

• Gaining industry-relevant experience 
• Offering a career path 
• Providing qualifications 
• Retention 
• Time off apprenticeship 
• Offer other pathways 
• Giving students an edge over their peers when applying for positions 

 
For many of the students participating in the variety of programs, what became very 
clear was that the programs offered considerable potential to enhance various forms of 
capital among young workers. This took many forms ranging from the industry-
specific skills that were developed on site (vocational capital); dispositions that were 
highly amenable to workplaces (work ethic, punctuality, respect for supervisors, 
eagerness to learn) which can be seen to be cultural capital; through to formal 
schooling where students re-engaged with learning.  
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Student responses n Employer responses n Teacher responses n 
Gain experience in working 50 Experience 19 Gives them work experiences 16 
Offers a career path 40 Offered a career path 21 Provides a job pathway 10 
Provides qualifications 40 Provides a qualification 7 Provides a qualification 13 
Assists with content of some school 
subjects 

26     

Get a head start in the position 21     
Time off apprenticeship 19 Time off apprenticeship 4 Time off apprenticeship 3 
Helps you to stay in school 13 Keeps in school 2 Stay in school 5 
Good way to try the industry 11 Trial industry 14 Allows trial of industry 7 
Get paid 10 Money-related 2 Provides money 4 
Easier to get employment while 
travelling post-year 12 

8     

Something to fall back on 8     
Ahead of the pack (peers) 7     
Get a day off school 7 Day off school 2   
Offers an alternative path 7     
Enjoyable 6     
Learn a lot 6     
Assists with OP and rankings 5   Better OP/rank 1 
Helps develop personal skills 4     
Leads to further study 3 Pathway to university 4 Access to further education 4 
Helps with time management 2     
Finish Year 12 2   Motivated to stay at school 12 
Other  13 Other 7 Other  6 
  Introduction into work force 12 Provides career goals 9 
  Gives confidence 2 Develops personal skills 9 
  Elevated social status 2 Improvement in student attitude 9 
  An extra pair of hands 19 Gives them confidence 7 
   Trial future employees 13 Taste of real world 3 
  Students get to know the job 3 Provides out-of-school successes 3 
  Train to suit the company 19 Protected by the school 2 
  Helping young people 9 Industry contacts 2 

Table 6.1 Benefits for Students in undertaking a SBAA 
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To supplement Table 6.1, a few examples are provided from the interviews that 
highlight the results in this table. 

Students’ views on benefits for themselves 
For some students, the benefits were directly related to employability and 
employment 

Student: You earn a bit of money on the side, you get a year taken off your 
apprenticeship and you get your Year 12 certificate which I want for later on. 

Student: I suppose you get paid more having had that experience. You’ll find it 
easier to get jobs. People want people to have experience and it is hard to accept 
just anybody that’s just come out of school. 

Student: I think it is good because you get to know what it’s like to be in a resort 
and how it work. I reckon you have a better chance of getting a job in places if 
you have had like experience.  

 

For others, the benefits were not as tangibly related to gaining employment but 
development of themselves and the knowledge they gain about the industry  

Student: It has helped with my communication skills, being able to talk to 
people, being able to understand what they need. It has made me more confident.  

It is interesting to note that some students did not see the work placement as the 
preferred career pathway but useful for other purposes that would build towards their 
employment goals. This could be as an overall development and employability within 
an industry as in the first comment, or as enhancing access to a nominated field of 
study as per the second comment 

Student: The course is great for me as I get hands-on experience in the hotel 
which will help me when I go to Uni to do hotel management. I will know about 
the industry and that helps. I will also be able to get a job in the industry while I 
am at uni as I have experience. That will help me more with my studies while I 
am in uni coz I’ll be able to link what I am learning at uni with what I do when I 
am at work. I am sure that that will help me get a good job at the end of my 
studies. 

Student: Well actually I have got direct entry into TAFE next year. I am doing a 
double diploma of hospitality and even management and that will go into a 
Bachelor of Hotel Management at Griffith. 

Teachers’ views on benefits for students 
Teachers (and employers) noted the considerable turnaround in some students in their 
attitudes towards schooling, authority, uniforms as a consequence of participating in 
the transition programs. 
Bringing examples of work into school to make the learning more authentic: 

Teacher: I’ve had a few that had real difficulty in the classroom. They were 
getting LA’s that ended up getting SA pluses after the traineeship. They then 
ended up being the person that the teacher asked to talk about what happened in 
the workplace - can you bring those examples back into your maths class so that 
we can understand that what were doing here on the blackboard is real. That was 
very beneficial. That’s especially in the construction industry. 
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Providing increased and authentic learning experiences 
Teacher: I think the benefits are basically just to get them out there so that 
they’re experiencing more than just school life. I think it’s very important for not 
only the kids who want to head down that way of work, but also the kids doing 
even OP subjects. They still need that experience of getting out there to find out 
what it’s like out there in the real world and the workforce. A lot of great skills 
that they just don’t get at school. 

 
Gaining maturity about learning and life 

Teacher: Some of the students who have been wasting time here at school start 
to learn the relevance of what they’re learning at school. Often they can see once 
they start doing their TAFE and whatever, they mature. A good proportion of the 
students, I feel, mature, because we sort of stress that they are in the real world 
now, and they have to take responsibility for their own learning, but we’re not 
going to be chasing them up. 

 
Changing dispositions to learning and success: 

Teacher: I have had students who were not engaged in school, sat at the back 
and mucked around. Once they’re in work, they can see why they need to learn 
things, they move to the front of the class, try harder and move up in their 
grades. One boy once told his mates to shut up as he needed to learn this maths 
so he could pass the subject or he would not get his apprenticeship. There is a 
huge turnaround in most of the students. 

Employers’ view of benefits for students 
Employers had similar views to the teachers and could recount similar stories in terms 
of success, re-engaging with school and learning, feeling good about themselves and 
so on. 
Relevance: Being able to link school work and work place examples and learning. 

Employer: [One of the advantages is that] “They can relate their school work to 
being in the work force, especially things like maths. They think why do I have 
to learn that, and they can relate it. I think Garry says more often that not, their 
school marks improve when they can see the relevance to what they do at school 
to work” (Marine Industry) 

Developing Career Pathways 
Employer: We can’t get plumbers and we can’t get carpenters, so if we can train 
up younger people to go into these trades, then it’s going to benefit the business 
in the long run. What we then do, is we’ve just kept on two of our carpentry 
apprentices that turned full-time and they have now gone into permanent 
carpentry positions. There is a chance in this company, if you knuckle down and 
you get through your apprenticeship and prove to be a good worker that you can 
actually lead to full-time employment. (Construction Industry) 

 

Benefits for Schools and Industry 
While there are considerable benefits to students, participants were also asked what 
they saw as the benefits to other stakeholders. Of most importance and having some 
validity is the reports of people who are based in their sites. Teachers were able to 
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offer first hand accounts of benefits to the schools while industry representatives were 
similarly able to identify particular benefits to their organisations. These are 
discussed. 

Benefits for Schools 
Teachers were able to provide accounts of how the transition programs offered 
benefits to the schools. The provision of funding enabled schools to undertake the 
transition programs but it was not seen to be adequate for the amount of work 
generated.  
 n  n 
Improvement in student attitude 9 Funding  8 
Links with the community 5 Provides opportunities for students 3 
Good PR 3 Better retention rates 3 
Keeps students engaged 2 Other 2 

Table 6.2: Teachers views about benefits to schools 
 
What was commonly heard in this phase and subsequent phases of the research was 
the changes in student behaviour as they undertook the transition programs. 

Teacher: We’ve found that as a result of doing them, their schoolwork often 
improves as far as their reliability and they seem a lot keener to be at school. I 
don’t know whether it’s because they’ve dropped one day out in a lot of cases, 
That leaves only four days in the week, but it’s had a really positive effect on 
their schooling. It’s been useful for us for students that are struggling with school 
to find them some alternative avenue. We’ve found that very helpful, and the 
parents are very supportive of it. 

Teacher: Besides the accreditation side of it, I think the social aspect of work is 
a big one, it sort of leans a lot towards maturity. We find that kids that are 
involved with traineeships, while they’re in their processes here at school, 
they’re much more focussed. They seem to be a little bit more mature because 
they’re working with not actually peers but people older than them which tends 
to turn their thoughts around a little bit. 

Teacher: From my perspective the benefits are is it provides that link between 
the college and industry and workplaces outside and it gives a good opportunity 
for there to be communication between the two. From a promotional point of 
view, it’s an excellent exercise both ways. 

Benefits to Employers 
Employers’ views on the benefits to industry can be summarised in the Table 6.3 
below:  
 
 
 
 
 
 n  n 
An extra pair of hands 19 Train to suit the company 19 
Trial future employees 13 Helping young people 9 
None 7 Money-related 5 
Know the job 3 Not a long-term commitment 3 
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Loyalty 2 Fresh Attitude 2 
Good for other staff 2 Have to train staff 2 
Good PR for company 1 Other 4 

Table 6.3 Employers’ views on benefits to industry 
Comments offered by employers illustrate aspects of this table. 
Training for industry needs 

 Employer: When we’re looking at using them as employees, we can mould 
them to the way that we want them, so there are no bad habits. The habits that we 
are teaching them are the ones that we want them to have. (IT Industry) 

Having extra workers that supported workplace activity. 
Employer: Apart from the fact that I actually get a bit out of the fact that helping 
young kids, which I’m pretty happy about doing,, the pure business side of things 
means that we get an extra hand. I mean obviously for the first few weeks we 
need to train them before they’re any kind of use for us, but once they get 
reasonably efficient at their job, you know, we have an extra helping 
hand.(Automotive Industry) 

Being able to pick the best students for the workplace: 
Employer: You get the best kids; you get the pick of the bunch really. We get a 
head start, to pick the kids, that’s the advantage to us. At the end of year 12, our 
retention’s good, because they stay on. That means we have to recruit more, we 
don’t have to go through the lottery again of taking someone on and then sacking 
them, or losing them after three months or whatever. They’re already here and 
ready to go. (Marine Industry) 

Issues for Stakeholders 
In presenting this aspect of the research, it is noted that students reported issues 
around work transitions but most frequently in the context of the third person rather 
than reporting any personal difficulties. As can be seen in Table 6.4 that follows, the 
student data has a considerable number of ‘no problem’ responses. This is a reflection 
of this finding. 

Student: I haven’t found it difficult because I’ve, I think, I’m not sure because, I 
think it depends on what OP you’re going for. If you’re going for an OP 1, then 
it would be extremely difficult. But anything between probably an 8 and I don’t 
know, a 12 or something, it’s not that hard, especially if you start young, and 
especially if you just keep working at it. Like you kind of put your work and 
your school first before you socialise and that normally works out all right. 

For Students 
For students, there was a strong reporting of potential workload issues. As this was 
the category where students did not so much report their experiences but 
hypothetically or in the third person, it would appear that there is a perception that 
workloads may increase but this is not the experience of many of the participants. 
 
There was a sense of frustration at the organization around work experiences – both at 
the school level and industry levels. 
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For Employers 
For employers, there was a sense of frustration having to work with the systems 
imposed by education systems. Some companies dealt with a range of schools and 
expressed a sense of frustration with the different rules and expectations of schools. 
This often made it difficult to work with a large number of schools. 

For Schools 
The key issue for schools seemed to cluster around issues related to the management 
of the programs within schools. This included issues related to timetabling, 
monitoring student progress, liaising with industry, seeking placements and managing 
staff within the school. This was further exacerbated by the perception of the low 
status of vocational education in schools.  
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    Students n Employers n Teachers
Workplace 19 Schools see only school 

perspective 
2   With employers 18

School is disorganised 2   With RTOs/Training 7 
Teachers    6   
Transport    11 Transport 2 Transport 8
      
Workload 58 Students not interested in work 16 Students catching up on content missed 6 
Modules 16 No work ethic/unreliable 12 Helping students catch up 4 
Training 12 Don’t stay on after completion  3 Monitoring attendance 3
Completing the extra hours 5 Attitude of students 13 Not enough time to organise 6 
  Not focussed on job 6 Status in schools – 2nd rate 6 
Don’t learn enough 9 Presentation 4 School timetables 6 
RTOs 7 Youth Issues 4 Students missing classes 11 
Working hours 6 Lack motivation 4 Getting results in time for senior 

certificate 
2 

Not enough work  5 Don’t listen 2 Teacher resistance 4 
Exploitation by employer 2   Finding employers 4 
Do “crap” jobs 2 Time involved in SBAAs 13   
  Training issues 4 Exploitation of students 5 
Lack of communication 2 Lack of communication 2 Entices students away from school 2 
Time management 6 Money-related 2 One day not enough for employers 2 
Personal 5   Time management for students 3 
Injuries    2   
Pushed into it 2     
Other      2 Other 10 Other 7
None 43 None  13 No problems  1 

Table 6. 4: Issues for Stakeholders 

 

Inquiry into school to work transition
Submission 64



Support for STW transition programs in schools 
Across the Queensland schools, various innovations have been adopted to enable the 
implementation of work placements. These varied considerably across the schools. 
Innovations included: 
 

• Commencing school day early and finishing at 1 so students can undertake 
‘after school’ work 

• Implementing a 4-day week so that one day is free for work placements (or 
study) 

• Conducting extra classes in nominated areas (usually English and 
Mathematics) for students who will miss classes while out on work 
placements. These are conducted early in the mornings.  

• Development of Centres of Excellence that specialised in a particular skill set 
(engineering and IT are currently established with construction planned for the 
future). These provide structured workplace learning which is conducted on 
site to provide authenticity in learning, 

• Changes to teacher workloads and timetables to enable the teachers to work 
very flexible hours to cater for these changes. 

 
It is noted that when the rural case study was undertaken, Victorian schools had 
adopted a range of flexible schooling hours similar to those in Queensland to enable 
students to take one day in work placements. However, NSW teachers were 
considerable constraints on their timetables that did not enable them the flexibility of 
their interstate peers.  
 
While schools varied in how they organised timetables and other structures within 
their schools, it was important also to ascertain what support was offered to students. 
This information was sought through the question “What kind of support does the 
school offer for students in traineeships and apprenticeships?” The responses to this 
question can be broken into Table 4.4 (below) 
 
 n  n 
Monitoring students 18 Flexible with Timetable 16 
Ancillary staff 15 Liaison officer 15 
Resources 8 Teachers 5 
Set up SBAA 5 Release time 3 
Administrative help 3 Other 5 

Table 6.5 Support offered in schools to support SBAAs 
 

Status of Workplace Learning 
Overall, there was a strong commitment to transition programs among some sectors of 
schooling. However, it was a consistent finding throughout all phases and sites in the 
study that there is a low perception held among some sectors of the education 
community towards vocational education. While those who participated in the study 
were actively involved in working with students and industry, they reported that their 
status in the schools was often secondary to the academic streams. Many of the 
participants reported that the area was under-resourced, and not afforded status within 
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the school community, seen to be a site for dealing with “non academic” or “problem 
students”.  
There was considerable goodwill generated by those teachers involved in the 
placement of young people in workplaces. Often they were involved in activities in 
out-of-school hours to ensure linking with industry. However, they reported that they 
felt the hours and commitment needed and given to working in this area was not 
recognised by most of their peers.  
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7. Phase 2: Case Studies 
 
To better understand the ways in which companies enacted the SBAAs, detailed case 
studies were undertaken across 10 sites. The sites were selected to represent a range of 
industry types and the size of those industries. Depending on the size of the company, 
the number of people interviewed varied. In small companies (3+), all staff were 
included in the data collection. In contrast, large organizations (>100) involved 
interviews with key staff – students, supervising staff, HR staff, training staff, and 
management.  
In presenting the following short synopsis of each case study, we have focused on the 
benefits to the particular company. Participants were asked a range of questions as to 
the benefits, costs, structure of the workplace transition. It is not possible to do justice 
to the depth of each case study in this report. Each case is designed to provide a sense 
of the company, the ways in which selection and training were undertaken, and what 
benefits the company gained from participating in these schemes. The main target in 
this section is to provide exemplars of quality practice for other companies to see the 
possibilities of organising workplaces to cater for transitions between school and 
work. 
In presenting these case studies, we are pleased to note that each company has agreed 
to have their name associated with the report. The companies were selected on the 
basis of being quality providers of work experiences for school students. This 
selection was intentional so that the study could identify those aspects of selection and 
training that supported the transition from school to work. The data collected across 
all sites supported the initial selection assumption. 
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Absolutely Soft 
Absolutely Soft was established in 1999 with the inspiration to see more women in 
the Information and Communication Technology (ICT) industry. The company is an 
owner-operated business and has since expanded to three companies. Absolutely Soft 
focuses on the administrative, bookkeeping and information technology needs of 
businesses, providing managed information systems. The company aims to help 
businesses grow by providing well managed information systems.  
The owner is an avid supporter of encouraging women to enter the ICT industry and 
has been involved in numerous initiatives to introduce young women to this industry. 
She co-founded eWomen, an organisation which promotes the expansion of women in 
the industry. This brought about “The Journey”, a program designed to introduce 
female high school students to the ICT Industry. 
The company began employing school-based trainees in 2002, and has employed 
three trainees since then, one in Information Technology, the other two in Business 
Administration. Two of these employees went on to permanent employment, while 
the third remains in a school-based traineeship. Their first school-based trainee won 

the regional (Gold Coast) 
“School-based Apprentice or 
Trainee of the Year” award in 
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2004. All staff undergo 
regular training sessions, both 
on and off the job, due to the 
rapid changes occurring in the 
ICT industry. Weekly 

meetings are also held to ensure all staff members are up-to-date on advances in the 
industry. 
Four interviews were conducted at Absolutely Soft, with both of the owners, the 
current school-based trainee (Business Administration) and one of the graduates of the 
school-based program (Information Technology). 

Recruitment Process 
Absolutely Soft advertises for school-based trainees when a position arises within the 
company, which is usually every year due to the rapid expansion of the company. The 
owner also maintains relationships with teachers in order to ensure positions are 
promoted at schools. Students are required to apply as with any position by sending 
their resume into the company. Applicants are short-listed for interview, with the best 
applicant appointed. The director specifically looks for students with initiative, as she 
sees this as an essential quality for success in both the ICT industry and a school-
based Australian apprenticeship. 
On commencing, students undergo an informal induction process, where they are 
shown around the workplace, instructed in telephone use and given a computer log-in. 
They also discuss the formalities of both the position and the school-based Australian 
apprenticeship, including the probation period, and the formal documents are signed. 
Students are assigned a mentor, usually the office manager, who assists in all aspects 
of their training. 
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Training Process 
The training received by school-based trainees at Absolutely Soft depends on the type 
traineeship undertaken. Students completing traineeships in Information Technology 
are trained specifically in computers - everything from building computers and 
software support, to dealing with customers. Students who undertake a traineeship in 
Business Administration are taught how to use programs on the computer, such as 
Microsoft excel and word, as well as the daily requirements of running a business. 
Off-the-job training is relatively flexible for students at Absolutely Soft. Students are 
able to dictate the regularity of their training depending on how quickly they wish to 
progress through the traineeship, and how much spare time they have to work on the 
modules. Students can also change the frequency of delivery as required, for example, 
if they have more time available, they can increase the frequency in which their 
trainer visits, and then decrease it if their workload becomes too onerous.  

Benefits of the Program for Employers 
Respondents were asked to discuss the benefits they saw for the company as a result 
of employing students in school-based Australian apprenticeships. As Absolutely Soft 
is a small company, only four interviews were conducted at Absolutely Soft, however 
this represented the entire company at the time.  
All staff at Absolutely Soft felt that training employees to suit the company ethics and 
values, as well as having an extra pair of hands to get the job done were the main 
benefits for the company in taking on a school-based trainee. Below are examples of 
comments indicating these rewards 

Director: It’s good for the company as well because you can always use or often 
use an extra set of hands to you know give some responsibilities to 

Former SBAA: Pretty much we have no skills when we walk in. Well we have 
skills, but she can mould us to whatever fits this business, whereas you know 
someone else comes in, they’ve already got a set of skills. They’re not prepared 
to learn anything else. So they’re coming in with the skills that they want, they 
have to adapt but they just don’t want to. When it’s someone that comes straight 
off the first job, they can just mould, and they can understand and be taught new 
things easily.  

The founder indicated her intention to keep school-based trainees as permanent 
employees after they graduate from their schooling and grow them to suit the 
company, as well as grow the company to suit the individual’s skills and abilities. 
This shows the founder sees the program as an excellent method of recruiting 
employees and growing her business. Other benefits for the company also included 
the ‘feel good’ side of employing a young person and giving them a chance at a career 
and success. 

Founder: We get personal benefit of being proud of them, enjoying their 
company and all that kind of stuff, but I see it as especially like, not so much for 
small business, but for big business, I see it as a way of keeping a trained 
workforce, definitely. 

The founder of the company sees SBAAs not only as a way of keeping her business 
supplied with adequately skilled workers, but also as a way of addressing the current 
skill shortage across Australia and maintaining a skilled workforce. It is this attitude 
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towards the program that enables it to be a successful pathway for young people into 
the workforce. 
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Boss Homes 
Boss Homes is part of a conglomerate of companies, including Edge Homes, Boss 
Institute of Advanced Technology, and Boss Homes; all governed by Boss 
Developments. The company also manages the Home Display Centre at Burleigh 
Heads on the Gold Coast, and is currently developing RenoBoss a specialist home 
renovation division. The owner/director of the company is a qualified builder as well 
as a teacher. The company aims to build environmentally sustainable homes, utilising 
natural heating and cooling, with a contemporary style. In conjunction with the Gold 
Coast Institute of TAFE, the Boss Institute currently trains around 25 apprentices per 
year, with aspirations to train 80. 
The Boss Institute has a unique relationship with 2 
local state high schools, where a select group of year 
11 and 12 students remain enrolled in school, but 
attend full-time at the Boss Institute. The aim of the 
program is to provide pathways for young people 
directly into full-time apprenticeships. This number 
will increase in both number of schools involved and 
the number of students. Boss Homes won the 
Queensland Training Awards Medium Employer of 
the year in 2004 and Gold Coast employer of the year 
in 2005. They have also received numerous awards 
for home designs since 2003.  
Five interviews were conducted at The Boss Institute 
with the owner of the company, a supervisor/trainer, 
one school-based apprentice (construction) and one school-based trainee (business 
administration) as well as a graduate of the program (construction). 

Recruitment Process 
There are two types of SBAAs undertaken at Boss Homes; apprenticeships in the 
construction trades and traineeships in business administration. These two types have 
different recruitment processes. Construction SBAAs are recruited through the Boss 
Challenge, an annual event where year 11 students compete to build a designated item 
to specific design plans, such as a table, in a set time. The item is judged by a panel, 
with the top scoring student offered a school-based apprenticeship at Boss Homes. 
For students wishing to undertake a school-based Australian apprenticeship in 
Business Administration, the selection process is done through partnerships with local 
schools. Boss Homes are attached to a number of local schools who supply them with 
work experience students and potential SBAAs. Boss makes local schools aware of 
positions available for an SBAA, and schools recommend suitable students for the 
position. To ensure all parties will be satisfied with the arrangement, the student 
completes two weeks of work experience prior to commencing the SBAA. 
During the two weeks full-time work experience, the company ensures that 
incumbents are well-inducted into the company, and provide students with a uniform 
designed by the surf label ‘Billabong’. 
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Training Process 
There are two forms of training offered 
during school-based Australian 
apprenticeships at Boss; on-the job and off-
the-job training. Students undertaking an 
SBAA in a trade area are assigned a 
tradesman to shadow during their day on-the-
job. The qualified tradesmen will instruct 
them on how to do certain tasks, and then 
supervise while they carry out the set task. 
Apprentices are constantly assessed to ensure 
they are at the appropriate skill level and 

progressing at a suitable rate. The Boss Institute prides itself on ensuring apprentices 
get adequate training in all aspects of building houses.  
Students undertaking an SBAA in Business Administration learn as they go on-the-
job. They are initially shown how to do a task, and then left to do their tasks. If they 
require help as they go, then more senior staff will assist them. They put into practice 
the skills learnt during their off-the-job training at a local Registered Training 
Organisation (RTO). 
At the time of interviews, Boss Homes were in the process of establishing themselves 
as a Registered Training Organisation (RTO). Some apprentices currently use this 
system however many SBAAs do their certificate training through the local TAFE 
college. SBAAs in the trade areas attend the TAFE College once a fortnight, while an 
RTO conducts the training for Business Administration SBAAs onsite at Boss Homes. 
As with many sites, the regularity of training depends on the student, and how much 
time they are able to commit to the modules. For students who wish to get through 
them faster, the RTO representative comes more frequently, whereas if the student 
had a higher load elsewhere, the trainer comes less often.  

Benefits of the Program for Employers 
While the sample of respondents at Boss was relatively small, the benefits reported 
were numerous, and similar to those reported in larger companies, such as Sea World 
Resort and The Riviera Group. 
The most commonly reported benefits for the company in taking on school-based 
Australian apprentices were the ability to train them to suit the needs and ethics of the 
company; that the students were considered good workers; and that having SBAAs 
assists in the creation of a learning environment within the company.  
The program was seen as a method of recruiting suitable staff for the future who knew 
their job when they progressed to full-time permanent employment. Other benefits 
identified included the vibrancy brought to the workplace by young people; the good 
PR in the community for the company; and that it was a good for the future of the 
company. The company also benefited in terms of financial incentive from the 
government reducing the burden of training costs. 

Director: I think there’s probably three things, one’s just very a simple thing in 
life, the vitality of young people being around, I think its too easy, too many 
people criticise young people and forget we were all young once, I think they’re 
fantastic 
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Director: Of course the final one is the future of the company. We’ve graduated 
our first carpenter now as a junior foreman, he will graduate at the end of this 
year to junior supervisor, and so we’re saying that tomorrow’s supervisors will 
be our carpenters that are establishing themselves now 

This case study of Boss Homes has shown the excellence that can be achieved when 
employers use the school-based Australian apprenticeship programs to recruit 
permanent, full-time employees. Boss Homes has established a learning and training 
culture within the company that aids in fostering the development and success of 
school-based Australian apprenticeships. The recruitment processes ensures that 
students entering the industry are keen to be involved in the building trade and lessens 
the likelihood of dropouts. Boss Homes is an excellent model for other companies to 
use in the development and implementation of a school-based Australian 
apprenticeship program. 

 - 39 - 

Inquiry into school to work transition
Submission 64



 
Gold Coast City Council 

The Gold Coast has been one of the fastest growing cities in the country for more than 
four decades. It is the sixth largest city in Australia, with the Gold Coast City Council 
(GCCC) is the second largest local government based on resident population. Its 
boundaries extend from Beenleigh in the north to Tallebudgera Valley and 
Coolangatta in the south. The council also governs Moreton Bay and South 
Stradbroke Island. The Gold Coast comprises 1402 square kilometres, with 70 
kilometres of coastline. The GCCC aims to create a city that is recognised for its 
diversity, lifestyle, economy and unique environment.  
Lifelong learning is a core objective of the economic development goals of the 
GCCC, as they see this as a key determinant of success in the region. The educational 
priorities for the city include creating strong linkages between industry and education; 
to provide a wide range of lifelong learning opportunities; focus on the transition from 
school-to-work; and develop training to promote youth employment. The education 
industry on the Gold Coast is one of the fastest growing, and has grown at around 8% 
per annum, compared with 2% pa across Queensland. Education and Training is one 
of the eight key target industries on the Gold Coast, which also includes Creative 
Industries; Environment; Food and Beverage; Health and Medical; Information & 
Communication Technology (ICT), Marine Industry; and Sport. 
Eight interviews were conducted at various sites with the Gold Coast City Council. 
Two members of the Human Resources department as well as a gradate trainee 
(business admin) were interviewed at Council Chambers, a supervisor and trainee 
were interviewed at a local library (library services), as well as a supervisor, graduate 
and school-based apprentice at a local depot (diesel fitters/mechanics).  

Recruitment Process 
Due to changes in funding processes whereby the amount of trainees the council is 
entitled to is determined by the amount of school-based trainees or apprentices they 
take on, the council has concentrated efforts on the promotion and recruitment of 
school-based new apprenticeships. The Human Resource department actively 
promotes the program to all the various departments, branches, supervisors and 
managers within the council in order to obtain increased interest in the program. 
The recruitment process used at GCCC for school-based Australian apprentices varies 
depending on the position and department requiring an SBAA. Supervisors are 
required to place an advertisement with HR if they wish to take on an SBAA within 
their department. Positions are advertised to local high schools through employment 
agencies and interested students are then required to submit an application. The 
application process requires students to address selection criteria, as this is council 
policy across the board; however, this process was under review at the time of 
interviews due to the complexity of the process for inexperienced young applicants. 
Young people who apply for a position as a school-based apprentice, such as diesel 
fitting, are required to complete a period of work experience prior to being offered the 
SBAA. Often, the employer will trial a few young people for work experience then 
sign the best applicant on to a school-based Australian apprenticeship contract. This 
process not only enables the council to ensure they are getting the right person for the 
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job, but also ensures the young person enjoys the position, as the Council intend to 
continue the SBAA on to full-time employment and completion of the apprenticeship 
following completion of year 12. 

Training Process 
As with all school-based Australian apprenticeships, GCCC provides both off and on-
the-job training. These training processes vary depending on the position occupied 
and type of SBAA being undertaken, for example, the training process of an 
apprentice Diesel Fitter is somewhat different to those of a trainee in Library Services.  
On-the-job training in any position at GCCC involves learning as you go, as directed 
by the student’s supervisor/s. In some cases, students are shown how to do the tasks, 
then expected to complete them, while in other cases they observe tasks being 
completed, and are then assisted in completing the various tasks as they progress 
through their SBAA. GCCC ensures that supervisors are aware of the lower skill level 
of SBAAs, and try to provide a sympathetic, understanding and nurturing 
environment, where students can learn new skills as well as make a contribution to the 
workplace. 
The off-the-job training component at Gold Coast City Council involves completion 
of modules through the nominated RTO. Depending on the position, students either 
attend the RTO, or alternatively the RTO visited the student either in their workplace 
or at their school. In the case of students completing a SBAA in Diesel Fitting, their 
supervisor has to sign off on their modules and assess them as either competent or not 
yet competent in the required skill areas.  
Students completing traditional apprenticeships are required to attend two days a 
week – one day with their RTO once a week, and one day at the workplace. When the 
student goes full-time they then attend the RTO in 6-week block periods. Students 
completing a traineeship in Library Services are provided with the modules to 
complete at home in their own time, and are able to discuss any problems with their 
supervisor or contact the RTO via telephone or email. 

Benefits of the Program for Employers 
Respondents reported many benefits for employers in employing students in the 
workforce. As with many of the case studies conducted, most respondents felt that 
school-based Australian apprenticeships provided the council with an effective 
method for recruiting future staff members. This was seen as a benefit in that it 
enabled the applicants to be trialled before offering them a permanent position as well 
as instilling the values of council in potential recruits. 
Members of Human Resources indicated they felt SBAAs were not only good PR for 
the Gold Coast City Council, but also that the council was obliged to be involved. 
School-based Australian apprenticeships were seen to lift the profile of the council 
within the community and enabled young people to see the variety of career options 
available to them through the council.  

HR Officer: I guess it’s a prestige interaction as a good corporate citizen which 
we should be, that goes a long way, I mean teachers, parents, and the school kids 
themselves and I know throughout careers day kids look at local government and 
just keep walking they want to go and look at some other business, yet this is one 
way of starting to chip away at some of those perceptions as to what local 
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government’s about and usually when they actually do come in the door and 
they’re doing a school-based traineeship they start to see all different side to it, 
and that’s invaluable 

HR Officer: we’re a local government provider, we have an obligation to the 
community, we’re a service provider to the community we have a wide ranging 
corporate responsibility to ensure that the community looks to council to provide 
all the corporate ranges of services, and one of those is encouraging young 
people and providing opportunities for young people to learn different sorts of 
skills and to be part of an active community of people that do have one, a 
common purpose, and that common purpose is to provide services to the 
community 

Other benefits of the program for the council included the pleasure of having young 
people in the workplace; young people were seen to bring a different atmosphere to 
the workplace that was enjoyed by many staff members. The programs were also seen 
to be good for the future direction of the council as well as enabling the workplace to 
have an extra pair of hands on the job. All these benefits made school-based 
Australian apprenticeships an attractive option to GCCC as an employer. 
Furthermore, the ability for students to roll over into full-time employment makes the 
program a success within Council. 
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Hyatt Regency Sanctuary Cove 
The Hyatt has been operating since 1957, when the first hotel was opened in Los 
Angeles. In 1969, the company became international after opening the Hyatt Regency 
Hong Kong. There are currently 215 Hyatt hotels and resorts in 43 countries around 
the world, specialising in deluxe and luxury facilities for both business and leisure. 
The Hyatt claims to have made a significant contribution in revitalising cities through 
spurring business as well as population growth. Their plans to build more hotels 
worldwide are estimated to create 20,000 jobs worldwide. 
The Hyatt believes their staff makes the Hyatt experience exceptional, and therefore 
the company strives to provide staff with career pathways rather than simply 
employment. The goal of the company is to attract and retain a workforce motivated 
to provide excellent customer service. Because of their commitment to creating a 
long-term career path, the Hyatt has invested in training school-based trainees in the 
hospitality area. The Hyatt Regency at Sanctuary Cove is set on one of the Gold 
Coast’s most exclusive resorts. It is located within a few minutes walk from Sanctuary 
Cove’s Marine Village and marina.  
Twelve interviews were conducted at the Hyatt Regency. This included one member 
of Human Resources, 8 trainers/supervisors and 3 school-based trainees (2 in business 
administration, 1 in hospitality operations). 

Recruitment Process 
The Hyatt recruits School-based Australian Apprentices in Business Administration 
and Hospitality Operations as well as apprentice chefs. They commence the process 
through SCISCO, who advertise positions to local high schools. Interested students, 
teachers and parents are able to gain more information by attending an information 
night held prior to closing of applications. Students who wish to apply for an SBAA at 
the Hyatt are required to submit a resume and attend an interview with Human 
Resources. All applicants are offered an interview; those who are short-listed are 
required to attend a second interview. Students who appear to be suitable have their 
references checked before being offered a position. 
After students are offered a position with the Hyatt they are given a full-day induction 
into the hotel, including the company background, occupational health and safety and 
information relevant to SBAAs. Students are also given inductions in each department 
they work in prior to commencing in that department. 

Training Process 
As with these programs, The Hyatt provides both on- and off-the-job training to 
school-based employees. The on-the-job training component involves learning as you 
go, commencing with observations, then instruction on how to carry out certain tasks. 
Students are then expected to perform the tasks, in a supported environment. Students 
who work in food and beverage are ‘buddied’ with a more senior team member who 
assists in the learning on the job. Students are able to gain valuable experience in a 
variety of areas across the hotel, the various restaurants and departments. Often, 
SBAAs will be given a task list to complete during the day in the workplace, 
depending on their role in the hotel. For students undertaking a chef apprenticeship, 
they commence with knife skills, in order to be competent and confident with a knife, 
then progress from stocks, soups to build a knowledge base of the profession. 
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Supervisors keep a record of the training SBAAs have received to ensure all the 
competencies are achieved. Students attend one day per week, except over the school 
holidays when they are required to come in for a full week to ensure the time 
requirements are fulfilled. 
Off-the-job training is generally conducted through Bremer Institute of TAFE. A 
trainer/TAFE representative comes in on a regular basis to go through modules, and 
assignments with students as well as conduct exams. Generally students undertake the 
off-the-job component of their traineeship once a month. The department heads will 
usually run through the modules with trainees to ensure that students are doing all the 
off-the-job training components on-the-job as well to assure continuity in their 
training. 

Benefits of the Program for Employers 
Interviews with representatives of the company including school-based new 
apprentices, trainers, supervisors, and Human Resources revealed that the major 
benefits for the Hyatt were the ability of the SBAA to ease the workload of other staff 
members, as well as the potential to use the program as a recruitment method for 
future staff. The following comments indicate how staff saw these benefits affecting 
the company. 

HR Officer: Well I see mainly benefits for the departments actually, especially 
if they’re sort of busy departments. Just having that extra bit of help on hand. I 
mean once you get over the initial stage of doing all the training and everything 
else, and they know what to do, then you just let them go with minimal 
supervision. 

Supervisor: It’s just that extra staff basically, so if there’s anything that were 
behind on, they can just come in and pick up, cause you know, they learn pretty 
much everything in the office, so they can fill in whatever’s needed … if there’s 
a placement, that can be filled after the twelve months you know, we can 
consider them to fill that role. 

Supervisor: Basically just you know, realise that they’re not just you know an 
extra pair of hands, but they are the future as well. Because you are bringing 
them in, you want to mould them, to train them up. I mean the potential’s there 
for them to move in higher down the ranks. 

Another major benefit considered for the company was the ability to train young 
people to suit the company’s standards, values and work ethics. This in turn led to a 
career path for students who were suited to the hospitality industry, and therefore 
provided a recruitment tool for the company. 
Altruism was also considered a benefit in taking on school-based Australian 
apprentices, in so far as providing students with opportunities they may not have 
otherwise had, as well as the pleasure gained from watching young people grow and 
develop. 
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SCISCO Career Pathways  
Since 1996, SCISCO Career Pathways has been operation as a non-profit organisation 
on the Gold Coast to enhance the employment, education and training outcomes for 
young people aged 13 to 19 years. SCISCO was established as a one-man operation 
by local independent schools on the Gold Coast to coordinate their VET in Schools 
programs. They are now funded by the Department of Education, Science and 
Training (DEST), and employ a team of 24 staff with the goal of providing support to 
young people in schools to assist them to achieve their career goals.  
SCISCO Career Pathways is committed to offering programs designed to provide 
support and guidance for young people, including school-based Australian 
apprenticeships and workplace learning across all industry areas. Other programs 
offered by SCISCO include Youth Pathways, Career and Transition Support Program, 
PLAN-IT Youth Mentoring, Adopt-a-School as well as a recruitment service for 
employers. Some of these programs are designed specifically for at-risk youth and 
those experiencing numerous obstacles, while others are designed for the entire school 
population. SCISCO provides advice for youth, their parents, careers advisors in 
schools and employers. Their programs are provided at low to no cost due to the 
demographic SCISCO caters for. The company has strong links with 30 high schools 
as well as numerous employers across various industries on the Gold Coast. SCISCO 
has assisted over 7000 young people to prepare for their careers. 
Five interviews were conducted at SCISCO with the manager, three 
supervisors/trainers and two graduates of the school-based Australian apprenticeship 
programme (both in Business Administration). 

Recruitment Process 
SCISCO Career Pathways commence their recruitment 
process by advertising the available position to local schools 
on the Gold Coast. Applicants are then required to send in 
their resume, from which SCISCO produces a shortlist to be 
interviewed. The company usually aims to interview a 
minimum of three applicants, of which two come in for a day 
of paid work experience as a trial. This not only allows the 
company to screen the applicants, but allows the young 
person to determine their interest in and suitability for the 
position. Reference checks are conducted, and the most 
suitable applicant is then offered the school-based 
traineeship. Management, staff and former school-based 
employees all reported that these processes were highly effecti
suitable person for the position.  

Training Process 
SCISCO Career Pathways only take on trainees in Business Ad
all training is relevant to that field. As with all school-based 
both on and off-the-job training components.  
The on-the-job training component involves training conduct
mostly supported by a buddy system. School-based trainees ar
receptionist at SCISCO, who provides instruction in the admini
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side of the business, while the trainee provides assistance to the receptionist. Once 
they become familiar with the company, the trainees are often given tasks in other 
areas of the office. Other staff support the trainee to ensure the student is coping well 
with their modules and workload.  
Off-the-job involves the training is provided by the selected RTO, which varies 
depending on the individual training contract. The choice of RTO often depends on 
whether the desired RTO has any user choice funding available to take on another 
trainee. A representative from the RTO comes on-site approximately once a month. 
The frequency of visits can be changed on request of the trainees, depending on how 
they are progressing through the modules. In some cases the trainer goes through the 
modules, in other cases the student completes the modules independently and can 
contact the RTO for queries or problems.  

Benefits of the Program for Employers 
While the sample of respondents at SCISCO was relatively small when compared 
with the sample at larger companies, the benefits reported align with those reported in 
larger companies, such as Sea World Resort and The Riviera Group. 
As was frequently reported throughout the case studies of employers, the ability to 
screen potential future staff members was seen as a large benefit for employers taking 
on an SBAA. 

Manager: The other benefit is that when they leave school we can have them as 
a full-time employee. So it’s good for long-term employment  

Supervisor: They’re being able to train them the way they want them trained, so 
they fit in with their business, and so that they, if they’re wanting to have you 
know, the longevity, or take them on, or transition them in to full time, they’ve 
had a really good grounding, when they finally do take them on, say in the full-
time capacity. 

Another commonly reported benefit was in having young people present in the office. 
This was seen to be beneficial in a variety of ways; firstly as SCISCO primary 
clientele is young people, school-based trainees were valuable in keeping older staff 
members in touch with that age group and ensuring good relationships with clients. 
Secondly, young people were seen to bring a ‘breath of fresh air’ into the office in 
terms of vibrancy and youthful spirit. 
Having an extra pair of hands around the office; the ability to train youth to suit the 
company’s ethics and methods; and to show schools and other employers they are 
willing to take on the exact thing they are promoting were seen as added benefits for 
the company in employing students through this scheme. 
While SCISCO could not guarantee employment to students after completion of their 
school-based component due to the nature of their funding, in every case they have 
been able to provide some form of on-going employment should the student want it.  
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Sea World Resort 
Sea World Resort (SWR) is an 
international hotel with its own 
training school. The resort has been 
a leading international hotel on the 
Gold Coast since it opened in 1988. 
For 12 of its 18 years, Sea World 
Resort has consistently delivered the 
highest hotel occupancy figures on 
the Gold Coast. The resort comprises 
405 luxury rooms in a low-rise, 
tropical garden setting, with private beach access, and is a short walk to Surfers 
Paradise beaches. The resort houses four restaurants and offers conference and 
wedding packages. The resort currently has a team of 350 staff, including 100 
apprentices and trainees. 
SWR has been a Registered Training Organisation since 1998 and offers school-based 
traineeships (both Certificate II and III) in Hospitality (Operations) as well as a 
Certificate III in Hospitality (Commercial Cookery). They also run the HOTEL 
school, a three day-two night program providing out-of-town students with an 
experience in all facets of an international resort. The program includes overnight 
accommodation, meals, evening entertainment and training. Participants complete 
level one on their first trip, and can complete level two on a return trip if desired. 
Teachers are able to participate in a four-day residential professional development 
program designed to provide teachers with experience and accredited training as well 
as a two-day industry placement program to enable experience in the contemporary 

hospitality industry. Students who 
complete an SBAA at Sea World Resort 
are also given other incentives such as 
passes to the associated theme parks, an 
overnight accommodation package, and 
discounts in the affiliated restaurants. 
The resort encourages Indigenous 
students to participate in the training 
options on offer, and employ an 
Indigenous SBAA coordinator to manage 
such programs. 

Sea World Resort is the first hotel in Queensland to have been awarded a place in the 
Queensland Hotel Associations Hall of Fame, in the category of best training 
initiative. In order to achieve this, the hotel must win the same award for three 
consecutive years. Sea World has won this award five out of the last six years. 
In total, 24 interviews were conducted at Sea World Resort with twelve students (two 
apprentice chefs; ten hospitality operations trainees), four graduates (two apprentice 
chefs; two hospitality operations trainees), six trainer/supervisors and two members of 
Human Resources/Management. 

Recruitment Process 
Sea World Resort advertises positions for school-based trainees in hospitality 
operations and commercial cookery annually to local high schools on the Gold Coast 
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as well as selected schools in Brisbane. The resort also offers an information evening 
where parents, students and teachers attend to obtain more information about the 
program at Sea World Resort. Students then apply for positions through their school 
or SCISCO by sending in the application form along with their resume.  
Sea World Resort then individually interview all applicants and select students for 
SBAAs using set criteria including presentation and their responses to interview 
questions. In some cases students are required to attend a second interview. 

Training Process 
For students who are involved in the Hospitality (Operations) traineeships, training at 
SWR is done as a four-part rotation. During each term, students will rotate between 
four different departments – concierge; food and beverage; housekeeping; and back of 
house. When students start in each department they get a full-day orientation where 

they are introduced to staff 
and supervisors in the 
specific department, given a 
tour and shown how the 
department works. 

 

Students who undertake a 
traineeship in Hospitality 
(Commercial Cookery) 
remain in the kitchen 
throughout their traineeship, 
and are taught the skills of 
the chef trade by the 
qualified chefs employed at 
Sea World Resort.  

Sea World Resort is an RTO, and also runs the training of SBAAs in hospitality for a 
number of other hotels/resorts on the Gold Coast. As with on-the-job training, 
students rotate to a new department each term. In each department they have a 
training weekend, which comprises two eight-hour days over the weekend where the 
theory side of the department is conducted. This involves instruction in the skills 
required and practice in an environment separate from resort guests. Students learn 
how to make coffees; set tables; carry plates; make beds; clean rooms and other such 
skills as required by the particular department. 
All students are also required to sit exams as part of their off-the-job training, and 
must pass in order to receive their Certificate level Training.  

Benefits of Program for Employers 
Interviews with representatives of the resort indicated that having an extra pair of 
hands to get the job done was seen as a major benefit to the company in employing 
school-based trainees. Due to the seasonal nature of the hospitality industry, having a 
pool of trained employees to call on during busy periods is an essential requirement, 
and the school-based Australian Apprenticeship scheme provided this pool to the 
resort. This was by far the most commonly reported benefit for the company. 

2IC: The main benefit really was extra pairs of arms and legs so that if 
housekeeping is busy, they can assist housekeeping. If banqueting is busy, they 
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can go there, so they’re an extra pool of people. That’s one thing, to cope with 
the peaks and troughs of the business. 

The other commonly reported benefits included using the program as a method of 
recruitment of staff; the resultant learning environment created through having a large 
proportion of trainees within the company; and monetary benefits, including 
incentives received through training and employing an SBAA. 

HR Officer: It’s a recruitment thing. Because we were struggling to find the 
staff, the qualified staff, so now at the end of the year we’ve just got 70 to choose 
from who are skilled and we know how they work, so its really for a recruitment 
thing  

2IC: Probably the main focus is it helps to bring in a learning culture to the 
organisation, so that even when you’re training people you’re learning from them 
as well. There’s really no one in this organisation that wouldn’t be touched by 
the school-based trainees 

Trainer: I think it keeps all the staff on their toes because you’re there as a 
demonstrator. It’s made me take this job seriously. It’s always been a bit of a 
joke job, it’s more of a lifestyle thing. You don’t earn a lot of money doing it so 
you’ve got to love it… They allow a lot of our staff to be teachers and 
demonstrators and it keeps reminding us what’s the right way to do it and it 
makes us question what we’re doing and are we doing it right. 

Other reported benefits included that the students were good workers, having youth in 
the resort was seen positively by both guests and staff, and that it enabled other staff 
to maintain standards of excellence. 
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Stoddart Metal Fabricators 
Stoddart has been operating since 1959, and is Australia’s premier metal fabricator 
and engineers. They manufacture a large range of metal products in their factory in 
Brisbane, with offices in Brisbane, Melbourne and Sydney. Stoddart employs 360 
staff across seven major product divisions. Stoddart has worked on major commercial 
kitchens including international hotels, resorts and sports stadiums. Along with the 
commercial kitchen division, there is also food service equipment; plumbing products; 
store fixtures; and refrigeration. Stoddart also manufactures kitchen exhaust systems, 
bathroom and sanitary products and external street furniture. They have supplied and 
installed products for Virgin Megastores, Meridian Hotels, DFS Duty Free Stores and 
The Sheraton to name a few. 
Stoddart is passionate about training and offer various career paths to their employees. 
They are committed to apprentice training, employing approximately 25 new 
apprentices every year, including a number of school-based apprentices. 
Apprenticeships at Stoddart tend to be in Sheet Metal Fabrication. 
In total, seven interviews were conducted at Stoddart, with two current SBAAs, 
human resources, supervisors and the Managing Director. Some of these interviews 
were conducted in person, while others were conducted by telephone. 

Recruitment Process 
The recruitment process for school-based apprentices at Stoddart is similar to the 
processes used at both The Riviera Group and Zupps. Stoddart advises Commerce 
Queensland of upcoming school-based new apprenticeship who promotes the 
positions to schools in Brisbane. Schools then encourage students to apply for the 
positions. The company holds an information evening in their showroom, which 
enables students, parents and teachers to have a look at the factory, and for Stoddart to 
promote apprenticeships within the metal trades areas. This evening also enables 
students and their parents to discover what is involved in an SBAA at Stoddart. 
Applicants are interviewed by senior staff members and human resources, to gauge 
their interest in the trade area. Their school mathematics results and shop skills are 
taken into account as well. Successful applicants are required to undertake a full-day 
induction on-site where they are given background information on the company, a 
health and safety induction, basic tool handling skills and any other relevant 
information for the school-based apprenticeship. 
Stoddart has adopted many of the principles used by The Riviera Group including 
information evenings and that school-based apprentices have a slightly different 
uniform to full-time employees in order for them to be easily identified and monitored 
in the workplace. 

Training Process 
This section will examine the processes used by Stoddart to train their school-based 
apprentices in the skills required for their trade. This section will look at both the on 
and off-the-job training provided to school-based apprentices. 

Off-the-Job Training 
Students undertaking an SBAA at Stoddart are required to undertake 6 months of off-
the-job training prior to commencing on the factory floor. They attend the local TAFE 
College for one day a week as school-based apprentice.  
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On-the-Job Training 
Leading hands instruct school-based apprentices in the skills of the trade and assign 
tasks for them to undertake during their time on the job as they would with a full-time 
apprentice. Initially, the SBAA is treated as an off-sider for the day, where they will 
observe tasks being undertaken, then attempt to undertake them. All apprentices build 
up competencies before being allowed to undertake tasks independently. Once the 
student is deemed competent in a task, they are able to undertake those tasks 
independently. Usually the student will commence with basic tasks such as cutting 
steel and progress from there. The leading hands/tradesmen are required to sign up for 
responsibility of the student’s safety, and are required to check the SBAA’s work after 
completion to ensure it meets standards. 

Benefits of the School-based New Apprenticeship Program 
In this section, the reported benefits of the School-based New Apprenticeship 
program at Stoddart will be discussed. Respondents were asked to discuss the benefits 
they saw for students and the company, and to speculate on any resulting benefits for 
high schools through provision of such programs. While the sample of respondents at 
Stoddart is relatively small, the benefits reported are similar to those reported in 
companies offering apprenticeships, such as Zupps and The Riviera Group. 

For the Company 
Interviews with representatives of the company including current school-based new 
apprentices, supervisors, human resources and the managing director revealed the 
following benefits for the company  

Benefits for the Company n 
Good workers 4 
Recruitment method 2 
Monetary Reasons 2 
Unsure 2 
Employees know job 1 
Extra pair of hands 1 
Other  2 

  Table One: Benefits reported for the company 
School-based new apprenticeships were seen my respondents to provide Stoddart with 
a pool of good workers to recruit full-time apprentices from. The following comments 
are indicative of this 

HR Officer: It’s good because the guys get to choose. They get to sort of try 
before they buy, you know, and that’s a really good thing both for us and for 
them. So that’s probably the main thing for us. 

Supervisor: He’s here, you know, he’s probably only here one day a week, but 
like at least he’s sort of learning and you know down the track he’s got an idea of 
what’s going on. 

Supervisor: It’s just giving us you know a wider number in what tradesmen we 
want to pick at the end of the four years. So we do get apprentices on volume, 
and then we can pick them at the end of the four years. 
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School-based apprentices were also seen to be an extra pair of hands to aid in getting 
the job done, as well as providing employees who know how to do the job, thereby 
saving time in training. 

Supervisor: Well we’re getting apprentices keen all the way through, which is 
one good thing. But after the last two years of their last two years of college or 
school, they actually go into the second year’s apprentice. So when they actually 
come here, they’re a fair way into their apprenticeship. 

Supervisor: While they’re still in their learning period, he’s still not, well his 
still only doing a bit, but he’s not going to be non-productive all the time. He’s 
going to know stuff, and he can actually keep going, and have him here just sort 
of as a big run, and not waste our time and teach them. 

Furthermore, the Managing Director felt that the school-based apprenticeship program 
would allow the company to have better educated applicants who will therefore be 
able to do their job better and be more successful within the company 

Managing Director: We’re anticipating that you’re taking a grade 12 graduate 
who benefits with better maths, English standards than a grade 10 applicant, and 
he has the benefits of having some work experience. We find grade 12, we have 
tended, because of the difficulty in finding applicants in recent years of going 
back and trying to attract sheet metal workers out of a Grade 10 graduate rather 
than waiting until Grade 12. But I think the standard of maths is such that the 
better applicants are out of grade 12, but wage rates comes into it too. You know, 
so, there’s a lot of issues, so school-based we think is a benefit because we’re 
getting the essential learning to a grade 12 level in the applicant, but also the 
benefit of a couple of years work experience. So they’re coming into their second 
year at age 17 completing their first year and also having an educational standard 
higher than what they would have had if we’d taken them full-time as a grade 10 
graduate, so that’s a benefit I see myself, I’m yet to prove it with the facts. 

Other benefits cited for the company included the government incentives for hiring 
school-based apprentices. 
The approach taken by Stoddart is particularly powerful given the difficulties faced by 
this industry in the recruitment of young people. As noted in this case study, the 
process of the SBAA allows the company to access young employees to encourage 
them into the industry. Further, by remaining in school, they are educated to higher 
standards in key areas that are needed by the industry. In this way, the SBAA 
approach is ideal for creating educated people to cater for the demands of a difficult-
to-staff industry. 
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The Riviera Group 
Riviera commenced operations on the Gold Coast in 1980. The company started with 
only 350 employees at their current site, and have grown to over 1300 employees, 200 
of which are apprentices. Rivera currently produces 450 luxury boats every year, and 
exports to over 35 countries worldwide. The growth of the company sees it now as the 
largest boat building facility in the Southern Hemisphere. Based in the marine 
precinct at Coomera, Riviera is well located for the marine industry.  
In conjunction with a local high school, school-based apprenticeships were 
established at Riviera in 1996 with four students. Beginning as a trial, the company’s 
training manager recognised the need for school students to have opportunities to 
sample work in the industry while providing the company with a potential 
apprenticeship market. The arrangement has been progressively modified as both the 
numbers and interest have grown. The success of the model means that the company 
now recruits almost all apprentices through the school-based apprenticeship program. 
Since commencing the program, Riviera has employed over 200 students in school-
based apprenticeships in areas such as boatbuilding, electrical and engineering. 
Students travel to Coomera from southern parts of Brisbane through to northern NSW, 
to undertake their apprenticeships, and this has required negotiation with Queensland 
Rail to allow Riviera employees special privileges such as taking their bikes on trains 
during non-bike time so as to be able to travel to work. Students also travel from the 
Beaudesert shire, approximately 70 kilometres west of the Gold Coast. In 2006, 
Riviera had 40 students participating in school-based apprenticeships, from 24 
schools. To support their induction into the company, Riviera has developed a unique 
uniform (printed T-Shirts) for school-based apprentices allowing staff to easily 
identify and support them in their new role. It has also enabled school-based 
employees to develop identity and 
pride as a Riviera employee. 
Traditionally the marine industry has 
been a male-dominated field. In recent 
years, Riviera has been proactive in 
seeking young women to undertake 
SBAAs and move them into full 
apprenticeships. Similarly, they have 
been working towards increasing the 
involvement of young Indigenous 
students in the SBAAs. 
Due to the number of apprentices on site, Riviera has its own state-of-the-art training 
facilities, and is in a partnership with an RTO. The model used by Riviera has been 
adopted by numerous other companies nationally, with the training team manager 
being an invited speaker at many forums. Many graduates from the apprenticeship 
program also move into tertiary studies in areas such as engineering and education.  
The case study conducted at Riviera involved interviews with 42 staff including 12 
school-based apprentices (2 electrical; 1 engineering; 9 boatbuilding), 18 graduates of 
the program over a variety of skill levels, 10 trainers/supervisors, 1 member of HR 
and the CEO. 
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Recruitment Process 
Riviera advertises positions for school-based apprentices annually around June to 
schools on the Gold Coast and Brisbane by sending out information packs as well as 
going to schools to promote their program. Riviera also holds a series of information 
evenings (two to three) on site, for students, parents and teachers to attend to provide 

information about the school-based program at 
Riviera. Any students interested in applying are 
required to send in their resumes and Semester One 
school reports to be considered for a position. 
Students are expected to have reasonable marks in 
both mathematics and English, as well as good 
attitude/behaviour comments in all subject areas. An 
interest in manual arts, though desirable, is not 
essential. 
Students who meet all the requirements undergo a 
four-day induction over their September school 
holidays. This induction covers everything from 
occupational health and safety to tool use. Tests to 
gain insights into the students’ literacy and 
numeracy levels have been implemented and 
provide the trainers with a sense of how much 
support may be needed by a potential employee. 
Students then complete work experience one day a 

week for the duration of Term Four. At some point during their work experience 
phase, students are informally interviewed to gauge their interest in and enjoyment of 
the position. Following successful completion of work experience, students are signed 
on for the one day per week SBAA in year 12. Students frequently commence their 
SBAA over the Christmas holidays between year 11 and 12 in order to start accruing 
up the required hours. 

Training Process 
The Riviera Group has its own on-site training facility, where an authorised trainer 
from the local TAFE College is employed to train Riviera apprentices in marine 
craftsmanship. Apprentices in other areas such as engineering and electrical are 
required to attend TAFE colleges elsewhere due to their smaller numbers. Riviera also 
has a team of five staff employed in the training department. All apprentices, 
including school-based are given training plans, which cover the first, second, third 
and fourth years of their apprenticeship. From that, the TAFE trainer revolves his 
timetable around what the apprentices are doing each year. Over the 12-month period, 
apprentices will have between 9 and 13 competencies delivered to them off-the-job so 
that by the time they commence their full-time apprenticeship they are well into their 
first year competencies, with a fair amount of experience behind them. Each 
competency equates to a number of days off-the-job training, ranging from one to 
several days. Some of this training is done during the extra time students are required 
to complete during school holidays. 
On-the-job training is conducted through team work. A group of apprentices are 
assigned to work on a boat at a certain stage of production depending on the stage at 
which they are at in their apprenticeship. They are assigned a mentor who is either a 
senior apprentice or a qualified tradesman, who allocates their daily tasks and 
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supervises their work and progress. School-based apprentices work mostly on fibre-
glassing and flow-coating, and are not permitted to use large machinery such as band 
saws and drop saws until they commence full-time employment. School-based 
apprentices are given monthly performance appraisals like any other Riviera 
employee. If students are found to be falling behind in their skills acquisition, 
production managers will spend time one-on-one bringing them up to the required 
level. Riviera also spends time ensuring their apprentices have good communication 
skills and are willing team players, as the company views these soft skills as very 
important.  

Benefits of the Program for Employers 
As with many of the other case studies conducted, the commonly perceived benefit 
for employers was the ability to use the program as a means of recruiting suitable 
apprentices. This benefit includes the time and money saved in advertising positions, 
interviewing, trialling and employing apprentices. This is further supported by The 
Riviera Group’s commitment to employing apprentices solely through the school-
based new apprenticeship scheme. To obtain an apprenticeship with Riviera through 
any other means is virtually unheard of due to the significantly higher drop out rates 
experienced with such employment mechanisms. 

Supervisor: I think it’s just a strategy that we’ve used to get people to be 
apprentices, and I think we’ve gone that way because society has changed with 
regard to the apprenticeship, the way people used to do it, leave year 10, now we 
expect them to finish school  

Supervisor: I guess in a sense they get to lock in some kids before they leave 
school, because there could be other opportunities that pop up when you get out 
of school, but making that decision in grade 11, you sort of don’t worry about 
going looking for anything else.  

Other commonly reported benefits were that SBAAs enabled young people to be 
trained in the values and ethics of the company, without prior exposure to other 
companies, and before developing a poor work ethic. 

CEO: We are able to pick the best students direct from school before they 
have been exposed to the range of bad habits that tend to develop post-school 
and they readily embrace the ‘The Riviera Group’ culture.  

The young people were commonly viewed as being good workers, and hiring them 
enabled the company to save money, through government funding provided for 
school-based employees. Other benefits for the company mentioned by participants 
included addressing the skill shortages, especially for the Marine Industry, and easing 
the workload of other full-time apprentices and tradesmen. 
The school-based Australian Apprenticeship scheme at Riviera is an example of 
exemplary practice. The program enables students to complete an extended period of 
paid work experience prior to signing contracts ensuring their satisfaction with and 
suitability to the career. The program also provides students with a direct pathway 
into full-time employment and a trade qualification, obtaining time off their 
apprenticeship in recognition of the time spent in the school-based portion. Students 
receive quality training as well as much support from staff at Riviera in their 
transition into the workplace. 
In a highly competitive market, Riviera sees it as critical to build in company loyalty 
with its employees. The pathways from school to work and extended in the company 
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so that employees have career pathways whilst at Riviera. The practices identified in 
this project are embedded in the ethos of the company. 
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Trevor West Hair Works 
Since 1997, Trevor West, the owner of Trevor West Hair Works has been training 
hairdressers on the Gold Coast. Trevor is a certified teacher whose philosophy is to 
grow his own in order to ensure qualified, cutting edge staff. He also believes that 
training encourages staff loyalty, thereby reducing staff turnover and providing a 
career path for his employees, rather than just a job. For three consecutive years, 
Trevor West Hair Works has entered the Queensland Training Awards Regional 
Small Employer, winning the past two. Trevor also sends his staff to the annual hair 
expo in Sydney to encourage and develop their skills and loyalty.  
Training is a key priority at Trevor West Hair Works, where they partner with the 
Gold Coast Institute of TAFE to train apprentice hairdressers. The case study at 
Trevor West Hair Works was small with only three interviews conducted, including 
one with Trevor West, and two with apprentice hairdressers. Although the sample is 
small, it is representative of small business and typical of owner-operated salons. 

Recruitment Process 
Trevor West maintains a close relationship with Industry Liaison Officers at local 
schools, and advises them when a vacancy becomes available for a school-based 
apprenticeship. Trevor also endeavours to provide work experience opportunities for 
students interested in hairdressing.  
Students who are interested in a school-based apprenticeship in hairdressing are 
required to attend a trial as well as go through an interview process in order to ensure 
suitability.  

Owner: Sometimes you don’t know what sort of perception they have. Typically 
they come along and say that I’ve always wanted to do hairdressing. I do make-
up and do the hair on my doll, and I do the dog at home or whatever, and their 
concept of what hairdressing is is really like nothing to do with the fact that they 
want to do hairdressing. 

The recruitment of school-based apprentices has enabled Trevor to recruit full-time 
apprentices. The process of recruiting through SBAAs has also provided Trevor with 
a level of staff loyalty as well. 

Training Process 
As the winner of multiple training awards, Trevor West puts training first and 
foremost in his salon. His philosophy of ‘growing his own’ staff means that 
substantial time and money is invested in training.  
The training policy at Trevor West is hands on and practically-based. Trevor gets his 
apprentices working as soon as possible, starting small, with showing students how to 
hold a pair of scissors, then basic cuts until they are ready to progress further. Parents, 
family and friends are often invited in at no charge for the school-based apprentices to 
learn on. At the end of each day and week, Trevor likes to ask all his apprentices what 
new things they learned that week to ensure responsibility and accountability for their 
own learning. 
Students completing a school-based apprenticeship with Trevor West do their off-the-
job training at the local TAFE College. Students are required to attend classes once a 
fortnight, which means they have three days off school per fortnight – two to attend 
the workplace and one to attend the TAFE College. Off-the-job training is stipulated 
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by the training provider, in this case Gold Coast Institute of TAFE, and entails 
students doing work books and modules then practicing techniques on models. 

Benefits of the Program for Employers 
Due to the small sample of respondents at this small salon, only a few benefits were 
discussed as they related to employers of school-based apprentices. The major benefit 
of the program for employers was the ability to use the program as a recruitment tool. 
The program enables the business owner to effectively screen potential employees 
prior to signing them on for a full-time permanent position. This is especially 
important for trade positions due to the lengthy time and financial commitment 
required from employers. The owner also described that due to the pressures and life 
changes occurring amongst young people of that age, the program enabled the young 
person to trial the career path and either continue on to the full-time apprenticeship or 
move on to other avenues prior to a large commitment being made by either party. 

Owner: The benefits are that you can actually indenture them for Cert II, not 
Cert III, so that if they’re not suitable within that maybe 6-12 months you can 
identify that. So that is a benefit because there is an unknown quantity. I’ve 
trained a lot of apprentices, and I probably have a 50% success rate, and I don’t 
know whether that’s good, average, or what. But that’s because sometimes, 
they’re in a stage of their life where there’s a lot happening, a lot of changes 
taking place, there’s a struggle for independence, and they don’t always make 
good choices and decisions. Or they lose their way; they become uncertain about 
what they’re doing. They get, you know a contract of an apprenticeship is four 
years, it’s a long time in their lifetime. For me it’s not a very long time at all. I’m 
conscious, very, very conscious of my responsibilities in making sure that they 
can do what they need to do at the end of that contracted time, and that we’ve 
made the most of our opportunities, and of their talents and training. But then 
sometimes they just, you know, they stop putting in, and sometimes they get 
boyfriends who are not good influences who may be unemployed. They don’t go 
to work, so why should the girl, and so you know they play the system to find 
their way through. A lot of different reasons, but you know, probably about 50%. 

Respondents also described the program as providing employers with the ability to 
train young people to the demands and needs of their particular business. This was 
conducted prior to young people learning too many “bad” habits in other workplaces.  
All respondents described school-based apprentices as providing an extra pair of 
hands in the salon, enabling other staff to get on with their job, and easing the 
pressure on the staff. For this reason, employers can choose the busiest day to employ 
the school-based apprentice in order to help alleviate the pressure. 

Apprentice: They just make so much of a difference, even answering the phones 
and rinsing off colours. You don’t know how important it is until you have no 
one to do it.  

Like the other companies providing almost guaranteed employment for apprentices 
following the satisfactory completion of their school-based new apprenticeship, 
Trevor West Hair Works is an excellent example of the potential of school-based 
apprenticeships. The seamless transition of young women into hairdressing (though 
opportunities exist for males, the typical young hairdresser is female) provided by 
Trevor West Hair Works as well as the commitment to excellence in training is an 
example of exemplary practice and provides a model for other employers. As a small 
business operator, Trevor West has taken the school-based transition into the overall, 
long-term planning for his business.  
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Zupps  
Zupps began in Queensland in 1948, when Percy Zupp opened a small garage in 
Ipswich, west of Brisbane. Since then, Percy’s son, John has significantly expanded 
the company – with several outlets across Brisbane and the Gold Coast, including ten 
vehicle dealerships, three truck centres and a parts distribution network ranging as far 
north as Townsville. Zupps employs over 600 staff and sells over 11,000 new and 
used vehicles every year. The company is Queensland’s largest privately owned 
motor group, with a strong connection to the community of South East Queensland. 
Zupps specialises in new Holden, Kia, Mitsubishi, Nissan, Peugeot, Saab, Subaru and 
Suzuki, and sells an even larger variety of used vehicles. All Zupps dealerships also 
supply parts and apparel as well as service most vehicle makes and models. 
Zupps boasts having the most up-to-date automotive technology available and pride 
themselves on servicing vehicles to the highest levels. Zupps has a strong 
commitment to training and development, with the establishment of the Zupps 
Training Institute in the late 1990’s for training staff across all areas of the company. 
Interviews were conducted with seven members of staff at one Gold Coast outlet of 
Zupps including two school-based apprentices, one graduate of the program, three 
trainer/supervisors and one member of management. 

Recruitment Process 
The recruitment process for School-based new apprentices at Zupps is similar to the 
process used by The Riviera Group in that Zupps hold an information evening at their 
head office in early September for parents, students, careers counsellors and any other 
relevant and interested parties to attend. The information night presents information 
on the programs offered at Zupps, but also gives attendees the opportunity to tour the 
workshop with stations displaying the different aspects of the mechanical trade. 
Students who attend this evening are given an information pack with an application 
form which is submitted along with a resume to Head Office. Head Office then 
distributes the application forms out to the relevant store, depending on the location of 
student. The local Zupps outlet is then responsible for interviewing suitable applicants 
and selecting two or three students for a school-based new apprenticeship.  
When recruiting school-based apprentices, Zupps looks for students who are keen and 
lively, as their philosophy is you can teach anything to someone who is keen and 
interested. The company is also trying to promote mechanical trades to students who 
are bright enough to attend university, but would prefer a hands on career as the 
mechanical trade is increasingly becoming more computer oriented. This option 
enables students to complete a trade and progress on to engineering at university, if 
desired, to work in the manufacturing of cars. This process has been successful to 
date, with students progressing on to full-time apprenticeships on completion of year 
12. 

Training Process 
As with many school-based new apprenticeships, especially those within larger 
companies, students are required to complete a formal induction as well as on-going 
training. The full-day induction into the company is held at Head Office in Brisbane, 
and enables staff to be fitted for uniforms, provides a general induction into the 
company and covers the Health and Safety regulations.  
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At Zupps, students in school-based apprenticeships are given a full overview of the 
mechanical trade and are heavily involved in the trade aspects of the job during their 
school-based portion of the apprenticeship in an effort to prevent dropouts after 
becoming full-time. The training involves working with a qualified tradesman and 
assisting them with daily jobs, and enables apprentices to be autonomous workers, 
who can complete many tasks independently. Students are often given jobs to do on 
their own if they are competent, which are checked by their supervising tradesmen on 
completion. It is not until they go full-time that apprentices are given jobs such as 
sweeping floors and tidying up. They then do these ‘menial’ tasks for the remaining 
six months of their first year apprenticeship, before they move back into mechanical 
repairs and servicing. 
School-based apprentices at Zupps attend the local TAFE College for the off-the-job 
component of their learning. Students are expected to attend the TAFE College for 
one full day a week, as well as their full day on-the-job. 

Benefits of the Program for Companies 
Representatives of the company indicated that the company benefited in numerous 
ways through employing high school students in school-based new apprenticeships. 
The largest benefit to the company was the ability to use the program as a recruitment 
method for future staff members. The process enabled the company to trial future 
employees, to see their work ethic and affinity towards the mechanical trades prior to 
employing them permanently. The program also enabled the company to employ full-
time staff members who knew the job. The students had become familiar with the 
company and worksite over their 12-24 months in the SBAA, so no time was lost 
when they became full-time, and the young people knew how to do the job.  
Some representatives felt that SBAAs provided the company with an extra pair of 
hands on the day they attended the work site, and that the students were good workers, 
and valuable on the floor.  

SBAA: At the end of it [SBAA] they’ll get a fully qualified mechanical 
technician. So then they’ve got you for the four years as an employee and then 
after that. 

Supervisor: Also for us too, if they’re nothing but horrible, why put them on. 
We’re not going to waste our money and time on him. We can go see you later, 
or make the decision to train him more. Really, it’s a try before you buy type 
thing for them [the students] too. 

Manager: To get kids that are keen on doing this sort of work, the complaint 
usually is that the kids you get to interview for trades have missed out on moving 
to their next goal, at university or whatever it is, so this is their second choice. 
We want to make it their first choice, so we want a better style of kid, a better 
quality kid. 

Trainer: Like we get the say two years, and then we get them in the shop, 
they’re already experienced, they already know what’s what, and they can, they 
should be already at a higher level by the time they so instead of them, say they 
go two years there and they’ve really got another 6-12 months of the lower 
levels, the basic training sort of thing, before the start doing the car stuff, but 
they’ve already got a bit of an idea 

As the sample was small for the case study at Zupps, there are few benefits reported 
for the company, however the program was seen as highly valuable. 
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7b. Case Study of Rural Victoria and New South Wales 
This case study will focus on the school-to-work transition programs implemented in 
local high schools in the North East corner of Victoria- from Seymour in the South, 
Echuca in the West, Wodonga in the north and Bright in the East, as well as the 
Riverina district of New South Wales. The case study examined the specific issues 
that face rural communities in providing school-to-work transitions and alternative 
pathways for students as well as the benefits unique to rural communities.  
Schools were invited to participate in the research project initially through a letter 
addressed to the principal. Most schools in the region elected to participate in the 
study, however some schools had other commitments on during the time interviews 
were scheduled. Interviews were primarily conducted via telephone due to the 
significant distances from the university. Our thanks go to participating schools for 
their time and cooperation. 

Programs Offered in Rural Regions 
Traditional work placement programs were offered in rural schools, including work 
experience, Vocational Education and Training (VET) in schools programs and work 
education. While most schools in rural Victoria offered school-based Australian 
apprenticeships to students, schools in New South Wales did not tend to offer these 
options to students on a regular basis. Barriers to SBAAs in NSW were mostly related 
to the curriculum, timetable and HSC requirements; however, this will be explored 
further later.  
Vocational Education and Training (VET) subjects are offered in almost all schools 
across Australia, and the regions included in this case study were no exception. The 
subjects are offered as part of the VCE or HSC curriculum and usually reflect local 
employment needs, including primary industries; IT; Hospitality; and construction. 
The subjects involve the student undertaking a set amount of hours in the workplace. 
All schools participating in the study offered work experience to their students, with 
most schools offering it as a block placement. Due to the limited options in many 
small rural towns, many schools organised placements in nearby or readily accessible 
major towns and cities, such as Newcastle, Sydney and Melbourne. For some students 
in smaller country towns, regional centres such as Wagga Wagga or Albury/Wodonga 
were towns in which they sought placements. In some cases students were required to 
make these arrangements themselves, and in most cases, placements depended on the 
student having a family friend or relative to stay with in the city.  
Many schools offered other programs outside of work experience and VET in 
Schools. Often the programs depended on the state, with Victoria commonly offering 
school-based Australian apprenticeships and the MIPPS program, while NSW schools 
have “The Real Game” and “Plan-It Youth”. Schools in both states also offer specific 
programs for at-risk students. Some schools across both states also have work 
education subjects in place within the schools, in some cases it is embedded in other 
subjects, while in others it is a specific subject. Furthermore, some schools offer it is a 
compulsory subject, while for others it as an elective. 
The Managed Individual Pathways Program (MIPPS) is offered only in Victoria, and 
is a program designed to assist students in making career choices then working 
towards them during their senior years of schooling. In some schools, the students are 
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first surveyed in Year 7 with the process becoming more complex towards their final 
years of schooling. Interviews are conducted in Year 10 and then again at 6-12 month 
intervals to discuss their career goals and how to achieve them. The process is 
designed to assist students in subject selection and arranging relevant work 
experience. 
The “Real Game” is a teaching unit focussed on imparting the skills of life onto 
students. The unit covers areas such as budgeting, investing, working life, resumes 
and similar skills students will require for success in life. “Plan-It Youth” is a 
mentoring program for students in Year 10, where community members mentor 
students, and students have excursions to different workplaces in the local area. 

Programme Set-Up and Monitoring Processes 
School-based Australian apprenticeships in Victoria are arranged similarly to the 
methods used in Queensland. However, in NSW work placements for students doing 
VET subjects, work experience and SBAAs tend to be arranged through a district 
office. The schools provide information regarding options offered through the district 
office, and students then approach district office for further assistance. Some schools 
elected to place students as part of their VET subject themselves. These schools 
tended to have a coordinator who arranges these placements through contacting 
employers. 
In both states students can arrange their own work experience in other regions, such as 
Sydney, Melbourne, or nearby larger towns, but these students must also have 
somewhere to stay during their time away. Due to the nature of the communities in 
rural areas, many students use family connections to gain work experience. However, 
most schools reported that local employers were extremely supportive or work 
placement initiatives.  
One school in New South Wales arranged annual trips for students to Newcastle. 
These work placements were arranged for students who expressed interest. Students 
were sent by train to Newcastle for a week, with accommodation arranged by the 
school, and students monitored via telephone throughout the week. 

Benefits of School-to-work Transition Programs 
The benefits of transition programs are many and varied for all stakeholders, 
depending on the nature of the program. This section will examine the benefits 
afforded specifically to rural communities through the school-to-work transition 
programs. Due to the varied nature of programs offered across the two states, these 
programs will be referred to as ‘workplace experiences’ unless describing a specific 
program such as the SBAA program or work experience.  
Many of the benefits reported in rural areas were similar to those reported in 
Queensland, including motivating students at school; improved behaviour in the 
classroom; and providing opportunities for students. This section will focus on the 
benefits specific to rural regions. Developing community relationships was viewed as 
an enormous benefit not only for schools, but for students, employers and the 
community as a whole. This sense of community was empowering for many rural 
communities, enabling opportunity and a sense of responsibility of the community 
towards the future of their youth. 
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Lois: You build up partnerships with the local community and education is then 
seen not just as a function of the school. It’s that education has a really broad 
meaning or connotation. It’s everybody’s responsibility not just the schools’ 
responsibility. It’s also the communities’. (Vic) 

Jane: It builds up really good relationships in the community. I think, we’re very 
lucky in [town name] that most of the employers see it as a positive thing to have 
the students come and do work experience... I think the links between the schools 
and businesses are an important thing. (NSW) 

Linking in with industry was seen to not only help schools better understand the needs 
of industry but also enabled industry to better understand the school environment and 
culture, resulting in more tolerant and committed employers. The programs were also 
seen as good public relations for the schools in two ways. Teachers reported that 
having responsible students in the workplace enabled employers to have a positive 
view of the school as a whole. The programs also showed the community that schools 
were doing something tangible through enhancing the employment opportunities of 
young people in the community. This reflected positively back on the schools image 
in the community. This in turn enhances the social capital of the community through 
the creation of strong links between schools and industry. 
Many teachers in rural regions felt that a major benefit for students in workplace 
experiences were the opportunity for students to get out of the country and experience 
life in the city, or a larger town. The programs enabled students to experience city life 
for a few weeks; to learn how to use public transport; and experience something 
completely different to life in the country. The programs also enabled students to 
develop links with people and companies in the city, enhancing their social capital 
and therefore their future opportunities. 

Andrea: It’s a great eye opener. They go somewhere bigger than [town], we are 
only 3000 people. So, we run a work placement program to go to Melbourne. 
There’s a huge difference between working in a restaurant in Melbourne to 
working at the pub here, so it broadens their horizons. (NSW) 

Belinda: Well because we come from a small school they have to live away 
from home, they have to work out, start thinking about transport and 
accommodation and just meeting new people, get out of their environment where 
they know everyone or every local employer is an uncle (NSW) 

Some teachers also felt that these work placements enabled students to become more 
employable, especially students moving to the city to study at university. The skills 
and qualifications gained through the work placement would assist them in gaining a 
part-time job to help support themselves. As many families in rural Australia are 
struggling financially, especially due to the drought, the ability of young people help 
support themselves through university can relieve a burden from families who send 
their children away to university. 

Other Benefits 
Gaining social capital was seen as an excellent benefit for students in school-based 
Australian apprenticeships and other work placement programs due to the contacts 
and networks resulting from them being in the workforce. This networking was seen 
as essential for young people in rural areas – whether it meant linking in with local 
employers, or developing networks outside the community to broaden their horizons 
when leaving school.  
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Geoff: I think the other thing, the beneficial thing really for the students is that it 
gives them a bit of exposure and if they create a good impression, if they are 
keen then local employers will know they are probably looking for work, lot of 
these students are actually, if they were offered work they would probably leave 
school. So it puts them out there in the public domain (NSW) 

Tania: Because it is a rural community, employers love the fact that their own 
children have a future … that their own son or daughter might be in that 
program. It means that the local youth - their sons and daughters, friends, 
relatives are able to gain work. So for a rural community this is an important 
issue that probably isn’t in an urban setting. In a rural community it’s something 
that they feel strongly about. Because they really take ownership of the young 
people and they say our young people get jobs. And for employers in a rural 
community that’s important. (NSW) 

Allowing young people in the community to obtain workplace experiences enables 
employers to contribute to the economic capital of the community through providing 
employment in the town. This provision of employment within the community allows 
young people to stay in their community and prevent the youth drain currently 
occurring in many regional towns in Australia. Furthermore, workplace experiences 
reportedly had a positive impact on the entire school body, motivating other students 
to succeed. 
School-based Australian apprenticeships reportedly changed the way the community 
viewed young people. One teacher in a Victorian school reported that young people 
were given a lot of bad press resulting in largely negative views of young people, but 
linking young people with the community through workplace experiences, this view 
had been altered. 

Issues Associated with Transition Programs 
This section will examine specific issues encountered by rural schools. While such 
initiatives do encounter other problems, many of those issues have already been 
considered in previous sections of this report, including timetabling issues, the lack of 
time allocated to administer such programs, and the attitude of other teachers and 
school staff towards such initiatives. Therefore this section will focus on specific 
issues facing schools located in rural areas of Victoria and New South Wales. This 
section will consider these limitations collectively for schools, students and employers 
as many of the issues facing one group directly affect the other groups and the nature 
of the programs. How these problems are circumvented will also be discussed.  

Size of the Town 
The size of the town was a significant factor to the implementation of workplace 
experiences. Many of the schools participating in this case study had populations 
under 5000. Due to the limited number of employers as well as types of industry, 
placing students could be a very difficult task with teachers often having to rely on 
students having contacts outside the town. This also had implications on monitoring 
students in the workplace – the distance meant teachers could not go out to the 
employer to check up on the progress of the student. 

Diane: One limitation is that we are a small country town and to try and place 
students in some areas of employment for experience is very difficult. We don’t 
have a scope of occupations that a bigger centre would have, so we do get to the 
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stage where you know, we say to the kids, do they have relatives in a larger 
centre so that we can send them elsewhere. (NSW) 

George: There are no SBAAs operating at [name] High School, because there 
are few available industries to participate in the scheme. The town has only retail 
or hospitality opportunities and for example doesn’t offer hairdressing, which is 
in high demand. One student started an SBAA in 2005 as a mechanic but had to 
drop it because he didn’t have a license and couldn’t get transport. (NSW) 

As opportunities are quite limited in small towns, many students may not have access 
to their desired career path in town. Due to this, many schools offer students the 
opportunity to leave town to do work experience in larger towns and capital cities. For 
placements a long distance away, students are required to have family or friends with 
whom they can lodge. For placements out of town, such as on a nearby farm, students 
are required to have transport. Due to the lack of infrastructure in small towns, this 
can be limiting for students who do not have access to networks outside their town, 
and for students without a drivers license or car. 

Andrea: Well if kids are interested in an industry or career which is not in [town 
name] they basically have to have family or friends they can go and stay with in 
a larger centre, and getting into places in larger centres is often, well impossible, 
unless you know somebody. So if you’re interested in doing Law, the local 
solicitors here won’t take anyone. The CPS at the courthouse can’t take anyone. 
So, unless you have a friend or family member who works in a legal practice 
somewhere else, it’s basically impossible. (NSW) 

Joanne: Yeah, in a small community, we send them in all different directions 
depending on where they want to go. We access businesses in Wagga. We access 
businesses in Temora which is down the road that way. I mean quite frequently 
the odd student will go further a field like to Canberra or even to Sydney. So 
being small, we don’t have many opportunities in the local community because it 
is so small. (NSW) 

Justin: Transport can be an issue. We’re a rural town and we’re a bit of a 
distance from the city. Sometimes there are opportunities for jobs that students 
just can’t access by public transport and parents aren’t able to assist and they’re 
not old enough to have their license (Vic) 

The financial cost of sending students away for work placements was also quite 
restrictive for parents of students. Parents would be required to pay for travel, 
accommodation, meals and so forth in order for their child to be placed outside the 
region. For many families, this cost was prohibitive, though some families were able 
to have their children billeted with family or friends in larger cities. 
Obtaining an appropriate training provider was also difficult for schools in rural areas. 
The training facilities simply did not exist in many small towns. Any training modules 
were delivered by correspondence, so the support for students studying those modules 
was very limited, which in turn placed a lot of pressure on schools to provide the 
necessary support for such students. 

Drought-Related Issues 
The effect of the drought in rural Australia had resulted in many businesses and 
employers having to downsize or close down in the towns involved in this study. The 
same was true for many government agencies and this not only impacted on the 
ability of many schools to find employers able to take students for workplace 
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experience, but also resulted in many families, professionals and other community 
members leaving town to find opportunity elsewhere. 

Janice: We have a very small town with low employment. The major employer 
was the Abattoirs. They closed down in the drought, for a long time. Then it re-
opened for six months and now they’ve closed down permanently, so there goes 
one major employer. This has affected the whole town. We’ve lost a lot of 
students from school, families from the town, teacher numbers have dropped, 
and the businesses in town are finding it very tough. Many of the builders have 
given up the building trade, gone off to work in private enterprise somewhere 
else… A number of employers closed their doors in the retail shops in [town 
name]. A number of the builders and plumbers have just retired or gone to work 
elsewhere. Most students have to travel for work experience to Young or 
Cootamundra.  

Lois: They closed the CES and you have actually had the middle management 
stream decimated in this town… the Dept of Natural Recourses was huge here 
and it’s about half the size of what it was and the CES is no longer in the town 
and so our school population is falling (Vic) 

One teacher saw the shrinking town as being to his advantage in that it meant fewer 
students to be placed in employment, but also enabled him to get to know students 
individually and design a more personalised program for them. 

Bureaucracy 
Teachers in regional New South Wales schools further reported experiencing 
difficulties with the amount of paperwork required by the department of Education 
prior to students being allowed to attend a workplace. The level of bureaucracy in 
New South Wales in particular was reported to be extremely limiting for initiatives 
such as school-based Australian apprenticeships. Many teachers reported that the 
amount of paperwork had increased annually with more requirements for schools, 
employers and parents. The time required to complete such paperwork was considered 
a limiting factor in many cases. 
The increasing amount of paperwork required by employers was seen as problematic 
due to the imposition on an employer’s time in order for them to complete such 
necessary paperwork. This paperwork included Occupational Health and Safety 
requirements, which will be further discussed in the following section. The lack of 
funding and staff provided to rural schools by state and federal departments further 
impacted on the importance of strong community relationships on the success of 
transition programs. 
Furthermore, schools in New South Wales also reported that they lost funding for 
students who were placed in school-based Australian apprenticeships; therefore the 
schools were reluctant to promote such options to their students. This is particularly 
important for rural schools who already receive very limited funding from the 
Education Department. 

Occupational Health and Safety 
Schools reported that Occupational Health and safety was often an issue they faced 
due to the nature of work on farms and the ‘casualness’ of such workplaces. The lack 
of safety and protective equipment as well as the handling of heavy machinery and 
potentially lethal chemicals on farms by students created issues for many schools. 
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OH&S was also considered an issue in industries such as construction, where students 
were required to have completed a safety induction prior to be allowed on any site. 
This was problematic in that finding someone to deliver the course at the appropriate 
time was often difficult in small rural towns. Many industries simply did not allow 
students to work in them due to occupational health and safety regulations. The 
electrical industry was commonly mentioned as not enabling students to gain work 
experience, while the animal husbandry industry in Victoria reportedly did not allow 
students to handle animals. The large amount of paperwork required for OH&S 
regulations was also seen as a prohibitive factor for employers. 

Other Issues for Rural Towns 
Environmental concerns were further affecting employment opportunities within the 
small towns in rural New South Wales and Victoria. In the case of one town, the State 
Government had designated a large portion of forestry as national park, which has a 
potentially damaging effect of the major timber industry of that region. In a region 
already stressed by the drought, this created a further issue in the employment of not 
only young people, but many people in the local communities. 
Many of the schools participating in the case study were considered border towns in 
that the town was located close to the New South Wales-Victorian border. This 
location also created a number of issues related to sending students for work 
placements to towns and cities on the other side of the border. The different systems 
used; regulations in place; and paperwork involved on opposite sides of the border 
meant that students and teachers had to be prepared well in advance if students 
wanted to participate in work experiences in another state. 
The availability of work in small towns was variable due to the seasonal nature and 
weather-dependence of many major industries in rural towns, for example agriculture, 
along with increasing transportation costs due to petrol price rises. This made strong 
relationships an even more important consideration for the success of programs in 
such towns. 

Recommendations 
The recommendations offered by teachers in schools in NSW and Victoria was 
relatively similar to that of advice offered by teachers, employers and students in 
Queensland. They advised employers to ensure students were occupied and 
adequately trained, and to keep in mind that the students were only young with limited 
experience. Schools were advised to be supportive – in their attitude towards 
alternative programs and to provide support and monitoring of students in such 
programs, especially with many students leaving town to attend a workplace. 
Communication was seen as an essential component of successful workplace 
experiences, between all stakeholders – parents, teachers, students, employers and 
Registered Training Organisations.  
For rural schools, it was especially important to have a supportive community due to 
the limited number of employers in small towns. Furthermore, with many towns 
affected significantly by the drought, and with opportunities becoming increasingly 
limited, having strong links with the community and employers both within the 
community and in nearby communities was imperative to success. Teachers identified 
the need for schools to cultivate strong relationships with local employers in order for 
the programs to succeed. 
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Kylie: There is a real culture and expectation and excitement and anticipation 
about it all I think. Everybody knows, the kids all know because they all talk to 
one another about it and parents talk to one another about it because we are a 
small community and lots of the parents are involved in it because they have 
businesses. (NSW) 

Advice given to students before getting involved in such experiences was very similar 
to that provided by teacher in Gold Coast schools – that it is a great opportunity, but 
there are responsibilities involved, and that having appropriate behaviour in the 
workplace was extremely important. This was especially true for rural schools, if a 
student created a bad impression on an employer, often it would mean losing that 
employer for future students, something schools in these regions could not afford. 
Monitoring students was seen as extremely important, especially when students were 
sent out of town for their workplace experience. Teachers often provided students 
with their out of hours contacts, so that teachers could be reached at any time of the 
day or night if a problems arose for the student. These details were also provided to 
parents of students going away. 
One of the major problems experienced by teachers, especially those in New South 
Wales was the amount of paperwork required for such programs. This is something 
the Department of Education needs to consider as a major limitation for schools in 
getting employers interested in the program. This is especially limiting for rural 
schools, where there is already a limited pool of employers.  
All workplace experiences were seen as valuable for students, employers and the 
schools involved. School-based Australian apprenticeships in particular were seen as 
excellent opportunities by teachers in Victoria, as well as some teachers in New South 
Wales. The limitations in terms of timetable flexibility, HSC requirements and 
funding given to schools based on students’ attendance should be reviewed in New 
South Wales.  

 - 69 - 

Inquiry into school to work transition
Submission 64



7c. Regional Case Study Red Rock Region in Central Queensland 
 
This case study was conducted in Red Rock2 of Central Queensland. The area was 
recognised for its unique approach to linking schools with industries. The region has 
numerous partnerships that aid the skill development and transition of young people 
from high school to employment and contribute to the social capital of the 
community. This section of the report will focus on the partnerships that have been 
established in this region and the benefits they bring to the community. 

The Impetus for Partnerships 
A number of factors precipitated the partnership model in the Red Rock region. The 
partners had very different needs but were aligned in their goal of ensuring that young 
people were provided with quality opportunities that would enable them to be “work-
ready” upon completion of schooling. Until 2001 schools had worked predominantly 
as individual entities and were in competitive modes of operation. However, the need 
for a new engineering skills facility; the vision of one principal; and the 
commencement of a community development fund by one of the major industries in 
the region, led to the establishment of a number of key partnerships and strategies for 
maintaining these links. Spreading engineering resources over all schools in the 
region mean that each school could only offer a limited program. Having a facility on 
site in one of the larger industries in the region meant a high quality facility that 
provided an authentic learning experience for students. In 2006, an Information 
Technology Skills Centre was established and is managed by one of the other local 
schools. A further Skills Centre in Construction is planned once the Business and IT 
centre (RBITS) has become operational. 

The Need for Change in the Community 
The partnerships were established due to a community-wide need for young people to 
make a successful transition into the workforce. This request came from industry, 
schools, parents, and the students themselves. One of the main drivers for the initial 
Skills Centre was the need for a facility in which students could experience authentic 
engineering trade experiences due to the prime nature of industry in the region. The 
local power station had a training facility that had lain vacant for five years and was 
due for demolition. However, there were many machines in the facility that were 
superior to those in schools and were much more representative of what students 
would experience once they entered the workplace. To this end, one of the principals 
commenced negotiations with industry to secure the facility for the use of students. 
Furthermore, many members of the community recognised that developing 
employability skills through such centres offered considerable opportunities for 
enhancing both the learning and employment opportunities for school leavers. This 
aspect was explicitly identified predominantly by participants at the “Engineering 
Skills Centre3” (ESC). Perhaps due to its direct links to industry and high rates of 
employment of students, with the ESC loses approximately 40-50% of year 11 
students to apprenticeships. 

                                                 
2 Red Rock is a pseudonym for the town/region as per University Ethics guidelines  
3 Name used for the Centre created for the development of engineering skills. Similar naming processes 
will be adopted for the other skill centres in the region.  
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Industry Rep: There was an identified need that industry was looking for a 
quality apprentice. What they were getting from school, even though they were 
taking them, they probably weren’t up to the standard they were looking for. 
They didn’t have the industry awareness. Their knowledge of workplace health 
and safety in an industry environment was lacking. Obviously, they’d never been 
out there before. Their work ethics – obviously you don’t know what to expect, 
you don’t know to tuck your shirt in, you don’t know that you start at this time 
and you go looking for work and that sort of thing, so the ESC4 started to address 
those needs.  

Industry Rep: These kids are work ready. They’ve proven to an employer that 
this what I really want to do so it takes that element of risk out for the employers. 
These kids are living and breathing it for almost two years. They’re getting 
picked up really quickly. 

Industry Rep: Out here they’re working under total industry situations. When 
they’re finished here they will hit the ground running. They’re used to wearing 
hard hats, they’re used to wearing glasses, they’re used to wearing long clothes, 
steel-capped boots, so that they are industry ready. 

Industry Rep: Well, in the industry skills, we can get that through the ESC and 
other work programs like workplaces through SAIN. But we are also really short 
of IT and other business areas. We can’t get kids with the office-type skills and 
what they need for those workplaces. The RBIT Centre will go a long way for 
helping there. 

The Red Rock region is in a unique but precarious situation in terms of employment. 
For the employers, it can often take eight months to fill positions due to the skill 
shortage in the area, particularly in those skill areas needed for the operations being 
undertaken. In some cases, such as trade skills, these are aligned with national trends, 
but in others, such as IT, they are counter to national trends. Furthermore, some 
employers, especially in the IT industry have been unable to fill positions at all. The 
establishment of the two Skills Centres was seen to help alleviate this problem by 
providing a pool of skilled future employees for industry. Students also felt that the 
Skills Centres enhanced their employability, through providing a direct link to 
employment post-school, as well as giving them a competitive edge over other 
students. 
 
In addition schools recognised that the formal context of school did not provide the 
authentic experiences that supported students to understand the demands of the 
workplace. This was not possible to achieve within the context of schooling as 
students remained in ‘school-mode’ while they were on-campus, whereas taking them 
off-campus created an entirely different attitude with more focus towards work. 

Industry Rep: We could do it at school and tried to but when their mates were 
out playing, they wanted to be with them. At RIT they are in a work environment 
and work to that context 

Student: The difference here is that we are not distracted by the other students. 

Student: While you’re out here you’re kind of like a school-based apprentice 
and it teaches you all different tools. Like you’re actually doing jobs for a 
company, so it’s like you’re an apprentice. 

                                                 
4 Acronym inserted to replace name of centre as used by participants in the interview. The acronym is 
for the pseudonym created for this report. 
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There was also a recognition that schools could only provide limited resources and 
that the Skills Centre could provide students with access to machinery that would not 
be possible in schools. This was seen as invaluable to students gaining real life 
experience. It was the combination of all these aspects within the community that led 
to the establishment of the Engineering skills centre. 

The Need for Community Relationships 
As part of their vision statement, Rio Tinto/Comalco has a strong position on its 
relationship with the community. In 2002, Comalco established the Community Fund 
through which it allocated $1 million over the three year period. Comalco sought 
projects that enabled them to build strong links with the local community groups. The 
initial project sought support for the establishment of the Engineering Skills Centre to 
enable students to experience workplace learning superior to that possible in the 
school setting. It also facilitated all local schools gaining access to the facility. In 
2005, further funding was allocated to the establishment of the RBITS Centre in order 
to address the local skills shortages in business and Information Technology.  
The corporate vision of community was evident in the interviews with all Comalco 
staff but had also filtered into the comments of participants at the RBITS Centre (staff 
and students). 

Industry Rep: Our future sustainability relies on our relationships with the 
community. You can have all the other things right – safe work environment, 
profit, but if the community does not want you here, you can’t stay. … We see 
ourselves here in another 30 years so we have to have community support for our 
viability. 

Industry Rep: Community is central to our work. We need to support the 
activities in the local community. They have to be ones from a group – not an 
individual. They have to be sustainable. We have moved beyond sponsoring the 
local sports team. We are after projects that put something back into the 
community, that have community support, that are sustainable.  

This corporate view was identified among other participants outside the Comalco 
group. Students realised that the Centres were funded through the Community Fund as 
part of their community service role 

Student: Comalco does this because they have to be seen as part of the 
community and doing things for the community. That is part of their business. 
We are just lucky that they helped build the Centre. 

Education Rep: It is part of the Rio approach – to be seen to be giving 
something back to the community. Most of the people here work with Comalco 
in some way or another. If they don’t they know someone who does or there is 
someone in the family who works for them. So they are a part of our lives – they 
need us and we need them.  

Opportunities 
The needs of the community also become the opportunities. The needs of industry 
become the opportunities for schools. The needs of schools- such as the provision of 
quality, authentic learning, became an opportunity for industry. The Comalco 
Community Fund became a significant opportunity for schools. The amount of 
funding provided by Comalco is significant and did not require the paperwork 
required by Education Queensland. This fund enabled the schools to work with local 
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industries to provide the quality learning facilities needed in the region. This process 
also enabled local industries to have pathways into their workplaces for young 
employees. Thus there was a very synergistic relationship between the schools and 
local industries. 

Skills Centres 

Engineering Skills Centre 
The Engineering Skills Centre was established in 2002 through substantial grants 
from the Comalco Community Fund and central government funding through ANTA. 
As part of the funding agreement, the Centre had to become self-sufficient in three 
years and in 2006 has secured pledges from local industry in the region allowing 
students to complete fee-for-services projects. The Centre commenced with the 
students from one of the State High Schools but now has students from most of the 
schools in the region, and is also involved in training of young people from other 
schools from surrounding regions.  
Established in the disused training centre at the one of the local industrial, the 
Engineering Skills Centre provides hands-on experience for young people in a 
realistic setting where they gain general employability skills as well as the skills and 
dispositions for many of the engineering trades. With a success rate of 93% of 
students securing apprenticeships during their time or by completion of Year 12, the 
scheme has gained considerable recognition within local industry for its excellence in 
training.  
Students in the senior years of schooling can attend the Centre. The general format is 
for them to attend the Centre for 1½ days per week and one full day in a workplace 
setting. These two experiences help develop the work skills and ethic needed for the 
workplace. Students also attend their high school for approximately two days, where 
it is recommended they study maths A and English Communication. 

RBITS Centre for Excellence 
The Red Rock Business and Information Technology Skills (RBITS) Centre opened 
in April 2006 and was created in conjunction with one local high School, the 
Community Fund provider, Education Queensland and local industry in response to a 
local skills shortage. The Centre is located on-site at one of the smelters in unused 
section of the administration building. The site is a campus of Education Queensland 
but part of the smelter site. Being on-site, students are required to comply with rules 
of both partners.  
A key focus of the Centre is the development of employability skills so that students 
exit school with an appreciation of the demands and expectations of workplaces. 
While at the Centre, students undertake school studies that are part of their senior 
curriculum alongside enterprise studies where they develop projects for external 
bodies.  
The Centre commenced operations with one school but as the practices of the Centre 
become established, the other local schools will be able to participate in the program. 
The Community Fund contributed $250K to the establishment of the RBITS Centre 
which was used to refurbish the management block and provide students with an 
environment similar to what they would experience in the workplace. Funding was 
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also provided for computers. As with the Engineering Skills Centre, the RBITS 
Centre must become self-sustaining in 3 years. 

Partnerships within the Red Rock Region 
In this section, the nature of the partnerships will be discussed. There were many 
partnerships within the region which often interconnected with other partnerships. As 
such, the clearly identified partnerships will be discussed. These will then be 
considered in concert with the other partnerships. 

RRASSA: Red Rock Area State School Alliance 
The RRASSSA is a consortium of the three local state high schools in the region . The 
Alliance was a strategic move so that there was a public and united face to the State 
High Schools in the region. This was particularly valuable when it came time for 
schools to interact with industry. The Alliance is an excellent example of partnerships 
of schools within a region. While there is the RRASSSA group for state schools, a 
similar one for both state and independent schools also exists. As there is significant 
potential for schools to compete for scarce resources, the Alliance works actively to 
ensure that such competition is avoided. This is especially important in a region such 
as IT, where resources are limited. 

Education Rep: It was important for industry to see us as a collective and not 
fighting among each other. Industry would not see that favourably and would 
want us to get our act together so it was necessary for us to appear as a united 
voice. 

The three schools work as a united group and have agreed to a number of principles 
which include that they act as a team and no school attempts to undertake 
arrangements that exclude the other schools without previous consultation. The 
Alliance also works hard to ensure that any new principals within the region are 
inducted into the group and accept this way of managing local schools due to the 
critical nature of the alliance to the success of the programs and community 
relationships that currently exist. 

Education Rep: One of the things that we all do is to not go behind each other. 
If we start something up, we talk about it first and then we go ahead. We had it 
once where one of the new principals tried to do things outside the group but it 
did not work. It got us offside and industry offside.  

Each innovation has been the responsibility of a school but then are opened up to the 
others as they become established and teething problems ironed out. The Engineering 
Skills Centre is well established, the RBITS Centre is in its first year of operation and 
a building skills centre is to come on line.  
The three principals meet regularly and have now included the ten deputies from 
across the three schools into the group. Their inclusion has two major roles – the first 
is to be able to operationalise the ideas of the principals: 

Education Rep: We brought the deputies on board as we – principals - can have 
the right ideas, but it is the deputies who have to operationalise them. With them 
now included, they are able to provide the feedback as to whether or not ideas 
are workable, the issues etc. This gives us better insights into the work. 
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The second relates to the sustainability of the group. Principals will come and go in 
the region but if there is a core of staff, then one key staff member coming in to the 
region will have less potential to change the group dynamic. 

Education rep: The deputies attend the Alliance so that there is now all staff 
involved. This means that all management staff are aware of what is happening. 
If a new principal comes on board, the deputies are able to support the new 
person into the role and into the region. 

The Alliance plays a strong role in presenting a coherent face to public education in 
the region. The strength of the group is its potential for linking with industries. Rather 
than being in competition with each other, the Alliance is able to present as a unit thus 
making it easier to liaise with the local industry representatives. The Executive 
Director also links in with the group so as to ensure that there is consistency in the 
messages that are conveyed to the wider community. The united voice is a strength of 
the group. 

Education Rep: The power of the group is that they work together and are able 
to talk as a united voice. This is unique among principals within a region. 

Education Rep: One of the great things about the Alliance is that we are able to 
offer a quality education to students. Many parents opt to send their children to 
state schools rather than the private schools because we can do this. It is counter 
the trend here. 

Industry Rep: One of the great things about being here is the united face of the 
school principals. I have been in other places where the principals are all fighting 
with each other. That makes it hard for industry to work with any of them. I have 
got better things to do with my time that to deal with principals trying to out vy 
each other. 

Having the united voice and working collaboratively had particular benefits to the 
overall impact on the work of schools and industries. As noted by a provider of 
services, the common approach of the schools made for a strong coherence of 
programs and hence sustainability of work experiences in the region. 

Community Rep: The three high schools are very closely linked. They do work 
very well together, which makes my job very easy because I don’t have people 
trying to compete, even though there will still be competition there. They do try 
to work in, I mean they’ve even restructured their lessons so that they all have 
the same breaks to make things easier for trying to organise things when kids 
have got to leave school that they’re all going to things at the same time. So, you 
know, it’s very, very good. 

Links between Industry and Schools 
The links between the two sectors are very strong and tangible. The links were in 
many forms and were well recognised and articulated across all the stakeholders. 

Community Rep: When I go and talk to other {name removed] at different 
conferences and things, it’s very easy to see that Red Rock is very different to a 
lot of other places. Because we a huge industry base, there are an extra lot of 
places for kids to start work. But we also have the community commitment here 
in Red Rock is very strong, so its very easy for schools to link with industries. 
Certainly through structured way for the workplace learning but there are other 
ways as well. Industry comes into schools to do mock interviews, to do all sorts 
of things and they’re more than willing to help. 
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Industries were tied to many of the projects across the region and made significant 
commitments within their organisations to such projects. In one instance, the CEO 
was involved in presentations with a school, with representatives of both travelling to 
Brisbane together. This was seen as a huge commitment on the part of the industry, 
and appreciated by the school. It is commitments such as these that enhance the 
community capital that exists in Red Rock 
Many industries were keen for their employees to see their role in the company as 
being a company representative in the community. This may not have been directly 
related to employment but also about the fields in which companies excelled and/or 
undertook work. Staff were frequently encouraged to visit schools and other 
community organisations to promote the industry, present information about their 
positions and liaise in general with the community. 
Industry also sought the input from schools on high level management committees. 
This sent a strong message to participants of the value of education within industry. 

School Rep: When they were setting up the Management committee, they called 
for expressions of interest. The other two community members are high profile 
business people. They have also got an education person on board. This shows 
their commitment to schools and the value they place on our perspectives. 

The long-term sustainability of Centre relies on the capacity to seek community 
support. In 2006, many large and medium sized companies pledged $20K each for 
projects to ensure the on-going programs within the Skill Centre. The pledges are for 
work to be undertaken by the students so as to enable a viable program but also the 
valid work practices of enterprise work to be continued. Within the Skills Centre, 
industries also donate machinery, consumables and time.  

Industry Rep: Sometimes I come in and there is a donation from one of the 
local companies, sometimes they are small things, other times its substantial 
equipment. And its not just [the larger companies], if we need people to come 
out and have a chat to the kids in regards to apprentice applications, about what’s 
expected, what they should be doing, where their focuses should lie, they’ll come 
out and talk to them. Drug and alcohol testing, we had one of the guys from 
[company name] come out and do that for us. He comes out every year, and 
speaks to the Grade 11s and 12s and the electrical kids. So they’ll come out to 
the kids come and speak to the kids. 

The Skill Centre also relies significantly on local industries to support work 
placements of students. As there is a requirement that students undertake one day a 
week in the workplace, the support from local industry is vital for the program. It is 
this level of industry support for the programs that enables them to continue.  

SAIN: Schools and Industry Network 
SAIN is an organisation that takes responsibility for work placement of students. All 
local schools support the organisation for the placements. All of the principals (in all 
the schools – state, Catholic and independent) serve on the SAIN committee. SAIN 
placed approximately 1500 students in work experiences in 2006. The role of SAIN is 
comprehensive in the Red Rock region, where the organisation takes responsibility for 
all work placements in the region – from work experience through to structured 
learning.  
The community is supportive of the organisation and recognises that while they could 
organised many of the placements themselves, to do this would mean all schools 
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would start to organise placements themselves, and SAIN would become defunct. 
Thus the community feels responsibility to support other enterprises within the 
community. 

Community Fund 
The Community Fund was established in 2002 and is managed by a representative 
board of three company staff and three community representatives. The money 
allocated by the parent company has leveraged a further $4million from other sources. 
Bids for the funds are received and reviewed by the Committee according to 
nominated criteria. Such criteria require that the bids are from partnering teams and 
not from individuals; and that they are located within and generated by the local 
community. 
As part of its corporate identity, the parent company has a commitment to the local 
community in which it is located. The Community Fund is not limited to the direct 
interests of the company but appears to focus on projects that have a community 
benefit. These have included volunteering programs, environmental programs, women 
in business, crisis accommodation for men; employment and training programs 
outside the parameters/interests of the parent company;, supporting fruit growers; 
after school sports program; and midwifery scholarships. 

Contained Industries 
A unique feature of the region is the strong presence of one major industry. This 
company employs approximately 20% of the population directly but significantly 
more if indirect measures were adopted. This high profile in the community and 
strong representation in five of the key industries in the region is an enabling feature 
of the community. For schools, this meant that they are able to access one key 
employer. 

Community  
As a contained region, there is a strong sense of community. The separation of 
industry, school and the local community is not possible. Members of the community 
meet the staff from other sectors in a range of local settings – shopping, sport, and 
functions. This tight knit feature of the community creates a sense of responsibility of 
each community member for the other, and is a plausible explanation for the success 
of the community partnerships and programs developed in the region.  

.Industry rep: Many of the employees here have their children in the local 
schools so if there is something happening, we hear about it – good and bad. 

School Rep: We have [site manager’s] kids at our school so we are kept on our 
toes.  

As a tight community, there was a strong sense of responsibility and accountability to 
the community. As the RBITS Centre began its operations, it needed to undertake 
enterprise projects. However, as there are many small businesses in the region 
undertaking similar work, the management committee of the Centre were concerned 
that such businesses not see the work of the students as a threat to their viability. The 
Centre Coordinator felt it important to visit all local businesses to explain what the 
Skills Centre was doing in order to ensure businesses remained on side and supportive 
of the program. There was also a sense of reciprocity, where the skills centre looks 
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after IT’s industry and employment needs first, despite the opportunities available in 
other regions.  
Being part of the community was also seen to help in building the links between the 
various participants. The strong community knowledge and reputation within the 
community was certainly an advantage in building the links between the various 
organisations. 

Community Rep: I’m extremely lucky in the sense that I’m locally born. For 45 
years I’ve lived in this town, a lot of people know me. I know that when I took 
over from my predecessor, he’d tried to bring some certain employers on board 
and you know, they didn’t want to do it. When I took the job over from him, he 
would ask, “How did you get that I’ve been trying to do that for years?” But 
because they know me, and maybe because my selling and my personality was 
able to win that, and I am very successful here. There’s no doubt about it. I mean 
I don’t know that I would have been as successful if I moved, say I had to move 
to Brisbane or Maryborough. I imagine the job would be much more difficult. 

As this participant acknowledges quite specifically, having such strong community 
links is a key factor in making the partnerships in this region work. 
While the tight community links that were noted in this report are very strong, it was 
also noted that this was not always the case. In the interview with a leader in the 
community, it was seen that the catalyst for such strong community links came 
through the opportunity afforded by a District Plan for the Youth in the area. The 
whole of community approach involved a range of key stakeholders associated with 
the youth in the region including, social support networks, network members 
including community development officer, Centrelink, youth justice, as well as 
representatives from small, medium and large employers, along with job network 
providers. This project enabled key stakeholders to come together and create 
community links in order to develop effective pathways for youth within the 
community. 

Learning Opportunities 
The two Centres provide considerable learning opportunities for the student, albeit 
quite different in their nature and form. The Engineering Skills Centre is based on 
practical skills for workplace-bound students, whereas the RBITS Centre appears, at 
this stage, to be offering more academically-orientated students practical experiences 
in a simulated work environment. Participation in the off-site learning Centres 
enabled students to experience the workplace and the demands of the workplace, 
particularly in relation to work ethic and workplace settings. However, learning is not 
contained to the students. School staff and industry representatives reported gaining 
considerable insights into the life worlds of their counterparts. 
The restructuring of programs on-site have required the students to develop self-
sufficiency. As such, they have had to embark on realistic projects dealing with real 
demands and real people. People from the community provide tasks – such as the 
design of membership cards or the construction of tables for industry sites. These 
activities have been highly educational for the students in terms of learning the skills 
for the tasks but also other life skills. They also provide students with links to the 
community, thereby enhancing their social capital. Similarly, students also recognised 
the value in the real tasks in providing a range of skills: 
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The links with industry have provided schools with opportunities to understand 
current workplace demands and practices. Using this learning, programs are possible 
that have this learning as a core activity. 

Reshaping School Curriculum to Fit Industry 
While the partnerships have focused significantly on present developments, there are 
new developments emerging in relation to curriculum. Schools have recognised that 
current subject offerings may not be the best for the preparation of young people for 
work, particularly in the electrical areas. In consultation with industry, the principals 
and teachers have been working to identify the knowledge and skills required for 
these areas. Through this process, a new subject will be developed that meets the 
demands of the trade and provide a strong pathway into the industry. 
 
Currently, the content of much of the curriculum in mathematics, science and physics 
is not necessary for the electrical trades. Having a collapsed subject that more directly 
meets industry requirements seems to offer considerable potential for all stakeholders. 
Within this context, the schools have formed a partnership with industry to develop 
the new syllabus that has direct relevance for the electrical trades. This development 
will demand involvement of school administrators, Heads of Departments and 
teachers.  

Conclusions 
From the data collected in this case study, it demonstrates that there are very unique 
partnerships in the Red Rock region that support pathways from school to the world 
of work. Some of these partnerships were evident in some of the other regional case 
studies, they tended to be more sporadic. In the case of Red Rock, what was clearly 
observable was the strong social capital in the region. That is, there were strong links 
between industry and schools so one could argue that there was strong bridging 
capital where two very different types of organisations had sought to develop links 
between the organisations to enable productive relationships. Similarly there was 
strongly bonding capital evident in the Alliance formed by the principals. In times 
where competition between schools is increasing, the Alliance formed by the 
principals enabled them to negotiate more productively with the local companies. This 
was a strategic move in that there was a united voice working among both industry 
and schools, thus enabling better communication of needs and possibilities.  
While many of the partnerships noted in this case are by design linked to school-to-
work relationships, there is an emerging pathway into University and tertiary sectors 
being provided through the RBITS Centre. This pathway is focused on the IT and 
Business sectors but provides another pathway for students into work. In many cases, 
this is a delayed entrance into work and yet to be tested in terms of its success in 
bringing graduates back into the local work communities.  
Unlike any of the other regions studied in this project, the strength of the social capital 
in this region is commendable. While some of the other regions in the rural case study 
may have similar features in terms of geographic location, Red Rock presented with 
unique features. The overwhelming sense gained from this study was the strong links 
between community, schools and industries. Red Rock is in a unique position in terms 
of being a contained region with a high industry base. This helps to maintain a sense 
of opportunity in the region – for young people, families, industries, businesses and 
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schools. Through the strong networks, there is a very palpable sense of commitment 
to the region and the people. Industry philosophy of sustainability and their sense of 
how important community is to that sustainability has created opportunities for 
stakeholders to engage in activities sponsored through community funds from those 
industries. These funds enable projects that would not otherwise be possible. In so 
doing, a stronger sense of community is fostered and builds greater capital within the 
region. 
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8. Economic Analysis 
This final phase of the project sought to identify the direct and indirect costs and 
benefits to industry. A consultant was employed for this aspect of the project. It was 
found that companies did not keep accurate records of costings against SBAAs.  
 
Industry Type Industry Size 
Food industry - bakery Small (16) 
Construction Large (40) 
Automotive  Sales and service – large 180 

Automotive service- large 145 
Electrical Large (30) 
Panel Beating Medium (20) 
Hairdressing  2 small (10, 10) 
Cabinet making Small (6) 
Marine Industry Large (>1200) 
Hospitality Large (350) 
IT Small (2) 
Joinery, shop fitting Medium (22) 
Automotive Mechanic Small (3) 
Steel manufacture and retail Large (330) 

Table 8.1: Sites for Economic Analysis 

Direct Benefits 
Direct economic benefits to employers are defined by the Australian Government’s 
Australian Apprenticeships Incentive program. 
 
Incentive Payment Depending on the level of training being 

offered, an employer is able to qualify for 
a payment of $1250 for Cert 2 or $1500 
for Cert 3 or 4. This is paid at the 
commencement of the SBAA. 

Retention 
 

$750 is payable to employers who retain 
students who have obtained a Cert 3 or 4 
after he/she has completed Year 12 

Table 8.2 Direct Economic Benefits (provided by external consultant) 
 
All employers taking on a SBAA received a cash payment. These varied in 
remuneration depending on the level of qualification. It ranges between $2000 and 
$2500 

Indirect benefits 
The indirect economic benefits of the SBAAs could not be quantified but 
encompassed a range of areas. These were greater, smaller or non-existent depending 
on the industry and size. These indirect benefits were cited to include: 

• Increased productivity 
• Not having to advertise/recruit – cost for recruitment can be $2000 
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• Staff retention – staff stayed on, low turnover implied low costs and improved 
productivity 

• Shorter training,  
• Lower turnover of staff  

Longer Term Benefits 
Employers noted that economic benefits often did not occur in the first years of the 
training but in subsequent years. Once the trainee/apprentice had completed the 
introduction to the trade/vocation, productivity was enhanced so that while there may 
be costs in the first part of the apprenticeship, this was reversed in subsequent years. 
As such, a longer time frame is needed when considering the costs/benefits of the 
programs. 

Direct Costs 
Depending on the ways in which companies organised their work placements, very 
different direct costs were incurred. There did not appear to be any trends across sites, 
size or industries. 
Salaries 
Under new WorkChoice legislation, school-based employees are guaranteed 
minimum wages (Australian Government, 2007).  
Wages 
 Per hour Per annum 
Upper 7.30 $2628 
Median 6.60 2375 
Lower 5.23 1883 

Table 8.3: Direct costs – wages (Provided by external consultant) 
Training 
Depending on the organisation, training was a direct cost. In smaller companies, the 
use of RTOs was commonplace. In contrast, many of the larger organisations had 
developed on-site training facilities and provided their own on-site training. These 
companies were RTOs themselves – in some cases providing training for their 
employees only whereas in other cases, they offered training to other companies. 

Indirect costs 
Employees noted a range of indirect costs which varied from site to site, industry to 
industry. There was no notable pattern across industries. Employers were not able to 
impute a direct monetary value to these cost-items but recognised that they were 
costs.  
Indirect costs included:  

• Wastage caused through mistakes 
• Extra supervision 
• Uniforms – this varied across the sites – in some cases this was provided by 

the employer, in other sites it was subsidised and in other sites it was a full 
cost to the employee. 

• Training facilities and upkeep of same 
• Information evenings for students and families 
• Liaising with schools 
• Inductions and training 
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While it was not possible to calculate direct and indirect costs/benefits for SBAAs, it 
was clear from the data collected that where SBAAs were integral to the long-term 
planning and staffing for a company, there were benefits to the organisation. Where 
companies undertook SBAAs to supplement income generation, this was not a viable 
option for the company or the employee. As such, SBAA need to be a part of the 
longer-term sustainability of a company.  

Economic Benefits for Smaller Companies 
Smaller companies saw the SBAAs as a way of ensuring the right candidates are 
selected for apprenticeships. By carefully selecting when a young person would be 
taken up in the organisation, what days he/she would work and how the training was 
conducted, smaller enterprises were able to incorporate the employee into their 
economic sustainability. For example, in hairdressing, the SBAA was taken up after 
the Christmas/New Year slump, employed later in the week when the salons were 
busy, and offered extra hours to work on Saturdays which traditionally are busy days. 
Employing the SBAA under these conditions offered maximum return for the 
business while providing the employee with an exciting experience in a busy salon.  
 
Where smaller companies were taking on SBAAs to enhance their income generation 
through the provision of incentives and cheaper labour, these arrangements were not 
contributing to the economic well being of the company, or to the employee. It was 
reported that some companies saw the SBAA as a way to gain access to extra money 
and cheap labour. However, this short-term vision fails to account for the costs 
associated with the candidature as well as the immediate labour intensive training at 
the start of the traineeship and the longer-term benefits of having a well-trained 
employee. 

Economic Benefits for Larger Companies 
The larger scale of the big companies allowed for economies of scale. While start up 
costs associated with parent information evenings, on-site training facilities and so on 
were high, these costs were off set by the considerable gains for companies. For one 
large company, their recruitment of apprentices is solely through SBAAs. The 
company has established life pathways for employees so that they transition from 
SBAAs to full apprenticeships to full employment. In many cases, full employment 
transitions into tertiary education (degrees) and result in new employment 
opportunities within the company. The loyalty that this process fosters ensures a 
viable and vibrant workforce which is highly competitive. Ensuring staff sees 
themselves as part of the company helps to guarantee a stable workforce. 
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9. Conclusion: Pathways as Capital Building Enterprises 
In this final chapter, we draw on the theoretical model to explain the ways in which 
school-to-work programs offer considerable potential for enhancing the transition to 
work. We use the notion of “capital building” to theorise the analysis undertaken in 
this project.  In this final chapter, we draw extensively on the SBAAs as an example 
to illustrate the powerful ways in which programs have added significantly to 
students, schools, industry and community. 

Forms of Individual Capital Building  
Participation in the shool-to-work programs offered considerable benefits to the 
various stakeholders. Through the programs, students were able to develop new or 
different dispositions towards work, schools and the wider society. We have framed 
this as cultural capital by drawing on Bourdieu’s notion of dispositions. Through the 
practices of the various school-to-work programs noted in this report, the participants 
were able to build new dispositions that were valued within the field – whether 
education or work – and thus be seen more favourably by others as well as 
themselves.  

Cultural Capital – Building dispositions 
From the interviews, it became clear that the various programs created opportunities 
for young people to develop particular dispositions that were not evident prior to 
commencing the work program, whether a traineeship, apprenticeship or structured 
work placement.. The dispositions were ones that were valued in the fields of 
education and/or work and would work to position the participants more favorably by 
those with control in the field. 
 As identified in the literature, many young people disengage with schooling 
due to the lack of relevance or interest. This has consequences for their progression 
through school and into work. Programs are needed that not only re-engage students 
in learning but support them into the transition from school to work (or further 
education). It was found that the habits and dispositions valued in school and work 
can be exchanged for other goods – success in school through higher grades, 
economic rewards through gaining employment or higher pay scales upon completion, 
or employment within a workplace.  
 Through many of the interviews, dispositions such as responsibility, time 
management, confidence and communication were reported to have developed among 
students as they engaged with their work placements. As can be seen in the responses 
below,  these dispositions are being made possible through the student participation in 
the programs on offer.  

Teacher: It teaches them responsibility. It also teaches them, well basically it 
teaches them to be more committed to what they are doing and to organise 
themselves a lot better. We find that in some ways their studies improve because 
they’re getting the training side of it, and they’ve got to be regimented with their 
training to get their modules completed. (School K5) 

Teacher: They tend to improve their communication skills and their time 
management skills. Usually it takes a little while but usually it improves. Some 
of the students have been wasting their time here at school, but they start to learn 
the relevance of what they are learning at school. (School R) 

                                                 
5Assigning an initial (random) protocol adopted for naming schools has been adopted. 
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Student: I am much more confident at school. I used to be very timid about 
asking questions, and now it’s “so what do you mean by that?” 

Student: It has helped with my communication skills, being able to talk to 
people, being able to understand what they need. It has made me more confident.  

Work ethic, as noted in the final comment below by an employer, was common across 
all stakeholders and is illustrated by this example. 

Employer:We are training somebody to our ways, giving them a good work 
ethic which we think we have good work ethics here. We take them from babies 
to five-year old children so they [SBAAs] realise the developmental stages [of 
babies] and things like that. They are really learning about the job. It’s a very 
hard field, the study is not easy and we get low wages, and they realise that from 
the start. (early childhood) 

As these comments indicate, the dispositions that were developed through 
participation in the SBAAs were ones which auger well with the fields – education 
and work – where there were multiple benefits for all stakeholders in both contexts.  
These dispositions are internalised into the work habitus of the students which help 
them gain employment. 
 
To understand how such dispositions were developed, insights into the practices of the 
workplace that were instrumental in the students’ growth were evident in some 
comments offered by participants. As can be seen in the comments below, employers 
reported that having young people working in adult contexts where they were treated 
as worthy individuals was a key process in such developments.  

Employer: When you’re are school you’re with other students and you’re like a 
flock of sheep really. You’re not an individual and we treat them like they are 
individuals. We show them some interest and initiative in them and they like it 
so much. (kitchen cabinet making) 

Teacher: I think the social aspect of work is a big one –they sort of learn a lot of 
maturity. We find that kids that are involved in traineeships, are much more 
focused [in school]. They seem to be a little bit more mature because they 
working not with peers but people older than them which tends to turn their 
thoughts around. (School S) 

While there is a sense that students build particular dispositions that are valued in both 
the workplace and in school, the SBAAs allow the development of those dispositions 
that are sought by the field. In these cases, the respondents recognised the capital 
building of the industries and the payoff to the industries. Stakeholders recognised 
that by having young people in their workplaces, they were able to build the 
dispositions that they valued and thus create a more valuable worker.  

Teacher: Companies benefit from the programs as having a student there than 
they can mould into the type of person they want working in their workplace. 
(School K) 

Teacher: In the workplace, it gives the employer the opportunity to take 
somebody raw and develop them and train them the way they would like to have 
them trained. (School M) 

Employer: We can mould them to the way we want them so that there are no 
bad habits. The habits we are teaching them are the ones we want them to have. 

In considering the building of attributes of cultural capital that are valued by the field, 
students, teachers and industry representatives articulated dispositions that were 
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valued and made possible through the participation in the SBAA programs. While 
some dispositions were generic, others were more related to particular industries and 
could be seen to be more skills-orientated. For this reason, we have created a new 
form of capital that aligns with cultural capital in that these are dispositions very 
clearly related to particular sites. In the following section we discuss such attributes.  

Intellectual Capital 
Within the framing adopted in this paper, intellectual capital is often seen as the 
capital developed within formal schooling. However, within the field of work, 
particular sorts of knowledge are valued. These may be different from that developed 
within the school context. However, the intellect of the field of work demands that 
participants have forms of knowledge and knowing that are valued within that field. 
These may often be different from that which is constructed within schools. One only 
has to consider the teaching of measurement in schools where the practice reinforces 
the use of centimetres as the unit of measure. However, within the field of work, the 
unit of measure is millimetres. As such, there is a clear differentiation between what is 
valued in one field to another. Thus, the intellectual capital sought in the field of work 
may be quite different from the intellectual capital taught in schools. In this section, 
comments are identified that illustrate how the SBAAs create opportunities for young 
people to develop industry-relevant skills, knowledges and dispositions. In many 
industries, students were able to develop particular skills that were desired by those 
sites. In the case below, the student was able to develop the skills needed for printing. 
In this case, the employer used many of the tools of the printing industry so that the 
student was able to experience and learn a broad range of printing skills. For this 
student, the experience provided a rich repertoire of experiences that would position 
him well for entry into many other printing sites.  

Employer: We do everything here – Apple Mac, IBM, we do all the printing, all 
the plates, we do film, we do everything that a lot of other printing houses don’t 
do. We do everything in house. They learn they whole business, not just graphic 
art on an apple Mac. They learn how to do everything. (Printing) 

As this employer indicates, the experiences possible within this printing site built 
substantial intellectual capital for the young employee. These forms of knowing 
would enable him to exchange such skills and knowledge for employment options in 
other sites should he wish to move to another company. Students were astute in 
recognising the ways in which the experiences built their industry-relevant capital. As 
Hargreaves (2001) notes, the capital gained in one field has greater strength when it is 
transferable between contexts. He argues very strongly for the transferability of 
knowledge and skills as a marker for intellectual capital. In the example below, the 
experiences of the student in the one hotel resort were recognised as exchangeable, 
that is, the skills made her employable for other hotels. In this case, the experience of 
working in the hotel industry created the opportunities to ‘know what it’s like to be in 
a resort’. These are skills and knowledges that would not be possible in school-
settings. 

Student: I think it is good because you get to know what it’s like to be in a resort 
and how it work. I reckon you have a better chance of getting a job in places if 
you have had like experience.  

Many of the participants recognised the incongruence between school and work. In 
this process, they articulated the different forms of knowledge and knowing that were 
required in the workplace that could not be gained in the formal school setting and yet 
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it was these skills that were valued by the workplace. The learning of skills and ways 
of working were seen as valuable attributes to have when it came to seeking work 
beyond school. 

Student: While you are at school [doing the SBAA] you’re learning things like 
if you want to follow a business career or if you’re learning to manage thing how 
to run a business, you’re learning about people, how they feel. You’re learning 
leadership skills, how to lead them. That’s good. It’s a really good start.  

Student: It is getting the work experience. Like in the office was good, like 
getting all the computer, the filling and that kind of experience. Otherwise, just 
working with people, like organising events, like I help with sports day and we 
have a football carnival here that I help with, do the drinks and stuff.  

Student: It’s good, it’s a lot of hands-on work. And you can say you’ve been 
employed by someone and get a certificate as well. It’s all good.  

As the comments below indicate, often employers want to develop the skills and 
habits that they value in the workplace. As the first sentence indicates, the employer 
inducts them into the patterns of work valued within the industry. This is extended 
even further as they move through their subsequent training and of considerable value 
to the company upon completion of their full qualification. 

Employer: We train them the way we want them to be. Often, once they have 
got through the apprenticeship to the third or forth year we sent them off to 
Mitsubishi training or Suzuki or Subaru training so they are also trained by the 
manufacturers themselves. They’ve got more product knowledge so if they stick 
with us, that is a huge benefit for us. (motor mechanic) 

Employer: We have invested almost 400 hours of training into these guys and if 
they come out the other end you know, hireable, then we’ve got trained staff that 
are utility staff. I can use them in any department because they have been all over 
the place. They are well-rounded employees and that is great for us (hotel) 

The experiences that build the cultural and intellectual capital are internal and not 
formally recognised. However, as will be discussed in the next section, other aspects 
of the SBAA enabled students to gain formal recognition for the skills and knowledge 
they acquired through their participation in the SBAAs. This formal recognition came 
in a number of guises. 

Institutional Capital: Gaining Relevant Accreditation 
In this section, we draw on comments that highlight the importance of formal 
qualifications as a consequence of participating in the SBAAs. There appeared to be 
two main forms which students engaged with within the SBAAs. While there is a 
sense that the SBAAs are for those students who are not engaging in formal schooling 
and seeking to gain employment in vocationally-orientated careers; for others who 
were seeking academic pathways, the SBAAs offered an alternate trajectory.  

Academically-Orientated Trajectories 
Traditionally students who are seeking entrance to university avoid vocational 
programs, seeing them as inferior to academic programs. With the SBAAs as they are 
structured within the Queensland system, students are able to complete the five 
subjects needed for a tertiary entrance score and use the sixth subject as a SBAA. For 
these students, the option of taking a vocational subject added to their repertoire of 
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skills. This was found to be particularly common among students who were seeking to 
enrol in hotel management and/or business management programs.  

Student: the course is great for me as I get hands-on experience in the hotel 
which will help me when I go to Uni to do hotel management. I will know about 
the industry and that helps. I will also be able to get a job in the industry while I 
am at uni as I have experience. That will help me more with my studies while I 
am in uni coz I’ll be able to link what I am learning at uni with what I do when I 
am at work. I am sure that that will help me get a good job at the end of my 
studies. 

Vocationally-Orientated Trajectories 
As noted in the opening sections of this report, the increasing demand for young 
people to remain in school has meant that the curriculum is often irrelevant to them. 
At this point in time, the Australian employment market is strong and employment 
high. This has resulted in a significant drop in student demand for university places. 
This suggests that it is even more pertinent to offer programs that cater for the needs 
of students and the market. To re-engage and/or retain young people in schooling, 
courses that cater to their needs and interests are desperately called for. The provision 
of SBAAs allows students seeking a vocational career to undertake senior studies, 
gain formal recognition of successful senior completion and to have a further 
qualification – that is, industry-relevant documents. These supplement and extend 
their senior certificate. By having dual certificates, graduates of the vocational 
programs can be seen to have institutional capital added to their graduation 
qualifications.  

Teacher: They’re learning real skills in a real work environment. They are also 
able to gain their senior certificate at the same time. They also gain a nationally 
recognised certificate. (School N)  

Employer: When she finished Year 12 she was also a qualified dental assistant. 
So she became immediately employable. (Dental) 

Student: When I finish I get a builder certificate and am fully qualified at the 
end of it, when I finish [year 12].  

Student: I think you’ve got better job opportunities if you get a certificate or 
something. I think I could do retail. You’ve got a lot a better job opportunities in 
different workplaces.  

The dental technician here identifies that the SBAA provided considerable 
institutional capital for the student. In this case, the qualification (ie dental assistant) 
was a certification made possible through the participation in the program and 
increased the student’s employability upon completion of year 12. This form of 
capital could be exchanged for other goods – in this case, immediate employment as a 
dental assistant, and the concomitant salary that goes with the appointment. Not only 
did the certificate provide a formal recognition of their capital but stakeholders saw 
the certification being supplemented by the experiences in ways not possible in the 
formal school context.  

Employer: Before they finish Year 12 they’ve got a Certificate III in hospitality 
which is a pretty good qualification and is nationally recognised. So the training 
they get, the hands-on training, is great training. It’s not just a classroom 
situation; most of the training is actually hands on. (hospitality) 
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In some cases, it was noted that the institutional capital that students gained upon 
completion of the SBAA could be exchanged for other goods. In the cases below, 
these included advanced entry into other programs (including university or TAFE) 

Employer: I had a couple of Year 11 girls last year who managed to get 
compensation so they didn’t have to do Year 12 and they’ve gone straight on to 
uni to get a diploma in Hotel Management. We have had others who have moved 
to other hotels. We are a big chain which gives us a bit more leeway. We get 
people that if they get to a point where they can’t go any further here, there’s 
always the opportunity for them go sideways to another hotel. It’s a great 
experience being a big hotel. (hotel) 

Student: Well actually I have got direct entry into TAFE next year. I am doing a 
double diploma of hospitality and even management and that will go into a 
Bachelor of Hotel Management at Griffith 

In other cases, the direct link to economic capital is overt and immediate. In the 
comment below, the student was pleased to have immediate economic gains from 
participating in the program. As other students also noted, this was a very pleasant 
aspect of their participation in the programs.  

Student: It’s great being in these programs because we get paid to go to school. 
My friends are jealous that I go to work in school time and they stay home and 
study. I get paid to go to my work, they don’t. 

While the immediate gains in money was an incentive for participation, other students 
commented on the increased status they gained among their peers while participating 
in their programs. In some cases, this was directly related to their income, but in most 
cases, it was that they were gainfully employed and working in ‘real’ jobs. 

Economic Capital 
For Bourdieu, economic capital relates to the accumulation of money. In the context 
of the SBAAs, there was evidence to suggest that participation in the program was 
productive for young people in that they were able to gain access to money as part of 
their programs. For students, this was a bonus in that they often saw the payment as a 
reward for study. In other work we have undertaken, the payment given to school-
based work programs was seen with envy by their peers in schools. For those students 
who were undertaking academic streams of study, they were sceptical of the payment 
of their peers, often arguing that it was unfair that others were paid to work while they 
perceived themselves as working harder without payment, or having to work after 
school hours to receive remuneration. Within the school context, those receiving 
payment for their work within school hours were often seen as having greater status 
than their non-paid peers.  
 
Forms of economic capital identified in this project came in a number of forms. At the 
simplest level, this was where students gained payment for the work they undertook 
during school hours. In the comment below, the student identifies the remuneration as 
an incentive for participating in the program. However, he also identifies other 
bonuses for such participation. 

Student: You earn a bit of money on the side, you get a year taken off your 
apprenticeship and you get your Year 12 certificate which I want for later on. 

However, there were more complex versions of economic capital. In the comment 
above, the fact that time is taken off the apprenticeship means that the students gain 
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higher salaries earlier in their apprenticeship and complete their qualification earlier, 
thus moving on to full tradesman salary earlier than peers who have not undertaken 
school-based work. This later point is evident in the comments below where the 
students recognise that the SBAA provides a pathway to employment immediately 
beyond school and then beyond the completion of the trade. 

Student: It is a massive kick start really because by the time I get out of school, I 
walk into a full-time job, getting paid five days a week and overtime if I want it. 
It is an assurance for yourself because you know that after you’ve finished Year 
12 you have a job. And after you finish your apprenticeship you’ve still got a 
job, like you don’t have to go. Like you finish your apprenticeship, you don’t 
have to stress about looking for a job. You walk straight into one, you stay here 
at [company name] and they are not looking to kick you out.  

Student: You know what you are going to do at the end of Year 12. You’ve got 
your future covered. You’re going to learn, you’re going to be a head start on 
everyone else. Here you can be out earning money from a younger age. Others 
might earn more money in the long run, but they have got 4 years of uni. I like 
how everything is done at Riviera, on site. You don’t have to come back and go 
out. 

In this final comment, the student also recognises that while his academically bound 
peers may earn more money later in their lives, the apprentice has had four years of 
earning and no overheads (university fees) that will need to be paid.  
  
Less obvious is the recognition that the SBAA adds particular forms of industry 
capital to the apprentice/trainee which enables them to command a higher salary. 
Further, the student also articulates the exchange of intellectual capital for economic 
capital when she argues that those students who undertake an SBAA will have 
experience that will make them more marketable than peers without such experience. 
Indirectly, these experiences can be traded for employment opportunities less likely to 
be available to their non-SBAA peers who lack the workplace experiences and 
knowledge: 

Student: I suppose you get paid more having had that experience. You’ll find it 
easier to get jobs. People want people to have experience and it is hard to accept 
just anybody that’s just come out of school.  

While the economic benefits of the SBAAs are obvious to students, employers also 
recognised that there were economic benefits to companies. By training staff into 
positions within the company, time and money were not being spent on recruitment 
processes, thus generating economic advantages for the company.  

Employer: Obviously we train them up and if you know there is a position, or if 
we know there is going to be a position, we’re able to fill that position with that 
school-based trainee. That makes it a lot easier than going out and getting 
somebody and them up and so on. We also get incentives for them as well. 

The closing remark by this employer also highlights the direct benefits to the 
company. In this case, he identifies the direct economic gains to the company through 
the incentives offered to industries for participating in the program. However, it 
should be noted that throughout the interviews, both teachers and employers indicated 
that the money offered through the incentives did not cover the actual costs of the 
program. 
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Social Capital 
Social capital is a term that is gaining considerable credence within the fields of 
education and policy. However, it has a number of interpretations. From a 
Bourdieuian perspective it is more individualistically framed and refers to the social 
connections to which a person may have access.  

 Social capital is the sum of the resources, actual or virtual, that can accrue to an 
individual or a group by virtue of possessing a durable network of more or less 
institutionalised relationships of mutual acquaintance and recognition (Pierre. 
Bourdieu & Wacquant, 1992, p.119) 

Furthermore, the ways in which social capital gains its value is through the 
connections to which the participant is connected.  

 The volume of social capital possessed by an individual agent thus depends on 
the size of the network of connections he [sic] can effectively mobilise and on 
the volume of capital (economic, cultural or symbolic) possessed in his own right 
by each of those to whom he is connected (P. Bourdieu, 1983, p.248-249) 

In contrast to this view of social capital which Kilpatrick et al see as a “resource use 
for the benefit of those individuals who have access to it” (Kilpatrick, Field, & Falk, 
2003, p.420), they argue for a more communitarian view. These authors propose an 
alternative view to that of Bourdieu, drawing on the work of Coleman (1988) where 
social capital is seen as the potential of individuals to work collectively to advance 
their common interests. Within these framings of social capital, issues of trust and 
reciprocity between participants are seen as key aspects of the concept (Hargreaves, 
2001). 
 
In considering the individualistic position offered by Bourdieu, it was clear from the 
data that participation in the SBAAs enhanced the social capital of the participants. 
For many of the young employees, the networks to which they were exposed offered 
enhanced chances of employment. The two comments below indicate how students 
came to be better positioned within networks that were more enabling from being 
involved in the SBAA program: 
 

Student: It [SBAA] provides you with job offers after school, especially with 
[company name]. They’re recognised as a great training facility so that has given 
me lots of options. I’ve actually been offered a night shift at the Marriott for 
$20.50 for 5 hours. So, that’s a good option 

Student: I was speaking to this guy the other night at my work and he works on 
ocean liners doing all navigation. He aid I should come and work for them on the 
boat. He goes, you’d get a job real easy because they want younger people. He 
said they want a lot of people working the retail shop because he knew I worked 
at Brothers Neilson [surf shop]. I said I am doing hospitality, and got a 
Certificate 2 in Hotel Management, and he’s like “really, cause you’d easily get a 
job”.  

Similarly, the comments below indicate how the connections that the students had in 
industry supported their employment options. In both cases, the students articulate 
how networks enable access to information and/or connections through these contacts: 

Student: Both my mum and sister work at [company name] so they sort of need 
people at the end of Year 12. I’m going to put in my CV in there and hopefully 
end up somewhere in the hotel industry. 
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Student: I’m planning to work here full time for 6 months [when I finish 
school], or at least in hospitality. Depends on if I get a job offer somewhere else, 
like the Marriott. I am looking to travel overseas. I’ve got some friends that have 
connections in 5-star hotel in China. I’m hoping he can pull some strings because 
I would like to get a bit of cross cultural experience and stuff so, you know, you 
get a bit of overseas work behind me as well. 

While these comments have highlighted the Bourdieuian notion of social capital as it 
applies to the individual, there were comments that aligned within the communitarian 
view of social capital. In these cases, participants highlighted the ways in which the 
programs enabled better networks and sharing of knowledge and resources between 
schools and industries. As Hargreaves (2001) noted in his communitarian view of 
social capital, that when there is strong social capital and intellectual capital, there is 
potential for knowledge transfer. As there is often a gap between school knowledge 
and vocational knowledge, the SBAA program has potential for students to learn and 
apply knowledge learned in one context to the other context.  
 
In the comment below, the teacher further extends this notion of transferability 
between the two contexts so that the network between school and industry offers 
benefits to both contexts. There were many comments of this form where teachers and 
students indicated quite strongly that participation in the SBAAs had been enabling 
for the students in that they felt valued in the workplace, this built their self-
confidence in schools, they could see the relevance of what they were learning in 
school (social and academic); and that the knowledge that they built in both contexts 
was transferable to the other. 

Teacher: We are getting students out of classrooms that don’t want to be there, 
that academically struggle or the curriculum is not relevant or interesting for 
them. They are more engaged to come to school. They’re out of school one day a 
week, they come to school, they can see where its taking them and it also helps 
us as well as them to see the relevance of school. (School I) 

Other teachers commented more specifically about their own learning about industry 
and reported that participation in the SBAA program had enabled them to establish 
networks in industries that would not have otherwise been possible.  

Conclusion 
Programs which support the transition from school to work offer considerable 
potential for capital adding. Using a model that documents the forms of capital adding 
that are possible through transition programs enables a rich analysis of the multiple 
ways in which such programs facilitate a smoother transition into work. As evident in 
the comment below, the capital that can be added through the SBAA program can 
vary from changing the individual dispositions of the student (cultural capital); 
providing institutional capital (certificates); growing the intellectual capital 
(workplace learning) and developing their social capital (networks).  

Student: You’ve got certificates to fall back on, you’re getting work experience 
and you’re getting paid for it. I have got many benefits from [the SBAA] that 
you won’t find everywhere. Like I have made really good friends where I work, I 
feel really comfortable working here. I have built up confidence that I did not 
have when I started.  

Using a model that considers the learning through participation in such programs as 
building capital enables the opportunity to consider the multi-faceted learning made 
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possible through engaging in quality programs. As this aspect of the research has 
illustrated, the program offers considerable benefits to students – benefits that would 
not be possible through a school-only program. The exposure and mentoring made 
possible through the transition program has been enabling for all participants, but 
particularly for the young people.  
 
Where the data have been used to highlight the ways in which the SBAA program 
built various forms of capital among the participants, what was not evident in the data 
was the capacity for building community social capital. Clearly the individual 
stakeholders have gained from participating in these programs. Students have gained 
considerably in terms of enhanced employability through their increased capital; 
schools have gained in terms of being able to offer programs for students who would 
otherwise disengage with schools and employers have gained in their capacity to train 
young, potential employees to their needs and in so doing have a pool of potential 
employees.  
 
What is clear from the data is the need for greater capacity to build social capital as 
outlined by Hargreaves (2001) and Kilpatrick et al (2003) where there is a stronger 
synergy between schools and industries. The reciprocity between the two fields is 
developing but the lower status of vocationally-orientated programs in schools means 
that within the field of education, such programs do not have the institutional capital 
that enables them to compete with the academically-orientated programs. The data 
presented in this paper, and evident throughout the larger project, suggests that the 
social-capital building capacity of the program is unilateral and favours industry 
learning. There is little evidence to suggest that schools are learning and incorporating 
industry-based knowledge into school programs. There appears to be little reciprocity 
in terms of learning. While there is considerable potential for mutualistic learning, the 
transfer of learning that was suggested by Hargreaves (2001) does not emerge in the 
data from this project. As such, it would be a useful extension of transition projects 
such as this that the community aspects of social capital as advocated by Coleman 
take a stronger focus in future projects. 
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Executive summary 

Focus of the study 

The Council of Australian Governments (COAG) agreed to the National Partnership on Youth Attainment and 

Transitions (the National Partnership)1 in July 2009. The National Partnership seeks to improve educational 

outcomes and transitions for young Australians from school to further education, training or employment. 

Specifically, the National Partnership focuses on 15–24-year-olds, young people at risk, and the educational 

attainment and engagement of young Indigenous Australians. The National Partnership comprises: 

 Maximising Engagement, Attainment and Successful Transitions (MEAST; $106 million) – State/Territory-

based initiatives supporting multiple learning pathways, career development and mentoring 

 School Business Community Partnership Brokers ($183 million) – Australian Government program 

focused on building partnerships involving schools, businesses, community groups and families 

 Youth Connections ($288 million) – Australian Government program that provides support to young 

people who are disengaged or at risk of disengaging from education or training 

 National Career Development ($30 million) – Funding for a range of national projects and resources, 

including the development of a National Career Development Strategy 

 The Compact with Young Australians ($0) – Strengthened youth education and training participation 

requirements and changes to income-support entitlements. 

 Reward funding to States and Territories (up to $100 million) for achievement against agreed National 

Partnership Year 12 or equivalent participation and attainment targets.  

The third of the three scheduled evaluations of the National Partnership was conducted this year: 

 The first-year review focused on understanding what was happening in jurisdictions and across sectors to 

inform improvements in the National Partnership and its elements 

 The second-year review focused on what had changed since Year 1. It presented findings and suggested 

areas of focus to inform a decision about what should occur beyond the National Partnership  

 The third-year review focuses on summing up the impact of the National Partnership and discussing the 

future of national youth attainment and participation policy beyond the National Partnership. 

The overarching question for this evaluation is: ‘Have the National Partnership elements, as a package, 

contributed to improved participation, engagement, attainment and transition outcomes for young Australians, 

including young Indigenous Australians?’ The purpose of this project is to evaluate the National Partnership as a 

whole, not to provide a detailed assessment of the individual programs and activities that are operating under the 

National Partnership. 

 
1 Council of Australian Governments (2009), National Partnership Agreement on Youth Attainment and Transitions. 
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Approach 

Chapter 2 details what impact the National Partnership appears to have had on youth participation, attainment 

and transitions outcomes over the three years of our evaluation. It is based on an analysis of Australian Bureau of 

Statistics and National Centre for Vocational Education Research (NCVER) data sources measuring the 

participation, attainment and transition outcomes included in the National Partnership, supplemented by a range of 

more detailed indicators across sectors. 

Chapter 3 examines the implementation and impact of the various elements of the National partnership. Material 

changes apparent in Year 3 are also highlighted. It is based on: 

 The Department of Education’s Youth Attainment and Transitions Management Information System 

(YATMIS) data and interviews with Department of Education staff 

 State and Territory annual reports on the National Partnership and interviews with jurisdictional 

representatives 

 Surveys of Partnership Broker and Youth Connections providers and stakeholders undertaken by the 

Department of Education 

 Partnership Broker and Youth Connections program stakeholder interviews. 

It is important to recognise that a complex range of influences impact on youth participation, attainment and 

transitions. It has therefore been beyond the scope of this project to prove causality. For this reason we have 

focused on establishing correlation where it is possible and relied on qualitative research to offer perspectives on 

the extent to which the National Partnership has had a causal influence. Another difficulty in demonstrating 

causality is the relatively short period of time that has lapsed between establishment of the National Partnership 

and the summative evaluation. It is recognised that a longer period of time is required to fully assess the full 

impact of some initiatives. Despite these factors, it is possible to make some confident judgements about the 

effectiveness (impact), appropriateness, governance and implementation of the National Partnership and its 

elements that are the focus of Chapter 3.  

Chapter 4 provides an overview of future challenges and key policy focus areas for improving youth attainment 

and transition outcomes. It involved: 

 Research on national and international policies and performance in the area of youth participation, 

attainment and transition 

 Consultation with a range of stakeholders. 

Impact of the National Partnership on Youth Attainment and Transitions 

The Australian Government, States and Territories are collectively committed to the goal of improved youth 

attainment and transition (YAT) outcomes. Steady progress has been made in implementing the National 

Partnership elements.2 

 
2 National Career Development progress has been slower than originally anticipated, but a Green Paper on options for a 
national strategy was released for public consultation in June 2012. 
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While the National Partnership elements address some but not all of the factors that influence youth attainment 

and transitions outcomes, an analysis of high-level data suggests the following: 

 Since the National Partnership commenced, participation and attainment rates have increased, although 

the number of disengaged young people remains high3 

 The Compact with Young Australians seems to have had an impact on the target cohort: 

o Educational participation is increasing among 16–17 year-olds 

o The major impact has been on extending participation by those in education, rather than encouraging 

re-entry into education by the unemployed 

o An unforeseen consequence may have been a rise in the number of inactive4 young people, although 

this needs further investigation. The Compact also appears to be associated with a fall in the number 

of young job seekers receiving income support and also the number of families of young people 

eligible for Family Tax Benefit Part A 

o Now that the legislation is in place, the focus needs to be on assessing how the supporting processes 

work (e.g., responsibility for following up young people that are disengaged). 

The data on Youth Connections client numbers and outcomes suggest it is also making a measurable contribution 

to improving participation. The quantitative impacts on participation, attainment and transition of the other 

elements of the National Partnership are less clear, although qualitative information suggests that they are 

generally making a contribution consistent with National Partnership objectives. 

In terms of efficiency objectives: 

 Measurements against objectives are being effectively tracked 

 A number of National Partnership objectives are being achieved 

 The National Partnership has created efficiencies in the youth attainment and transitions area through 

better coordination of initiatives and information sharing 

 The Compact seems to have increased participation and reduced the number of job seekers receiving 

benefits, at minimal cost – though this may depend on any causal link between the Compact and youth 

inactivity. 

The effectiveness of governance and implementation is generally sound, with progress noted in some areas 

where scope for improvement was identified in the earlier years of this evaluation. 

  

 
3 Between 2008 and 2009, the proportion of 15–24-year-olds not fully engaged in employment, education or training (NEET) 
rose by around 3 percentage points following the global financial crisis (GFC) and has still not returned to pre-GFC levels, even 
though for 15–19-year-olds, the size of the group has been decreasing. 
4 In this report “inactive young people” refers to those not in full-time education and not in the labour market. The term “not in 
employment, education or training “(NEET) refers to young people neither in employment nor in education. Inactive young 
people are a larger group than the NEET group. This report uses the terms NEET and disengaged interchangeably.  
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Beyond the current National Partnership 

Despite the evidence that suggests the National Partnership has been effective – and the fact that the Compact is 

likely to remain in place beyond the expiry of the National Partnership – Australia’s performance on other critical 

metrics has either plateaued or declined. For example, the percentage of 15-24 year olds fully engaged in 

education, training or employment has remained steady since 20025. Australia’s school completion rates, in 

particular, continue to lag behind leading OECD nations despite some recent improvements. As was identified 

earlier in this report, the proportion of teenagers who are unemployed or inactive is higher than in the majority of 

OECD countries, and well above international best practice countries such as Norway, the Netherlands and 

Switzerland. Given Australia’s wealth, strong labour market and relatively sound performance in school-aged 

literacy and numeracy, it could be argued that Australia’s attainment and transition outcomes should be far better 

than they are. 

Youth attainment and transition policy is reasonably mature, and much can be learned from what has worked (and 

has not) in Australia and elsewhere. While policy responses are highly context specific – and what works in one 

country may not translate directly to another – there are clear themes emerging in terms of best practice. Several 

major lessons can be observed from the implementation of the National Partnership, initiatives that preceded the 

National Partnership and policy responses overseas. Major lessons include: 

 Economic and education fundamentals create the foundation for good outcomes 

 Reducing early school leaving is more efficient and effective than treating disengagement at a later stage 

 Rapid responses to disengagement are most effective 

 Formal participation requirements can be effective in improving outcomes 

 Individualised approaches are often necessary, though more expensive to deliver 

 Solutions that are driven locally tend to be more sustainable and effective 

 Integrated responses help reduce confusion and are more efficient and effective 

There is general agreement that many of the objectives of the NP YAT remain current. In part this reflects that 

many of the issues that led to the formation of the NP have not been resolved. Even where there has been 

significant progress, stakeholders acknowledge that continued improvement is not a given. Determinants of 

student outcomes and effective transition to work outcomes involve a number of influences during a young 

person’s development.  

There are three broad priority areas for facilitating a successful transition from compulsory education to fulltime 

work: 

1. Getting educational fundamentals right 

Poor student outcomes can reflect disengagement with the education system, either because schooling has been 

deficient or because of family and welfare impediments. Interventions aimed at young people who are either 

disengaged or at risk of becoming so towards the end of schooling can have real value – but prevention is 

 
5 ABS, Survey of Education and Work, Additional data cubes, 6227.0.55.003  
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acknowledged as better than cure. This requires action earlier in a young persons educational life – ensuring that 

what we have called ‘educational fundamentals’ are in place.  

The expiry of the National Partnership creates the need for the Commonwealth, State and Territory governments 

to re-define roles and responsibilities. At a general level, this process has already commenced. In the case of 

provision of the education fundamentals, roles are reasonably clear. School education remains the core 

responsibility of State and Territory governments, and the independent and Catholic education sectors. State 

governments also have primary responsible for provision of services for disadvantaged people, and early 

childhood development.  

2. Promoting engagement and ensuring streamlined services are available for young 
people who are disengaged from employment, education and training  

The first priority should be to keep young people engaged in education and training, Positive school climates play 

a critical role here. Young people have varied interests, and curriculum choices need to resonate with students’ 

interests while maintaining a focus on the subjects that are highly valued by the labour market.  

Arrangements also need to be put in place for young people that disengage. Based on lessons learned from other 

jurisdictions – and the views of stakeholders consulted as part of this evaluation – two distinct policy priorities have 

emerged for the future: 

 Dealing with young people that become disengaged more quickly: re-engagement is likely to be most 

successful if support is provided immediately, and when the response by government, schools, supporting 

service providers, employers and training providers is integrated. A range of challenges need to be overcome 

to accelerate the speed with which young people are addressed, including ensuring that schools implement 

appropriate exit procedures (including timely notification of appropriate authorities when young people dis-

engage) and that those authorities respond quickly.   

 Creating integrated responses to promote engagement and facilitate re-engagement: Individualised 

responses are proven to be most effective, recognising that the needs of young people vary significantly on 

the basis of the issues they are experiencing, demographic factors and the services that are available to 

them. Rather than the responsibility of government alone, it is recognised that the broader community, 

business and other stakeholders need to work closely with young. This cooperation should be carefully 

managed within clear accountability frameworks, and builds on momentum that has been established under 

the National Partnership. 

3. Engaging businesses to increase opportunities and enhance the employability of 
young people 

Schools, the community and businesses need to work together in partnerships to create opportunities for 

successful transitions to meaningful employment. While the period of the National Partnership has seen an 

observable improvement in youth attainment and participation, the transition of young people from education and 

training into full-time employment remains problematic.  

The state of the labour market is acknowledged as critical to transition outcomes, and flexible and responsive 

labour markets also have an important role. Schools, the community and businesses need to work together in 

partnerships to create opportunities for successful transitions to meaningful employment. As an example, 
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businesses have a potentially significant role to play in providing work experience as well as job pathways to 

assist young people to make successful transitions from school to work.  The international literature as well as 

recent Australian research shows that the opportunity to combine work and study, whether through 

apprenticeships, work placements, work experience or part-time jobs, is a significant predictor of successful 

school-to-work outcomes6. Stimulating such opportunities through working with business should be a key objective 

of government policy. Timely, market-based information must be available to help individuals make decisions 

about jobs, careers and training, allowing them to respond to changing circumstances and equipping the economy 

with a responsive workforce. 

 
6 OECD (2010) Off to a Good Start: Jobs for Youth, Paris; Polidano, C and Tabasso, D. (2013) Making It Real: The Benefits of 
Workplace Learning in Upper-Secondary VET Courses Melbourne Institute Working Paper No. 31/13, Melbourne. 
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1 Context and background 

1.1 The importance of youth attainment and transitions 

Youth attainment and transitions policies encompass the participation, retention and attainment outcomes of 

young people as they move through compulsory education to further education/training or work. They involve 

strategies to re-engage early school leavers and to respond to youth unemployment and inactivity. 

This phase has traditionally been considered to begin at the first age at which young people are legally able to 

gain employment (generally 15 years old), and education ceases to be compulsory. It ends at an age when most 

are in full-time employment and no longer studying (typically around 25).  

Low levels of educational attainment and poor transitions to work carry costs for individuals, society and the 

economy. For individuals, low rates of attainment and poor transitions lead to an increased risk of unemployment, 

lower earnings and lower labour force participation rates.7 These risks are apparent in the short and the long term. 

In society, the costs associated with poor attainment and transition outcomes accrue in areas such as health, civic 

and social engagement, and the criminal justice system.8 The economy is also directly impacted, through reduced 

levels of Gross Domestic Product and lower rates of productivity (driven primarily by the impact on rates of 

workforce participation).9  

While labour market outcomes from the transition phase are historically sound in Australia compared with many 

other OECD countries, upper secondary completion rates are only a little above average and have been static 

until very recently.10 Australia’s performance is in part a reflection of the ongoing improvement in other OECD 

countries’ performance in this area. 

Transition outcomes are the result of a complex mix of the economic and social contexts, institutional 

arrangements in education, the labour market, the income support system and personal qualities, such as 

resilience and self-confidence. Among the more important influences on youth attainment and transition outcomes 

are the state of the labour market, the structure of socioeconomic advantage and disadvantage within society, and 

in particular socioeconomic status, early educational achievement and the ways in which school climate and 

quality influence engagement with and interest in learning. Labour market conditions appear to have a greater 

impact on some transition outcomes in Australia than elsewhere, with youth unemployment rates being more 

 
7 See for example: ABS, Education and Work, Australia, Cat. No. 6227.0 – Table 19 
8 See for example: Chapman, Bruce, D. Weatherburn, C.A. Kapuscinski, M. Chilvers & S. Roussel 2002. “Unemployment 
Duration, Schooling and Property Crime”, Crime and Justice Bulletin, No. 72, November, p 8 and Cutler D-M. and Lleras-
Muney, A. (2010), ‘Understanding differences in health behaviours by education”, Journal of Health Economics 29 (2010) 
9 Deloitte Access Economics, Youth Transitions Evidence Base: 2012 Update, June, 2012 
10 See for example: OECD Education at a Glance 2013 Table C1.2 
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susceptible to economic downturns than in many other OECD countries.11 Six OECD nations have markedly lower 

rates of 15-19 year old unemployment or inactivity than Australia: Austria, Denmark, Germany, the Netherlands, 

Norway and Switzerland. Each nation’s total participation for this cohort is between two and 13 percentage points 

higher than Australia’s12. 

The nature of youth attainment and transitions in Australia has changed in recent years, increasing the policy 

challenge associated with achieving improved outcomes. Full-time employment opportunities have been declining, 

the transition to stable employment after leaving education has become harder, and transitions are more uncertain 

and more unstable. Since the early 1990s, there has been a notable increase in the proportion of young people 

who are neither in education, employment nor training.13 

The key to improving Australia’s transition outcomes overall is to raise outcomes among the lowest achievers and 

the most disadvantaged. While many of the factors listed above have a strong impact, they are not all 

determinative. For example, many young people who are disadvantaged or low achievers are able to record good 

transition outcomes. 

Strategies that can improve outcomes for low achievers and the disadvantaged are evident from the research 

literature; for example, a positive school climate that increases learning engagement; motivation and having a 

career goal; self-confidence; and personal support in the form of mentoring, tutoring and addressing welfare 

needs. Whole-of-school approaches are important, not only interventions that target the individual student. For 

those young people who do drop out of school, international and Australian experience shows that early 

intervention designed to reinsert them into education is important. The strong focus on engagement is commonly 

accepted as best practice across the best performing OECD nations14.  

1.2 The National Partnership on Youth Attainment and Transitions 

1.2.1 Background 

COAG agreed to the National Partnership on Youth Attainment and Transitions (the National Partnership) in July 

2009. The National Partnership seeks to improve educational outcomes and transitions for young Australians to 

further education, training or employment. Specifically, the National Partnership focuses on 15 to 24 year olds, 

young people at risk, and the educational attainment and engagement of young Indigenous Australians. 

The National Partnership builds on the previous COAG commitments to lift the Year 12 or equivalent attainment to 

90 per cent by 2020, and to at least halve the gap in attainment for Indigenous young people. Following the global 

financial crisis (GFC), young people with low education and skill levels were thought to be particularly vulnerable. 

It was recognised that greater priority had to be given to improving youth retention, engagement and attainment. 

As a result, it was agreed to accelerate the development of the National Partnership and to bring forward the 2020 

attainment target to 2015, which is a key outcome of the National Partnership. 

 
11 For instance, Australia’s youth employment rates were disproportionately affected by the GFC and have not recovered as 
well as overall employment rates. See for example: ABS Labour Force, Australia, Detailed – Electronic Delivery 
12 OECD Education at a Glance 2013 Tables C1.1a, C1.1b, C1.3 and C5.2a 
13 See for example: ABS, Labour Force, Australia, Detailed –- Table 03b  
14 Sweet (2012) – p 8 
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To support the COAG resolution, the Australian Government agreed to consolidate and streamline the existing 

suite of federal youth career and transitions programs and funding (which primarily appeared under the banner of 

Career Advice Australia) into four of the elements of the National Partnership. Given the economic climate at the 

time, and to minimise disruption to services and enable a rapid response, the Australian Government focused 

effort on building on existing momentum rather than creating additional large-scale programs and interventions. 

1.2.2 Objectives, outcomes, performance indicators and outputs 

The National Partnership sets out a number of objectives, outcomes, performance indicators and outputs (see 

Table 1.1). 

TABLE 1.1: OBJECTIVES, OUTCOMES, PERFORMANCE INDICATORS AND OUTPUTS 

Objectives 

Work towards achieving improvements in high-level outcomes for schooling 

Work towards increasing the qualifications and skill level of the Australian population 

Achieve increases in the numbers of young Australians making successful transitions from schooling to 
further education, training or employment 

Work collaboratively to improve the support provided to young Australians to increase educational 
outcomes and attainment, and improve transitions 

Develop a skilled and work-ready Indigenous workforce by increasing the educational attainment and 
engagement of young Indigenous Australians 

Outcomes 

Increased participation of young 
people in education and training 

Improved rates of Indigenous 
attendance (education and 
training) 

Improved Indigenous retention 

More young people make a 
successful transition from school 
to further education, training or 
full-time employment 

Increased attainment of 
young people aged 15 to 24, 
including Indigenous youth 

Performance 

indicators 

Enrolment of full-time equivalent 
students in Years 11 and 12 

Number of 15–19 year-olds 
without Year 12 and not enrolled 
in school who are enrolled in a 
VET course at Certificate II level 
or above 

Attendance rates for Indigenous 
students in Years 1–10 in 
government schools 

Apparent retention Years 7/8 to 
Year 10, by Indigenous status 

Apparent retention Years 7/8 to 
Year 12, by Indigenous status 

Proportion of young people 
aged 15 to 24 participating in 
post-school education, training 
or employment six months after 
leaving school 

Proportion of young people 
aged 20 to 24 who have 
attained Year 12 or 
equivalent, or AQF Certificate 
II or above 

Proportion of young 
Indigenous people aged 20 
to 24 who have attained Year 
12 or equivalent, or AQF 
Certificate II or above 
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Outputs 

Improved access to, delivery of and quality of education, training and employment programs for young 
people aged 15 to 24 

Implementation of a package of measures focused on strengthening participation requirements, raising 
qualification levels, supporting successful transitions from school, and communicating the importance of 
education and training for young people 

 
Sources: Council of Australian Governments (2009) National Partnership Agreement on Youth Attainment and Transitions, p. 
5; and Department of Education, Employment and Workplace Relations (2011) National Partnership on Youth Attainment and 
Transitions Annual Report. 

1.2.3 Funding 

Initially, up to $723 million was allocated to the National Partnership over five years from 2009/10 to 2013/14 

(including up to $100 million in reward funding which was to be paid against agreed performance indicators). This 

comprised payments to States and Territories and three Commonwealth Own Purpose Expense (COPE)15 

programs. 

In the 2012/13 Australian Government Budget, funding for the National Career Development element was reduced 

by $17 million over three years to $30 million overall. The funding arrangements per financial year are below. 

TABLE 1.2: FUNDING ALLOCATION ACROSS NATIONAL PARTNERSHIP ELEMENTS, 2009/10 TO 2013/14 

Element 
2009/10 

$000 

2010/11 

$000 

2011/12 

$000 

2012/13 

$000 

2013/14 

$000 

Total 

$000 

Maximising Engagement, Attainment 
and Successful Transitions 

13,300 26,600 26,600 26,600 13,300 106,400 

School Business Community 
Partnership Brokers (COPE) 

22,860 45,720 45,720 45,720 22,860 182,880 

Youth Connections (COPE) 35,850 71,700 71,700 71,700 35,800 286,750 

National Career Development 
(COPE) 

4,650 9,442 5,980 6,558 3,362 29,992 

Reward funding - - - 50,000 50,000 100,000 

The Compact for Young Australians – – – – – – 

Total 76,600 153,462 150,000 200,578 125,322 706,022 

 
Source: Australian Government (2012) National Partnership Agreement on Youth Attainment and Transitions. Revised in line 
with Australian Government Budget 2012/13. 
Notes:  
- Payments to States and Territories are provided under the MEAST initiatives, and for Victoria only, $43 million under the 

School Business Community Partnership Brokers initiative.  
- This table does not include additional expenditure on National Career Development Strategy initiatives 

COPE: Commonwealth Own Purpose Expense. Reward funding was available to States and Territories based on 

the achievement of participation and attainment targets set out in the National Partnership (see Table 1.3Table 

 
15 This is federal expense for the use of goods and services and associated transfer payments by the Australian Government in 
the conduct of its own general government activities. 
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1.3). These targets are designed to indicate progress towards the 2015 COAG target of 90 per cent Year 12 or 

equivalent attainment for 20–24-year-olds by 2015. 

TABLE 1.3: REWARD FUNDING 

Reward funding Year funding available Targets 

$46.6 million paid 2012-13 Financial Year Total enrolment of full-time equivalent students in Years 
11 and 12 and 15–19 year-olds without Year 12 and not 
enrolled in school who are enrolled in a VET course (full-
time or part-time) at Certificate II level or higher in 2010. 

Up to $53.3 
million16 

2013-14 Financial Year Proportion of young people aged 20 to 24 who have 
attained Year 12 or equivalent, or AQF Certificate II or 
above. 

 
Note: The assessment of State and Territory eligibility for reward payments is outside the scope of this evaluation. 

The COAG Reform Council is responsible for assessing performance against set targets. The Council’s 2011 

performance report concluded that the majority of the States and Territories have only partially achieved their 

participation targets. Tasmania is the sole jurisdiction to fully achieve (and exceed) their target, while the Northern 

Territory did not make progress toward their target, recording a result below the 2008 baseline. The Council’s 

initial assessment of the ACT indicated that little progress was made toward their target17, however, subsequent to 

this assessment, additional VET participation data was identified which indicated the ACT exceeded their target. 

Based on this assessment, $46.7 million in reward funding was distributed to States and Territories. The 

remaining $3.3 million in reward funding will be rolled over into the allocated funds for the respective States and 

Territories for achievement against their attainment target. 

The Council’s 2013 performance report found that all States and Territories made substantial progress towards 

their Year 12 or equivalent targets. The report noted that South Australia and the Northern Territory had exceeded 

their targets, while Queensland “reached less than half of its target improvement”. The COAG Reform Council 

report concludes by suggesting that if present trends persist, the target of raising the national Year 12 attainment 

rate to 90% by 2015 appears unlikely to be met.18  

1.2.4 Elements of the National Partnership 

Under the National Partnership, the Australian, State and Territory governments committed to implementing a 

range of initiatives that are focused on strengthening participation requirements; lifting qualification levels; 

supporting a successful transition from school, especially for young people at risk; and communicating the 

 
16 In June 2012, state and territory governments received $46.7 million in reward funding for increases in the number of young 
people participating in education and training. Unallocated reward funding to states and territories of $3.3 million has been 
rolled into the attainment reward funding pool 
17 Council of Australian Governments Reform Council (2011) National Partnership Agreement on Youth Attainment and 
Transitions: Participation Target Assessment Report, p. 10.  
18 Council of Australian Governments Reform Council (2013) National Partnership Agreement on Youth Attainment and 
Transitions: Participation Target Assessment Report, pp. 6-7 
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importance of education and training for young people. Table 1.4Table 1.4 provides a brief outline of the five 

National Partnership elements. Further information is in the Year 1 interim evaluation report.19 

TABLE 1.4: OVERVIEW OF NATIONAL PARTNERSHIP ELEMENTS 

Element Focus 

Maximising 
Engagement, 
Attainment and 
Successful Transitions 
(MEAST) 

The MEAST element supports the development and implementation of State- and 
Territory-based initiatives to improve education and training outcomes for young 
people. 

Funding is available for activities in support of the three reform areas: 

 Multiple learning pathways 

 Career development 

 Mentoring. 

MEAST initiatives are implemented by the jurisdictions, including through non-
government education sectors. 

School Business 
Community Partnership 
Brokers (Partnership 
Brokers) 

The Partnership Brokers element focuses on building partnerships with education 
and training providers, business and industry, parents and families, and community 
groups, to support young people in attaining Year 12 or equivalent qualifications, 
and to reach their full educational and social potential. 

Contracted service providers deliver this element. 

Youth Connections The Youth Connections element offers a continuum of services to support young 
people at risk of disengaging from education or training, not attaining Year 12 or 
equivalent qualifications, and not making a successful transition to further study, 
training or work, through: 

 Individualised and flexible support services 

 Targeted Engagement Services 

 Regional Coordination Services. 

Contracted service providers deliver this element. 

National Career 
Development 

Under the National Partnership, Career Development has involved: 

 The development and release of the National Career Development Strategy 

 Funding the Making Career Connections projects. 

This is in addition to existing initiatives, including Job Guide, Australian Career 
Development Studies, the Australian Blueprint for Career Development and the 
myfuture website. 

The Compact with 
Young Australians 

The Compact with Young Australians has three elements to promote skills 
acquisition and ensure young people are learning or earning: 

 A National Youth Participation Requirement for all young people to 
participate in schooling and/or education, training or employment until the 
age of 17 years 

 Entitlement to an education or training place for 15–24-year-olds 

 Strengthened participation requirements for some types of income support. 

 
19 dandolo partners (2012), Interim Evaluation of the National Partnership on Youth Attainment and Transitions: A Report for 
the Department of Education, Employment and Workplace Relations 
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1.3 This evaluation 

1.3.1 Purpose and scope of the evaluation 

The purpose of this evaluation is to assess the effectiveness (impact), appropriateness, governance and 

implementation of the National Partnership. In order to make that assessment, this evaluation has sought to 

answer the overarching question: 

Have the National Partnership elements, as a package, contributed to improved participation, engagement, 

attainment and transition outcomes for young Australians, including young Indigenous Australians? 

The purpose of this project is to evaluate the National Partnership as a whole, not to provide a detailed 

assessment of the individual programs and activities that are operating under the National Partnership. 

Specifically, the evaluation: 

Covers Does not cover 

 Measurement of movement in participation, 
attainment and transition outcomes using reliable 
national data sources 

 Acknowledgement of other factors and initiatives 
that contribute to or impact targeted outcomes 
(e.g., impact of the GFC; issues faced by regional 
and remote areas) 

 Investigation of the value of a national, 
collaborative approach to initiatives aimed at 
improving those outcomes (predominantly through 
qualitative research and supported by literature 
review) 

 High-level evaluation of elements in terms of their 
contribution to the National Partnership goals 

 Examination of whether and how the separate 
elements of the National Partnership work 
together 

 Summary of findings and options for the future 

 A detailed evaluation of individual programs and 
activities that would require acquisition and 
analysis of new primary data; where possible, 
findings from evaluations being conducted of 
elements/programs at the federal, jurisdiction or 
sector level will be incorporated 

 A comparative assessment of performance and 
contributions made by school sectors, States 
and Territories, or service providers 

 A quantification of the elements’ contribution 
towards targeted outcomes, as attribution is not 
possible 

 Reward funding decisions – this evaluation will 
not contribute to these 

1.3.2 Evaluation approach 

An evaluation framework was developed at the outset of the project in consultation with the Department of 

Education and the Multilateral Working Group of State and Territory government and non-government education 

sector representatives. It was refined at the start of the second year in consultation with this group.  

The major questions to be addressed by the evaluation are shown in Figure 1.1Figure 1.1. In the second year of 

the evaluation, the Department of Education requested that an assessment of the efficiency of the National 

Partnership be added to the evaluation framework, in line with The Treasury’s ‘A Short Guide to Reviewing 

National Partnerships’ issued in 2012. The full revised evaluation framework is included at Appendix 1. 
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 State and Territory annual reports on the National Partnership and interviews with jurisdictional 

representatives 

 Surveys of Partnership Brokers and Youth Connections providers and stakeholders undertaken by the 

Department of Education 

 Partnership Brokers and Youth Connection program stakeholder interviews. 

It is important to recognise that a complex range of influences impact on youth participation, attainment and 

transitions. It has therefore been beyond the scope of the project to prove causality. For this reason we have 

focused on establishing correlation where it is possible and relied on qualitative research to offer perspectives on 

the extent to which the National Partnership has had a causal influence. Another difficulty in providing causality is 

the relative short period of time that has lapsed between establishment of the National Partnership and the 

summative evaluation. It is recognised that a longer period of time is required to fully assess the full impact of 

some initiatives. Despite these factors, it is possible to make some confident judgements about the effectiveness 

(impact), appropriateness, governance and implementation of the National Partnership and its elements. 

Part B provides an overview of challenges and key policy focus areas for improving youth attainment and 

transition outcomes. It involved: 

 Research on national and international policies and performance in the area of youth participation, 

attainment and transition 

 Consultation with a range of stakeholders. 

Further details about the datasets analysed are available in the Year 1 evaluation report. A full list of the 

stakeholders consulted is attached at Appendix 3. 

1.3.4 Project governance 

Representatives from the Department of Education and the National Partnership MWG have guided and provided 

input into each step of the evaluation to date. As part of their role this year, the Department of Education and the 

MWG reviewed the revised evaluation project plan, participated in stakeholder consultations, provided reports, 

and responded to the presentation of draft findings. The dandolopartners evaluation team provided regular 

progress reports to the Department of Education project manager and executive team. 

An Expert Panel of academic and public policy experts have guided the evaluation team throughout the project, 

providing input into framing the evaluation questions, which stakeholders to consult, and interpreting and 

contextualising findings. The Expert Panel members are: 

 Jan Owen AM, Chief Executive Officer, Foundation for Young Australians 

 Professor Larissa Behrendt, Director, Jumbunna Indigenous House of Learning, University of Technology 

Sydney 

 Professor Margaret Vickers, Centre for Educational Research, University of Western Sydney 

 Professor Peter Dawkins, Vice-chancellor, Victoria University. 

The contributions of the Expert Panel members to this evaluation are greatly appreciated by dandolopartners. 
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2 Changes in National Partnership 
outcomes 

The National Partnership aims to positively impact on young people’s participation in education and training, 

attainment of Year 12 and equivalent qualifications, and transitions to further education, training and employment. 

This section reports on overall movements in data that measures participation, attainment and transitions 

(including those in the National Partnership), supplemented by a range of more detailed indicators across sectors 

(schools, VET in Schools and non-school VET) and disadvantaged cohorts (Indigenous, low socioeconomic 

status, disability and rural/remote locations, where available). Additional data sets are presented in Appendix 2. 

2.1 Data context and limitations 

There are a number of points that need to be kept in mind when reviewing the data presented, in particular: 

 There is a time lag in the collection and availability of data to assess movements in participation, attainment 

and transitions. Movements in participation are typically identified before movements in attainment and 

transitions, which can take longer to observe. 

 Change does not represent a causal relationship. Factors other than the National Partnership influence 

outcomes. The labour market is a significant determinant of participation and transition outcomes in Australia, 

as are other factors such as other Australian State and Territory Government programs aimed at improving 

educational participation. 

 The data presented in this report should form a benchmark for future evaluations. Any recent changes need 

to be monitored to determine if they are sustained. Similarly, a lack of movement in outcomes to date doesn’t 

necessarily mean there won’t be change in the future. 

 The recording of Indigenous status has improved over time, impacting on reported data movements for 

Indigenous cohorts. 

 VET data sourced from NCVER’s National Provider collection currently only covers publically funded VET 

delivery, (therefore excluding private VET providers). Data relating to activity in the private VET market (fee 

for service sector) are not available at the present time. However, this private VET activity represents a large 

part of total overall VET activity. 

 Information reported by SEIFA (Socio-economic Indexes for Areas) and ARIA (Accessibility/ Remoteness 

Index of Australia) needs to be treated with caution. Geographical areas were updated as the result of the 

2011 census meaning that some of these areas and their population bases have changed since the last 
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census. Where possible, the data has been treated to provide some time series continuity but nevertheless 

should be interpreted with caution.  

 More detailed information about data limitations is included in Appendix 2. 

2.2 Summary of findings 

To assess the educational and transition outcomes for young people aged 15–24 years, this section examined 

national data from three perspectives: 

 Participation in education 

 Educational retention and attainment 

 Transitions to employment or further education. 

Within these perspectives, outcomes were examined relating to the different education sectors (particularly school 

and VET) and also for disadvantaged groups, particularly Indigenous youth. 

Participation in education has grown – particularly for school education 

The analysis found that participation in full-time education and training continues to increase for 15–19 year-olds 

and 20–24 year-olds. For 15–19 year-olds, there was a sharp rise of 6.4 percentage points from 2009–13. The 

largest apparent contributor to this rise was an increase in school participation amongst 16 year-olds and 17 year-

olds, coupled with increases in retention rates. Rates of participation in higher education have also increased over 

time. The increases in educational participation in this group are contrasted with continuing drops in full-time 

employment for 15–19 year-olds not in full-time education.  

The situation for participation in VET is less clear. Participation for 20-24 year-olds without Year 12 has increased 

slightly since 2008 following decreases between 2003 and 2008. However, participation rates for 15–19 year-olds 

not at school and without Year 12 have fluctuated with a slight dip being reported from 2011 to 2012. Examining 

this by qualification level, participation in Certificate I and other category certificates have been declining for both 

15–19 and 20–24 year-olds. Participation in Certificate II qualifications has levelled out for both age groups in 

recent years and participation in Certificate III and above qualifications has been increasing for both age groups 

(although there was a slight decline in participation for 15–19 year-olds in 2012). Participation in trade 

apprenticeships for 15–19 year-olds has also declined in recent years, and more recently in non-trade 

apprenticeships. 

Looking at disadvantaged groups, participation in school, including VET in Schools, has increased for Indigenous 

youth, as have school retention rates. Participation in the VET sector by Indigenous youth has, however, 

fluctuated over time. Insight in to educational participation by young people in regional/remote areas and having 

SES disadvantage can be gained by an examination of 2006 and 2011 census data. This data indicates clear 

increases in secondary school participation, and more modest increases in participation in technical and further 

education for young people in the bottom two socio-economic disadvantage quintiles. While there was some 

increase in university participation for these groups, it was considerably less than that for the top three quintiles. 

There have also been increases in secondary school participation for young people from remote/very remote 

areas, more so than for other regions although from a much lower base. There have been modest increases in 
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participation in technical and further education and university for young people in remote areas, but for young 

people in very remote areas participation rates in these two sectors remains very low.  

Retention and attainment rates have increased 

Attainment was analysed in terms of 15–24 year-olds who have completed a Year 12 or Certificate II/III, apparent 

Year 12 retention rates for the school sector, and qualification completion rates for the VET sector. The data 

showed that apparent Year 12 retention rates have increased by 5.3 percentage points since 2008, and that VET 

attainment has increased for 15–19 and 20–24 year-olds since 2008. 

Year 12 or Certificate II/III achievement has been trending upwards for young people (Certificate III more so than 

Certificate II) although for 15–19 year-olds the rate has fluctuated from year to year. The reasons for this are not 

entirely clear, but we need to be aware of the vagaries of comparing different types of datasets – the Year 12 or 

Certificate II/III achievement is derived from the ABS household sample survey, whereas the schools and VET 

achievement data is derived from administrative collections. 

Attainment for Indigenous youth has increased in terms of secondary school retention rates and VET 

achievement. VET attainment for young people reporting a disability also continues to increase. Year 12 or 

equivalent or Certificate II or above attainment has also increased between 2006 and 2011 for 20-24 year-olds 

from an Indigenous background, low socio-economic background and from very remote/remote areas. 

Transitions to work remain a challenge for young people 

In terms of transitions into the labour market, since 2008 there has been a considerable drop in full-time 

employment for young people not in full-time education, more so than for the 15–64 year age group. In addition, 

the proportion of 15–24 year-olds fully engaged in employment, education or training is still not at the same level 

as pre the Global Financial Crisis, particularly for the 20–24 year age group where it has continued to drop. It is 

worth noting, though, that transitions for young people are in general getting longer. Other research shows that not 

only have levels of full-time employment decreased for the 20–24-year age group, but also that other life 

transitions such as independence (leaving home), home ownership, marriage and parenthood are occurring later.  

2.3 Young people’s participation in education and training 

Changes in participation 

Figure 2.1 provides a summary view of engagement in full-time education and full-time employment (for those not 

in full-time education) for 15–24 year-olds. It can be seen that rates of full-time education have increased since 

2009 for 15–19 year-olds (from 69.5% in 2009 to 75.9% in 2013).  

For 20–24 year-olds engagement in full-time education has been gradually increasing over the time period 

measured (although there was a slight dip of 1% from 2012-2013). While it is difficult to attribute exact causes for 

the increase in participation in full-time education post-2008 for the 15–19 year-old cohort, it is likely that 

government policies aimed at increasing participation across the education sectors have had an impact. The 

increase coincides with the introduction of the National Partnership on Youth Attainment and Transitions, and the 

new educational participation requirements associated with the Compact with Young Australians. In contrast, full-
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School participation 

School participation for 15–17 year-olds has clearly increased since 2008 after remaining relatively flat between 

2000 and 2008. The increase was greatest for 16 year-olds (5.5% between 2008 and 2012) and 17 year-olds 

(5.3% between 2008 and 2012). The increase for 15 year-olds was not as large because they were starting from a 

high base and therefore had less scope to increase participation.  

FIGURE 2.2: PERCENTAGE OF 15-17 YEAR-OLDS PARTICIPATING IN FULL-TIME SECONDARY EDUCATION, 2000–12 

 
Source: ABS, National Schools Statistics Collection; ABS, Australian Demographic Statistics cat. no. 3101.0. 
 

Apparent retention rates20 for Year 9 to Year 10 are at about 100 per cent, while for Year 10 to Year 11 retention 

rates have continued to increase since 2008 (from 89.7% in 2008 to 93% in 2012). Apparent retention rates from 

Year 11 to Year 12 have seen more modest growth since 2008 (from 84.1% in 2009 to 86.1% in 2012). 

FIGURE 2.3: APPARENT RETENTION RATE BY SINGLE YEAR (GRADE), YEARS 9–12, 2000–12 

 
Source: ABS, National Schools Statistics Collection, 4221.0, table 63a. 

 
20 The ABS defines apparent retention rates  as the number of school students in a designated year of education as a 
percentage of the respective cohort of students in a base year  (ABS, 2013, Glossary, cat. no. 4125.0) 

60

65

70

75

80

85

90

95

100

2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012

P
er

ce
n

ta
g

e 

Year 

15 16 17

75

80

85

90

95

100

105

2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012

P
er

ce
n

ta
g

e 

Year 

Year 9 - Year 10 Year 10 - Year 11 Year 11 - Year 12

Inquiry into school to work transition
Submission 64



Inquiry into school to work transition
Submission 64



Inquiry into school to work transition
Submission 64



 

 26 

FIGURE 2.6: VET IN SCHOOLS PARTICIPATION AS A PROPORTION OF 15–19 FULL-TIME SCHOOL STUDENTS, 2005–11 

 

Source: National VET in Schools Collection, ABS National Schools Statistics Collection, 4221.0,  
 
The rate of apprenticeship commencements over time is more complex because of its connection to the labour 

market and to government incentive payments. Figure 2.7 shows apprenticeship commencement rates for 15–19 

and 20–24 year-olds both in trades and non-trades areas. The most notable feature of the table is a decline in the 

rate of commencements in trades apprenticeships for 15–19 year-olds since 2010, perhaps due to unfavourable 

labour market conditions for this age group, but also perhaps due to increasing school participation among the 

younger age group.  

FIGURE 2.7: APPRENTICESHIP COMMENCEMENTS TO POPULATION, 15-19 AND 20-24 YEAR OLDS, AUSTRALIA, 2002-2012 

 
Source: NCVER National apprentice collection, December quarter 2012.  
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In addition to the increased participation in secondary schools, Figure 2.10 indicates that there has also been an 

increased rate of Indigenous youth participation in VET in Schools (to 2011). Indeed the rate of increase has been 

higher for Indigenous youth than non-Indigenous youth. There does not appear to have been much change in 

participation in VET in Schools over time by SES disadvantage or by remoteness (see table A2.10 and A2.11 in 

Appendix 2). 

FIGURE 2.10: VET IN SCHOOLS PARTICIPATION BY INDIGENOUS STATUS AS A PROPORTION OF 15–19 YEAR-OLD FULL-TIME 
SCHOOL STUDENTS, 2005–11 

 
Source: NCVER VET in Schools collection (excludes Queensland data because of the very large increase in the number of 
unknowns in 2010 making that data unreliable when split by Indigenous status), ABS National Schools Statistics Collection, 
4221.0. 

Participation in VET by non-school Indigenous 15–19 and 20–24 year-olds without Year 12 has been variable 

since 2002 (refer to Figure 2.11). It increased for both groups for the period 2009-2011 (there was an increase of 

2.4 percentage points for 15–19 year-olds and 2.1 percentage points for 20–24 year-olds), before participation 

dipped again in 2012, as it did for all VET students not at school and without Year 12. As mentioned earlier, the 

reason for this is not entirely clear.  

There seems to have been some increase in VET participation by disability status (proportion enrolled in VET with 

a reported disability as compared to those without a reported disability). Of 15–19 year-olds, 8.4 per cent of 

enrolments in 2012 were by students reporting a disability status as compared with 6.1 per cent in 2002, while for 

20–24 year-olds, 8.2 per cent of enrolments in 2012 were by students reporting a disability as compared with 6.4 

per cent in 2002 (see Table A2.13 in Appendix 2).  
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FIGURE 2.11: VET PARTICIPATION BY INDIGENOUS YOUTH WHO HAVE LEFT SCHOOL WITHOUT COMPLETING YEAR 12, AS A 
PERCENTAGE OF INDIGENOUS YOUTH AT THAT AGE GROUP, 2002–12 

 
Sources: National VET Provider Collection; ABS, Experimental Estimates and Projections, Aboriginal and Torres Strait Islander Australians, 
3238.0 (Series B projections). 
Note: The calculation in the above table excludes those for who school attendance status is not known and for whom highest level of schooling is 
not known 

 

Participation in education by the level of SES disadvantage and remoteness can be further examined by using the 

2006 and 2011 ABS census data. Table 2.1 on participation by SES disadvantage shows that school participation 

rates have clearly increased for the bottom two quintiles to a greater extent than that of the top three quintiles 

(although they are starting from a higher base). The table also shows that there has been some increase in 

technical and further education for 20–24 year-olds in the bottom two quintiles but not the other quintiles.  

For 15–19 year-olds participation in technical or further education has decreased for all quintiles, presumably 

because they are staying at school longer and also because higher education participation rates have increased. 

Higher education participation rates have increased across all five quintiles although the rate of increase has been 

larger for the top three quintiles. 

  

12

13

14

15

16

17

18

2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012

P
er

ce
n

ta
g

e 

Year 

15-19 20-24

Inquiry into school to work transition
Submission 64



Inquiry into school to work transition
Submission 64



Inquiry into school to work transition
Submission 64



Inquiry into school to work transition
Submission 64



 

 33 

FIGURE: 2.13: APPARENT YEAR 7/8 TO YEAR 12 RETENTION RATES, 2000–12 

 

Source: ABS, National schools Statistics Collection. 

 

The COAG Reform Council report (2013) argues that if the 2002-2012 trend continues, the 2015 target of 90% of 

20-24 year-olds having Year 12 or Certificate II will not be reached.22 However the National Partnership has seen 

a significant departure from past trends, and this should alter judgements about the likelihood of the target being 

reached.  

The 20-24 year-olds in the 2012 Education and Work survey were aged 15-19 in 2007, and only some would have 

been influenced by the new participation requirements. However the proportion of 20-24 year-olds who were 

subject to, and influenced by, the new requirements will grow with future surveys. The proportion of all 17 year-

olds  (the predominant age of Year 12) who were in Year 12 jumped by around 2% between 2008 and 2010, but 

the proportion of 15-19 year-olds in Year 12 increased by only 0.7%. This suggests that next year’s Education and 

Work survey may see a departure from the previous trend as a result of the Compact. Such a departure from the 

previous trend can be expected to increase in future years, as the proportion of all 15-19 year-olds who are in 

Year 12 jumped markedly after the introduction of the Compact: from 14.0% in 2009 to 15.1% in 2012.  

Figure 2.14 shows that the new requirements appear to have had a particular impact on participation in Year 12 by 

17-year-olds. Among 16 and 18 year-olds Year 12 participation had been rising well before the Compact, but the 

Compact does seem to have given a boost to the rate of increase among 18 year-olds. Even putting aside any 

increases in Year 12 participation (and completion) in the future, the increases that we have seen since the 

Compact was introduced can be expected to see an impact on the Year 12 or equivalent indicator that will begin in 

2015, and increase thereafter. Compared to the 2009 15-19 year-old Year 12 participation rate, the rate in 2010 

was 0.6% higher, and in 2011 and 2012 0.9% and 1.1% higher respectively. This suggests that the 2016 and 2017 

surveys will see an increase of around 1% in the 20-24 year-old attainment rate as a result of the Compact. 

  

 
22 COAG Reform Council 2013, Education in Australia 2012: Five years of performance, available at: 
http://www.coagreformcouncil.gov.au/reports/education/education-australia-2012-five-years-performance  
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FIGURE 2.14: PARTICIPATION IN YEAR 12 BY AGE 2000-2012 (%) 

 

Source: ABS 2013 National Schools Statistics Collection, cat. no. 4221.0, table 40a 

 

VET attainment 

The proportion of 15–24 year-olds completing a publicly funded VET qualification at Certificate II level or higher 

each year has shown a noticeable increase between 2008 and 201123 (an increase of 1.5 percentage points for 

15–19 year olds and 1.6 percentage points for 20–24 year olds; see Figure 2.14). 

VET in Schools attainment increased substantially for the period 2005–09, but then decreased slightly (for 16 and 

17 year-olds) or remained level (for 15 year-olds) in 2010 (Table A2.18 in Appendix 2).24  

FIGURE 2.15: VET CERTIFICATE II AND ABOVE ATTAINMENT FOR 15–24 YEAR-OLDS, AS A PERCENTAGE OF THE 
POPULATION AT THAT AGE GROUP, 2002–11 

 

Sources: National VET Provider Collection; ABS Australian Demographic Statistics cat. no. 3101. 

 
23 Note that this excludes VET qualifications attained through private providers, unless via publicly funded places. 
24 For VET in Schools attainment data there is a considerable time lag to publication of the data.  Data for 2011 VET in Schools 
attainment should be available in December 2013. 
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Retention and attainment of disadvantaged cohorts 

Figure 2.15 shows that apparent Year 12 retention rates for Indigenous students rose substantially from 2000 to 

200825 (36.4% to 47.2%), dipped slightly in 2009 but then has increased again steadily until 2012 (where it 

reached 51.1%). Year 10 retention rates for Indigenous young people also increased substantially (by 7.5 

percentage points) from 2009 to 2012 (see Table 2.20 in Appendix 2). In comparison, the non-Indigenous 

retention rate has remained relatively stable; although it is much higher in absolute terms (see Table A2.21 in 

Appendix 2).  

FIGURE 2.16:  INDIGENOUS YEAR 10 AND YEAR 12 RETENTION RATES, 2000–12 

 

Source: ABS, National Schools Statistics Collection. 

 

There was little change in the proportion of 15–19 year old Indigenous youth completing VET in Schools 

qualifications between 2005 and 2008, but this was followed by an increase of 3 percentage points in 2009 and 

then a drop of just over 2 percentage points for 2010 and 2011 (to 3.8% as compared to 6.4% for others).  

There has been a substantial rise in non-school VET completions from 2007-2011 at Certificate II level and above 

by Indigenous youth aged 15–19 years old (a rise of 2.5 percentage points) and 20–24 years old (a rise of 2.8 

percentage points). This rise is greater than for other 15–19 and 20–24 year-olds (a rise of 1.6 percentage points, 

see ATable 2.23 in Appendix 2). 

Between 2006 and 2011, there were no appreciable changes in VET in Schools and VET completions by youth 

from low SES backgrounds or youth from remote regions. On the other hand, Figure 2.16 would seem to indicate 

that attainment of vocational education and training qualifications increased for those reporting a disability for the 

period 2002-11, particularly since 2008. 

  

 
25 However the identification of Indigenous youth in schools by ABS has improved over the period. 
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Figure 2.21 shows a continuing drop in full-time employment between 2008 and 2013 for 15–19 year-olds (a 6.2 

per cent drop) and 20–24 year-olds (an 8.0 per cent drop). While for 15–19 year-olds much of this drop has been 

supplanted by an increase in full-time education (of 5.9 per cent), for 20–24 year-olds this is not the case (full-time 

education has only seen an increase of 0.9 per cent). 

It is worth noting that following the GFC there was a drop in full-time employment across the entire 15–64 year-old 

civilian population, with the largest effect for 15-24 year-olds. Table A2.40 in Appendix 2 shows that from 2008-09 

there was a drop in full-time employment by 1.3 percentage points and by 2013 this has fallen by a further 0.3 of a 

percentage point. This has been accompanied by an increase among the 15-64 year age  in unemployment and a 

slight increase in part-time work. However, the drop in full-time employment after the GFC in 2008 is greater for 

the 15–24 year age group than for the overall population28. Table A2.32 in appendix 2 shows that for 15-19 year 

olds not in full-time education full-time employment dropped 6.2 percentage points and for 20-24 year olds the 

drop in full-time employment was 8.0 percentage points. 

FIGURE 2.21:  CHANGE IN THE PERCENTAGE OF 15–24 YEAR-OLDS EMPLOYED FULL-TIME OR ATTENDING FULL-TIME 
EDUCATION, 2008–13 (MAY FIGURES) 

 

Source: ABS, Labour Force, Australia, Detailed –-Electronic Delivery, Table 03a, 6291.0.55.001. 

 

Following on from this, transitions appear to be becoming more difficult for young people. Figure 2.22 shows that 

the proportion of young people who are unemployed and looking for their first full-time job has been on the 

increase in recent years despite a decrease from 2012 to 2013. 

  

 
28 Although the comparison base is slightly different, i.e. for 15-24-year-olds we are looking at those not in full-time education 
whereas for 15-64-year-olds we are looking at the entire civilian population for this age group (as full-time education could not 
be netted out here).  
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FIGURE 2.22: UNEMPLOYED (NOT ATTENDING FULL-TIME EDUCATION) AND LOOKING FOR FIRST JOB AS A PERCENTAGE OF 
ALL UNEMPLOYED (NOT ATTENDING FULL-TIME EDUCATION), 2000–13 

 

Source: ABS, Labour Force, Australia, Detailed –-Electronic Delivery, Tables 03b and 03c, May figures, 6291.0.55.001. 

 

The age of transitioning to work has been increasing over time. Figure 2.23 shows two things: 

 The age at which half of the group of young people is employed and not attending full-time education, and  

 The age at which half of young people are in full-time employment and not attending full-time education.  

It shows quite clearly that the age of transition to work has increased by several years since 1986. Much of this is 

as a result of young people staying in full-time education longer. Table A2.36 in Appendix 2 shows that in 1986 the 

first age at which half of all people were not attending full-time education was 16.8. This compares to 2013 where 

the age had risen by 2.2 years to 19 years. This means that young people are more likely now to stay on in full-

time study to obtain post school qualifications. In addition, moving into full-time work would seem to be taking 

longer. Table A2.36 in Appendix 2 shows that in 1986 there was a difference of 1.3 years between finishing full-

time study and being employed full-time (based on measures of where half the age group were at) whereas by 

2013 this difference had increased to 3.9 years. 
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3 Assessment of the National 
Partnership 

3.1 Overview of the assessment of the National Partnership 

Table 3.1 shows the summary of progress over the three years life of the National Partnership against the 

evaluation framework. 

TABLE 3.1: SUMMARY ASSESSMENT OF THE NATIONAL PARTNERSHIP ACROSS THREE YEARS OF EVALUATION FINDINGS 

Evaluation question Overall assessment 

What has happened?  

Has the National 
Partnership led to 
changes in activities 
directed toward 
participation, attainment 
and transition outcomes? 

There is an elevated profile for, and sharpened focus on, youth attainment and 
transitions issues and outcomes across jurisdictions 

The National Partnership has been a catalyst to improve collaboration across 
education and training sectors to better understand issues and strategies to 
improve participation, attainment and transitions 

The National Partnership has increased attention and support for young 
Australians who have disengaged or are at risk of disengaging from education 
and training 

While funding is seen as limited by jurisdictions, it has enabled them to bolster 
existing (and implement some new) initiatives 

Has it worked?  

Has young people’s 
participation in education 
and training increased? 

Young people’s participation in full-time education and training has increased 

There has been an increase in participation levels since the National 
Partnership was introduced, mainly among younger cohorts (16–17 year-olds)  

The increase in participation among 15–19 year-olds between 2009 and 2013 
was at a rate above the pre-GFC trend (2000–08) 

We can infer that The Compact with Young Australians has had an impact on 
teenagers, but not on 20–24 year-olds 

Has young people’s 
attainment of Year 12 or 
equivalent qualifications 
increased? 

Year 12 retention rates have increased since the National Partnership was 
introduced in 2009, although there was a decrease from 2010–11 

VET Certificate II and above attainment has increased from 2008–12 
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Are more young people 
making successful 
transitions from school? 

Since 2009, it has become more difficult for young people to secure full-time 
employment, particularly for 15–19 year-olds but also for 20–24 year-olds 

The proportion of young people not in education or fully employed has 
decreased since 2009 but is still not at pre-GFC levels 

The number of disengaged young people is still significant – and the state of the 
labour market has the most significant influence on transition outcomes 

Was it appropriate?  

Has the National 
Partnership been 
consistent with 
overarching policy 
objectives? 

The National Partnership is consistent with the National Education Agreement 
and jurisdictional policy direction – focused on increasing compulsory 
participation age, re-engaging at risk young people and increasing attainment 
through education and training places 

Stakeholders see the National Partnership as an evolution of prior initiatives, 
rather than a comprehensive new policy/response 

Did the National 
Partnership address 
areas of need? 

The policy imperative that initiated the National Partnership appears to remain – 
there is an increasing number of disengaged young people 

National Partnership funding is directed towards areas of need – but 
stakeholders identified challenges and capacity constraints to meet those needs 

How has the National 
Partnership and its 
elements complemented 
other National 
Partnerships and 
programs targeting 
similar outcomes? 

Increased collaboration between the Commonwealth and jurisdictions has 
resulted in better alignment of objectives and programs  

Have the National 
Partnership outcomes 
and outputs been 
maximised for the 
investment? 

Measurement against objectives is tracked 

A number of targets are being achieved 

The National Partnership has created efficiencies in the youth attainment and 
transitions area through better coordination of initiatives and information sharing 

The Compact appears to have increased participation and reduced benefit 
recipients at minimal cost 

How well was it governed and implemented?  

How well have stakeholders 
collaborated on the design and 
delivery of the National Partnership? 

The Australian Government and States and Territories continue to 
work in partnership to deliver the National Partnership 

National Partnership program service providers collaborate through 
national and State/Territory networks to make program 
improvements and get programs to work together better 

Has governance of the National 
Partnership worked effectively? 

Appropriate governance arrangements are in place at national, 
jurisdictional and program levels – although it is difficult for some 
stakeholders to participate in these 

Positive relationships can generally be seen between stakeholders 
and the Commonwealth 
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How well has performance reporting 
worked? 

Program administration and quality of reporting was challenging at 
first but is improving 

Annual State and Territory performance reporting has begun to 
show the outcomes of activities 

Some program reporting gives limited insight into the impact of 
programs on youth attainment and transition outcomes 

How effective has communication 
been? 

Stakeholders generally understand the National Partnership 
objectives and value – and this has improved over the life of the 
National Partnership, particularly for Partnership Brokers 

3.2 What has happened under the National Partnership  

Evaluation question Overall assessment 

What has happened?  

Has the National Partnership led to 
changes in activities directed toward 
participation, attainment and 
transition outcomes? 

There is an elevated profile for, and sharpened focus on, youth 
attainment and transitions issues and outcomes across jurisdictions 

The National Partnership has been a catalyst to improve 
collaboration across education and training sectors to better 
understand issues and strategies to improve participation, 
attainment and transitions 

The National Partnership has increased attention and support for 
young Australians who have disengaged or are at risk of 
disengaging from education and training 

While funding is seen as limited by jurisdictions, it has enabled them 
to bolster existing (and implement some new) initiatives 

 

The National Partnership has continued to be implemented according to the National Partnership Agreement and 

continued to focus effort on improving youth attainment and transitions outcomes. Relative to previous investment 

in the youth attainment and transitions area, the overall level of investment has not increased significantly through 

the National Partnership. The National Partnership elements have had varying degrees of success in achieving 

their targeted outcomes. However, progress is apparent in all areas. 

Overall, there have been minimal changes to the activity under the National Partnership since the Year 2 

evaluation. The most significant changes include the following: 

 Some States and Territories have adjusted the timing, scope and funding of MEAST-funded initiatives 

 The National Career Development Strategy was announced 

 Some aspects of the Youth Connections Program were updated to improve performance 

 The education and training place entitlement part of The Compact with Young Australians has ended – 

the States and Territories have reported that this has been embedded into ongoing arrangements. 
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3.3 Effectiveness 

Evaluation question Overall assessment 

Has it worked?  

Has young people’s participation in 
education and training increased? 

Young people’s participation in full-time education and training has 
increased 

There has been an increase in participation levels since the 
National Partnership was introduced, mainly among younger 
cohorts (16–17 year-olds)  

The increase in participation among 15–19-year-olds between 2009 
and 2013 was at a rate above the pre-GFC trend (2000–08) 

We can infer that The Compact with Young Australians has had an 
impact on teenagers, but not on 20–24-year-olds 

Has young people’s attainment of 
Year 12 or equivalent qualifications 
increased? 

Year 12 retention rates have increased since the National 
Partnership was introduced in 2009 

VET Certificate II and above attainment has increased from 2008–
12 

Are more young people making 
successful transitions from school? 

Since 2009, it has become more difficult for young people to secure 
full-time employment, particularly for 15–19-year-olds but also for 
20–24-year-olds 

The proportion of young people not in education or fully employed 
has decreased since 2009 but is still not at pre-GFC levels 

The number of disengaged young people is still significant – and the 
state of the labour market has the most significant influence on 
transition outcomes 

3.3.1 Maximising Engagement, Attainment and Successful Transitions 

The Australian Government provided project funding to States and Territories under the Maximising Engagement, 

Attainment and Successful Transitions (MEAST) element of the National Partnership to support initiatives 

designed to improve educational and transitional outcomes for young people. Funded initiatives fall under one of 

the following three identified areas for reform: career development, multiple learning pathways and mentoring. 

Table 3.2 below identifies the indicative actions and examples of initiatives falling under each MEAST reform area.  
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TABLE 3.2: MEAST ‘REFORM AREAS’, INDICATIVE ACTIONS AND INITIATIVES 

Reform Area Indicative Actions 
Examples of MEAST-funded 
initiatives 

Career 
development 

 Offering universal high quality individualised 
career development and pathways planning 

 Involving business and industry and 
parents/families, in young people’s career 
development 

 Improving the industry relevance of career 
advice and tailoring it appropriately 

 Career Development 
Frameworks and resources (Vic, 
ACT, WA) 

 Professional development in 
career education (QLD, SA, Vic) 

 Additional places in Industry 
Pathways Program (SA) 

Multiple 
learning 
pathways 

 Improving access to a broader range of more 
flexible, relevant and engaging learning 
options 

 Creating opportunities to extend learning 
beyond the classroom 

 Providing comprehensive program and 
subject choice, flexible timetabling and 
instruction methods 

 Increasing engagement by Indigenous young 
people and young people with disabilities 

 Improving student progression and credit 
transfer to higher skill and qualification levels 

 Improving access to structured workplace 
learning 

 Support for structured workplace 
learning (Vic, SA, QLD, NSW, 
ACT) 

 Improved VETiS and VET 
delivery (QLD, NSW, WA, NT) 

 Industry engagement and 
participation (NT) 

 Alternative education programs 
(ACT) 

 New, expanded and extended 
destination surveys (QLD, 
Tasmania, SA) 

Mentoring 

 Increasing the provision of a variety of 
meaningful quality mentoring opportunities 

 Improving mentor training programs and 
increasing the numbers of trained mentors 

 Increasing the use of mentoring to support 
young people to development resilience and 
provide direct assistance at important 
transition points in their lives 

 Adopting national benchmarks relating to the 
design and implementation of mentoring 
programs 

 Apprenticeship Support Officers 
(Vic) 

 Attendance and Retention 
Counsellors (Tasmania) 

 Career Mentoring Network 
Initiative (Vic) 

 Koori Transitions Coordinators 
(Vic) 

 Mentoring pilot programs (Vic) 

 Youth Mentoring Strategic 
Framework (WA)  

Source: National Partnership Agreement on Youth Attainment and Transitions, p. 11.  

Funding arrangements 

Under the National Partnership, the Australian Government originally allocated $106 million over four years to the 

MEAST element – though this figure was altered by individual jurisdictions, as discussed below. Payments were 

made annually (in July) to States and Territories. Jurisdictions allocated these funds across a number of functions 

and purposes, including through the independent and Catholic education systems. Original National Partnership 

funding allocations by jurisdiction are detailed in Table 3.3 below. 
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TABLE 3.3: ORIGINAL MEAST FUNDING ALLOCATIONS BY YEAR AND JURISDICTION 

 
2009-10 

$’000 

2010-11 

$’000 

2011-12 

$’000 

2012-13 

$’000 

2013-14 

$’000 

Total 

$’000 

NSW 4,246 8,492 8,492 8,492 4,246 33,970 

VIC31 3,182 6,364 6,364 6,364 3,182 25,456 

QLD 2,797 5,595 5,595, 5,595 2,797 22,380 

WA 1,406 2,811 2,811 2,811 1,406 11,245 

SA 968 1,937 1,937 1,937 968 7,747 

TAS32 315 630 630 630 315 2,520 

ACT 206 412 412 412 206 1,650 

NT 179 358 358 358 179 1,431 

TOTAL 13,300 26,600 26,600 26,600 26,600 106,400 

 
Source: National Partnership Agreement on Youth Attainment and Transitions.  
Note: Totals may not add up due to rounding 

Under the funding arrangements jurisdictions were given the flexibility to reallocate funding across the various 

elements of the National Partnership to best deliver youth, careers and transitions reforms. The funding variations 

included: 

 Funding to the ACT Government increased from the original allocation of $412,000 per year to $662,500 per 

year to support the Partnership Brokers program through the ACT Strategic Funding Pool.  

 Tasmanian funding decreased from the original allocation of $630,000 per year to $606,000 due to $24,000 

in funding being redirected to the Partnership Brokers element to ensure the viability of that program in 

Tasmania. 

 On the basis of the similarities between the two initiatives, the School Business Community Partnership 

Brokers program in Victoria was delivered through Victorian Government’s Local Learning and Employment 

Network (LLEN) initiative. In this respect, $42 million in Partnership Broker program funding was dispersed to 

Victoria through Treasury payment arrangements.  

Jurisdictional stakeholders indicated they valued the flexibility provided by the MEAST funding arrangements. This 

flexibility allowed them to determine where funding could be effectively allocated to address specific needs and 

complement existing initiatives. Despite this, stakeholders, particularly in smaller jurisdictions, highlighted that the 

relatively small amount of funding constrained the scope of initiatives they were able to implement and their ability 

to introduce system-wide changes.  

Impact  

According to stakeholders and written jurisdiction reports, MEAST funding appears to have been invested in 

activities that have collectively improved the quality of, and access to, career development, multiple learning 
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pathways and mentoring. Stakeholders report that the flexibility of funding arrangements provided jurisdictions 

with the capacity to invest in and trial new approaches, particularly initiatives that were targeted at specific cohorts 

(such as 15 and 16 year olds) or to mitigate against the effects of specific circumstances (such as disability).  

While positive results were reported by all jurisdictions, the overall impact of MEAST funding is not easy to discern 

at the national level or identify in national-level data. The reasons for this include the diverse foci of MEAST 

initiatives and the fact that many initiatives were undertaken in a confined geographic location, which does not 

necessarily correspond to the way national data is captured. 

MEAST funding is regarded as having helped to improve the quality of the youth attainment and transitions 

services offered, often acting as a focus for the coordination of existing programs and services. As an example,, 

Western Australia reports that a combination of Australian and State Government responses – including those 

funded through MEAST – have operated in tandem to support young people to get better transition outcomes. 

They consider that many of the MEAST initiatives, particularly those focused on career development, mentoring 

and capacity building would provide a foundation for better outcomes in future years. 

MEAST funding has also contributed to improved data collection, enabling youth education and training service 

providers to develop stronger evidence bases for understanding early school leavers and designing better 

services to engage them.  

Most States and Territories have used funding to introduce, trial or expand destination surveys of early school 

leavers and/or young people that have completed Year 12. In Tasmania, Queensland and Western Australia for 

example, early school leavers and/or post-Year 12 destination surveys have provided an information base for the 

development of policies and programs to support young people to engage, and remain engaged, in education and 

training. These surveys are deemed critical if governments are to adopt a truly outcome-based approach to 

transitions policy. 

The surveys provide an information base to support policy development and actions needed to help young people 

engage and remain engaged in education and training, but some are also linked to support services. The 

Tasmanian Early Leavers Survey, for example, provides each education sector with a list of early leavers who 

indicated through the telephone survey that they would like someone to contact them in relation to future 

education and training options. The sectors are then responsible for following up with the young people to provide 

guidance and advice on education and training options to improve their transition outcomes. 

Despite achievements as a result of MEAST funding, the sustainability of programs delivered under the element 

remain uncertain given the looming expiration of the National Partnership.  

Some jurisdictions, such as the Australian Capital Territory, will continue the MEAST activities in some form at the 

end of the National Partnership, though these programs do not all have sourced funding. Other jurisdictions will 

not continue MEAST activities after the expiration of the National Partnership.33 Those who have not planned for 

the sustainability of MEAST activities recognise that alternative funding arrangements will need to be put in place 

if activity is to continue.  

 
33 Some States and Territories planned for initiatives to be bound by the National Partnership timeframe and expected that they 
would not continue after this time, for example, the research projects into factors which impact upon student participation, 
attainment and transitions undertaken in SA. The findings of these projects and other similar projects will be used to inform 
current and future policy and program changes. 
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In terms of challenges in implementing MEAST initiatives, the capacity of the VET sector was raised as an issue. 

Some jurisdictions reported difficulties accessing sufficiently skilled members of the VET sector to deliver training 

and career development services to young people. This has caused some delays in commencing MEAST funded 

programs in some jurisdictions as efforts are made to ensure an adequate supply of skilled labour. 

Career Development 

Career development was a major focus of MEAST funding in States and Territories, particularly targeting 

initiatives aimed at:  

 Improving the quality of career development skills and capacity of career advisers and teachers to support 

young people to make effective transitions through school and between school and post-school destinations. 

 Improving access to career development support, particularly amongst disadvantaged cohorts of young 

people.  

Improving the quality of career development support 

States and Territories have allocated MEAST funding to lift career development skills and capacity through the 

development of careers policy frameworks and supporting material and support for careers advisers to undertake 

career education qualifications. Victoria, for example, has developed and implemented a Careers Curriculum 

Framework, which provides a foundation for career education programs across the school and training sectors. 

The ACT has developed a Career and Transition Framework, which is an Internet-based resource that operates 

as a ‘one stop shop’ for career advisers and young people to access career and transition services, resources and 

providers with the aim of generating relationships between stakeholders.  

The Western Australian Catholic Education Office reports that schools have accessed MEAST funding to enable 

teachers to meet regularly to discuss their career development initiatives and progress. The funding gave schools 

the opportunity to increase awareness of career development within the school and look at a holistic approach for 

future development. Teachers offering career development were able to access a career-coaching course and/or 

make use of a train the trainer service.   

The WA Catholic Education Office reports that funding support for teachers to gain qualifications to teach 

vocational education and training within schools had never been available prior to the National Partnership. 

Principals reported that this initiative had been invaluable in the capacity building for VETiS. A significant number 

of students have enrolled in the certificate courses on offer and have found these courses beneficial for their 

chosen pathway. The funding allowed students from low socio-economic areas to access certificate courses that 

would not normally have been possible.  

Some States and Territories have used MEAST funding to provide study grants for career education qualifications 

(such as Certificate IV in Career Development).  In Victoria the grants are open to a broad range of career 

practitioners, including Youth Connections providers and Local Learning and Employment Networks providers. In 

addition, Regional Career Development Officers have been introduced to run professional learning with career 

practitioners across schools in all sectors, including adult and community education providers and TAFE 

providers. For example, in Victoria, study grants were provided to 292 career development practitioners between 

mid-2010 and the beginning of 2012. This had increased the number of qualified practitioners able to assist young 
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people with career development and pathway planning. In South Australia, the grants are open to careers advisers 

and teachers and are supplemented with the introduction of industry placements and industry focus days.  

The ACT used MEAST funding to support pathways planning as part of their Career and Transition Framework. 

MEAST funding has been used to develop pathways planning documents and deliver professional learning 

workshops for teachers and youth workers on how to use pathways planning.  

Independent sector representatives from Queensland were allocated funds via the Queensland Department of 

Education, and used the funding to support vocational education for teachers in trade training centres and funding 

teachers to get a Certificate IV in career education. 

Stakeholders reported that these initiatives provided a basis for building the capacity of careers practitioners to 

provide informed and effective career development to young people beyond the National Partnership. With greater 

numbers of career advisers - and improved career development skills among teachers, other educators and 

service providers that interact with young people - it is anticipated that access to career development support and 

resources will improve. This, in turn, is considered to provide a basis for future improvement in transition outcomes 

for young people. 

Improving access to career development support 

MEAST funding has been used by some jurisdictions to provide young people with access to quality career 

development support, especially those considered at higher risk of disengaging.  

In the Northern Territory, MEAST funding was used to employ three officers dedicated to developing links with 

industry and source structured work placement for students undertaking VET in Schools. This was an essential 

element in a broader strategic development of industry engagement to improve the quality of VET training in 

schools and to provide students undertaking that training with realistic, aligned pathways to employment beyond 

school. 

Multiple Learning Pathways 

Activities to promote multiple learning pathways by States and Territories have tended to encompass a wide range 

of initiatives, including VET in schools, supporting structured work placement programs as well as various other 

efforts to target disengaged cohorts of young people and return them to education and training.  

VET in Schools 

VET in schools (VETiS) refers to vocational training delivered by schools. It can form the initial stages of a 

vocational education and training pathway. Some States and Territories have used MEAST funding to introduce 

initiatives to increase access to VET in Schools. Common activities introduced by States and Territories include 

initiatives to increase the number of students that can achieve full VET certificates, early leaver and school leaver 

destination surveys and special projects to better understand and address local barriers to young people making 

successful transitions from school.  

In NSW, for example, VETiS is now offered across the State to students in Years 9 and 10, providing a new 

pathway for students who might otherwise have left school but are now required to remain until they complete 

Year 10. Students can now begin studying towards an apprenticeship, traineeship or other qualification in Year 9. 

In Western Australia, MEAST funding has been used to expand and build on VETiS programs. Due to limits on 
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state VETiS funding, WA reports that this expanded program only exists because of MEAST funding. As part of a 

broader reform, the NT Government has expanded access to VETiS courses that are aligned with local labour 

market priorities and underpinned by structured workplace learning. 

States and Territories have reported that MEAST funding has been expended to enable more students to achieve 

full VET certificates. These changes are aimed at expanding the number of young people that complete education 

and training courses that are counted towards State and Territory attainment National Partnership targets. The 

ACT Government, for example, is providing support for existing alternative programs and stakeholders to assist 

students at risk of disengaging to achieve nationally accredited Certificate II qualifications.  

A different approach was taken in WA, where funding has been provided through the Department of Corrective 

Services to deliver additional Certificate IV Workplace Training and Assessment qualifications for their training 

delivery staff. This investment will build the capacity of the Corrective Services RTO division to deliver additional 

VET training to Australian Qualifications Framework (AQF) levels for 19-24 year old detainees in custodial centres. 

Structured Workplace Learning 

Structured workplace learning is a long-running strategy to support young people’s understanding of the 

workplace and potential career options. It provides an opportunity to further develop young people’s knowledge of 

skills in the field of their vocational studies. Under the National Partnership, responsibility for structured workplace 

learning was effectively transferred to the States and Territories.  

A number of States and Territories (including ACT, NT, SA, Vic and NSW) chose to use MEAST funding to 

maintain structured workplace learning support that was previously provided through the Australian Government’s 

Local Community Partnership program. MEAST funding was typically used to fund positions to work with schools 

and employers to source and manage student workplace learning placements. 

For example, NSW reported allocating MEAST funding for work placement for HSC VET students. In 2012, this 

had resulted in 57,000 placements for students across the public, Catholic and independent education systems 

including nearly 1,966 indigenous students and 1,214 students with a disability. The Northern Territory reported an 

increase from 423 placements in 2010 to 930 placements in 2011, and a further increase to 1,044 in 2012.34  

Some States and Territories had gone beyond maintaining the pre-National Partnership programs to focus on 

improving the quality and quantity of structured workplace learning placements. In the ACT, for example, industry 

focused checklists were developed to assist employers to gather evidence of student competence. As a result, the 

ACT reports that employers now have a better understanding of student needs, and that work placements are 

better suited to employers’ needs. In the NT, MEAST funding was used to engage a number of Industry 

Engagement and Participation Officers, resulting in support for structured workplace learning placements in more 

locations. In NSW, structured work placements are mandated for the majority of VET in Schools courses. MEAST 

funding has been used to assist increasing numbers of students to fulfil the mandatory requirement through a 

Workplace Co-ordination program. 

 
34 Note that the figures quoted in this section of the report are from the State and Territory Youth Attainment and Transitions 
Annual Reports (May 2012/2013). 
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Re-engaging at-risk groups 

Jurisdictions reported investing in initiatives directed at young people who had disengaged, or were at risk of 

disengaging, from ‘traditional’ learning environments. For example, both the ACT and NSW established funding 

pools for projects aimed at supporting students to engage and re-engage in education and training. Funded 

projects in the ACT included research into the best models for re-engaging young people and tutoring support for 

young people in alternate education programs.  

MEAST funding has been used in the ACT to employ staff for alternative pathway programs. These have 

reportedly been effective in re-engaging young people in education and help them to attain at higher levels. There 

has been increasing demand for Alternative Programs over the four years as they have enabled a number of 

young people disengaging from school to gain vocational qualifications and reconnect with education and/or 

training. This has led to the trialling of new vocational programs each year (such as a construction industry 

program in 2013). 

The ACT had also used its funding to develop structured workplace learning programs to improve young people’s 

employment prospects. The ACT used MEAST funding to develop a Strategic Funding Pool that provides 

resources for innovative projects aimed at supporting sustainable youth attainment and transitions through 

strategic partnerships involving schools, businesses and the ACT community. 

In Victoria, MEAST funding supported the Koori Transition Program and was reported to have increased the 

confidence in and capacity of service providers to engage with Koori students around transitions. While facing 

challenges, including high staff turnover and difficulties collecting and disseminating appropriate student data, the 

program is considered to have provided many benefits to participants. Members of the Koori Education Workforce 

in some regions reported enhanced knowledge and skills in relation to career pathways and transitions. 

Independent education sector stakeholders reported that MEAST funding had been highly useful. In Queensland, 

the independent school sector reported using MEAST funding to help support specialist schools, such as for 

students who had been expelled or who had been in juvenile justice system. This allowed these schools to receive 

funding for activities that were not necessarily available from other sources, such as the National Partnership for 

Low Socio-economic Status School Communities. Independent schools with high numbers of disengaged students 

have accessed MEAST funding to support development of alternative graduation pathways for at-risk students.  

Mentoring 

It is widely reported by stakeholders, and supported by evidence, that mentoring can help young people to engage 

more effectively in learning and to make successful transitions to work.35 Research and stakeholder feedback also 

indicates that mentoring programs are resource-intensive to establish and manage on a sustainable basis.  

In States where mentoring was a focus of MEAST funding (WA, SA, Vic and the ACT), activities tended to be 

aimed at providing targeted cohorts of young people with access to mentoring opportunities, in particular young 

people not at school and young people considered to be at risk of disengaging. The mentoring activities funded 

were predominantly new initiatives.  

 
35  For example: Dusseldorp Skills Forum and Australian Industry Group, It’s Crunch Time: Raising youth engagement and 
attainment, 2007. 
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For young people not at school, Victoria extended support for young apprentices through an expanded 

Apprenticeship Support Officers (ASO) program, which aimed to increase the rate of apprenticeship completions 

and increase the number of skilled workers in targeted areas by providing early intervention support and dispute 

resolution services. In 2012, the 27 ASOs conducted almost 32,000 phone calls and over 7,800 visits with over 

12,300 eligible apprentices – around 83 per cent of the eligible cohort. Anecdotal evidence and case studies show 

that confidence in the program has improved over time, as has the proportion completing training and 

apprenticeships. 

South Australia directed MEAST funding towards two mentoring initiatives: Building Effective Mentoring Programs 

and Teaching in Training Mentoring Program (Getting Started). Both programs were aimed at building capacity for 

teachers and other staff to develop and effectively manage transition pathway mentoring programs for students. 

The latter program was aimed at Aboriginal and Torres Strait Islander teachers in training.  

Victoria also introduced two new initiatives that provided mentoring support to targeted groups. Koori Transitions 

Coordinators were employed to provide targeted support to Indigenous young people and their families and 

communities, coordinating and providing services to further support to this vulnerable group. The Career 

Mentoring Network initiative aimed to improve the long-term lifelong learning and employment prospects of current 

students from three targeted groups: Koori students, English as a Second Language and Culturally and 

Linguistically Diverse students, including refugees and students from low SES families experiencing 

intergenerational poverty and unemployment. 

In Western Australia, $1.15 million in MEAST funding was allocated to a Youth Mentoring Strategic Framework 

project, project managed by the Department of Local Government and Communities. This involved an extensive 

consultation and training process to better understand mentoring benchmarks and provide a foundation for 

continued improvements in mentoring services provided to young people.  

3.3.2 School Business Community Partnership Brokers 

The School Business Community Partnership Brokers (PB) program represent a significant shift in the Australian 

Government’s approach to supporting the formation and operation of partnerships between schools, businesses, 

parents and community groups. The new approach is grounded in the view that strategic, regionally based and 

managed partnerships would have greater impact and provide more sustainable change than the previous 

approach which focused on the provision of services for and on behalf of schools. 

Our assessment of the effectiveness of the PB program over the life on the National Partnership has been 

informed by a range of sources including PB reports, a survey partner organisations conducted in year 2, an 

independent evaluation of a number of partnerships and consultation with a broad range of stakeholders. dandolo 

is confident that we have been able to establish a sound overview of the program.36  

As of April 2013, there were approximately 3,267 partnerships registered in the PB database. Of these, around 

1,600 were classified as active and self-sustaining partnerships (excluding Victorian data37). This represents a 

 
36 It should be noted that the assessment of PB as part of the National Partnership evaluation does not constitute a formal 
program review. 
37 In Victoria, the PB program is delivered by the Victorian Government’s Local Learning and Employment Network 
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TABLE 3.4: PARTNERSHIP BROKERS PROGRAM RESPONSE TO INITIAL CHALLENGES 

Initial challenges identified PB response over time 

The role and value of PB wasn’t well 

understood or appreciated by some 

stakeholders 

Recognition has grown of the positive outcomes associated with the program 

(as documented below)  

Stakeholders now have a more realistic understanding of the PB program’s 

intent, and are more aware of the limitations of the PB program design 

Jurisdictional support for the PB model was 

lacking 

While a number of jurisdictions still have some reservations about the value of 

the program, improved engagement with jurisdictions has occurred over time. 

For example, there has been a greater incidence of co-operative initiatives 

between Partnership Brokers and regional education authorities in a number of 

jurisdictions (as discussed below) 

There was some overlap between PB 

activity and other initiatives being 

implemented in some jurisdictions 

Brokers have developed more clarity about their own role over time. 

Coordination of overlapping activity has generally improved, although there are 

still examples where it could be done better (as discussed further below).  

Some providers struggled with capacity 

constraints 

Capacity constraints are still an issue for some Partnership Brokers, but to an 

extent this is a sign of success in developing / attracting opportunities. 

Service delivery was found to be difficult in 

larger / remote service regions 

Service delivery challenges continue to exist in large and remote areas, 

including the attraction and retention of staff. However, this is a feature of all 

service delivery programs operated under the National Partnership it is not 

specific to the PB program. 

The effectiveness of the Partnership Brokers element is measured through the monitoring evaluation and reporting 

framework (MERF). Key Performance Measures (KPMs) that reflect program outcomes attributable to 

partnerships and the contribution of Partnership Brokers are one component of this. While some stakeholders 

suggest that self-reporting may bias the results, the structure of the reporting (its comprehensive nature and the 

extensive use of quantitative reporting) and the multi-year comparisons should reduce the impact of any such bias 

in an overall assessment of the program.    

Over the life of this evaluation stakeholders have generally found that the PB program has made notable progress 

towards targeted program outcomes, although as could be expected there is some variation in outcomes across 

regions. The Department of Education-administered Partnership Broker survey has found that Partnership Brokers 

report that the program has steadily been improving the number (and proportion) of ‘high-quality’ partnerships, or 

partnerships where considerable progress has been made and the number (and proportion) of partnerships that 

have been evaluated and have had their progress rated as considerable or achieved.38 

  

 
38 Detail on comparative data is provided in the Partnership Brokers Program National Outcomes Report (April 2013), available 
at <http://www.deewr.gov.au/youth/youthattainmentandtransitions/pages/sbcpb.aspx>. Note: This does not include PBs in 
Victoria that operate under the Victorian Government’s Local Learning and Employment Network reporting framework. 
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 Supporting the transition of young people from secondary schooling to further education, training or 

employment; and 

 Increasing Indigenous engagement and attainment. 

Reports that the PB program had become more effective in addressing those priorities aligns with the view within 

the Department of Education that the PB program has, over time, focused more on complex issues. This was also 

supported by evidence that there was a small reported shift in the allocation of PB activities from 2011 to 2012, 

from partnership creation to partnership development.  

Proportion of low SES schools  

Analysis of levels of educational advantage or disadvantage of the schools involved in partnerships shows that 

Partnership Brokers tend\ to work with those less advantaged. Figure 3.7 below charts the distribution of schools 

in partnerships by their Index of Community Socio-Educational Advantage (ICSEA) value.40 

FIGURE 3.7: DISTRIBUTION OF SCHOOLS IN PARTNERSHIP BY ICSEA VALUE 

 
Source: DEEWR (2013) YATMIS Program Reporting 

The Department of Education reports increases in the following as a result of the PB program41:  

 The number (and proportion) of partnerships involving education and training providers partnering with 

stakeholders in their community  

 The number (and proportion) of partnerships where business and industry are actively engaged 

 The number of partnerships that involve parents and families as partners 

 The number (and proportion) of partnerships that are contributing to parent and family outcomes 

 The involvement of community groups in partnerships. 

 

 
40 The variables that make up an ICSEA value are family background information (including parental occupation, and the 
school and non-school education levels they achieved) and school characteristics (including whether a school is in a 
metropolitan, regional or remote area; the proportion of Indigenous students; and the proportion of students with language 
backgrounds other than English). 
41 Detail on comparative data is provided in the Partnership Brokers Program National Outcomes Report (April 2013), available 
at <http://www.deewr.gov.au/youth/youthattainmentandtransitions/pages/sbcpb.aspx>. Note: This does not include PBs in 
Victoria that operate under the Victorian Government’s Local Learning and Employment Network reporting framework. 
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Partnership Broker Capacity 

In 2011, a number of concerns were raised by stakeholders about Partnership Brokers’ capacity to succeed. 

These included: 

 Partnership Brokers have often tried to execute against the full remit, but could benefit from a sharper focus 

on activities and locations where there may be better return on invested time and resources. 

 Some service providers initially struggled to adapt to the new approach, particularly in establishing the 

capabilities, relationships or the capacity needed to succeed. 

 A number of Partnership Brokers have had difficulties attracting and retaining staff, which will get worse as 

the end of the program gets nearer and job security is less certain. 

 A number of identified critical success factors relating to leadership, governance, skill characteristics, 

knowledge and experience, relationship management are lacking in some service providers. 

 Partnership Brokers do not always have a good understanding of schools and their priorities – nor do schools 

always understand the role and scope of PB operations. 

While there is, not unexpectedly, perceptions of variability in Partnership Broker capacity and performance, overall 

stakeholder concern about Partnership Broker’s capacity has reduced somewhat over time as the program has 

developed and successful partnerships have been established. Partnership brokerage requires sophisticated skills 

and is still evolving as a discipline. The Department of Education is fully aware of this and has had a clear focus 

on building the capability of Partnership Brokers and their personnel. 

Three capacity issues remain particularly relevant: 

 Meeting demand: a concern expressed by many Partnership Brokers in 2012 was whether they have 

sufficient capacity to meet the demand for services (experienced by around 70 per cent of Partnership Broker 

providers responding to the 2012 dandolopartners survey). To the extent this could be seen as a 

consequence of success in attracting ‘clients’.  

 Servicing large and remote regions: support activities in large service regions and remote locations remain 

challenging. The cost of servicing these regions is high. This is a perennial issue identified in other programs 

within and outside this National Partnership, such as MEAST and Youth Connections and one that is difficult 

to address within existing funding allocations.  

 Attracting and retaining staff: this remains an ongoing challenge for some Partnership Brokers, especially 

in remote regions. 

State and Territory Support 

At the outset of the program, a number of jurisdictional stakeholders expressed scepticism about the value and 

impact of the Partnership Broker model. The reasons for this varied and included a lack of awareness and 

understanding about the program, concerns about service provider capacity given the size and scope of their task, 

resistance of schools to engage in the model and other factors. Some stakeholders were also concerned about 

the veracity of reported outcomes, indicating that Partnership Brokers may have initially focused on “low hanging 

fruit”, or existing partnerships, to meet contractual obligations.  

Inquiry into school to work transition
Submission 64



 

 65 

The lack of initial support from some jurisdictional stakeholders impacted on the program at the outset. However, 

there is evidence that this constraint has diminished somewhat over the three years that the program has been 

operating. As an example, engagement with education authorities and schools has increased. There are examples 

in several jurisdictions where this seems to be occurring effectively through regional education offices, and the 

promotion of case studies where this is occurring is valuable.  

Nevertheless, the issue of State/Territory support still represents a challenge for a number of Partnership Brokers. 

There still seems to be scope for States and Territories to provide information, encouragement and support for 

schools to consider the benefits that participation in the program could provide. 

Other challenges for Partnership Brokers identified by stakeholders during the life of the program have been: 

 Time constraints / competing demands of schools and businesses 

 The time taken to develop partnerships that produce outcomes for young people 

 Partnership sustainability, once partnerships are established 

 A perceived reluctance by some State/Territory education authorities to encourage schools to actively 

participate in the program, at least initially (except in Victoria)42 

 The administrative support needs of prospective partners. 

Managing expectations and educating stakeholders about the intent of the PB program remains an ongoing 

challenge for Partnership Brokers. They have reported that some school leaders still don’t understand the role of 

the Partnership Broker as a facilitator, rather than a service delivery provider. 

Longer-term impacts 

A number of stakeholders including Partnership Brokers and partners have recognised that it takes time to support 

the establishment and operation of new successful and sustainable partnerships. Stakeholders from Victoria’s 

LLENs, who have been operating activities similar to Partnership Brokers for around 10 years, supported this 

view. They indicated that it could take four to five years for the benefits of this program to become evident. They 

also indicated that the types of issues Partnership Brokers are currently facing are similar to the challenges they 

faced at the same stage of the program’s implementation. 

There is evidence of the value obtained from successful partnerships facilitated by the program. For example, the 

Partnership Brokers National Network commissioned Social Ventures Australia (SVA) to undertake a Social 

Return on Investment (SROI)43 evaluation of a five Partnership Broker regions across New South Wales and 

Queensland. The SROI analyses found that the PB program is creating value for stakeholders participating in 

partnerships. Across the five Partnership Broker regions analysed, the evaluation showed that for every $1 

invested by the Australian Government, Partnership Brokers have been the catalyst for up to $5.50 of created 

 
42 In Victoria, the PB program is delivered through the Local Learning and Employment Network, which are managed by the 
Victorian Government. 
43 SROI is a framework that provides a recognised methodology to measure the social, economic and environmental impact of 
an organisation or program 
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social value. The value is derived from a combination of Department of Education cash investment and the 

investments and activities of partner organisations.44 

TABLE 3.5: ESTIMATED SOCIAL RETURN ON INVESTMENT FROM PARTNERSHIP BROKERS PROGRAM 

Region 
Department 
investment 
(2010-2013) 

Stakeholder outcomes 

Total value created 
from partnerships 

Value attributed to 
Dept. investment 

Value attributed to 
stakeholder investments 

Central Tablelands $1.8m $11.1 - $16.1m $3.9 - $5.5m $7.2 - $10.6m 

South West Sydney $4.6m $11.0 - $15.8m $4.9 - $7.3m $4.9 - $7.3m 

Northern Sydney $3.7m $11.9 - $17.1m $4.5 - $6.5m $7.4 - $10.6m 

Gold Coast $3.1m $12.8 - $17.2m $6.1 - $8.2m $6.7 - $9.0m 

Sunshine Coast $2.1m $12.3 - $16.7m $5.8 - $7.9m $5.8 - $7.9m 

 

The SVA report also found that: 

 The voluntary nature of partnerships mitigated negative outcomes for stakeholders participating in 

partnerships. This is because partnerships are based on the principle of mutual benefit. If a potential partner 

does not see the benefit of participating in a partnership, they will not engage 

 Stakeholders participating in partnerships share resources and expertise to build partners’ capacity and 

capabilities. 

 Outcomes related to increased capacity to partner and development of quality partnerships were fundamental 

to increasing stakeholders’ ability to work effectively with young people. 

While limited to five regions, this assessment suggests longer-term benefits are possible from the program.  

3.3.3 Youth Connections 

The Youth Connections (YC) program provides a set of services designed to support young people at risk of 

disengaging from education and training, and to help them engage - or re-engage - and make a successful 

transition to further education, training or work.  

Youth Connections providers are responsible for delivering the following services: 

Service delivery component Description of the component 

1. Individual Support Services 

Case management support to those young people at risk, including those most at risk of 
disengaging from school through to those who are severely disengaged from education, 
family and community. Service delivery is flexible and tailored to the young person’s 
personal situation and circumstances. Activities include mentoring, advocacy and referral. 

2. Targeted Engagement 
Services (formerly, Outreach and 
Re-engagement) 

Youth focused activities that aim to find, connect and engage with severely disengaged 
young people. These activities may provide an avenue for maintaining participation and 
engagement for participants in Individual Support Services. 

 
44 SVA Consulting, Partnership Brokers Program: Baseline Social Return on Investment Analysis, Summary Report, February 
2013 
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3. Regional Coordination 
Services (formerly, 
Strengthening Services in  
the Region) 

Focused on building the capacity of education providers and other stakeholders, together 
with Partnership Brokers, where appropriate, and strengthening services in the region. 
Aims to develop whole-of-community strategies that identify and respond more effectively 
to provide appropriate support for young people to prevent disengagement. 

 

Youth Connections is based on a flexible service delivery model that is designed to provide broad regional 

coverage and a holistic suite of services across the entire spectrum of disengagement. The flexibility of the model 

and its focus on disadvantaged groups has attracted additional funding to assist some identified target groups in 

the program: 

 $1.4 million for Youth Connections as part of the Building Australia’s Future Workforce measures to better 

support teenage parents in 10 locations for two years (2012-2013) 

 Three Youth Connections providers were contracted to deliver the $3.5 million Youth Connections/Reducing 

Substance Abuse Pilot Projects for two years (2011-2012) 

 The network of Youth Connections providers in Victoria is being used for Springboard, a Victorian 

Government program to support young people in residential out-of-home care ($16.9 million over four years).    

Changes to the program 

In response to some suggested improvements, including those identified in years one and two of the 

dandolopartners evaluation, the Youth Connections program issued updated program guidelines in May 2013. As 

part of this change, Outreach and Re-engagement Services was renamed Targeted Engagement Services.  

The emphasis of this element of the program is now clearly on offering proactive, youth-focused services targeted 

at severely disengaged young people across a region. The guidelines note that, even where Individual Support 

Services exceed capacity, Targeted Engagement Services should still identify and connect with the most 

disengaged young people, in some cases to act as a diversionary activity whilst the young person waits for a place 

in case managed services. However, Targeted Engagement Services do not include promotion of the YC program 

or providing generic information about the services offered under it. 

Strengthening Services was renamed Regional Coordination Services. The focus in this service is ensuring that 

other youth services providers in the region are connected and coordinated. The Department has clarified that 

awareness raising and promotional activities undertaken as part of standard program delivery cannot be classified 

as Regional Coordination Services. The guidelines emphasise that these services must actively build or enhance 

the capacity of other organisations to support young people at risk in the region.  

As these changes only occurred relatively recently, it is too early to assess their impact. Nonetheless feedback to 

date from stakeholders is generally positive, and demonstrates the Department’s desire to continually improve the 

program. Stakeholders involved in program delivery indicated that rather than noticeably changing behaviour; 

these changes provided further clarity about the criteria for responding to different cohorts. The changes had also 

assisted in ensuring that data was more accurately recorded. 
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The YC program typically works with participants aged between 13 and 18 years and around 90 per cent of its 

current cohort falls within this age range. However, it is worth noting that in the Northern Territory and particularly 

in Tasmania the program tends to work with a younger cohort, which may slightly skew the national average.  

FIGURE 3.9: PROPORTION OF YC PARTICIPANTS OF DIFFERENT AGES 

 

The cohort of YC participants is diverse with a wide range of backgrounds and needs. Nearly one third of all YC 

participants receive Centrelink income support, and nearly one quarter had a suspected or diagnosed mental 

health issue. Lower, but still notable numbers of participants were reported as having Indigenous backgrounds, 

having culturally or linguistically diverse backgrounds or having disabilities.  

FIGURE 3.10: PARTICIPANTS IDENTIFIED AS HAVING RELEVANT FACTORS IN THEIR BACKGROUNDS 
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Effectiveness 

Overall effectiveness 

The Youth Connections program has consistently delivered positive outcomes for young people and is strongly 

supported by education and training, community and youth sector stakeholders. A strong feature of the program 

has been robust performance measurement and continuous refinement in response to assessments and feedback 

over the four years of the National Partnership. 

In the 2012 survey of YC service providers47, over 90 per cent of respondents agreed that the program has 

significantly helped young people. The survey found that YC helped to:  

 Develop valuable personal skills and attributes in young people (97 per cent)  

 Connect young people to education, family and community (98 per cent)  

 Develop strong collaborative relationships between organisations that support young people (93 per 

cent). 

Individual support services48 

Since the program commenced at the start of 2010, almost 75,000 young people have received Individual Support 

Services.49 A report developed by the Youth Connections National Network found that stakeholders valued a 

number of aspects of the Individual Support Services, including: 

 The community-based case management approach of services 

 The independence of YC workers from schools and other institutions, which helps to build relationships 

of trust with young people, in turn contributing to the effectiveness of the case-management approach 

 The flexibility of the program and the activities and services that can be provided within its guidelines.50 

Despite some variation across regions, service providers consistently identified the strengths of Individual Support 

Services to be: 

 The flexibility to work with a young person over an extended period of time and meet their individual 

needs (e.g., holistic support, individual learning plans) 

 Links to other service providers (particularly alternative education providers) 

 A ‘pastoral paradigm’ of operating by developing trust and a connection with young people through 

mentoring 

 Empowering young people to make decisions about their lives now and in the future.51 

Over the life of the program, 25,029 young people were recorded as commencing or re-engaging in education for 

a minimum of 13 weeks.52 The majority of these (68.9 per cent) were at Connection Level 2B – or severely 

disengaged. 

 
47 Dandolopartners did not replicate the survey in 2013 as the results were not expected to meaningfully change and we 
wanted to avoid creating burdens for providers 
48 It is worth noting that outcomes tend to improve towards the end of the year. Most of the results are current to 30 September, 
so may underrepresent Youth Connections outcomes for 2013. 
49 Individual support services provided between 1 January 2010 and 30 September 2013. More young people have participated 
in the program through outreach and re engagement activities.  
50 The Space In-between, Youth Connections National Network (2012), p 7 
51 dandolopartners’ survey of YC service providers (2012). 
52 Program participants can record more than one outcome achieved 
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Other common outcomes of young people (for a minimum of 13 weeks) included:  

 Engagement in education was strengthening over a whole school term (12,420 young people) 

 Consistent improvement in school attendance over a whole school term (10,012 young people) 

 Consistent improvement in educational performance over a whole school term (8,922 young people) 

 Consistent improvement in behaviour at school over a whole school term (11,240 young people).53  

FIGURE 3.11: FINAL OUTCOMES ACHIEVED BY YOUNG PEOPLE IN INDIVIDUAL SUPPORT SERVICES OVER THE LIFE OF THE 
YOUTH CONNECTIONS PROGRAM 

 
Source: DEEWR (2013) YATMIS Program Reporting 
Note: Individual young people may achieve more than one final outcome. 

 

However, as is to be expected not all young people that participate in the program achieve positive outcomes. As 

of 30 September 2013, 40 per cent of participants who had enrolled had not yet achieved a final program outcome 

(i.e. for a minimum of 13 weeks), and 26 per cent had not yet achieved a progressive outcome.54  

Based on dandolopartners’ 2012 survey of service providers, the most common reason for the non-achievement 

of outcomes is a failure of young people to engage when initially contacted (54 per cent of survey respondents 

nominated this as the main reason why young people do not achieve positive outcomes). While some young 

people become engaged and then withdraw during the program, this was nominated less commonly by service 

providers as a reason for non-achievement of outcomes (30 per cent of respondents). Securing early engagement 

is recognised as a priority for this cohort, and has been the subject of other work commissioned by the 

Department.55 

 
53 DEEWR YATMIS Program Reporting 
Note: individuals can achieve and be counted against more than one outcome 
54 DEEWR (2013) YATMIS Program Reporting 
55 See for example: Sweet, R, Education, training & employment in an international perspective, Brotherhood of St Laurence, 
New Transitions: Challenges Facing Australian Youth seminar, 2006 
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FIGURE 3.12: REASONS WHY YOUNG PEOPLE DO NOT ACHIEVE POSITIVE OUTCOMES 

 

Source: dandolopartners survey of YC service providers (2012). 
 

Some other common reasons given by service providers for young people not achieving outcomes include:  

 Lack of personal motivation by a young person to engage or make changes  

 Transience/unstable accommodation, which makes it difficult for young people to maintain contact  

 Lack of family support, negative parental influence or family dysfunction.  

The nature of these reasons – and the presence of more than one of these factors in many cases - indicates the 

complexity of the delivery challenge for service providers. 

From January to mid-September 2013, 51 per cent of young people had addressed or minimised a barrier to 

learning.  

The most common barriers addressed through the YC program were: 

 Low self-esteem (56% or 37,699 young people)  

 Behavioural problems (50% or 33,388 young people) 

 Low literacy and/or numeracy (48% or 32,280 young people)  

 Socialisation issues (42% or 28,317 young people).56 

While the proportion of program participants experiencing these barriers changed slightly over the life of the 

evaluation, the relative distribution did not.  

 
56 DEEWR YATMIS Program Reporting 
Note: individuals can experience and be counted against more than one barrier 
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FIGURE 3.13: MOST COMMON BARRIERS ADDRESSED AND MINIMISED BY YOUNG PEOPLE IN INDIVIDUAL SUPPORT SERVICES 

 

Source: DEEWR YATMIS Program Reporting. 
Note: Individual young people may address or minimise more than one barrier. These are the most common 10 of 28 barriers 
that YC service providers report young people have addressed. 

 

As well as learning outcomes, the YC program is associated with improvements in young people’s personal 

wellbeing.  

The YC program uses a Personal Wellbeing Index to measure young people’s subjective wellbeing.57 Based on a 

2012 report commissioned by the Department of Education, a significant proportion of YC program participants 

sampled experienced ‘improved psychological outcomes’ between their first meeting with their case manager and 

their exit from the YC program.58 The change in young people’s views of their future security was particularly 

marked. This indicates that more young people had experienced normal levels of wellbeing and fewer young 

people were depressed or at high risk of depression at the end of the program.  

  

 
57 Defined as: “a normally positive state of mind that involves the whole life experience” per Tomyn, A. & Norrish, J. (2012) 
Youth Connections Subjective Wellbeing Report, RMIT University, commissioned by DEEWR, p.57 
58 The respondents represent a high percentage of young people who were identified as having a lower risk of depression, and 
therefore the results should be treated as indicative only. 
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Longer-term outcomes 

The YC National Network conducted a study of 206 young people who participated in the program in 2011 to 

determine their final outcomes of their experiences with YC.59 Six months after participating in the YC program: 

 58 per cent of surveyed young people reported that they either stayed at school or studied somewhere else 

 28 per cent indicated that they started working full or part time 

 8.2 per cent recorded being in a traineeship or apprenticeship  

 Only 5.8 per cent indicated that they were not studying or working in the six months since leaving the YC program and nearly half of 

these were new parents.  

A study by the Brotherhood of St Laurence of YC services in Victoria provides an indication of the sustainability of 

the outcomes achieved through the program in one region.60 Almost three-quarters (72.5 per cent) of young 

people in this region remained engaged with education at least three months after exiting the program.61  

The 2012 dandolo survey of service providers indicates that, where circumstances are known, the majority of 

young people were engaged in education, training and/or employment six months after completing the program 

(78 per cent).62  

FIGURE 3.14: MAJOR ACTIVITY OF MOST YOUNG PEOPLE SIX MONTHS AFTER LEAVING THE YOUTH CONNECTIONS PROGRAM 

 

Source: dandolopartners survey of YC service providers (2012).  
 

Data is not available on a large-scale basis to indicate whether young people remain in education once they exit 

the program. However, these three studies, when taken together, suggests that YC is effective in establishing a 

lasting connection for young people to education, training or employment and indicate that it is likely that the YC 

program has positive long-term outcomes in line with its goals.  

 
59 A final outcome is recorded as a minimum of 13 weeks reconnection to education, training or in some instances, connection 
to employment 
60 Barrett, Anna (2012) Building Relationships for Better Outcomes, ‘Peninsula Youth Connections evaluation, Stage 2 report’, 
Brotherhood of St Laurence, 
<http://www.bsl.org.au/pdfs/Barrett_Building_relationships_for_better_outcomes_PYC_Stage_2_evaluation_report_2012.pdf>. 
Peninsula Youth Connections provides services to young people in the Frankston Mornington Peninsula region of Victoria. 
61 To exit the program participants are required to be engaged in education, training and/or employment for a continuous 13-
week period. This indicates that the combined minimum period of engagement achieved is closer to six months. 
62 These responses reflect the views of 63 per cent of a sample of service providers that report they know the locations of their 
clients six months after achieving a final outcome (completing the program). 
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Unintended positive impacts63  

Stakeholders reported some unintended, but beneficial, consequences resulting from the Youth Connections 

program.64 

Prior to the implementation of Youth Connections it was reported that many of the services provided to the target 

cohorts were uncoordinated and cooperation between service providers was inconsistent. Service providers 

believe that one of the successes of Youth Connections is that it has created a focal point for interactions among 

providers as a result of its networked and collaborative work practices, and reportedly galvanised the sector in a 

way that had not been anticipated. They noted that the Youth Connections model encourages providers to work 

together, increasing capacity and creating avenues for professional development.  

Providers reported that this created efficiencies through the pooling of resources and provision of complimentary 

regional services. This has also helped to reduce duplication in the delivery of services to the target cohorts. This 

was reported to improve providers’ ability to deliver services and develop a presence across a region and to 

augment the work of other service providers who are not able to operate alone across a region.  

Similarly, YC providers have become recognised experts on engagement / disengagement issues. A range of 

stakeholders now sees YC providers as a major source of intelligence and expertise on the subject of 

engagement. This includes schools, governments and a range of agencies operating in the sector that regularly 

petition YC providers to help make decisions related to engagement issues. 

Targeted Engagement Services (formerly Outreach and Re-engagement) 

Through this element of the YC program, providers actively go out to locations where young people spend time to 

make contact with those who would not otherwise be identified and referred to the program. These young people 

are then engaged in activities (such as tutoring programs and life skills workshops) aimed at helping them to re-

engage with family, community and learning.  

YC providers have delivered many outreach and re-engagement activities involving large numbers of young 

people. Throughout the lifetime of the YC program, 25,789 activities were held to find and connect with at-risk 

young people. Of these, 3,613 events were identified as having an indigenous focus and 1,276 were identified as 

having a focus on humanitarian refugees. Overall, providers have worked with 495,850 young people through 

these activities. 

The outcome of this component of the program has been less clear than for Individual Support Services. In 

response to the 2012 dandolopartners survey, some service providers reported that re-engagement programs 

were particularly labour-intensive, costly to deliver, and produced variable results when compared with the more 

proven Individual Support Services.  

Year 2 of this evaluation raised questions about the proportion of effort allocated to Targeted Engagement 

Services – particularly in the context of unmet demand from young people for Individual Support Services. 

However, an important benefit of this component of the program is accessing severely disadvantaged young 

people who are less likely to be picked up by the normal referral channels. These young people are also less likely 

 
63 Many of the findings in this section are drawn from a workshop of Youth Connections Service Providers 
64 Views in this section are sourced from workshops conducted with Youth Connections providers 
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to be receiving support from other service providers and are often in greater need of YC services to assist them to 

reconnect with learning and community.  

The changes introduced in May 2013 provide a sharper focus for this element. Effort is prioritised towards making 

contact with severely disengaged young people who would not otherwise be identified and referred to the program 

and offering proactive services targeted at their specific needs on a group basis. Even where Individual Support 

Services exceed capacity, Targeted Engagement Services are still able to identify and connect with the most 

disengaged young people. In some cases this will act as a diversionary activity whilst the young person waits for a 

place in case managed services.   

It is too early to tell whether the changes made to Targeted Engagement Services will improve the effectiveness of 

this program element overall. However, they respond to some issues previously raised with the Outreach and Re-

engagement element. In particular, they establish a clear priority on severely disengaged young people and 

recognize the importance of tailoring services to meet specific needs on a group basis. 

Regional Coordination Services (formerly Strengthening Services in the Region) 

Under Regional Coordination Services activities, Youth Connections providers work to build capacity and 

strengthen support for organisations that provide services to young people at risk and ensure that providers of 

other services within the region are connected. Service providers have increasingly focused on strengthening 

services in their regions, holding 8,476 activities to date. 2,201 were identified as having an Indigenous focus and 

717 were identified as focusing on humanitarian refugees.  

Based on dandolopartners’ 2012 survey, YC service providers found that sharing their experiences working with 

young people within schools and establishing links with other services in the region for young people at risk of 

disengaging to be the most effective activities.65 

 
65 dandolopartners’ survey of YC service providers (2012). 
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3.3.4 National Career Development 

The rationale for career development activities and context 

Effective career development policy is recognised as a critical component of any comprehensive youth policy 

response. Career development is defined broadly as the ongoing process of a person managing their life, learning 

and work over their lifespan. It involves developing the skills and knowledge that enable individuals to plan and 

make informed decisions about education, training and career choices.67   

A poor decision can have long-lasting economic and social implications for a person.  Sound decision making by 

young people will benefit them, society and the economy. 

More than half of Australians stay in their jobs for fewer than five years, and younger people are increasingly 

identifying with careers rather than jobs to reflect the changing nature of labour markets68. 

As acknowledged by the Australian Workforce and Productivity Agency (AWPA), the move towards demand-

based funding in higher education and the vocational education and training sectors creates additional pressure 

on students to make informed choices. This requires access to accurate advice about employment options and 

pathways into different careers, and the capability to make good decisions over their lifetime.  

One of the complexities associated with career development policy is that it crosses jurisdictional and 

departmental boundaries (e.g. agencies with a primary focus on education, industry and employment). The 

employment focus of career development demands a strong role for industry, as well as government. 

The National Career Development program represents the least mature of the elements implemented under the 

National Partnership.  Unlike other elements, the final year report contains an initial assessment of the element 

rather than a summative evaluation for the new components, specifically:  

 The release of the National Career Development Strategy (the Strategy) 

 The funding of projects under the Making Career Connections program. 

National career development also incorporated a number of pre-existing Australian Government programs and 

initiatives designed to support people in finding and sustaining employment. These programs include Job Guide, 

myfuture and the Australian Career Development Studies website.  

Given that the strategy was only released in May 2013, the year 3 evaluation of this element focuses on 

stakeholders’ perceptions of the strategy, including the extent to which they believe the strategy prioritised the 

right issues and provided a basis for implementation success. Analysis of the Making Career Connections projects 

is contained in the Appropriateness section of this report, and focuses on the degree of alignment between the 

funded projects and the Strategy’s guiding principles. 

Overall impact 

The overall impact of the new career development initiatives is limited, which is understandable given how recently 

the Strategy and Making Career Connections projects were released.  

 
67 Australian Government, National Career Development Strategy, May 2013 
68 Source: Contained in Australian Workforce and Productivity Agency response to dandolo question 
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According to stakeholders, the single biggest impact of the National Career Development element of the National 

Partnership so far was the signal it sent to jurisdictions and sectors that career development was an important 

national issue and a recognised policy priority. This, in turn, provided those working in jurisdictions with greater 

capacity to leverage attention and funding for work in this area. 

Reactions to the National Career Development Strategy 

The response to the National Career Development Strategy (the Strategy) from stakeholders was generally 

positive. The contents of the Strategy – including the major priorities outlined – attracted broad support from a 

range of stakeholders including those from jurisdictions, sectors and industry. The Strategy is regarded as a 

robust articulation of the problems facing young people in this area, and is considered to outline a clear vision for 

where effort needs to be focused.  

The majority of stakeholders acknowledged that the formulation of the Strategy was a difficult task due to: 

 The complexity of the issues surrounding career development 

 The diversity and number of stakeholders that needed to be consulted in the formulation of the Strategy 

 The fact that some of the views held by stakeholders were contradictory, or mutually exclusive 

 The need for the Strategy to be truly national and representative of diverse jurisdictional interests 

 The lack of committed funding from all stakeholders to accompany the release of the Strategy. 

At the heart of consultations about the Strategy was the tension between the role of schools and industry. There 

was some disagreement between stakeholders about which lever was most effective to respond to the careers 

challenge. The Strategy was seen to have effectively responded to this tension by articulating clear roles for 

parties in career development, though there was a suggestion from a number of stakeholders that career 

development remained too heavily associated with schools (not necessarily as a result of the Strategy).  

Parts of the Strategy that were seen as particularly effective include: 

 Acknowledgment that those providing career advice should be appropriately trained (some suggested that 

this training should go beyond the Certificate IV in Career Development which is generally associated with 

career practitioners) 

 The aspiration of creating career self-management skills and opportunity awareness. This is based on clear 

stakeholder views that career development needs to be seen as much more than simply getting someone a 

job, but instead should be aiming to equip someone to locate, access and interpret information on 

employment opportunities   

 The important role that employment services need to play, including the contribution of Job Services Australia 

personnel in providing careers advice. 

The Strategy was considered less robust in terms of implementation detail. While many stakeholders understood 

the reasons for adoption of a high-level strategy (most notably the presence of uncertain funding arrangements), 

others described the lack of implementation `teeth’ as a missed opportunity.  

Other areas of the Strategy that attracted stakeholder interest included: 
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 The emphasis on the role of schools – rather than industry – as a primary driver of career development. 

 The lack of a strong evidence base for what causes poor career outcomes. The analogy was drawn with 

literacy and numeracy, where causal factors are well understood. The need to better understand these issues 

was not considered to have been identified as a priority in the Strategy. 

 Difficulties implementing a ‘whole of government’ approach that effectively integrates services from 

education, industry, employment and other relevant departments. Despite the Strategy describing a 

coordination role for the Australian Government, implementing a whole of government approach is expected 

to be challenging.  

 The ‘all ages’ approach outlined in the Strategy was deemed by some stakeholders as too ambitious, 

particularly given the challenges that exist in providing up to date information to older workers (i.e. 

recognising that Web-based tools are more suited to a younger cohort). 

Feedback on the process for developing the National Career Development Strategy 

The process for developing the Strategy was broadly acknowledged as consultative and effective. The process 

was transparent and appropriately governed, with clear opportunities for stakeholders to provide formal feedback 

including via responses to the published discussion paper. In all, 80 submissions were received from a cross-

section of stakeholders responding to the National Career Development Green Paper, including a number of 

detailed submissions from industry groups and other critical organisations.  

One area of the Strategy development that attracted criticism was the time taken to develop and release the 

strategy. While it was acknowledged that the strategy’s development coincided with other major cross-government 

negotiations, the delays to the launch of the strategy were considered to have undermined some of the 

momentum that had been created leading up to its release. Some considered that the delayed release of the 

Strategy was regrettable and may have mitigated the effectiveness of the wider National Partnership.  

Other Australian Government career development activity 

The Australian Government currently manages several other major initiatives which form part of the career 

development element, but which were not initiated (or evaluated in detail) as part of this element of the National 

Partnership. The projects are the myfuture web service, the Australian Career Development Studies website, the 

Australian Career Development Blueprint and the Job Guide.   

myfuture is regarded by most as an important component of the government’s approach to supporting career 

development. myfuture was launched in 2002 and there continues to be widespread recognition that Australia 

needs a portal of this type to act as a repository for career information and exploration that is accessible to a wide 

range of stakeholders. Recently announced and planned functionality, including social media enhancements, were 

acknowledged as valuable.  

Despite this, there were a number of potential areas for enhancement noted by stakeholders, including: 

 Customisation to make content accessible to people of all ages (particularly older Australians) 

 Opportunities to integrate different channels, particular telephone and web-based information, so that there is 

a ‘single source of truth’ or one stop shop for information 
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 Development of a ‘clearing house’ type function on myfuture. While this function is not fully available on 

myfuture, recent enhancements provide industry and others with relevant, up-to-date information on careers 

and networks to industry (in line with a clearing house function). The myfuture forum also facilitates contact 

with industry stakeholders, enabling them to ask questions and have them answered.  

The Job Guide is strongly identified with career development in Australia, and remains important to stakeholders. 

Career development professionals, in particular, acknowledge that the Job Guide is a critical reference material for 

those working in the sector and remains an important asset. The Job Guide is a career development resource 

aimed at students in Year 10. It is distributed to schools and contains information on occupations and job search 

information and advice. It is recognised as a valuable source of information that needs to be maintained. New 

technologies are providing opportunities to increase the currency of information that continues to be highly relied 

upon by career development professionals. 

Another Australian Government initiative referred to by stakeholders was the Australian Career Development 

Studies website, which promotes awareness of career development and access to resources and information 

improving the provision of career development services. The website forms part of the aspiration to improve the 

capability of career development professionals in schools, including promotion of the Certificate IV in Career 

Development qualification from the CHC08 Community Services Training Package. The training materials are 

made available free of charge, and stakeholders reported that the continued professionalisation of the career 

development workforce through promotion of the Certificate IV remained a priority. 

The Australian Blueprint for Career Development is a government-developed framework that has been in place 

since 2008 and serves as the basis for developing and implementing effective career development interventions 

for young people. An evaluation of the Blueprint in 2012 found that it is a valuable resource, which forms an 

important part of supporting quality provision of career development – however the evaluation found that its use is 

variable and greater awareness is needed for the blueprint to be more effective.69 

Tension between schools and industry as career development drivers 

In previous decades career development has been primarily associated with schools, which have played a critical 

role in providing advice about career options to young people. Stakeholders consider that there are three ‘models’ 

for implementation of career development policy: 

1. School driven 

2. Industry driven 

3. A hybrid of the two (which the Strategy was broadly acknowledged to have adopted).  

Those that advocate for schools as the dominant driver of career development tend to do so because: 

 Schools have an established ‘channel’ for advising young people 

 Schools have a pre-existing relationship with young people, and therefore are more likely to understand what 

pathways might be most appropriate 

 
69 Atelier Learning Solutions, Report of the Review of The Australian Blueprint for Career Development, November 2012 

Inquiry into school to work transition
Submission 64



 

 82 

 Schools are less self-interested than industry, and therefore more inclined to provide feedback that is 

independent and in the best interest of the young person. This comment needs to be treated in context of 

research that indicates that young people don’t trust the accuracy of school based career advice. 

Those that advocate for a greater role for industry and employers do so on the basis that career development 

should be focused on career/employment outcomes, rather than the provision of advice alone. Only industry, it 

was argued, is capable of providing those outcomes. It was also suggested by some stakeholders that career 

advisers in some schools lack professional career advisory training and skills, as well as relevant 

business/industry experience to provide (and be seen to provide) accurate careers information. 

The vast majority of stakeholders saw the Strategy’s adoption of a hybrid approach between schools and industry 

was seen as appropriate. There was particularly strong support for the increased role that industry might play in 

the future in augmenting school-based activity. A hybrid approach would feature more opportunities for joint effort 

and involvement. For example: 

 By including work integrated learning programs across the curriculum in schools that require links with 

employers 

 By building better connections between career development activities and employers, employment 

coordinators, and employment opportunities through school – community – business partnerships 

 Through closer liaison between career services and industry on emerging skills requirements, particularly 

when industry restructuring is occurring 

State and Territory support for continued focus in the area 

Almost without exception representatives from jurisdictions and sectors represented on the National Partnership 

on Youth Attainment and Transitions Multilateral Working Group considered career development as a significant 

future policy priority in the area. The reasons for this commitment to career development included: 

 The increased focus by authorities to track student destinations after leaving full-time education (e.g. 

OnTrack in Victoria) 

 The imperative for States and Territories to meet demands for new skills, particularly in industries which were 

undergoing significant transformation (notably manufacturing, information and communication technology and 

transport and logistics) 

 Recognition that career aspirations plays a significant role in promoting student engagement. 

The Strategy represents a significant opportunity to coalesce various stakeholders around an issue that has 

attracted broad and bi-partisan support.  

Longer-term impacts 

While the Strategy’s impact has been limited to date, there is a high degree of confidence that national action 

commenced under the National Partnership will be sustained.  
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3.3.5 The Compact with Young Australians 

In April 2009, the Council of Australian Governments (COAG) agreed to establish a Compact with Young 

Australians to increase young people’s participation in education and training by providing protection from the 

anticipated tighter labour market and ensuring they would have the qualifications needed to take up the jobs as 

the economy recovered from the Global Financial Crisis (GFC).  

The Compact with Young Australians has three elements: 

1. A National Youth Participation Requirement for young people to complete Year 10 in school (or an 

approved equivalent), then participate full-time (at least 25 hours per week) in education, training or 

employment or a combination of these activities, until age 17 

2. An entitlement to a government-subsidised education or training place for 15-24 year olds, subject to 

admission requirements and course availability.70 This entitlement ceased on 31 December 2011, as all 

States and Territories have now embedded the entitlement into their skills development policies and 

programs 

3. Strengthened conditions for income support payments. Young people under the age of 21 who do not 

have a Year 12 or equivalent qualification who seek income support through Youth Allowance 

(Other/Jobseeker) are now required to participate in education or training full time, or participate in part-time 

education or training in combination with other approved activities, for at least 25 hours per week, until they 

attain Year 12 or equivalent or an AQF Certificate II qualification or above. A similar requirement for full-time 

education or training applies to young people aged 16-20 years whose parents seek the Family Tax Benefit 

Part A, matching the existing requirement for 21-24 year olds. 

These elements underpin an agreement between the Commonwealth, States and Territories to accelerate the 

achievement of a 90 per cent national Year 12 or equivalent attainment rate target by 2015. State and Territory 

governments were responsible for implementation of the National Youth Participation Requirement and the 

entitlement to education and training places. The new Participation Requirement took effect in all States and 

Territories on 1 January 2010. The Australian Government was responsible for introducing the strengthened 

participation requirements for income support recipients. 

Overall effectiveness 

The Compact was introduced in the midst of the GFC to encourage young people to participate in education and 

training at a time of labour market contraction. Its introduction also aimed to develop a more consistent national 

approach to requirements governing how young people participate in compulsory education and training.  

The establishment of the Compact appears to be associated with increased educational participation and 

attainment among targeted cohorts. However, this effect can be difficult to disaggregate from some increases in 

participation driven by the effects of the GFC, which reduced opportunities to work.  

 

70 For 20-24 year olds who already have a Year 12 or equivalent qualification, the entitlement is to a place that would result in them attaining a 
higher qualification than they currently hold. 
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Table 3.7 below examines the impact of the Compact and identifies key indicators of improvement on National 

Partnership outcomes. It also briefly summarises changes in key indicators over the life of the National 

Partnership and assesses the likely influence of the Compact on that.  

The assessment of the Compact’s likely influence has been made by:  

 Focusing on the cohort targeted by the Compact  

 Isolating other relevant possible explanations, such as the effect of the GFC.  

Based on this analysis, the Compact appears to have had a measurable influence on school participation amongst 

15-19 year olds, some influence on school progression and attainment and some influence on the number of 

young people not in education, employment or training.  

TABLE 3.7: SUMMARY OF THE COMPACT’S INFLUENCE ON YOUTH ATTAINMENT AND TRANSITIONS OUTCOMES 

Indicator Trend Assessment 

Full-time school 
participation, age 15-19 

Some increase, 2008-12 There are strong grounds for believing that 
the Compact is a material driver of these 
changes 

Year 9-10 progression  Small increase, 2009-12 Some impact likely 

Year 10-11 progression Increase, 2008-12 Some impact likely 

Year 11-12 progression Increase, 2008-11, no change between 
2011 and 2012 

Some impact likely 

Apparent Year 12 retention Increase 2008-2012 Strong impact likely 

Apprenticeship and 
traineeship participation 

Slight decline 2009-13 Possible impact 

Not in education and 
unemployed, age 17-19 

Slight increase between 2008 and 2013, 
though highly erratic year to year 

Some impact possible 

Not in education and not in 
the labour market 

Increase since 2008 Some impact possible 

Income support Fall in proportion of unemployed young 
people not receiving income support 

Strong impact likely – though unlikely that 
the Compact influenced the number of 
young people receiving the other major 
forms of welfare payments.  

 

Some stakeholders suggest the Compact has driven ‘demand’ amongst students for alternative education 

pathways. This has prompted providers in public and private education markets to respond with the provision of 

flexible learning opportunities, such as the CHANCES program in the ACT – which supports young Indigenous 

people to secure training opportunities.  

In considering the potential impact of the Compact, it is also necessary to assess which other factors may have 

been responsible, including the labour market conditions during that period. The changes in educational 

participation observable since 2010 do not appear to primarily be a function of the GFC – instead it seems likely 

that the GFC caused a short-term, one-off impact. During the GFC, there was a large drop in full-time employment 

for young people, which has somewhat abated in the years since. At the same time, the participation rate for 

young people only increased slightly, but this increase has been consistent. Similarly, the overall labour market 
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improvements since the GFC have not been matched by a youth employment increase, despite the fact that 

normally youth and adult unemployment correlate. If the GFC alone were operating, participation would normally 

be expected to plateau, not increase as it has. Further, if these changes were driven by the GFC, one would 

expect the participation increase to be larger and the employment rate reduction to be smaller. 

It should be pointed out that these reported changes have also coincided with the introduction of a separate 

National Partnership - the National Partnership on Low Socio-Economic Status School Communities. Some of its 

aims are similar to those of the National Partnership on Youth Attainment and Transitions, including its focus on 

young people at risk of leaving school early. Its scope is wider than the age group of the National Partnership on 

Youth Attainment and Transitions, and at this stage it is not possible to separately judge any impact that it might 

have had upon participation by 15–19 year-olds. 

Impact on participation 

The Compact has two main dimensions. The first is a regulatory component, which introduced consistent new 

nationwide requirements for educational participation, largely targeted at those under the age of 18. This was 

primarily expected to increase the number of young people participating in education and training, particularly 16 

and 17 year-olds.  

The second is a financial component that changed the conditions around the provision of income support, such 

that those under the age of 21 who have not completed Year 12 now need to take part in education and training in 

order to receive Youth Allowance income support, and in order for their families to receive Family Tax Benefit Part 

A. This component was intended (and expected) to shift young people to student payments from other welfare 

payments. 

The regulatory component of the Compact  

The first aspect of The Compact appears to have been a success in terms of having a positive impact on 

participation. Full-time school participation among the target age groups has risen at a rate that is appreciably 

above the pre-National Partnership trend, as has participation in full-time schooling (see Figure 3.16), and the 

trend shown by school participation data is reflected in data from the Labour Force survey on total full-time 

educational participation.  
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FIGURE 3.16: PROPORTION OF 15-19 YEAR-OLDS ENROLLED IN SECONDARY SCHOOL, 2000-2012 
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Source: ABS (2013), National School Statistics Collection; ABS (2013), Australian Demographic Statistics. 
Note: the source of this data has changed between Year 2 and Year 3 of this evaluation. This was to increase the reliability of 
information and will explain some discrepancies between data reported across different years of this evaluation. 
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those not in full-time education. Whilst there was an observable decrease in youth unemployment after the 

Compact’s introduction (see Figure 3.17), this reduction in unemployment must be balanced against the increase 

in youth inactivity – as discussed below – which undermines these gains.  

There is mixed evidence that unemployed youth have transitioned into education and training. The number of 

Youth Allowance (Other)71 recipients as a proportion of unemployed youth fell sharply after the introduction of the 

Compact, and while this figure has since increased somewhat, it has not grown as would be expected if a large 

proportion of unemployed youth became eligible for Youth Allowance by moving into education and training (see 

Figure 3.18).  

VET participation among those not at school and without a Year 12 qualification has increased since the Compact 

was introduced, although not by a great deal. This could be for a number of reasons, and evidence around 

potential movements of students from VET into unemployment is not available. However, as shown in Chapter 2 

above, the number of 16-21 year olds who are not at school and enrolled in VET who describe themselves as 

unemployed increased from 2008 to 2013 – suggesting that perhaps some of these have moved into VET 

education.  

While the number of unemployed 15–19 year-olds has fallen, the number that are inactive (neither in education 

and training nor looking for work) has jumped sharply since the Compact was introduced from around 12,000 in 

May 2008 to around 18,000 in May 2013 (see ‘Inactive young people’, below). As a result, there has been no 

appreciable reduction in the size of the NEET group – in fact it appears to have increased.  

These findings appear consistent with UK research on the impact of the Education Maintenance Allowance, which 

concluded that financial incentives are much less successful in encouraging young people to return to study than 

in encouraging continued participation by those already participating.72  

 
71 Customers, in receipt of Youth Allowance, who are 21 years of age and under who are not full-time students or Australian 
Apprentices. 
72 Middleton, S. et al. (2005) Evaluation of Education Maintenance Allowance Pilots: Young People Aged 16 to 19 Years. Final 
Report of the Quantitative Evaluation, Department for Education and Skills, Research Report RR678. 
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inactive cohort appear to face significant personal challenges, such as mental illness, substance abuse, unstable 

personal and family relationships and poor experiences with schools and service providers.  

3.4 Appropriateness 

Evaluation question Overall assessment 

Was it appropriate?  

Has the National Partnership been 
consistent with overarching policy 
objectives? 

The National Partnership is consistent with the National Education 
Agreement and jurisdictional policy direction – focused on 
increasing compulsory participation age, (re-engaging at risk young 
people and increasing attainment through education and training 
places 

Stakeholders see the National Partnership as an evolution of prior 
initiatives, rather than a comprehensive new policy/response 

Did the National Partnership address 
areas of need? 

The policy imperative that initiated the National Partnership appears 
to remain – there is an increasing number of disengaged young 
people 

National Partnership funding is directed towards areas of need – but 
stakeholders identified challenges and capacity constraints to meet 
those needs 

How has the National Partnership 
and its elements complemented 
other National Partnerships and 
programs targeting similar 
outcomes? 

Increased collaboration between the Commonwealth and 
jurisdictions has resulted in better alignment of objectives and 
programs 

Have the National Partnership 
outcomes and outputs been 
maximised for the investment? 

Measurement against objectives are tracked 

A number of targets are being achieved 

The National Partnership has created efficiencies in the youth 
attainment and transitions area through better coordination of 
initiatives and information sharing 

The Compact appears to have increased participation and reduced 
benefit recipients at minimal cost 

 

There have been no significant changes since the Year 1 evaluation in terms of overarching federal and 

State/Territory policy objectives. The National Partnership remains consistent with these objectives and priorities. 

The National Partnership addresses some of the factors that influence youth attainment and transition outcomes. 

It is one of many initiatives at the regional, State/Territory and national levels that aim to improve young people’s 

school-to-work transition outcomes. In addition to recurrent school funding, significant related Australian 

Government investments aimed at improving participation and attainment include the Low Socio-economic School 

Communities National Partnership and Trade Training Centres. These (and other) initiatives address some 

additional factors that influence transition outcomes. 
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At the commencement of the National Partnership, efforts were made to avoid duplication of the services provided 

to support young people. Changes have been made to relevant programs at the national and State/Territory 

levels, however some States and Territories have acknowledged that it is an ongoing challenge to avoid the 

duplication of service offerings as a result of fast-moving federal policies. Clear, open communication at a time 

that allows changes to be made would assist this challenge to be overcome. 

During the National Partnership period, several jurisdictions have enacted budgets with reduced government 

spending on education and training, particularly the VET sector. There are indications that in some States and 

Territories, this will lead to reduced access and availability of courses. Given the central role that education and 

training play in achieving positive youth attainment and transition outcomes, these changes may influence the 

nation’s ability to continue to improve these outcomes. 

Participation and attainment outcomes have improved since the National Partnership was introduced (see Chapter 

2); however, there is room for further improvement. In addition, the school-to-work transition has become more 

difficult for young people, and the proportion of disengaged young people has still not returned to pre-GFC levels. 

These outcomes indicate that there is an ongoing imperative for a national youth attainment and transitions policy. 

3.4.1 Maximising Engagement, Attainment and Successful Transitions 

MEAST funding has been used to achieve the National Partnership’s objectives of improving youth attainment and 

transition outcomes through initiatives focused on: 

 Encouraging and supporting participation of young people in education and training who have disengaged or 

are at risk of disengaging through providing alternate learning pathways such as the vocational programs in 

the ACT or mentoring programs such as the Victorian Apprenticeship Support Officers 

 Maintaining and providing new access to vocational learning options, particularly structured workplace 

learning, that aim to improve the relevance of education and training and improve transition outcomes 

 Improving attainment through access to, and recognition of, qualifications in a broader range of areas and at 

higher levels 

 Supporting young people to make successful transitions through careers and pathways planning and 

mentoring support. 

The MEAST funding model provided States and Territories with flexibility to invest in a broad range of activities 

that contribute to youth attainment and transition outcomes. The majority of funding had been targeted towards 

young people in the 15-18 year old age group, with fewer activities focused on young people between 19-24 years 

making transitions into the workforce. 

States and Territories have directed funding towards activities that are consistent with the National Partnership 

objectives. The focus of these activities was improving access to, and the quality of, career development, multiple 

learning pathways and mentoring (factors that are known to underpin successful transition outcomes). Many 

States and Territories directed MEAST funding to initiatives that complemented and added value to the suite of 

existing education and training reform policies and programs already in place in their respective jurisdictions. 
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In all jurisdictions, a portion of MEAST funding was directed towards young people at greater risk of 

disengagement, particularly disadvantaged youth and those from Indigenous backgrounds. Some initiatives are 

beginning to demonstrate improved outcomes for young people at risk. In Western Australia, for example, 

hospitality traineeships for young people in custody have been introduced to create a pathway to sustainable post-

prison employment for offenders. Also in Western Australia, career and employment services have been 

implemented in prisons.  

This funding has also been used to identify youth attainment and transition barriers and options to address them. 

Early school leaver and post-year 12 destination surveys are common tools that have been introduced and 

expanded under MEAST. These surveys have been supplemented in some jurisdictions by research projects 

aimed at getting a better understanding of the factors influencing youth attainment and transitions.  

The MEAST element of the National Partnership shows that there is an appetite for local-level projects targeted at 

regional needs. It has provided States and Territories with the opportunity to trial innovative ways of increasing 

young people’s engagement in education and training, particularly through local-level grant-funded projects (such 

as New South Wales’ locally designed and managed targeted support program for youth at risk of 

disengagement).  

3.4.2 School Business Community Partnership Brokers 

Partnership Broker program objectives are consistent with overarching objectives for the National Partnership.  

This program aims to increase support by engaging key stakeholders to help young people to overcome barriers 

that stop them from engaging in education and training. In particular, the program supports engagement between 

schools and employers to improve student learning and outcomes.  As outlined earlier, international studies show 

this to be one of the features of successful transition systems.75 

There has been a view amongst Partnership Brokers and education and training stakeholders that Partnership 

Broker activities overlap with other initiatives being implemented in some jurisdictions. For example: 

 Partnership Brokers are seen in some cases to be doing the work that schools are already doing, both in 

terms of industry and parental engagement 

 There is an overlap with other programs in some jurisdictions. Examples include:  

o Participation managers and CARE schools (WA) 

o Guaranteeing Futures (TAS) 

o Industry Participation and Engagement (NT). 

Some stakeholders suggest that overlap is still occurring between the activity of Partnerships Brokers and other 

service providers, although the issue seems to be of diminished concern overall. Nonetheless, the Department of 

Education (at the national level), education authorities (at the state and territory level) and Partnership Brokers (at 

the local level) should continue to work to improve collaboration, which would ensure that duplication of effort is 

reduced and that Partnership Brokers are used to complement other related initiatives.  

 
75 See OECD (2000) From Initial Education to Working Life: Making the Transition Work, Paris. 
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3.4.3 Youth Connections 

The YC program remains consistent with National Partnership objectives – clearly focusing on improving youth 

attainment and transition outcomes. The program has been successful in addressing the needs of young people 

identified as most at risk of disengaging or being disengaged from education and training – namely, young people 

from low-socioeconomic status, Indigenous and humanitarian refugee backgrounds.  

Overwhelmingly, Youth Connections service providers believed that the program addresses areas of need – 

though most did not believe that it has enough capacity to meet demand for services (see Figure 3.19).76 

FIGURE 3.19: SERVICE PROVIDERS’ VIEWS ON WHETHER THE YC PROGRAM ADDRESSES AREAS OF NEED 

Source: dandolopartners survey of YC service providers (2012). 

Youth Connections Individual Support Services also predominately support young people from particularly high 

needs cohorts. Figure 3.20 below shows the distribution of young people enrolled in YC Individual Support 

Services from most disadvantaged to least disadvantaged, based on the area in which they reside. More YC 

clients reside in the most disadvantaged areas (Socio-Economic Indexes for Areas or SEIFA quintiles one and 

two) than the least disadvantaged areas (SEIFA quintiles four and five). A slightly higher proportion of clients were 

located in the more disadvantaged areas in 2012 compared with 2011 (data was not available for 2013). Based on 

this data YC appears well targeted at the young people who are most at risk.77 

The funding of Youth Connections projects was heavily biased towards consortia-based responses, rather than 

funding of individual providers. This was considered to be highly appropriate in most circumstances, providing a 

basis for more integrated approaches and minimising duplication.  

 
76 dandolopartners’ survey of YC service providers (2012) and interviews with YC stakeholders. 
77 Note: this data does not take into account young people who are supported through outreach and re-engagement activities. 
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and very remote areas recorded a noticeably higher level of concern about the capacity to meet service demand. 

Over the life of the program, 69.5 per cent of participants were located in rural and regional areas.79 

This view is consistent with those held by education and training organisations and community and youth sector 

organisations consulted as part of the 2013 summative review. Contributing to this challenge is the fact that 

recruitment and retention of suitable and qualified staff can be an ongoing problem – particularly in rural and 

regional areas. This not only has the potential to exacerbate issues relating to capacity constraints, but also may 

lead to variability in quality and capacity of YC staff to deal with severely disengaged young people.   

The capacity to meet demand for Individual Support Services is the most pressing challenge for the program 

currently and will need to be considered in the development of a future program. YC is currently funded to provide 

Individual Support Services to approximately 30,000 young people per year who are at risk of disengaging (i.e., 

still at school, in training or in a job) or disengaged. Around 120,000 15–19 year-olds are disengaged80 while the 

number of young people who are underemployed or studying part-time, and thus also at risk, is unknown. This 

indicates that there are far fewer places in the YC program than the number of young people who could potentially 

benefit from the service. 

The most common strategies that service providers use to manage capacity constraints include referring young 

people to other youth or specialist service providers (which is difficult in many rural and regional areas that are 

lacking in these services) or to other activities/services run by their organisation. Stakeholder note they believe 

that few – if any – service providers move participants through to completion more quickly in order to take on new 

participants, or explain to the young person that there are no places available. 

The National YC Network has responded to the challenge posed by capacity constraints by committing in its 

Strategic Priorities Plan for 2013-2014 to strengthen capacity by: 

 Providing links to resources that enhance YC provider abilities 

 Implementing relevant professional development for providers 

 Encouraging and enabling networking and information exchange among providers and other organisations 

nationally 

 Forging and maintaining strategic alliances with other organisations and sectors.  

While it is too early to tell whether these efforts will have a meaningful impact, they appear to be well targeted and 

each have identifiable actions/timelines, suggesting that implementation will be carried through.  

3.4.4 National Career Development 

Some stakeholders questioned whether career development belonged as part of the National Partnership on 

Youth Attainment and Transitions in the first place. It was suggested it was inappropriate to house career 

development within the National Partnership, in part because the issue was much broader than the period of 

transition or age cohort that has been targeted by the National Partnership.  

 
79 The Youth Attainment and Transitions regions have been classified depending on the Accessibility/Remoteness Index of 
Australia Index of Australia (ARIA) value for their census Collection District. 69.5% of participants are located in regions with an 
average ARIA index value between 0.2 and 10.53 being classified from Inner Regional to Very Remote. 
80 Unemployed or not in the labour market and not engaged in full-time education.  
Source: ABS (May 2013) Labour Force Survey. 
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Role of Australian Government in career development 

It was widely acknowledged that, at a minimum, the Australian Government needs to play a coordinating role in 

career development. The career development policy environment was described as highly fragmented, with 

disparate activity that is not connected or coordinated. The Australian Government was acknowledged as having a 

critical role to play in bringing cohesion to career development and establishing it as a clear national priority. It was 

considered that the impact of doing so would be greatest in communities and regions that have poorer outcomes 

of employment and transitions, or highest need. There were two ways that this could potentially be achieved: 

 By re-stating that career development remains a national priority with the new Australian Government 

 By ensuring that funding for career development initiatives and projects prioritises areas where there is 

greatest need (i.e. poorest outcomes). 

Specific areas where the Australian Government was considered to have played an important role to date 

included:  

 Creating improved partnerships between industry, government, career development workers, schools and 

young people (particularly through School Business and Community Partnership Brokers) 

 Committing to professionalisation of the career development workforce (though noting that Australia does not 

have mandatory quality frameworks or mandatory service delivery standards). There was also support for 

increasing the capability of other people involved in the dissemination of careers advice, including those that 

sit outside the school environment including JSA providers.  

Role and performance of State and Territory Governments 

The responsibility of State and Territory governments is also considered critical in career development, particularly 

given their role in the funding and oversight of government schools, schooling staff including school career 

advisers and broader legislative responsibilities for other sectors. States and Territories were broadly 

acknowledged as having increased their focus on career development over the course of the National 

Partnership’s implementation.  

Role of industry  

Industry was acknowledged as a critical, and increasingly important partner in career development. In particular, 

industry was acknowledged as playing a vital role in ensuring that labour market information was current and in a 

form that enabled people to match their skills, interests and abilities with areas of opportunity. Industry was also 

acknowledged as offering a ‘real life’ perspective and / or experience that could also help to build student 

engagement in education and training as well as providing a basis for better outcomes.  

It was acknowledged that industry’s role would need to be more prominent and focused in coming years than it 

had been to date. Industry has a powerful symbolic role to play and stakeholders agreed that industry need to be 

seen to be actively supporting career development. The challenge is to identify how to best engage with and 

involve industry in career development. A number of ways have been suggested for promoting improved industry 

engagement including: 

 Industry involvement in national leadership  
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 Stronger connections between career services and industry 

o Increased industry involvement in the provision of career development advice by the provision of 

up-to-date labour market information (e.g. the gathering and distribution of information through a 

central system or ‘clearinghouse model’ coordinated through industry associations) 

o Industry participation in events that showcase employment opportunities (e.g. participation in the 

National ICT Careers Week) 

o Joint effort to identify the implications of emerging skills requirements, particularly when industry 

restructuring is occurring 

 Opportunities for more effectively gathering and distributing information, coordinated through industry 

associations where appropriate, as mentioned above 

 Focused partnerships between relevant stakeholders and businesses. 

Alignment of funded projects to the National Career Development Strategy 

The Making Career Connections projects represent the first steps towards implementation of the Strategy. The 

program provided $6.1 million in funding for projects that support the Australian Government’s four priority areas 

under the strategy. Using the strategy as a framework it is envisaged that other stakeholders will develop their 

own priorities areas for action.   

The first round of funding was distributed to eight projects, each with a different scope, aim and budget. While it is 

too early to assess the effectiveness of individual projects this evaluation has involved a high level analysis of the 

extent to which funded projects aligned with the Strategy.  

The projects utilise a range of mechanisms and target a range of stakeholders to support improved career 

development outcomes. Some projects focus on providing information and skills to young people, while others 

connect young people to employers and industry and others aim to up-skill adults (including parents and career 

development professionals).  

Table 3.7 below contains an assessment of the extent to which the funded projects align with the guiding 

principles outlined in the Strategy. The analysis relied heavily on an assessment of project business plans 

submitted to Department of Education. The assessment revealed that: 

 All of the Strategy’s guiding principles are addressed by at least one of the funded projects 

 All projects were deemed to address at least two of the principles 

 A number of projects address the majority of principles, most notably the Parents as Career Transition 

Support (PACTS) which was deemed to align with all but one of the guiding principles 

 Many of the principles are served by multiple projects. An exception is principle 3 (providing career 

development services at any time that it is required), which was addressed by only one project (CDAA 

‘Where the Jobs Are’), although it should be noted that pre-existing myfuture and the Job Guide provide 

services to all age cohorts.     
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TABLE 3.7: ALIGNMENT OF MAKING CAREER CONNECTIONS PROJECTS AND THE NATIONAL CAREER DEVELOPMENT STRATEGY 

✓ = some alignment; ✓✓ = alignment; ✓✓✓ = strong alignment 

 

Guiding Principles Projects 
 HYPA 

Works 
Parents As Career 
Transition Support 

(PACTS) 

Beacon Real 
Futures 

Generation 

Scientists & 
Mathematicians 

in Schools 

Work 
Inspiration 

CDAA ‘Where 
the Jobs Are’ 

Worlds of Work 
Program 

Aspirations 
Mentoring 

1. The individual is at the centre of career 
development services 

✓✓
✓ 

✓✓ ✓✓  ✓✓✓  ✓✓✓ ✓✓✓ 

2. Career development services will be provided in 
many different ways and recognise that many 
people influence an individual’s career decisions 
throughout their life, including parents, teachers, 
peers, mentors, partners and other family 
members, employers and colleagues 

✓ ✓✓ ✓ ✓✓ ✓✓ ✓ ✓ ✓✓ 

3. While career development will have a strong focus 
on preparing young people for the transition to 
work, individuals across all ages may benefit from 
career development services at any time when 
they need it most 

     ✓✓   

4. Education and training organisations, workplaces, 
employment services, governments and private 
enterprises will incorporate career development 
skills within their overall approach to learning, skills 
development and personal development 

 ✓ ✓✓ ✓ ✓   ✓✓ 

5. Standards and quality assurance processes—for 
both services and practitioners—support effective 
career development services and enhance career 
development outcomes 

✓ ✓✓✓   ✓✓✓ ✓ ✓  

6. Career development information including labour 
market information is managed efficiently so that it 
continues to be relevant and reliable 

 ✓✓    ✓✓✓  
 

 

7. Communication, collaboration and co-ordination 
across sectors enhance career development 
policy, service delivery and outcomes 

✓ ✓✓ ✓✓✓ ✓ ✓✓ ✓✓✓ ✓✓ ✓✓✓ 

 
A summary of all funded projects is contained in Appendix 4.  
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3.4.5 The Compact with Young Australians 

Overall, the Compact remains consistent with the National Partnership objectives by creating clear incentives for young people to 

engage in education, training or enter the workforce. Stakeholders report that the Compact has also been effective at reaching 

younger people at higher risk of disengaging from education or training. 

The Compact’s success in assisting the retention and re-engagement of young people in education and training is contingent upon 

young people having access to education and training, and sufficient financial resources to participate.  

Job Services Australia (JSA) providers support early school leavers to find and secure employment. Because of this perspective, 

these providers may therefore be able to provide an insight on the impact of the Compact on young people.  

dandolopartners conducted a survey of JSA providers in 2012. Overall, they indicated a positive view of the Compact and its 

effects. Some noted that the benefits of the Compact were limited by capacity constraints on education service providers, an 

assertion disputed by other State and Territory representatives who believed there were sufficient places in education and training 

to satisfy demand. 

A common theme among JSA providers was that early school leavers poorly understood the Compact prior to receiving their 

support. Some JSA providers were concerned that the Compact prompted young people to select training choices that were 

inappropriate for their needs, and led them to seek services from multiple providers simultaneously to fulfil the Compact’s 

requirements.  

Some of the education and training providers consulted raised the issue of young people not complying with the Compact’s 

participation requirements. Anecdotally, stakeholders have reported that some young people enrol in education and training 

courses to access income support payments but continue to receive payments even if they stop attending these courses. This is 

clearly in breach of the participation requirements. There is a need for greater clarity around the allocation of responsibility for 

disengaged young people, as well as for a concerted effort to re-engage them in education and training. Despite this, jurisdictions 

do report ongoing efforts to raise awareness of the participation requirement with students, parents and the community.  

Some JSA providers have previously raised concerns about lower-quality education and training providers, which were established 

as a result of increased demand for services driven by the Compact, though other stakeholders did not raise this issue. This is an 

area that may warrant further investigation. 

3.5 Efficiency 

Evaluation question Overall Assessment 

Have the National Partnership outcomes and 
outputs been maximised for the investment? 

Measurement against objectives are tracked 

A number of targets are being achieved 

The National Partnership has created efficiencies in the youth 
attainment and transitions area through better coordination of 
initiatives and information sharing 

The Compact appears to have increased participation and reduced 
benefit recipients at minimal cost 
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At the Department of Education’s request, an efficiency assessment was added to the evaluation framework at the start of 2012. 

The Department of Treasury provides some guidance on the requirements and arrangements for conducting reviews of National 

Partnerships under the Intergovernmental Agreement on Federal Financial Relations (Intergovernmental Agreement).81 dandolo’s 

evaluation, informed by Treasury guidelines, focused on two questions relating to efficiency:  

 Have outputs been produced commensurate with inputs?  

 Has ‘value for money’ been achieved? 

In relation to efficiency, the guidelines state that: 

Measurements of efficiency are best facilitated when performance measures, such as performance benchmarks and/or 

milestones are specifically provided for in the agreement, allowing for ‘value for money’ assessments. For example, how many 

services were delivered or what increase in services was achieved in return for the financial and non-financial contributions 

outlined in the agreement? In addressing whether outcomes and/or outputs have been maximised for the investment, a review 

may consider:  

 The extent to which the parties to the agreement fulfilled their agreed roles and responsibilities;  

 Evaluation of tracked progress against performance benchmarks;   

 The adequacy of the performance indicators and benchmarks for assessing whether objectives have been met;   

 The extent to which the actual benefits of the agreement are commensurate with the funding provided; and   

 How outcomes, such as defined beneficial impacts of implementation, have been distinguished from how efficient 

the delivery of outputs have been, recognising that in some cases, changes in outcomes may not be measurable 

within the life of the agreement. 

In terms of these matters, it is possible to assess the following for the National Partnership on Youth Attainment and Transitions: 

 Measurements against objectives are being tracked 

 On that basis, a number of targets are being achieved 

 The National Partnership has created efficiencies in the youth attainment and transitions area through better coordination of 

initiatives and information sharing 

 The Compact seems to have increased participation and reduced benefit recipients at minimal cost. 

There are also indications that the National Partnership has created broader efficiencies in the youth attainment and transition 

area: 

 Investment in improving youth attainment and transitions prevents later costs (e.g., income support) 

 Collaboration through the National Partnership mechanism has reduced duplication of Australian Government and 

State/Territory-delivered services. 

However, the issue of whether value for money has been achieved is difficult to ascertain within the bounds of this study. 

The National Partnership was established without an analytical basis for allocating funds to get the most efficient outcome. It is 

therefore unlikely that the allocation of funds is optimal, although measuring the divergence from optimality is not possible. 

 
81 The Treasury (2012), A Short Guide to Reviewing National Partnerships, <http://www.federalfinancialrelations.gov.au/content/guidelines/Short-
Guide_review.pdf> 
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The diverse nature of the program does not readily facilitate a ‘value for money’ analysis. While it is possible to comment on roles 

and responsibilities, the National Partnership did not include benchmarks and milestones or collect the information necessary for a 

‘value for money’ assessment. In addition, there is no baseline data to determine if more services are being delivered in return for 

investment under the National Partnership compared with earlier programs. 

Also, the features of the National Partnership elements are such that the links between activity and measurable participation, 

attainment and transition outcomes are often indirect, typically with time lags: 

 MEAST funding has been used by government and non-government education sectors to maintain structured work 

placement programs, bolster career development resources, and provide mentoring support to young people, all of which 

impacts indirectly on measurable outcomes 

 Youth Connections is a step away from youth attainment and transition outcomes as success is measured by engagement 

outcomes, but the translation of this to attainment and transition outcomes is not guaranteed 

 Partnership Brokers activity is likely to have a longer-term pay-off that is not readily measurable in short-term youth 

attainment and transition outcomes 

 The link between National Career Development activity and measurable youth attainment and transitions outcomes is 

indirect. In any case, the delay in progressing the National Career Development Strategy has limited the impact of this 

element on outcomes during the period of the NP 

 The Compact is probably the most efficient element, as its cost was minimal and it has had specific evident participation 

outcomes. But, as with Youth Connections, the impact on attainment and transition outcomes is not guaranteed. 

Finally, it should be noted that stakeholder feedback indicates that diverging views exist regarding the question of whether the 

allocation of funding to specific programs is optimal: 

 States and Territories argue that the MEAST initiatives do not have enough funding 

 The near-universal view is that Youth Connections is having an impact, but as supply of services is exceeded by demand 

from the target group82, it could be claimed that it is underfunded. 

3.6 Governance and implementation 

Evaluation question Overall assessment 

How well is it governed and implemented?  

How well have stakeholders collaborated 
on the design and delivery of the National 
Partnership? 

The Australian Government and States and Territories continue to work in 
partnership to deliver the National Partnership 

The National Partnership program service providers collaborate through 
national and State/Territory networks to make program improvements and get 
programs to work together better 

 
82 This estimation is based on the approximate number of young people who are disengaged or at risk of disengaging and who receive individual 
support services annually (30,000), and the number of 15–19-year-olds who are disengaged (unemployed or not in the labour market and not 
engaged in education – 115,000 at May 2012). This is a conservative estimate, as it excludes young people who are at risk of disengaging (i.e., 
those who are at school and are contemplating leaving). Source: ABS (2012) Labour Force Survey. 
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Has governance of the National 
Partnership worked effectively? 

Appropriate governance arrangements are in place at national, jurisdictional 
and program levels – although it is difficult for some stakeholders to participate 
in these 

Positive relationships can generally be seen between stakeholders and the 
Commonwealth 

How well has performance reporting 
worked? 

Program administration and quality of reporting was challenging at first but is 
improving 

Annual State and Territory performance reporting has begun to show the 
outcomes of activities 

Some program reporting gives limited insight into the impact of programs on 
youth attainment and transition outcomes 

How effective has communication been? Stakeholders generally understand the National Partnership objectives and 
value – and this has improved over the life of the National Partnership, 
particularly for Partnership Brokers.  

3.6.1 Maximising Engagement, Attainment and Successful Transitions 

States and Territories are required to provide annual reports to the Australian Government against the outcomes, performance 

benchmarks and performance indicators specified in the National Partnership. The information provided about MEAST activities 

varies widely by jurisdiction and sector.  

Initially, only a few of the jurisdiction reports included a breakdown of MEAST funding by area or initiative (in total and as a 

proportion of other funding for the initiative), making it difficult to determine the relative investment and effectiveness of different 

types of initiatives. To counter this for the subsequent reports, the annual reporting templates were revised to collect more 

meaningful information - including where funding was being targeted and the impact of the initiatives. The new reports were more 

informative – particularly around the allocation of funding to initiatives and by educational sector – though information regarding the 

potential impact/outcomes of funded programs remained inconsistent across all reports.  

States and Territories took different approaches to their allocation of MEAST funding and the design and delivery of MEAST 

initiatives, including: 

 The State or Territory government developing and running programs and developing resources for the benefit of young people 

in government and non-government education and training 

 Dividing MEAST funding between school sectors based on a formula with each sector responsible for designing and delivering 

initiatives in line with their particular needs and objectives 

 The State or Territory government running a process to allocate funding to non-government school sectors and “tendering” 

organisations. 

Non-government school sectors were involved in designing MEAST initiatives in all States and Territories, but to varying degrees. 

Non-government school peak bodies were commonly engaged in the design of initiatives. In some jurisdictions a broader range of 

government departments and other stakeholders, such as community service providers, were engaged in the design and delivery 

of initiatives.  For instance, in the ACT, MEAST funded initiatives were developed by schools, business and community sector 

organisations funded through a Strategic Funding Pool. Amongst other things, this led to Menslink mentoring using MEAST funding 

to work with professional athletes to reduce the stigma around young men seeking help. Stakeholders involved in the design and 

delivery of initiatives more commonly reported that they found the initiatives more tailored and relevant to the school sector or 

young people that they represented. 
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There is a risk that some initiatives will not be sustained beyond the funded period of the National Partnership. Stakeholders 

expressed a concern that the momentum established by existing MEAST-funded initiatives may not be sustained beyond the life of 

the National Partnership. In some cases, it was deemed unlikely that States and Territories would maintain activities that are 

funded under the MEAST element. Some jurisdictions have already determined the future of these initiatives, while others are yet 

to do so.  

Understanding the impacts of MEAST funding is complicated by the fact that: 

1. It supports a diverse range of activities and outcomes 

2. It is often highly targeted (making data capture difficult)  

3. It contributes to both new and existing programs, creating additional difficulties in disaggregating the effect of MEAST funds.  

Most stakeholders supported continued knowledge sharing across jurisdictions in the MEAST areas of mentoring, career 

development and multiple learning pathways. For example, sharing outcomes from evaluations of MEAST-funded initiatives and 

research projects; and summaries of specific initiatives and lessons learned. The expiry of the National Partnership has the 

potential to dull enthusiasm for continued collaboration, particularly if the current National Partnership on Youth Attainment and 

Transitions Multilateral Working Group structure is discontinued.  

3.6.2 Partnership Brokers 

Collaboration between Partnership Brokers and Youth Connections 

Under the Partnership Brokers program, service providers are required to work with Youth Connections program providers to 

identify and address the needs of their region. There is scope to: 

 Identify common issues faced by case managed clients in the Youth Connections program (Individual Support Services) 

 Identify cohorts and barriers to engagement in specific locations based on partner input 

 Collaborate on solutions to address those issues.  

In general, collaboration appears to be working between Youth Connections service providers and Partnership Brokers.  

PB providers report that, since 2010, the program’s relationship with Youth Connections has strengthened. Notably, in 2012, 60 per 

cent of Partnership Brokers indicated they were working closely with Youth Connections providers and supporting new or 

enhanced partnership arrangements to meet identified needs in their region (up from 55% in 2011). 
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 They perceive there is a reporting focus on the number, rather than quality, of partnerships – and that this may drive “short 

term” behaviours in Partnership Brokers, such as “claiming” existing partnerships and/or “business as usual” activities of 

schools as partnership activities. They argued that this behaviour would be counter-productive to the program’s objective of 

establishing long term and more strategic partnerships, which may require more effort to establish.  

 

While there is always room to strengthen such arrangements, on balance our assessment is that the monitoring and reporting of 

the PB program has been relatively robust, comprehensive and very transparent. Stakeholders perceive that there has been 

willingness from the Department of Education to assess concerns and to respond where appropriate, helping jurisdictions to feel 

that they are part of a collaborative project where consultation is genuine and acted upon. 

3.6.3 Youth Connections 

Effective governance has been a feature of the program over the four years of the National Partnership. Most stakeholders have 

consistently provided positive feedback around YC’s interactions with other education and engagement service providers. 

Numerous examples were given of YC’s ability to work well with both government and independent school sector stakeholders, as 

well as not for profit providers in delivering an integrated approach to preventing youth disengagement. For example, YC was 

reported to work well with pre-existing Local Learning and Employment Networks (LLENs) in Victoria, and with the Australian 

Capital Territory Education and Training Directorate.  

Some stakeholders identified that the relationship between YC and Job Services Australia (JSA) providers was underdeveloped in 

some areas. YC and JSA regularly address a common client group – early school leavers – and opportunities to work 

collaboratively are under-exploited. The views of a sample of JSA providers on the relationship were sought by dandolopartners in 

2012. The results indicated that most JSA service providers believe that JSA works well with YC. The vast majority agreed that the 

two organisations need a stronger relationship in order to reduce duplication and provide comprehensive services for clients.  

Robust relationships between providers of the two programs appear to exist more often where the services are co-located, or 

where they are operating in confined geographical areas such as rural areas. Most of the JSA service providers consulted agreed 

that regular meetings or communications would enhance this relationship; however, some survey respondents went further, 

arguing for formally linked systems. 

3.6.4 The Compact with Young Australians 

As indicated previously, every State and Territory has introduced legislation requiring young people to complete Year 10 and then 

remain engaged full-time in education, training and/or employment until 17 years of age. Alongside these requirements some 

States and Territories have introduced or expanded more formalised processes for managing early school leavers.  

In Victoria, the Compact enabled a more formalised school exit process to ensure that young people wishing to leave school prior 

to the end of Year 10 are not exited until a pathway to another provider or service has been established. Similarly, the ACT is 

continuing to develop a student transfer register as a mechanism to track young people as they transfer across schools and 

sectors so that they can be contacted if they do not make a successful transition. In the NT, the introduction of the Compact 

legislation was followed by the introduction of truancy legislation that introduced greater powers to track young people and compel 

them to engage in conferences to establish an attendance plan that is monitored by a truancy team. 
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Many jurisdictions have indicated that accurately tracking the participation of these cohorts is difficult, and all jurisdictions note the 

ongoing challenge of reaching already disengaged youth, particularly those located in regional and rural areas.  

An ongoing challenge facing education systems is finding and engaging ‘hard to reach’ young people, and specifically those who 

have already disengaged from school. It was reported that factors external to the education system are often the cause of reduced 

participation. Jurisdictions have reported the development of a number of initiatives and approaches to reach this cohort and re-

engage them in education or training. These responses varied from compelling young people, such as legal action taken against 

young people not attending school, to providing pathways for disengaged students to re-enter education, such as Tasmania’s 

creation of Youth Transition Officers to work with young people and track their re-engagement. This issue has become a major 

area of focus for the Targeted Engagement Services delivered under the Youth Connections program.  

The responsibility for ensuring that young people participate in education, training and/or employment is shared between the States 

and Territories (through education legislation) and the Australian Government (through income support regulations). There are 

differences in how States and Territories have approached the monitoring and compliance of the Compact education participation 

requirements. Some jurisdictions have assigned departmental staff to track disengaged students or initiate legal action against 

non-compliant students.  

In some States and Territories, initiatives to monitor and enforce participation requirements are minimal and/or are being scaled 

back. In the absence of monitoring and enforcement of the participation requirement there is a risk that the potential impact of the 

Compact is compromised. Notwithstanding differences in local circumstances, there could be benefit in investigating the relative 

merits of different approaches to monitoring and enforcing participation requirements. 

3.6.5 National Career Development 

Relationship with the Department of Education  

The Department was considered to have effectively governed aspects of the career development element. There was general 

agreement that the project team responsible for the element – under direction of the Branch Manager – had been consultative in 

what had become an increasingly complex policy environment. Stakeholders reported that clear expectations of their role / 

expected contribution had been set by the Department and that interactions were generally efficient and professional.  

Some stakeholders criticised the lack of implementation detail in the Strategy, and delays in the release of the strategy, as 

examples where implementation had not been handled as effectively as expected. The lack of detail in the Strategy, including 

about future funding arrangements, led some stakeholders to question whether the Strategy vision would be realised. A number of 

organisations indicated that they did not clearly understand the next steps arising from the release of the Strategy, which was a 

potential risk. 

Some stakeholders indicated that confusion around the proposed ‘leadership group’ to oversee implementation of the strategy was 

a governance problem. The group was foreshadowed as part of the Strategy, but little was known about whether the group had 

been appointed, who would be represented and what its specific functions might be. The notion of a leadership group as articulated 

in the strategy was broadly supported. 

Performance reporting 

The importance of standards and performance reporting was acknowledged within the Strategy as one of its guiding principles. The 

importance of establishing – and reporting against – clear outcomes metrics was acknowledged as particularly critical for projects 
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funded under the Making Career Connections program. Performance reports will assist all stakeholders to assess what is working 

(and not working), and provides a basis upon which some of these projects can scale.  

The absence of milestone measures and outcome metrics as part of the Strategy was acknowledged as a potential risk. Despite 

this, reporting provided as part of the Career Development element is limited, but appropriate given where the element is in its 

overall development.  
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4 Future Priorities 

Rationale for continued focus on YAT 

Over the life of the National Partnership significant progress has been made in educational participation and attainment. The 

introduction of the Compact with Young Australians, in particular, has correlated with a period of sharp improvement in these 

areas. For example, between 2008 and 2012: 

• The proportion of 15-19 year olds in full time education increased by 6.4 percentage points, and for 20-24 year olds by 2.3 

percentage points 

• Proportions of 15-19 year olds attaining Year 12 or equivalent rose by 3.8 percentage points, and for 20-24 year olds by 1.4 

percentage points   

• Year 12 retention rates grew by 3.9 percentage points.83 

Despite the evidence that suggests the National Partnership has been effective – and the fact that the Compact is likely to remain 

in place beyond the expiry of the National Partnership – Australia’s performance on other critical metrics has either plateaued or 

declined. For example, the percentage of 15-24 year olds fully engaged in education, training or employment has remained steady 

since 200284. Australia’s school completion rates, in particular, continue to lag behind leading OECD nations despite some recent 

improvements. As was identified earlier in this report, the proportion of teenagers who are unemployed or inactive is higher than in 

the majority of OECD countries, and well above international best practice countries such as Norway, the Netherlands and 

Switzerland.  

Given Australia’s wealth, strong labour market and relatively sound performance in school-aged literacy and numeracy, it could be 

argued that Australia’s attainment and transition outcomes should be far better than they are. To demonstrate: 

• Despite an increase in education participation among 15-19 year olds since 2009, Australia still ranks 21 out of 37 comparable 

OECD nations85.  

• Australian overall Year 12 or equivalent completion rates are at best average when compared to many other advanced OECD 

economies. For instance, among 25-34 year olds, Australia ranks 19 out of 35 developed OECD countries in upper secondary 

attainment86. 

 
83 ABS, National Schools Statistics Collection, Survey of Education and Work, Labour Force, Australia, Detailed – Table 03a 
84 ABS, Survey of Education and Work, Additional data cubes, 6227.0.55.003  
85 OECD Education at a Glance 2013 Table C1.2 
86 OECD Education at a Glance 2013 Table A1.2a  
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• Six OECD nations have markedly lower rates of 15-19 year old unemployment or inactivity than Australia: Austria, Denmark, 

Germany, the Netherlands, Norway and Switzerland. Each nation’s total educational participation for this cohort is between 

two and 13 percentage points higher than Australia’s87. 

So while the NP YAT has inarguably made a positive contribution, the issues that led to its formation have not been fully 

addressed. The persistence of lower than ideal attainment and transition performance has potentially serious economic and social 

implications for Australia. Research undertaken prior to – and during – the implementation of the National Partnership on Youth 

Attainment and Transitions demonstrate that there are clear economic and social imperatives for continued government focus. In 

particular, a strong focus on improving outcomes in upper secondary years (‘student outcomes’) and successful transitions from 

school to further education, training and work, is proven to result in higher workforce participation over a person’s lifetime, a 

reduced likelihood of skills shortages and higher productivity. Other benefits from improved attainment and transitions outcomes 

are likely to include reduced welfare and other public costs incurred through the justice, health and human services systems and 

more fulfilling lives for individuals who are more likely to achieve their full economic and social potential. 

Building on our understanding of what works 

Youth attainment and transition policy is reasonably mature, and much can be learned from what has and has not worked in 

Australia and elsewhere. While policy responses are highly context specific – and what works in one country may not translate 

directly to another – there are clear themes emerging in terms of best practice. Several major lessons can be observed from the 

implementation of the National Partnership, initiatives that preceded the National Partnership and policy responses overseas. 

Major lessons include: 

 

1. Economic and education fundamentals create the foundation for good outcomes 

Economic fundamentals – including the flexibility and strength of the labour market – have a significant bearing on the participation 

rates of young people. This was most clearly observed as part of the 2008-10 Global Financial Crisis, where young people’s rate of 

employment was disproportionately impacted by the economic downturn. This demonstrated that young people in particular suffer 

more acutely from economy-wide challenges. Countries with poor economic fundamentals fared significantly worse than Australia88 

in terms of overall rates of youth (and overall) unemployment. 

While the state of the broader economy is critical, so too is the quality of education provision. Perhaps not surprisingly, the 

establishment of sound education fundamentals have been proven to significantly influence young people’s attainment and 

transition outcomes89. In particular, it has been observed by stakeholders that schools and education authorities have a critical role 

to play in ensuring that young people have access to environments that enable them to thrive. The education fundamentals, in this 

instance, range from a robust and engaging curriculum, through to teacher quality and accountability.  

 

2. Reducing early school leaving is more efficient and effective than treating disengagement at a later 
stage 

The primary policy objective in youth attainment and transition is to promote engagement in the first instance. Improving levels of 

student retention and engagement in education is far easier and more cost-effective than the kinds of intensive services required to 

 
87 OECD Education at a Glance 2013 Tables C1.1a, C1.1b, C1.3 and C5.2a 
88 OECD Education at a Glance 2012 Tables A9.5 
89 dandolopartners, Second interim evaluation of the National Partnership on Youth Attainment and Transitions, November 2012 
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return young people to education or training once they disengage. The strong focus on engagement is commonly accepted as best 

practice across the best performing OECD nations90. The role of schools is clearly significant in promoting engagement, particularly 

in creating a positive and motivating environment. The importance of a well-rounded and engaging curriculum is acknowledged as 

a major contributor to retention (and a pre-cursor to improving attainment). 

 

3. Rapid responses to disengagement are most effective 

The earlier intervention occurs after disengagement, the more positive the outcome. In time, issues faced by disengaged young 

people invariably become more complex and resource-intensive to resolve.91 Successful interventions in leading countries 

(including Denmark and Norway) have involved mandating minimum response periods in which service providers are required to 

contact and begin re-engaging young people who have disengaged from education (typically school dropouts).92 The odds of 

successful re-engagement diminish significantly over time – particularly for young people that have been disengaged for more than 

three months.93 

 

4. Formal participation requirements can be effective in improving outcomes 

Formal requirements to participate have been found by stakeholders to be effective at changing attitudes to study and work, which 

lead to behavioural changes. The participation requirement under the Compact with Young Australians has been effective in 

improving rates of education and training participation. This type of requirement has the added benefit of requiring no additional 

Commonwealth funding, and requiring only additional marginal funding from the states and territories rather than new programme 

funding. Stakeholders acknowledge that some of the most effective responses to youth disengagement and transitions require 

active participation by the young people themselves, in the spirit of mutual obligation. As mentioned earlier, a potential risk 

associated with formal requirements is that some young people may not be able or prepared to meet the hurdles put in place (as 

has been the case with the Compact which has correlated with – and has perhaps contributed to rather than necessarily causing – 

a higher number of inactive young people).94  

 

5. Individualised approaches are often necessary, though more expensive to deliver 

Individualised services and programs have been found to be more effective than ‘one-size-fits-all’ responses – especially for the 

most severely disengaged.95 Individualised approaches tailored to the characteristics of the young person are considered most 

effective, particularly when they are customised to the local context.96  

One of the challenges associated with individualised responses – particularly those based on a case management approach – is 

the cost of delivery. Unlike standardised and broad-based approaches, individualised approaches are more difficult to provide at 

scale, and are more costly to provide. The Youth Connections program provides an example of this: while Youth Connections 

demonstrated a significant positive impact on a national basis, the element was also heavily over-subscribed and unmet demand 

remains a challenge. 

 
90 Sweet, Richard, Unemployed and inactive youth: What works? November 2012, page 8  
91 OECD, Off to a Good Start: Jobs for Youth, Paris, 2010 – pp 128-129 
92 OECD, From Initial Education to Working Life: Making the Transition Work, Paris, 2000, page 13 
93 Polidano, Cain and Tabasso, Domenico and Tseng, Yi-Ping, A Second Chance at Education for Early School Leavers, Melbourne Institute 
Working Paper No. 14. August 2012. Available at SSRN: http://ssrn.com/abstract=2135284 or http://dx.doi.org/10.2139/ssrn.2135284 
94 See Section 3.3.5 above 
95 European Union, Reducing Early School Leaving in the EU, Directorate General for Internal Policies Policy Department B: Structural and Cohesion 
Policies – Education and Culture, 2011 
96 dandolopartners, Second interim evaluation of the National Partnership on Youth Attainment and Transitions, November 2012 – pp 46-49 
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6. Solutions that are driven locally tend to be more sustainable and effective 

The design and delivery of services for young people needs to be driven by a range of people and organisations, not just 

government. Contributions by young people themselves, their families, local communities, businesses and service providers – as 

well schools, TAFEs and other training providers – is acknowledged as best practice. 

The reason for this, according to stakeholders, is simple: people and organisations at the local level are more likely to understand 

the needs of young people, and have the relationships necessary to respond to them. This includes a greater understanding of 

specific needs related to an individual’s geography or other demographic factors. Family involvement is also considered to be 

critical, whenever practical, providing valuable linkages and support for intervention initiatives, complementing government and not-

for-profit interventions.97 Partnership Brokers provide a demonstration of the broad range of parties that need to be mobilised to 

provide comprehensive support to young people at risk of disengagement. 

 

7. Integrated responses help reduce confusion and are more efficient and effective 

The notion of an integrated response to youth attainment and transitions policy is not new. The success of initiatives – including 

Youth Connections – as part of the National Partnership has demonstrated the value of collaboration between a range of service 

providers and responsible authorities. The integration challenges tend to be most acute between schools, the not for profit sector, 

employers and welfare providers. Actions are likely to fall both within and outside the school setting,98 and involve allowing young 

people, schools, communities and the private sector to work together to respond to a need. Services that are integrated tend to 

include ‘case-management’ style approaches that offer complementary services – for example job search assistance programs that 

also consider housing and mobility issues – and are based on the notion that responses need to be constructed from the recipient’s 

perspective. Integrated services also have the benefit of generally leading to clearer roles and responsibilities amongst delivery 

agencies,99 though can be more costly and complex to design and deliver. 

Future priorities for the elements of successful transitions 

There is general agreement that many of the objectives of the National Partnership on Youth Attainment and Transitions remain 

current. In part this reflects that many of the issues that led to the formation of the National Partnership have not been resolved. 

Even where there has been significant progress, stakeholders acknowledge that continued improvement cannot be assumed. 

Determinants of student outcomes and effective transition to work outcomes involve a number of influences during a young 

person’s development.  

There are three broad priority areas for facilitating a successful transition from compulsory education to full-time work: 

1. Getting education fundamentals right 

2. Keeping young people engaged in education and training and addressing disengagement  

3. Supporting successful transitions to sustainable employment 

 
97 OECD, Off to a Good Start: Jobs for Youth, Paris, 2010  
98 Sweet, Richard, Unemployed and inactive youth: What works? November 2012 
99 Sweet, Richard, Unemployed and inactive youth: What works? November 2012 
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These fundamentals are critical to ensuring that student outcomes and transition to work outcomes are strong. They must be a 

prime focus of attention. School climates should reinforce positive behaviours that are valued in the workforce. A positive school 

environment that encourages excellence and achievement is more likely to help young people to value education and aspire to and 

achieve good educational outcomes. Young people have varied interests, and there needs to be a fit between curriculum and the 

students’ interests. This need is particularly acute in the context of young people who are prevented from disengagement or re-

engaged as a result of the Compact with Young Australians. Some stakeholders identified that this group of young people posed 

unique challenges for schools – and that many schools may not be currently equipped to respond to their needs. Teachers need to 

be properly capable and curriculum must be sufficiently broad to cater to this re-engaged cohort. Despite the clear need to develop 

curricula that are flexible and appealing to young people, there must be an ongoing focus on provision of subjects that are highly 

valued by the labour market.  

The expiry of the National Partnership creates the need for the Commonwealth, State and Territory governments to re-define roles 

and responsibilities. At a general level, this process has already commenced. Roles are reasonably clear around the provision of 

strong education fundamentals; school education remains the core responsibility of State and Territory governments, and the 

independent and Catholic education sectors. State governments also have primary responsibility for provision of services for 

disadvantaged people, and early childhood development.  

The primary role of the Australian Government in promoting engagement with learning/school participation is to ensure that the 

school funding settings are appropriate. The government has indicated it is likely to adopt a needs-based school-funding model 

where funds would be distributed on the basis of disadvantage, providing those schools with a higher proportion of low socio-

economic status students with additional capacity to meet their obligations. Given that the low socio-economic cohort is at higher 

risk of disengagement and poor school-to-work outcomes, the model could help maintain schools’ focus on providing sound 

education fundamentals for all students. 

 

2. Promoting engagement and ensuring streamlined services are available for young people who are 
disengaged from employment, education and training  

The first priority should be to keep young people engaged in education and training. Positive school climates play a critical role 

here. Young people have varied interests, and curriculum choices need to resonate with students’ interests, whilst maintaining a 

focus on the subjects that are highly valued by the labour market.  

Arrangements also need to be put in place for young people that disengage from education or work. Based on lessons learned 

from other jurisdictions – and the views of stakeholders consulted as part of this evaluation – two distinct policy priorities have 

emerged for the future: 

 Dealing more quickly with young people that become disengaged: re-engagement is more likely to be successful if 

support is provided immediately, and when the response by government, schools, supporting service providers, employers 

and training providers is integrated. A range of challenges need to be overcome to accelerate the speed with which young 

people are addressed, including ensuring that schools implement appropriate exit procedures (including timely notification of 

appropriate authorities when young people disengage) and that those authorities respond quickly.   

 Creating integrated responses to promote engagement and facilitate re-engagement: individualised responses are 

proven to be most effective, recognising that the needs of young people vary significantly on the basis of the issues they are 

experiencing, demographic factors and the services that are available to them. Rather than the responsibility of government 

alone, it is recognised that the broader community, businesses and other stakeholders need to work closely with young 
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people. This cooperation should be carefully managed within clear accountability frameworks, building on momentum that has 

been established under the National Partnership. 

A number of issues will need to be resolved relating to specific elements of the National Partnership. Funding for the Youth 

Connections and Partnership Brokers elements was provided for an additional year, but the future of both remains uncertain. A 

range of decisions will need to be made, including whether the elements should continue at all. If the decision was taken to 

continue funding, questions include: 

 Who should fund the elements and what level of funding certainty should be provided? 

 Whether the elements should be re-focused in any way, including eligibility criteria and target clients? 

 How to manage the transition from a National Partnership context? 

3. Engaging business to increase opportunities and enhance the employability of young people 

Schools, the community and businesses need to work together in partnerships to create opportunities for successful transitions to 

meaningful employment. While the period of the National Partnership has seen an observable improvement in youth attainment 

and participation, the transition of young people from education and training into full-time employment remains problematic.  

The state of the labour market is acknowledged as critical to transition outcomes, and flexible and responsive labour markets also 

have an important role. In terms of transitions into the labour market, since 2008 there has been a considerable drop in full-time 

employment for young people not in full-time education. In addition, the proportion of 15–24 year-olds fully engaged in 

employment, education or training is still not at pre-Global Financial Crisis levels, particularly for the 20–24 year age group. It is 

worth noting, though, that transitions for young people are in general taking longer. Other research shows that not only have levels 

of full-time employment decreased for the 20–24-year age group, but also that other life transitions such as independence (leaving 

home), home ownership, marriage and parenthood are occurring later.  

Business have a potentially significant role to play in providing work experience, as well as job pathways to assist young people to 

make successful transitions from school to work. International literature, as well as recent Australian research, shows that the 

opportunity to combine work and study, whether through apprenticeships, work placements, work experience or part-time jobs, is a 

significant predictor of successful school-to-work outcomes.100 Stimulating such opportunities by working with businesses should 

be a key objective of government policy. 

Timely, market-based information must be available to help individuals make decisions about jobs, careers and training, allowing 

them to respond to changing circumstances and equipping the economy with a responsive workforce. Governments have an 

important facilitating role to play here, especially in ensuring that career development services place the individual at the centre, 

and span careers, not just workforce entry advice.  They can also co-ordinate the capture and dissemination of relevant data – for 

example workforce/skills demand statistics – to allow career development professionals, schools, communities and young people 

to make informed choices.  

Maintenance of a collaborative approach going forward  

Stakeholders have consistently praised the National Partnership multilateral working group (MWG), and associated national 

cooperation that has been established under its auspices. Policy focused on youth attainment and transitions outcomes span 

across jurisdictions as well as levels of government: states are responsible for school age education whereas the Australian 

 
100 OECD (2010) Off to a Good Start: Jobs for Youth, Paris; Polidano, C and Tabasso, D. (2013) Making It Real: The Benefits of Workplace Learning 
in Upper-Secondary VET Courses, Melbourne Institute Working Paper No. 31/13, Melbourne. 
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Government has taken a leadership role tackling disengaged youth. In recognition of the linked roles and responsibilities of the 

Commonwealth and States and Territories, a collaborative approach could help to ensure that policy responses are integrated and 

that cost-shifting and inefficient duplication is avoided.  

State and Territory stakeholders highlighted the importance of youth attainment and transition being maintained as a national 

priority. One of the major achievements of the National Partnership was the fact that it elevated the status of engagement, 

attainment and transition issues within jurisdictions. Despite this, it was acknowledged that the role of the MWG (or a similar entity) 

would need to be re-focused in a post-National Partnership environment. Instead of reporting on progress against the goals of the 

National Partnership, it was suggested that the group should convene to discuss national performance on critical metrics.  

An important aspect of the National Partnership was the collection, analysis and dissemination of data related to attainment, 

participation (school, training and work) and transition outcomes. There is a strong desire from States and Territories to continue 

collecting data, including longitudinal analysis where possible. In addition, there was strong interest in representatives from States, 

Territories and sectors to convene on a national basis and discuss the interpretation of the data and the implications for policy-

makers.  

Other principles for the continuation of any national governance entity include: 

 A clear scope/agenda for its operation  

 Funding and secretariat support to enable data collection, analysis and dissemination 

 Fewer meetings of higher value, including one face-to-face meeting focused on the annual reporting of data/trends and 

interpretation from experts in the field  

 A continued commitment to openness of discussion and sensitivity to specific jurisdictional contexts 

 A forum for responding to emerging policy issues and priorities.   
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Year three evaluation framework 

4.1.1 National Partnership 

Research method: Stakeholder engagement Data analysis  Literature review  

Sources of data: 

 

Aggregation of input from: 

 The Department of Education – national and regional 
managers and staff 

 State and territory education and training departments 

 Catholic and Independent school sectors 

 Expert panel 

  
 

 Labour Force Survey 

 National School Statistics 
Collection 

 Survey of Education and 
Work 

 Australian Demographic 
Statistics 

 National VET in Schools 
Collection 

 National VET Provider 
Collection 

 Department of Education 
Higher Education 
Statistics Collection 

 COAG Reform Council 

 Information request from the Department of Education, 
MWG and non-government education authorities 

 Research reports regarding youth attainment and transitions 
outcomes, measurement and influencing factors 

 Evaluations of National Partnership-funded initiatives 

 National Partnership implementation plans and annual 
reports  

 Policy and program information from program providers 
 

 

Question Sub-questions Data sources  

What is happening? 

1.1 Has the National 
Partnership led to 
changes in activities 
directed toward 
participation, 
engagement, 
attainment and 
transition 
outcomes? 

 

 How have activities changed over the period of the evaluation: 

o At Commonwealth level? 

o At State/Territory level? 

o In non-government sector? 

o For Indigenous young people? 

o For young people at risk of not attaining a Year 12 or equivalent 
qualification? 

 Information request from the Department of Education, MWG and non-government 
education authorities 

 Interviews with Department of Education, MWG, non-government representatives 
 

Is it working? 
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1.2 Has young people’s 
participation in 
education and 
training increased?  

 

 Have there been measurable changes in the proportion of 15-24 year 
olds participating in secondary school including VET in Schools, VET 
sector, Apprenticeships and higher education increased? 

 Explore changes across years by: 

o Indigenous young people 

o Age 

o Gender 

o Qualification level 

o Remoteness 

Data analysis 

 Labour Force Survey 

 National School Statistics Collection 

 National VET in Schools Collection 

 National VET Provider Collection 

 Department of Education Higher Education Statistics Collection 

 Census of Population and Housing 

 

 Have there been measurable changes in the proportion of young people 
aged 15-24 not engaged in employment, education or training? 

 

Data analysis 

 Labour Force Survey 

 Survey of Education and Work 

 What other factors may have influenced participation outcomes?  Research reports regarding youth attainment and transitions outcomes, 
measurement and influencing factors 

 Interviews with Department of Education, MWG, non-government representatives 
and other sector representatives 

1.3 Has young people’s 
attainment of Year 
12 or equivalent 
qualifications 
increased? 

 Have there been measurable changes in the number of young people 
attaining Year 12 or equivalent qualifications? 

 Explore across years by: 

o Age 

o Indigenous status 

o Disability  

o Remoteness 

Data analysis 

 Survey of Education and Work 

 National School Statistics Collection 

 Census of Population and Housing 
 

 What other factors may have influenced attainment outcomes?  Research reports regarding youth attainment and transitions outcomes, 
measurement and influencing factors 

 Interviews with Department of Education, MWG, non-government representatives 
and other sector representatives 

1.4 Are more young 
people making 
successful 
transitions from 
school? 

 Have there been measurable changes in the number of young people 
aged 15-24 participating in post-school education, training or 
employment after leaving school?  Areas to explore could include: 

o How does the immediate school leaver group compare with the 
entire age cohort?  

Data analysis 

 Survey of Education and Work 

 Labour Force Survey 

 COAG Reform Council 
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 Have patterns of labour force participation changed since the 
introduction of the National Partnership among 15-24 year olds? 

o Have there been changes to the number and proportion of 
young people not in employment, education or training? 

o What are the characteristics of disengaged young people? 

o Have patterns of post-school employment changed? 

Data analysis 

 Survey of Education and Work 

 Labour Force Survey 
 

 What other factors may have influenced transition outcomes?  Research reports regarding youth attainment and transitions outcomes, 
measurement and influencing factors 

 Interviews with Department of Education, MWG, non-government representatives 
and other sector representatives 

1.5 What’s working 
well? Why? 

What could work 
better? How? 

 Over the period of the evaluation, what have been: 

o The most beneficial aspects of the National Partnership? 

o Unintended outcomes or other benefits?  

o Critical success factors? 

o Major barriers to achieving desired outcomes? 

o What can be done to address barriers in the future? 

 Has the impact of the National Partnership been greater than the sum of 
its parts? 

o How well have the elements of the National Partnership 
worked together? 

o Has the National Partnership been a catalyst for beneficial 
changes beyond the elements?  

o What would be lost if the elements were still undertaken but 
not within the framework of a National Partnership? 

 Has the National Partnership and its elements been implemented 
according to plan and achieved planned outcomes? 

 Information request from the Department of Education, MWG and non-government 
education authorities 

 Interviews with Department of Education, MWG and non-government education 
representatives 

Is it appropriate? 

1.6 Is the National 
Partnership 
consistent with 
overarching policy 
objectives? 

 Have there been any changes since the year two evaluation in terms of: 

o Translation of Commonwealth and state/territory policy 
objectives into National Partnership objectives and priorities? 

o Inconsistencies or gaps? 

 Information request from the Department of Education, MWG and non-government 
education authorities 

 

1.7 Does the National 
Partnership address 
areas of need? 

 Are there any unmet needs that should be considered?  Interviews with Department of Education, MWG and non-government education 
representatives 
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1.8 How do the National 
Partnership and its 
elements 
complement other 
programs and 
initiatives targeting 
similar outcomes? 

 Have there been any changes since the year two evaluation in terms of: 

o Alignment of the National Partnership on Youth Attainment 
and Transitions with other National Partnerships and 
state/territory/sector reforms and initiatives?  

o Inconsistencies or gaps? 

 Information request from the Department of Education, MWG and non-government 
education authorities 
 

Is it well governed and implemented? 

1.9 How well have 
stakeholders 
collaborated on 
design and delivery 
of the National 
Partnership and its 
elements? 

 Have there been any changes since the year two evaluation in terms of: 

o Collaboration to support program delivery/implementation? 

o Knowledge sharing across elements and stakeholders? 

 

 

 Information request from the Department of Education, MWG and non-government 
education providers 

 

1.10 Is National 
Partnership 
governance working 
effectively? 

 Have there been any changes since the year two evaluation in terms of 
the aspects of governance arrangements that are working well or could 
be improved? 

As above 

 

1.11 How well is 
performance 
reporting working? 

 Has performance reporting improved over the life of the National 
Partnership? 

 Have any new issues arisen since Year 2? 

As above 

 

Looking ahead… 

    

1.12 What are the 
implications of 
evaluation findings 
beyond the National 
Partnership? 

 What are the key learnings from the National Partnership that should 
inform subsequent initiatives to influence youth attainment and transition 
outcomes? 

 What options are there to improve youth attainment and transition 
outcomes following the conclusion of the National Partnership? 

 How can the collaboration created by the National Partnership continue 
following the conclusion of the National Partnership?  

 Interviews with Department of Education, MWG and non-government education 
representatives  
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4.1.2 Maximising Youth Engagement, Attainment and Successful Transitions 

Research method: Stakeholder engagement Data analysis  Literature review  

Sources of data:   Interviews with Department of Education, MWG, non-
government representatives 

 

 Not applicable  MEAST-funded initiative evaluation reports 

 

Question Sub-questions Data sources  

What is happening? 

2.1 Has the National Partnership 
changed the activity and 
focus of career development, 
multiple learning pathways 
and mentoring initiatives? 

 Have there been any changes since the year two evaluation in terms of how MEAST has changed career 
development, multiple learning pathway and mentoring initiatives? 

 

 Information request from the 
Department of Education, MWG and 
non-government education authorities 

 

Is the element working? 

2.2 If Career Development was a 
focus of MEAST funding, did 
it help improve access to 
quality career development? 

 How have MEAST initiatives helped more young people aged 15-19 years access career development? 

 Have MEAST initiatives led to improved equity of access to career development? i.e. greater proportion of 
services accessed by Indigenous and at risk young people 

 Is there evidence in the jurisdictions and sectors (including case studies) that Career Development 
initiatives are improving participation, engagement, attainment and transition outcomes?  

 Information request from the 
Department of Education, MWG and 
non-government education authorities 

 Interviews with Department of 
Education, MWG, non-government 
education representatives 

 Evaluation reports 

2.3 If Multiple Learning Pathways 
were a focus of MEAST 
funding, did it help improve 
access to a broader range of 
multiple learning pathways for 
young people? 

 How have MEAST initiatives increased the range of options and support available to help more young 
people aged 15-19 years engage in training and education? 

 Have MEAST initiatives led to improved equity of access to multiple learning pathways, 
workplace/transition support and expanded subject choice? i.e. greater proportion accessed by 
indigenous and at risk young people 

 Is there evidence in the jurisdictions and sectors (including case studies) that Multiple Learning Pathways 
initiatives are improving participation, engagement, attainment and transition outcomes?  

 As above 

2.4 If Mentoring was a focus of 
MEAST funding, did it 
improve access to a variety of 
quality mentoring 
opportunities? 

 Have MEAST initiatives increased the range of mentoring options available? 

 Have MEAST initiatives led to more young people aged 15-19 years accessing mentoring opportunities? 

 Have MEAST initiatives led to improved equity of access to mentoring opportunities? i.e. greater 
proportion accessed by indigenous and at risk young people 

 Is there evidence (including case studies) that Mentoring initiatives improved participation, engagement, 
attainment and transition outcomes? 

 Are there barriers to implementing mentoring initiatives and progress on planned initiatives that is 
impacting access to mentoring opportunities? 

 As above 

Inquiry into school to work transition
Submission 64



 

 Interim Evaluation of the National Partnership on Youth Attainment and Transitions 123 

2.5 What’s working well? Why? 
What could work better? 
How? 

 Over the period of the evaluation, what have been: 

o The most significant benefits? 

o Unintended outcomes or other benefits?  

o Critical success factors? 

o Major barriers to achieving desired outcomes? 

o What can be done to address the barriers in the future? 

 As above 

Is it appropriate? 

2.6 Is MEAST consistent with 
National Partnership 
objectives? 

 Have there been any changes since the year two evaluation in terms of: 

o Translation of National Partnership objectives into MEAST objectives? 

o Inconsistencies or gaps? 

 Information request from the 
Department of Education, MWG and 
non-government education authorities 

 

2.7 Does MEAST address areas of 
need? 

 Are there any unmet needs that should be considered?  Interviews with Department of 
Education, MWG and non-government 
education representatives 

2.8 Does MEAST complement 
other programs and initiatives 
targeting similar outcomes? 

 Have there been any changes since the year two evaluation in terms of: 

o Alignment of the National Partnership on Youth Attainment and Transitions with MEAST 
initiatives?  

o Inconsistencies or gaps? 

 Information request from the 
Department of Education, MWG and 
non-government education authorities 

 

Is the element well governed and implemented? 

2.9 How well have stakeholders 
collaborated on the design 
and delivery of this element? 

 Have there been any changes since the year two evaluation in terms of: 

o Collaboration to support program delivery/implementation? 

o Knowledge sharing across elements and stakeholders? 

 

 Information request from the 
Department of Education, MWG and 
non-government education authorities 

 

2.10 Is governance of the element 
working effectively? 

 Have there been any changes since the year two evaluation in terms of the aspects of the governance 
arrangements that are working well or could be improved? 

 As above  

2.11 How well is performance 
reporting working? 

 Has performance reporting improved over the life of the National Partnership? 

 Have any new issues arisen since Year 2? 

 As above 

Looking ahead… 

2.12 What are the implications of 
evaluation findings beyond 
the National Partnership? 

 What are the key learnings from the MEAST component of the National Partnership that should inform 
subsequent initiatives to influence youth attainment and transition outcomes? 

 Interviews with Department of 
Education, MWG and non-government 
education representatives 
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4.1.3 School Business Community Partnership Brokers 

Research method: Stakeholder engagement Data analysis  Literature review  

Sources of data: 

 

 Department of Education – national and regional managers and staff 

 States and territory education and training departments 

 PB providers 

 Catholic and Independent school sectors 

 Expert panel 

 YATMIS 

 PB provider workshop 

 LLEN data (Vic) 

 Information request from the Department of 
Education (e.g. outcome reports), MWG and 
non-government education authorities 

 Social Return on Investment evaluation reports 
 

 

Question Sub-questions Data sources  

What is happening? 

3.1 What is being delivered as a 
result of National Partnership 
funding?  

 Have there been any changes since the year two evaluation in terms of: 

o Number (and type) of partners? 
o Number of partnerships? 

 Information request from the Department of 
Education 

 PB provider workshop 

Is it working? 

3.2 Has the Partnership Brokers 
element facilitated the 
establishment of high quality 
School Business Community 
Partnerships that link key 
stakeholders?  

 

 Have there been any changes since the year two evaluation in terms of: 

o How partnerships have changed since the introduction of Partnership Brokers? 

o Partnership Brokers’ contribution to partnerships? 

o Partnership Brokers’ engagement of education and training providers, business and 
industry, community groups and parents and families in partnerships? 

o Partners becoming involved in partnerships due to the work of Partnership Brokers? 

 Information request from the Department of 
Education (e.g. outcomes reports), MWG and 
non-government education authorities 

 Interviews with Department of Education, MWG 
and non-government education representatives  

 PB provider workshop 

 Social Return on Investment evaluation reports 

3.3 Are School Business 
Community Partnerships 
tailored to address the needs 
of young people in the 
service regions? 

 Have there been any changes since the year two evaluation in terms of: 

o Partnerships working towards addressing regional priorities? 

 As above 

3.4 What’s working well? Why? 
What could work better? 
How? 

 Over the period of the evaluation, what have been: 

o The most significant benefits? 

o Unintended outcomes or other benefits?  

o Critical success factors? 

o Major barriers to achieving desired outcomes? 

o What can be done to address the barriers in the future? 

 Interviews - as above 

 PB provider workshop 

 Social Return on Investment evaluation reports 
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Is it appropriate? 

3.5 Is this element consistent 
with overarching policy 
objectives? 

 Have there been any changes since the year two evaluation in terms of: 

o Translation of National Partnership objectives into PB objectives? 

o PB activities helping to establish long-term reform? 

o Inconsistencies or gaps? 

 Information request from the Department of 
Education, MWG and non-government education 
authorities 
 

 

3.6 Does this element address 
areas of need? 

 Are there any unmet needs that should be considered? 

 Is the PB program contributing to youth attainment and transitions outcomes? 

 Interviews with Department of Education, MWG 
and non-government education representatives  

3.7 Does this element 
complement other programs 
and initiatives targeting 
similar outcomes? 

 Have there been any changes since the year two evaluation in terms of: 

o Alignment of the National Partnership on Youth Attainment and Transitions with PB?  

o Inconsistencies or gaps? 

 Information request from the Department of 
Education, MWG and non-government education 
authorities 

 

Is the element well governed and implemented? 

3.8 How well have stakeholders 
collaborated on the design 
and delivery of the element? 

 Have there been any changes since the year two evaluation in terms of: 

o Collaboration to support program delivery/implementation? 

o Knowledge sharing across elements and stakeholders? 

 Information request from the Department of 
Education, MWG and non-government education 
authorities 

3.9 Is governance of the element 
working effectively? 

 Have there been any changes since the year two evaluation in terms of the aspects of the 
governance arrangements that are working well or could be improved? 

 As above 

3.10 How well is performance 
reporting working? 

 Has performance reporting improved over the life of the National Partnership? 

 Have any new issues arisen since Year 2? 

 As above 

3.11 How effective is 
communication? 

 

 How effective have actions taken to improve communication of the PB program been?  As above 

Looking ahead… 

3.12 What are the implications of 
evaluation findings beyond 
the National Partnership? 

 What options are there to achieve PB objectives and outcomes following the conclusion of the 
National Partnership? 

 Information request from the Department of 
Education, MWG and non-government education 
authorities 

 Interviews with Department of Education, MWG 
and non-government education representatives  
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4.1.4 Youth Connections 

Research method: Stakeholder engagement Data analysis  Literature review  

Sources of data:   DEEWR – national and regional managers and staff 

 States and territory education and training departments 

 Catholic and Independent school sectors 

 YC National Network of providers 

 Expert panel 

 YATMIS 

 YC National Network workshop 

 YC National Network Unmet 
demand survey of providers 

 YC National Network survey of 
longer term outcomes 

 

 Information request from the Department of 
Education (e.g. outcome reports), MWG 
and non-government education authorities 

 YC National Network policy materials (The 
Space in Between) 

 

 

Question Sub-questions Data sources  

What is happening? 

4.1 What is being delivered as a 
result of National Partnership 
funding?  

 Have there been any changes since the inception of the National Partnership in terms of: 

o Numbers of participants in YC services 

o Characteristics of participants - % indigenous, humanitarian refugees 

o Connection level of participants 

o Regions/locations 
o Referral mechanisms 

 Information request from the Department of 
Education 

 YC provider workshop 

 

Is it working? 

4.2 Are Individual Support 
Services working? 

 

 Have there been any changes since the year two evaluation in terms of: 
o Targeted outcomes being achieved? 
o Other outcomes being achieved? 

 Is engagement in education and/or training sustained? 

 Information request from the Department of 
Education (outcomes reports, evaluation 
ratings, surveys), MWG and non-
government education authorities 

 Interviews with Department of Education, 
MWG and non-government education 
representatives  

 YC provider workshop 

 Analysis of YATMIS data 

 YC National Network survey of longer term 
outcomes 

 BSL evaluation in Mornington Peninsula 
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4.3 Are Targeted Engagement 
Services working? 

 Have there been any changes since the year two evaluation in terms of: 
o Targeted outcomes being achieved? 
o Other outcomes being achieved? 

 Success of Targeted Engagement Services in moving young people to Individual Support Services? 

 Information request from the Department of 
Education (outcomes reports, evaluation 
ratings, surveys), MWG and non-
government education authorities 

 Interviews with Department of Education, 
MWG and non-government education 
representatives  

 YC provider workshop 

 Analysis of YATMIS data 

4.4 Are Regional Coordination 
Services working? 

 Have there been any changes since the year two evaluation in terms of: 
o Targeted outcomes being achieved? 
o Other outcomes being achieved? 

 Interviews with Department of Education 
representatives 

 YC provider workshop 

 Analysis of YATMIS data 

4.5 What’s working well? Why?  Over the period of the evaluation, what have been: 

o The most significant benefits? 

o Unintended outcomes or other benefits?  

o Critical success factors? 

o Major barriers to achieving desired outcomes? 

o What can be done to address the barriers? 

 How well do YC and PB work together? 

 Information request from the Department of 
Education (outcomes reports, evaluation 
ratings, surveys), MWG and non-
government education authorities 

 Interviews with Department of Education, 
MWG and non-government education 
representatives  

 YC provider workshop 

 Analysis of YATMIS data 

Is it appropriate? 

4.6 Is the element consistent with 
overarching policy 
objectives? 

 Have there been any changes since the year two evaluation in terms of: 

o Translation of National Partnership objectives into YC objectives? 
o Inconsistencies or gaps? 

 Information request from the Department of 
Education, MWG and non-government 
education authorities 

 

4.7 Does this element address 
areas of need? 

 Have there been any changes since the year two evaluation in terms of: 

o Targeting of at risk young people? 

o Unmet needs that should be considered? 

 Interviews with Department of Education, 
MWG and non-government education 
representatives 

4.8 Does the partnership 
approach complement other 
programs and initiatives 
targeting similar outcomes? 

 Have there been any changes since the year two evaluation in terms of: 

o Alignment of the Youth Attainment and Transitions National Partnership with YC?  

o Inconsistencies or gaps? 

 Information request from the Department of 
Education, MWG and non-government 
education authorities 

 

Is the element well governed and implemented? 
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4.9 How well have stakeholders 
collaborated on the design 
and delivery of the element? 

 Have there been any changes since the year two evaluation in terms of: 

o Collaboration to support program delivery/implementation? 

o Knowledge sharing across elements and stakeholders? 

 Information request from the Department of 
Education, MWG and non-government 
education authorities 

4.10 Is governance of the element 
working effectively? 

 Have there been any changes since the year two evaluation in terms of the aspects of the governance 
arrangements that are working well or could be improved? 

 As above  

4.11 How well is performance 
reporting working? 

 Has performance reporting improved over the life of the National Partnership? 

 Have any new issues arisen since Year 2 

 As above 

4.12 How effective is 
communication? 

 

 Have there been any changes since the year two evaluation in terms of communication?  As above  
 

Looking ahead… 

4.13 What are the implications of 
evaluation findings beyond 
the National Partnership? 

 What options are there to achieve YC objectives and outcomes following the conclusion of the 
National Partnership? 

 What are the opportunities to pursue an integrated youth support service in the context of the Job 
Services Australia 2015 contracts? 

 Information request from the Department of 
Education, MWG and non-government 
education authorities 

 Interviews with Department of Education, 
MWG and non-government education 
representatives  

 Richard Sweet research on unemployed and 
inactive youth 

4.1.5 National Career Development 

The Report will provide an overview of developments since the National Partnership was established. The evaluation will cover stakeholder reaction to the release of the National Career 

Development Strategy.   

The evaluation will also involve high-level analysis of Making Career Connections projects initiated under the strategy (desktop research). This may include analysis of project plans, anticipated 

outcomes of projects and the degree to which anticipated outcomes will address priority areas and goals of the national strategy.  

When considering options for what should occur beyond the National Partnership in the area of career development, the analysis will include a review of other key career development activity that 

has relevance to the National Career Development Strategy. 
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4.1.6 Compact with Young Australians 

Research method: Stakeholder engagement Data analysis  Literature review  

Sources of data: 

 

 Department of Education – national and regional managers and staff 

 States and territory education and training departments 

 Catholic and Independent school sectors 

 Expert panel 
 

Data analysis 

 Labour Force Survey 

 National School Statistics 
Collection 

 National VET in Schools 
Collection 

 National VET Provider 
Collection 

 DEEWR Higher Education 
Statistics Collection 

 Income support data 

 Information request from MWG, non-
government education authorities 

 Richard Sweet research on unemployed 
and inactive youth 

 

 

Question Sub-questions Data sources  

What is happening? 

6.1 What is being delivered?  
What has changed? 

 

 What are the monitoring and enforcement arrangements in the jurisdictions? 

 What entitlement and training place models in different jurisdictions? 

 How has the introduction of the Youth Compact impacted on the number of income support recipients? 

 

 Information request from MWG, non-
government education authorities 

 Data request from the Department of 
Education 

 Is there consistency across jurisdictions’ arrangements in terms of: 

o Exemption policies? 

 Have there been any changes since the year two evaluation in terms of: 
o Jurisdictions’ views of the relative responsibilities of schools/TAFEs in addressing the new 

participation requirements?  

 Information request from MWG, non-
government education authorities 

 

Is it working? 

6.2 Does participation data show 
that the Compact has had an 
impact? 

 Have there been any changes since the year two evaluation in terms of: 

o Jurisdictions’ views on the contribution of participation requirements and entitlements on 
youth participation? 

o Changes in the participation data? 

 Information request from MWG, non-
government education authorities 

 Data analysis – see National Partnership 
level 

 

6.3 What’s working well? Why? 
What could work better? 
How? 

 Have there been any changes since the year two evaluation in terms of: 

o Influence of the nationally consistent approach on outcomes? 
o Benefits or unintended positive outcomes? 
o Major barriers to achieving desired outcomes? 
o What can be done to address the barriers? 

 Interviews with Department of Education, 
MWG and non-government education 
representatives 
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Is it appropriate? 

6.4 Is this element consistent with 
National Partnership 
objectives? 

 Have there been any changes since the year two evaluation in terms of: 

o Translation of National Partnership objectives into Compact objectives? 
o Inconsistencies or gaps? 

 Information request from the Department 
of Education, MWG and non-government 
education authorities 

 

6.5 Does this element address 
areas of need? 

 Have there been any changes since the year two evaluation in terms of: 

o Targeting of at risk young people? 
o Unmet needs? 

 Interviews with Department of Education, 
MWG and non-government education 
representatives 

6.6 Does this element 
complement other programs 
and initiatives targeting 
similar outcomes? 

 Have there been any changes since the year two evaluation in terms of: 

o Alignment of the Youth Attainment and Transitions National Partnership with the Compact? 
Other initiatives? 

 Information request from the Department 
of Education, MWG and non-government 
education authorities 

 

Is it well governed and implemented? 

6.7 Is governance of the element 
working effectively?  Have there been any changes since the year two evaluation in terms of the aspects of the governance 

arrangements that are working well or could be improved? 

 Information request from the Department 
of Education, MWG and non-government 
education authorities 

6.8 How well is performance 
reporting working?  Have there been any changes since the year two evaluation in terms of performance reporting? 

 As above  

Looking ahead… 

6.10 What are the implications of 
evaluation findings beyond 
the National Partnership? 

 What options are there to achieve Compact objectives and outcomes following the conclusion of the 
National Partnership? 

 As above 
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Appendix 2: Youth attainment and transitions data 

Participation overall 

Table A2.1: Total full-time educational participation 

 PERCENTAGE OF PERSONS AGED 15-24 PARTICIPATING IN FULL-TIME EDUCATION AS AT MAY 2001-2012 

Age 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

15-19 69.2 69.7 69.6 69.6 69.0 68.8 70.1 70.1 69.9 69.5 70.2 71.7 73.4 75.9 

20-24 20.8 21.9 24.9 25.2 25.2 26.1 26.1 26.5 28.4 29.1 29.5 29.2 31.3 29.3 

Source: Labour force, Australia, Detailed Quarterly, 6291.0.55.001   

Participation – by sector 

Table A2.2: Total full-time secondary participation 

PERCENTAGE OF PERSONS AGED 15-19 YEARS ENROLLED FULL-TIME IN SECONDARY SCHOOL, 2000-2011 

Age 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

15 93.5 93.0 93.5 94.1 94.4 94.7 95.4 95.6 96.5 97.0 97.5 97.6 97.9 

16 82.4 82.2 82.3 83.3 83.6 83.4 84.2 84.7 84.5 86.8 88.7 89.3 90.0 

17 63.3 63.5 63.8 63.5 64.3 64.0 64.3 63.9 63.8 65.5 67.4 68.7 69.1 

18 12.8 13.0 13.4 13.3 13.4 13.4 13.9 13.8 14.6 14.9 16.0 16.4 16.7 

19 1.6 1.7 1.8 1.9 1.9 1.8 1.6 1.5 1.7 1.8 1.7 1.8 1.6 

Source: Schools Australia 4221.0 
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Table A2.3: Apparent grade progression rates 

APPARENT RETENTION RATES BY SINGLE YEAR (GRADE) 

Grade 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

9 - 10 97.9 98.4 98.3 98.7 98.3 98.4 98.8 99.1 99.1 99.3 100.4 100.5 100.6 

10 - 11 87.5 88.9 89.5 90.3 89.4 89.1 89.7 89.9 89.7 91.3 92.4 92.1 93 

11 - 12 84.5 86.1 86.7 85.9 85.5 85.6 85.5 84.4 84.1 85.5 85.9 86.1 86.1 

Source: ABS Schools Australia 4221.0, table 63a 
 

Table A2.4 VET in Schools participation 

PERCENTAGE OF PERSONS AGED 15 - 19 YEARS PARTICIPATING IN VET IN SCHOOLS BY SEX, 2005-2011 

  
2005 2006 2007 2008 2009 2010 2011 

Males 24.9 23.6 23.4 28.5 29.3 29.5 31.3 

Females 24.3 22.5 22.6 27.5 27.6 27.2 28.8 

Persons 24.6 23.0 23.0 28.0 28.5 28.3 30.1 

Source: National VET in Schools Collection, ABS Schools Australia 4221.0 

 

Table A2.5: VET participation 

PERCENTAGE OF PERSONS AGED 15-24 ENROLLED IN VET, 2002-12, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO COMPLETED YEAR 12 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Age 15 to 19 8.6 8.3 7.9 8.1 8.6 8.9 9.3 9.3 9.7 10.2 9.5 
Age 20 to 24 5.7 5.4 5.0 4.9 5.1 5.0 5.1 5.1 5.8 6.4 6.6 
Age 16 to 17 9.5 9.4 8.9 9.3 9.8 10.3 10.7 10.3 10.3 10.5 9.3 
Source: National VET Provider Collection, ABS Population by Age and Sex 3101.0 

PERCENTAGE OF 15 TO 19 YEAR OLDS ENROLLED IN VET BY HIGHEST CURRENT QUALIFICATION LEVEL, 2002-12, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO HAVE COMPLETED YEAR 12 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Certificate III and above 4.4 4.4 4.4 4.7 5.1 5.4 5.9 5.9 6.1 6.5 6.2 
Certificate II 2.3 2.1 1.9 1.8 1.9 1.9 1.8 1.9 2.3 2.4 2.1 
Certificate I and Non AQF qualifications 1.9 1.7 1.5 1.6 1.7 1.6 1.6 1.5 1.3 1.2 1.2 
Source: National VET Provider Collection, ABS Population by Age and Sex 3101.0 
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PERCENTAGE OF 20 TO 24 YEAR OLDS ENROLLED IN VET BY HIGHEST CURRENT QUALIFICATION LEVEL, 2002-12, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO HAVE COMPLETED YEAR 12 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Certificate III and above 3.1 3.1 2.9 3.0 3.1 3.0 3.3 3.3 3.8 4.5 4.7 
Certificate II 1.1 1.0 0.9 0.8 0.8 0.8 0.7 0.8 1.0 1.0 1.0 
Certificate I and - Non AQF qualification 1.4 1.2 1.1 1.1 1.2 1.2 1.1 0.9 1.0 0.9 0.9 
Source: National VET Provider Collection, ABS Population by Age and Sex 3101.0 
Note: these tables exclude unknown school status and unknown highest school level  

Table A2.6: Higher education participation 

PERCENTAGE OF 18 TO 24 YEAR OLDS ENROLLED IN HIGHER EDUCATION 

2006 2007 2008 2009 2010 2011 2012 

19.9 20.3 20.2 20.7 21.6 22.6 23.6 

Source: DEEWR Higher Education Statistics Collection, ABS Australian Demographic Statistics 3101.0 

 

 

Participation – Indigenous 

Table A2.7: Indigenous participation 

INDIGENOUS FULL-TIME SECONDARY SCHOOL PARTICIPATION, 15-19 YEAR OLDS 

  2012 2011 2010 2009 2008 2007 2006 2005 2004 2003 2002 2001  

Sum of Indigenous FT Students 29943 28525 27167 24965 23743 22279 20809 18937 17659 16768 15818 14848  

Sum of Other FT Students 762255 757490 752444 735783 721472 714185 704120 689533 681240 675873 671300 664226  

Sum of All FT Students  792198 786015 779611 760748 745215 736464 724929 708470 698899 692641 687118 679074  

 

 
% change 2011-2012 % change 2006-2012 

Indigenous FT Students 5.0 43.9 

Other FT Students 0.6 8.3 
Source: ABS Schools Australia 4221.0 
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Table A2.8: Indigenous VET in Schools participation 

VET IN SCHOOLS PARTICIPATION BY INDIGENOUS AND OTHER STATUS AS A PROPORTION OF 15-19-YEAR-OLD FULL-TIME SCHOOL STUDENTS, 2005-2011, EXCLUDING QUEENSLAND 

  2005 2006 2007 2008 2009 2010 2011 

Indigenous 26.6 24.5 26.5 28.2 31.1 30.2 32.0 

Others 22.5 20.9 20.8 22.1 22.0 22.9 24.1 

Source: National VET in Schools Collection, ABS Population by Age and Sex 3201.0, ABS Experimental Estimates and Projections, Aboriginal and Torres Strait Islanders, Series B 

 

Table A2.9: Indigenous VET Participation 

PERCENTAGE OF INDIGENOUS PERSONS AGED 15-24 YEARS ENROLLED IN VET, 2002-2011, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO COMPLETED YEAR 12 (%) 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

15-19yrs 17.0 16.3 15.0 15.8 16.7 15.8 15.5 15.2 17.0 17.6 16.4 

20-24yrs 15.8 14.9 13.6 13.7 15.2 14.8 14.7 14.5 16.1 16.6 15.8 

Source: National VET provider collection; ABS population by age and sex 3101.0; ABS Experimental Estimates and Projections, Aboriginal and Torres Strait Islander Australians 3238.0 (Series B projections)  

Participation – other target groups 

Table A2.10: VET in Schools participation, SES disadvantage 

PERCENTAGE OF 15 TO 19 YEAR OLDS PARTICIPATING IN VET IN SCHOOLS BY SOCIO ECONOMIC STATUS (SEIFA INDEX OF RELATIVE SOCIO-ECONOMIC DISADVANTAGE) AS A PROPORTION OF TOTAL PARTICIPATION, 

EXCLUDING THOSE WHOSE SEIFA QUINTILE IS NOT KNOWN, 2005-10 

 2006 2007 2008 
 

2009 
 

2010 
 

2011 

Quintile 1: Most disadvantaged 15.0 15.0 14.9 14.6 14.5 14.5 

Quintile 2 24.2 23.7 23.6 23.7 23.8 24.4 

Quintile 3 24.4 21.9 22.5 22.6 22.6 22.6 

Quintile 4 20.3 22.5 22.8 22.9 23.0 22.9 

Quintile 5: Least disadvantaged 16.1 16.8 16.3 16.2 16.0 15.6 

Source: National VET in Schools Collection 
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Table A2.11: VET in Schools participation, remoteness 

PERCENTAGE OF 15 TO 19 YEAR OLDS PARTICIPATING IN VET IN SCHOOLS AS A PROPORTION OF ESTIMATED RESIDENT POPULATION, BY STUDENT REMOTENESS (ARIA+) REGION, EXCLUDING QUEENSLAND, 2005-10 

 2005 2006 2007 2008 2009 2010 2011 

Major cities 0.7 0.7 0.8 0.8 0.8 0.9 0.7 

Inner regional 1.0 1.0 1.3 1.3 1.4 1.4 1.3 

Outer regional 1.2 1.2 1.6 1.6 1.6 1.4 1.5 

Remote 1.4 1.3 1.9 1.7 1.7 1.6 1.2 

Very remote 1.2 1.1 1.8 1.8 1.6 1.2 1.2 

Source: National VET in Schools Collection. ABS Regional Population Growth, Australia 3218.0 
 

 

       

 

Table A2.12: VET participation, SES disadvantage 

PERSONS AGED 15 TO 19 YEARS ENROLLED IN VET BY SOCIO-ECONOMIC STATUS (SEIFA INDEX OF RELATIVE SOCIO-ECONOMIC DISADVANTAGE) AS A PROPORTION OF TOTAL, 2006-11, EXCLUDING THOSE ATTENDING 
SCHOOL, THOSE WHO HAVE COMPLETED YEAR 12 AND THOSE WHOSE SEIFA QUINTILE IS NOT KNOWN 

 2006 2007 2008 2009 2010 2011 

Quintile 1: Most disadvantaged 15.4 15.6 15.8 15.7 15.7 15.9 
Quintile 2 27.3 26.7 25.7 26.3 26.6 26.7 
Quintile 3 23.1 23.3 23.9 23.8 23.8 23.5 
Quintile 4 20.7 20.8 21.3 21.4 21.5 21.9 
Quintile 5: Least disadvantaged 13.5 13.5 13.2 12.8 12.4 12.0 

Total 100.0 100.0 100.0 100.0 100.0 100.0 

Note: SEIFA was only collected from 2006 
Source: National VET Provider Collection 

PERSONS AGED 20 TO 24 YEARS ENROLLED IN VET BY SOCIO-ECONOMIC STATUS (SEIFA INDEX OF RELATIVE SOCIO-ECONOMIC DISADVANTAGE) AS A PROPORTION OF TOTAL, 2006-10, EXCLUDING THOSE ATTENDING 
SCHOOL, THOSE WHO HAVE COMPLETED YEAR 12 AND THOSE WHOSE SEIFA QUINTILE IS NOT KNOWN 

 2006 2007 2008 2009 2010 2011 

Quintile 1: Most disadvantaged 16.6 17.3 17.4 17.7 17.5 17.1 

Quintile 2 25.7 25.6 25.5 25.5 26.0 26.0 

Quintile 3 22.3 22.3 22.6 22.7 22.6 22.9 

Quintile 4 21.0 20.5 21.3 21.2 21.1 21.2 

Quintile 5: Least disadvantaged 14.4 14.3 13.2 13.0 12.7 12.7 

Total 100.0 100.0 100.0 100.0 100.0 100.0 

Note: SEIFA was only collected from 2006 
Source: National VET Provider Collection 
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Table A2.13: VET participation, disability 

PERSONS AGED 15-19 YEARS ENROLLED IN VET BY DISABILITY STATUS AS A PERCENTAGE OF TOTAL, 2002-2012, EXCLUDING THOSE ATTENDING SCHOOL, THOSE WHO HAVE COMPLETED YEAR 12 AND THOSE WHOSE 
DISABILITY STATUS IS NOT KNOWN 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

With a disability 6.1 7.4 7.3 7.3 7.7 6.9 6.6 6.7 7.3 7.8 8.4 

Without a disability 93.9 92.6 92.7 92.7 92.3 93.1 93.4 93.3 92.7 92.2 91.6 
Source: National VET provider collection  

PERSONS AGED 20-24 YEARS ENROLLED IN VET BY DISABILITY STATUS AS A PERCENTAGE OF TOTAL, 2002-2012, EXCLUDING THOSE ATTENDING SCHOOL, THOSE WHO HAVE COMPLETED YEAR 12, AND THOSE WHOSE 
DISABILITY STATUS IS NOT KNOWN 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

With a disability 6.4 7.1 7.5 8.1 8.4 8.0 7.5 7.6 7.7 7.7 8.2 

Without a disability 93.6 92.9 92.5 91.9 91.6 92.0 92.5 92.4 92.3 92.3 91.8 
Source: National VET provider collection  

Table A2.14: VET participation, remoteness 

PERSONS AGED 15-19 YEARS ENROLLED IN VET AS A PROPORTION OF THE RESIDENT POPULATION BY STUDENT REMOTENESS (ARIA+) REGION, 2002-2012, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO HAVE 
COMPLETED YEAR 12 (%) 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Major cities 0.4 0.4 0.4 0.4 0.4 0.4 0.4 0.4 0.4 0.5 0.5 

Inner regional 0.9 0.8 0.8 0.8 0.9 0.9 1.0 1.0 1.0 1.0 1.0 

Outer regional 1.0 1.0 1.0 1.0 1.1 1.1 1.1 1.1 1.2 1.0 0.9 

Remote 1.1 1.1 1.0 1.0 1.1 1.1 1.1 1.1 1.0 1.0 0.8 

Very remote 1.4 1.3 1.2 1.3 1.4 1.3 1.3 1.2 1.2 0.8 0.7 

Note: Population not available by both remoteness region and age, so numbers are expressed as a percentage of the total population for that remoteness region 
Note: ARIA 2006 used for years 2002-2010 and ARIA 2011 used for years 2011-2012 meaning comparison between 2002-2010 and 2011-2012 is not possible. Total population by remoteness region using ARIA 2011. 
Source:  National VET provider collection, ABS Regional Population Growth, Australia 3218.0 

PERSONS AGED 20-24 YEARS ENROLLED IN VET AS A PROPORTION OF THE RESIDENT POPULATION BY STUDENT REMOTENESS (ARIA+) REGION, 2002-2012, EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHO HAVE 
COMPLETED YEAR 12 (%) 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Major cities 0.3 0.3 0.2 0.2 0.3 0.3 0.3 0.3 0.3 0.3 0.4 

Inner regional 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.6 0.7 0.7 

Outer regional 0.6 0.6 0.6 0.6 0.6 0.6 0.6 0.6 0.7 0.6 0.6 

Remote 0.7 0.7 0.7 0.7 0.8 0.8 0.7 0.7 0.8 0.8 0.8 

Very remote 1.1 1.1 1.1 1.1 1.3 1.4 1.3 1.2 1.3 0.9 0.8 
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Note: Population not available by both remoteness region and age, so numbers are expressed as a percentage of the total population for that remoteness region 
Note: ARIA 2006 used for years 2002-2010 and ARIA 2011 used for years 2011-2012 meaning comparison between 2002-2010 and 2011-2012 is not possible. Total population by remoteness region using ARIA 2011. 
Source:  National VET provider collection, ABS Regional Population Growth, Australia 3218.0 

Attainment – overall 

Table A2.15: Year 12 or Certificate II/III attainment for 15-24 year olds 

PROPORTION OF PERSONS AGED 15–24 YEARS WHO HAVE COMPLETED YEAR 12 (OR EQUIVALENT) OR ATTAINED A FORMAL QUALIFICATION AT CERTIFICATE II/III LEVEL OR ABOVE (%)  

    
2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Year 12 or Cert II or above 15-19 years 
31.4 34.1 32.9 33.4 33.7 34.3 33.7 33.3 32.8 35.3 34.4 36.6 35.9 

 
20-24 years 

79.1 80.0 80.4 81.3 81.2 81.9 83.5 84.2 84.5 85.6 84.1 85.9 86.7 

Year 12 or Cert III or above 15-19 years 
30.8 33.2 31.9 32.1 32.5 33.3 32.9 32.3 32.0 34.0 32.9 35.3 34.6 

  20-24 years 
77.1 78.3 78.9 80.3 79.9 80.7 82.3 83.2 83.5 84.5 82.7 84.6 85.7 

95% CONFIDENCE INTERVAL FOR PROPORTION OF PERSONS AGED 15–24 YEARS WHO HAVE COMPLETED YEAR 12 (OR EQUIVALENT) OR ATTAINED A FORMAL QUALIFICATION AT CERTIFICATE II/III LEVEL OR ABOVE 

    
2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Year 12 or Cert II or above 15-19 years 
0.7 1.4 1.3 1.3 1.0 1.3 1.2 1.1 1.3 1.0 1.5 1.3 1.4 

 
20-24 years 

0.5 1.1 1.1 1.6 1.6 1.3 1.1 1.2 1.6 1.3 1.3 1.3 1.5 

Year 12 or Cert III or above 15-19 years 
0.7 1.4 1.3 1.2 1.1 1.4 1.3 1.1 1.3 0.9 1.5 1.2 1.4 

  20-24 years 
0.5 1.1 1.1 1.6 1.7 1.3 1.2 1.3 1.7 1.5 1.3 1.3 1.5 

Source: ABS Survey of Education and Work 6227.0 

Attainment – by sector 

Table A2.16: Secondary school attainment – Year 10 completion 

PROPORTION OF SCHOOL LEAVERS AGED 15 TO 24 WHO HAVE COMPLETED AT LEAST YEAR 10, 2000-12 (%) 

2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

95.6 not available 95.6 95 94.3 93.7 95.9 95.6 94.5 96 95.4 97.5 

Source: ABS Survey of Education and Work 6227.0 
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Table A2.17: Secondary school attainment – Year 12 retention 

APPARENT RETENTION RATES, 2000-2012 

 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Year 7/8 - Year 12 72.3 73.4 75.1 75.4 75.7 75.3 74.7 74.3 74.6 76.0 78.0 79.6 79.9 

Source: Nation Schools Statistics Collection 

Table A2.18: VET in Schools qualification attainment 

PERCENTAGE OF VET IN SCHOOLS COURSE COMPLETIONS AS A PERCENTAGE OF TOTAL 15 TO 17 YEAR OLDS, 2005-10, EXCLUDING SOUTH AUSTRALIA 

  
2005 

 
2006 

 
2007 

 
2008 

 
2009 

 
2010 

Age 15 0.9 1.0 1.5 3.5 4.8 4.8 

Age 16 7.9 7.0 8.8 11.7 12.9 12.2 

Age 17 20.2 18.0 20.3 24.2 26.1 24.5 

Total  8.4 7.5 9.0 11.8 13.3 12.6 

Note: South Australia did not submit a complete dataset for qualifications completed. 
Source: National VET in Schools Collection, ABS Schools Australia 4221.0 

Table A2.19: VET Certificate II and above attainment 

COURSE COMPLETIONS AT CERTIFICATE II LEVEL OR ABOVE AS A PERCENTAGE OF TOTAL 15-24 YEAR OLDS, 2002-11, EXCLUDING THOSE ATTENDING SCHOOL 

 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

15 to 19 years 3.5 3.4 3.5 3.6 3.4 3.3 3.4 3.9 4.3 4.9 

20 to 24 years 4.4 4.3 4.3 4.6 4.5 4.9 5.0 5.3 5.9 6.6 

Source: National VET Provider Collection, ABS Population by Age and Sex 3101.0 

Attainment – Indigenous 

Table A2.20: Indigenous Year 10 retention 

APPARENT RETENTION RATES FROM YEAR 7/8-YEAR10 BY INDIGENOUS STATUS, 2000-2012 (%) 

 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Indigenous 83.0 85.7 86.4 87.2 85.8 88.3 91.3 90.5 89.8 90.9 95.8 98.7 98.4 

Non-Indigenous 98.0 98.4 98.5 98.9 98.5 98.6 98.9 99.4 99.9 100.1 101.0 101.3 101.4 
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Source: National Schools Statistics Collection 

Table A2.21: Indigenous Year 12 retention 

APPARENT RETENTION RATES FROM YEAR 7/8- YEAR 12 BY INDIGENOUS STATUS 2000-2012 (%) 

 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 

Indigenous 36.4 35.7 38.0 39.1 39.8 39.5 40.1 42.9 47.2 45.4 47.2 48.7 51.1 

Non-Indigenous 73.3 74.5 76.3 76.5 76.9 76.6 76 75.6 75.6 77.3 79.4 80.7 81.3 

Source: National Schools Statistics Collection 

Table A2.22: Indigenous VET in Schools attainment 

VET IN SCHOOLS COURSE COMPLETIONS AS A PROPORTION OF FULL-TIME SCHOOL STUDENTS 15-19 YEARS BY INDIGENOUS STATUS, 2006-2010, EXCLUDING SOUTH AUSTRALIA AND QUEENSLAND 
 

  2006 2007 2008 2009 2010 

Indigenous 5.8 6.0 7.0 7.8 8.2 

Others 7.2 7.6 8.0 7.6 8.0 

Total  7.2 7.6 7.9 7.7 8.0 
Note: SA excluded because completions not reported until recently and Qld excluded because of the huge increase in number of unknown Indigenous status in 2010 
Source: National VET in Schools Collection, ABS Population by Age and Sex 3101.0, ABS Experimental Estimates and Projections, Aboriginal and Torres Strait Islanders 3238.0 (Series B) 

Table A2.23: Indigenous VET attainment 

PERCENTAGE OF COURSE COMPLETIONS AT CERTIFICATE II LEVEL OR ABOVE AS A PERCENTAGE OF 15-24 YEAR OLDS BY INDIGENOUS STATUS, 2002-9, EXCLUDING THOSE ATTENDING SCHOOL 

    2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Indigenous 15 to 19 years 2.6 2.3 2.0 2.2 1.9 1.9 2.3 2.7 3.6 4.4 

  20 to 24 years 3.5 3.0 2.8 2.9 2.8 3.1 3.4 3.8 4.7 5.9 

Others 15 to 19 years 3.5 3.4 3.6 3.7 3.4 3.3 3.4 3.9 4.3 4.9 

  20 to 24 years 4.4 4.3 4.3 4.7 4.5 5.0 5.0 5.4 5.9 6.6 

Note: ‘Others’ includes those students for whom indigenous status is not known 
Source: National VET Provider Collection, ABS Population by Age and Sex 3101.0, ABS Experimental Estimates and Projections, Aboriginal and Torres Strait Islanders 3238.0 (Series B) 
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Attainment – other target groups 

Table A2.24: VET in Schools attainment, SES disadvantage 

PERCENTAGE OF VET IN SCHOOLS COURSE COMPLETIONS BY 15 TO 19 YEAR OLDS BY SOCIO-ECONOMIC STATUS (SEIFA INDEX OF RELATIVE SOCIO-ECONOMIC DISADVANTAGE) AS A PERCENTAGE OF TOTAL, 2005-10, 
EXCLUDING SOUTH AUSTRALIA AND THOSE WHOSE SEIFA QUINTILE IS NOT KNOWN 

  2006 2007 2008 2009 2010 

Quintile 1: Most disadvantaged 16.1 13.6 13.8 13.2 13.6 

Quintile 2 25.5 21.7 21.5 22.1 21.1 

Quintile 3 21.9 20.9 21.8 22.1 23.0 

Quintile 4 20.2 24.1 24.4 24.6 25.0 

Quintile 5: Least disadvantaged 16.3 19.7 18.5 17.9 17.2 

Note: South Australia did not submit a complete dataset for qualifications completed 
Source: National VET in Schools Collection 

Table A2.25: VET in Schools attainment, remoteness 

PERCENTAGE OF VET IN SCHOOLS COURSE COMPLETIONS BY 15 TO 19 YEAR OLDS AS A PROPORTION OF ESTIMATED RESIDENT POPULATION BY REMOTENESS (ARIA+) REGION, 2005-9, EXCLUDING SOUTH AUSTRALIA 

 

2005 2006 2007 2008 2009 2010 

Major cities 0.3 0.2 0.2 0.3 0.3 0.4 

Inner regional 0.4 0.4 0.3 0.4 0.5 0.6 

Outer regional 0.5 0.5 0.5 0.5 0.7 0.8 

Remote 0.5 0.6 0.5 0.6 0.9 1.0 

Very remote 0.5 0.4 0.4 0.4 0.7 0.8 

Note: Population not available by both remoteness region and age, so numbers are expressed as a percentage of the total population for that remoteness region. South Australia did not submit a complete dataset for qualifications completed 
Source: National VET in Schools Collection. ABS Regional Population Growth, Australia 3218.0 

Table A2.26: VET attainment, SES disadvantage 

COURSE COMPLETIONS AT CERTIFICATE II LEVEL OR ABOVE BY 15-24 YEAR OLDS BY SOCIO-ECONOMIC STATUS (SEIFA INDEX OF RELATIVE SOCIO-ECONOMIC DISADVANTAGE) AS A PERCENTAGE OF TOTAL, 2006-10, 
EXCLUDING THOSE ATTENDING SCHOOL AND THOSE WHOSE SEIFA QUINTILE IS NOT KNOWN (%) 

  2005 2006 2007 2008 2009 2010 2011 

Quintile 1: Most disadvantaged 15 to 19 years 16.1 13.8 14.0 14.5 13.7 14.5 15.4 
 20 to 24 years 13.1 13.4 13.1 13.7 13.8 14.3 14.0 

Quintile 2 15 to 19 years 24.1 24.2 24.4 24.2 23.9 24.3 23.0 
 20 to 24 years 22.8 23.3 22.7 23.7 23.2 23.2 22.1 

Quintile 3 15 to 19 years 20.5 22.0 22.4 22.6 22.8 23.6 29.7 
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 20 to 24 years 17.1 21.1 21.5 22.0 21.9 22.1 26.7 

Quintile 4 15 to 19 years 23.5 22.5 21.9 22.1 22.9 22.2 15.6 
 20 to 24 years 25.5 23.4 23.0 22.0 22.5 22.9 17.4 

Quintile 5: Least disadvantaged 15 to 19 years 15.8 17.5 17.3 16.6 16.7 15.3 16.2 
 20 to 24 years 21.5 18.8 19.8 18.6 18.6 17.5 19.8 

Total  15 to 19 years 100.0 100.0 100.0 100.0 100.0 100.0 100.0 
 20 to 24 years 100.0 100.0 100.0 100.0 100.0 100.0 100.0 
Source: NCVER’s National VET Provider Collection, ABS Census data 2006 and 2011, table builder basic 
Note: 2011 data has been rescaled to take into account differences in population by SEIFA between 2006 and 2011 

Table A2.27:  VET attainment, disability 

COURSE COMPLETIONS AT CERTIFICATE II LEVEL OR ABOVE BY 15-24 YEAR OLDS BY DISABILITY STATUS AS A PERCENTAGE OF TOTAL, 2002-11, EXCLUDING THOSE ATTENDING SCHOOL AND WHOSE DISABILITY STATUS IS 
NOT KNOWN 

  2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

With a disability 15 to 19 years 3.2 4.0 3.8 4.3 4.6 4.5 4.3 4.7 5.3 6.0 

 20 to 24 years 3.2 3.8 3.9 4.4 4.7 4.0 4.0 4.3 4.7 5.1 

Without a disability 15 to 19 years 96.8 96.0 96.2 95.7 95.4 95.5 95.7 95.3 94.7 94.0 

 20 to 24 years 96.8 96.2 96.1 95.6 95.3 96.0 96.0 95.7 95.3 94.9 

Source: National VET Provider Collection 

Table A2.28: VET attainment, remoteness 

COURSE COMPLETIONS AT CERTIFICATE II LEVEL OR ABOVE BY 15 TO 24 YEAR OLDS AS A PROPORTION OF ESTIMATED RESIDENT POPULATION BY REMOTENESS (ARIA+) REGION, 2002-11, EXCLUDING THOSE ATTENDING 
SCHOOL (%) 

  2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Major cities 15 to 19 years 0.2 0.2 0.2 0.2 0.2 0.2 0.2 0.2 0.2 0.3 

 20 to 24 years 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.4 

Inner regional 15 to 19 years 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.4 

 20 to 24 years 0.3 0.3 0.3 0.3 0.3 0.4 0.4 0.4 0.4 0.5 

Outer regional 15 to 19 years 0.3 0.3 0.3 0.3 0.3 0.3 0.3 0.4 0.3 0.3 

 20 to 24 years 0.3 0.3 0.3 0.4 0.3 0.4 0.4 0.4 0.4 0.4 

Remote 15 to 19 years 0.3 0.3 0.3 0.3 0.2 0.2 0.3 0.3 0.3 0.3 

 20 to 24 years 0.3 0.3 0.3 0.3 0.3 0.3 0.4 0.4 0.4 0.5 

Very remote 15 to 19 years 0.2 0.2 0.2 0.2 0.2 0.2 0.3 0.3 0.3 0.2 

 20 to 24 years 0.3 0.3 0.3 0.3 0.3 0.3 0.4 0.4 0.4 0.4 

Note: Population not available by both remoteness region and age, so numbers are expressed as a percentage of the total population for that remoteness region. ARIA 2006 used for years 2002-2010 and ARIA 2011 used for years 
2011-2012 meaning comparison between 2002-2010 and 2011-2012 is not possible.  Total population by remoteness region using ARIA 2011 
Source: National VET Provider Collection, ABS Regional Population Growth, Australia 3218.0 
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Transition – overall 

Table A2.29: Young people fully engaged 

PROPORTION OF PERSONS FULLY ENGAGED IN EDUCATION, TRAINING OR WORK BY AGE GROUP, AUSTRALIA, 2002-13 (%) 

  2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

15 to 19 years 86.6 86.5 85.6 85.7 86.1 86.6 87.3 84.1 84.8 85.3 86.5 
86.3 

 

20 to 24 years 76.8 76.2 77.1 78.0 78.1 79.3 80.1 77.1 77.2 77.0 76.6 
73.8 

 

 

 

95% CONFIDENCE INTERVAL  

  2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

15 to 19 years 0.9 0.9 1.3 1.1 0.9 0.8 1.1 1.4 1.5 0.9 1.0 
1.2 

 

20 to 24 years 1.2 1.1 1.5 1.3 1.5 1.2 1.4 2.0 1.6 1.0 1.7 
1.1 

 

Source: ABS Survey of Education and Work, 2013, Additional data cubes, 6227.0.55.003 

 

 

PROPORTION OF PERSONS AGED 18-24 YEARS WHO ARE FULLY ENGAGED IN EMPLOYMENT, EDUCATION OR TRAINING AT OR ABOVE CERTIFICATE III LEVEL (NEA INDICATOR 10), BY SEX (%) 

    2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Males Fully engaged through full-time employment 1 51.4 50.5 50.0 50.8 53.1 54.0 53.2 52.4 47.1 47.2 47.5 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 21.7 24.7 23.9 23.9 22.4 22.2 24.4 25.4 25.7 25.8 26.8 

 

Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 1.9 1.9 2.4 2.7 2.8 2.3 2.9 3.0 2.3 2.2 2.4 

 
Total fully engaged 3 75.0 77.0 76.3 77.3 78.4 78.5 80.5 80.9 75.1 75.2 76.7 

  Not fully engaged 25.0 23.0 23.7 22.7 21.6 21.5 19.5 19.1 24.9 24.8 23.3 

Females Fully engaged through full-time employment 1 39.5 37.0 36.3 35.6 35.2 37.5 37.4 38.8 34.8 34.4 32.1 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 25.7 29.1 29.3 28.9 30.0 28.7 29.6 29.6 32.3 31.7 32.3 
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Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 2.5 2.6 3.0 3.7 4.3 3.1 3.2 3.1 3.2 3.9 3.7 

 
Total fully engaged 3 67.7 68.8 68.6 68.1 69.5 69.3 70.2 71.5 70.3 70.0 68.2 

  Not fully engaged 32.3 31.2 31.4 31.9 30.5 30.7 29.8 28.5 29.7 30.0 31.8 

Persons Fully engaged through full-time employment 1 45.6 43.9 43.3 43.3 44.3 45.9 45.5 45.7 41.1 41.1 39.9 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 23.7 26.9 26.6 26.4 26.2 25.4 26.9 27.5 28.9 28.7 29.5 

 

Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 2.2 2.3 2.7 3.2 3.5 2.7 3.1 3.1 2.7 3.0 3.1 

 
Total fully engaged 3 71.4 73.0 72.5 72.8 74.0 74.0 75.5 76.3 72.7 72.7 72.5 

 
Not fully engaged 28.6 27.0 27.5 27.2 26.0 26.0 24.5 23.7 27.3 27.3 27.5 

Source: ABS Survey of Education and Work 6227.0 

1 Excludes persons in both full-time employment and full-time education/training. 

2 Comprises persons in full-time employment and full-time education/training at Certificate III level or above; and part-time employment and part-time education/training. 

3 Fully Engaged comprises persons in full-time employment; full-time education/training at Certificate III level or above; or both part-time employment and part-time education/training at Certificate III level or above. 

95% CONFIDENCE INTERVAL FOR PROPORTION OF PERSONS AGED 18-24 WHO ARE FULLY ENGAGED IN EMPLOYMENT, EDUCATION OR TRAINING AT OR ABOVE CERTIFICATE III LEVEL (NEA INDICATOR 10), BY SEX (%) 

 
  2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Males Fully engaged through full-time employment 1 0.9 1.7 1.7 1.8 2.0 2.0 2.0 1.7 2.3 1.7 2.1 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 0.9 1.5 1.5 1.8 2.0 1.7 2.0 1.7 2.4 2.0 2.6 

 

Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 0.4 0.5 0.6 0.6 0.6 0.5 0.8 0.6 0.6 0.7 0.7 

 
Total fully engaged 3 0.7 1.4 1.4 1.8 1.7 1.5 1.5 1.7 1.8 1.7 2.1 

  Not fully engaged 0.9 1.5 1.5 1.8 1.7 1.5 1.5 1.7 1.8 1.7 2.1 

Females Fully engaged through full-time employment 1 1.0 1.7 1.6 2.2 2.3 1.9 1.9 1.6 2.2 1.7 1.7 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 0.9 1.6 1.6 2.3 2.4 2.1 1.6 1.9 2.2 2.3 1.9 

 

Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 0.5 0.6 0.6 0.9 0.8 0.7 0.6 0.6 0.8 1.0 0.8 
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Total fully engaged 3 0.8 1.6 1.5 2.0 2.2 1.8 1.9 1.5 2.7 2.1 1.5 

  Not fully engaged 1.0 1.6 1.6 2.0 2.2 1.8 1.9 1.5 2.7 2.1 1.5 

Persons Fully engaged through full-time employment 1 0.5 1.1 1.1 1.6 1.8 1.4 1.4 1.2 1.7 1.3 1.4 

 

Fully engaged through full-time education/training 
at or above Certificate III level 1 0.5 1.0 1.0 1.6 1.8 1.4 1.5 1.4 1.8 1.8 1.8 

 

Mix of full-time or part-time employment or 
education/training at or above Certificate III level 2 0.3 0.4 0.4 0.6 0.5 0.4 0.5 0.4 0.6 0.6 0.5 

 
Total fully engaged 3 0.5 1.0 1.0 1.5 1.4 1.2 1.1 1.2 1.8 1.5 1.4 

  Not fully engaged 0.5 1.1 1.0 1.5 1.4 1.2 1.1 1.2 1.8 1.5 1.4 

Source: ABS Survey of Education and Work 6227.0 

1 Excludes persons in both full-time employment and full-time education/training. 
        

2 Comprises persons in full-time employment and full-time education/training at Certificate III level or above; and part-time employment and part-time education/training. 

3 Fully Engaged comprises persons in full-time employment; full-time education/training at Certificate III level or above; or both part-time employment and part-time education/training at Certificate III level or above. 

Table A2.30: School leavers not fully engaged, by educational attainment [SEW] 

PROPORTION OF SCHOOL LEAVERS AGED 15 TO 19 NOT ENGAGED IN POST-SCHOOL EDUCATION, TRAINING AND/OR EMPLOYMENT, BY LEVEL OF SCHOOLING (NEA INDICATOR 9) (%) 

  2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Completed year 12 16.7 17.0 18.5 19.6 17.0 18.9 18.7 17.5 21.4 22.7 21.2 

Did not complete year 12 43.1 40.7 40.2 44.1 44.5 41.2 39.7 39.6 47.5 44.1 43.9 

Total 27.5 25.9 26.9 28.8 27.8 26.9 26.3 25.7 31.6 30.2 29.3 

95% CONFIDENCE INTERVAL 

             2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 

Completed year 12 1.3 2.0 2.1 2.4 2.7 2.0 2.5 1.9 2.9 3.2 3.0 

Did not complete year 12 2.3 3.5 3.4 3.9 3.5 3.4 3.5 4.0 4.4 4.6 3.6 

Total 1.2 1.9 1.9 2.5 2.1 1.7 2.0 2.0 2.5 2.9 2.5 
Source: ABS Survey of Education and Work 6227.0 
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Table A2.31: Young people not in education and not fully employed 

PROPORTION OF PERSONS AGED 15 TO 24 NOT IN EDUCATION AND NOT FULLY EMPLOYED AS AT MAY, 2000-12  

 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Employed part-time and 
not in 'FULL TIME' 
education 

8.1 8.6 8.5 9.0 9.5 9.2 8.6 8.6 8.3 9.6 9.2 9.5 9.2 9.8 

Unemployed -total and 
not in 'FULL TIME' 
education 

5.4 6.0 5.2 5.2 4.5 4.3 4.1 3.5 3.6 5.0 4.6 4.6 4.4 4.6 

Not in the labour force 
and not in 'FULL TIME' 
education 

6.0 6.0 6.4 6.3 6.9 6.2 6.3 6.1 5.6 6.5 6.7 6.9 6.5 7.1 

Source: 6291.0.55.001 Labour Force, Australia, Detailed - Electronic Delivery, Table 03a 
 

 

 

Table A2.32: Proportion of people aged 15-24 employed full-time and not in education and attending full-time education, 2008-2012 (%) 

 Age 15 - 19 Age 20 - 24 

 Employed Full Time Not attending full-
time education 

Attending full-time education Employed Full Time Not attending full-
time education 

Attending full-time education 

May-2008 16.7 69.9 50.2 28.4 

May-2009 14.0 69.5 45.6 29.1 

May-2010 13.4 70.2 46.3 29.5 

May-2011 12.8 71.7 44.9 29.2 

May-2012 12.2 73.4 43.6 31.3 

May-2013 10.5 75.9 42.2 29.3 

2008 - 2013 change (%) -6.2 5.9 -8.0 0.9 

 
Source: 6291.0.55.001 Labour Force, Australia, Detailed - Electronic Delivery, Table 03a 
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Table A2.33: Unemployed (not attending full-time education) looking for first job as a proportion of all unemployed (not attending full-time education) 

Age 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

15-19 46.8 50.6 55.7 51.6 61.2 49.4 56.3 55.9 52.6 56.1 60.0 60.3 64.1 58.7 

20-24 15.7 21.7 20.2 27.5 25.7 28.0 23.6 27.9 28.4 20.1 25.4 24.7 34.4 29.9 

Source: 6291.0.55.001 Labour Force, Australia, Detailed - Electronic Delivery, Table 03b and 03c May figures. 

Table A2.34: Full-time education participation and labour force status for 15-24 year olds not in full-time education   

15-19 year olds 

Year Attending full-time 
education 

Employed Full Time; Not 
attending full-time 

education 

Employed Part Time; Not 
attending full-time 

education 

Unemployed - total; Not 
attending full-time 

education 

Not in the Labour Force; 
Not attending full-time 

education 

Total 

2000 69.2 16.5 6.3 4.2 3.7 100.0 

2001 69.7 15.3 6.6 4.7 3.7 100.0 

2002 69.6 15.4 6.9 4.4 3.8 100.0 

2003 69.6 15.7 6.9 4.1 3.7 100.0 

2004 69.0 15.8 7.2 4.1 3.9 100.0 

2005 68.8 16.2 7.2 3.8 4.0 100.0 

2006 70.1 15.4 6.6 4.0 3.9 100.0 

2007 70.1 16.1 6.7 3.5 3.7 100.0 

2008 69.9 16.7 6.6 3.2 3.6 100.0 

2009 69.5 14.0 7.3 4.8 4.3 100.0 

2010 70.3 13.3 7.3 4.5 4.6 100.0 

2011 71.8 12.8 6.7 3.7 5.0 100.0 

2012 73.4 12.2 6.7 3.5 4.3 100.0 

2013 75.9 10.5 5.8 3.4 4.4 100.0 

20-24 year olds 

Year Attending full-time 
education 

Employed Full Time; Not 
attending full-time 

education 

Employed Part Time; Not 
attending full-time 

education 

Unemployed - total; Not 
attending full-time 

education 

Not in the Labour Force; 
Not attending full-time 

education 

Total 

2000 20.8 54.1 10.0 6.7 8.4 100.0 

2001 21.9 51.5 10.7 7.4 8.5 100.0 
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2002 24.9 49.9 10.2 6.0 9.0 100.0 

2003 25.2 48.3 11.0 6.3 9.1 100.0 

2004 25.2 48.2 11.9 4.9 9.8 100.0 

2005 26.1 49.5 11.3 4.8 8.3 100.0 

2006 26.1 50.5 10.5 4.3 8.5 100.0 

2007 26.5 51.0 10.4 3.5 8.5 100.0 

2008 28.4 50.2 9.9 3.9 7.6 100.0 

2009 29.1 45.7 11.7 5.1 8.5 100.0 

2010 29.5 46.3 10.9 4.8 8.5 100.0 

2011 29.2 44.9 12.0 5.3 8.6 100.0 

2012 31.3 43.6 11.5 5.2 8.5 100.0 

2013 29.3 42.2 13.4 5.7 9.4 100.0 

Source: ABS labour force statistics, cat. no. 6291.0.55.01, table 03a 

Note: The base number for proportion in full-time education and for labour force status is the civilian population for the relevant age.  

Transition – other target groups 

Table A2.35: Transition outcomes, SES disadvantage 

PROPORTION OF PERSONS AGED 18-24 YEARS WHO ARE FULLY ENGAGED IN EMPLOYMENT, EDUCATION OR TRAINING AT OR ABOVE CERTIFICATE III LEVEL (NEA INDICATOR 10), BY SES BASED ON SEIFA INDEX OF 
RELATIVE SOCIO-ECONOMIC DISADVANTAGE QUINTILES (%) 

  2008 2009 2010 2011 

Quintile 1 - most disadvantaged 65.6 62.3 59.6 59.4 

Quintile 2 72.8 71.1 70.0 69.4 

Quintile 3 78.7 73.4 74.6 74.9 

Quintile 4 77.8 75.7 76.9 76.9 

Quintile 5 - least disadvantaged 83.9 79.6 79.4 79.6 

95% confidence interval 2008 2009 2010 2011 

Quintile 1 - most disadvantaged 4.4 5.0 3.0 3.0 

Quintile 2 2.7 5.6 3.6 3.3 

Quintile 3 3.0 3.2 3.0 3.0 

Quintile 4 1.9 3.5 3.0 3.7 

Quintile 5 - least disadvantaged 3.0 2.6 2.5 2.3 
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Source: AG Reform Council (2011) Education 2010: Comparing performance across Australia – Statistical Supplement, available from 
http://www.coagreformcouncil.gov.au/reports/docs/education/2010compare/education_2010_statistical_supplement.pdf; COAG Reform Council (2010) National Education Agreement: Performance report for 2009 – Volume 2: 
Performance Data, available from http://www.coagreformcouncil.gov.au/reports/docs/NEA_report_2009_Vol2.pdf  
Note: Data has been updated for 2008 and 2010 based on latest data cited in education 2011 

Table A2.36 Average duration of the transition, 1986-2013  

    

Years after leaving education 
taken to find: 

 First age at which half of the age group is not 
attending full-time education 

First age at which half of the age group is employed 
and not attending full time education 

First age at which half of the age group is employed full-
time and not attending full-time education 

Any work Full-time work 

 (1) (2) (3) (4) (5) 

1986 16.8 17.6 18.1 0.8 1.3 
1987 17.1 17.7 18.3 0.6 1.2 
1988 17.1 17.7 18.0 0.6 0.9 
1989 17.2 17.7 18.2 0.5 1.0 
1990 17.4 17.9 18.8 0.5 1.4 
1991 17.6 18.9 20.2 1.3 2.6 
1992 17.7 19.6 21.1 1.9 3.4 
1993 17.8 19.7 20.8 1.9 3.0 
1994 17.8 19.8 21.4 2.0 3.6 
1995 17.7 19.5 20.9 1.7 3.2 
1996 17.8 19.5 20.9 1.7 3.1 
1997 17.9 20.3 21.6 2.3 3.7 
1998 17.9 20.0 21.1 2.0 3.2 
1999 17.9 20.1 21.6 2.2 3.7 
2000 17.9 19.4 21.0 1.5 3.1 
2001 18.0 20.2 21.6 2.3 3.6 
2002 17.9 20.7 21.7 2.8 3.8 
2003 17.9 21.1 22.1 3.1 4.1 
2004 17.9 20.4 22.2 2.5 4.3 
2005 17.8 20.3 21.8 2.5 4.0 
2006 17.9 19.9 22.1 2.0 4.2 
2007 17.9 20.3 21.8 2.4 3.9 
2008 18.0 20.4 22.0 2.5 4.1 
2009 17.9 21.0 22.4 3.1 4.5 
2010 17.9 21.2 22.0 3.3 4.1 
2011 17.9 20.9 22.7 3.0 4.8 
2012 18.5 21.3 22.8 2.8 4.3 
2013 19.0 21.0 22.9 2.0 3.9 
1. The values in the table are calculated from single year of age data on educational and labour force status for 15-25 year-olds in May of each year. Column 4 is obtained by subtracting column 1 from column 2; column 5 is obtained by 
subtracting column 3 from column 1. The methodology is adapted from a methodology for calculating transition durations that first appeared in OECD (1996) “Transition from school to work”, Education Policy Analysis, Paris. 
Source: ABS 6291.0.55.001 Labour Force, Australia, Detailed - Electronic Delivery, single year tables   
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Table A2.37: Persons aged 15-19 employed full-time, 1990-2012 (‘000) 

Year  (’000) 

1990 387.4 

1991 276.0 

1992 235.2 

1993 218.6 

1994 228.9 

1995 221.5 

1996 219.7 

1997 203.8 

1998 204.7 

1999 214.5 

2000 216.2 

2001 214.4 

2002 203.8 

2003 208.6 

2004 212.1 

2005 226.4 

2006 224.3 

2007 241.6 

2008 250.0 

2009 200.2 

2010 196.9 

2011 186.5 

2012 182.0 

2013 159.4 

Source: ABS 6291.0.55.001 Labour Force, Australia, Detailed - Electronic Delivery, Tables03a 
 

Table A2.38: Transition outcomes by age for the lowest achievement quintile, Y03 LSAY cohort 

A2.38A COMPLETED YEAR 12 OR CERTIFICATE III OR HIGHER FOR LOWEST ACHIEVEMENT QUARTILE 

Year 2006 2007 2008 2009 2010 2011 2012 

Average age of respondent 18.7 19.7 20.7 21.7 22.7 23.7 24.7 

Maths 62.2 71.0 73.0 75.3 78.2 80.6 81.9 

Reading  60.5 69.0 71.2 73.0 76.3 78.5 79.4 

Problem Solving 61.3 70.2 72.2 73.9 77.2 79.3 80.4 

Science 62.1 70.3 72.3 74.6 77.5 78.8 80.1 
 

A2.38B NOT WORKING (UNEMPLOYED OR NILF) FOR LOWEST ACHIEVEMENT QUARTILE 

Year 2006 2007 2008 2009 2010 2011 2012 

Average age of respondent 18.7 19.7 20.7 21.7 22.7 23.7 24.7 

Maths 22.4 17.4 15.7 17.9 18.1 19.1 14.4 

Reading  21.0 16.2 14.5 16.8 16.2 18.8 13.7 
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Problem Solving 21.4 16.7 15.0 17.3 17.1 19.7 14.4 

Science 21.7 16.4 15.1 17.6 17.2 18.5 14.4 
 

A2.38C PERMANENT/ONGOING EMPLOYMENT FOR LOWEST ACHIEVEMENT QUARTILE 

Year 2006 2007 2008 2009 2010 2011 2012 

Average age of respondent 18.7 19.7 20.7 21.7 22.7 23.7 24.7 

Maths 37.1 47.9 52.0 49.4 51.9 54.5 60.0 

Reading  40.2 50.0 53.7 51.5 51.8 51.8 58.9 

Problem Solving 38.5 49.2 54.0 50.9 52.1 52.6 59.4 

Science 38.9 48.4 52.3 50.5 51.9 53.9 59.7 
 
Source: Longitudinal Surveys of Australian Youth (LSAY) Y03 cohort, cohort reports, http://www.lsay.edu.au/cohort/2003/1.html 
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Table A2.39: Proportion of VET graduates going on to further study by qualification level and type of further study, 2013 

15-19 year olds 

Type of further study institute 

Qualification University TAFE Other 
Not enrolled in 
further study Not Stated Total 

 

Diplomas and above 25.5 15.2 4.3 52.0 3.1 100 
 

Certificate IV 21.1 26.7 12.9 34.2 5.0 100 
 

Certificate III 12.5 20.7 11.0 52.6 3.2 100 
 

Certificate II 6.8 28.7 18.1 42.1 4.2 100 
 

Certificate I 0.9 25.2 19.2 46.5 8.1 100 
 

Total 12.2 23.4 13.1 47.5 3.9 100 
 

         

20-24 year olds 

Type of further study institute 

Qualification University TAFE Other 
Not enrolled in 
further study Not Stated Total 

 

Diplomas and above 27.7 11.1 3.3 54.1 3.8 100 
 

Certificate IV 17.8 19.3 8.3 50.4 4.1 100 
 

Certificate III 8.5 17.9 7.8 62.4 3.3 100 
 

Certificate II 5.0 24.9 12.3 52.6 5.1 100 
 

Certificate I 18.4 19.5 10.6 44.4 7.1 100 
 

Total 13.4 17.8 7.6 57.5 3.8 100 
 

 

Source: NCVER's Student Outcomes Survey 2013 
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Table 2.40: Labour force status for the civilian population aged 15-64, 2000-2012 (%) 

 

Employed 
Full Time 15-
64 years 

Employed 
Part Time 15-
64 years 

Unemployed 
15-64 years 

Not in the 
labour force 
15-64 years 

Civilian 
population 
15-64 

2000  50.8   18.3   4.8   26.1   100.0  

2001  50.3   18.8   5.2   25.8   100.0  

2002  49.8   19.2   4.8   26.2   100.0  

2003  49.8   20.1   4.6   25.5   100.0  

2004  50.3   19.9   4.0   25.7   100.0  

2005  51.2   20.3   3.9   24.6   100.0  

2006  51.4   20.6   3.7   24.3   100.0  

2007  52.6   20.3   3.3   23.8   100.0  

2008  52.5   20.7   3.4   23.5   100.0  

2009  51.2   20.9   4.6   23.3   100.0  

2010  51.0   21.0   4.1   23.9   100.0  

2011  51.4   21.4   3.9   23.3   100.0  

2012  51.4   21.2   4.1   23.3   100.0  

2013  50.9   21.3   4.4   23.4   100.0  
 

   
 
Source: ABS labour force statistics, cat. no. 6291.0.55.01, table 03a 
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Appendix 3: Stakeholder engagement 

Throughout the evaluation, dandolo partners gained invaluable insight into the National Partnership through engagement with a 

large number and broad range of stakeholders across the Australian and State and Territory governments, including education 

regional offices, schools and public VET providers, non-government education authorities, Youth Connection and Partnership 

Broker service providers, community and youth organisations, business and industry representatives and young people.  

The following table shows the approximate number of stakeholders consulted in each group for the final year of the evaluation.  

Stakeholder group 
Number of stakeholders 

consulted 

Australian Government 10 

State and Territory governments 16 

Youth Connections and Partnership 

Brokers service providers 
40 

Business and industry sector 3 

Career development sector 5 

Education and training sector 8 

TOTAL 82 

dandolo partners sincerely appreciates the input of all stakeholders consulted as part of the evaluation. 
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Appendix 4: Career Development projects 

funded under Making Career Connections 

The seven project summaries below are based on the project proposals sent to the Department.   
 
1. HYPA Works 

 

HYPA Works aims to link young people with small business owners to support them to establish a social media presence. The 

program intends to create jobs for young people by filling a gap in service provision for small business owners, who have not yet 

discovered the use of social media for their business.  

Participants will receive at least 4 months of intensive training from sessional IT professionals, mentoring and support to either 

enter work in the IT field or to establish their own business.  

 
2. Parents as Career Transition Support (PACTS) 

 

The PACTS program is aimed at supporting parents to be more informed about and play an active role in supporting the career 

development of their child. The program will provide training to facilitators who will deliver workshops about career decision-making 

to 28,800 parents and families Australia wide.  

 
3. Beacon Real Futures Generation Project 

 

The Real Futures Generation process aims to broaden young peoples’ understanding of the range of career options available to 

them and gives them the core skills for work required to succeed. Through this career exploration process, students hear from 

industry representatives in a classroom setting, have the opportunity to visit their place of work and many will have the opportunity 

to participate in the employability skills program which has been specifically developed for this purpose – Prepare for Work. Once 

in employment, Beacon ensures the students are mentored and assists the employer to establish a mentoring program if one does 

not already exist.   

 
4. Scientists and Mathematicians in Schools 

 

The existing Scientists and Mathematicians in Schools (SMiS) program creates and supports flexible, ongoing partnerships 

between practicing scientists and mathematicians with primary and secondary school teachers throughout Australia on a voluntary 

basis. Teachers will be matched with professionals and these partnerships will be used to showcase these potential careers to 

students. Making Career Connections funding expands this program to include ICT professionals in schools.  

 
5. Work Inspiration Project  

Work Inspiration (WI) is an Australia wide, employer-led campaign that aims to ensure that young Australians’ first experience of 

the world of work is meaningful and inspiring. Work Inspiration is a combination of hands-on experiences, career conversations 
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between students and adults in the workforce and student reflections and feedback. These activities are shaped by the Work 

Inspiration framework, however the precise nature of the activities are designed and delivered by the lead employer. 

 
6. Where the Jobs Are Workshops 

These half-day workshops are designed to build the capabilities of attendees in confidently locating, interpreting and applying 

labour market information in order to support career and employment decision-making and choices.  

The workshops will be delivered by qualified career development professionals. Up to 15 will be selected to participate in an 

intensive “train the trainer” to ensure a consistent message is delivered throughout the implementation of 100 workshops. The 

workshops will be supported by a Handbook, which will draw on key sources of labour market information. 

 
7. Worlds of Work Extension Program (based on a pre-existing program) 

Over one intensive week, this program takes Year 10 students on a journey that aims to broaden their views on what it means to 

be successful in the changing world of work. The program consists of facilitated workshops around personal development and 

employability skills and three workplace visits across a range of industries and sectors and will culminate in a student project 

testing the skills learned throughout the week.  

 
8. Aspirations Mentoring (based on pre-existing program) 

The Aspirations Mentoring program is an existing structured mentoring program for students in Year 10 and 11 from disadvantaged 

schools. The increased funding offered by the Making Career Connections program increases mentoring opportunities for 

approximately 800 additional students and will allow the program to engage with new schools, and new businesses from industries 

facing skill shortages.  
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A note about terminology:

There are many terms used to describe non-technical capabilities,
such as general capabilities, generic skills or competencies,
employability skills, core skills etc.  However, for the purposes of this
research we have used the term ‘non-technical capabilities’ and have
included under this term both literacy and numeracy skills and other
generic skills, knowledge and understandings that are covered by the
following four national frameworks:

u The Australian Core Skills Framework (ACSF)

u The Core Skills for Work Developmental Framework
(CSfW)

u The General Capabilities from the Australian national
curriculum

u The Australian Blueprint for Career Development
(ABCD).

It is not intended that the term ‘non-technical capabilities’ replace any
of the existing terminology currently in use and it was deliberately
selected so as not to favour any particular current term.

The project identified widespread interest in establishing agreement on
common terminology to describe these capabilities, but this is an issue
that will require further consultation and discussion amongst all of the
stakeholder groups.

1. ABOUT THE PROJECT
This project set out to conduct research around the non-technical capabilities needed by secondary
school graduates to successfully participate in work or further study.

The project examined which capabilities are most appropriately developed in a school setting, as
well as what might be realistically done in schools to develop, assess and/or recognise these
capabilities and how employers can support and/or add to this.  It also examined what secondary
schools are currently doing to support students to develop these capabilities and identified where
processes are already in place to assess and/or recognise them.

The project consisted of a number of key activities:

Consultation with key stakeholders

An initial round of consultations was conducted with 34 key stakeholders from
across the school sector (including Departmental staff and curriculum authority
representatives from each state and territory, peak parent groups and the Australian
Curriculum, Assessment and Reporting Authority), from peak industry groups,
Vocational Education and Training (VET) provider peaks and other organisations
with an interest in developing the work readiness of young people. A complete list of
those interviewed in the initial round of consultations can be found in
Attachment A.

The consultations focused on exploring:

u the ways in which these capabilities are already being developed, measured and
recognised within the secondary school system, and where there are gaps
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u the value of assessing and recognising non-technical capabilities and of developing
a national approach to this

u the barriers and enablers to developing, measuring and recognising these
capabilities on a national basis

u what the respective roles of secondary schools and employers/industry should be in
terms of supporting students to develop non-technical capabilities.

Analysis of literature

A range of literature was examined in relation to the following topics:

u the benefits and challenges of assessing non-technical capabilities

u approaches to assessing non-technical capabilities in Australia and internationally

u approaches to measuring literacy and numeracy skills in Australia and
internationally

u young people’s transitions from school into work and further education.

The detailed findings of the literature analysis can be found in the Supplementary
Report – Findings from the literature.

Investigation of current initiatives in schools

A selection of programs or initiatives aimed at developing non-technical capabilities,
which are currently being used in particular schools or across education systems in
particular states and territories, were investigated in order to identify:

u what capabilities are being developed

u what is proving to be effective and where the barriers and challenges are

u who is involved and how the stakeholders work together.

This investigation involved consultation with key people responsible for
implementing the program or initiative, as well as document analysis where
relevant.

A summary of the programs/initiatives that were examined can be found in
Attachment B.

In addition, two group consultations were conducted with representatives of schools
and the education system in Western Australia and South Australia. A list of
participants can be found in Attachment A.

Analysis of employment and education pathways

Five different pathways that represent a cross-section of the employment or tertiary
education options pursued by students post-school were analysed to determine:

u what non-technical capabilities were needed to be successful in pursuing that
pathway

u what evidence is currently being used to assess whether young people possess
those non-technical capabilities

u how stakeholders are working together to ensure young people develop the
necessary non-technical capabilities.

This analysis was conducted using a combination of desk research and follow-up
interviews with key informants.

A summary of the five pathways can be found in Attachment C.
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Workshopping of options

Three final workshops were conducted in Sydney, Melbourne and Adelaide to test
our thinking about the project findings and possible options for increasing the focus
on the non-technical capabilities needed to be successful in work or further study.
These workshops included representatives of schools, state government education
departments and curriculum authorities, and other organisations delivering
initiatives for young people.

A list of those involved in the final workshops can be found in Attachment A.

The report details the findings of each of these activities, as well as our conclusions from the
research and considerations for progressing the issue of supporting secondary school students to
develop the non-technical capabilities they need to successfully participate in work or further study.

3. WHAT THE CONSULTATIONS TOLD US
The initial round of consultations with education, industry, youth and tertiary education stakeholders
highlighted a number of issues and points of view that informed investigations in the remainder of
the project.

These capabilities are important, but that does not mean a national approach
to measurement is needed

There is widespread recognition that non-technical capabilities are extremely important and that
there is value in schools making them explicit, well known and acknowledged.  However, this does
not necessarily translate into support for a national approach to measuring and recognising them.
Even industry representatives felt that while they would expect students to be coming to them with
certain non-technical capabilities, that a national approach to measuring and reporting on them
would not be of value to employers.

There are many different issues that sit behind a reluctance to measure and report:

u While some progress has been made in approaches to measuring non-technical
capabilities, there is a widespread lack of understanding and/or confidence in how
to measure these kinds of capabilities in a way that is authentic and meaningful.

u There are many concerns about what the results of the assessment of these
capabilities might be used for and that this might further disadvantage those who
are already struggling, or that results may not be interpreted accurately by
employers. Some suggested that any assessment should be for diagnostic or self-
reflection purposes, not for summative reporting.

u In a related issue, some of those consulted stressed that there is no point in
establishing a benchmark for certain capabilities if there are not mechanisms in
place for helping students to reach those benchmarks.  For this reason, some
suggested that any measurement of non-technical capabilities needs to take place
back in Year 10 so that any gaps can be addressed before the end of secondary
school.

Some suggested that there may be more value to be gained from raising awareness of these
capabilities and helping teachers and students to give them an explicit focus, than on measuring
them. Others suggested that rather than assessment and reporting, that the provision of information
about what students had done over the course of their schooling years that involved the
development and use of non-technical capabilities could be of more use to employers.  One
interviewee pointed out that employers currently look to work experience gained through work
integrated learning, part-time work and structured work placements as a proxy for the non-technical
capabilities they are seeking.
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At the same time there was an acknowledgement by many of those consulted that what gets
assessed or measured is what gets attention and that although General Capabilities are embedded
into the curriculum, they rarely receive explicit attention in senior secondary education (outside of
VET or Career Development activities) because they are not assessed.

A notable exception is the state of Victoria, which has developed learning outcomes and assessment
and reporting processes against General Capabilities for students up to year 10, so that progress can
be tracked.

Non-technical capabilities are context specific

There was a strong recognition that non-technical capabilities are very much context specific and it
would be inappropriate to create benchmarks that are applicable to all students regardless of their
intended future pathways or level of development.  Others described concerns about non-technical
capabilities being assessed out of context (i.e. out of domain/subject area), leading to “lowest
common denominator assessment”.

In addition, several of those consulted pointed out that schools cannot replicate the realities of
workplaces and even if students were assessed as having demonstrated certain capabilities in a
school context, that does not mean that they will be able to demonstrate them in a work
environment.  Therefore students cannot be assessed as ‘work ready’.

Some also acknowledged that the world in which young people will work is rapidly changing and will
continue to do so. So the non-technical capabilities they develop need to be ones that will see them
through into a changing future.

Literacy and numeracy skills are of a different nature to other non-technical
capabilities

There appears to be widespread recognition that literacy and numeracy skills underpin ongoing
success in learning and work performance and in the development and application of other
capabilities.  The critical importance and enabling functions of these skills and the fact that they are
considered to be more easily assessed and reported on than other non-technical capabilities, sets
them apart to a certain extent.

Several states and territories have already established literacy and numeracy requirements that
students must meet before being issued with a Senior Secondary Certificate of Education and a
number of literacy and numeracy assessment tools based on the ACSF are in use.

However, we know that literacy and numeracy skills are also very much context specific and that
minimum standards will not be enough for pursuing many occupations. Therefore the purpose and
use of any assessments need to be carefully considered.

A national approach would be challenging

Many of those consulted could not see a need for a national approach to recognising non-technical
capabilities at the end of secondary school, although some could see possibilities for a set of national
principles or similar.

There is certainly no appetite for revisiting the process of identifying which capabilities are important.
Those consulted pointed to the various national frameworks that already exist, which outline what
the skills are and how to develop them, including:

u The Australian Core Skills Framework (ACSF)

u The Core Skills for Work Developmental Framework (CSfW)

u The General Capabilities from the national curriculum

u The Australian Blueprint for Career Development (ABCD).
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Many spoke about the need for a common language to talk about these capabilities – and one that is
simple and easily understood by both students and employers and that will still be relevant to the
world of work of the future.

However, many indicated that achieving a consistent approach to recognising these capabilities
across the states and territories, particularly in relation to Year 11 and 12 outcomes would be
extremely difficult.

The exception is literacy and numeracy skills, which as explained above, are viewed in a different
way to other non-technical capabilities. There appears to be significant interest across a number of
jurisdictions in establishing benchmarks and common assessment tools for measuring and reporting
on these skills.

The development of work or study ‘readiness’ is a joint responsibility

The Ithaca Group Work Readiness Conceptual Framework (Figure 1 on the following page) was seen
to be a useful means of framing conversations about roles and responsibilities and the theme of
collaboration and partnership between schools, families and employers was prominent. It also
highlights that there are common non-technical capabilities that are needed, as well as skills,
knowledge and understandings that are more specific to the work or study pathway being pursued.

Although many felt that both schools and employers have a role to play in all layers of the pyramid,
there was a fairly consistent view that:

u Schools (and families) predominantly had responsibility for assisting young people
to start the development of Foundation Skills and Knowledge and Self-
understanding

u Some exposure to Broad Industry Understanding can take place at school, but that
it requires the input of employers and industry

u Tertiary education providers and employers are responsible for helping young
people to develop Occupation-specific Skills and Knowledge

u Employers are responsible supporting the development of Workplace-specific Skills
and Knowledge, including making expectations of workplace behaviour and
performance clear to young people.
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The research highlights that:

u effective assessment gives teachers information they wouldn’t otherwise have and
information that will help students improve their performance

u the right kind of assessment results can improve communication and motivation

u having concrete data can help teachers become more intentional about fostering
these capabilities, and can encourage teachers to meet regularly to discuss student
needs.

At the same time, non-technical capabilities can be difficult to assess because of their more tacit
and context-dependent nature, difficulties in creating realistic contexts in which to assess them, the
time and resources needed for assessment, and a lack of knowledge and confidence amongst
teachers in how to assess these kinds of capabilities.

The literature points to a number of criteria to be considered when determining the effectiveness of
any approach to assessment of non-technical capabilities:

u Fitness for purpose – and purpose will vary for different stakeholder groups (e.g.
learners may need information about their performance to make decisions about
work and study and where and how they can improve their capabilities, teachers
need information that will inform their practice and how they can help individual
students, schools want to know how they are performing in equipping students for
work and further learning and employers want information about the capabilities
someone can bring to their workplace)

u Cost – which tends to be driven by the complexity of the assessment format

u Logistics – including technological considerations and professional development
needed for teachers to administer the assessment

u Reliability – in terms of both consistency and in terms of assessment over time

u Validity – which is often ensured by drawing upon a number of sources of evidence

u Fairness – by avoiding any bias created by elements that are not being assessed
(such as lack of familiarity with the language or context)

u Credibility – amongst those who have a stake in the outcomes of the assessment

u Simplicity and clarity – so as to not need large amounts of specialised training to
administer and ensure the requirements are explicit for students and those involved
in the assessment.

Assessment of non-technical capabilities can be either discrete or integrated with other academic
learning. The benefit of assessing separately is that the capabilities become a focus in themselves,
emphasising their importance and allowing teachers and students to concentrate solely on those
capabilities. The benefit of integrated assessment is that it is more contextual and accurate to
situations where capabilities are exercised in order to achieve a work or study task.

A range of examples of formats and approaches to assessing non-technical capabilities can be
found in the Supplementary Report – Findings from the literature.

Assessment of Literacy and Numeracy Skills

In Australia and the United Kingdom, there appears to be a trend towards greater use of assessment
in an effort to improve young people’s literacy and numeracy skills.

In England and Northern Ireland, changes to the General Certificate of Secondary Education (GCSE),
which is equivalent to year 9 or 10, mean that assessment of literacy and numeracy takes place
predominantly through exams, rather than coursework. Similar reforms are being introduced for A
levels, which are equivalent to year 12.
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Although these measures have been criticised for their impact on disadvantaged learners who have
traditionally relied on vocational subjects to achieve their GCSE, the Government has responded that
the ‘dumbing down’ of curriculum and assessment does not benefit disadvantaged learners and that
they have not been well-served by qualifications with little or no labour market value.

In Scotland, literacy and numeracy levels are monitored through the random selection of students to
complete literacy or numeracy tasks. This annual survey is conducted at the educational equivalent
of ages 8-9, 11-12 and 13-14.

Ireland has also prioritised the improvement of literacy and numeracy outcomes for school students
and is introducing a number of strategies for this, including extending National Assessments in
Reading and Mathematics (NAERM) into secondary school.

In Australia, literacy and numeracy skills are gaining a stronger focus in senior secondary school exit
requirements (see further details in the following section). Western Australia has very recently
introduced a benchmark that all students must meet in order to receive their senior school exit
certificate and which is determined through standardised testing (either NAPLAN or the new Online
Literacy and Numeracy Assessment). Students completing year 12 in 2016 are the first cohort to
have to meet this benchmark.

New South Wales has also recently announced that it will introduce similar requirements for
students to receive their Higher School Certificate.

Further details of approaches to the assessment of literacy and numeracy skills can be found in the
Supplementary Report – Findings from the literature.

To what extent do secondary school graduates have the necessary skills?

There is no nationally-consistent data collected on the non-technical capabilities that students have
when they complete year 12.

Senior Secondary Certificates of Education currently report on a range of different achievements,
some of which include non-technical capabilities or are proxy indicators of non-technical
capabilities.

The Northern Territory, South Australia, Western Australia, Tasmania and Queensland all have
literacy and numeracy requirements for students to achieve a Senior Secondary Certificate of
Education.  In Victoria, the VCAL has specific literacy and numeracy requirements for students. In
NSW those who are not going to complete Year 12 may elect to complete literacy and numeracy as
part of their Record of School Achievement (ROSA). However, new literacy and numeracy
requirements for HSC will soon be introduced.

Other requirements include:

u In South Australia and the Northern Territory, students must complete a Personal
Learning Plan (which builds self-reflection and career development capabilities) to
achieve their exit certificate

u The Western Australian Statement of Student Achievement records whether
students have achieved the literacy and numeracy standards, as well as records
achievement of awards and any community service undertaken

u The award of a Tasmanian Certificate of Education (TCE) requires achieving the
‘everyday adult reading, writing and communication skills standard', the 'everyday
adult mathematics skills standard' and the standard for ‘pathways planning’

u The Victorian Certificate of Applied Learning includes work-related and personal
development skills, in addition to literacy and numeracy skill requirements

u The NSW Higher School Certificate includes a Life Skills Profile of Student
Achievement, which records successful completion of a Life Skills course.  The
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NSW Record of School Achievement is for students who leave school before
achieving a Higher School Certificate, and includes an ongoing learning portfolio.

However, the lack of consistency in school exit reporting makes it difficult to make any assessment
of the extent to which secondary school graduates do have the capabilities necessary to participate
in work or further study. One alternative is to look at the literature on the success of young people’s
transitions to various education, training and employment pathways after school.  An overview of
findings from several different sources can be found in the Supplementary Report – Findings from
the literature.

The findings highlight some useful points:

u At age 19 (by which time most young people will have finished secondary school)
only slightly more than half of all young people are participating in education or
training. In one study1, 2014 data indicates that of those aged 19:

§ 26% of males and 37% of females were participating in higher education

§ 14% of males and 5% of females were undertaking an apprenticeship or
traineeship

§ 10% of males and 13% of females were participating in other VET studies

§ 48% of males and 43% of females were not involved in education and
training (i.e. were employed, unemployed or not in the labour market)

u Undertaking VET courses while at school improves post-school outcomes for many
young people. In a study2 of students who were in year 11 in 2006, of those who
did not go on to higher education:

§ the rate of full engagement in work or study five years later for those who
did VET subjects while they were at school was 3 - 4% higher than that of
the overall group of those who did not go on to higher education

§ the rate of full engagement in work or study five years later for those who
completed a Certificate III or higher while at school  was 4 – 5% higher
than for those that had completed a Certificate I or II

u The average age at which young people transition to work has increased
significantly as has the gap between completing full-time study and participating in
full-time employment. Other transitions, such as moving out of home, starting a
family etc, are also happening later3.

u The proportion of young people not in employment, education or training is also
increasing4

u An evaluation of a program5 that supports young people through transitions to work
or study found that low self-esteem, behavioural problems, low literacy and
numeracy skills and socialisation issues were the biggest barriers to successful
transitions

u Another study of youth transitions6 defined a ‘good transition’ as individuals having
been fully-engaged in full-time work or study (at Certificate III above) or a

1 Australian vocational education and training statistics: Young people in education and training 2014, NCVER

2 Outcomes from Vocational Education and Training in Schools, experimental estimates, Australia 2006-2011, ABS

3 Evaluation of the National Partnership on Youth Attainment and Transitions: A report for the Department of
Education, 16 January 2014, Dandolo Partners

4 How young people are faring in the transition from school to work, Foundation for Young Australians

5 Evaluation of the National Partnership on Youth Attainment and Transitions: A report for the Department of
Education, 16 January 2014, Dandolo Partners

6 Youth Transitions Evidence Base: 2012 Update, Deloitte Access Economics
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combination of both. The study reported that 82% of young people are making
good transitions, 14% are making mixed transitions and only 4% are making poor
transitions.

This final point indicates that overall, the vast majority of young people are making good transitions,
but that there are some who may need additional support. They include:

§ Those who do not complete year 12

§ Those who do not work part-time while at school

§ Indigenous Australians

§ Those with a disability

§ Those with low levels of literacy and numeracy

§ Those from remote and very remote areas

§ Those with lower socio-economic backgrounds7.

Other important implications of these findings are that:

u Although the numbers of young people participating in higher education has been
increasing for some time, they still account for only about one-third of young people
at age 19.  While the proportions of students entering higher education will vary
from school to school, a focus on achieving ATAR/tertiary entrance scores should
not be allowed to overshadow a focus on preparing many other young people for
VET, for employment or for a combination of work and training

u Participation in VET while at school can help to improve transitions to work or
further study. However, low literacy and numeracy skills and underlying emotional,
socialisation and behavioural issues also need to be addressed to improve the
transitions for some young people

u Part-time work while at school is a useful proxy indicator of exposure to the realities
of the ‘world of work’.  The research shows that those young people who have not
had this exposure do not fare as well in post-school transitions.

The fact that young people are making all of life’s transitions much later and in less direct ways than
they once did, suggests that expectations about the capabilities of young people may need to be
adjusted to reflect these new realities. It may well be that we need to think about today’s 19 year olds
in the same way we once thought about 15 year olds and accept that they may have similar levels of
maturity and life experience and need the same kinds of support to make successful transitions into
work. Comments made in consultations also highlight this issue, with several people pointing out that
many of the complaints about young people’s lack of work readiness are due to the fact that they are
aged 15-19, not to a lack of skills.

However, this needs to be balanced with recognition that many of today’s workplaces require more
complex and sophisticated capabilities than those of the past - an issue that is highlighted in Section
6 of this report.

5. WHAT’S ALREADY BEING DONE?
As part of our research we examined 21 different initiatives currently being delivered to young
people across Australian schools, schooling systems and in the wider community to help them to
develop non-technical capabilities. A summary of these initiatives can be found in Attachment B.

7 Youth Transitions Evidence Base: 2012 Update, Deloitte Access Economics
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The investigation of these initiatives highlighted that many efforts are being made to provide young
people with opportunities to build skills, knowledge, understanding and networks that will help them
to be successful beyond school. However, these efforts are, for the most part, directed at selected
students or cohorts of students.

It also enabled us to identify a range of features or factors that make some initiatives more effective
than others. And while these investigations were focused on efforts to develop ‘work readiness’, the
findings can, in most cases, be equally applied to efforts to prepare young people for further study.

Literacy and numeracy skills

As mentioned earlier in this report, several Australian states and territories have literacy and
numeracy requirements that students must meet in order to receive their Senior Secondary
Certificate of Education.  The experience of Western Australia, however, provides additional insight
into the kinds of literacy and numeracy skills that are required.  Prior to this year, students needed to
gain a grade of C or higher in English to receive their Western Australian Certificate of Education
(WACE). However, they were still receiving complaints that some school graduates did not have the
fundamental literacy and numeracy skills needed for work or further study.

So they have introduced new requirements, which mean that from 2016, in order to receive the
WACE, students must:

u have achieved Band 8 or more in the Year 9 NAPLAN test, or

u pass the Online Literacy and Numeracy Assessment (OLNA).

OLNA is aligned to Level 3 of the ACSF in literacy (reading and writing) and numeracy and is based
on the literacy and numeracy demands of “everyday life and work in a knowledge-based economy”8.
The reading and numeracy components of the assessment each comprise 45 multiple choice
questions. Students have 50 minutes to complete each of these components. The writing
component is a typed response of up to 600 words. Students have 60 minutes to complete the
writing component. Assessment rounds are conducted twice per year.

Students who do not achieve the necessary results in the Year 9 NAPLAN test have the opportunity
for multiple attempts at the OLNA through years 10 – 12.  If they have not achieved the literacy and
numeracy standard by the time they leave school, they cannot be awarded the WACE, but they can
apply to the Authority to re-sit the literacy and numeracy assessment at any age.

The new data being collected in relation to these new requirements has enabled the School
Curriculum and Standards Authority Western Australia to track the progress of students’ literacy and
numeracy skill development. They have found that 61% of students who had not yet met the new
requirements in the early stages of year 12 were below the NAPLAN national mean in Year 5 (which
is as far back as NAPLAN data goes). This highlights the need for literacy and numeracy issues to
be identified and addressed as early as possible.

Interestingly, they have also found that since introducing the new requirements for literacy and
numeracy, year 9 NAPLAN results in Western Australia have improved dramatically, which may
indicate that greater attention and effort is being paid to literacy and numeracy skills or to the
NAPLAN test itself.

How do young people develop non-technical capabilities?

There appears to be widespread acceptance that one of the best ways for young people to develop
the non-technical capabilities needed to be successful in work is through workplace experience.
However, to be of use the experience should:

u be authentic and incorporate real life problems to work on

8 http://senior-secondary.scsa.wa.edu.au/assessment/olna
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u have support provided by appropriately skilled and experienced mentors

u incorporate preparation prior to the experience, as well as opportunities to reflect
on the experience.

Although authentic work experience can be time-consuming and costly to arrange, there are
numerous examples of it being done well.

Students who are planning to undertake tertiary education also need to have opportunities to build
an understanding of what it will be like and what the expectations are. One of the schools we spoke
to provides all year 11 students with the opportunity to partake in a residential study at a local
university, in which students live on campus for three days and two nights and focus on developing
leadership and study skills.

Extra-curricular activities undertaken as a part of broader school activities or within the wider
community are another common way in which young people develop non-technical capabilities.
Participation in extra-curricular activities such as cultural and sporting programs and events,
volunteering and community service, is recognised in the certification issued by some jurisdictions
and many employers also look to evidence of participation in such activities as an indicator of young
peoples’ development of non-technical capabilities.

Career development activities are also an essential means of preparing for work or further study in
terms of building self-understanding, exploring work options, learning about requirements and
expectations of work and further study and developing the skills and behaviours needed to meet
these.  However, both the literature and those consulted emphasised that in order to be most
effective, career development competencies should be a part of every aspect of the curriculum so
that everything that students are learning is linked to its potential relevance and application in other
contexts and into the future.

Who needs to be involved?

Strong engagement with employers and industry groups and high level support within the school are
key features of successful initiatives to help students develop non-technical capabilities.

The initiatives examined also point to the importance of:

u students taking responsibility for their own learning (e.g. through research and
portfolio based initiatives)

u employers having adequate support to prepare them for taking on students for work
placements

u partnerships with external organisations (such as the Smith Family, Foundation for
Young Australians and the Beacon Foundation) and with universities to deliver
learning and experience opportunities for students

u involving students’ families in initiatives where possible so that they can provide
encouragement and support.

What are the barriers and challenges to developing these capabilities?

Although many well-designed initiatives and programs (along with supporting resources and
professional development) are available to support the development of career and ‘work readiness’
skills, the key challenge for many schools lies in the lack of time available to fit in these ‘extra’
activities. Outside of VET programs in which workplace learning may be mandatory, the majority of
initiatives and programs are implemented at the discretion of the school or teachers.

School culture and teacher attitudes can also be a significant challenge. Some schools see the
development of non-technical capabilities as being essential for all students and the programs and
range of subjects on offer reflect this. However, in other schools there is a very strong distinction
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between ‘ATAR’ or tertiary entrance pathways and vocational pathways, with vocational courses still
seen as being for the ‘less able’.

The focus on developing non-technical capabilities seems to stop in years 11 and 12.  When you
look at the role of the teacher in the primary school it is more about the development of the whole
child and in years 7-10 there is a considerable focus on General Capabilities and career learning.
However, in senior secondary school the focus tends to shift to discipline knowledge, multiple
teachers operating in silos and less consideration to the development of the child as a whole. So it is
much harder for schools to consider and place an emphasis on the development of non-technical
capabilities.

Sitting alongside the lack of capacity to implement new initiatives is a shortage of capability amongst
teachers.  In most cases career learning and the development of work readiness is implemented by
specialist career or VET practitioners. However, best practice thinking indicates that these kinds of
capabilities should be built into every part of the curriculum and delivered by every teacher.
Consultations indicate that barriers to a wider approach to developing non-technical capabilities
include:

u Many teachers don’t have an understanding what the ‘real’ world of work is like

u Despite the availability of good resources, many teachers are unaware of them or
how they might use them in conjunction with discipline-based materials

u There is a lack of awareness and/or confidence amongst teachers about how to
develop and assess non-technical capabilities, and in some cases, a belief that it is
not possible to teach them

u Some teachers don’t see the preparation of students for the world of work as part of
their job.

This final point highlights a need for broader cultural change in which all members of the school
community see themselves as having a role to play in preparing students for whatever is to come
after school.

The research shows that young people benefit from multiple ‘career conversations’ – with employers,
teachers and parents, as part of their career and work explorations.  Vocation learning activities and
programs conducted in schools play an important part in facilitating these explorations.

6.POST-SCHOOL PATHWAYS
As part of the research we explored five different pathways that reflect a range of destinations for
students after the completion of year 12.  They were:

1. A trade-based industry that is accessed through apprenticeship pathways – Building
and Construction

2. An industry that young people frequently enter directly from school – a combination of
Retail and Hospitality

3. A higher education pathway that leads to a variety of professional occupations –
Bachelor of Science

4. An industry that employs young people through a mix of pathways, including directly
from school and through VET and higher education study, which has been active in
thinking about workforce development and skilling issues – Manufacturing

5. An industry that will be experiencing growth into the future and also employs young
people through a mix of pathways – Early Childhood Education.

This exploration enabled us to examine what kinds of non-technical capabilities were needed by
young people to be successful in these particular pathways, what evidence is being used to
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Given that these five pathways involve a mix of employment, vocational and higher education
destinations, it is particularly interesting to note some commonalities across them in terms of the
importance of:

u Literacy and numeracy skills

u Problem-solving skills

u Interpersonal/teamwork/collaboration skills.

Resilience and a positive attitude also feature a number of times.

Another point that arose from the investigation of the Higher Education Science pathway was that in
many of today’s workplaces, employers need staff who are good at critical thinking, solving complex
problems, and creative problem-solving.9 Those non-technical capabilities are also an outcome of
the current focus on the development of Science, Technology, Engineering and Maths (STEM) skills,
and the literature suggests that these are capabilities that many more young people should be
developing to meet the demands of technological change and an increasing need for innovation
capacity.

The need for these kinds of problem-solving and higher order thinking capabilities was also raised in
the investigation into the Manufacturing pathway, along with the need for digital literacy, due to the
increasing digitisation of tasks.  The increasingly complexity of technology and customer interactions
is also affecting the level of capabilities needed in the retail and hospitality industries.

Evidence

Although there are particular capabilities that are important for each pathway, our explorations found
that specific assessments of those capabilities are not necessarily a feature of the evidence that
employers or tertiary education providers look to when ‘recruiting’ school graduates into that
pathway.

In higher education, course entry is based on meeting academic pre-requisites (such as subject
prerequisites and tertiary entrance scores). Whilst we have been told anecdotally that some
universities are starting to look more broadly at the skills and experience of potential entrants, we
could find no written evidence of this.

Similarly, in VET, literacy and numeracy skills are the only ones that tend to assessed as a pre-cursor
to entry.  Entrance to an apprenticeship or traineeship is a different case due to the employment
component.

Employers tend to use ‘proxies’ as evidence of non-technical capabilities, such as:

u links to local schools so that they have some knowledge of individual students in
the school

u consideration of any prior work experience the young person has

u referrals of young people who are known within the employer’s networks

u references

u consideration of the non school based activities of the young person

u interview performance.

However, in some cases they do use direct evidence, such as:

u observation when the young person is on work placement or doing a traineeship or
apprenticeship

u school assessments.

9  Prinsley, R., & Baranyai, K. (2015). STEM skills in the workforce: what do employers want.
Office of the Chief Scientist, Canberra.
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How stakeholders can work together

There are many ways in which stakeholders can work together to support young people in achieving
a successful transition into the various pathways, including:

u providing pathways into employment or further VET studies through school-based
apprenticeship and traineeship programs or other pre-vocational courses (but only
if those courses have the support of industry as a valid pathway)

u through work experience and structured workplace learning programs

u employers providing good recruitment, induction and mentoring processes for new
employees

u ensuring all students develop STEM skills at school

u careers fairs and forums, employer and tertiary education provider talks

u delivery of VET courses by trainers with real industry experience.

7.WHAT’S NEEDED FOR SUCCESSFUL
PARTICIPATION IN WORK OR FURTHER
STUDY?

Issues to consider

One of the key aims of this project was to shed some light on which non-technical capabilities are
needed by secondary school graduates to successfully participate in work or further study. In order
to do this, there are several issues arising from the consultations and literature that need to be taken
into consideration:

u In terms of skills, literacy and numeracy appear to be the most common culprit in
complaints of lack of ‘readiness’ from employers and tertiary education providers

u A lack of the ‘right attitude’ is probably even more common. It’s hard to pin down
exactly what the right attitude is, but it is probably well captured in the words of one
interviewee as “pleasant, polite and presents well”.  The issue is perhaps better
described in terms of knowing what behaviours are appropriate in a workplace and
being able to demonstrate them, especially to potential employers who rate
particular attributes very highly when looking for work ready employees

u From a global workforce perspective, Australian graduates are often seen as lacking
in problem solving and innovation skills.  This points to the need for all students to
develop abilities in critical thinking, solving complex problems, and creative
problem-solving –  all of which are elements of the STEM focus that has been
receiving greater attention of late

u Knowledge of what it’s like to be a participant in the world of work or in a tertiary
education institution and understanding of what is expected in those environments
in terms of behaviour and performance are big contributors to young people’s
success post-school

u Young people need capabilities that will enable them to successfully navigate the
short-term and the ‘known’, as well as the longer-term future and the ‘unknown’.
This means having non-technical capabilities that enable to them to learn, and to
adapt and apply their learning to new situations (i.e. to be independent learners).  It
also requires emotional capabilities such as courage and resilience.
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These issues point to the need for students to explore and prepare for the specific pathways that
they intend to pursue post-school, as well as to develop other non-technical capabilities that will
enable them to make a successful transition into that pathway and make other successful transitions
into the future.

Literature relating to transitions from school to university highlights a few useful points:

u Success at university is highly dependent on an individual’s ability to be an
independent learner, which includes having:

§ an understanding of how they best learn

§ the motivation to take responsibility for their own learning

§ the ability to work with others to enhance that learning10

u Another study11 identified a three ‘intrinsic’ factors that have a significantly positive
effect on students’ transitions to university:

§ Study-related skills, including time management and willingness to seek
assistance and guidance

§ Effort-related attributes, such as motivation, commitment and willingness
to work hard and interact with others

§ Orientation to the university environment prior to commencing studies

u State school graduates and those from Catholic schools do better at University than
elite private school graduates with the same end-of-school tertiary entrance score12.
Amongst other reasons, one suggestion is that the high pressure, close supervision
and narrow focus on tertiary entrance scores at many elite private schools is at the
expense of opportunities to develop independent, self-motivated learning skills or
the personal and social skills needed for success at university

u A framework for transitions from school to post-secondary career contexts that was
developed in the USA focuses on four essential components:

§ Key cognitive strategies

§ The ability to process content knowledge using those cognitive strategies

§ Academic and self-management behaviours

§ Contextual skills and awareness (e.g. understanding the culture of
university or workplaces).13

There is no similar literature relating to young people’s transitions from school to VET, but the USA
framework described in the final point above has been developed with consideration of a range of
post-secondary school contexts, not just in relation to transition from school to college.

In terms of transitions to work, the consultations throughout the project found widespread agreement
that the ‘Work Readiness Conceptual Framework’ (see page 7) does in fact capture all of the
necessary capabilities, including

u foundation skills

u self-understanding

10 Zimmerman, B.J. (1986) Becoming a self-regulated learner: Which are the key sub processes? Contemporary
Educational Psychology, 11, p308

11 Bowles, A., Dobson, A., Fisher, R & McPhail, R  (2011). An Exploratory Investigation into First Year Student
Transition to University. In Krause, K., Buckridge, M., Grimmer, C. and Purbrick-Illek, S. (Eds.) Research and
Development in Higher Education: Reshaping Higher Education, 34 (pp. 61 – 71).

12 http://theconversation.com/state-school-kids-do-better-at-uni-29155

13 Conley, D. T. (2010). College and Career Ready: Helping all Students Succeed Beyond High School.  San
Francisco:  Jossey-Bass.
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u broad industry understanding

u occupation-specific skills and knowledge

u workplace-specific skills and knowledge.

The analysis of different post-school pathways also gave some insights into which foundation skills
and aspects of self-understanding were seen as most valuable. They included:

u Literacy and numeracy skills (including digital literacy)

u Problem-solving skills

u Creative and critical thinking skills

u Interpersonal and teamwork/collaboration skills

u Attributes such as resilience and a positive attitude.

A new way of thinking about these skills and capabilities

These findings have led us to think about the non-technical capabilities and the pathway-specific
capabilities needed by secondary school graduates to successfully participate in work or further
study in terms of their role in enabling successful transitions post-school.

We have called the collection of capabilities ‘Tools for Transitions’ and have grouped them under two
broad headings:

Development of pathway skills and knowledge

For young people who are pursuing work pathways directly from school, these
include:

u having the relevant occupation-specific skills and knowledge – which are developed
through their academic/vocational studies

u understanding the nature of the industry they intend to enter – which is developed
through career exploration activities and work experience or structured workplace
learning

u understanding the workplace-specific requirements (including understanding what
attributes and behaviours are appropriate and valued) – which is developed
through work experience or structured workplace learning and/or during the initial
period of their employment.

For young people who are pursuing post-school study pathways, these include:

u having the relevant course pre-requisites – which are achieved through their
academic/vocational studies

u understanding the nature of tertiary study – which is developed through career
exploration activities and opportunities to be exposed to university or VET life

u understanding of course and institution-specific requirements – which are
developed through career exploration activities and orientation activities during their
initial period at the tertiary education institution.

Application of core skills and knowledge

These are the capabilities to apply core skills and knowledge, which are required by
all students. They underpin the development of pathway skills and knowledge, as
well as enable individuals to make successful transitions throughout their life. They
include the ability to:
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u apply literacy and numeracy skills (including digital literacy skills) in 'real life' or
further learning contexts

u apply thinking strategies to learning, creating and problem-solving

u take responsibility for one’s own learning

u use self-awareness to  reflect on choices, behaviour and performance

u use self-management skills to monitor and regulate behaviour and performance

u use social awareness and  social management skills to interact with others

u use career development competencies to explore, make and manage career
choices.

There are a number of existing national frameworks that provide guidance as to
what these core skills and knowledge look like in practice and how they can be
developed over time. Students then need opportunities to adapt and apply them in
a range of contexts (including authentic work contexts where appropriate) over their
time at school.

8.OUR CONCLUSIONS

The frameworks are already there

All of the non-technical capabilities needed to successfully participate in work or further study are
already captured in the following four national frameworks:

u General Capabilities from the national curriculum

u Core Skills for Work Developmental Framework

u Australian Core Skills Framework

u Australian Blueprint for Career Development.

Everyone seems to agree that the capabilities described in these frameworks are important – and not
only for work or further study – they are also the capabilities needed to successfully participate in life
and society. However, they are not getting the attention they need and deserve in any consistent way
either within or across Australia’s secondary schooling systems.

Being ‘work ready’ or ‘study ready’ requires the ability to apply skills and
knowledge

A key finding of Ithaca Group’s previous research on work readiness and employability skills was that
the core problem for many young people is not a lack of skills, but a lack of understanding or
capability to apply them in a new work context. Our findings in this current piece of research have
confirmed this, with both the literature and those we consulted stressing that students need
opportunities to adapt and apply their skills and knowledge in a range of authentic contexts (and to
reflect on their performance) if they are to become ‘work ready’.

The research on successful transitions to university also indicates that students need similar
opportunities to develop an understanding of tertiary education contexts and opportunities to
develop, adapt and apply the skills needed to be an effective independent learner, if they are to
become ‘study ready’.

It is therefore perhaps useful to think about these capabilities as ‘tools for transitions’, as a way of
focusing in on what students need to understand and be able to do by the time they finish
secondary school, so that they are equipped to make a successful transition to work or further study.
These tools for transitions will also equip them with the ability to successfully adapt to new and
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changing work and learning environments, many of which we cannot yet imagine, well into the
future.

These ‘tools for transitions’ are needed by all secondary school graduates

Our research findings confirm that all secondary school graduates need the ability to apply a set of
core skills and knowledge in different contexts, as well as to have developed the set of skills,
knowledge and understandings necessary for the particular work or study pathway they wish to
pursue.

For many students, the pursuit of good academic results means that they miss out on opportunities
to develop the broader capabilities needed for successful transitions.

Other students may have missed out on the development of literacy and numeracy skills, or on the
development of the skills needed for critical and creative thinking, independent learning and
complex problem-solving, which will create significant barriers to successful participation in work or
further study.

The experience of Western Australia with the introduction of their new literacy and numeracy
requirements has highlighted the fact that barriers to successful participation in work or study start
to develop as far back as primary school when students miss out on the development of
fundamental capabilities.

All of the necessary capabilities develop over time and they will be developed at different rates by
different students depending on the opportunities for experience and reflection and the support they
receive. Students will also start from different baselines and some may need additional support to
overcome factors of relative disadvantage.

Therefore progress in this development needs to be tracked over time, so that by the end of
secondary school all young people have had opportunities and support to build all of these non-
technical capabilities and pathway-specific capabilities.

As illustrated in Figure 2 on the following page, all students need to know that these ‘tools for
transitions’ are important and that they need to make the most of opportunities for building them.  At
the same time schools, in partnership with other stakeholders in their communities, need to ensure
that opportunities and appropriate levels of support are available for all students to build these
capabilities, regardless of the pathway they intend to pursue post-school.

Recognition also needs to be given to the ‘messy’ nature of careers, with young people likely to cycle
between work and study at various points along the way, or to both work and study at the same time.
The tools for transitions are necessary for becoming work ready and/or study ready at all of these
points.
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This highlights the need for attention to be given to addressing existing barriers such as school
culture, teacher attitudes and lack of capacity and capability within schools.

Our research found that amongst schools, teachers and those responsible for school systems
considerable effort is already being put into helping students build these tools. At the same time,
many of those consulted recognised that if schools are not held accountable in some way for
supporting students to build these tools, then they will be lost amongst the many other pressures
and priorities placed on schools.

In recognition of the commonly accepted wisdom that ‘what gets measured gets valued’, we have
drawn some conclusions from our research about the possible uses of measurement:

Measuring individual achievements
u There is growing evidence that it is possible to assess non-technical capabilities in

an authentic way (including with the use of technology); it just depends how much
schools are willing to spend and whether they think it is worth it

u Depending on the purpose of the assessment and the intend use of the results,
assessment at the individual level could be one, or a combination of:

§ self-assessment

§ school assessment

§ external validation (such as feedback from employers).

u Any approach to assessment would also need to recognise that non-technical
capabilities are context specific and develop over time, with individuals developing
at different rates

u Research shows that the right kind of assessment results can improve
communication and motivation and that having concrete data can help teachers
become more intentional about fostering these capabilities

u There are legitimate concerns that reporting achievements at an individual level
could further disadvantage those that are already at risk, so ideally, individual
assessment would only be used for diagnostic purposes and for tracking progress

u Given the importance and different nature of literacy and numeracy skills, there
may be particular benefits to be gained from individual assessments of those
capabilities – providing that this results in students receiving additional support to
help them reach the required standards.

Measuring student outcomes at a school level
u In the same way that some schools gain status for the number of students who get

high tertiary entrance scores, measuring how successful students are in terms of
employment and tertiary education outcomes is another way in which the value of
preparing students for life after school could be increased

u However, tracking student destinations is notoriously difficult.  An alternative could
be for schools to gather evidence and report on outcomes at a whole of school level
(e.g. the number of students who have achievement a specified level of literacy and
numeracy or the number who have participated in work experience or structured
work-based learning).

Measuring exposure to experiences and opportunities
u Employer and industry group consultations told us that while employers expect

students to be coming to them with certain non-technical capabilities, a
standardised approach to measuring them and reporting on them would not be of
value to employers. However, they do use proxies to identify these capabilities,
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such as evidence of work experience (particularly paid employment). So from an
employer perspective, it may be more useful to focus on reporting on students’
successful participation in opportunities for the development of tools for transitions
(e.g. work experience, extra-curricular activities, relevant school activities).

u This could occur at an individual level (which could be useful in providing evidence
to potential employers or tertiary education providers) and/or at a school level
(which could help to increase the focus on providing opportunities for the
development of tools for transitions).

However, there are many alternatives to measurement in order to bring about cultural change and
they also need further consideration.  Possible alternatives include implementing benchmarking
approaches (see the School Career Development Service Benchmarking Resource for an
example15), documenting good practice examples that provide clear guidance on what to do and
how to do it, developing and promoting a strategy that any school can implement in a way that suits
their particular circumstances (several people talked about the ‘Mind Matters’ mental health initiative
for secondary schools as a good example16).

9.CONSIDERATIONS FOR A WAY FORWARD
The research has confirmed that there is a need for a greater and more consistent focus on ensuring
young people are adequately prepared for work or further study.  Focusing on the tools for
transitions outlined in this report and on the skills and knowledge involved in building those tools,
would be a useful starting point.

What remains to be determined is the best way to increase that focus.

Issues that need to be considered in order to determine an effective way forward include:

1. Language – There are so many ways in which the necessary non-technical capabilities are
described across the various frameworks. Many of those consulted are calling out for
common terminology so that young people can more easily describe their capabilities to
employers and others. We have drawn most of the language in our description of the ‘tools
for transitions’ from the existing national frameworks. However further work needs to be
done to test and build agreement around the best ways to describe the various elements.

2. To measure or not – The research has identified many different initiatives that are helping
young people to build their readiness for work or further study. However, very few of them
have any measurement or reporting built into them. The exceptions tend to be initiatives
that are based on a ‘portfolio learning’ approach in which students document their skills,
learning or experience in some way (see examples in Attachment B). There are certainly
other measurement tools and approaches that are being used (see examples in the
Supplementary Report) and others that are being developed (such as the Foundation Skills
Assessment Tool). Further consideration needs to be given to the value and purpose of
measurement as a means of increasing the attention given to these capabilities.

3. The level of prescription – Governments have the power to increase the focus on these
capabilities simply by prescribing a particular approach or outcome and holding schools
accountable to it.  However, that may not be the most effective way of ensuring that young
people are better prepared for work or study post-school. The research encountered mixed
views about the usefulness of a national approach on this issue, although some
acknowledged that there was potential for national principles.  This report provides a

15 https://cica.org.au/quality-benchmarking/

16 http://www.mindmatters.edu.au/
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starting point for further conversation about what might be possible, what might be the most
effective way of approaching this and what might be the most useful levers for bringing
about change.
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ATTACHMENT A:
CONSULTATION LIST

Initial consultations

Australian Industry and Skills
Committee (AISC)

Patricia Neden

Australian Council of State School
Organisations (ACSSO)

Phillip Spratt, President

Di Giblin, CEO

ACT Board of Senior Secondary
Studies

John Stenhouse, Executive Officer

ACT Education Directorate Leanne Wright, Director of Learning and Teaching

TAFE Directors Australia Rhonda Fuzzard, Senior Manager, CIT Student Support

Business Council of Australia Megan Kirchner, Executive Director Policy

Queensland Catholic Education Bob Knight

NT Education Department Andrew Oliver, Director, Industry Engagement and
Employment Pathway

NT Education Department John Harris, Assistant Director, Senior Schools Curriculum

Tennant Creek High School Maisie Floyd, Principal

Foundations for Young Australians Jan Owens, CEO

Australian Chamber of Commerce
and Industry

Jenny Lambert, Director, Employment and Training

Australian Industry Group Megan Lilly, Head of Workforce Development

Victorian Department of Education
and Training

Leela Darvall, Manager, Careers and Pathways Unit

Daryl Sutton, Manager, VET Unit, Victorian Curriculum and
Assessment Authority
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Victorian Curriculum and
Assessment Authority

John Firth, CEO

NSW BOSTES Paul Hewitt, Executive Director, Curriculum, Teaching and
Assessment / Registrar of Teachers

Howard Kennedy

Anthony Drew

School Curriculum and Standards
Authority Western Australia

Allan Blagaich, CEO

Nicole Gazey, Principal Consultant – VET

Queensland Education and
Training, Strategic Policy and
Intergovernmental Relations

Christopher Roney, A/Executive Director, Tertiary Education
and Training

Queensland Education and
Training, Teaching and Learning
Branch

Anne Schafer

Queensland Curriculum and
Assessment Authority (QCAA)

Jacqueline Wilton, Director, Curriculum Branch

NSW Department of Education
and Training

Mike Tom, Leader, Rural & Distance Ed, A/g Director,
Secondary Education

Rosemary Brook, A/Leader, Senior Pathways
Secondary Education

Robert Lawson, Student Pathways

Brendan Gembitsky, Co-ordinator, Work Placement

SA Department of Education and
Child Development

Helen Edwards, Leadership Development

SACE Board Neil McGoran, Chief Executive

Australian Parents Association Caz Bosch, President

Group Training Australia Leonie Stanfield, Acting CEO

Australian Curriculum,
Assessment and Reporting
Authority

Deborah Palmer, Manager, Curriculum
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Group consultation participants

St Mary’s College Suzanne Megaw

St Ignatius College Linda DePoi

St Michael’s College Kevin Woolford

Our Lady of the Sacred Heart
College

Julie Stephenson

St Patrick’s Technical College Roanne Berekmeri

Peterborough High School Jenny Coe

Sacred Heart College Senior Tony Finamore

Ocean View College Tracey Wallace

Whyalla High School Don Gapp, Senior Leader

Mount Carmel College Robyn Sellars

Northern Adelaide State
Secondary Schools’ Alliance
(NASSSA) Dept for Education &
Child Development

Heather Bitter, Senior Leader, Student Pathways

Marcellin Technical College Peter Chambers

Policy Planning and Research,
Department of Training and
Workforce Development

Karen Purdy, Manager, VET System Policy

WA Chamber of Commerce and
Industry

Linda Winter, Education & Training Officer

Teaching and Learning Services,
Department of Education

Shirley Parer, Principal Consultant
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Department of Training and
Workforce Development

Anna Wildy, Manager, Apprenticeship and Traineeship Policy

Department of Education Janet Connor, Education Officer, Teaching and Learning,

Pathways and Transitions, Teaching and Learning Services

Association of Independent
Schools of Western Australia

Wade McLeod, VET Consultant

Catholic Education Genevie Baker, Coordinator Curriculum K-12, VET, Arts, VET

Funding, Catholic Performing Arts, Teaching & Learning Tea

Ursula Frayne Catholic College Maureen Johnson, VET and Career Coordinator

School Curriculum and Standards
Authority

Angela Kiely, Principal Consultant, Vocational Education and

Training

School Curriculum and Standards
Authority

Nicole Gazey, Principal Consultant, Vocational Education and

Training

Final Workshop participants

NSW Department of Education Lila Mularczyk, Director Secondary Education

Senior Pathways in Secondary
Education (NSW)

Sue Maclean, R/Coordinator Vocational Learning

Senior Pathways in Secondary
Education (NSW)

Robert Lawson, Student Pathways Advisor

Macquarie Park Operational
Directorate

Hanna Kemp, Senior Pathways Officer

Macquarie Park Operational
Directorate

Rhonda Anderson, Senior Pathways Officer

Futures Learning Unit, NSW DoE Susan Tickle, Coordinator Teaching and Learning

Aurora College Katherine (Katy) Klados, Deputy Principal
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Northern Adelaide State
Secondary Schools’ Alliance
(NASSSA)

Department for Education and
Child Development (DECD)

Heather Bitter, Senior Leader, Student Pathways

St Patricks Technical College Roanne Berekmeri

Sacred Heart College Senior Tony Finamore

Marcellin Technical College Peter Chambers

Australian Science & Maths
School

Glenys Thompson, Deputy Principal

KIOSC Kate Kent Evans, Director

Northern Bay P-12 College
Goldsworthy Campus

Ken Massari, Principal

Foundation for Young Australians Rachel Mutch, Manager Research Projects +
Operations Research, Policy and Public Affairs

Victorian Curriculum and
Assessment Authority

John Firth, CEO
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ATTACHMENT C:
EXPLORATION OF FIVE POST-SCHOOL PATHWAYS

1.BUILDING AND CONSTRUCTION

Background

As recently as June 2016, the Master Builders’ Association highlighted that the construction industry
is the largest full-time employer of Australians under 24 years of age. It also trains the largest
number of apprentices with 48,200 Australians enrolled in construction training across Australia.
Master Builders Australia has set a target of 100,000 building trade apprentices in training by 2020
and a reduction in the 50% drop out rate.

Employees typically enter the industry in one of three ways:

u as an apprentice with on-the-job training and formal learning,

u after completing trade relevant but non apprenticeship learning post secondary
education, or

u via an entry-level construction role with on-the-job training.

What non-technical capabilities are needed to be successful in this
industry/course of study?

Employers in the industry talk about the need for:

u Basic numeracy and literacy - descriptions vary as to exact level required by
employers, with few references to the Foundation Skills Framework

u Drivers license and access to a vehicle,

u Exposure to the industry,

u Experience of vocational training,

u Working safely,

u Self-motivation,

u A positive attitude to learning,

u A healthy lifestyle (including regular sleep patterns)

u Resilience to short-term challenges.

The industry recognises that it is a challenging environment, including early starts, tight deadlines,
high physical demands and sometimes challenging interpersonal demands, therefore a high level of
workplace resilience is needed.

What evidence do employers or tertiary providers use to determine whether
young people do have these capabilities?

Pathways for school leavers to employment in the construction industry are variable and depend on
a number of factors - availability of apprenticeships locally, employment conditions in the local
areas, existing relationships and networks between schools and employers, and opportunities for
work experience. As such there is a tendency towards creating local solutions and networks, which
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provide employers with an opportunity to get to know which students have the capabilities they are
looking for.

How can stakeholders best work together to ensure young people make a
successful transition from school into this industry?

The pathway from secondary school to the construction industry via an apprenticeship and/or VET
courses undertaken at school is one that is paved with a variety of programs, has been reviewed at
various stages and is structured to support employers and employees alike.

Some examples of the ways in which the stakeholders are working together to prepare young people
for entry into this industry are:

u The Master Builders Association recognises the role of families in young people’s
career decisions and has developed factsheets such as "The construction
apprenticeships: what parents need to know".

u The NSW state government has introduced an initiative to help young people make
informed decisions about which apprenticeship is right for them. A five day ‘Trade
Readiness’ program developed by TAFE NSW targets NSW senior school students
and people who have left school and are looking to undertake an apprenticeship.
This program promises improvements in retention and completion for new
enrolments into trade pathways.

Although large numbers of secondary school learners are currently undertaking VET courses at
school, only a minority actually complete nationally recognised qualifications and only a small
proportion articulate into full-time construction trade apprenticeships.

Recommendations made by the Construction and Property Services Industry Skills Council (ISC)
Board in August 2014, included the need to:

u encourage schools to seek partnerships with employers, industry associations,
private RTOs and TAFE Institutes to deliver VET courses in schools

u advocate to government for incentives to be provided to drive these partnerships in
conjunction with existing trade training centres in schools where facilities already
exist or through ISCs along with industry associations rather than invest in
infrastructure which duplicates currently available facilities.

Initiatives and programs that have shown to be successful have consistently been driven by the
strength of relationships of the stakeholders: employers, industry associations, RTOs and schools.  It
is apparent from our work, that the stronger the relationships and the clearer the communication,
the more successful the initiative and the eventual employee.
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2.RETAIL AND HOSPITALITY

Background

Technological changes, behavioural changes and competitor changes have reshaped retail as we
know it. Consumers now want convenience, originality and a uniquely personal retail experience.

Retail Trade is the second largest employing industry in Australia, employing 1,240,600 people (or
10.7 per cent of the total workforce) as at August 2014.17 Retail Trade is also the largest employing
industry of workers aged 15-24 years. This means on average, retail workers are much younger than
the workforce as a whole, with 33.4 per cent of Retail Trade workers aged between 15-24 years,
compared with 15.4 per cent across all industries.18 The retail industry has a high rate of job
turnover due to workers moving into other occupations or leaving the labour force to complete study
or to travel, in particular due to its young, part time employment profile.

Technology is also changing the face of the tourism, travel and hospitality industry. Unlocking the
industry's potential to be a super growth area for the Australian economy is dependent on delivering
outstanding customer experiences every time. Social media is becoming a deciding factor in
consumers’ decision making with more and more customers using digital technologies to research
and book restaurants, flights, hotels, event tickets, tours, etc. They expect the service online to be of
the same high quality as it would be in person.

A large proportion of workers employed in the hospitality industry are aged between 15 and 24 (43.0
per cent compared with 15.4 per cent for all Australian employment as a whole)19.  The results of
the Department of Employment’s Surveys of Employers’ Recruitment Experiences, conducted in the
12 months to June 2014 found the hospitality recruitment rate (28 vacancies per 100 staff) was
almost double the average across all industries.20

What non-technical capabilities are needed to be successful in this
industry/course of study?

As retail environments introduce greater levels of technology, there is an expectation that sales staff
will have a deeper level of product knowledge, as well as advanced problem-solving skills and digital
literacy. There is also a growing need for staff to have data analysis skills to understand and respond
to the preferences of individual customers, and to have the specialist skills required to access and
implement new technology solutions.

Sales staff need more sophisticated interpersonal skills to engage customers and the capacity to
provide a unique and compelling experience for them. Many retail sub-sectors (e.g. fashion and
technology) look for employees who portray their brand, seeking a "fit" between the aptitude and
attitude of the young person, with the product image the organisation is trying to sell.

Hospitality employers believe good candidates for the industry have the right attitude and
feel that a deficit in this area can be made worse if young employees don’t feel their
contribution is valued. It makes young people unenthusiastic about their jobs and more
likely to leave the industry. Employers also consider customer service and ‘soft skills’ such
as interpersonal and teamwork skills to be important.

17 Australia. Department of Employment. (2014). Industry employment outlook reports. Retail Trade. Labour Market
Research & Analysis Branch, Canberra, A.C.T

18 Ibid

19 Australia. Department of Employment. (2014). Industry employment outlook reports. Accommodation and Food
Services. Labour Market Research & Analysis Branch, Canberra, A.C.T

20 Ibid
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Key skills required by employers in the hospitality industry for entry positions include:
decision making and problem solving, customer service, complaint handling and
communication skills, as well as a strong foundation of basic literacy and numeracy skills.
The industry requires this literacy and numeracy capability to be functional in the work
context (for example the ability to read a form quickly, or to have sufficient mental
arithmetic ability to identify potential mistakes, as distinct from the ability to complete
mathematical tasks as part of the job or being able to write a letter).

What evidence do employers or tertiary providers use to determine whether
young people do have these capabilities?

Employers use a range of pre-employment selection techniques to make recruitment decisions
about young people.  Examples include:

u KFC uses a 30-40 minute problem-solving quiz as a component of their
pre-employment process in conjunction with other selection tools (the
application form and/or interview). They look for "people who are fun and
friendly, have a positive attitude, enjoy working in a team and take pride
in their appearance".21

u McDonald's Crew Audition involves a 15 minute face-to-face interview,
followed by 15 minute activity in a customer facing area of the restaurant.
McDonalds provide a list of ten skills they want prospective employees to
bring to the table, nine of which could be categorised as 'soft skills' (e.g.
handing out orders to customers or meeting and greeting customers).22

u IKEAs Cultural Fit Quiz gives candidates an idea of how comfortable they
might be within the culture of IKEA.  It covers elements such as customer
engagement, service and work ethic, sustainability beliefs, and team work
– the result of which is progressively presented as furnishing a lounge
room.  The more furniture = the more suitable the candidate is.23

How can stakeholders best work together to ensure young people make a
successful transition from school into this industry?

Attracting and keeping staff who can offer service at the right level calls for good recruitment and
induction processes. According to industry, newcomers often don’t know what will be expected of
them in their jobs and therefore mentoring is crucial for new employees to develop their skills.
Employers report greater success with induction and ongoing training programs that systematically
and explicitly instruct young workers about the skills, behaviours and attitudes the employer needs.
This ensures that the employee is clear about the expectation and the standard of performance that
the employer requires them to meet.

There is industry support for pre-vocational courses for the retail and hospitality sectors, which could
be delivered at school.  The focus of these courses should be on ‘people skills’, rather than
‘technical skills’ and courses should not be aligned to job outcomes. Such courses would provide
students with a broad foundation in areas such as:

u working in a team

u clear communication

21 http://www.kfcjobs.com.au/team/faq.aspx

22 https://apply.mcdonalds.com.au/public/index.cfm?action=showPublicContent&assetCategoryId=2462

23 http://www.ikea.com/ms/en_AU/rooms_ideas/fitquiz09/index.html
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u cooperativeness

u dealing with difficult people

u basic industry contextualised numeracy and literacy skills

u developing a work ethic

u personal presentation

u interpersonal skills including negotiation skills.

Some success is reported in VET that is delivered and assessed through a partnership between the
school and the industry, in particular where the RTO trainers and assessors are still regularly working
in the industry. The authenticity of this direct connection with industry appears to be a key factor in
student motivation to develop industry-valued skills, as well as increasing the likelihood of students
gaining employment following the completion of their program through the networks and referrals of
their RTO trainer/assessor.

The suggestion of changing the traditional approaches to providing careers information to students
about the opportunities in retail and hospitality was also mentioned (web sites, pamphlets, large
career expos and students attending by the busload).  Recent initiatives involving younger industry
workers presenting their stories at boutique careers events targeted at the service industries have
proven a more successful model of generating student interest in considering career options in
hospitality and retail.

3.SCIENCE

Background

Technological disruption is already leading to massive changes in occupations. Some will change
their nature, due to increases in computing processing power and innovation. Others, in many areas
of advanced manufacturing, will grow by satisfying demand for high-end products – particularly to
the emerging middle-classes in developing countries.  Yet others will disappear altogether due to
even more outsourcing to other countries,  artificial intelligence, penetration of robot technology
across many industries, or to technologically-driven obsolescence of ‘intermediary’ occupations.

As a result, the current trend to a ‘bifurcation’ of jobs will occur. The ‘middle segment’ comprised of
low-to-medium skilled jobs will continue to shrink – what is called the “from onion to hourglass
effect” –  and many jobs that were previously ‘low-skill’ will require more advanced skills. There will
still be a need for people with high levels of skill, and for people to perform many manual functions.
However, even some jobs that require a physical presence and/or manual dexterity are at risk,
although those jobs that are hard to program (e.g. those involving creativity) are safer.

Employers seem to understand this: recent research by the Chief Scientist has indicated that
employers are looking for staff who are good at critical thinking, solving complex problems, and
creative problem-solving.24 These skills, in theory anyway, should be developed by students in STEM
courses – courses in science, technology, mathematics and engineering.25 Enrolments in these
courses have, in fact, been increasing over the last few years.26

24  Prinsley, R., & Baranyai, K. (2015). STEM skills in the workforce: what do employers want.
Office of the Chief Scientist, Canberra.

25  STEM has been defined as “numeracy and the ability to generate, understand and analyse
empirical data including critical analysis; an understanding of scientific and mathematical
principles; the ability to apply a systematic and critical assessment of complex problems with
an emphasis on solving them and applying the theoretical knowledge of the subject to
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There is, however, some confusion around what people mean when they call for an increased
awareness of the importance of ‘STEM’ subjects.  The term is often interpreted as meaning that
more students should be majoring in these subjects, as they are subjects that are needed as a
foundation for skills to cope with technological advances. However, while this is well and good to the
extent that the labour market can absorb such graduates, this is not really the most important focus,
as will be explained below.

What non-technical capabilities are needed to be successful in science-
related studies and higher education more broadly?

The discussions around ‘STEM’ have led to the realisation that all students (regardless of their
speciality) need to acquire skills and abilities such as understanding how to identify and understand
non-routine problems, how to develop approaches to solving such problems. This is a major shift
from the traditional focus of STEM courses – it’s a change from merely showing students how to
obtain the answer to problems, to guiding them to develop an understanding of the way problems
are constructed.

This is the key to the ‘STEM’ issue: it’s around how best to help all students – not just those students
who might be proceeding to enrol in STEM subjects at university – to develop these abilities. And
OECD studies have shown that whilst Australian students perform relatively well in knowledge, they
perform more poorly in problem-identification, problem-solving, and knowledge transfer: precisely
the skills that will be increasingly needed.

This is consistent with recent research on the way that science is perceived by society more broadly.

What evidence do higher education providers use to determine whether young
people do have these capabilities?

Our research on this question has uncovered considerable work on desired learning outcomes from
science courses and what science graduates do with their degree (the ‘outcome’ end of higher
education) as well as research on work-integrated learning (part of the ‘process’ in higher
education); but little on the ‘input’ end. Available information is focused very much on subject pre-
requisites for university science courses, and even the published information on science degree
bridging courses (which might have been useful proxies) do not yield useful additional insight.

No evidence can be found to suggest that universities attempt to measure the skills listed in the
section above, or to attempt to discover whether applicants have, for example, an inquiring mind –
although the latter is mentioned briefly in a Graduate Careers Council of Australia advice document
for students.

How can stakeholders best work together to ensure young people make a
successful transition from school to science-related higher education?

A move in this direction will require a massive shift in the focus of school curricula, although at least
one state has made a promising start in this area. South Australia has established a ‘Numeracy and
Literacy (Birth to 18) strategy’, which is designed to ensure that students at school develop the
following advanced skills:

u actively participate in their learning

practical problems; the ability to communicate scientific issues to stakeholders and others;
ingenuity, logical reasoning and practical intelligence”
Taken from: UK Parliament (2012), Science and Technology Committee – Second Report:
Higher education in Science, Technology, Engineering and Mathematics (STEM) subjects

26  Data from 2014 – most recent available.
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u make decisions based on sound evidence

u skilfully solve problems

u deal proactively with new situations

u communicate effectively in a variety of forms

u collaborate with others.27

4.MANUFACTURING

Background

Manufacturing is the fifth largest employing sector in the Australian economy and employs over
900,000 people and accounts for 7% of Australia’s total output.

The manufacturing sector has undergone major change in the last twenty years. Factors such as the
advent of global competition, major technological change and productivity improvements have
contributed to significant restructuring and changing skill demands.

Opportunities for lower skilled workers are in decline with the percentage of labourers and
machinery operators and drivers declining from 40% to 31% in the last twenty years. Over the same
time period managers and professionals have grown from 16% to 25% of occupations in the
manufacturing sector.  27.5% of the workforce have Certificate III or IV qualifications and 17.1%
have a Bachelor degree or higher.

In 2014 manufacturing employed 105,900 young people aged between 15 – 24 years. This is 5.9%
of all employed young people meaning manufacturing is the fifth largest sector providing
employment for young people.

Young people entering the manufacturing sector have a choice of pathways including through
apprenticeships, traineeships, certificates and diplomas as well as degree programs. Many are
introduced to the employment potential and skills required through school based programs
commencing in the later years of secondary school including prevocational courses and VET tasters.

What non-technical capabilities are needed to be successful in this
industry/course of study?

Historically the emphasis has been on technical skill development, however, with the rapidly
changing nature of work and work organisation, the increasing digitisation of tasks and a shift into
advanced manufacturing there has been a growing emphasis on the importance of non-technical
skills, attitudes and behaviours as well.

The 2015 Manufacturing Skills Australia (MSA) Environmental Scan highlighted the importance of a
highly skilled and flexible workforce to the success of Australian manufacturing. It noted that the skill
needs of the sector are changing and that ‘people who can adapt, problem solve, think creatively
and work across traditional skill boundaries are needed’.  Australian Jobs 201528 also reinforces the
importance of these non technical skills.  The report notes employers are looking for “people who
can communicate effectively; have teamwork and problem-solving skills; show initiative and
enterprise; can plan and organise work; and have good capabilities in working with technology”.

27 https://www.decd.sa.gov.au/teaching/curriculum-and-teaching/numeracy-and-literacy/challenge-3-powerful-
learners

28 https://docs.employment.gov.au/documents/australian-jobs-2015-publication

Inquiry into school to work transition
Submission 64



Ithaca Group Everybody’s Core Business – Final Report   | 46

The report also noted the importance to employers of a range of personal attributes including:
“loyalty, commitment, honesty and integrity, enthusiasm, reliability, good personal presentation,
common sense, positive self-esteem, an ability to deal with pressure, motivation and adaptability.”

Research by organisations such as the Australian Industry Group and the Business Council of
Australia confirm that employers are looking for more than a set of technical skills when they recruit
young people. Behaviours such as being collaborative, flexible, resilient and self aware were all
identified as important.

According to the Australian Industry Groups, low levels of literacy and numeracy remain a concern
in the manufacturing sector. The absence of these foundation skills inhibits a young person’s
progress in the workplace and acts as a break on their broader participation in society.

The Department of Employment skill shortage research found that having the relevant qualification
of itself was not sufficient for employment if the applicant could not demonstrate they had some or
all of these non-technical skills.

Discussions with industry association representatives and employers suggest a student is likely to
make an easier transition and be successful where they have:

u a genuine interest in the manufacturing and the range of jobs available;

u a level of self awareness and resilience

u sound foundation skills with numeracy and digital literacy becoming more
important

u appreciation of the basic values and behaviours expected in the work place

u technical skills at the level expected for the level of education and training

u Non technical skills e.g. ability to collaborate, problem solve, communicate.

What evidence do employers or tertiary providers use to determine whether
young people do have these capabilities?

Employers in the manufacturing sector are using a range of tools to help them better understand the
range of capabilities, attitudes and behaviours of the young person entering the workplace. These
include:

u Employer links to local schools such that they are aware of students in the school

u Observation when the young person is on work placement or doing a traineeship or
apprenticeship

u Consideration of any prior work experience the young person has, especially if it is
in a customer service role

u Referrals of young people who are known within the employers networks

u References

u School assessments

u Consideration of the non school based activities of the young person

u Interview performance.
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How can stakeholders best work together to ensure young people make a
successful transition from school into this industry?

Parents, family and teachers, as well as employers, all have a role in developing young people's
knowledge of the world of work and the specific characteristics of employment in different industry
sectors.

As young people make education and training decisions as early as year 9 at school which will
impact on their ability to have a successful work life and participate in society more broadly, it is
important that schools take a proactive role in improving young people’s work  and industry
knowledge.

Through this study we have become aware of a range of different approaches and initiatives to
support young people’s learning about work and different industries and career options. These
include careers fairs and forums at schools, work placements, employer sponsored workplace
problem solving opportunities for students in later years of school, and formal partnerships with
organisations such as The Smith Family, Brotherhood of St Lawrence and Foundation for Young
Australians to provide structured opportunities to be in workplaces and learning about the industry

As well what has become apparent is access to such initiatives is not available to all students and
levels of support vary significantly.

While some suggest young people should be able to “do the job” when they are recruited most
employers understand that an employee will need support and opportunities to learn on the job.

The 2015 MSA environmental scan noted employers are “grappling with how to bring out the best in
young employees. Those who have experienced success claim that mentoring is key to helping
young people settle into the workforce.”

While it is a major resourcing challenge both in schools and in the manufacturing sector (given many
employers in the manufacturing sector are sole traders or small businesses employing less than 20
people) expanding access to a programs and initiatives that build young people’s knowledge of the
world of work and nature of the manufacturing sector is important in supporting young people
making a successful transition.

5.EARLY CHILDHOOD

Background

Early childhood education in Australia is not compulsory and is delivered to children through a range
of settings, including childcare centres, family day-care and pre-schools (also referred to as
kindergartens in some parts of Australia) in the year before full-time schooling.

Australian Children's Education and Care Quality Authority guides the implementation of the National
Quality Framework.  The National Quality Framework (NQF) sets out minimum qualification
requirements for educators working in children's education and care services.

Early childhood teachers play a vital role in the early childhood sector to support the learning,
development, health and wellbeing of young children, including babies and toddlers.

Early childhood educators were previously known as kindergarten assistants, child care workers or
child care assistants. The new title reflects the importance of play-based learning in fostering
children’s growth and development in their early years.

Nationally, all educators must have, or be actively working towards, at least an approved certificate
III qualification.
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What non-technical capabilities are needed to be successful in this
industry/course of study?

The sector looks for the attributes and or/ skills necessary to develop and maintain open and
collaborative relationships with all families, staff members and the wider community.  In genuine
partnerships, families and early childhood educators:

u value each other’s knowledge of each child

u value each other’s contributions to and roles in each child’s life

u trust each other

u communicate freely and respectfully with each other

u share insights and perspectives about each child

u engage in shared decision-making.

As the requirement to be ‘at least working towards an approved Certificate III qualification’ provides a
pathway for school leavers who may not yet have completed a relevant qualification, employers may
also be looking for demonstrated ability to learn and to develop skills on the job.

What evidence do employers use to determine whether young people do have
these capabilities?

Employers will gather much of their information on prospective employees from the application and
interview process, including:

u evidence that the young person meets entry requirements for the minimum
qualification e.g. numeracy and literacy required to commence the Certificate III

u references provided and observations and/or reviews of work placement

u interview performance specific to interpersonal connection and communication

u consideration of any prior work experience.

Young people will therefore need to be able to adequately articulate their experience and capabilities
during the application and interview process.

How can stakeholders best work together to ensure young people make a
successful transition from school into this industry?

Schools, RTOs, universities and employers need to work together to provide:

u access to information of what a typical day looks like

u access to traineeship roles

u real industry professionals to lead education and training delivery

u access to a variety of work environments for placements.

As school leavers are able to work towards an early childhood qualification once in employment, the
above information and the forums where this information is disseminated (e.g. career days) will be
important to helping schools, tertiary institutions and employers to create more reliable, tangible,
consistent and meaningful pathways.
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