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Equity policy in Australian tertiary education igffdrentiated by educational sector,
with the higher education and vocational educatzom training sectors having
different policies, and in some cases, differerftniteons of equity groups. This is
problematic because pathways from VET to highercation are meant to act as an
equity mechanism by providing students from disatimged backgrounds with access
to higher education. This paper examines equitycigsl and definitions in both
sectors, and it examines data on student pathwdag\WWET and between VET and
higher education. It finds that, apart from studewith disabilities, students from
disadvantaged backgrounds are over-representecEin &hd under-represented in
higher education. However, students from disadgmttabackgrounds are over-
represented in lower-level VET qualifications anmtler-represented in higher-level
qualifications, particularly in diplomas and adveddiplomas. This matters because
diplomas are the ‘transition’ qualification whichEY students use as the basis for
admission to higher education. The paper argues tthe diploma is the key
gualification for equity policy ibothVET and higher education. Rather than separate
VET and higher education equity policies and sdpas&ctoral policies that mean
pathways are of some importance only ‘at the batdartertiary education policy
framework will be needed that considers equity ontes and pathways within and
between sectors and places these outcomes as kegrios of both sectors.

The paper first problematises the extent to whiethways are able to act as a
mechanism to support students from disadvantagedigbaunds to access higher
level studies. Second, reasons why we need to demmsquity from a post-
compulsory or tertiary education perspective ares@nted, and it argues that the
diploma is the key qualification for pathways arnlig for equity policy. This is
followed by an analysis of the relative positionegfuity groups in VET. Finally, the
paper considers the implications for equity policy.

Meritocracy or social reproduction?

It almost taken for granted by policy makers andicational researchers that
pathways from VET to higher education will providesadvantaged students with a
‘second chance’ to access higher education andsabal, cultural and economic
benefits this brings.Consequently, in countries such as Australia,kifye problem
for policy has been how to increase pathways froBT Yo higher education rather
than examining the extent to which pathways eféetyi act as an equity mechanism.

! This is exemplified in a recent Organisation feaoBomic Cooperation and Development report on
tertiary education which argued that formal anditasonalised arrangements between institutioras th
facilitate student transfers can help to promotdgtgdy increasing opportunities for disadvantaged
students to access higher status tertiary educatititutions (Santiago, Tremblay et al. 2008: 49).



Pathways are rarely problematised because theybeasupported by those with
opposing theoretical premises, although for difiénreasons. Moore (2004) broadly
distinguishes between liberal and social reproductiheoretical analyses of
education. Both agree that the purpose of educaitm act as mechanism for social
selection and socialisation, however liberal thasrithink that this contributes to
social cohesion based on meritocratic principlesilevsocial reproduction theorists
are more critical and think that this contributeghe reproduction of inequality and
existing social power relations (Brennan and Naid2@08). Liberal theorists
emphasise the development of human capital, ciglaes, a meritocratic selection
system and open societies characterised by sooddlilityg. Social reproduction
theorists emphasise the way education contribudeseproducing existing power
relations thus reinforcing privilege and dominaifethose that have, more shall be
given) (Moore 2004). In citing Moore, Brennan andiddo (2008: 289) explain that
“these two theoretical positions are not necessaohtradictory: reproduction may
occur but it does not have to perfect”

Pathways are seen as one way of resolving the otenlsetween meritocratic

discourses and social justice principles. Our etimcasystems are meant to be
meritocratic but they fall short of achieving thgsal, as evidenced by the under-
representation of disadvantaged students in higkecation. For liberal theorists,

pathways provide a ‘second chance’ that will helproome social disadvantage and
thus ensure education is indeed meritocratic. htrest, pathways may provide social
reproduction theorists with mechanisms to challethgeintrinsically unfair structure

of education and hegemonic power relations, anthedocus is on addressing the
elitism of universities and their reluctance togakore pathways students.

This paper argues that while pathwayay contribute to equity, it cannot be taken for
granted that thewill do so. The concept that student transfers fronaver status,
‘second’ sector of tertiary education to highertisgauniversities promote social
opportunity and mobility was first problematisedli860 in a now famous article by
Burton Clarke. He argued that community collegeth@United States can contribute
to ‘cooling out’ students’ aspirations to go to foyear colleges so that they are
diverted from their original goals and instead emglrmore ‘realistic’ outcomes. This
process occurs through ‘substitute achievementdugida disengagement, denial,
consolation, and avoidance of standards’ (Clark01969). Grubb (2006: 33) argues
this need not always be so, and he says that d8idspirations can be ‘heated up’ as
well as ‘cooled out'.

We don’t have a very good understanding of VET etisi aspirations in Australia.

Bett et al. (2008) found in a study of studentyaars 9-12 in Melbourne’s western
region that students from low SES backgrounds higth faspirations to go to

university, even if they were not as high as thiogse high SES backgrounds. They
also found that the number of students from schimotee western region who went
to university was lower than the number who hadraspns to do so, and they called
this the aspiration gap. Many of these studentsldvga to VET, but we don’t know

what happens to their aspirations once there. $tudy alerts us that we need to
challenge the taken for granted assumption in Aliatthat students from low SES
backgrounds don’t aspire to higher education. Waslreebetter understanding of VET



students’ aspirations more broadly to see if theyaoled out or heated up by their
participation in VET.

We also need strategies to ensure VET studentsasisps are heated up if pathways
are to act as an equity mechanism for disadvantsigelgnts. We cannot focjuston

the entry policies of universities, although this ispiontant. As explained below, a
key issue for equity policy favoth sectors is how to get students from equity groups
into diplomas because this will provide them witle tenefits of higher level VET
gualifications, and it will provide them with acse® higher education. If students
from equity groups are concentrated in low levelTVgualifications then arguably
VET is not contributing to social justice, but rathio entrenching social disadvantage
— in both VET and higher education. Both liberad aocial reproduction theorists
thus need to focus on what happens in VET, asagelVhat happens in universities.

Why the diploma is the key

The Australian government has set ambitious targetsl sectors of education. It
wants to increase the school retention rate, hiddgegap for Indigenous students in
Year 12 (or equivalent), double the number of VEghkr qualifications completions,
raise the proportion of students from a low so@or®mic (SES) background in
higher education, and raise the proportion of thyeutation aged between 25-34 years
with a degree (Commonwealth of Australia 2009: Efch sector relies on the other
to fulfil these targets, because there needs tliigger pool of qualified applicants at
every level to fulfil higher level targets. Pathwagonsequently need to be at the
centre of qualifications in all sectors, and nat jat the margins.

The diploma is the key to pathways because itasntlain qualification that students

use to access higher education. Generally speakl|§,students who apply for place

in a university are offered places at a similae rat other categories of non-school
leaver applicants, at least up until 2008 (Wheeia?@09: 8f. This has been the case

up to now, but it must be monitored to make suat WET articulators continue to get

access as demand for higher education places segeas a consequence of the
worsening economy.

Stanwick’s (2006: 31-32) work shows that young peogre using diplomas and
advanced diplomas as pathways to university. In32@@ound 32% of diploma and
advanced diploma graduates aged between 15-24 weaton to study at university,
and in some business sub-fields of education tlss &as high as 54%. In the same
year, just over 30% of students commencing degagesl 25 years and over had a
diploma or abové, which shows that older students are also usingpulips as a
stepping stone to higher educatfon.

2 At least, this is the case in Victoria and NSW athivere the only two states in 2008 to make this
information publicly available on their websitesf@élahan 2009: 8). In Victoria students with
completed TAFE diplomas did not receive as mangrsfin 2008 as did school leavers, but they
received similar offer rates compared to those witimpleted and incomplete higher education
qualifications.

% Derived from Stanwick (2006: Table 7, p. 17).

“In 2003, 14% of VET diploma and advanced diplomatgates aged 25 and over went on to study a
degree (Stanwick 2006: 31-32). While this is lowempared to younger students, it must be



However, the overall percentage of students indrigiducation with diplomas and
advanced diplomas as their prior highest qualificebas declined from 2003, which
is the year cited by Stanwick. In 2003, almost 1df&tudents commencing under-
graduate higher education had a prior completedH @iralification, compared to just
over 10% in 2007. This may in part reflect increhsecess by other types of
applicants to higher education, but it may alsdéeause student enrolments in VET
diplomas and advanced diplomas have remained gtdtiaround 10% of all VET
students) or declined from 2003, and this is paldity marked in some states and
some fields of education (Karmel 2008).

Participation of equity groups in VET

It is well understood that the main equity groups ander-represented in higher
education and that they are over-represented in, W&fh the exception of students
with disabilities who are under-represented. Thidlustrated in Table 1

Table 1:

Participation

rate

of equity

in HE in 2007 & VET in 2008 & proportion in general population

groups

Equity 2007 participation | 2008 participation | Proportion % in
rate % in HE rate % in VET general population *

Non-English speaking backgroufd 3.8 14.6 3.7 HE/15.6 VET

Students with disabilities ™ 4.1 5.9 8.0 HE/20 B V™

Rural/Regional# 18.1 38.3 25.4

Remote# 1.1 4.6 2.5

Low SES 15.0 28.8in 2001 25.0

Indigenous 1.3 4.3 2.2

See Notes on Table 1 in Appendix one

However, the data about equity groups in VET aré stmight forward. This is
illustrated in Table 2 below. If equity groups htéir proportionate share of VET
gualifications, around 10% of students in each grsioould be studying in diplomas
or above, and around 11% should be studying aeatdilVs, and so on. This is also
applicable for lower-level VET qualifications whejast over 22% of all VET
students are enrolled in certificates | and llcémtrast, 32% of all low SES students
are enrolled in these qualifications as are ara2ifféh of all rural/remote studerfts,
almost 31% of all students with disabilities, and@st 40% of all Indigenous
students. Students from a low SES background adesggnated equity group in
higher education, but not in VET. It has been asslithat VET pathways have
provided low SES students with access to highecathn; however they only do so
to a modest extent. In 2007, around 20% of studedtsitted to undergraduate
programs in universities on the basis of prior V&Udies were from a low SES

remembered that the VET sector has more older stadiegan younger students, and overall VET has
many more students than the higher education sector

®> The NCVER (2009: Table 4) shows that almost 119%BT students were enrolled in diplomas or
above in 2003, and just over 10% were enrollethé@s¢ qualifications in 2008.

® The regional/remote categories are calculate@mifftly in tables 1 and 2 so HE could be compared
to VET in Table 1. The reference value in the comityufor the Rural/Remote group in Table 2 is
19.4% so they are over-presented in lower VET {joations and under-represented in higher VET
gualifications. See the notes on Table 2 in theeagjzes for an explanation about the way is categor
includes ‘outer regional, remote and very rematalerived.



background, not much more than the 17% of all sttedeverall, and lower than the
25% they should be (Wheelahan 2009).

Table 2: Share of qualification level by VET equitygroup in 2008

Dip or Certs

higher Cert IV Cert lll 1 &1 Other
Low SES in 2001* 6.8 9.2 19.5 31.8 32.6
Non-English speaking background 16.8 115 24.6 243 | 22.8
Rural/Remote ** 4.6 9.4 32.6 27.4 25.9
Students with disabilities 8.3 9.5 22.2 30.7 29.3
Indigenous students 3.6 7.2 26 39.6 23.5
All VET students 10.1 11.2 30.6 22.3 25.9

See Notes on Table 2 in Appendix one

Outcomes from VET pathways

VET measures graduate outcomes by the percentaggadiiates who were in
employment and/or further study post-training; the percentage whorewen
employment; and the percentage who were in furthedy. The tables that follow
present the outcomes for government funded TAFHugtes rather than all publicly
funded graduates because the data are more exdemaile 3 shows that overall, the
percentage in employmeand/or further study declined by almost 6% from 2003 —
2009. The percentage in employment is not muclemdifft, while the percentage in
further study declined by almost 8% (NCVER 2009bl€a2). The employment rate
dropped from 2008 — 2009, reflecting the declineepnomy, and while the further
study rates increased by 2.6% over the last twesyélaey have not reached the high
point in 2003. The proposition that the high studie in 2003 may have been an
anomaly is not supported: the further study rate2001 and 2002 were quite high,
almost 39% and 40% respectively — so the trendupas 2003, and then down.

Table 3: Employment & further study outcomes
for government funded TAFE graduates 2003 — 20094

2003 | 2004 | 2005 | 2006 | 2007 | 2008 | 2009 | % difference
% % % % % % % 2007-2003
Employed or in further study after92.3 | 85.7 | 87.8| 86.7 883 885 864 -59
training
Employed after training 739 74.4 76.p 77(4 788 .278 74.7 | +0.8
In further study after training 433 324 35]1 328328 | 354 | 354 7.9

See Notes on Table 3 in Appendix one

The decline in the further study rate can partlyekplained by the very strong labour
market in Australia until the global financial ¢ss Demand for tertiary education
declines when there are skill shortages and stdemgand for labour. So, while this
can in part account for the decline in further gtodtcomes, it also partly accounts
for the increase in employment outcomes for VETdgedes from 2003 until 2008,
and the decline in 2009. Indeed, of those gradwseking an employment outcome,
75.3% were employegrior to training in 2008, compared to 72.7% in 2003 Hsa

of 2.6%! The further study outcomes are worrying because murpose of VET

It must be noted that the ‘gap’ between those whrked prior to study and those who were
employed after study increased from 2003 — 2008. 2003 percentage for those employed prior to



gualifications is to provide access to higher leyeadlifications for efficiency reasons
by ‘upskilling’ the workforce, but also for equitgasons as discussed above.

The strong labour market does not, however, acctmurthe outcomes all groups of
VET graduates. Some 17.8% of 2008 government fuffd€E graduates indicated
that the reason they embarked on their VET progses for a personal development
outcome (DEEWR 2009: Table A2.1). The employmene far this group rose by
1.8% from 2003-2008, while the further study outeatieclined by 7.2%.

The outcomes for graduates aged between 15-19,yasrshown in Table 4, are
particularly worrying. Going back further to 200hosvs that the employment rate
after training for this group declined by almost 386m 2001 — 2008, while the

percentage who were employed or were in furthedystleclined by just over 5%.

The peak in the rate of those who were employad further study was in 2003, and
this declined by 7.2% to 2008. While other age gsoalso experienced a decline in
those who were employed or in further study fro@2Qhey generally had stronger
growth in the percentage employed after trainindgast up until 2008.

Table 4: Employment & further study outcomes
for government funded TAFE graduates 2003 — 2008 ad between 15 — 19 years
2001 | 2002 | 2003 | 2004 | 2005 | 2006 | 2007 | 2008 | 2008-
% % % % % % % % 2001
%
Employed after training 73 71 68.7 68.3 70.8 71/5 9.96 | 70.2 -2.8
Employed or in further study aftgr90 89 92.1 83.6 86.8 85.1 84.3 84.9 -5.
training

See Notes on Table 4 in Appendix one

Karmel (2007: 20) explains that overall, employmemicomes for young people have
been quite good, but this is to be expected sabiaigthey are in transition and we
would expect their employment rates to improve. @leting VET does make a
difference however, because young VET graduates hatter employment outcomes
than those who only complete modules. In contthst,further study outcomes for
young people in VET aged under 25 are not as goathile 40% of young VET

graduates in 2004 proceeded to further study irbZ8@rmel 2007: Table 18)pnly

a minority actually complete a qualification and gqoalify as a graduate. Karmel

(2007: 25) explains that:

Completion rates are variable, and 12% of studdr@se no recorded
achievement at alf Relatively few young people graduate at certigickik or
higher, and only a small proportion of people utalang certificates | and Il
complete the qualification and move on to furtmaming. (Karmel 2007: 25)

training is from DEEWR (2008: Table A2.2), whileetpercentage for 2008 is from DEEWR (2009:
Table 2.2). | don't have the percentages for tremaployed prior to training for 2009.
8 Source for 2003 is DEEWR (2008: Table 2.4), sofioc®008 is DEEWR (2009: Table A2.4).
° Of these, 25% went to university, around 53% vierAFE, and a further 20% went to other VET

providers (derived from Karmel 2007: Table 18).

9 This means that 12% of those aged between 15yed8 ‘have not passed a single subject in their

period of study.’ (Karmel 2007: 17).




Outcomes from certificates | and Il

The outcomes for young people undertaking Certéigd and Il are particularly
poor! The data are a bit old (2002/2003), and they matédeen updated in the same
form by the NCVER, but there is no reason to thimkt it has improved, particularly
in light of the decline in employment and furthetames for VET graduates aged
between 15-19 years discussed earlier. In sumntiagyfindings for those students
aged between 15-24 years are that:

* 32.9% will complete a certificate I, and 42.5% veiimplete a certificate II;

* 14.5% of all certificate | students will completéuather qualification, as will
27.4% of all certificate Il students;

* ‘reasonable’ proportions of 15-19 year old ceréifee | and Il graduates will
gain fulltime employment, although fewer than dexdite 111 graduates;

» certificate | graduates aged 20-24 years have peoy employment outcomes;
certificate 1l graduates have better outcomes,these are much worse than
certificate Il graduates; and,

» the outcomes for those who do not complete are camsarably worse across
all dimensions (Stanwick 2005).

The findings for mature aged students aged 25 ywatover undertaking certificates
| and Il are worse:

« around 24% of certificate | and 1l students willngoglete, except for those
aged between 25 — 44 years undertaking certificht@gho have a higher
projected completion rate of almost 30% (StanwiGR& 14);

* 10-15% of mature aged certificate | and Il studemvitsproceed to study at a
higher level;

« Small proportions of graduates and subject comq@et®ho were not
employed prior to training were in fulltime or pdirne jobs after training;
however, the fulltime employment rates were not Imietter for certificate
graduates; antf,

* 35% and 39% of certificate | and Il graduates adgetiveen 25-44 years have
a certificate 11l or above as their prior highestél of education, as do 43%
and 42% of certificate |1 and Il graduates aged dary and over. (Stanwick
2006: 13)

Some mature aged graduates with higher level deetibns enrol in certificates | and
Il for employment related reasons, but this is aarty and the outcomes for these

M VET certificates | and Il are divided between viimaal qualifications designed to equip students
with basic vocational skills and knowledge as prapan for work in particular industries, to suppor
career advancement, and to provide pathways thefustudy. The second category consists of
preparatory qualifications designed to provide stid with basic literacy and numeracy skills, and
basic skills in job-seeking, employment and perbensavival (Stanwick 2005: 19). The latter are
called ‘mixed field’ enrolments and they constitateout 47% of enrolments of young people in
certificate | and about 10% of enrolments in ciexdife 1. The outcomes for young people in mixed
field programs are even poorer than for certifidadad Il students overall. Only 24% will complete
certificate | and 28% will complete a certificatg $tanwick 2005: 21).

12 As with younger students, the outcomes for adurigertaking mixed-field certificates are much
worse. The completion rate for those undertakiogréficate | is around 17-16%, while around 32-
30% of those undertaking a certificate 11 will coete. However, mixed field non-completers have the
lowest subject pass rate.



students are good. Overall though, the employmatdomes for those who already
have a certificate Ill or above from undertakingvéw level qualifications are very
poor (Karmel and Nguyen 2006). It is likely thatmgaof these students are required
to participate in lower level VET qualifications part of ‘welfare to work’ policies.
Arguably, it may be that rather than contributirgg long-term employment and
providing pathways to higher level studies, thesgymms are instead contributing to
‘churn’ in low-skilled, short-term and insecure doyment, without providing the
basis for further study (Barnett and Spoehr 2008).

These outcomes are sobering. Certificates | aralellmeant to provide pathways to
work and further study, particularly for disadvaged students who require
foundational knowledge to make these transitiorf®eyTdo neither effectively. To
reiterate: these are the qualifications where stisd&om equity groups are overly
concentrated. The decline in further study outcommedso sobering. It is difficult to
see how government targets for educational padicip and achievement can be
reached without measures to encourage pathwaysnwWikT. It is also difficult to
see how pathways can support social inclusion autiscomes such as these.

Implications for equity policy

The implications of the above analysis are thatneed a tertiary education equity
policy and not just VET and higher education equgglicies. Just as the
government’s targets for educational participatiand achievement cannot be
considered separately by each sector, nor can yequilicy be considered
independently. More nuanced and coherent tertighycaion equity policies are
needed that focus on educational progression fodests from disadvantaged
backgrounds from lower level VET qualifications kagher level qualifications,
particularlyto diplomas androm diplomas to degrees. Consequently, this is areissu
for higher education as much as it is for VET. Jastuniversities are expected to
work with schools to raise students’ aspirations dtudy in higher education, they
will also need to work with TAFE and other VET prders in the same way.

We need consistent tertiary education policy witmsistent definitions of equity
groups in VET and higher education, even though sibetors will have different
targets. There is a need for further differentiataf equity targetsvithin VET to
focus on pathways to higher level VET for studdriasn disadvantaged backgrounds.
Low SES students need to be designated as an egjoity in VET so that policy
attention can be focused on their progressiongbdrilevel VET qualifications.

The Australian and state governments need adviteeif are to develop coherent
tertiary education equity strategies, yet exisangingements are sectorally based. So
too is equity research in Australia which is mogtliferentiated by sector and this
does not provide us with the insights we need ppstt students’ transitions between
sectors. Moreover, the emphasis in much VET equbearch is on retention and
successful completion of qualifications and not taamsition to higher level VET
gualifications or to higher education qualificatson

The nature of curriculum in VET qualifications is@an equity issue. They need to
emphasise educational progression as well as ottenph outcomes and provide



students with the knowledge and skills they needttmly at a higher level. This is

essential if we are to increase student traffic pathways, achieve government
participation targets, and contribute to equityechjyes. In particular, this analysis
suggests that certificates | and 1l do not meeir iltended purposes and that they
need to be rethought and redesigned in a procesking stakeholders from welfare

departments and organisations so that welfare td wolicies do not subvert VET

gualifications by focusing on ‘work-first’ — any wo regardless of how short-term

and contingent it is. Rather, these VET qualificasi should be about foundational
skills and pathways.

Conclusion

Access to education is important not just becausisocontribution to the labour
market, it is also important because it contributesocial inclusion. Of course, the
two are related because a socially inclusive sporetkes better use of the talents and
capacities of its citizens, but social inclusiomrmsre than this. A socially inclusive
society helps to develop social capital and comtmsithat are tolerant, inclusive,
and resilient and able to accommodate changeoltiges fair opportunities for all to
develop their potential and supports those whodaadvantaged to gain their share
of these opportunities. So, an educational systest ime judged by the opportunities
it provides for its citizens, how these opportwestiare distributed and the way they
support social mobility. An educational system maisb be judged by the extent to
which it engages its citizens in learning, partely the most socially disadvantaged,
so they can take advantage of these opportunities.

The sectors cannot improve the outcomes for stgdizatn disadvantaged groups
unless they work together. This is a new way ohkimg about the relationship
between VET and higher education — higher educasian some ways, dependent on
VET and on schools because it needs pathways faimtb achieve its own targets.
In considering lifelong learning, the Organisatifam Economic Development and
Cooperation (OECD) (1998: 10) explains that:

The issue is not simply co-ordination across seciastitutions and programs
and greater recognition of the value of differemris of learning, but unified
and coherent policies which treat the first yedrsediary education as one
element in a much longer cycle, stretching backdwooling and forward to
advanced study and continuing education over fieeclycle. As yet, policy

development has not proceeded as far as it needshese directions.

This also applies to equally to equity policy, whics, arguably, a key pillar of
lifelong learning — we just have to work out how develop consistent tertiary
education policies and frameworks to support tleegeomes.



Notes on Table 1 Participation rate of equity grops
in HE in 2007 & VET in 2008 & proportion in general population

* The higher education participation rates and prio@orin general population are from Bradley
(2008: 28, Table 4), whereas the 2008 participatides in VET are from NCVER (2008: Table 3)

A The non-English speaking background categoryighdr education is defined as having arrived in
Australia within the last 10 years from a non-Esiglispeaking country, while VET defines this as
speaking a language other than English at home.ABf& (2008: 456) reports that 15.6% of people
spoke a language other than English at home in.2006

M The Bradley (2008: 28) report, in discussing higlkeucation, says this category ‘Excludes
profound and severe core activity limitation’, wbas NCVER (2008: Table 3) includes impairment or
long-term condition in this category. The ABS (20881) says that 20% of the population reported a
disability in 2003, and 6% ‘had a profound or seveore activity limitation (sometimes or always
needing assistance with self-care, mobility or camitation)’. The ABS here includes the whole
population, and not the usual reference range of 68 years that is usual for data on education and
work.

# The NCVER reports on inner regional and outeiore, and remote and very remote. The inner and
outer regional were combined to make one categudytlae remote and very remote were combined to
make another category.

Notes on Table 2: Share of qualification level by KT equity group in 2008

Source:NCVER (2009: Table 5)

* There are no data for SES in VET by each quatificalevel since 2001. Source: Foley (2007: 27,
Table 3)

** This includes ‘outer regional, remote and vegmote’, but it does not include inner regional. The
‘outer regional, remote and very remote’ group 4% of all VET students derived from NCVER
(2009: Table 3).

Notes on Table 3: Employment & further study outcones
for government funded TAFE graduates 2003 — 2009

Source: NCVER (2009: Table 2)

" This table is restricted to reporting on governnfended TAFE graduates, and not all VET that is
reported (which includes all provider types andding sources) because these data are only available
from 2005 — 2009. In 2005, 31.6% of all VET gradsatvent on to further study compared to 35.1%
for TAFE graduates, and in 2008 and 2009 the pgaigerof TAFE graduates going on to further study
was around 2.6% and 3.3% higher in each year régpbcthan for all VET graduates (NCVER 2009:
Table 2).

# There is a certain amount of ‘elasticity’ in fhercentages reported here due to sampling vatiabili
This is minimal for the outcomes reported for athdpates, and for graduates who were seeking an-
employment related outcome. The outcomes are wiffbfo confidence interval levels (unless
otherwise stated). See DEEWR (2009: 227) that @éxglthe sampling variability and how it is
calculated, and DEEWR (2009: 237 Table A2.8) thaqians the possible variation for each reported
percentage for government funded TAFE graduates #0604 — 2008.

Notes on Table 4: Employment & further study outcones
for government funded TAFE graduates 2003 — 2008 ad between 15 — 19 years

Source: 2001-2002 DEST (2006: Table A2.6); 20030072DEEWR (2008: Table A2.12); 2008
DEEWR (2009: A21.2)
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