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Abstract
This paper considers the possibilities for transformational workplace learning opportunities to support European young people in transition to sustainable employment in the post-GFC context. The GFC has created a context where the youth labour market — always more tenuous than the adult labour market — has reached new levels of precarity. Commentators suggest that many youth, even those who once would have fared well, now face the prospect of becoming part of a ‘lost generation’. The paper suggests that the limits and possibilities for such opportunities for those young people who appear to have little prospect of sustainable employment in this context are, in part, defined by the learning ethos of the workplaces in which they engage. 

In acknowledging common social inclusion policy commitments, the paper opens with the ‘call to action’ by providing an overview of the youth employment situation and, secondly, argues for a broader engagement with the idea of a new educational settlement where education and employment must now be fundamentally linked.  Drawing on a three-year project based in Melbourne, Australia, the paper argues for the notion of an intergenerational commitment within workplaces. The paper closes with a consideration of the implications and possibilities of such a commitment for workplace learning by students and their co-learners in industry settings. 
Introduction – a call to action
There is little argument around the perilous position of young people in transition to first-time employment in the context that has evolved in the wake of the 2008-09 Global Financial Crisis (GFC) (OECD 2011; Scarpetta, Sonnet et al. 2010).  By 2010, the OECD was noting that the events of and beyond 2008 had hit young people hard. Even before the GFC, the youth unemployment rate across the European Union was persistently well in excess of the overall unemployment rate but already by 2008 the youth unemployment rate across the OECD was 2.8 times (Scarpetta, Sonnet et al. 2010).  Other European young people were even more marginalized, most notably in Spain where the rate has soared above 40%, in Estonia, Greece and the Slovak Republic were the rates now exceed 30% (OECD 2011).
While swings in youth unemployment rates are influenced by the lower labour force participation rates of young people as a group (O'Higgins 2012), the emergence of, and fallout from, the GFC saw 15 million youth who wished to work unemployed; 30-40% of school leavers were estimated as being at risk because of multiple disadvantage (tending to lack a diploma, coming from an immigrant/minority background and/or living in disadvantaged/rural/remote neighborhoods) or because they struggled, despite gaining their school qualifications, to access any kind of stable employment (Scarpetta, Sonnet et al. 2010). 

Even if we are optimistic enough to believe that the economic recovery is now underway, many commentators argue that young people will be ‘scarred’ by the prolonged periods of joblessness that may have to endure as any recovery moves beyond the unused capacity available to employers. Scarring refers to the process whereby the experience of unemployment increases future unemployment risks and/or reduced future earnings, mainly through human capital effects (the deterioration of skills and lost work experience) and signaling effects (the period of unemployment ‘signals’ the risk of low productivity to employers) but also in an individual’s future happiness, job satisfaction, wages and health (Bell and Blanchflower 2010) .  While there is no consensus on how enduring scarring might be research indicates that for disadvantaged young people lacking with low or no qualifications the effects may be difficult to remove (Scarpetta, Sonnet et al. 2010).  Gregg (2001) suggests that youth unemployment does impose a long-lasting unemployment scar for young people in the United Kingdom, particularly for disadvantaged young people.  Furthermore the effects of lost work experience do appear to leave a wages scar that persists: for young men in the United Kingdom Gregg and Tominey (2005) found a scar from one year of youth unemployment at the age of 22 in the range of 13-21% twenty years later.  According to the Economist, the harm will be felt for decades for both young people and society.  The paper reports research that suggests Britain’s 744,000 unemployed young people cost GBP155m per week in social support and lost productivity (Gil 2011).
In large part, the situation of young people’s situation in regard to the labour market is a result of youth employment, and unemployment, being more responsive to the business cycle than adult unemployment, the dominant reasons for this being the disproportionate presence of young people among those holding temporary jobs, lacking any form job security – forming a clear part of the emergent ‘precariat’ (Standing 2011) –  and their high concentration in certain cyclically-sensitive industries such as construction or manufacturing which once, but no longer, provided an entry point for those young people who, by choice, inability or necessity, would not progress to third-level education (OECD 2008).  Ireland offers a case in point. There, with the influence of the Celtic Tiger that proceeded the GFC, the youth unemployment rate moved from a low of 9.3% in 2004 to 28.7% in 2010 (OECD 2011).  In this context, young people have difficult choices: remain in school, emigrate, or attempt to compete with the adult unemployed who have already gained workplace experience.  Experience of work is the hidden qualification that can decide who succeeds in the competition for limited labour market opportunities, a point that is not missed in policy given three of the four programmes of study undertaken by 15-18 year olds in Ireland engage with workplace learning of some form (Jeffers 2006).  To understand this situation, we need to acknowledge that the current context is one framed by a new educational settlement.  It is to this that we now turn our attention.

A new educational settlement?
In this paper I wish to work with the idea of a new educational settlement, and a potential response to it, an idea that I draw from the work of Professor Vickers from the University of Western Sydney, Australia.  In 2008, Professor Vickers was a presenter at the Social Inclusion and Youth Workshop that I convened for the Brotherhood of St Laurence, one of Australia’s leading sources of research and policy in the arena of social inclusion (Kamp, Horn et al. 2008).  The workshop drew together key commentators from government, community and the academy to progress the then formative social inclusion discourse in Australia.  While her arguments were based in the Australian context, I believe they provide a powerful paradigm for conceptualizing concerns about youth transitions in other contexts.

The idea here is that an educational settlement is an agreement, reached after a period of negotiation, about the taken-for-granted or dominant ways that things should be done in education (Vickers 2008).  The agreement is accepted as legitimate by most stakeholders: governments who fund education, students who are the subject of educational policy, teachers, parents and employers who are one of the beneficiaries of the outputs of the education system.  As Vickers outlines, agreements are needed on a range of issues in regard to second level education including what subjects students should study, what choice they should have, how their performance will be assessed, how the assessment results will be used (such as for admission to third level education).  The settlement persists, often for decades as she outlines for the Australian context:

Settlement One commenced with the introduction of compulsory education and persisted until the late 1970s when youth unemployment first appeared as a policy issue: here we begin to see the evidence of youth being vulnerable to business ebbs and flows which, in turn, where increasingly influenced by the consequences of what Castells (1996) referred to as the Network Society.  In Settlement One, a small, talented minority of young people will complete the senior years of school and those senior years will culminate in admission to third level education – university – for this talented minority.  
With the collapse of full-time employment opportunities for young people that commenced in the late 1970s

Time-honoured traditions were threatened as state curriculum and assessment authorities debated the options.  Parents, employer groups, and Universities expressed divergent views, but a new settlement around the purposes of senior secondary schooling was forged (Vickers 2008: 3)
In Settlement Two, almost all young people complete the senior years of schooling and these senior years are designed to prepare school completers for a much wider range of futures.  In Settlement Two, only a small, disadvantaged minority of students leave school early.   In Australia, in one decade from 1982 second level school completion rates doubled.  However, as Vickers notes and experiential knowledge attests, Settlement Two is still not accepted by all parties – some high-fee private schools ‘pride themselves’ on persisting with the Settlement One model for those in the community who have the capital – in all its forms (Bourdieu 1986)  – to be included.   As such, in Australia both Settlement One and Two are present however the dominant arrangement is Settlement Two and the institutional arrangements that support it are well entrenched.  Notably, both Settlement One and Two presume a clear divide: school first then transition to work. 
The key point for Vickers is that any settlement occurs in context, and in the globalized environment, this context continues to change.  In much the same way as Kuhn (1970) explained the paradigmatic shifts that frame the possibilities for developments in scientific knowledge, changes in economic and social circumstances are again making the educational settlement untenable.  In large part, this reflects the situation where the crisp arrangement of full-time education followed by full-time employment – however long it might take to secure full-time employment – has become problematic.
This  reflects a number of social and economic trends, including expanded operating hours of the retail trade, strong economic growth and increasing youth consumption (Hodgson and Spours 2001).  For some young people, life in the consumer-oriented society (Bauman 2007) where we rely on consumerism to assist us in becoming all we might be.  However, for many young people the driver for combining work and study reflects a more immediate material need to work as a means to contribute to family income or to education costs that fall outside those provided ‘free’ in the ‘cost shifting’ neoliberal context (Bond 2009).

Whatever the driver, young people are increasingly involved in part-time work, both during and after their years in second level school. Over half of Australia’s secondary school students now work part-time while studying full-time, and the level of student part-time employment has increased rapidly over recent years. In Australia, between 1983 and 2003 the proportion of 15–19 year olds in part-time employment increased from 28% to 66.5% (Australian National Schools Network 2008), a trend that is also apparent in both the United Kingdom  (Hodgson and Spours 2001),  the USA (Staff and Mortimer 2007) and Ireland (McCoy and Smyth 2007). It is now recognised that part-time work as a component of the transition from school to working life is an almost universal experience and an important policy issue (Hodgson and Spours 2001).

For young people, and particularly those who do not progress to third level education, meaningful part-time work has benefits: acting as a ‘stepping stone’ and increasing their chances of gaining either an apprenticeship or a full-time job (Scarpetta, Sonnet et al. 2010; Vickers, Lamb et al. 2003). Other identified benefits include gaining  independence, building confidence, making new networks and developing a CV that will support their search for more secure work in the future (Hodgson and Spours 2001; Neumark 2009). 

It also has consequences that young people have to bear, to which I will return. For Vickers, in developed Western countries at least, this has brought about Settlement Three where the boundaries between school and work and blurred and many young people are combining work and school: things are not as they used to be (Hoffman 2011).  Such combinations do demand a new series of agreements about where learning can take place, who is a ‘teacher’, what it is to ‘know’, how learning can be assessed and how time is co-ordinated.  For me, any such agreement must also consider the implications for those who occupy these new ‘learnwork’ settings: what might be the learning implications and possibilities for workplaces, including but not limited to schools, who respond to the call for action and engage with young people in their learning endeavours beyond the school? 
New learning for a new settlement
In short, the smartest and quickest route to a wide variety of occupations for the majority of young people in the successful countries – not a default for failing students – is a vocational programme that integrates work and learning. (Hoffman 2011: 6, original emphasis)
The opportunity for young people to gain experience in working and learning at the same time is an important attribute in the 21st century labour market (Hodgson and Spours 2001).  Yet, the realization of the possibilities within this demands that co-learners – be they teachers in the schools, lecturers in universities, or employees who will work alongside these students in workplace settings – must also be equipped to expand their ability to create social learning systems (Wenger 2000).  A social learning system moves beyond the kind of informal learning that is captured in the notion of communities of practice to also consider issues of boundaries and identity. 
An example of this can be drawn from my earlier work around the implementation of a new form of pre-service teacher training implemented by Deakin University, the Graduate Diploma in Education (Applied Learning) (GDAL).  I am choosing this example as it touches on Hoffman’s position that the integration of work and learning should now be a norm, not a make-do arrangement for failing students.  In 2005 the first intake for this new qualification commenced.  The development of the programme was prompted by the challenges facing post compulsory education providers, including but not limited to second level schools, Technical and Further Education (TAFE) institutes and adult and community education (ACE) providers.   These organizations were increasingly being challenged to find new pedagogical approaches to the preparation of young people for the labour market.  At the same time, in keeping with Settlement Two the Victorian government had set specific targets to increase retention of young people in education and training:  by 2010 90% of young people would successfully complete second level: with increased retention levels teachers would be required to cater for a broader range of learning needs.

The implications of these challenges had been indicated in multiple policy documents:  the need for substantial paradigm shifts in the institutional relationships between, and organizational arrangements of, education and training providers and the need for teachers to be professionally prepared for this new role (Eldridge 2001);  the need for collaboration and partnership in working with young people as well as the need for teachers who were both professionally trained and committed as well as able to access extensive school-community networks (Ministerial Council on Education Employment Training and Youth Affairs 2004).  These collaborative arrangements would include non-traditional learning sites including workplaces and community agencies. Policy initiatives such as Vocational Education and Training (VET) in Schools, Enterprise Education, School Based New Apprenticeships (SBNA) and, additionally in Victoria, the alternative senior second level qualification Victorian Certificate of Applied Learning (VCAL)  had created a force, albeit contested, for new forms of pedagogy, curriculum and assessment that bridged the academic/vocational divide and departed from the discipline based approaches that had dominated and structured the activities of  secondary schools and, to a greater or lesser degree depending on context, had constrained their ability to work collaboratively (Deakin University Faculty of Education 2005a; Henry and Grundy 2004).  
While the broad aim of the GDAL was to foster in graduates a commitment to and capacity for lifelong learning that would enable them to respond to this new context, the specific aim of the GDAL was to enable graduates – who as post-graduate students would enter training with skills already gained from within industry, youth agencies and so forth – to meet the requirements for registration as teachers. The motivation for this was multi-faceted. On the one hand, the intent was to provide schools will a different kind of resource, a ‘professional educator in the knowledge era’ (Deakin University Faculty of Education 2005a: 11) who could work in partnership with students in multiple learning sites. On the other hand, these new teachers would also provide a mechanism to seed organizational reform inside schools.  This reform was sought as evaluations had demonstrated that existing teachers were having difficulty with the changing curriculum and an expanding commitment to lifelong learning in a variety of contexts (Henry, Dalton et al. 2002). As registered teachers the graduates would have the credibility to challenge the practices of those teachers who were unsure of, or resistant to, the idea of working with new pedagogical approaches.  In this way, schools would be able to access resources in their communities to customize accredited programmes of learning, within both the senior qualifications that not only responded to the rapidly changing labour market their students would encounter but also prepared students to continue as lifelong learners through providing access to structured and integrated workplace learning opportunities beyond the school.
In keeping with its intent, the GDAL itself was delivered in an applied approach: a mix of two-week intensive on-campus teaching blocks spread across four seasonal schools and a final study week at the end of each semester.  After each intensive, the students would enter a placement where they were to explore and experience applied learning: 

It is intended that you will be learning, first hand, how applied learning can be used to engage students in deep and meaningful learning experiences by adopting a ‘hands-on’ and experiential approach in your own professional learning. (Deakin University Faculty of Education 2005b: 2)
The placement involved a minimum of 60 days concentrated workbased learning in a secondary school, a TAFE institute or ACE provider, or some other alternative site.  The usual ‘practicum’ for teacher education would be met through these placements with teaching practice integrated wherever possible with action research projects to combine theory with practice. In this, the programme drew on Deakin’s long history in the field of action research 
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(Kemmis 1996; 2001; Kemmis and McTaggart 1988a; 1988b)
 (Kemmis and McTaggart 1988a, 1988b).  As such, this was an exercise in which the University, the students and the community would ‘all be part of this discovery’ about the nature of an applied learning pedagogy and the forms of learning required in the context of a new educational settlement. 
My research into this initiative (Kamp 2006; 2006) drew on Foucault’s notion of an eventalization (Foucault 1980/1994) and it is to a brief overview of that research that I now turn.
Eventalizing workplace learning: beyond bricolage
For Foucault, an eventalization involves two aspects of analysis:

First of all, a breach of self-evidence. It means making visible a singularity at places where there is a temptation to invoke a historical constant … A breach of … those self-evidences on which our knowledges, acquiescences, and practices rest. … Second, eventalization means rediscovering the connections, encounters, supports, blockages, play of forces, strategies, and so on … (Foucault 1980/1994: 249)
Thus, the focus is on ‘analyzing an event according to the multiple processes that constitute it’.  While we might have a policy lead, and a practice response (each of which could also be analysed by way of an eventalization, we also need to be attentive to the connections, encounters, supports and so on that occur in each of the learning sites: within the on-campus teaching blocks, the seasonal schools and in the placements the students encountered.    Here, I limit my discussion to the workplace learning of the students in the GDAL who entered school sites for their placement. 
Students were in first ALTE in February 2005 after their first two-week intensive on-campus.  Those students in school contexts at times found themselves struggling given the primary organization of the school was around discipline areas.    Some GDAL students came to the subsequent on-campus teaching block asking to be taught to be ‘an old-fashioned teacher’ : in modelling an expanded concept of the role ‘teacher’ some students felt they were positioned, or positioned themselves, as lesser.  Even where a placement was in a secondary school the offered the Victorian Certificate of Applied Learning as a senior school qualification  there was a high likelihood that such vocationally-oriented applied learning programmes were not identified as quality curriculum, that a teacher-centred, expository, classroom-based pedagogy prevailed and that collaborations beyond the school walls were adhoc and removed from the core business of the school:  the VCE and the third level entrance score (‘the ENTER’) it generated.  Staff in some schools, who were involved in GDAL placements, told me that VCAL was ‘just a headache’ that ‘made schools neglect most of their students, that is, the VCE students.’
  These schools were involved in VCAL because of the funding model: global budgets were based on enrolments so schools had to offer as broad a range as competing schools.  In these schools, VCAL was for a ‘type of student who had no idea and wouldn’t commit’ rather than acting as legitimate curriculum. 

Such schools were working with one investment in Settlement One, a conflicting investment in Settlement Two, with little willing engagement with the notion of Settlement Three.  The research indicated that even in those schools where there was receptivity – one school advising that it would take all the students looking for placements in support of its own reform agenda – the approach of these students with its fundamental philosophy of applied learning was met with fierce resistance from some teachers within the school as an assault on quality.  Given the action research focus of the GDAL, this kind of context for students in placement should not in itself constitute a problem: critical reflection on what isn’t working is fundamental to an action research ethos. However, if the ALTE placement was in a school that was not aware of or committed to the broad aim of the programme and did not support a process of critical reflection in action, this could significantly undermine the agenda.   
In theorizing the experiences of the GDAL students, I drew on Hatton’s (1997; 1988/2000) use of the notion of bricolage to explore how transformative policy agendas can be undone.  Drawing on the concept as developed by Levi-Strauss (1974) bricolage is understood in terms of its practitioner, the bricoleur: a ‘professional-do-it-yourself’ person.  Rather than considering a project and then asking what tools are required for its completion, the bricoleur reviews the pool of tools they have and considers how they might be used to complete, or approximately complete, the project.  Understanding the project does not motivate the bricoleur to acquire new tools; it is the possible uses of the tools to hand which determines not only the degree to which the project is completed but, potentially, also the extent to which the project is understood.  Furthermore, the tools the bricoleur acquires in the first place are not collected with a particular use in mind but more in the hope they might be useful (Hatton 1988/2000: p. 1361-2). Hatton is not arguing that bricolage is wrong per se: bricolage is often a rational (although limited) response to circumstance. Rather, she argues that ‘an important goal for teacher education is to aim for the combination of  bricolage and critical self-reflection’ (Hatton 1997: 246).
The important point for my purposes in considering the imperative to secure meaningful structured workplace learning opportunities for all young people in supporting their transition in the post-GFC context is her suggestion that the means at the disposal of most teachers as workplace educators are those they have acquired on the job, and many of inappropriate for the realization of transformative initiatives. Research on the ongoing education of school guidance counselors who are often central to the organization and management of school endorsed workplace learning initiatives explored the impact of those staff experiencing, and reflecting on, their own work experience programmeme. For Jeffers, one of the most important findings was that it cannot be assumed that a workplace experience will result in learning: the learning process for these teachers was both ‘complex and challenging’; Jeffers suggests that critical questions needed to be posed about what kind of learning can take place through work-experience processes (Jeffers 2006: 417-9). 
What hopes are there for a Settlement Three curriculum in a context where the dominant paradigm of established workers who do not have these kinds of opportunities to critically engage with practices of workplace learning is conservative?  How might we attend to these blockages, forces and strategies that our eventalization might uncover? This is work that remains to be done, in a range of settings.   Jeffer’s research concluded  that schools must be confident that the environments in which students are placed must be ‘broadly positive’ towards the forms of learning that occur through work experience.  My argument is broader and more encompassing: our approaches to learning in workplace learning settings – be they for pre-service teachers in placement, existing teachers in practice, or workplace educators working with teachers in the context of the emerging educational settlement – must be designed in ways that create the conditions for social learning systems that foster individual, institutional and organizational change. How this will occur is a subject for sustained ethnographic research.
Reference is often made of the benefits for employers of supporting various forms of vocational learning for youth.  These usually derive from notions of apprenticeship and the opportunity to bring in entry-level staff who can quickly become productive, whose skills are aligned to a specific workplace and, given their age, who can potentially be employed at a lower cost (Hoffman 2011).  Yet our position is that one of the greatest benefits is in the organizational learning that must occur if meaningful combinations of school and work are present in any form. That is, the shift towards the learnwork orientation that will occur for the young person, their co-workers and the organization itself if the transformation potential is to be realized for young people.  For me, this payoff helps make the case for an intergenerational commitment where all parties work to create the conditions for transformative workplace learning opportunities.

The intergenerational nexus 
An education system that in partnership with employers holds itself accountable for not only for career preparation but for moving young people into productive roles in the labour force has a different orientation than one in which completion of a degree or credential is the end point of the education system’s responsibility (Hoffman 2011: 6)
What are the implications for accountability in the context of this new educational settlement?  What might this new orientation look like?  In part, the issue of accountability flags that in large part responses to the challenges of the third settlement are conceptualized are individualized:  it is for young people, sometimes with the support of their families and oftentimes not, who must reconcile the tensions of combining their work and study commitments, regardless of the richness, or not, of the learnwork context in which they might be based.  These tensions are complex: for instance, while part-time work offers all the benefits noted early and can facilitate educational attainment (especially for youth who are struggling at school) (Staff and Mortimer 2007) above a certain threshold long hours of work can impact school achievement and retention 
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(McCoy and Smyth 2007; OECD 2008; Staff and Mortimer 2007; Vickers, Lamb et al. 2003)
.  These are not only issues of individual ability and interest: selection effects are evident in who gets to engage with workbased learning before leaving school.  Access to meaningful combinations of work and study and the balance of benefits that accrue are differentiated by socio-economic and cultural background, school effects, and by gender 
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(Centre for Multicultural Youth Issues 2005; Dockery and Strathdee 2003; McCoy and Smyth 2007)
. 
The idea here is to take the notion of a new educational settlement seriously and to move to offer real support to young people who are learning in the context of this settlement.  The paradigm shift demanded by a new educational settlement is building; the aftermath of the GFC for youth in transition now offers a compelling case to act. In Australia, one response has been the notion of an Intergenerational Compact for Youth that was promoted by the Australian National Schools Network in 2008 .  Three principles frame the proposed Compact as outlined by Vickers (2008: 5-6).  Firstly, a whole-of-community responsibility for the wellbeing of young people that requires joined-up thinking and action on the part of teachers, parents, employers and other relevant community actors who have some ability to influence access to whatever jobs are available.   Secondly, safe environments where young people are not exploited for their cheap labour, harassed or at risk of physical injury. The compact here focuses directly on the implications of the new settlement: if work and school are increasingly occurring simultaneously then issues of limited time resources come to the fore: the negotiation of the industrial relations issues that are raised in the workplace, the ability to imagine flexible durations of senior second level programmes in schools, and the question of who speaks for young people in negotiating these new frames of reference.  Research by the Brotherhood of St Laurence indicates the pivotal role of intergenerational communication with three areas of focus: induction processes, generational differences and management skills (Tresize-Brown 2004). The final principle cuts to the heart of this paper: that the workplaces young people enter through their own efforts to secure part-time work or through their involvement in school-based programmes that take them into the workplace, should be sites where learning is valued in and of itself as a fundamental part of day-to-day operation. Clearly, this has implications: at a minimum it implies that schools, teachers and industry work collaboratively in exploring the capacity-building required by ‘teachers’ of all forms to ensure that learning in the workplace is meaningful, sustainable, relevant and recognised by the school in the programme of study of the school.  In other words, that the workplace community acts a living curriculum that involves learning on the part of everyone (Wenger, McDermott et al. 2002).
Conclusion
The societal costs of youth unemployment go beyond the risk of long-lasting scarring for individual youth: given the declining youth cohort it is imperative that all young people are supported in moving to full and productive lives in the full range of labour market roles that they will need to take on in the future.  As I write this paper in Ireland, the Senate is debating a bill to scrap the compulsory retirement age on the basis of the rights of older workers to be able to choose to work for as long as they wish to do so. The call to action here is against a form of ageism, this in a context where in 2012 only 25% of 15-24 year olds are working – half the percentage that were working before the GFC – while it is reported that the number of over-45 year olds has hardly been affected (O'Brien 2012).  The comments below this article in The Irish Times included one by ‘Darkone’ who suggested ‘it isn’t helpful to see this as an inter-generational war’.  True.  But it is helpful to realise the solutions are intergenerational.   Retirements should create room in the job market for young people, but this is not occurring.  If jobs are advertised through the trickle-down of opportunity created by retirement, in the post-GFC context young people have even less chance of securing a foot-hold in sustainable work given they are competing with mid-career workers who have lost work and compete armed with extensive work experience.  An embrace of the idea of a new educational settlement as an organizing concept and an exploration of the limits and possibilities of forging social learning systems to carry that settlement forward in practice, seem a compelling agenda for research.  Framed by an intergenerational compact, all of our futures might look just that bit more secure. 
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� At the time of the research the VCE was the largest single programme element of post compulsory education provision in Victoria.  Yet the great majority of school students did not progress to university – in SGR LLEN region the percentage was approximately 30% of those enrolled in secondary education; approximately 12% completed the undergraduate degree they enrol in � ADDIN EN.CITE <EndNote><Cite><Author>Smart Geelong Region Local Learning and Employment Network Inc</Author><Year>2002</Year><RecNum>153</RecNum><Pages>10</Pages><record><rec-number>153</rec-number><foreign-keys><key app="EN" db-id="f9r0r2xdjppwp6evvpmxapvq2px2psz5v2ev">153</key></foreign-keys><ref-type name="Report">27</ref-type><contributors><authors><author>Smart Geelong Region Local Learning and Employment Network Inc,</author></authors></contributors><titles><title>Annual Report 2001-2002</title></titles><keywords><keyword>Operation</keyword></keywords><dates><year>2002</year></dates><pub-location>Geelong</pub-location><publisher>Smart Geelong Region Local Learning and Employment Network</publisher><urls></urls></record></Cite></EndNote>�(Smart Geelong Region Local Learning and Employment Network Inc 2002: 10)�. However the VCE is dominated by the ENTER requirements, the discipline approach which parallels it, and parents, teachers, and students share the view that VCE is ‘about’ going to university � ADDIN EN.CITE <EndNote><Cite><Author>Kirby</Author><Year>2000</Year><RecNum>44</RecNum><Pages>69</Pages><record><rec-number>44</rec-number><foreign-keys><key app="EN" db-id="f9r0r2xdjppwp6evvpmxapvq2px2psz5v2ev">44</key></foreign-keys><ref-type name="Report">27</ref-type><contributors><authors><author>Kirby, P</author></authors></contributors><titles><title>Ministerial Review of Post Compulsory Education and Training Pathways in Victoria</title><short-title>The Kirby Report</short-title></titles><keywords><keyword>Policy</keyword></keywords><dates><year>2000</year></dates><pub-location>Melbourne</pub-location><publisher>Department of Education, Employment and Training</publisher><work-type>Ministerial Report</work-type><urls></urls></record></Cite></EndNote>�(Kirby 2000: 69)�.
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