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ABSTRACT 
 

This research has examined the personal capital investments and returns of a 

group of TAFE Diploma of Community Work graduates through the use of 

qualitative research methodology. Recognising that the concept of personal capital is 

distinct from human capital in that it considers the intrinsic reasons, impetus and 

values that individuals ascribe to their motivation to undertake and complete a course 

of study. Personal capital is not quantifiable within the present human capital 

outcomes paradigm, however the personal capital paradigm allows for a deeper 

exploration of a range of further tangible and valid outcomes not addressed in the 

human capital approach. There is a gap in the current research literature regarding 

evaluation of TAFE outcomes and it stems from a predominant human capital focus. 

The existing paradigm of human capital, which values the acquisition of knowledge 

and skills for their economic value, has been of primary interest and significance, 

particularly in terms of government policy in relation to vocational education and 

training 

By using an interpretivist approach comprising in-depth interviews, the 

researcher was able to explore the intrinsic drives, motivations and aspirations and 

impetus that brought the TAFE graduates to initially undertake their studies in the 

diploma program. This approach also allowed for an examination as to whether the 

graduates perceived that they had obtained a return on this personal capital 

investment in the study program. Through the conceptual framework, the research 

established a set of predetermined personal capital investments and returns, although 

the research was not constrained by these pre-determined themes. The use of 

grounded theory data analysis procedures in the study allowed for the evolution and 

analysis of emergent categories or themes relating to personal capital investments 
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and returns. Consequently, the qualitative analysis of the in-depth interviews has 

revealed a broader range of themes relating to personal capital investments and 

returns than otherwise might have been discovered if the research had been limited to 

the pre-determined themes arising from the conceptual framework. It is the author’s 

contention that this qualitative study of TAFE diploma graduate’s personal capital 

investments and returns gives insights about the notion of personal capital and its 

importance to decision-making as to why individuals undertake the Diploma of 

Community Work. This study also reveals what they personally and professionally 

expect from study in such a program. Neither of which the current quantitative data 

about TAFE graduates, namely the Student Outcomes Surveys; by design and intent  

are as yet capable of acknowledging or exploring.  
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Chapter One 

The Context of the Study 

Introduction: 

The purpose of this study is to consider the concept of personal capital 

investments and returns for Technical and Further Education (TAFE) diploma 

diplomates as a means to increase an awareness of TAFE participation. Currently 

diploma outcomes are gleaned in a quantitative manner based on the National Centre 

for Vocational Education Research (NCVER) annual national Student Outcomes 

Survey (SOS). This study acknowledges the contribution of notions of human capital 

as a theoretical construct leading to the formulation of personal capital investments 

and returns, and in so doing suggests an alternate but complementary paradigm, 

personal capital, which provides more insight, understanding and awareness about 

TAFE participation. 

Drawing on the researcher’s current role as a Leading Vocational Teacher at a 

TAFE institute, and being interested in exploring the reasons, motivations, ambitions 

and expectations that led learners to pursue studies at TAFE, and whether upon 

completion of their studies, those inherent and personal motivations had been 

satisfied: the foundations for the research emerged.  Also, once students had 

completed their studies they were rarely seen again. This left only the occasional 

anecdotal piece of information from sporadic contact to ascertain what effect 

undertaking the TAFE diploma had had in their lives. 

The National Centre for Vocational Education Research (NCVER) annual 

national Student Outcomes Survey (SOS) provides limited information about future 

directions of TAFE graduates. The SOS is deemed to be valuable research and given 
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its predominantly human capital quantitative approach, the SOS data does not explore 

matters associated with the personal capital investments and returns of TAFE diploma 

graduates.  

This research is valuable because it offers an alternative for evaluating not only 

TAFE graduate outcomes but also the intrinsic reasons that motivate an individual to 

undertake the program of study in the first instance. The concept of personal capital is 

distinct from human capital in that it considers the intrinsic reasons, impetus and 

values that individuals ascribe to their motivation to undertake and complete a course 

of study. Personal capital is not quantifiable within the present human capital 

outcomes paradigm, however the personal capital paradigm allows for a deeper 

exploration of a range of further tangible and valid outcomes not addressed in the 

human capital approach.  

It is argued that there is a gap in the current research literature regarding the 

evaluation of TAFE outcomes and it stems from a predominantly human capital focus. 

The existing paradigm of human capital, which values the acquisition of knowledge 

and skills for their economic value, has been of primary interest and significance, 

particularly in terms of government policy in relation to vocational education and 

training. This research not only offers an alternate lens with which to view TAFE 

graduate outcomes but also offers an examination of the personal capital investments 

students make in their program of study, an area which to date has not be explored. 

Purpose of the research  

It is apparent from the historical overview of the development of technical and 

further education in Australia, TAFE has traditionally been awkwardly situated within 

the three tiers of the education sector. It has suffered what could be described as an 
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educational identity crisis. TAFE’s status within the general community and with 

federal and state governments, has been marginal as a result of what Kangan (ACTFE, 

1974) noted was the trades and industrial focus of its educational delivery, as opposed 

to the liberal arts of higher education. In times of economic downturn or stagnation, 

federal and state governments have turned to TAFE with an expectation that funding 

and resources will lead to local and national prosperity and employment, and 

consequently TAFE has found itself at the centre of government policy and attention 

(Haynes, 1997).  

The implications for TAFE being subjected to both federal and state political 

intervention and policy formation justifies the evaluation of TAFE’s role within the 

paradigms of human and personal capital. Consequently, the purpose of this study, 

while acknowledging the influences of human capital, advances and advocates the 

value and importance of examining personal capital as a major contributor to TAFE’s 

position in technical and further education provision. 

TAFE and human capital 

The economic importance of education in the policy agendas of the federal and 

state governments is linked with the concept of ‘Human Capital.’ Capital is a concept 

that has its origins in economic theory and has been defined as plant, equipment and 

other productive resources possessed by a business or organisation (Baumol, Blinder, 

Gunther & Hicks, 1991; Samuelson, Nordhaus, Richardson, Scott & Wallace, 1994). 

These productive resources are considered by businesses or organisations as assets 

(Wilks, 1999).  Human resources such as labour, skills and knowledge are considered 

to be important productive resources in terms of capital (Case & Fair, 1989).   
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This investigation considers the concept of human capital which, according to 

Abeysekera (2005), is generally viewed as the combination of assets possessed by 

individuals and by the workforce of a company or organization.  In its broadest sense, 

human capital can be defined as the knowledge and/or skills possessed by an 

organization’s workforce that assist that organization to maintain its competitive 

advantage (Widener, 2005). Carmeli (2004) contends that human capital theory 

focuses on the educational level of employees as a source of labour productivity and 

economic growth.  Heckman (2005) maintains that human capital, which he defines as 

the skills of the population, plays a major role in explaining economic growth and the 

differences in productivity among countries. Wei (2004) contends that human capital 

is one of the most important assets of a country and that education is one of the most 

important forms of investment in human capital.  

Human capital theory therefore, views the allocation of resources by 

governments to education as an investment that will produce future returns in the form 

of economic growth or productivity.  Thus, human capital theory asserts that the 

economic value of education is assessed by the increase in the earning capacity or 

productive capability of individuals (Quiggin, 1999). 

Most federal and state government thinking about vocational education and 

training advanced through TAFE hold that it exists within the context of human capital 

theory. This is because TAFE has emphasised skills development as a charter for 

vocational education and training to meet present and future industry and economic 

demands.  Human capital theory deems that the more skilled and productive 

individuals are, the more valuable those individuals are to industry and commerce and, 

by inference, the national economy. TAFE has been the subject of much government 
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policy and intervention, as technical education has been deemed by federal and state 

governments to be critical to the Australian economy and global competitiveness. 

Vocational education and training skills and employment outcomes thus are both key 

performance measures of the vocational education and training system as outlined by 

the ANTA Ministerial Council (Dumbrell, 2000).  

Research problem 

Appreciating the federal and state political influences associated with TAFE, this 

study is sited within a political environ where the worth and outcomes associated with 

TAFE are currently measured in the context of human capital. However, these 

measurements are based on quantifiable outcomes that relate directly to employment 

and/or further study and subsequent measurable productivity, with no regard to the 

value of individual motivations, aspirations, wishes and desires.  

Given the propensity to examine the outcomes of TAFE based on quantifiable 

data pertaining to participant numbers and completion rates, this research advances an 

alternative lens for examining the outcomes of TAFE.  Instead of defining and 

investigating outcomes with respect to human capital theory, the study has developed 

and investigated the personal capital investments and returns of TAFE diploma 

graduates. 

TAFE: Personal capital investments and returns   

The creation and development of personal capital theory emanated from 

influences arising from Kangan’s (ACTFE, 1974) notions of the educated person and 

the Bildung idea of the ‘complete man’. These concepts of the individual as a discrete 

person allowed this research to move beyond statistical data from human capital 
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research, into the realm of qualitative perceptions, observations and insights of TAFE 

diploma graduates which this study refers to as personal capital returns that the 

diplomates achieved from their personal capital investment into TAFE study.  

Acknowledging the diverse range of programs and training offered in TAFE, this 

study focused on graduates of a Community and Human Services program offered at 

one TAFE institution, the Brisbane North Institute of TAFE (BNIT), in Queensland, 

Australia.   

Research questions 

The intention of this research was to investigate the TAFE diploma graduates 

personal capital investments and returns by ascertaining qualitative perceptions, 

observations and insights of the research cohort in relation to the reasons and 

motivations that underpin why they undertook their program of study and whether, 

upon completion, those reasons had been fulfilled. For the purposes of this study those 

reasons and motivations are referred to as personal capital investments and returns. 

Consequently, the research project’s primary objectives were to investigate: 

1. What are Brisbane North Institute of TAFE Community and 

Human Services Diploma Graduate’s personal capital investments in 

their diploma program? 

2. Were the personal capital investments realised subsequent to 

graduation? 

Significance of the study 

The study has significance at both professional and theoretical levels which 

include: 



7 

Professional significance of the study 

While there have been quantitative studies of TAFE outcomes (see Dawe, 2004; 

Stanwick, 2006) to date there has been limited intensive, qualitative studies on the 

educational and vocational outcomes of TAFE diploma graduates.   

This study will be useful to TAFE as a whole for attracting potential diploma 

students, in addition to the institution where the data were gathered.  Details from the 

study will ensure that the organisation will have information and data that identifies 

student motivations for undertaking a program of study as well as ascertaining long-

term graduate pathways. This information may assist in developing and strengthening 

relationships with other tertiary institutions and industry, as well as allowing TAFE to 

recognise and implement programs for students to meet their specific learning needs.  

Traditionally TAFE has relied upon quantitative data from the National Centre 

for Vocational Education Research (NCVER) for information on graduate outcomes. 

The NCVER is a not-for-profit company owned by the state, territory and federal 

ministers responsible for vocational education and training and undertakes vocational 

education and training research.  NCVER compiles a national quantitative Student 

Outcomes Survey (SOS) based on data supplied by vocational education and training 

providers who have a legislative requirement to comply in providing the data. It is 

noteworthy that the NCVER SOS is a short-term survey that records employment and 

education outcomes of graduates approximately six months after graduation. The 

findings of such research are limited in that the first choice of employment or study 

after graduation is not always indicative of a long-term vocational or educational 

pathway, nor is it indicative of whether graduate personal capital investments have 

been realised. This research has gleaned information from graduates who are more 

settled or definitive in their choice of career or further education. 
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The research also benefits potential students of TAFE diploma programs.  

Results from this investigation will not only provide an indication of career and study 

possibilities after graduation; it may allow students with similar personal capital 

motivations to be aware of possible future career and educational opportunities. 

Moreover, in respect of the specificity of the Community and Human Services 

program, results of this study can stimulate consideration as to whether a personal 

capital investment in the Community and Human Services diploma program will offer 

the return potential students may anticipate. 

When a potential student expresses interest in a particular study program, 

Brisbane North Institute of TAFE (BNIT) sends the person an information pack. This 

pack contains generic information about the course and possible employment and 

career avenues. As the researcher is the Program Co-ordinator for the Diploma of 

Community Work (now the Diploma of Community Welfare Work), it is his intention 

to incorporate some information on the personal capital outcomes of the diploma 

graduates gleaned from this research. This information could also be presented at the 

BNIT program information evenings held throughout the year for potential students. 

Such information may offer additional insights into the program of study and possible 

outcomes for potential students to consider. 

Theoretical significance of the study 

There is a gap in the current literature regarding qualitative evaluation practices 

for TAFE diploma student outcomes and it is argued that this situation stems from the 

human capital quantitative endpoint focus required by government policy. This 

research examines the concept of personal capital as distinct from human capital in 

relation to TAFE diploma student learning outcomes. The study has developed an 



9 

operational definition of personal capital that includes the inherent impetus and values 

that individuals ascribe to their motivation to undertake a course of study.  

However, the intrinsic reasons, motivations and personal capital rewards for 

study are not quantifiable through the present human capital outcomes assessment 

processes from the Student Outcomes Surveys. This is because individual motivation 

to study, or acquire a skill set are not considered in the present research paradigm of 

human capital.  The intention of this research was to examine the personal capital 

paradigm, which is seen as a more in-depth and qualitative investigation and provides 

individualized explanations and insights as to the learning outcomes of TAFE 

students.  This data also allowed for the exploration of a range of further outcomes not 

addressed in the human capital approach, such as job promotion and/or change, 

personal achievement, family-work mix, and self-development.  These additional 

research outcomes are valid within the construct of personal capital as they are 

tangible outcomes of the fundamental reasons, motivations, impetus and values that 

TAFE individual students ascribe in explaining their reasons for undertaking a TAFE 

study program. 
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Chapter Two 

Review of literature and conceptual framework 

Introduction: 

The overall aim of the study was to investigate personal capital investments 

and outcomes identified by students from a Technical and Further Education (TAFE) 

diploma program. Given the myriad of programs offered at this level by TAFE, the 

cohort for this investigation are students from the Diploma of Community Work 

program.  However, a major focus of this chapter deals with the current evaluation of 

outcomes within vocational education and training utilized by TAFE. The purpose of 

the literature review is to focus on research studies and theoretical papers that have 

significantly expanded on and identified the context in which this study is situated. 

The literature review reveals that the dominant paradigm influencing the 

evaluation of TAFE outcomes has been the human capital paradigm. For any 

exploration of the educational and vocational outcomes of TAFE graduates to be 

meaningful or contextualised, an examination of the historical development of 

technical and further education is needed to understand its theoretical situation in 

relation to where it sits within tertiary education. Consequently, a discussion of the 

historical evolution of TAFE as an educational entity is included in Chapter 2. 

Consequently, this chapter begins with an overview of the historical 

development of TAFE. It is followed by an examination of the literature with respect 

to current evaluation undertaken for determining TAFE graduate outcomes, and then 

leads into a discussion of the human capital paradigm. This is supported by literature 

that highlights alternative paradigms such as lifelong learning, in addition to the 

review and discussion about other concepts of capital.  The chapter concludes with a 
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literature review that introduces and highlights an alternative paradigm detailing 

personal capital, which is the focus of this research.  

Australia’s Technical and Further Education (TAFE) system is both a federal 

and state government managed and funded tertiary education system that is 

specifically directed toward the vocational education and training sector. In everyday 

discourse, TAFE and vocational education and training are often referred to as the 

same entity. However, while one is synonymous with the other, it is important to 

note that vocational education and training is the overarching tertiary field within 

which TAFE is located. 

Some of the following historical discussion makes specific reference to the 

Queensland context because that is the environment in which the study is based. 

However, it will be seen that the Queensland experience is closely aligned with, and 

reflective of, the general development of technical education and further education 

throughout the states and territories of Australia. 

Technical education: an early historical overview 

1849 – 1973: 

TAFE as an educational entity has a history of development that has been both 

ad hoc and independent in manner. According to Clarke (1992) the birth of technical 

education in Queensland dates from the earliest times within the development of the 

then colony and predates the establishment of the State’s first university, the 

University of Queensland, by almost 60 years.   

Clarke (1992) traces the origins of formal technical education, which was 

TAFE’s first beginnings, back to the establishment of Mechanics Institutes. The first 

of Queensland’s Mechanics Institutes was the North Brisbane Mechanics Institute, 
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which was established in Brisbane in 1849. Clarke (1992) reports that Mechanics 

Institutes subsequently opened in many regional centres and they were designed to 

provide lectures, classes of instruction and libraries for tradesmen and craftsmen. 

Todd (1995) argues that the Institutes provided a cultural infrastructure of science 

and technology with their purpose being the “diffusion of Science [sic] and other 

useful knowledge” (p. 29).  Although their original intention failed, and after a short 

time, they became little more than recreational centres, Todd (1995) believes that 

they provided an organisational basis for subsequent formal technical education. 

Fooks (1994) argues that the Mechanics Institutes did achieve their intention of 

providing good instruction in the various branches of science and that they did 

perform some genuine educational work. However, Fooks (1994) concurs with the 

position advanced by Todd (1995) that the Mechanics Institutes laid the foundation 

for later technical education.  

While they may not have achieved their founding goal of providing 

comprehensive scientific and technological education for the artisan class, Morris 

(2003) argues that Mechanics Institutes did provide important educational, social, 

civic, and recreational services to their local communities. 

As the nation developed and grew, the impetus for the creation of technical 

education institutions throughout the Australian colonies was founded on the 

realization by both governments and citizens alike that skilled labour was scarce and 

there was a need to develop skill training to enable the country to meet the 

challenges of industrialisation (Ryan, 2002). 

In 1882, the Brisbane Technical College was established in conjunction with 

the School of Arts. The purpose of the Technical College was to provide teaching in 

those areas necessary for the trades such as drawing, geometry, arithmetic and 
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chemistry (Goozee, 1995). The principal catalyst for the establishment of the 

Brisbane Technical College was a teacher; Joseph Clarke, who believed that 

technical education should offer subjects necessary to the trades but should also 

teach anything that students were willing to learn and for which the college could get 

teachers to teach (Clarke, 1992). Pickersgill (2004) observed that technical education 

in the different colonies developed different institutional features although, in each 

system, there was an emphasis on teaching broad occupationally defined skills rather 

than narrow job-specific skills. 

The “broad” curriculum approach to technical education raised an early 

dilemma within the community as to its role and direction.  This is evidenced by the 

Queensland parliament debating the purpose of technical education in 1890. 

Moreover, this debate was not limited to the colony of Queensland nor was it solely a 

quandary unique to Australia.    

Writer T H Huxley (1877) in his deliberations on technical education in 

England in the late 1800s stated, “…it passes the wit of man, so far as I know to give 

a legal definition of technical education” (p. 428).   

The Australian Committee on Technical and Further Education (ACTFE, 1974) 

almost a century later was still struggling with the problem of devising the 

quintessential description of technical education when it stated that, “it [the 

committee] believes that it is beyond human capacity to devise a precise definition of 

technical or further education that would stand the test of time” (p. 5).  

Some within the community saw technical education as being unrelated to the 

formal structures of primary, secondary and university education with an emphasis 

on trades alone. This view was reflected in the initial choice of titles for technical 

colleges such as Working Man’s College (Goozee, 1995). Others saw technical 
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education as an important and necessary link between trade, commerce and industry 

through preparation and advancement of students in a number of professional areas, 

not only the trades (Clarke, 1992). This divided opinion regarding technical 

education has become somewhat entrenched in the psyche of the community, with 

the purpose of technical education and its successor, TAFE, still the subject of debate 

today. Moodie (2002) believes that, since those early discussions on the role of 

technical education, “we are no further advanced in establishing a secure identity for 

vocational and educational training” (p. 249). 

In Queensland prior to the early 1900s technical colleges, as they had by then 

become known, were independent of government regulation other than being the 

subject of financial audits by the Auditor-General in relation to the government 

subsidies provided to local management committees for their continued operation 

(Clarke, 1992).   

By 1918, after several years of increasing state government (the colonies 

became states at federation in 1901) intervention  in technical colleges in areas 

related to its organisation, structure and operating practices the Queensland 

Government passed legislation to bring technical colleges within the ambit of the 

Department of Public Instruction (Clarke, 1992). The effect of this action was to 

formalise technical education throughout the state and bring it under government 

control. 

The Queensland experience in relation to the technical colleges was not unique 

and by the 1930s, state and territory governments throughout Australia had taken 

over the administration of their technical education.   However, the high costs of 

maintaining technical education had finally compelled the states and territories to 

seek financial assistance from the then Commonwealth Government by 1936 (Fooks, 
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1994). Their appeals for assistance were consistently rejected by the Commonwealth 

and it was not until the crucial role that technical education was to play during World 

War Two was recognised, that the Commonwealth finally acquiesced and provided 

funding for technical education on a national level in 1943 (Goozee, 1995).  

The contribution to the war effort by technical education cannot be overstated. 

Not only did it contribute to the development of a skilled workforce that was needed 

to meet the demands of maintaining the ‘war machine’ within existing industries and 

industrial processes, it also developed entirely new methods and manufacturing 

procedures that had Australian industry virtually self-sufficient at design and 

production levels by the end of the war (Pickersgill, 2004).  

Constitutionally, education had always been seen as a state obligation and 

traditionally the commonwealth government had little power and even less 

enthusiasm to engage itself in ongoing funding and delivery of technical education 

within the states. Until income tax rights were transferred from the states to the 

Commonwealth during the Second World War, the Commonwealth had not been in a 

position to fund education from its revenues even if the constitutional power to do so 

had existed (Ryan, 2002).  

During the 1950s and 1960s, the extended government control over economic 

and civil life that had existed during the war years led to a political desire to return to 

a less interventionist style of government.  

The commonwealth government post-war reconstruction policies did result in a 

stronger influence in technical education through the provision of funding for 

equipment and staff training in order to meet the demands of reconstruction 

programs (Ryan, 2002).  However, by the end of the 1950s, policy focus at the state 

and federal level had shifted to higher education as a result of the success of the 
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commonwealth government’s skilled migrant program (Pickersgill, 2004). 

Consequently, during this period financial responsibility still rested mainly with the 

states, although in 1964, the Commonwealth provided $10 million to the states for 

technical education capital purposes. This began what Fooks (1994) sees as a 

pervasive influence by the comonwealth government in the financing and policy 

setting of technical education, as the assistance was subject to certain conditions 

being met by the states in respect to the delivery of technical education. 

Technical and Further Education: the influence of Kangan and Bildung 

1973 – 1995: 

The era of limited intervention by the Commonwealth in technical education 

came to an end with the election of the Labor Party to federal government in 1972. 

As part of its raft of sweeping social and political reforms the Labor Party ceased 

using the term commonwealth government when referring to the national government 

and adopted the term federal government as an indication of Australia’s 

independence from Great Britain.  

In 1973 it was brought to the federal government’s attention that it did not have 

a policy on technical education, and that the sector did not fall under the jurisdiction 

of the newly created Schools Commission, the Commission on Advanced Education, 

or the Universities Commission (Goozee, 1995). According to Robinson (1990), 

when the matter was raised as to what government body would look after the 

interests of the 400, 000 technical college students, the then Federal Minister for 

Education, Kim Beasley Snr, erroneously stated that he had thought that the 

Advanced Education Commission and the Schools Commission would cover the 

field of technical education.  
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It seemed that, once again, technical education had been ignored or overlooked 

as a viable and legitimate educational sector.  After the technical teachers union 

alerted the federal government to this glaring policy omission, in January 1973, some 

four months after gaining office the government appointed the Australian Committee 

on Technical and Further Education (ACTFE) whose role was to report to the federal 

government on issues pertaining to technical and further education across the nation.  

The chairman of the committee was Myer Kangan (ACTFE, 1974), and the 

Kangan Report, as the committee’s report became known, had profound implications 

for technical education, or technical and further education (TAFE) as it subsequently 

came to be called. During the time Kangan was appointed to the ACTFE, the 

International Commission on the Development of Education (ICDE) presented its 

report to the United Nations Educational, Scientific, and Cultural Organization 

(UNESCO). The report, Learning to be: The world of education today and tomorrow 

had a significant effect on the thinking of Myer Kangan and subsequently impacted 

on his report (Fooks, 1994). 

Kangan put TAFE on the national agenda and provided an impetus for a 

national identity for technical education. The primary thrust of the Kangan Report 

was that the function of TAFE was not simply to provide industry and commerce 

with a supply of skilled workers, but that it also had a more altruistic role of 

providing for individual growth and development (Fleming, 1994). The cornerstones 

of the ICDE report were that education is the foundation of democracy and that it is 

also a right of all individuals (Fooks, 1994). However, the ICDE report also 

emphasised that the role of education was the “complete fulfilment of man [sic], in 

all the richness of his personality…as individual, member of a family and of a 

community, citizen and producer” (ICDE, 1972, p. iv).   
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In Chapter 6: Towards the complete man, the ICDE report claimed that the 

fundamental role of education is the physical, intellectual, emotional and ethical 

integration of the individual into a ‘complete man.’ While the ICDE (1972) report 

acknowledged that this pedagogic ideal has been an elemental theme of humanist 

thought for some time, it would appear that the notion has some correlation with the 

long-established German philosophical concept of Bildung. Irons (2002) states that 

the concept of Bildung is impossible to translate into English because it is not a 

concept with a fixed definition.   

According to Giacomoni (2006), there have been many interpretations of 

Bildung throughout the history of German philosophy. This has resulted in “a very 

thick mesh of itineraries and a multitude of possible interpretations” (p. 3).  

 Masschelein and Ricken (2003) claim that there is a large field of meanings 

and uses of the term Bildung, however it was the 18th century writer, Wilhelm von 

Humbolt, who first articulated the concept in his writings, with his discourses 

establishing the classical meaning of the term (Wulf, 2003). Wilhelm von Humbolt 

believed that the individual needed to develop the self before being prepared for 

future vocations, and that Bildung was the highest development of all talents of the 

individual (Thompson, 2006).  

Irons (2002) describes Bildung as an inter-related combination of cultivation, 

education, enlightenment, sophistication and personal development that results in an 

educated human being. This classical understanding sees Bildung as a process of 

individual self-determination (Thompson, 2006) where the enlightened person could 

realize their full potential and powers (Bauer, 2003). In order for the individual to 

achieve a state of self-determination the education system is seen as the vehicle for 

self-formation through the provision of comprehensive knowledge (Bauer, 2003).  
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Settlemaier (2004) defines Bildung as being the formation and development of 

the whole individual. Her interpretation of the notion in an educational context is that 

it is similar to the English-speaking countries’ concept of holistic education.   

In articulating the philosophical aims of technical education, the Kangan 

Report reflected some of the ideals of the ICDE report and some of the ideology of 

Bildung when it claimed that “opportunities for technical and further education 

should...give priority to the needs of the individual as a person and to his or her 

development as a member of society, including the development of non-vocational 

and social skills that affect personality” (ACTFE, p xvii, 1974).  

Kangan believed that TAFE should allow individuals the freedom “to choose 

the course that in their judgement best suit their needs, as distinct from those seen by 

industry to best suit its demands” (Schofield, 1994, p. 59). Kangan was of the view 

that it was a fundamental pedagogic tenet of TAFE to make use of vocational 

education and training to deliver more broadly based education (Kirby, 1994).  

McIntyre, Foley, Morris and Tennant (1995) saw the changes mooted by Kangan as 

being a move away from the historically narrow, over-specialised and restrictive 

model that had been technical education to a model that emphasised open 

relationships with the community, the labour market and industry as well as other 

educational institutions.    

However, the Kangan Report was not simply an idealised concept of what 

TAFE should be; it also offered concrete recommendations concerning the 

development of the role of TAFE. Although TAFE remained the responsibility of the 

states and territories, substantial federal government funding was injected into the 

system and several national bodies were established. These included the TAFE 
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Council which was a co-ordinating body managing co-operative partnerships 

between the federal government and the states and territories.  

TAFE now had an acknowledged and recognised national focus and for a short 

time was allowed to continue to develop very much in line with the needs of each 

state and territory (History of Vet, n.d.).  

Ryan (2002) refers to the period from 1973 to 1988 as the ‘Golden Age’ of 

TAFE. During this time, through consultation and negotiation between the states and 

the Commonwealth, a national system of vocational education, award nomenclature 

and a national curriculum were developed that brought more commonality in TAFE 

programs across the states and territories. Funding for TAFE programs and its 

infrastructure was increased and in the 15 years from 1973 to 1988, enrolments in 

TAFE programs increased from the 400 000 of 1973 to 952 000 by 1988 (Robinson, 

1990).   

Although the Golden Age was marked by an apparent recognition of the unique 

role of TAFE within both the education and industrial sectors, the spirit of co-

operation and benevolence displayed by the federal government during that period 

soon dissolved in the face of pressing economic realities. Rising unemployment 

among the nation’s youth and educationally disadvantaged in the mid-to-late 1970s 

meant that the responsibility for developing and implementing vocational education 

and training programs that would lead to employment fell to TAFE (Kirby, 1994). 

The first federally-initiated education-based program for unemployed youth 

commenced in TAFE colleges around the country in 1977 and several more 

programs targeting the unemployed and disadvantaged soon followed. According to 

Robinson (1990) “the Commonwealth [sic] was turning from co-operation with 

TAFE to direct intervention” (p. 58).   
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Record inflation, high unemployment and a lack of global competitiveness led 

to a refocusing by the federal government on the role of education in relation to the 

national economy, which led to a change in focus from Kangan’s student-centred 

approach to economy-centred vocational education and training (Stromquist & 

Monkman, 2000).   

Haynes (1997) explains the change in policy direction by successive federal 

governments since the 1970s stating that, “the shift in educational theory and the 

associated policies is best seen as a response to economic recession, widespread 

unemployment and a shift towards conservative policies in Australia” (p. 135).    

This contention is exemplified by the fact that in 1987, the Minister for the new 

Department of Employment, Education and Training (DEET) stated that the 

Department’s primary objective was to help young people get the best job possible. It 

was claimed that this was not only in their best interests as individuals, but it was 

also an important national objective for Australia to have a healthy economy 

(Haynes, 1997).   

This statement outlined the agenda of the federal government in relation to the 

role of education. The Honourable John Dawkins articulated that agenda even further 

in a discussion paper, Strengthening Australia’s schools: A consideration of the focus 

and content of schooling. In that paper Dawkins (1988) discussed the role of 

education as securing an able and competent population, which plays a critical and 

central role in the Australian economy.   

However, “much research had attempted to identify links between education 

and training levels and global competitiveness, usually defined as growth in the 

economy, such links had proved difficult to establish” (Tomlinson, 2001, p. 160). 
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The federal government persisted with its emphasis on a nexus between education 

and training and global competitiveness.  

By the late 1980s, demands for increased training to meet the changing needs 

of Australian society led to the Deveson Report in 1990 ( Moodie, 2002), which 

focused on the private sector and industry playing a fundamental role in improving 

the quality and relevance of education and training, and the Finn Report in 1991 

(Moodie, 2002), which recommended increased participation in education and 

training by various age groups.  

Consequently, there was a fundamental change in the general perceptions of the 

importance and value of technical education, with Kangan’s concept of education for 

the humane society being abandoned under the demands of the economic 

circumstances of the time (Ryan, 2002). In 1992 the federal government recognised 

that compared to schools and higher education, TAFE had once again become the 

‘poor relation’. It was acknowledged that TAFE was under-resourced and that 

growth in the sector was required to enable the country to become more 

economically competitive on the international scene. As a result the federal 

government offered to fully fund TAFE.  

However, the states and territories rejected this offer (Pickersgill, 2004). They 

argued that the condition of TAFE and the national economy was a result of federal 

government economic policy and that any funds available for TAFE should be 

allocated to the states to administer. After public disagreement and debate on this 

issue a compromise was reached between the Commonwealth and state governments 

that saw the creation of the Australian National Training Authority (ANTA).  
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Under the agreement ANTA would plan and fund the national vocational 

training system and the funding provided to ANTA would come from the state and 

federal governments (Goozee, 1995). 

Contemporary TAFE  

Since the establishment of ANTA there have been numerous policy changes 

affecting TAFE, although there have been no fundamental changes to the sector 

since the mid-1990s.  The only significant change was the federal government’s 

dissolution of the Australian National Training Authority (ANTA) as a separate and 

discrete government authority in 2005.  ANTA’s primary functions have now been 

subsumed by the federal Department of Employment, Education, Science and 

Technology (DEST). 

The Hawke-Keating federal government, which held office from 1983 until 

1996, has been acknowledged as having been a relatively conservative Labor 

government (Moodie, 1995). Since the acquisition of federal power by the present 

conservative alliance, the essential tenet that TAFE should primarily have a 

vocational focus has not changed. In fact, the one major change affecting TAFE 

since 1995 that is worthy of mention is the introduction of Training Packages, which 

built on the concept of a national curriculum but also represents national training 

products developed in consultation with industry to meet current and emerging skill 

needs (DEST, 2006).  

The introduction of Training Packages further reinforced the federal 

government’s vocation and skills expectation of TAFE and limited its autonomy to 

deliver content and context in this area.  
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Dawkins’ (1988) philosophy of education being critical to the Australian 

economy and, in particular, education and training being vital to economic and 

global competitiveness has become almost a mantra for successive governments 

regardless of their political persuasion and also regardless of Tomlinson’s (2001) 

observations that research has failed to establish any definitive links between the 

two. 

Current evaluation of outcomes for TAFE graduates 

Throughout its long history Australian technical and further education (TAFE) 

has occupied an unenviable position within the education sector. It has been labelled 

the ‘Cinderella’ of education (Fooks, 1994), and Kangan (1974) found it to be 

neglected, understaffed, under-resourced and desperately in need of funding. Times 

of economic hardship or the exigencies of globalisation have seen the justification 

for TAFE as being the vehicle for prosperity and employment (Ryan, 2002). As a 

result, TAFE has gained national attention and increased funding. Yet, in more 

economically viable times TAFE has been allowed to languish (Fooks, 1994; Ryan, 

2002). 

It is worthy of note that despite the many changes in direction and focus 

wrought successively by state and federal governments upon TAFE, there has been a 

distinct failure to discuss outcomes of each government’s influences on TAFE in any 

definitive manner. Research shows that the role and function of technical 

education/TAFE has waxed and waned depending upon the needs of the time, the 

community, state and federal government policies, general attitudes towards TAFE, 

and the state of the economy (Fooks, 1994; Ryan, 2002). In times of economic need, 

technical education/TAFE has had a vocational emphasis in order to provide its 

participants with the skills to assist industry and commerce and by implication, the  
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national economy. In times of liberal philanthropy or when the country could afford 

what Ryan (2002) refers to as the humane society, TAFE has been allowed to 

develop freely, to broaden its educational delivery base and become somewhat 

eclectic, or as the 1989 Scott Report on NSW TAFE observed, be ‘all things to all 

people’ (Robinson, 1990). 

Presently, TAFE exists within a ‘state of the economy’ (DTIR, 1997) context 

with increasing pressure from both state and federal governments to align its 

philosophy more closely with purely vocational delivery and skills development. 

However, throughout its relatively long history in the Australian context, technical 

education/TAFE has had no clearly articulated standards of outcomes against which 

to measure whether it has met or is meeting community and governmental 

expectations. Traditionally any discussion or consideration of outcomes in the TAFE 

context have related to curriculum outcomes and participation rates.  In this situation, 

the only measurable outcome in terms of the success of a program or course of study 

has been based on participation numbers (Ball & Phan, 1999). Dumbrell (2000) 

supports this argument by claiming that the outcome measures that the ANTA 

considered being important include, amongst other things, participation rates in 

vocational education and training. 

The National Centre for Vocational Education Research (NCVER) Australian 

Vocational Education and Training Management Information Statistical Standards 

(AVETMISS) are the guidelines used nationally by all Registered Training 

Organizations (RTOs) including TAFE to record vocational education and training 

participation. This supports the notion that participation is a definable outcome.  

Under the AVETMISS guidelines for course and program enrolments, the reason for 

the collection of this data by AVETMISS from the state and territory RTO’s and 
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TAFEs is noted as being to “measure training and outcomes for the vocational 

education and training sector” (NCVER, 2002, p. 18). 

In some overseas countries, and in particular the United States of America 

(USA), researchers have been drawn to the study of outcomes of participants in post-

compulsory education. Community Colleges, (a relatively comparable educational 

system to that of TAFE), are also subject to their own federal and state mandates, 

one of which is to meet accountability requirements and provide reports on student 

outcomes.  Traditionally, iin the USA accountability in vocational education has 

referred to fiscal responsibility and evaluation of program content and services.  

However, recent trends in educational accountability have stressed the impetus of 

student outcomes in terms of job placement and long-term employment (Azari, 

1996). 

Wage record data, which is a nationally collected database, is founded on a 

person’s social security number and is used by several USA states to track and record 

employment and earnings for the purposes of State sponsored unemployment 

insurance.  In California all Community Colleges are required to use thees data for 

performance reports and program evaluation (Sanchez, Laanan & Wiseley, 1999).  

For several years, a number of researchers have used wage record data to measure 

employment outcomes of Community College graduates. In their report on student 

outcomes of Californian Community College graduates, Sanchez et al. (1999)  

studied post-college income and used the results to determine whether higher income 

was an outcome of participation in a Community College program. The authors  

found that there was a direct positive relationship between formal education and 

earnings and those who had completed their study program had a greater overall 

increase in post-college earnings than those who had not. Azari (1996) had also  
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undertaken research that examined student outcomes in Community Colleges in the 

state of Washington by using wage record data. Azari’s (1996) research was 

underpinned by using a quantitative methodology, and was carried out on a relatively 

large scale involving the analysis of wage records of over 14,000 vocational 

education program graduates.  

Azari (1996) validated the choice of wage record data as being a reliable 

indicator of vocational outcomes as such a method allows for a cost-effective 

longitudinal study to be conducted that provides accurate income and job mobility 

records. The primary finding of this research was that students who completed study 

programs earned higher salaries over the long term in the vocational area in which 

they studied than those who did not complete their course.  

Student Outcomes Survey: TAFE 

Appreciating the USA’s utilisation of community college participation data, 

investigations for this research indicate that in Australia, there is no publicly 

accessible national wage record database, because Australia does not have a social 

security number system that allows for the systematic tracking of graduates. 

In Australia, NCVER performs an annual SOS of participants in TAFE  

programs on a national basis, with the survey data being divided into a number of 

market segments for analysis. According to NCVER (2002), this primarily 

quantitative analysis is designed to allow TAFE organizations to understand 

participants’ training needs and to respond accordingly. The SOS are deemed by 

NCVER and the former ANTA to be useful.  This is rationalised on the basis that  

they provide annual information to vocational education and training organizations, 

and to both federal and state governments, about whether they are meeting the 
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learning needs of the students who participate in the programs offered. The SOS 

survey is founded on four primary questions as outcomes and success measures.  The 

results are used as a means for attempting to determine whether TAFE graduates 

achieved their desired outcome from the TAFE learning experience. The questions 

relate to whether: 

• the students achieved their main reason for undertaking their studies 

• the students obtained employment upon completion of their studies 

• the students changed their vocation as a result of their studies, and 

• the students went on to further study (NCVER, 2002).  

(See Appendix 1 for a copy of an NCVER SOS publication) 

The thousands of graduates who are surveyed using the SOS cover a broad 

range of TAFE participants including apprentices, trainees, career changers/re-

skillers, skill improvers and further education students. However, the scope of the 

research which was in excess of 37,000 in 2002 (NCVER, 2003) allows only for a 

predominantly quantitative research methodology and analysis. The breadth and 

variables of the SOS preclude any qualitative assessment about why students 

responded to the core questions in the way they did, in addition to establishing their 

motivations for the TAFE programs of study that they chose. 

Utility of the Student Outcomes Surveys  

There is some detailed research used from the SOS quantitative data, which has 

been used by various researchers in Australia when examining TAFE graduate 

student outcomes. Dumbrell, de Montfort and Finnegan (2001) studied vocational 

outcomes of the 20,781 vocational education and training graduates and module 

completers who had been enrolled in TAFE associate diploma, diploma and 
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advanced diploma courses across Australia in 1998. The intent of their research was 

to determine whether the module completer’s motivations to undertake study and 

their employment outcomes were significantly different from diploma graduates.  

As well as examining the results of the 1999 national SOS statistics, Dumbrell 

et al. (2001) also used the findings from focus group interviews to round out their 

data with qualitative responses. The research found that employment outcomes for 

module completers and graduates were very similar while their motivations for 

pursuing vocational education and training studies differed markedly. Module 

completers were found to participate in vocational education and training programs 

for reasons related to their employment while graduates where motivated to study in 

order to get a job or change their employment. 

Another Australian study by Doran and Uren (2000) used the SOS data to 

perform more localised quantitative research specific to the Central TAFE in 

Western Australia. They compared their findings to SOS in order to gain a 

perspective on how well the Central TAFE performed compared to other Western 

Australian TAFE Institutions and other TAFE institutions nationally. The researchers 

found that Central TAFE did not perform as well in terms of graduates achieving 

their vocational and employment objectives. Tunny (2004) examined the national 

TAFE student outcome surveys for 2000, 2001 and 2002 as they pertain to the 

employment outcomes of Queensland TAFE graduates. His research analysed the 

factors that affect the employment of Queensland TAFE graduates and he believes 

that such employment outcomes research is beneficial to TAFE organisations in 

terms of indicating a lack of demand or undersupply of particular qualifications 

within the labour force. Tunny’s (2004) research found that people who were not 
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employed prior to TAFE study were less likely to find employment upon completion 

of their studies than those who were in employment prior to studying. 

Limitations of the Student Outcomes Surveys  

Vocational education, training skills and employment outcomes are both key 

performance measures of the vocational education and training system as outlined by 

the former ANTA Ministerial Council (Dumbrell, 2000), and previous discussion on 

research into Community Colleges, employment outcomes as a measure of success 

of vocational education is not a notion unique to the Australian context. While 

research into post-graduate earnings and employment outcomes is useful to policy 

makers and the vocational education and training sector as a whole, the focus on 

these macro outcomes fails to address the decision-making processes of the 

individual TAFE students’ in relation to their post-graduate choice of further 

education and employment. The SOS research is conducted within six months of 

graduation and only reflects the short-term educational and employment outcomes of 

the graduates surveyed.  

According to Dumbrell (2000) no ongoing process exists for determining 

whether any longer-term outcomes are achieved. In her discussion on the historical 

development of TAFE, Goozee (1995) claims that there has been limited research in 

the field of technical education over the past two decades and Robinson (1990) 

believes that the field of research on TAFE matters is ‘largely unfurrowed.’ It is in 

respect of these positions that this research sits, as there have been limited studies of 

the long-term educational and vocational outcomes of TAFE graduates and no 

research into personal capital. Tunny’s (2004) research is useful, but the major 

limitation of his study is that by being based on SOS statistics, it again only explores 
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short-term employment outcomes without consideration of the long-term 

employment outcomes of graduates.  

The qualitative nature of this study will be of benefit in ascertaining TAFE 

student decision-making regarding engaging in diploma studies, as Dumbrell (2000) 

identifies long-term outcomes of vocational education and training as an area of 

limited study to date, and claims that there is a need for more specific evaluation 

studies of courses rather than a reliance on wide ranging data collections. 

Current paradigms informing evaluation of outcomes 

Since the inception of vocational education and training in the 1800s, the 

evaluation of TAFE outcomes has been predominantly informed by one paradigm: 

the human capital paradigm which is founded on the use of the quantitative 

methodology associated with the SOS.  However, the intention of this research is to 

suggest that the quantitative SOS is not the only measure that should be used to 

inform the process for evaluating TAFE outcomes. 

As a means to expanding an understanding of processes for evaluating TAFE 

graduate student outcomes, the study considers three different categories for 

informing the process of evaluating TAFE outcomes.  The domains are highlighted 

as a method for expanding, elaborating on and potentially complimenting the SOS 

measure, and are discussed separately. The details will focus on underlying 

assumptions of these evaluation considerations and their implementation in the 

following three paradigms: 

1. Human capital paradigm,  

2. Lifelong learning paradigm, and  

3. Alternative capital paradigms.  
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Human capital paradigm: A contextual overview 

Understanding the concept of human capital  

The economic importance of education in the context of global competitiveness 

and the subsequent policy agendas of the federal and state governments can be seen 

as sitting within the human resource concept of ‘Human Capital’. Human capital has 

many different definitions (Stewart, 1998; Widener, 2005; Abeysekera 2005; 

Heckman 2005). However, it is generally aligned to referring to a combination of 

assets possessed by individuals in, and by the combined workforce of, a company or 

organization (Abeysekera 2005).  

The combination of assets, comprising an accumulation of knowledge that 

includes explicit knowledge which is formally acquired in education and implicit 

knowledge which includes the skills acquired in an individual’s work environment, 

are seen by Dimov and Shepherd (2005) as underpinning the concept of human 

capital. Widener (2005) claims that in its broadest sense human capital can be 

defined as the knowledge and/or skills possessed by an organization’s workforce that 

assist that organization to maintain its competitive advantage.  

Carmeli (2004) contends that human capital theory focuses on the educational 

level of employees as a source of labour productivity and economic growth, and 

Heckman (2005) maintains that human capital, which he defines as the skills of the 

population, plays a major role in explaining economic growth and the differences in 

productivity among countries.  

In his research paper for the Australian Bureau of Statistics (ABS), Measuring 

the Stock of Human Capital for Australia, Wei (2004) states that human capital is 

one of the most important assets of a country and that education is one of the most 
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important forms of investment in human capital. Wei (2004) claims that, in 

determining statistics relevant to human capital formation in Australia, the ABS uses 

statistics on education and training activities, the labour force, and expenditures on 

education by governments.  

Human capital theory views the allocation of resources by governments to 

education as an investment that will produce future returns in the form of economic 

growth or productivity. Consequently, human capital theory asserts that the 

economic value of education is assessed by the increase in the earning capacity or 

productive capability of individuals (Quiggin, 1999), and that human capital can only 

be measured indirectly, that is, through what is produced (Codd, 1999).  

Human capital theory and vocational education and training 

A number of fundamental assumptions underlie the human capital paradigm. 

Firstly, within the human capital paradigm, the value of an individual is determined 

by their skill set (Quiggin, 1999). Other assumptions are that in order for the 

economic policy imperatives of governments to be achieved, the skill set of the 

population needs to be enhanced and developed (Blackmore, 2000). With the current 

focus on international competitiveness in an ever more globalized market, there has 

been an increased emphasis on the enhancement and development of the skill set of 

the Australian workforce.  The Australian federal government has been persistent 

with its emphasis on a nexus between education and training and global 

competitiveness. In 1991 the Employment and Skills Formation Council (ESFC) of 

the National Board of Employment Education and Training claimed that an 

important underpinning aspect of the introduction of Competency Based Training 
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(CBT) nation-wide was that an educated, skilled and productive workforce was 

required for the Australian economy to be internationally competitive (ESFC, 1991).  

In articulating the federal government’s philosophy, The Adelaide Declaration 

on National Goals for Schooling in the Twenty-first Century by the Ministerial 

Council on Education, Employment, Training and Youth Affairs (MYCEETYA) 

emphasised the importance of education and training for economic development in 

local and global contexts (MCEETYA, 1999).  

Tomlinson (2001) claims that the government attitudes to education and 

training are not new in concept, and that since the 1970s successive governments 

have imposed economic priorities on all levels of education. Porter (2001) argues 

that the federal government’s perception of education and training is that it is 

fundamental to the achievement of a sound national economy. Because of these 

assumptions, both federal and state governments have seen the predominant role of 

vocational education and training and TAFE as being a vehicle for developing skilled 

workers in order to meet existing workforce requirements and to maintain economic 

competitiveness in the marketplace (Goozee, 1995).  

The emergence of the application of these human capital assumptions within 

the vocational education sector can be traced back to the Mechanics Institutes. The 

outcomes of the Mechanics Institutes were evaluated in terms of general skills 

development that would meet the demands of localised industry and commerce at the 

time.  A discussion paper by the ESFC (1991) cites a report received by the Victorian 

Minister for Public Instruction in 1906, which identified the importance of education 

and skills development in relation to economic growth by claiming:  

…we must follow the track of other colonies or lose ground. The 

competition for the future will be between efficient people who add 
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scientific training to their industry and knowledge to their 

ambition…Education has now become an industrial question  

(ESFC, 1991, p. 6).  

This report exemplifies the early recognition by governments of a link between 

skills training, education and economic competitiveness. The need to be 

economically viable on a national scale has long been a driving factor behind 

successive federal government policy initiatives regarding vocational education and 

training and TAFE regardless of the political persuasion of the government of the 

day.  

Haynes (1997) believes that the national landscape of economic recession, 

widespread unemployment and a shift towards conservative politics led to a 

fundamental change in educational theory and associated policy directions by 

succeeding federal governments since the 1970s. During the late 1970s and early 

1980s, which was a period of economic stagnancy and high unemployment, the 

conservative federal government increased real funding for TAFE. This investment 

was seen as not only essential for increasing labour force skills and assisting in 

economic recovery, but was also seen as a means of reoccupying the unemployed 

and the victims of federal government social welfare cutbacks (Goozee, 1995).  

The Minister for the Department of Employment, Education and Training, John 

Dawkins, stated in 1987 that the Department’s principal goal was to assist young 

people to gain employment, as this was seen as an important national economic 

objective (Haynes, 1997).  Dawkins’ (1987) paper, Skills for Australia set the agenda 

for vocational education and training and claimed that it should play an active role in 

responding to the major economic challenges that were facing Australia. In a 

National Press Club address in 1990 Dawkins reiterated the federal government’s 
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view of the economic importance of vocational education and training by stating 

that, “policies in education and training must be subordinate to the national economic 

imperative of achieving the optimal employment of our people” (Dawkins in 

Goozee, 1995). 

During the 1990s national training reforms were implemented which were 

designed to increase the adequacy and standard of vocational education and training 

by introducing uniformity of training and assessment between the states and 

territories. As part of this federally driven process the government established The 

Australian National Training Authority (ANTA), which was designed to provide 

strategic direction for the development, implementation and funding of a clearly 

articulated national system of vocational education and training (Simons & Harris, 

2002). ANTA’s report, A bridge to the future: Australia’s national strategy for 

vocational education and training 1998-2003, stated that it perceived that the role of 

vocational education and training was to ensure that the skills of the Australian 

labour force were sufficient to support internationally competitive commerce and 

industry.  

After some period of negotiation, the states, territories and federal governments 

agreed to jointly fund national vocational training through ANTA with the federal 

government agreeing to provide additional funding to the states and territories 

(Goozee, 1995). As a result of this ANTA Agreement the federal government 

provided substantial funding for the vocational education and training sector and 

TAFE in particular and, as a result, the states generally had to align their policy 

directions with that of the commonwealth to retain funding. The states typically do 

not have vocational education and training policies that are contrary to federal 
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mandates as their economic development is seen as being closely linked with 

industry and skills development that complement the national agenda.  

Given the nature of the ANTA funding arrangements TAFE has been, if not 

compelled, at least strongly urged, to complement the underpinnings of the 

federal/state economic policy.  

The development of economy-centred vocational education and training 

(Stromquist & Monkman, 2000) at both the federal and state level can be seen to 

some degree as being a response to globalisation. Stromquist and Monkman (2000) 

have described globalisation as a progression of events by which the world is rapidly 

being integrated into one economic entity through increased international trade and 

the internationalisation of production, financial markets and a commodity culture. 

Lubbers (2005) views the concept of globalisation as a trend towards the 

internationalisation of production, a new international division of labour and a new 

competitive environment that generates these processes on a global scale. Walsham 

(2000) contends that a precise definition of globalisation is difficult to state, but he 

argues that it is widely accepted that the world is becoming increasingly 

interconnected in terms of its economic, political and cultural life. 

The growth and commitment to economic globalisation, which involves the 

increasing interaction and integration of national economic systems through the 

growth of international trade and investment (What is globalisation?, n.d.), has left 

many workers unprepared for the new labour markets that have developed (Spring, 

1998).  Hobart (1999) believes that if vocational education and training is going to 

successfully fulfil its role of developing relevant competencies in people to enable 

them to effectively and efficiently perform in the workplace, it must accommodate 

the global context within which it now has to operate.  
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A similar sentiment was expressed in a 1997 Queensland Department of 

Training and Industrial Relations (DTIR) position paper on vocational education and 

training in Queensland which claimed that the training industry had been redefined 

by the globalisation of markets and that TAFE needed to respond to national and 

world competition in the way that it prepared people for work (DTIR, 1997).  

The intertwining of education policy with economic policy by successive 

federal and state governments is not unique to the Australian context, nor is it a new 

or recent phenomenon of the industrialised world. Welsh (1990) cites the Chinese 

philosopher Confucius, who lived in the 5th century BC, as having postulated that no 

nation goes bankrupt educating its people.  It would appear that throughout the world 

for many centuries the two concepts of education and the economics of the state have 

been recognised as being interrelated. However, the emergence of globalisation has 

brought new exigencies for governments in terms of education and economic 

policies in order to be and remain competitive in the global marketplace.   

Federal and state government vocational education and training policy exists 

within the context of human capital theory, as historically it has emphasised skills 

development as a charter for vocational education and training and TAFE in order to 

meet present and future industry and economic demands. Human capital theory 

deems that the more skilled and productive individuals are, the more valuable those 

individuals are to industry and commerce and, by inference, the national economy.   

In the 20th century Australia was involved in two World Wars, and on both 

occasions the federal government called upon Technical Colleges throughout the 

nation to develop a skilled workforce for the war effort (Pickersgill, 2004). After 

languishing for some time during the post-war boom period, in 1973 the ACTFE was 

formed to report on technical and further education. The Kangan Report stated that 
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technical and further education should recognise the needs of individuals as people 

and their development as members of society, including the development of social 

skills that affect personality (ACTFE, 1974).  

Within a few years economic expedience would overtake the altruism of the 

“Kangan Era” as record inflation, high unemployment and a lack of global 

competitiveness led to a refocusing by the federal government on the role of 

education in relation to the national economy. Kangan’s concept of the educated 

person did not conflict with the concept of human capital; it simply was not a 

consideration within the context of the paradigm. Kangan’s educated person was not 

the only humanist notion to suffer in respect of education.  

In Europe, for several decades, there had been a critical distancing of Bildung 

from its humanistic foundation (Bauer, 2003) that resulted in a redefining the 

concept. As a result of globalisation and its effects on educational policy 

internationally, Bildung’s classical meaning of individual self-enlightenment and 

self-development was reoriented to mean those educational processes that lead to 

acquiring currently required knowledge (Masschelein & Ricken, 2003). The 

humanist elements of Bildung were “reduced to instruction, identified with 

knowledge, and short-circuited with learning” (Wimmer, 2003, p. 169). Bildung 

became synonymous with terms such as knowledge, achievement and key skills 

(Bauer, 2003). Educational policy focus became the attainment of skills and 

knowledge in order to be competitive and meet new expectations within the 

workplace (Wimmer, 2003).  It can be argued that the new interpretation of Bildung 

conflicts with its classical concept, as Irons (2002) claims that Bildung is more than a 

sum of knowledge or skills that an individual can acquire. Wimmer (2003) argues 
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that from an educational standpoint, Bildung is now seen as a technocratic-economic 

investment in the future, with an expectation of a measurable return on investment.   

Bildung became victim to the exigencies of the global economy, while in 

Australia, economic recession and widespread unemployment led to a change in 

emphasis by governments from Kangan’s student-centred approach to economy 

driven vocational education and training (Stromquist & Monkman, 2000). Since the 

demise of Kangan’s educated person concept from TAFE, the federal and state 

government’s perceptions that TAFE should be primarily focused on vocational 

education and training has not altered.  

A noteworthy change that has cemented the vocational and training focus of 

TAFE has been the implementation of Training Packages, which are nationally-

delivered products developed in consultation with industry to meet perceived current 

and emerging national skill needs (DEST, 2006). The introduction of Training 

Packages has highlighted the federal government’s vocation and skills expectation of 

TAFE and reinforced the Dawkins’ philosophy of education and training as being 

vital to economic and global competitiveness.  

Figure 1 shows a schematic structure of the imperatives of government policies 

in relation to the evolution of TAFE and subsequent traditional outcomes evaluation 

within the context of human capital theory. As noted, Mechanics Institutes were 

initially created to meet local industry demands. This localised ad hoc form of 

vocational education and training subsequently developed into a more formalised 

vocational and technical education system designed to meet the needs of the 

developing colonies.  

Successive federal and state governments saw the value of vocational education 

and training as contributing to the development of a skilled workforce. The Kangan 
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era saw the expansion of vocational education and training to meet federal and state 

economic and industrial demands, although Kangan saw a broader role for vocational 

education and training. He introduced the concept of TAFE as an entity, and saw 

TAFE as offering more than simply skills training. Kangan’s idealised view of 

vocational education and training was quickly subsumed by the economic 

imperatives of globalisation and the human capital focus of federal and state 

governments. Both levels of government view vocational education and training and 

TAFE solely as vehicles for the development of a skilled workforce in order to 

compete in a global marketplace. 

 

 



42 

Figure 1: Human capital imperatives 
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Human capital and the individual 

The emphasis on the human capital value of the individual is borne out by the 

prominence given by governments to the SOS where employment and wage 

outcomes of vocational education and training participants are the primary indicators 

of successful outcomes. These annual surveys of graduates of TAFE programs on a 

national basis are deemed by NCVER to be useful in providing annual data about 

enrolments to TAFE, and to both federal and state governments about the 

performance of TAFE institutions throughout Australia (NCVER, 2003).    

Prior to the SOS, TAFE outcomes were measured in terms of curriculum 

outcomes and participation rates (Ball & Phan, 1999). ANTA considered 

participation rates in vocational education and training as being an important 

definable outcome and the AVETMISS national guidelines are used by all TAFEs to 

record participation in vocational education and training (Dumbrell, 2000).  

Given that the SOS questions cover whether:  

i. the programs allowed the students to achieve their main reason for their 

studies, 

ii. the students  gained employment once they completed their studies, 

iii. the students  changed their vocation as a result of their studies, and 

iv. the students went on to further study (NCVER, 2003).  

It can be argued that these questions can be seen as quantifiable measures of 

human capital outcomes as they relate to the human capital concepts of increased 

education as a source of labour productivity and economic growth (Carmeli, 2004), 

and the development of skills which play a significant role in economic growth and 

productivity (Heckman, 2005).Figure 2 demonstrates how vocational education and 

training outcomes have traditionally been measured. Outcome measures such as 
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curriculum-based learning, NCVER destination surveys and AVETMISS 

participation records are situated in the human capital paradigm.  The outcomes that 

the human capital paradigm measures are those that relate to the development of 

skills, that contribute to industrial and commercial production and market 

competitiveness. The success or otherwise of these outcomes are determined by 

narrowly defined indicators of economic productivity such as wages, employment or 

further study. 



45 

Figure 2: Human capital outcomes 
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Lifelong learning paradigm: A contextual overview 

One of the assumptions that underlie the paradigm of lifelong learning is that it 

was philosophically influenced by educational theorist Paolo Friere’s philosophy that 

the purpose of education was to develop self-awareness and equality (Ryan, 2005).  

Another assumption was that it was based in the humanist tradition that saw 

education as a means of linking educational reform with social demands for 

increased opportunity and personal fulfilment (Brown, 1999). However, Ryan (2005) 

argues that the governments of Australia adopted a simplistic policy perspective on 

lifelong learning. He claims that the altruism of lifelong learning was subsumed by a 

focus on economic development and the rejection of the aims of liberal education, 

substituting them instead with economic and instrumental objectives. It can be seen 

that Ryan’s (2005) argument that lifelong learning has been incorporated as an aspect 

pf economic development in Australia, complements the human capital paradigm 

which is an outcomes orientated process that has historically been driven by 

economic and political requirements of federal and state governments. This position 

may go some way to supporting government assumptions that there is a correlation 

between employment, wages and skills acquirement and global economic viability. 

Yet, according to Tomlinson (2001) this is arguable, as research has proven such 

links to be difficult to establish.  Thus, by focusing on an endpoint, human capital 

theory fails to consider the individualised reasons why individuals initiated their 

TAFE studies.  

 One possible explanation as to why individuals choose to undertake post-

compulsory education is the concept of Lifelong Learning. Stewart (1987) claims 

that lifelong learning is a term that had been sparingly used in America since 1919 
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but found popular usage in the early 1970s, by which time it was defined as learning 

of any type by persons of any age, but usually confined to the process of learning 

during the adult years.  

The World Initiative on Lifelong Learning (1995) defines lifelong learning as: 

…a continuously supportive process which stimulates and 

empowers individuals to acquire all the knowledge, values, skills and 

understanding they will require throughout their lifetimes and to apply 

them with confidence, creativity and enjoyment in a ll roles, 

circumstances and environment (p. 5). 

This broad description of the concept of lifelong learning indicates that it 

incorporates a wide range of social, psychological, economic and social roles within 

its definition (Kearns, 1999). Rogers (2002) sees lifelong learning as an opening up 

of formal education to wider groups and extending it scope and validity into the later 

life of the individual rather than limiting it to the first two or three decades of life. 

Tight (1996) supports Rogers’ (2002) view and argues that lifelong learning rejects 

previously established notions that education is limited to childhood, adolescence 

and early adulthood. He considers that education should be available to the 

individual throughout their lifetime, as need and desired by them. For Cropley (1980) 

lifelong learning should last the whole life of each individual and be comprised of  a 

systematic acquisition, renewal, upgrading and completion of knowledge, skills and 

attitudes as they become necessary to respond to the constantly changing conditions 

of modern society.  

Kearns (1999) sees lifelong learning as both an educational and social practice 

where learning takes place throughout society in a wide range of contexts including 

the workplace. He maintains that lifelong learning occurs thoughtout the life of the 
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individual and involves both formal education and training and informal learning that 

occurs in many and varied contexts. Cropley (1980) concurs with this definition, 

claiming that lifelong learning acknowledges the contribution of formal, non-formal 

and informal educational influences in the attainment of the ultimate goal of self-

fulfilment for each individual. Lifelong learning as a concept also rests on the 

assumption that all individuals are, or can become, self-directing and that they will 

see the value in participating in the process of lifelong education (Tight, 1996).   

Tight (1996) argues that there exists no standard model of what lifelong 

education might look like and that its indefinable nature may be attractive to, and 

applied by, a wide variety of interests in different ways. While Cropley (1980) states 

that the slippery nature of the concept allows both totalitarian and liberal regimes to 

express their support for lifelong learning as well as both technologically developed 

and technologically under-developed countries.   

In 1976, the UNESCO General Assembly officially defined lifelong learning as 

including the development of the entire educational potential of the individual 

outside the education system and as enabling individuals to be the agents of their 

own education (Stewart, 1987). The UNESCO report was primarily concerned with 

the concept of lifelong learning as emanating from the humanistic values and 

objectives of education (Kearns, McDonald, Candy, Knights & Papadopoulos, 1999). 

In reflecting UNESCO’s sentiments, the Australian National Board of Employment, 

Education and Training (NBEET) considered lifelong learning to be “those forms of 

learning throughout life that are called for by social and cultural change” (NBEET, 

1994, p. 17). The noble attitude of governments towards the notion of lifelong 

learning as expressed through the UNESCO report soon became a victim of political 

and economic expedience. When the Organization for Economic Co-operation and 
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Development (OECD) signalled a major departure from the UNESCO definition of 

lifelong learning a new concept emerged to include “all purposeful learning activity 

undertaken with the aim of improving knowledge, skill and competence” (OECD, 

1998, p. 8). Where earlier conceptions of lifelong learning were defined in terms of 

cultural and social objectives, the main impetus behind the new advocacy of lifelong 

learning are economic imperatives and the need to operate in a competitive global 

market system (Kearns et al., 1999).  

Rogers (2002) argues that the reason why lifelong learning is confined mainly 

to the vocational aspect of the concept is because profits can be made from lifelong 

education. He writes; “That is why the personal and the socially transformative 

strands (of lifelong learning) have become demeaned” (Rogers, 2002, p. 6). The 

OECD (1998) policy analysis recognised that there still remains a social dimension 

to the new definition of lifelong learning.  However, the OECD (1998) also 

acknowledged that Australia places more of an emphasis on skills training for 

improving employability and competitiveness within its policy documents on 

lifelong learning than some other nations. Consequently, it can be seen that 

Australian Government policy, although espousing a commitment to lifelong 

learning, has linked the concept with human capital and economic policy. Kearns et 

al. (1999) acknowledged the possible subsuming of the more humane aspects of 

lifelong learning by government economic imperatives when they stated that;  

…there is a danger that lifelong learning would be interpreted so 

narrowly as to imply the mere mastery of specific bits of 

knowledge or skills. This danger is reinforced by the 

economic/technological impetus behind the concept - reflected in 

the emphasis upon policies for lifelong learning place as training 
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[sic] – as well as by the current trend to base judgements of 

educational achievement on those aspects that are amenable to 

quantitative measurement (p. 4). 

As noted, a broader definition of lifelong learning exists which includes 

learning from pre-school age to post-retirement and includes the extensive spectrum 

of formal and informal learning throughout life (OECD, 2001). However, it would 

appear that in the current context of lifelong learning that is, being an adjunct to 

globalisation, national economic policy and human capital theory, lifelong learning 

may not be the most appropriate paradigm for the exploration of the reasons and 

motivations which cause individuals to undertake TAFE programs.  

Alternative capital paradigm: A contextual overview 

There are a number of concepts of capital that are discussed in the 

contemporary literature. Kerckhoff and Bell (1998) define and discuss the notion of 

hidden capital, while other authors such as Rikowski (2001) and Gummesson (1996) 

discuss the concept of individual capital. In his writings, Pierre Bourdieu (2005) 

identifies other forms of capital including, cultural capital, social capital and 

symbolic capital. Although these authors have identified notions of capital, it is 

argued that while offering alternative forms of capital, each sits within the 

overarching paradigm of human capital. To expand on the argument that alternative 

forms of capital sit within the paradigm of human capital, it is important to consider 

the definitions and discussions formed by these authors.  This will be followed by a 

discussion highlighting how the human capital paradigm is relevant and pertains to 

these capital forms.   
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In their study of vocational credentials in the United States, Kerckhoff and Bell 

(1998) define hidden capital, as being postsecondary qualifications or credentials that 

are vocationally obtained. Hidden capital are those non-academic postsecondary 

qualifications that are obtained in the workplace, not through formal college or 

university study. While Kerckhoff and Bell (1998) discuss the notion of hidden 

capital, their study examines the concept within the context of human capital. In 

essence, the aim of their study was to explore whether hidden capital, or the 

possession of a non-academic postsecondary qualification, was a valuable form of 

human capital. Pierre Bourdieu is one author who has undertaken considerable 

research in exploring alternative notions of capital (Richardson, 1986).    

Bourdieu has developed, expanded on and discussed four generic forms of 

capital from a sociological perspective to explain the structure and dynamics of 

society, arguing that capital is the ‘energy of social physics’ (cited in Richardson, 

1986). He sees the primary forms of capital as being economic capital, cultural 

capital, social capital and symbolic capital (Bourdieu & Wacquant, 1992). 

According to Bourdieu (1986) economic capital is defined as the tangible economic 

resources, wealth and assets possessed by an individual, and which are negotiable in 

any part of society (Grenfell & James, 1998).  

Cultural capital is more intangible in that it is the forms of knowledge, skills, 

education and any other advantages a person may have that provides them with a 

higher status within society (Bourdieu , 1986). These, in turn, can be translated into 

social resources such as wealth, power and increased social status.  Cultural capital is 

seen as playing a critical role in the reproduction of prevailing social relations and 

structures or class cultures, such as upper, middle and working class (Webb, Schirato 

& Danaher, 2002).   



52 

Social capital is “the sum of resources, actual or virtual, that accrue to an 

individual or group by virtue of possessing a durable network of more or less 

institutionalised relationships of mutual acquaintance and recognition” (Bourdieu & 

Wacquant, 1992, p. 119). That is, social capital is the totality of resources available 

to an individual or group, which are set in motion through a network of relationships 

to the benefit of that individual or group (Bourdieu, 2005). The individual or group 

draws upon their social capital to increase their economic standing in a capitalistic 

society (Winter, 2000). Putnam (2000) argues that social capital also refers to the 

collective value of social networks and the inclinations that network members have 

to do things for each other.  

In relation to Bourdieu’s final concept of capital; symbolic capital is the 

amount of honour, recognition and prestige that an individual possesses, which has 

the effect of legitimising differences in social class and social importance between 

individuals (Webb et al., 2002). Throughout his writings, Bourdieu consistently uses 

the marketplace metaphor to explain his theories of capital (Jenkins, 1992). Those 

theories are interrelated with the economic concept of capital in that they are 

recognised as having a value that can be traded or negotiated by their owner for 

desirable outcomes (Webb et al., 2002). 

Bourdieu’s forms of capital all act as social relations within a system of 

exchange (Webb et al. 2002), and he is primarily concerned with how his forms of 

capital may be pivotal in increasing an individual’s economic capital (Winter, 2000).  

Consequently, it is open to argument that, rather than being aligned with any 

emerging construct of personal capital, Bourdieu’s four elements of capital that is, 

economic, cultural, social and symbolic fit within the context of the broader 

definition of human capital.  
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This definition being the possession of a combination of assets by individuals 

(Abeysekera, 2005), and the accumulation of knowledge acquired in education and 

in the individual’s work environment (Dimov & Shepherd, 2005) that makes those 

individuals more valuable to the economy. Rikowski (2001) and Gummesson (1996) 

have discussed the concept of individual capital. Rikowski (2001) defines individual 

capital as separate units of economic capital or businesses in competition with each 

other, whereas Gummesson (1996) sees individual capital as the knowledge, skills 

and relationships possessed by individuals. Rikowski’s (2001) individual capital is 

closely aligned with the traditional concept of capital, whereas Gummesson’s (1996) 

interpretation is closely aligned with the idea of social capital. Clearly, the concept of 

individual capital is subject to different interpretations and has different meanings 

dependent upon the perspective of the writer. 

Where motivation to learn was a consideration in the context of the original 

definition of lifelong learning (Stewart, 1987), it is now seen in terms of commitment 

by individuals to a training culture within the milieu of human capital (Robinson & 

Arthy, 1999).  

Personal capital paradigm: A contextual overview  

The purpose of this study is to consider the concept of personal capital 

investments and returns for TAFE diploma diplomates as a means to expand an 

awareness of TAFE participation. Currently this data is gleaned in a quantitative 

manner based on the SOS. This study acknowledges the contribution of notions of 

human capital as a theoretical construct leading to the formulation of personal capital 

investments and returns, and in so doing suggests the personal capital paradigm 

provides more insight, understanding and awareness about TAFE participation. The 
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personal capital investments and returns data, which is founded on qualitative 

enquiry, can compliment the SOS reports and can also be useful in curriculum design 

and TAFE student recruitment. 

There is a gap in the current literature regarding the evaluation of TAFE 

outcomes and it stems from the human capital endpoint focus on government policy.  

Consequently, this research looks at the concept of Personal Capital as distinct from 

human capital. To date, this concept appears to have not been extensively researched 

in the area of TAFE. Although there are references to the term in some criminology 

studies and other writings on it in economics works (McCarthy & Hagan, 2001; 

Nagin & Paternoster, 1994; Harkins & Fiala, 2002; Cope, 2005; Tomer, 2003).   

In their paper, When Crime Pays: Capital, Competence, and Criminal Success, 

McCarthy and Hagan (2001) see some aspects of personal capital as the attitudes, 

preferences, desire to improve material conditions and personal characteristics that 

are potential resources for use in achieving desired outcomes. However, their study 

cites, and is based upon, a ‘conventional definition of personal capital’ that consists 

of four components. McCarthy and Hagen (2001) hold that the four primary 

components of personal capital are a heightened desire for wealth, a predisposition 

for risk-taking, a readiness to cooperate and competence.  Their research employed 

the four elements in an exploration of criminal success that was based upon income 

as a determining factor of success. In essence, these researchers argued that a 

willingness to collaborate, a desire for personal wealth, a propensity to take risks to 

obtain that wealth and the possession of particular skills or ability were necessary 

attributes to successfully commit crimes. McCarthy and Hagen’s (2001) did not 

explore the less tangible aspects of personal capital such as the attitudes and personal 
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motivations, other than the desire for wealth, that are possible assets for use in 

achieving desired outcomes. 

In Personal Capital and Social Control, Nagin and Paternoster (1994) see 

personal capital as the individual’s investments in social bonds, which comprise 

personal and social relationships as well as conventional ‘lines of action’ such as 

education or future occupation. Nagin and Paternoster (1994) contend that an 

individual’s investments in social bonds, including emotional relationships of love 

and trust among family, friends and others, are the connections that link an 

individual to his/her community. They claim that apart from the intrinsic value of 

these bonds, these relationships create obligations that can be drawn upon in the 

future by an individual in order to pursue his/her goals. This investment in social 

bonds and relationships for furtherance of personal ambitions is closely aligned with 

Bourdieu’s (1986) concept of social capital which is aligned to a network of 

relationships.   

Harkins and Fiala (2002) and Cope (2005) see personal capital as the 

acquisition and development of knowledge as a personal commodity that is tradeable 

as a financial asset. Harkins and Fiala (2002) see personal capital as an individual’s 

brain and mind ‘premium’, that is, current knowledge, personal imagination, 

inventiveness and imagination are utilised by an individual to perform ‘knowledge 

work.’ They write that knowledge work is deemed to be a valuable personal and 

saleable asset in the current electronic and industrial world. Cope’s (2005) concept of 

personal capital is that it is comprised of a stock of both explicit and tacit knowledge 

that an individual possesses and that personal capital worth is determined by the way 

an individual determines to sell their knowledge. Cope (2005) argues that 

organisations are dependent upon individuals and that knowledge and learning are 
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discovered and delivered by individuals within organisations. If individuals are not 

motivated to acquire and trade their knowledge or personal capital, then little 

organisational learning will occur.   

Tomer (2003) claims that personal capital “is a kind of human capital as it 

relates to a capacity embodied in individuals” (p.3). He believes that personal capital 

refers not only to an individual’s psychological, physical and spiritual functioning 

but also correlates to the more specific capacities that the individual invests in, in 

order to be qualified for particular work tasks or enjoy consumer goods. Tomer sees 

personal capital as an intentional product that relates to an individual’s basic personal 

qualities and is the result of a combination of their genetic inheritance, life-shaping 

experiences and efforts at personal self-development (Tomer, 2003). 

It is noted that Cope (2005) and Tomer (2003) have provided some indications 

as to what personal capital may mean within a particular context. However, unlike 

human capital, there appears to be no generally established and accepted definitive 

statement as to the nature of personal capital in the available literature.  Personal 

capital however, may be perceived as having some commonality with motivation 

theory. While motivation theories are not the basis for this investigation, it is 

important to note some discussion regarding motivation as a means to explore the 

correlation between personal capital and general motivation theory. Given the 

breadth of literature on motivation theories and the context of the present study, this 

limited overview will discuss motivation theory as it applies to the adult learning 

situation. 

According to Wlodkowski (1999) motivation is a hypothetical construct that 

attempts to provide a causal explanation of behaviour. As a result, motivation cannot 

be directly measured because there are varying opinions among writers as to what it 
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really is. Wlodkowski (1999) claims that there are various processes that constitute 

or describe motivation. These processes, “arouse and instigate behaviour, give 

direction or purpose to behaviour, continue to allow behaviour to persist and lead to 

preferring or choosing a particular behaviour” (p. 2).  

Rogers (1996) sees motivation as “those factors that energise and direct 

behavioural patterns organised around a goal” (p. 87).   Biggs (1987) proposes that 

there are three levels of motivation. These levels are utility motivation, achievement 

motivation and interest motivation.  

For Biggs (1987), utility motivation is where the individual takes part in a 

learning experience for a utilitarian purpose, that is, to pass or participate in a 

program as a requirement for employment, promotion or some other gain.  Russell 

(1999) discusses the concept of goal theory of motivation and states that within goal 

theory, performance goals in the learning environment are centred on the completion, 

consequences or results of tasks, and they serve to enhance the learner’s self esteem 

or self-worth. While he believes that performance goals are intrinsic, that is, not 

focused on external rewards such as in utility motivation, they still detract from 

genuine learning by shifting attention from the process of learning by pursuing other 

goals and, by implication, can be seen as being utilitarian. With both these forms of 

motivation, the content material is of little intrinsic interest to the individual and the 

utilitarian nature of the learning episode is of most importance (Russell, 1999). 

Biggs’ (1987) second level of motivation, achievement motivation, is the level 

at which the individual derives deep satisfaction in achieving some measurable goal 

(Delahaye, 2000). The goal may have an internal or intrinsic orientation, such as 

meeting a personally set standard, or have an external or extrinsic orientation such as 

achieving the highest score or result of the class. Interest motivation is the level at 
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which the learner is greatly interested in the content matter of what is being learned. 

For the interest motivated learner the content material has an intrinsic value of itself 

and the details and interrelations are all of great interest to the learner (Delahaye, 

2000).  

Rogers (1993) proposes that individuals have a set of intentions concerning 

participation in adult education that consist of the satisfaction of some felt need. He 

draws the analogy that an individual’s intentions may consist of a spectrum. One end 

of the spectrum comprises the person attempting to satisfy “some vague and ill-

articulated sense of need” (Rogers, 1993, p. 29), while at the other end are those 

individuals who participate in adult education to solve an identified problem or to 

undertake a particular learning task (Rogers, 1993). This last group may see the 

identified problem or learning task as a necessary requirement for the fulfillment of 

their perceived social or vocational roles. Rogers (1993) believes that in between the 

two extremes of the spectrum there is a third group that may participate in adult 

education simply to learn a specific subject out of personal interest. 

Knox (1986) claims that motivation to initiate and continue with adult learning 

is both personal and situational. Personal or internal motivations are factors such as 

aspiration and confidence, whereas situational or external factors are things such as 

opportunities available to undertake an adult learning activity and the expectations of 

other significant people in the lives of the learner (Knox, 1986).  

Houle (1961) outlined three main orientations of the adult learner as being 

goal-oriented, activity-oriented and learning-oriented.  Goal-oriented people use 

learning to achieve a clearly identified external objective such as a certificate or 

qualification, and once they achieve their objective their interest or motivation to 

learn tends to cease. The activity-oriented individual finds that the learning 
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environment itself, rather than the content matter, satisfies some personal or social 

needs. “They attend because they get something out of the group apart from the 

subject-matter involved” (Rogers, 1993, p. 30).  

The learning-oriented person has an internal or intrinsic motivation and seeks 

knowledge or skills for their own sake, pursuing these out of personal interest 

(Rogers, 1993). Some parallel can be drawn between Biggs’ (1987) and Houle’s 

(1961) theories on motivation. Biggs’ utilitarian-motivated learner has some essential 

qualities that are similar to those of Houle’s (1961) goal-oriented learner, and Biggs’ 

(1987) interest motivated learner also has some similarity to Houle’s (1961) 

learning-orientated learner. 

While the various motivation theories offers some perspectives on motivation, 

according to Maslow (1987) “even the explicitly apparent goal objects or effects 

sought for are none of them a sound foundation on which to base a dynamic 

classification of the motivation life of the human being” (Maslow, 1987, p. 9).  

Maslow (1987) argues that the explicit goals and needs of the individuals are usually 

a means to an end rather than an end in themselves. Thus, conscious goals and needs 

have underlying and deeper goals and needs that their achievement is satisfying for 

the individual (Maslow, 1987). Although motivation theory may go some way to 

explain aspects of why an individual pursues particular goals or courses of action, 

Maslow (1987) argues that the study of motivation must be a study of those 

subconscious or ‘ultimate’ human goals, desires and needs. 

Personal capital, in the context of this study, is seen as encompassing many 

aspects of the various theories of motivation. However, it also goes beyond simply 

examining why an individual undertakes or remains in a course of study, and 

attempting to classify the nature of the motivation that brought the individual to the 
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learning situation. Personal capital acknowledges the importance and relevance of 

the notion of lifelong learning, but it exceeds the typical descriptors that define 

lifelong learning and adult learning and motivation. It endeavours to discover, 

explore and provide insights into those ‘ultimate’ goals, desires and needs possessed 

by the individual when they entered their study program and whether, or to what 

extent, the individual perceives those goals, desires and needs were met subsequent 

to completion of the diploma. Personal capital attempts to expand, enhance and 

further explain the why people with such divergent backgrounds, needs and desires 

take on the Diploma of Community Work program at TAFE. 

Operational definition of personal capital 

Currently, there are no established and accepted definitive statements regarding 

the notion of personal capital, consequently this study has developed an operational 

definition of the concept as it relates to TAFE graduate students. Appreciating that 

capital can be defined as being the productive resources or assets held by an 

individual (Baumol et al., 1991) and that, according to Tomer (2003), the term has 

been broadened to refer to intangible factors such as enhanced human capacities as a 

result of education and training.  

This research defines personal capital as assets held by an individual that 

motivate that individual to undertake TAFE diploma studies, and given the range of 

programs available, it focuses on the Diploma of Community Work. The personal 

capital assets are intrinsic and may not be negotiable in the economic marketplace 

nor have value to other individuals or organisations. Although these intrinsic assets 

may comprise McCarthy and Hagan’s (2001) desire for economic wealth, Harkins 

and Fiala’s (2002) and Cope’s (2005) development of explicit and tacit knowledge, 
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and Tomer’s (2003) investment in psychological and spiritual functioning, their 

essential value is individually based and intrinsically driven.  

Personal capital are those assets that the individual possesses, identifies, values 

and utilises to achieve a predetermined outcome, and includes the inherent impetus 

and values that individuals ascribe to their motivation to undertake a course of study. 

The purpose of this study is to explore and identify what those assets are in terms of 

their personal capital investment in the program of study, and to further examine 

what whether the students increased their personal capital by completing their 

studies. That is, whether the students gained a personal capital return from that 

investment. 

 However, the intrinsic reasons, motivations and personal capital rewards for 

study are individually entrenched and as such, given the influences of individuality 

are not quantifiable through the present human capital outcomes SOS assessment 

processes. The acquisition of knowledge and skills and their value to the 

development of human capital are not the focus of this study. While they may appear 

to be the antithesis of each other, the paradigms of human capital and personal 

capital do have some correlation.  

Figure 3 indicates the relationship between the development of technical 

education and TAFE from a human capital perspective and a personal capital 

perspective.   Historically, while Mechanics Institutes met localised skill needs of the 

community they also offered social and recreational activities for members. It is 

arguable that they were perhaps more effective in the role of offering activities of 

intrinsic value to the participants than they were in the intended role of skills 

development (Morris, 2003). 
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While Kangan was responsible for the rejuvenation of vocational and technical 

education from a skills formation or human capital perspective, he also had a 

philosophical view that vocational education and training and TAFE should offer 

more to the individual than simply vocational or technical skills. Kangan was of the 

view that education should contribute to the holistic development of the individual 

(Ryan, 2005). Thus, while vocational education and training was established and 

developed to meet the demands of industry, commerce and the pressures of 

globalisation, its development has also managed to incorporate the less tangible 

aspects of personal capital. In this case those individual intrinsic aspects are referred 

to as personal capital investments and returns. 



63 

Figure 3: Human capital and personal capital correlation 
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Figure 4 reveals how the paradigms of human capital and personal capital have 

similar measurable outcomes such as employment and further study. However, 

human capital outcomes measurement only allows for predominantly quantitative 

research methodology and analysis. The SOS assess the acquisition of skills, the 

obtaining of employment, increases in wages and continuing on to further study by 

participants of TAFE programs. The survey is restricted in the scope and nature of its 

research by limiting itself to four outcomes based questions. It fails to undertake any 

qualitative assessment about the reasons behind students’ motivations for the 

educational and vocational choices they made.  

This study enhances the SOS by using a qualitative methodology aimed at 

determining personal capital investments and returns, that is, the individual and 

intrinsic influences, regarding TAFE participation. The personal capital paradigm is 

seen as a more in-depth and qualitative investigation and explanation of outcomes as 

it allows for the exploration of a range of further outcomes not addressed in the 

human capital approach, such as job promotion and/or transfer, personal 

achievement, self-development and family-work mix. These additional elements are 

valid within the construct of personal capital as they are tangible outcomes of the 

fundamental reasons, motivations, impetus and values that individuals ascribe to 

their reasons for undertaking a TAFE study program. 
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Figure 4: Human capital and personal capital outcomes 
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Figure 5 is the complete schema of the conceptual framework for this research, 

that is, personal capital investments and returns. It shows the overarching paradigm 

of human capital with its limitations in terms of the traditional quantitative 

evaluation of TAFE outcomes and includes the new paradigm of personal capital 

with its alternative approach to determining outcomes based upon the individual 

incentives of participants in pursuing TAFE studies. 
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Figure 5: Conceptual framework schema 
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Summary 

The aim of this study was to investigate personal capital investments and 

returns of diplomates of the BNIT TAFE Diploma of Community Work program. It 

was noted that currently evaluation of TAFE outcomes is limited by being situated 

firmly within the paradigm of human capital. This paradigm asserts that the 

individual is only of value in terms of their capacity to contribute to the economy 

(Quiggin, 1999).  

The literature review explored the notion of human capital and its importance 

as a catalyst in the formation of federal and state government vocational education 

and training policy throughout the history of technical education and its evolution 

into TAFE. Because of the perceived links between skills development, productivity 

and international economic competitiveness (EFC,1991), human capital theory has 

permeated federal and state government policy in relation to TAFE.  

In attempting to identify an alternative paradigm with which to measure or 

evaluate TAFE outcomes, the literature review examined the paradigm of lifelong 

learning.  Lifelong learning was initially seen to be a humanist approach to education 

reform that had at its centre the social and educational needs of the individual in 

terms of equality of opportunity and personal fulfilment (Brown, 1999). The ideals of 

lifelong learning being the vehicle for the development of the entire individual 

(Stewart, 1987) were gradually overridden by the economic exigencies of nations 

around the world, including Australia, in the face of an increasingly competitive 

global market (Kearns, et al., 1999). Thus the paradigm of lifelong learning, with its 

notions of individualism, became a victim of federal and state government economic 

policy and fell within the ambit of the human capital paradigm. 
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Alternative forms of capital such as hidden capital, individual capital and 

Bordieu’s concepts of social, cultural and symbolic capital were also examined to 

determine if they could offer another lens with which to examine TAFE outcomes. 

While each form of alternative capital discusses attributes that an individual may 

develop and possess, it was noted that these forms of capital also sat within the 

purview of the human capital paradigm. 

Following on from the overview of the various forms of capital, the concept of 

personal capital was discussed. The origins of the notion of personal capital were 

explored and an operational definition for the purposes of this research was 

developed. For this study personal capital was seen to be those assets that the 

individual possesses, identifies, values and utilises to achieve a predetermined 

outcome, and includes the inherent impetus and values that individuals ascribe to 

their motivation to undertake a course of study. 

The figures (Figures 1-5, pages 41-64 in this study) contained within the 

chapter articulated the conceptual framework discussion. They demonstrated how the 

human capital paradigm underpins the notion of personal capital and that both are 

intrinsically interwoven in terms of linkages of outcomes. Figure 1 shows how 

human capital imperatives have historically existed from the origins of technical 

education in Australia and how the economic demands of federal and state 

government have driven their relationship with TAFE.   

Figure 2 indicates the human capital focus of current outcomes evaluation with 

those outcomes being measured in three primary categories of skills development, 

employment and further study, while Figure 3 shows the correlation between the 

human capital and personal capital paradigms in terms of the character of the 

Mechanics Institutes and Kangan’s expectations of TAFE that it not only provide 
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skills development for learners but also that it had a role in contributing to society’s 

wellbeing by developing the ‘educated person.’ 

In Figure 4 the human capital outcomes are again indicated as in Figure 2, 

however the personal capital outcomes are shown to encompass a broader range of 

potential outcomes when compared with the human capital outcomes. Once again, 

the human capital underpinning is reflected in a correlation between human capital 

and personal capital outcomes in that employment and further study outcomes are 

identified within each paradigm. 

The complete schema is portrayed in Figure 5. In that figure the role of human 

capital in the development of TAFE can clearly be seen, as can the current human 

capital outcomes assessment and measurement process. Beneath the overarching 

human capital paradigm sits the personal capital paradigm with its correlations in 

terms of conceptual development and outcomes evaluation. 

Chapter 2 examined the concept of human capital and how that paradigm has 

become the dominant paradigm influencing the current evaluation of TAFE 

outcomes. Alternative paradigms for determining and evaluating TAFE outcomes 

were examined and the chapter concluded with the introduction of an alternative 

paradigm: personal capital. Personal capital is seen as an alternative paradigm that 

suggests and explores a range of TAFE diploma graduate outcomes not considered 

by the human capital paradigm. The personal capital paradigm does not replace, but 

is an adjunct to and compliments, the overarching human capital paradigm.  
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Chapter Three 

Methodology and research design 

Introduction: 

The purpose of this research was to undertake an in-depth qualitative 

investigation of Brisbane North Institute of TAFE (BNIT) Diploma of Community 

Work graduate students as a means to identify their interests, motivation and reasons 

for choosing Technical and Furhter Education (TAFE) studies. These elements are 

what this study refers to as personal capital investments. The research explores the 

elemental reasons, impetus, incentives and values that individuals attribute to 

pursuing a TAFE study program. The research attributes these elements to be 

personal capital investments in undertaking and completing their TAFE program. 

The study will add an extra dimension to the research already undertaken by the 

National Centre for Vocational Education Research (NCVER) Student Outcomes 

Survey (SOS) which is essentially quantitative research; it is argued that personal 

capital investments data compliments the SOS data.  

Current research into technical and further education (TAFE) graduate 

outcomes, based on human capital measurement employs predominantly quantitative 

research methodology and analysis, by using the NCVER  SOS on an annual basis. 

The SOS does not attempt to undertake any qualitative assessment of student 

motivations for the educational and vocational choices they make. The SOS 

evaluation does not delve into the intrinsic and extrinsic factors that impact upon the 

decision-making choices made by graduates in relation to their educational and 

vocational outcomes post-TAFE. While the student outcomes surveys discuss student 
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satisfaction with their course of study at TAFE, the discussion does not relate student 

course satisfaction to subsequent career or study choices by students.  

This study will be useful for TAFE asa another data source which identifies 

why TAFE students make the learning decisions they do, and this may be useful in 

developing and strengthening relationships with other tertiary institutions and 

industry, as well as allowing TAFE to identify and implement programs for students 

to meet specific outcome needs. The research may also be of benefit to potential 

students of diploma programs, in that it will provide an indication of career and study 

possibilities after graduation and information relevant to individual learning 

experiences and development. Consequently, the research has the potential to be an 

invaluable marketing tool for TAFE Queensland.  

The intent of this chapter is to detail the methodology chosen for the research 

project and to provide a rationale as to why the particular methodological approach 

taken was deemed to be the most appropriate.  This chapter also presents the research 

design and provides details about the research participants and the processes involved 

in the data collection. It concludes with a discussion of the data analysis process and 

the limitations identified within the study. 

Research Questions 

This research investigated the personal capital investments of the BNIT 

Diploma of Community Work graduates and explores the personal capital returns 

they obtained, including those relating to their educational and vocational pathways. 

The research from this study is of value to TAFE program co-ordinators and 

developers by allowing them to use the findings to tailor study programs that may 
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assist students to make and pursue personally appropriate career options. As a 

consequence, the research questions for this study were: 

1.     What are Brisbane North Institute of TAFE Community and 

Human Services Diploma Graduate’s personal capital 

investments in their diploma program? 

2.    Were the personal capital investments realised subsequent to 

graduation? 

Methodology 

Research epistemology 

Epistemology is a branch of philosophy that addresses the philosophical 

problems surrounding the theory of knowledge (Bryman, 1988), and it has been 

argued that it ultimately influences the choice of research paradigm and the goals of 

the research project (Hesse-Biber & Leavy, 2004). Epistemology is concerned with 

the definition of knowledge and concepts that are related to knowledge and in the 

classical sense it is concerned with knowledge truths (Hatcheul, 2005). Epistemology 

is the science of knowing (Babbie, 1995) and, in terms of research it is the theory of 

knowledge that underlies the theoretical perspective of the research (Crotty, 1998). 

Moreover, Crotty (1998) considers that epistemology is “a way of understanding and 

explaining how we know what we know” (p. 3), and that the researcher’s 

epistemological position influences every stage of the research process including the 

theoretical and methodological decisions.  

There are several epistemological philosophies (Bryman, 1988), with two 

primary philosophies: Objectivism and Constructivism, which have been ascribed to 
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the research process (Crotty, 1998; Bryman, 1988; Denzin, 1989). Objectivism is a 

philosophical position that considers social phenomena and their associated meanings 

that have an existence that is independent of the participants (Bryman, 2001). That is, 

reality exists independent from the operation of any consciousness (Crotty, 1998).  

Positivism 

Within the epistemology of objectivism sits the concept of Positivism, the aim 

of which is the explanation, prediction and control of phenomena (Guba & Lincoln, 

2004). Positivists generally assume that reality is objective and can be described by 

measurable properties that are independent of the researcher (Schutt, 2003) and 

positivist research usually attempts to test theory, in an effort to increase the 

predictive understanding of phenomena (Dwyer, 1997). The positivist philosophy 

has, at its centre, the assumption that theoretically based predictions can be tested 

with data collected from the real, objective world. It is the philosophy traditionally 

associated with science (Weber, 2004) and supposes that there are universal laws of 

human behaviour, and that researchers must be unbiased and disinterested to be able 

to see reality clearly. 

Constructivism 

Constructivism has philosophically divergent views to objectivism and 

positivism as to the nature of truth. Constructivism does not accept that there is an 

objective truth or knowledge that exists independently of participants and is waiting 

to be discovered by them (Bryman, 1988). This theoretical stance contends that 

people construct meaning and different people may construct different meanings for 

the same social phenomena (Crotty, 1998). Bryman’s (2001) view of constructivism 
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is that ‘social actors’ produce social phenomena and their meanings, and that both the 

phenomena and meanings are in a constant state of revision. Constructivist research 

has an emphasis on examining ways in which meanings are developed through 

relationships and the ways social discourse deals with, manages and characterizes 

events (Wisker, 2001). 

The concept of interpretivism is situated within the epistemological philosophy 

of constructivism. Interpretivism sees knowledge as being derived from everyday 

concepts and meanings with the researcher examining the social world in order to 

understand socially constructed meanings, and then reconstructing these meanings in 

a social scientific language (Glesne,1999; Hammersley, 1992). Interpretive social 

scientists believe that social reality is a social construct and that the researcher’s aim 

is to understand what meanings people give to reality, not to determine how reality 

operates apart from these interpretations (Schutt, 2003). The constructivist 

philosophy expands the interpretivist approach by stressing the importance of 

exploring how different participants in a social setting construct their beliefs (Guba 

& Lincoln, 2004). Interpretivism seeks to produce descriptive analyses that 

emphasize in-depth, interpretive understandings of social phenomena (Neuman, 

1994), and from the Interpretivist’s perspective; the objective is to understand, not to 

explain and predict as in the Positivist’s perspective. 

The focus of the research is an exploration of personal capital investments and 

returns of TAFE diploma graduates. The operational definition of personal capital 

includes the inherent impetus and values that individuals ascribe to their motivation 

to undertake a course of study. Given that this definition includes attitudinal and 

behavioural motivations including values-based judgements, the research sits within 

the epistemology of constructivism because constructivist research deals with the 
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“meaning-making of the individual mind” (Crotty, 1998, p 58). In order to explore 

‘meaning-making’; an interpretivist research approach is required because 

interpretivism dictates that social reality is based upon an individual’s definition of it, 

and each individual has their reasons for the actions they take (Wisker, 2001). 

Interpretivist research wants to determine what actions mean to the people who 

undertake them (Neuman, 1994). 

Qualitative research paradigm 

Qualitative research is generally defined as interpretivist research (Glesne, 

1999) that is “pragmatic, interpretive, and grounded in the lived experiences of 

people” (Marshall & Rossman, 1999, p 2). It involves studying the social world and 

attempting to analyse and describe the culture and behaviour of people from their 

point of view (Bryman, 1988). Bryman (1988) claims that, “the most fundamental 

characteristic of qualitative research is its express commitment to viewing events, 

actions norms, values, etc., from the perspective of the people who are being studied” 

(p. 61). Qualitative research tends to be based on the recognition of the importance of 

the subjective, experiential ‘life-world’ of human beings (Burns, 2000) which is 

comprised of motivations, emotions, symbols and their meanings, empathy and other 

subjective aspects associated with individuals and groups (Berg, 2001).   

Qualitative research has a focus on understanding the meaning of events, 

situations, and actions that people are involved in and the accounts that they give of 

their experiences and their lives (Wisker, 2001; Maxwell, 1996). It is the study of the 

who, which, what, where, when and why (Wadsworth, 1997) of social reality and 

social constructs. An inductive approach, where the researcher is immersed in the 

research process (Berg, 2001), that is theory generative is a fundamental basis to this 



77 

research paradigm (Guba & Lincoln, 2004). Qualitative research rejects the scientific 

model and Positivism in particular, in favour of an Interpretivist philosophy that 

values the ways in which people interpret their world, and it sees social reality as an 

ever-changing personal creation (Bryman, 2001).  

The qualitative researcher assumes that they are examining multiple socially 

constructed realities that are complex and cannot be divided into distinct variables or 

concepts (Glesne, 1999). In other words, qualitative research stresses the validity of 

‘multiple meaning structures’ and holistic analysis, as opposed to the standards of 

reliability and statistical cataloguing of quantitative research (Burns, 2000). A 

qualitative study is primarily interested in how the participants make sense and 

meaning of what is occurring and how their understandings influence their behaviour 

(Maxwell, 1996). However qualitative research and its interpretivist assumptions 

about meaning and social reality are often at odds with the quantitative approach 

(Neuman, 1994).  

Given that this research is founded on the study of personal capital which is 

defined as those assets that the individual possesses, identifies, values and utilises to 

achieve a predetermined outcome, and which includes the inherent impetus and 

values that individuals ascribe to their motivation to undertake a course of study; a 

qualitative research strategy was adopted for this investigation. 

Research methodology 

The research paradigms of quantitative and qualitative research are not always 

seen as paradigms but are often cited by various authors as being research 

methodologies (Wadsworth, 1997; Hesse-Biber & Leavy, 2004; Wisker, 2001). One 

of the main methods of data collection preferred by qualitative researchers is 
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interviewing (Mann & Stewart, 2004; Berg, 2001). Interviews allow the researcher to 

learn about what cannot be seen and to explore alternative explanations of what is 

seen (Glesne, 1999) through structured or unstructured processes that promote 

discourse (Crotty, 1998).  

Interviews allow researchers to understand the meanings that people hold for 

their everyday lives (Marshall & Rossman, 1999) and are the most appropriate 

method for collecting in-depth information and examining complex and sensitive 

issues (Kumar, 1996).  Nevertheless, a disadvantage of the interview method is that 

the quality of the data obtained can be affected by the skills and ability of the 

interviewer and the subsequent quality of the interview interaction (Burns, 2000; 

Kumar, 1996; Marshall & Rossman, 1999).    

Given that the research is situated within the epistemology of constructivism, 

the research strategy for this study is qualitative. Qualitative approach views events, 

actions, norms and values from the perspective of the people who are being studied 

(Bryman, 1988), and recognises the importance of the subjective, experiential ‘life-

world’ of human beings (Burns, 2000). As a qualitative approach is concerned with 

the motivations, emotions and other subjective qualities of individuals and groups 

(Berg, 2001), this approach allows an exploration of the personal capital investments 

and returns of TAFE diploma graduates. Given the intent of the research, an 

interpretivist methodology was deemed to be the most appropriate choice. An 

interpretivist methodology focuses on the subjective feelings and experiences of 

people (Wisker, 2001; Crotty, 1998) and studies their life experiences and the ways 

they construct world-views from their understandings of their experiences (Marshall 

& Rossman, 1999).  
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An interpretivist approach enabled the research to make sense of the 

perceptions and perspectives of the subjects of the study as “any attempt to 

understand social reality must be grounded in people’s experience of that social 

reality” (Bryman, 1988, p 52). This approach investigates how people construct their 

world (Brannen, 1992), and examines what actions mean to the people who 

undertake them (Neuman, 1994). As a research strategy, interpretivism has the 

following attributes:  

i. It produces social scientific accounts of life by drawing on the meanings and 

concepts used by social actors.  

ii. The everyday beliefs and practices of the subject that are taken for granted, 

have to be discovered and articulated in order to provide an understanding of those 

actions.  

iii. An interpretivist approach employs research procedures that encourage social 

actors to reflect upon and discover the meanings they ascribe to their world.  

iv. The social world cannot be described without examining how people use 

language and symbols to construct and understand their experiences (Sanghera, 

2006).  

Singleton and Straits (1999) assert that the researcher should aim to understand 

the social actor’s world from their frame of reference, as these accounts are all that is 

available to the researcher to understand the social actor’s life (Sanghera, 2006). 

Research design 

Participants for the study 
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The research participants are TAFE Diploma graduates. The participants were 

drawn from cohorts of students who participated in and graduated from the Brisbane 

North Institute of TAFE (BNIT) diploma program offered within the Community and 

Human Services delivery area. The graduates hold a diploma in the field of 

Community Work and the research cohort was drawn from the group of students who 

graduated in 2004.  

At the time of graduation the cohort comprised 18 students. However, as TAFE 

2004 enrolment records were used as a means to make contact with the graduates, it 

was anticipated that not all graduates would be located given the time difference 

between graduating and this research activity. Participants were selected from this 

group because the group is demographically diverse in nature, and a reasonable 

period of time has elapsed (two years since graduation) for the members to make 

longer-term decisions relating to the outcomes they anticipated from their program of 

study. 

The 2004 cohort were chosen because the researcher was the co-ordinator of 

their study program and it was anticipated that sufficient time had elapsed for any 

residual teacher-pupil perceptions to dissipate, thus negating to some extent 

researcher effect upon the participants and their responses (Seidman, 1998). The 

researcher chose graduates that he had taught, as the participants may have been 

more willing to share personal details with someone they already knew and could 

trust in terms of confidentiality of the information they presented. Also, the 

Community and Human Services diploma program offers a diverse range of 

employment prospects and further study options. 

Interview 
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Interviews may take a number of forms including in-depth interviewing, which 

is unstructured (Wisker, 2001) and allows for the probing and exploration of issues 

(Brannen, 1992), focus groups, where a small group meets with the researcher for 

collective discussion (Bouma & Ling, 2004) and life narratives, where a participant’s 

reality is constructed through narrating their story (Bryman 1988; Marshall & 

Rossman, 1999).  

In-depth interviews provide the best opportunity to determine what the 

respondent thinks or feels (Bouma & Ling, 2004), and a study that focuses on the 

individual lived experience of the subject usually relies upon an in-depth interview 

approach (Marshall & Rossman, 1999). In-depth interviews with the cohort of TAFE 

Diploma graduates allowed the researcher to explore and investigate various issues 

as, and when, they arose during the course of the interviews (Brannen, 1992). While 

in-depth interviews allow for the obtaining of contextual information (Wisker, 2001) 

and provide the opportunity to asking complex and probing questions (Neuman, 

1994), they are time-consuming and respondents may drift onto unrelated topics thus 

providing extraneous and useless information (Bouma & Ling, 2004; Bryman, 1988).  

A potential limitation identified by the researcher in the early stages of the 

formulation of the research project was in relation to the availability of the 2004 

TAFE Diploma graduate cohort and unwillingness on the part of some participants to 

participate in the one-to-one in-depth interviews.   

Role of interviewer 

Marshall and Rossman (1999) argue that in applied fields such as education a 

strong autobiographical element often drives the interest in undertaking the research 

project and that beliefs and perceptions about the participants might produce 

expectations by the researcher as to how the participants a will respond to questions 
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(Hyman, 1975).  As has been discussed, the researcher had been the research 

participant’s teacher in a number of units of study within the diploma program. 

Where a pre-existing relationship exists, such a linkage can give rise to researcher 

bias in the gathering and interpretation of data (Burns, 1991). It is noteworthy that 

during the period that the researcher was the participant’s teacher, no personal 

relationships such as friendships were developed with any of the research 

participants.  The researcher has always maintained a professional teacher-student 

relationship with students throughout his teaching career. From a professional 

teaching perspective, the researcher has at all times held the view espoused by 

Glesne (1999); “If objectivity is important, then friendship is a problem” (p. 103). It 

is with this attitude in mind that the researcher approached the research project. A 

researcher must be cognisant of the fact that friendship with a research participant 

can project the impression that the researcher has taken sides or taken a particular 

perspective on the research issue (Glesne, 1999).   

Friendships are not the only pitfall for the researcher as a researcher must also 

be aware of and critically examine how he or she represents the research participants 

in their research study (Marshall & Rossman, 1999). Throughout the research process 

the researcher should carefully examine the “complex interplay of our own personal 

biography, power and status, interactions with participants, and written word” 

(Rossman & Rallis, 1998, p. 67). This involves the researcher being constantly 

reflective (Guba & Lincoln, 1985) though continually being mindful of what effect 

their own subjectivity may have on the data gathering and analysis, with the 

researcher persistently confronting his or her own opinions and prejudices with the 

data (Burns, 1991). However, in discussing the effect of researcher opinion and 

prejudices on the research data, Burns (1991) also argues that the data that are 
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collected provide a much more detailed description of events “than even the most 

creatively prejudiced mind might have imagined prior to the study” (Burns, 1991, p. 

243). 

Given the complex interplay and the power and status of the researcher in 

relation to the research cohort, it is also possible that some of the participants may 

have biased the interview by constructing a reply that hid some data or attempted to 

present themselves to the researcher in a socially desirable manner. Respondent 

behaviour in the interview situation has been recognised by Denzin and Lincoln 

(2003) as including such behaviour as deliberately trying to please the researcher and 

providing socially desirable answers. 

Consistency considerations  

A key consideration in qualitative research is consistency.  Consistency refers 

to the quality of the field notes and transcripts of the audio-recorded interviews 

(Silverman, 2001). Silverman (2001) considers that reliability in qualitative research 

can be addressed through the use of low-inference descriptors.  

In relation to the in-depth interviews in this study, a low-inference descriptor is 

the verbatim account of what the subject said, rather than the researcher’s 

reconstruction of what he/she perceived was said. Other low-inference descriptors are 

tape-recording of interviews with careful, standardised, transcription of tapes, and 

presenting long extracts of data in the research report.  

The subjective nature of qualitative research and its limitation to single contexts 

makes it difficult to apply conventional scientific standards of reliability and validity 

to the data obtained (Burns, 2000). Although Brannen (1992) argues that issues 

concerning the representativeness of the sample and the ability to generalise the 
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findings are not that important. Rather, what is important is the establishment of a 

theoretical link between the findings and the theory that the research was intended to 

explore.  

Silverman (1993) believes that qualitative research becomes ‘scientific’ by 

utilising methods of examination appropriate to the subject matter.  

He claims that research can be deemed to be scientific when it employs 

appropriate methods and is rigorous, critical and objective in how data is handled. In 

the qualitative research process, Freebody (2003) believes that validity is “an explicit 

and careful treatment of the relationship between the original events, the research 

process, and the nature, scope and warrantability of the conclusions” (Freebody, 

2003, p. 69).   

Kelliher (2005) describes validity in qualitative research as being the 

presentation of solid descriptive data that leads the reader to an understanding of the 

meaning of the experience being studied. In terms of the research findings, Freebody 

(2003) sees validity as comprising the level of adequacy of the re-presentation of the 

social dynamics or situation that the research project set out to explore. 

Data collection procedure 

The data collection procedure for this investigation involved a number of 

phases. The first phase was concerned with formally seeking permission from the 

Director of the Brisbane North Institute of TAFE (BNIT) to allow the researcher to 

access the student database for contact details of the 2004 Human Services Diploma 

graduate cohort. Once permission was granted (see Appendix 3), a search of the 

BNIT student database was undertaken which revealed that a total of 18 students 
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graduated from the diploma program in 2004. The in-depth interview schedule was 

also developed and finalised (see Appendix 4). 

Invitation to participate 

Phase two consisted of making initial contact by telephone with all students 

who were identified by the database as having graduated from the 2004 Diploma of 

Community Work program. Of the 18 graduates, six telephone numbers were no 

longer connected. Messages were left on mobile telephone answering services for 

two graduates, neither of whom returned the call. One graduate who was contacted 

declined to participate in the research.  This led to a total of nine (9) respondents to 

the study, which represents 50% of the specific student cohort sought to participate in 

the study. 

This phase also consisted of sending each 2004 graduate a formal letter of 

invitation to participate (see Appendix 5). The invitation to participate gave a brief 

overview of the proposed research and invited the graduates to consider participating 

in the research. The letter of invitation also included a Participant Information letter 

outlining the intent of the research, the anticipated involvement of the graduates and 

their rights in relation to the research (see Appendix 6). 

The letter of invitation reiterated the information provided in the initial 

telephone contact, and emphasised confidentiality in that the respondents would not 

be identified in the study.  Those graduates who could not be located by telephone 

were sent the letter and invited to make contact with the researcher. No further 

responses were received from the letters of invitation, other than confirmation by the 

nine participants who had agreed upon initial contact to participate.   
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This phase also involved the scheduling of convenient times and places for the 

in-depth interviews with those who agreed to participate. The researcher considered 

scheduling that accommodated with competing demands for their time in their 

personal and professional life. Through this process, eight (8) of the participants 

elected to attend one of BNIT’s campuses for the interview, as the campus locations 

were both familiar to and easily accessed by the graduates. One respondent who did 

not want to attend the campuses was accommodated by the researcher availing 

himself to their nominated location and time. 

Sample characteristics 

The 18 graduates of the BNIT 2004 Diploma of Community Work program 

comprised 14 females and four males. Of that group, six females and three males 

agreed to take part in the research project. Of the 14 females in the total graduate 

group, three were school-leaver entrants into the diploma program, that is, they were 

not mature-aged students (over 21 years of age) when entering the program.  

None of the school-leaver graduates responded to the invitations to participate 

in the research. This outcome was not surprising to the researcher as, during the 

duration of the diploma program, it was the researcher’s observation that none of the 

school-leavers were particularly engaged with the content or processes of the study 

program.   

Subsequently, all female respondents were mature-aged students, and of the 

four males in the graduate cohort, the three respondents were all mature-aged 

students. The apparent disparity in the numbers of female to male students is not 

unusual in the programs offered within the Community and Human Services faculty.  
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It is this researcher’s experience, based on teaching in this discipline for several 

years, that the programs offered within the community and human services field 

traditionally attract a disproportionately high number of females compared to the 

number of males who undertake a program of study in community and human 

services. This is comparative to research related to student characteristics in studies 

associated with social work, nursing and social welfare.  It can be argued that these 

disciplines complement studies in community and human services. 

An observation about the research cohort provides insights into responses and 

details provided by the respondents.  From the researcher’s knowledge of the 

research cohort, which involved being their teacher for a number of units over the 

duration of the course of study, it is noteworthy that those graduates who chose to 

participate were invariably the more conscientious students in the diploma program. 

From the researcher’s perspective the term conscientious indicates positive student 

behaviours that included regular class attendance, consistent engagement with 

content and assessment, rapport with other students and a reliable standard of 

assessment performance. At no time throughout the period of the researcher’s contact 

with the students as their teacher did any form of relationship develop with any of the 

students other than an impartial professional teacher-student relationship. While it 

has been observed by the researcher that the participants may have been 

conscientious in their TAFE studies, it is doubtful that this fact will impact the 

findings of the research. Indeed, this may well complement the intent of the research 

in that, by way of their conscientiousness, the participants may possess a developed 

concept of personal capital, regardless of whether they might have consciously 

considered or articulated it. 
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While the research sample size is not extensive, it does represent 50% of the 

study cohort. Neuman (1994) argues that for small research populations a researcher 

needs a large sampling ratio, which he states should be approximately 30% of the 

study population.  

Kumar (2005) claims that in qualitative research the issue of sampling is of 

little significance, as the primary aim of most qualitative investigation is to explore 

or recount the uniqueness of a situation, event or problem. As qualitative research 

does not claim nor endeavour to quantify or make generalisations about the subject of 

the inquiry (Richards, 2005), “a study based upon the information obtained from one 

individual, or undertaken to describe one event or situation is perfectly valid” 

(Kumar, 2005, p. 165). Moreover, Hesse-Biber and Leavy (2006) state that 

qualitative research is primarily concerned with in-depth understanding and 

consequently this results in working with small samples. Bearing in mind the 

relatively small sample size, it is acknowledged that the findings of the research 

project can be only be deemed to be indicative in that they relate to a specific cohort 

form a specific TAFE diploma program and as such can not be generalised to the 

broader TAFE context.  

Participant profiles 

As this is an interpretivist study, and interpretivism focuses on the subjective 

feelings and experiences of people (Wisker, 2001; Crotty, 1998), a brief profile of 

each of the research participants is provided in order to restate and re-emphasise the 

humanist basis for the research project.   

There were six female and three male participants in the study. At 

commencement of their studies in 2002, their ages ranged from 27 to 54, comprising 
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an average age of 43 years. Each participant was ascribed a pseudonym in order to 

protect their anonymity. The names cited are not the actual names of the research 

participants. The graduates who elected to be involved in the research are: 

 

Shirley – Shirley is a single woman who is 55 years of age. She had 15 years of 

full-time employment with the one employer before being retrenched. She presently 

works part-time for a community-neighbourhood centre.  

 

Carol – Carol is a single mother of teenage children. She is 46 years of age and 

had been a stay at home mother for many years. Carol is presently a part-time 

university student who also works part-time in a community and human services 

agency that offers disability support. 

 

Larry – Larry is a 58-year-old married man. He has previously held positions of 

responsibility within a large local government. Larry is a self-professed former long-

term alcoholic. He is presently working part-time as a client support worker with two 

organizations within the community and human services field. 

 

Alison – Alison is 31 years of age and has two children from a previous 

marriage. She had undertaken university study in an area other than the social 

sciences, but ceased when her marriage failed. Alison recently re-married and works 

full-time for a federal government department. She is presently studying Social Work 

at university. 
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Angela – Angela is a 52-year-old married woman with school-aged children. 

She had been a stay at home mother for several years. She is presently volunteering 

for a community and human services organization that offers emergency financial 

and accommodation relief. 

 

Mark – Mark is a 50-year-old single man with school-aged children from a 

previous marriage. Mark has a trade qualification and worked at his trade for many 

years before deciding upon a career change. He is presently employed full-time as a 

training officer for an employment agency. 

 

Frank – Frank is 51 years of age. He worked for many years in the building 

industry until injury forced his retirement. Frank has been previously married and is 

about to re-marry. He is employed on a casual basis as a lifestyle support worker for 

the physically and intellectually disabled. 

 

Mary – Mary is a 35-year-old single mother of two school-aged children. She is 

from a non-English speaking background. Mary had casual employment in a non-

community and human services field after graduation, however she is presently 

unemployed. 

 

Lucy – Lucy is 51 years of age. She is divorced and has school-aged children. 

Lucy was a stay at home mother for several years. She is presently working part-time 

in a disability respite centre. 

Of the six female participants, four were single parents with school-aged 

children at the time of undertaking and completing the Diploma of Community 
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Work. One of the female participants was single with no children and one was in a 

long-term marriage. Of the three male research participants, two were divorced with 

one of the two being a single parent subsequent to his divorce, and the remaining 

male participant was in a long-term marriage. 

Interview Collection 

The third phase of the data collection process was the interviews which were 

based on individual in-depth engagement between the researcher and the 

respondents. This phase entailed the application of the in-depth interview questions 

and tape recording the participant’s responses for analysis. In addition, the researcher 

recorded some hand-written notes during the interviews.  Consequently, the data 

collection for this study involved tape recordings of the whole interviews and 

researcher interview notes.  

In order to establish intersubjectivity, which is a shared subjective 

understanding and acknowledgement of the purpose of the research (Neuman, 1994), 

participants were familiarised with the topic of the interview on three separate 

occasions before the interview was conducted.  

The first occasion was when the intention of the research was explained over 

the telephone on initial contact. The second occasion was through the formal letter of 

invitation to participate, and the third time that the research topic was made explicit 

was the during the introduction to the interview itself, when the topic of personal 

capital was further discussed and explained to them prior to recording the interview. 

Seven of the nine interviews were held at the BNIT Bracken Ridge campus, as this 

location was both familiar and easily accessible for those participants. One of the 

participants nominated the BNIT Caboolture campus for the interview as that 
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respondent lives and works in the vicinity, and one participant elected to be 

interviewed at their home. The interview process involved interviewing the 

participants in the following order: 

Respondent Location Interview Length 

Shirley BNIT Bracken Ridge Campus 2 hours 23 minutes 

Carol BNIT Bracken Ridge Campus 1 hour 43 minutes 

Larry BNIT Bracken Ridge Campus 2 hours 17 minutes 

Alison BNIT Bracken Ridge Campus 1 hour 57 minutes 

Angela BNIT Bracken Ridge Campus 1 hour 47 minutes 

Mark BNIT Bracken Ridge Campus 2 hours 11 minutes 

Frank  BNIT Caboolture Campus 1 hour 41 minutes 

Mary Private Residence 1 hour 38 minutes 

Lucy BNIT Bracken Ridge Campus  1 hour 43minutes 

 

There was no particular design to the order of interviews; they were conducted 

on an availability basis that met with the needs and commitments of the graduate’s 

personal and professional lives.  However, the order in which the interviews were 

conducted are relevant for the analysis and discussion chapter because when the 

researcher used direct quotes from the transcripts, a referencing system was 

employed to indicate from which transcript the quote originates. The quotation is 

indented from the main text and after the quotation the participant’s pseudonym is 

cited in brackets. The interview number and the page number of the transcript where 

the quotation appears follow the pseudonym, for example: (Shirley, 1:12). All quotes 

used are direct excerpts from the transcriptions.  

Within the direct quotes, where the participant has paused for thought or to 

reconstruct or rephrase what they were saying, a series of three full stops has been 

used to indicate the longer pause, for example:  
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“It was something, well, I had to do it…I got married, had a 

family, so it was, you know, I went to work.” (Mark, 6:8)  

Research Ethics 

Participant Information 

This research project has been subject to, and approved as a Level 1 ethics 

project through the QUT Research Ethics Committee. Subject to the requirements of 

that approval, each participant received a Participant Information letter outlining the 

intent of the research, their anticipated involvement and their rights in relation to the 

research (see Appendix 6).  

Informed Consent 

At the time of the interview respondents were also provided with an Informed 

Consent form (see Appendix 7). The Informed Consent form reiterates the contents of 

the Participant Information form and allowed for the asking of further questions by 

the participants and the provision of further information to them regarding the 

research.  The form’s contents regarding the subject’s right to withdraw from the 

research project and the requirement for them to formally consent to participate were 

verbally explained to them before being signed and dated by each research 

participant. 

Right of Review 

During the data gathering process participants were advised that the could be 

provided with a copy of their interview transcript for editing and correction purposes. 
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In post-interview discussions a number of participants indicated a high level of trust 

in the researcher’s ability to accurately and faithfully relay the interviewee’s account 

and responses to the interview. Six of the nine participants expressed an interest in 

being informed of the findings from the analysis of the data. 

Anonymity 

None of the participants objected to the use of their real name for the research. 

However, they were given a pseudonym in the interests of anonymity.  

Throughout the transcripts the participants discussed actual events, situations 

and people from their personal life and workplaces. To ensure the anonymity of the 

people who the interviewees have discussed, pseudonyms were also used for the 

persons mentioned.   

Organization’s names mentioned by the participants have been removed from 

quotes, however the name of the primary federal government welfare agency, 

Centrelink, has remained in the quotes where referred to by a participant. This is 

because it is non-identifying in relation to the research participant, but is pertinent to 

the intent of the participant’s statement. 

Data analysis 

Data analysis is the process of bringing order, structure and 

interpretation to the mass of collected data. It is a messy, 

ambiguous, time-consuming, creative and fascinating process 

(Marshall & Rossman, 1999, p. 150).  
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…you should not get the idea that qualitative analysis proceeds in 

a cookbook fashion. There is no one right way to go about 

analysis (Hesse-Biber & Leavy, 2006, p. 344). 

 

Gillham (2000) asserts that interview data analysis is concerned with content 

analysis, which involves the two primary processes of identifying key or substantive 

points within the interview data and then putting them into categories (Gillham, 

2000: Seidman, 1998). Content analysis has its origins in quantitative research 

(Bryman, 2001; Berg, 2001; Neuman, 1994).  

However, it has increasingly been used in qualitative studies (Bryman, 2001) 

with intrepretivist content analysis being concerned with organising data in order to 

uncover patterns, actions and meanings (Berg, 2001).   

Some authors (Marshall & Rossman, 1999; Evans, 1985; Hesse-Biber & Leavy, 

2006) see content analysis as being primarily concerned with the analysis of text per 

se, however the term has become more widely interpreted to include the analysis of 

not only texts, but also interview transcripts, field-notes, personal documents and so 

forth (Burns, 2000).  

Process for data analysis 

This stage of the research project was executed in four steps. 

Step 1: involved transcribing the individual interview recordings verbatim and 

noting the researcher’s interview notes for each respondent that were written by the 

researcher during each interview. In order to establish a high degree of reliability, the 

tape recordings of the in-depth interviews were transcribed verbatim, this meant that 
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the transcripts have accurately written every sentence, word and explanation as was 

told during the interview.  

In qualitative research, the quality of the field notes and transcripts of the 

recorded interviews contributes to the reliability of the data (Silverman, 2001). 

Silverman (2001) considers that the use of low-inference descriptors such as 

verbatim accounts of what the subjects said and careful, standardised, transcription of 

tapes can be used to address issues of reliability in qualitative research.  

Consequently, during the transcription process no attempt was made to adjust or 

correct the grammar or syntax of the participants, nor their use of slang and 

colloquialisms.  

This was because there are “moments where ‘standard’ vocabulary is 

inadequate, and where a respondent tries to speak from experience and finds 

language wanting” (Hesse-Biber & Leavy, 2006, p. 346). A copy of one of the 

transcripts is included as an appendix to this thesis (see Appendix 8). 

Step 2: involved sorting the data into units of meaning (Gillham, 2000), or 

concepts (Strauss & Corbin, 1990), by exploring the interviewee’s selection of 

words, phrases and vocal inflections as well as the interviewer’s record of the 

nuances of body language and communication. Although the research project was not 

a grounded theory project, it did draw on some of the analytical processes used in 

grounded theory research. Grounded Theory was developed by Glasser and Strauss 

(1967), and is also known as thematic or narrative analysis (Kellehear, 1993). It is a 

set of analytic methods that encourage inductive generation of sociological theory 

(Lester & Hadden, 1980). As an inductive methodology it does not test a hypothesis, 

instead, the researcher discovers concepts and hypotheses through constant 

comparative analysis of data (Glesne, 1999).  This methodology is explicitly 
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emergent in that the researcher enters the research situation with no prior theoretical 

preconceptions and subsequently develops, revises and refines theory in response to 

the data collected (Burns, 2000; Wisker, 2001).   

Grounded theory means that the theory developed is grounded in the actual data 

gathered in contrast to the deductive process of developing a conceptual theory and 

then testing it against empirical data (Maxwell, 1996).  While not a grounded theory 

study, the systematic techniques and procedures for data analysis that are 

fundamental to grounded theory research were invaluable in the data analysis process 

in that they guided the development of concepts, which are the basic units of analysis 

within grounded theory (Strauss & Corbin, 1990).  

This stage in the data analysis process involved open coding, which is the 

process of breaking down, examining, comparing, conceptualising and finally, 

categorising the data (Strauss & Corbin, 1990). Open coding is directed at opening 

up the data and identifying categories that appear to fit the data (Morse & Richards, 

2002). This coding of data is important as it performs a labelling, retrieval and 

organising function (Burns, 2000). 

Step 3: was the process of identifying ideas and topics from the concepts that 

were discovered and sorting these into different categories. The process of category 

generation involves noting regularly recurring concepts in the people subject of the 

study. The categories may consist of those that are generated by the data, or may be 

constructed by the researcher (Burns, 2000). This research project has a defined 

research question with a stated operational definition of personal capital. Personal 

capital is seen as those assets held by an individual that motivate the individual to 

undertake TAFE diploma studies. The personal capital assets are intrinsic and may 

comprise McCarthy and Hagan’s (2001) desire for economic wealth, Harkins and 
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Fiala’s (2002) and Cope’s (2005) development of explicit and tacit knowledge, and 

Tomer’s (2003) investment in psychological and spiritual functioning, their essential 

value is to the individual. Personal capital are those assets that the individual 

possesses, identifies, values and utilises to achieve a predetermined outcome, and 

includes the inherent impetus and values that individuals ascribe to their motivation 

to undertake a course of study  (Van Der Linde, 2006). 

The research question and operational definition contributed some broad 

categories as a guide for data analysis. Although some pre-determined categories 

were developed by the researcher, these were not intended to be exhaustive, nor were 

they intended to be limiting or restricting in the discovery of new understandings that 

may emerge through the open coding method of data analysis (Marshall & Rossman, 

1999).  

In grounded theory, categories have a specific definition of being a higher order 

and more abstract notion under which concepts that relate to a similar phenomenon 

are listed or grouped (Strauss & Corbin, 1990), and they are used in the generation of 

hypotheses or theories from the data (Hesse-Biber & Leavy, 2006).  

For a number of writers in the field of qualitative research methodology (Hesse-

Biber & Leavy, 2006; Marshall & Rossman, 1999; Kumar, 2005; Morse & Richards, 

2002; Denzin & Lincoln, 2003; Wadsworth, 1997; Burns, 2000), the term category is 

often interchangeable with the term theme. As the research project was not a 

grounded theory study, for the purposes of the data analysis and discussion the terms 

category and theme have been used in their broader transposable interpretation.  

Step 4: of the data analysis is concerned with the interpretation of those 

categories or themes that related to the research subject. Themes can be defined as 

“abstract constructs that investigators identify before, during, and after data 
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collection” (Ryan & Russell Bernard, 2003, p. 275). They are seen to be ‘common 

threads’ that run through the data (Morse & Richards, 2002). Those themes that were 

identified were investigated in terms of the interviewee’s private perspective of 

personal capital, his/her personal capital investment in the TAFE Diploma program, 

and whether they consider that those investments were realised subsequent to 

graduation. 

Limitations of study 

An identified limitation to the study is the makeup of the research cohort. The 

participants were all similar in that they were all mature aged students, came from 

lower-socioeconomic backgrounds and consequently may only represent one 

particular sub-cultural grouping. The participants were all from the one study 

program and were observed by the researcher to be more conscientious that other the 

class members who chose not to participate. Consequently the findings can not be 

seen as providing a comparison to or with any other cohort and may be only be 

verifiable within cohorts of a similar composition and nature. 

A limitation to the study is the fact of a pre-existing relationship between the 

researcher and the research participants. As discussed in Chapter 3, the researcher 

had been the participant’s teacher at BNIT for a number of units of study in the 

Diploma of Community Work.  

It is possible that some of the participants may have felt a sense of obligation to 

the researcher and provided responses they thought he might want. Respondent 

behaviour in the interview situation has been recognised by Denzin and Lincoln 

(2003) as including such behaviour as deliberately trying to please the researcher and 

providing socially desirable answers. 
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The research participant’s insights, feelings and attitudes are essential parts of 

the interview process that reveal the individual’s subjective meanings (Neuman, 

1994), however the researcher is generally not privy to the thoughts or intentions that 

sit behind the participant’s responses. Therefore, the researcher was limited to a 

literal interpretation of the respondent’s replies to the interview questions. At any 

given time the interview respondent may hold an entirely different view or attitude to 

the subject under examination, and the response given in the interview can only be 

taken as ‘truth’ for that time and place. According to Whyte (1980), “ambivalence is 

a fairly common condition of man – that men can and do hold conflicting sentiments 

at any given time. Furthermore, men hold varying sentiments according to the 

situations in which they find themselves.” (p. 117) 

A further limitation is the nature of the research itself, in that qualitative 

research findings can be subjective and cannot be generalised to other settings 

(Bryman, 2001).  

The size of the research sample and the fact that the research cohort is drawn 

from a particular study program from one TAFE institute means that the findings are 

only indicative of what might be occurring elsewhere and may also limit the capacity 

to generalise the findings to other study programs and other TAFE institutes.  

In terms of the research method chosen, individual interviews have their 

limitations concerning generalisability of their findings (Puchta & Potter, 2004; Fern, 

2001; Blaxter, Hughes & Tight, 1997). Although, it has been argued that the intent of 

in-depth interviews is to report the views of the participants (Kitzinger, 1995), and 

that the themes emerging from individual interviews can be generalised to a larger 

population (Rubin & Rubin, 1995). 
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While a strength of the research is the fact that the notion of personal capital 

investments and returns of TAFE graduates have not been explored previously, a 

limitation is that there is no prior research against which to compare, contrast and 

evaluate the appropriateness of methodology choice, data collection techniques, data 

analysis and the conclusions drawn by the researcher. 
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Chapter Four 

Data and results  

Introduction: 

This study was a qualitative investigation aimed at determining the personal 

capital investments and returns of Technical and Further Education (TAFE) diploma 

graduates from the Diploma of Community Work. For the purposes of this research 

personal capital is deemed to be those assets that the individual possesses, identifies, 

values and utilises to achieve a predetermined outcome. It includes the inherent 

impetus and values that individuals ascribe to their motivation to undertake a course 

of study. The intent of this research was to explore and identify what personal capital 

each participant held at the commencement of their study program, that is, what their 

personal capital investment in the program of study was. This study further 

investigated whether the students increased their personal capital by completing their 

studies. That is to say, whether the students gained a personal capital return from that 

initial investment in the Diploma of Community work. 

 This section discusses the research data in relation to the categories or themes 

that were identified by way of the operational definition of personal capital, being 

those assets that the individual possesses, identifies, values and utilises to achieve a 

predetermined outcome. This personal capital definition includes the inherent 

impetus and values that individuals ascribe to their motivation to undertake a course 

of study. In discussing the identified categories or themes, the researcher is aware of 

Silverman’s (2001) observation that a given set of categories can provide a 

“powerful conceptual grid” (p. 123) from which it is difficult for the research to 
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escape. Silverman (2001) argues that, while this ‘grid’ is useful in the organization of 

the data analysis, it may also avert the researcher’s attention from uncategorized 

events or situations.   

In light of these noted concerns, the researcher determined that the grounded 

theory approach to concept, category and theme development would assist in 

contributing to the negation of concerns about the research and researcher being 

constrained by pre-existing categories or themes in the data analysis. Given this, the 

six themes arising from the operational definition of personal capital and which were 

identified in the conceptual framework are: Employment, Job promotion/change, 

Personal achievement, Further study, Work/Family mix, and Self-development (refer 

to Figure 5: Conceptual Framework Schema, p. 64).  

Personal capital investments: operational themes 

Employment 

Employment is a personal capital theme that has some correlation with the 

human capital paradigm. Student Outcomes Survey (SOS) research has found that 

TAFE graduates where motivated to undertake their course of study in order to get a 

job or change their employment (Dumbrell et al., 2001). The findings of Dumbrell, 

de Montfort and Finnegan (2001) are reflected in the 2001 SOS Institute Report for 

Brisbane North Institute of TAFE, (then known as Northpoint Institute of TAFE). In 

that report, the most frequently given reason by graduates for doing their chosen 

course was identified as being “to get a job”. This response comprised 24% of total 

responses (NCVER, 2001). 

In terms of seeking employment and personal capital investments, Tomer 

(2003) sees personal capital as correlating to the more specific capacities that the 
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individual invests in, in order to be qualified for particular work tasks. Of this 

research cohort, five participants expressed obtaining employment as being a 

foremost reason for beginning their diploma studies.  The participants provided the 

following information:  

Shirley had been employed for 15 years with the one employer before being 

made redundant. She had been unemployed for seven months when a staff member at 

the employment agency where she was registered suggested studying at TAFE. 

Shirley initially became interested in studying in the area of community and human 

services after an interview with an employment agency counsellor. She said: 

“Because I was 48, I was unemployed, I had 15 years in the 

current job I had.  I was going to one of these employment 

agencies, (name of agency removed), and I think it was part of 

their spiel to try and get people back to study and things, and he 

said to me, ‘Do you want to go back to studying?’ And I said, ‘At 

my age?’ I thought what am I going to do? And we went through 

a few things with the counsellors they had there and he said, 

‘Well you like people, you obviously enjoy working with people.’ 

And I thought, well, yeah.” (Shirley, 1:4) 

Carol’s reasons for entering the diploma program were based on the 

development and acquisition of a skill-set for employment. She reported that: 

“Okay, um, realistically, the reason why I undertook TAFE 

studies was because I needed to re-enter the workforce. Having 

been a mum for 16 to 18 years or whatever it was, um, and 

realising that, you know, within a five-year span my youngest 
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would be working, or at least leaving school and then I would 

need to, but also want to work. Because I’m a thinker there’s no 

way I could’ve stayed at home or been a shop assistant, or…I 

need to sort of do something where I’m mentally stimulated, yeah, 

that type of thing. So, um, needing to work was the main reason 

why I entered.” (Carol, 2:7) 

Angela stated that she started the diploma program for two reasons. One was for 

reasons of personal achievement, which are addressed under that theme. Moreover, 

she states that the main reason was because it appeared that her husband was going to 

be retrenched from his job and she thought that she would have to take on the role of 

family provider. She noted that:  

“I would say there was probably two. One was that, um, it looked 

as if my husband would be retrenched. So I was…and I didn’t 

have…Because I had been out of the workforce for so long, I 

didn’t have the skills, the up-to-date skills, and actually, I needed 

to gain skills so I would be up-to-date.” (Angela, 5:5) 

 Larry also cited two reasons for pursuing the diploma program. He admits to 

long-term drug and alcohol abuse and states that one of the reasons he commenced 

studies in the diploma program was: 

“….I was unable to gain employment because of my age and 

background.” (Larry, 3:7) 

“You know, and when you’re at my age and you can’t get 

employment, they’re (Centrelink) on your back all the time. You 
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gotta go and do this, and they want you to go and sew buttons on 

shirts or something like that.” (Larry, 3:8) 

Larry realised that he could not find significant employment within the field of 

community and human services based on his personal lived experiences alone.  

He found that it was difficult to obtain employment without a formal 

qualification suggesting that: 

“But as for gaining work within the industry, you’ve got no hope 

unless you’ve got a ticket. Even though you might be…you might 

have a vast amount of knowledge in your brain on why you did 

and where and what caused you to do…then you can’t go, the 

boss won’t give you a job on that.  You’ve got to have a certificate 

and say you’ve been taught it, even though you’ve been through 

it.” (Larry, 3:9) 

Mary, an unemployed mother of two children, stated that her main reason for 

enrolling in the Diploma of Community Work was because she was looking to find 

employment in the areas of social work or counselling. She said: 

“I wanted to get into a counselling course actually. I wanted to 

get into a counselling course, so I rang up TAFE.” (Mary, 8:4) 

Job promotion/change 

Job promotion as a pre-determined theme in terms of being a central motivator 

for participation in the Diploma of Community Work generated little discussion 

within the cohort. Only one participant, Frank, mentioned any expectations of job 

promotion as a reason for pursuing his studies noting that: 
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“I also had a drive not just to care for people, but to excel in my 

job. To climb the ladder and with a Cert III it’s a basic entry 

level. But if I want to work toward management or casework, you 

actually need the diploma. You can’t do that with a Cert III.” 

(Frank, 7:3) 

“Well I decided, um, when I started looking for work, instead of 

looking for case management work, that I would actually start on 

the bottom floor. And learn everything that the workers have to do 

so that when I go up the ladder I can say, well, when, ah, they 

have an issue, when I was doing that work, this is how we 

resolved the issue.”(Frank, 7:4) 

The ‘Cert III’ that Frank is referring to is the Certificate III in Community 

Work, which he gained in the year prior to commencing the diploma program. While 

he states at the beginning of the interview that a need to care for people was his prime 

motivator for enrolling, Frank clearly has some ambitions about climbing the 

‘corporate ladder’. Apart from his stated altruistic motivations, Frank’s statement 

indicates that he valued the diploma qualification for what it could offer him in terms 

of job promotion. Although, when asked about his success in terms of seeking 

promotion, Frank replies: 

“I haven’t really tried because I feel I’ve gotta know my job that 

I’m doing now properly. But, um, there are opportunities out there 

and because the agency have 8900 employees. So it will be there 

somewhere. Just gotta wait for the right time.” (Frank, 7:11-12) 
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 At face value, Frank’s desire to achieve promotion within his chosen field 

appears closely aligned with utility motivation (Biggs, 1987). This is where a person 

engages in the learning activity for a utilitarian purpose such as meeting a 

requirement for employment, promotion or some other benefit (Biggs, 1987). 

However, while Frank’s promotional ambitions are clear, they seem subordinate to 

his stated primary desire to care for people and his interest in pursuing community 

and human services work.  

In this case at least, Biggs’ (1987) utilitarian theory of motivation appears not to 

be a suitably comprehensive explanation, or primary determinant, as to why Frank 

chose to pursue his diploma studies. He also discusses other motivations:  

“It’s a job, it was a desire I first thought about when I was going, 

I had epilepsy at the time and I was going out to Taringa and, um, 

to see if I could be rehabilitated or whatever they called it at the 

time. And, ah, they had all these caseworkers and social workers 

and because I was a client there, and I thought, well, I could do 

that.” (Frank, 7:11) 

While SOS research may have found that graduates pursued their program of 

study in order to change their employment (Dumbrell et al., 2001), in terms of 

undertaking study for a change of occupation, Frank and Mark were the only 

participants to discuss studies in the diploma program in order to effect a career 

change.  

Frank, who had been engaged in the building industry for many years, injured 

his back in that occupation.   Compounding this situation was the fact that he had 
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previously suffered epilepsy and this condition had returned. Frank describes his 

circumstances and decision to make a career change in the following way: 

“I thought, well I can’t do concreting anymore I’ve got to do 

something. I can’t just sit down and do nothing, although I 

probably could. Go to Centrelink and get on a pension and sit 

there and vegetate, but I don’t like that. So I thought, what would 

I really like to do? So I thought, I like doing that care work, um, 

what can I do about getting into it? So I researched it, found out 

how to get into it and I’ve never looked back.” (Frank, 7:11) 

Mark was a Fitter and Turner by trade and, although he discusses how lucrative 

that occupation can be in terms of financial remuneration in the interview, he also 

discusses his dissatisfaction with his trade and the reasons why he decided to enter 

into the field of community and human services: 

“Okay. One of the, one of the, the reason to go to higher 

education was I had worked in a engineering trade, and I knew 

that that had limited, had limited lifespan and that lifespan was 

dependant upon my age because you only get so far and you 

physically can’t do the job anymore.” (Mark, 6:3) 

Mark returned to the theme of his discontent with his engineering trade as an 

incentive for pursuing tertiary studies further into the interview, when he was asked 

about when he had decided to enrol in the diploma program: 

“Probably about 18 months before I did because where I was 

working I was back in my trade, um, the same old, um, things 
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were happening. You know, the psychological things. You’re 

going to work, you’re doing a job you dislike, ah, it’s being burnt 

constantly. It’s the physical hurts, you know. The burning, the 

scarring, the…the…the mindless repetitiveness of the job.” 

(Mark, 6:6) 

Even though both Frank and Mark cited a change of occupation or career as a 

reason for initiating their diploma studies, further discussion throughout the interview 

indicated that this was not their sole basis for beginning the diploma program. While 

a career change may appear to have been a motivator at the occupational level, both 

expressed other intrinsic reasons for their choice of the area of community welfare 

work for their future career choice. These further issues will be visited later in this 

chapter. 

Personal achievement 

Personal achievement was a theme that resonated throughout many of the 

transcripts. It is noteworthy that several participants saw personal achievement as a 

return on their personal capital investment, rather than any driving reason for 

undertaking the diploma program. None of the participants cited personal 

achievement as a prime motivator or the most important reason for undertaking their 

studies.  

Two of the research participants did mention personal achievement as a 

motivator for engaging in the diploma program, although both participants mentioned 

personal achievement in the context of other reasons, not as the primary reason. 

Angela stated that she started the diploma program for two reasons. The main reason 

was because it appeared that her husband was going to be retrenched from his job and 
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Angela thought that she would have to take on the role of family provider. There was 

also another important reason: 

“Yeah, and the other reason, um, many years ago I wanted to do 

tertiary studies but I got married fairly young and then I moved 

away from Adelaide. We moved to Sydney and um, then it was, 

ah, I had planned to do teaching. I actually got in and I had to 

sacrifice that so I’ve always…so I think I’ve always had a desire 

to do some further studies. And then I had, my children came and 

I had to put it all on hold, and then…Yeah, so I always had that 

desire to do some tertiary studies.” (Angela, 5:5) 

“And I guess personally for my personal I guess, um, how would 

you describe it, fulfilment or something. Yeah, um, I guess 

personal fulfilment too. I’ve always enjoyed to study and learn 

and I had an interest, and because I had spent some time working 

in the, previously as a volunteer in the drop-in centre, I thought 

that could be an area I would like to work in. So that was another 

reason too.” (Angela, 5:6) 

Lucy discussed her motivation for starting the diploma course in terms of using 

it as a stepping-stone to further study. However, there were other intrinsic reasons 

for her that raised issues of personal achievement and possibly self-esteem: 

“And at a personal level I’ll show you I’ve got the brains and I 

can do this. You know, the doubters, my mother and Ex and to me, 

if… I guess that was my motivation. I’ll show you that I’m 
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not…that I can do this. And I did.” (Lucy, 9:5) 

Further study 

Further study is a theme defined by the operational definition of personal 

capital, and is also one of the themes where there exists a correlation between the 

personal capital and the human capital paradigms in terms of outcomes.  

The SOS data highlight further study as being recognised and explored as a key 

outcome for TAFE diploma graduates (NCVER, 2002).  From the respondents in this 

research, only one participant identified further study as a principal motive for 

beginning the diploma program.  When asked what she saw as the important reasons 

for undertaking the diploma, Lucy replied: 

“Originally I came in thinking, now I don’t think I am bright 

enough to study but I’ll give it a go, because I wanted to go to Uni 

and this was being a stepping-stone. I thought, well, there’s no 

use applying straight to Uni if I haven’t got what it takes to study, 

‘cause it would be years. I didn’t think I could study, so I thought 

of doing the diploma, which showed whether I could commit to 

long-term study and be successful at the end of it.” (Lucy, 9:5)  

The drive behind Lucy’s ambitions of further study was the desire to obtain 

qualifications that would lead to employment: 

“Yeah, and I don’t want to be a single parent on the pension all 

my life. So I had no skills, I hadn’t worked for 20 years...marriage 

and kids and stuff and, you know, if I wanted a sort of decent job, 
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I needed to have some sort of qualifications behind me.” (Lucy, 

9:9) 

As discussed in the personal achievement theme, Lucy’s overt ambitions of 

further study and meaningful employment were also tempered with some issues of 

self-confidence: 

“I guess they were more important to me, rather…to say well, I’m 

not stupid. You know, I can do…I can be a useful person out there 

in the community. Yeah, they were stupid reasons, but it was 

enough to motivate me to do it.” (Lucy, 9:6)  

Work/Family mix 

In identifying work/family mix as a possible reason or incentive for participants 

to have pursued studies in the Diploma of Community Work, this theme was 

perceived as being related to a lifestyle choice for participants who decided to 

embark on the diploma program.  

It was anticipated that one of the motivations for people to enrol in this 

program of study was in order for them to acquire qualifications for employment in a 

field that would allow them to be more flexible in meeting their commitments for 

both their family and their employer. Work/family mix was projected as a personal 

capital outcome, unrelated to the anticipated TAFE outcomes as defined within the 

human capital paradigm (refer to Figure 4: Human capital and personal capital 

outcomes, p. 66).  

Analysis of the interviews indicated that no respondent cited or made any 

reference or inference in the interview situation to a change of occupation in terms of 
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wanting more time with family, or a more equitable mix of work with family life, as 

a reason for enrolling in the diploma program.  

Self-development  

Phillips (1993) believes that self-development can be defined as individuals 

organizing and using the resources necessary to support their professional and 

personal learning. Brandstadter and Rothermund (2002) describe a similar but more 

intricate explanation of self-development:

The concept of intentional self-development marks out a 

particular class of activities that, in their intentional contents 

(goals, beliefs and expectancies) reflect the way in which people 

perceive and project their own development. Such activities are 

related not only to the person but to the person’s self: They are 

guided and motivated by representations of ourselves as we 

believe we are and will become, and as we think we ought to be or 

become (p. 32).  

In the context of this study, the concept of self-development is more aligned 

with Brandstadter and Rothermund’s (2002) definition, in that it is exploring the 

individual’s perceptions about what they see as constituting their development of self 

and to what extent the diploma program played in that development. Carol’s stated 

motivation for beginning the diploma program, which has been discussed in the 

employment theme, was in order to re-enter the workforce.  

On face value it would appear that employment was her primary objective, 

although based on the details associated with her responses it could be seen that her 
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explanation was linked to a clarification associated to “not any employment.” She 

says: 

“Because I’m a thinker there’s no way I could’ve stayed at home 

or been a shop assistant, or…I need to sort of do something where 

I’m mentally stimulated.” (Carol, 2:7) 

Further in the interview Carol explored issues of her own self-development as a 

reason for undertaking the program of study: 

“Because to me, knowledge is understanding and when you can 

understand something, that in itself is progress. Because you can 

have all the knowledge in the world, and read from Uni all these 

different texts, but unless you truly understand, you know, where 

it sort of all fits in and how even you fit into it, then it’s just, you 

know, useless. You’re not personally growing that capacity for 

capital, personal capital within yourself. It’s almost a bit like 

standing still. If you’re standing still you’re sort of, you’re not 

achieving, you’re not growing, you’re stagnating.” (Carol, 2:9)  

Larry in his interview had stated that one of the reasons he enrolled in the 

Diploma of Community Work was to gain employment, which he stated was difficult 

for him given his age and previous drug and alcohol problem. However, that was not 

his only reason. When asked what the important reasons were that motivated him to 

undertake studies in the diploma program, Larry replied: 

“Well getting over the drug and alcohol problem itself…about 

wanting to better myself was one of the reasons.” (Larry, 3:7) 
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“And, um, then Centrelink were pushing me to do this and to do 

that, but after I got out of me own rehab, I wanted to learn more 

about drug and alcohol, you know, after me own life 

experiences…being on the other side of the fence, so to speak.” 

(Larry, 3:7) 

When Larry was asked why he saw these as important reasons, he responded: 

 “Oh, I just had enough, mate. I’d had enough. I’d had enough of 

being sick and tired, being sick and tired and broke and pissed. I 

just had enough. I just wanted to change me life. I just had 

enough, I just wanted to get out of the rough and that was it. Yeah, 

I was sick of the coppers knocking on me door, telling me I drove 

without a licence again, doing this and doing that, and it was 

getting the wife down and that, and I said finally, right oh, 

enough’s enough.”(Larry, 3:10) 

Alison cited several reasons that attracted her to making the commitment to 

gaining a qualification in the community and human services sector. One of the 

reasons she discussed was about self-development: 

“Probably a part of it was about getting to know myself as well 

because a lot of this does focus…you need to know your bias’ and 

you need to know you in order to do this sort of work effectively, I 

think. Um, so part of it was probably also looking at me and 

getting to know who I am again, if that makes sense.” (Alison, 

4:7) 
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The concept of ‘getting to know herself’ was an import issue for Alison.  

“Um, it is, it has, it really…it was something I needed at the time, 

so that I could continue to grow as a person. So it was extremely 

important to me.” (Alison, 4:11) 

Alison went on to discuss this notion and her expectations of herself in terms of 

gaining worthwhile employment further: 

“The whole like separation, divorce, crappy stuff, so that was 

important for me to get myself back together and start taking steps 

forward to, um, make a life for myself and my kids.  That was, that 

was not part of that past relationship anymore. Um, part of that of 

course was I then needed to go out and work and do all those 

things and work in a good job, I didn’t want to do anything 

particularly crappy.” (Alison, 4:8) 

Shirley had originally enrolled in the diploma program in order to gain 

employment. However on a deeper personal level, re-training for employment was 

not Shirley’s sole motivation for participating in the diploma program. Shirley 

discussed the fact that she was not content to sit at home and collect unemployment 

benefits: 

I think, I think too Chris, as much as it was employment, it was…it was, 

I don’t know…fulfilling a need, I mean I had a choice. I could do what I 

was doing or sit at home and watch days of lives which most females in 

my age group tend to do these days. There was more out there, but I 
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was the one that had to get up and look for it, it wasn’t going to 

knock on my front door. (Shirley, 1:19) 

“So it was a progression for me. I had a choice. I could sit at home, 

finish up taking a pension, and sit around. I thought no, because 

I’m not ready for it. I’ve met people the same age as me who are 

quite happy to sit around and watch TV. And for a while that’ s 

what scared me, that was another motive for doing something, I 

could be on this earth for another 30-40 years and I really don’t 

want to spend it sitting in a chair.” (Shirley, 1:19) 

Personal capital investments: emergent themes 

Burns (2000) claims that the researcher can construct categories, or that they 

may consist of those that are generated by the qualitative data analysis. In creating 

names for categories generated by the data, or emergent categories, the researcher 

has acknowledged the advice of Strauss and Corbin (1990), who indicate that using 

concepts borrowed from the literature may have advantages due to the fact that they 

are loaded with analytic meaning and may be considerably well developed. However 

they caution that the use of such concepts can disadvantage the research in that 

borrowed concepts often have commonly held meanings and associations attached to 

them. They argue that there is an expectation that any discussion relating to the 

concepts will define them in their standard or accepted ways.  

Strauss and Corbin (1990) maintain that, at least from a grounded theory 

perspective, the researcher can be biased by these standard meanings and apply them 

to the research, thus limiting the scope of enquiry. While they do not argue against 
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using concepts from the literature, they advise to do so with care and with precision 

in terms of meanings.  

Self-esteem 

Referring to Strauss and Corbin’s (1990) advice regarding defining borrowed 

concepts; the notion of self-esteem has been explored in the literature.  

The following brief definition is offered to establish some commonality of 

understanding of self-esteem. Frey and Carlock (1989) see self-esteem as an 

evaluative process. According to Frey and Carlock (1989), it refers to the negative, 

positive, neutral and ambiguous judgements that the individual places upon their 

concept of self. Self-esteem is therefore an evaluation of the intellectual, emotional 

and behavioural characteristics of self-concept. Frey and Carlock (1989) argue that 

self-esteem has two interrelated aspects: “the feeling that one is competent to live, 

and the feeling that one is worthy of living” (p. 7). Being competent includes the 

confidence the individual has in his or her mind, feelings and behaviour as these 

relate to the reality of their existence.  Feeling worthy means that the individual 

affirms him or herself and possesses a sense of self-respect (Frey and Carlock, 

1989). The terms self-confidence and self-esteem are interchangeable in the 

literature. 

Shirley’s interview responses revealed that she had some issues relating to self-

esteem when she enrolled in the diploma program. These issues related to concerns 

about her employability given her age, and the fact that she had been retrenched 

from her job after 15 years with the one employer:  

“Because in my mind I’ve got that mindset, who’s going to 

employ me at my age? It’s just not going to happen. (Shirley, 1:5)  
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“I was looking possibly at never working again. In my area at my 

age. I said, ‘who wants office staff in their forties?” (Shirley, 1:7) 

“I don’t think I had goals back then because, I don’t know, I was 

thinking nobody’s going to employ me.” (Shirley, 1:8) 

Shirley was not the only participant whose personal capital investment in the 

Diploma of Community Work involved, to some degree, matters that related to self-

esteem. For Alison, aspects of feeling worthy and valued were important motivators 

in her deciding to participate in the Diploma of Community Work: 

“So I think for me that’s what it was about. It was about trying to 

feel important, and feel like I could fit in somewhere and belong 

somewhere and find out who I was again. Because when you live 

something and all of a sudden everything that you thought you 

knew wasn’t right, it throws everything. It throws you…you doubt 

who you are, and you doubt what you’re doing here, and where 

you’re life is taking you, and where you want your life to take you. 

And I think that’s why I did it, I wanted to gain some kind of 

grounding. And because of my positive experiences in the past, I 

think that’s what attracted to me to it as applying to university.  If 

that makes sense.” (Alison, 4:6) 

While Lucy claimed that her principal reason for enrolling in the diploma 

program was as a stepping-stone to further study, her explanation indicates some 

self-doubt in relation to her belief in her ability to successfully complete the course: 
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“I didn’t think I could study…so I thought of doing the diploma 

which showed whether I could commit to long term study and be 

successful at the end of it.  And at a personal level, ‘I’ll show you 

I’ve got brains and I can do this. You know, to the doubters...my 

mother and Ex and to me if I…I guess that was my motivation, I’ll 

show you that I’m not, that I can do this.”  (Lucy, 9:5) 

“I guess they were more important to me, rather to say, well I’m 

not stupid. You know, I can do. I can be a useful person out there 

in the community. Yeah, they were stupid reasons, but it was 

enough to motivate me to do it.” (Lucy, 9:6) 

Altruism 

A theme that emerged from an in-depth analysis of the data was that of 

altruism. Altruism can be defined as unselfishness or a regard for others as a 

principle of action (Sykes, 1976). Three of the participants expressed altruistic 

motivations for enrolling in the Diploma of Community Work. When asked what he 

saw as the most important reasons that motivated him to undertake the diploma 

program Frank had initially stated: 

“My need to care for people, and without that piece of paper you 

just cannot get employed within the industry.” (Frank, 7:3) 

After expressing his altruistic intentions, Frank then discussed his desire for 

job promotion within his chosen field of employment (see Job promotion/change 

section, p. 112). Mark also referred to altruist intentions when discussing his reasons 

for entering the program of study: 
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“Um, also I was involved in various social groups in my younger 

years and couldn’t understand why they didn’t want to make life 

better for themselves, or why they wanted to…they were quite 

happy to sit, um, stagnate, you know. Whether they be drug users 

or other substance abusers… and I felt that well, if I could gain 

some knowledge in this area and maybe put back into society, or 

help in society, not these individuals in particular, but individuals 

that are maybe afflicted with, um, poor home life or some other 

substance abuse issue or some other issue that is holding them 

back. I might be able to open their eyes so to speak and say, 

‘Look, you know, there is a way out of this. It is a bit bumpy, the 

road is a bit rough but at the end of it you might be better off for 

it, you know depending on how much you put into it.’  So that was 

probably an altruistic type, um, of stand or view.” (Mark, 6:4) 

Mark’s altruism was also tempered with some concerns about the direction in 

which he saw society heading and how that impacted on his future wellbeing: 

“But basically I felt that if I could put something back into the 

community, the community would benefit as a whole, and that my 

later years maybe safer and more secure if more people tried to 

make the community better.” (Mark, 6:4) 

Alison discusses her impetus for engaging in the diploma program as being 

primarily for reasons of re-developing social relationships (see Social relationships 

section below). However further into the interview, when asked what attracted her to 

the community and human services sector, she replied: 
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“I suppose I’ve always had an interest in it. I think my personal 

experience…well, I’m one of ten children, so I’ve always met a lot 

of different people. I have…my little sister is intellectually 

disabled…so I use to be a Teacher’s Aide at a Special School and, 

so I’ve had a lot to do with disabilities.  Um, I think the other 

thing is that because I had a child when I was 16, and I thought if 

I can help other people.  Because everyone tells you that’s it your 

life’s over, you’ve made this huge mistake and you have this child, 

and your life’s ruined and it’s just not true. That’s crap. And if I 

could help other people, you know, in similar situations…and I 

saw this as a path to assisting people with those sorts of stuff. And 

I do, I do have a soft spot for disability, I have to say that.” 

(Alison, 4:7) 

Social relationships 

Of the diploma graduate research cohort who participated in this study, one 

participant specifically discussed social relationships as a personal capital 

investment in the diploma program. Rogers (1993) argues that some individuals who 

participate in adult education are seeking the satisfaction of, “some vague and ill-

articulated sense of need” (Rogers, 1993, p. 29).  However, the participant 

concerned, Alison, was quite clear in regards to her needs in participating in the 

program of study. Alison considered that her personal capital investment in the 

diploma program was different to what she perceived the motivations of other 

participants in the Diploma of Community Work might be: 
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“I probably came into this with a whole different goal in mind 

than a lot of people there.” (Alison, 4:12) 

When asked what the important reasons for undertaking the diploma program 

were, Alison replied: 

“The…to be honest, and I have thought about this, at the time I 

enrolled to do the diploma I had just come away from a not very 

nice divorce at all. Um, my whole world had turned upside down, 

and I remember when I was…had previously studied, because I 

studied Information Technology a long time ago now at TAFE, 

and I had actually met my best friend there…and that social 

aspect…and I think I wanted that back again. My whole world 

was ripped apart and turned upside down, and I wanted that same 

feeling.  Does that make sense?  The social, and wanting to feel 

like you’re part of something, and like you’re important and, um, 

that you know you can achieve things.” (Alison, 4:6) 

As discussed in the self-esteem section, Alison’s discussion about wanting to 

re-visit the social interactions that she had experienced in her previous study 

program at TAFE also had some issues of self-esteem interwoven through it. 

Job status/opportunities 

A personal capital investment that emerged from the interview analyses was that 

of job status and opportunities. This theme differs from the Employment theme in that 

it does not simply equate to finding employment, it relates to the nature and standard 

of employment as determined by the participants.  
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As discussed in the Employment theme, five of the research participants, 

Shirley, Carol, Angela, Larry and Mary cited the need for employment as their 

primary impetus for participating in the Diploma of Community Work.  

It is noteworthy that at the time of the interviews eight of the nine participants 

were employed or engaged in community and human services work. While 

employment might have been the principal motivator for some of the research 

participants and one of a number of incentives for others to undertake the Diploma of 

Community Work, the interview data revealed that with the completion of the 

diploma program came an expectation of a certain level or standard of employment. 

For a number of the participants, although that expectation was ill-defined, it was 

expressed nevertheless: 

“And I, to be honest, I hunted around, but Cert III you were really 

restricted to support workers and carers. And I really, I hate 

saying that ‘cause it sounds awful, but that is not…I don’t think I 

could do a lot of that sort of work. I really don’t. And I admire 

everybody that does. I think they’re fantastic. And I thought, well, 

the diploma might open up more opportunities.” (Shirley, 1:19) 

In her interview, Carol cited employment as the main incentive for enrolling in 

the diploma program, however she was not prepared to accept any form of 

employment: 

“Because I’m a thinker there’s no way I could have stayed at 

home or been a shop assistant, or…I need to sort of do something 

where I’m mentally stimulated.” (Carol, 2:7) 
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Alison’s foremost reason for engaging in the diploma program was to initiate 

social relationships, although the pragmatism of having to find employment in order 

to provide for herself and her children after her marriage break-up was also an 

important motivation. In discussing her decision within the context of employment, 

Alison was not prepared to work at any occupation: 

“Um, part of that of course was I then needed to go out and work 

and do all those things and work in a good job, I didn’t want to 

do anything particularly crappy.”  (Alison, 4:8) 

Lucy entered the diploma program in order to determine whether she was 

capable of undertaking study at university. Another motivation was the need to 

acquire the skills and qualifications to find employment: 

“Yeah, I don’t want to be a single parent on the pension all my 

life, so I had no skills, I hadn’t worked for 20 years, marriage and 

kids and stuff, and, you know, if I wanted a sort of decent job, I 

needed to have some sort of qualifications behind me. And that’s 

with any job nowadays.” (Lucy, 9:9) 

Personal capital returns: operational themes 

This section is concerned with the discussion of the research participant’s 

perceptions of their personal capital returns in respect of their investment in 

undertaking studies in the Diploma of Community Work.  

As previously noted, the participant’s personal capital returns have some 

correlation with the measurement of TAFE outcomes within the human capital 

paradigm, although that paradigm is limited to a quantitative examination of 
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outcomes relating to national/state skills development, employment and further study 

(refer to Figure 4: Human capital and personal capital outcomes, p. 66). 

The discussion will proceed in the same manner as the section on personal 

capital investments. Operational themes will be explored first and these will then be 

followed by a discussion on emergent themes. 

Employment 

Seven of the nine graduates have obtained some form of employment within the 

area of community and human services since graduating. Of the two remaining 

graduates, one has a volunteer co-ordinator’s position at a community agency and the 

other was unemployed at the time of being interviewed. When asked about the extent 

to which having gained the diploma qualification has contributed to their employment 

status, almost all graduates were positive about the value of the diploma attainment in 

respect of their employment status. 

Shirley had previously been employed in administrative positions before being 

made redundant after 15 years with her previous employer.  She now works in a part-

time capacity as an administrative officer with a community agency.  

Although she had ample experience in administrative roles previous to her 

diploma studies, Shirley still believes that having gained the diploma has assisted 

with her present employment: 

“I still don’t believe I would have been offered the job if I hadn’t 

been a Human Services student.   

Because as much as the role was admin, and that’s where most of 

my skills were, um, they also look for the Human Services back-up 
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side of it for situations where I am left in the centre on my own.” 

(Shirley, 1:2) 

Carol is presently working part-time in the area of disability respite.  She is also 

a part-time university student. When asked to what extent gaining her diploma has 

contributed to her employment status, she replied: 

“I didn’t get, I’m sure I didn’t get the position because I’m a 

university student. Because part of the criteria was the necessity 

for either having, or being prepared to do the diploma of either 

Human Service or some sort of disability certificate, which I’d 

done.” (Carol, 2:4) 

 Although the Diploma of Community Work may have helped Carol obtain her 

part-time employment in disability support, she does not see her present part-time 

work as her long-term employment objective: 

“Because the work that I’m doing too, isn’t where I want to be 

going eventually. Disability support isn’t my ideal full-time future 

work forever and ever kind of thing.” (Carol, 2:3) 

However, when discussing how she valued the experience of undertaking the 

diploma program, Carol does acknowledge that the diploma has opened up 

opportunities for her: 

“Personally it put me back in the system. And, sometimes I don’t 

like the system too much, but I also understand it’s a necessary 

part of society and you have to participate in the system in order 

to survive really.” (Carol, 1:13) 
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Larry was quoted in the personal capital investment section remarking that a 

person could not get employment in the human services industry without a 

qualification. During the interview Larry was asked whether the fact that he now 

possessed a Diploma of Community Work had contributed to his employment 

situation. Larry’s response was emphatic: 

 “Let’s face it, I wouldn’t have got work in this industry without 

it. Even as much as I know, through my own life experiences and 

what I’ve done in volunteer work and whatever, whatever. I 

wouldn’t have got a job where I am now without it.  Especially 

one at (name of agency removed).  Um, and you can’t, you know.  

They just, um, you just have to have it.”  (Larry, 3:15) 

Angela is a volunteer emergency relief co-ordinator for a community agency, a 

position for which she receives an allowance to cover costs of using her personal 

telephone and motor vehicle. At the time of interview, Angela was anticipating that 

the position would be made a salaried position in the near future.    

While not technically employed, Angela believes that the diploma has 

contributed positively to her volunteer work: 

“Yeah, because I’ve been placed in a position as a co-ordinator, 

everything I’ve learnt, you know, like about networking, and 

writing letters, um, ah, and all the admin, everything is coming 

into place.  All of it is making…you learn the theory and then 

you’re actually on the job and it’s all making sense and coming 

into place.” (Angela, 5:8) 
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Mary has not gained employment in the community and human services field 

since completing the diploma program, even though she states that she has applied 

for five to six community agency jobs: 

“I’ve been looking for work. I’ve been applying for jobs, but in human services 

area, and I have been unsuccessful. Ah, I didn’t even reach the interviews 

actually. I applied for jobs and all they wanted was…like in disability, was to 

look after…like a support worker, but I couldn’t do that, ah, because of my back 

problem as well.” (Mary, 8:2) 

Alison is presently working full-time for a commonwealth government 

department and is studying Social Work on a part-time basis. In the discussion on 

social relationships Alison stated that her motivations for entering the diploma 

program were more of a personal nature. Although on a professional level, the 

diploma has also been of some value: 

“Obviously the placement got me into (name of agency removed). 

Once I completed my placement they offered me a job 

straightaway, oh, before I finished really. Um, so that played an 

integral part in gaining employment afterwards.” (Alison, 4:2) 

The placement that Alison is referring to is a mandatory field placement of 240 

hours that all diploma students are required to perform each year of the two-year 

full-time diploma program. 

Mark is employed full-time as a training officer for an employment agency. In 

the personal capital investment discussion, Mark had expressed his desire to change 

his occupation as being the principle impetus for undertaking the Diploma of 
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Community Work. In terms of his present employment, Mark states that the diploma 

was not a requirement for his position, although he does consider that having gained 

the diploma has contributed to his employment status: 

“Yes because, ah, it meant that they...a person with a higher level 

had a Human Service qualification and because it is a community 

service organisation, um, it bodes well for them. Because at least 

they know that people that are dealing with the clients have some 

understanding of client needs.” (Mark, 6:3) 

Frank is employed on a casual basis as a lifestyle support worker for an agency 

whose clientele are the physically and intellectually disabled. Frank had cited a 

combination of motives for undertaking the diploma including an altruistic desire to 

help others, the need to change employment and the desire to pursue promotion in 

his chosen career. While the diploma is not a requirement for his employment, Frank 

believes that it has a positive benefit in his current position: 

“Um, well I didn’t need it to do the job I’m doing now, only 

needed a Cert III, but it’s helping me in my work at work because 

of the network that I have in my own personal life. And when my 

clients need something and I know there is a network out there, I 

just can’t relate it back to the client I’ve got to relate it back to my 

employer.  So my employer says, well hang on, he knows what 

he’s talking about, and they look up to me a fair bit now because 

networking is an extremely important community service.” 

(Frank, 7:10) 



132 

 Lucy is presently working on a full-time casual-pay basis in a disability respite 

centre where she occupies the unofficial role of team leader. Lucy was asked to what 

extent gaining the diploma has contributed to her employment status at the centre:  

“Quite a bit.  Um, it’s given me a lot more confidence in the skills 

as well as it has made the pay better. And I would only be a 

worker without it. So, you know, being able to be the sort of Team 

Leader so if things go wrong with the group, then I’m the one that 

cops it. You know, sort of…I won’t take overall say, we work as a 

team. But I have to take those suggestions then to management.” 

(Lucy, 9:2) 

Job promotion/change 

According to Tight (1996) within the paradigm of human capital theory sits the 

notion of credentialism. Credentialism suggests that in an every increasingly 

competitive labour market individuals seeking job promotion or a change in 

employment will need to acquire more and more qualifications.  The amount, rank 

and standard of qualifications required for a given position is seen as increasing 

regardless of their relevance to the position (Dore, 1976; Oxenham, 1984). The 

implication for the individual is that they will have to continue to invest more in their 

education and training to remain competitive in the labour market.  

Of the research group only one participant, Frank, had expressed the notion that 

the prospect of job promotion was an incentive for engaging in the Diploma of 

Community Work. As discussed in the personal capital investments section, Frank 

had mentioned his expectations of job promotion as one of the primary reasons for 
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pursuing his studies. During the interview Frank was asked whether he had pursued 

promotion within his new area of employment: 

“I haven’t really tried ‘cause I feel I’ve gotta know my job that 

I’m doing now properly. But, um, there are opportunities out 

there and, ‘cause (name of agency removed) have eight thousand 

nine hundred employees. So it’ll be there somewhere. Just gotta 

wait for the right time.” (Frank, 7:12) 

Frank had also expressed a desire for a career change as being one of the other 

principal drives in enrolling in the diploma program. When Frank was asked what he 

saw as the personal capital returns on this aspect of his investment in the program of 

study, Frank noted some of the intrinsic rewards he gains from his new career: 

“Um, I’m a valued member of the community. My clients actually 

look forward to their carer coming to visit. A lot of times the 

carer is the only person they get to see on a daily basis.”   (Frank, 

7:13) 

Frank’s career change is not only about some of the unexpected intrinsic 

rewards; it also has a more utilitarian outcome in terms of continuous employment 

prospects: 

“Also in my last job around tax time they used to put people off, 

or you lost a lot of work.  Because they’re doing stock-takes and 

people don’t order during stock-takes.  No such thing in 

community services – it’s always there.” (Frank, 7:13) 



134 

Mark had discussed his desire to change his career in engineering as being one 

of the key inducements for him to pursue the Diploma of Community Work.  He had 

tired of the sameness of his previous career and was cognisant of the fact that he 

could not continue indefinitely in a physically demanding occupation. Mark was 

asked whether this reason for undertaking the diploma program had been satisfied on 

completion of the course of study, to which he replied: 

“Yeah, I could get out of what I was doing. I didn’t have to look 

at trade work or manual work anymore. I could look into other 

areas.” (Mark, 6:7) 

Mark’s career change allowed him the opportunity to look at other avenues of 

protecting or preserving his employment status without having to return to his 

previous occupation: 

“The other reason behind working for (name of agency removed) 

is that, um, employment when you get older, despite what people 

say, is more difficult to obtain. Um, and the statistics are there if 

you want to go and look at ‘em. And if…I felt, if I worked in an 

area that involved employment, I would always be up-to-date with 

employment trends. I would be always up-to-date with how to 

make the best application, the best presentation to a potential 

employer, and also how to diffuse issues of age and other, um, 

assumptions that employers make about candidates. I could have 

the ready answers. So it was safeguard, it was fire-walling 

against possible rejection from employment, or minimise the 

rejection if I need to gain other employment.” (Mark, 6:7)  
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Mark was asked whether he felt that his personal capital investment in the 

diploma program had been a worthwhile investment and whether he considered that 

he had received a return on that investment in terms of a career change: 

“I got a return. Um, in monetary terms, if I was still in my trade I 

would probably be earning twice as much as I am earning now. 

But money is not everything. Um, ah I was not happy. I mean you 

could put seventy thousand dollars a year in front of me but to 

earn that seventy grand was a very painful exercise. I earn less 

than forty thousand dollars in the job I’m in now. But it’s a much 

better environment.” (Mark, 6:20) 

Personal achievement 

During the interviews, several of the participants reflected that one of the 

personal capital returns that they had obtained from the study program was a sense of 

personal achievement. This sense of personal achievement was often intrinsically 

interwoven with notions of self-esteem and self-confidence. Knox (1986) claims that 

the adult learner’s motivations to begin and continue with a program of study are 

personal elements in that the learner’s internal motivations are related to concepts 

such as aspiration and confidence. Leagans (1971) argues that any purposeful 

learning originates from a sense of need. According to Leagans (1971) learning has 

taken place when an individual feels a need, makes an effort to meet that need and 

experiences a sense of satisfaction in having satisfied their need. 

Shirley has expressed some pride in having completed the diploma program. 

During the interview she reflected on the low self-esteem she possessed regarding her 

age and employability, and what she has achieved since finishing her studies:  
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 “But that’s where I feel I have come a long way, and no matter 

what the different little things we had happen during the diploma, 

at the end of the day I got the diploma.” (Shirley, 1:11) 

In the interview with Angela, she had indicated that the desire for personal 

achievement was one of the foremost motivating factors in her undertaking the 

Diploma of Community Work. Some time into the diploma Angela was confronted 

with personal issues that impacted upon her attaining her goal of personal 

achievement, although in spite of this Angela successfully completed the program. 

Given the difficulties Angela faced in completing the program of study, she was 

asked how she personally valued the experience of undertaking the diploma. Angela 

replied: 

“Well the diploma was a lot of hard work and I think it was worth 

it.  You have to put a lot of effort into it and you have to be really 

determined to even to complete it.  And it was, I guess, the goal or 

ambition that’s been fuelled. And a very useful one, even if I 

wasn’t even doing volunteer work or getting paid work, I would 

still be, I would be satisfied to some degree in side. Just to have 

completed I think was, yeah, required a lot of determination to 

complete it. And at the time I was experiencing a lot of 

difficulties, a lot of stresses because my mother had dementia at 

the time.” (Angela, 5:10)   

Even with the added stress of having to care for her mother, Angela was 

unwavering in her commitment to realising her personal capital investment in the 

diploma program: 
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“I was really determined to complete it.  I thought even if I had to 

take care of my mother, I’d…I really wanted to finish the diploma 

because I thought even afterwards, um, even if I had to stay at 

home and I wasn’t able to work and I had to care for my mother, 

if that came to pass, at least I would have had the diploma. I 

could have used it at some other point after.  Because I didn’t 

want to go all that way and be so close and not finish.”(Angela, 

5:11) 

As has been discussed in the preceding section on personal capital investments, 

Larry had battled alcohol and drug abuse for several years and entered the program 

with the intention of finding employment and also bettering himself on a personal 

level. Larry describes his sense of personal achievement in completing the diploma 

program: 

“Um, and out of doing the course, I got satisfaction knowing that 

I could do it.” (Larry, 3:12) 

 “But I was proud to get it, I really was. You know, it made me a 

bit cocky.” (Larry, 3:15) 

Further into the interview Larry discussed his feelings of pride, and that of his 

family, in having gained the diploma. He also comments on the effect that having 

participated in and completing the Diploma of Community Work had on his life: 

“Oh yeah, where…um, oh, I just feel proud, you know. I know my 

whole family does. Because I was, the way I was going, I was…I 

would have been dead by now. If I hadn’t done the TAFE course, 
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all these TAFE courses, I’d been dead by now. Oh yeah, I 

would’ve drunk meself to death, or killed meself in a motorcar 

accident, or whatever, or in jail.  I would’ve. I’d been dead by 

now. Or that close, I wouldn’t had a marriage.” (Larry, 3:18) 

“I was still the black sheep and they all thought he’s going to be 

an alcoholic, he’s gonna die, or get killed and even I thought that. 

But to do what I did, they couldn’t believe it, they still can’t 

believe it.” (Larry, 3:22) 

Mark had stated that his personal capital investment in the diploma program 

was for a career change, although he also indicated altruistic motives as a motivator 

for choosing to study in the field of community and human services. In the interview 

Mark speaks about his mother’s desire for her children to have a tertiary education 

and the sense of personal achievement he derives from having completed the 

diploma program: 

“Um.  It was…I had achieved what I had set out to accomplish.  

Um, I suppose, ah, looking back, it was my mother’s goal that her 

children have a tertiary education.  While I didn’t get a degree, I 

got a diploma, and for want of better words, still a tertiary 

education of sorts.” (Mark, 6:9)   

“I felt a sense of achievement. I have the piece of paper, I went 

and did this. Um, so that was a personal satisfaction thing.” 

(Mark, 6:14) 
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Apart from the personal capital returns of a career change and the potential for 

promotion within the organization where he now works, Frank sees another personal 

capital outcome as being the personal achievement aspect of the diploma:  

“It just felt so good. Because, you know, Yes! I could actually do 

it and, ah, you know, my family, my mum and dad, we actually 

went out for dinner and celebrated it and they came along to the 

ceremony at Carseldine which was really good.” (Frank 7:8)  

Mary initially enrolled in the program under the mistaken belief that it was a 

course designed to provide training and qualifications in counselling: 

“I wanted to get into a counselling course actually.  I wanted to 

get into a counselling course, so I rang up TAFE.  I made an 

appointment with your careers counsellor over there.  When I 

went to see her, I told her what I wanted to do and she goes, oh 

this, this is the course.  You know. And later it wasn’t, it was 

totally different things altogether.” (Mary, 8:4) 

Halfway through Mary discovered that the program was not about counselling, 

but was about community work. When asked why she had continued with the course 

of study when she found that it was not what she really wanted to do, Mary replied: 

“I just didn’t want to back-up. You know, I just thought I better finish it.  

Better finish my course, I’m half way through and, ah, I’m sure it’s 

gonna help.” (Mary, 8:4) 

Mary may have initially enrolled in the diploma program in the mistaken belief 

that it was a counselling course, but the interview revealed that by continuing on 
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with the program of study, Mary received some possibly unexpected returns on her 

personal capital investment.  In the interview Mary spent some time reflecting on 

what attaining the diploma has meant to her in terms of personal achievement: 

“I just wanted to get my diploma and, um, that I think…that was 

very important for me because I’d never got a diploma or degree 

or anything. I don’t have any qualifications. So, by doing this I 

thought I will be, you know. I was very proud and I can, even if I 

go out there, look for job, I might get it.”  (Mary, 8:4) 

“Now when I think back it’s like, when I’m sitting there, I think I 

really achieved something in life you know.  Yeah I have.  I never 

had a diploma you know.  I’ve got something there and I feel 

proud, yes.” (Mary, 8:4) 

Of course you do feel proud. Yeah, you do. And like friends and 

families like, you know, you did graduate you, didn’t back out of 

this.  So it’s a wonderful thing.  Yeah.” (Mary, 8:7) 

Mary’s personal capital return of a sense of personal achievement is moderated 

by the fact that she has not been able to find employment since graduating: 

“But the downside is I didn’t get a job.” Mary, 8:8) 

Further study  

Only one of the research participants cited further study as primarily 

constituting their personal capital investment in the diploma program, however three 
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of the participants have gone on to further study since completing the Diploma of 

Community Work. 

Lucy was the only research participant to state that she originally entered the 

diploma program with the intention of using it as a stepping-stone to university 

study. At the time of the interview Lucy had not pursued her original goal of 

university study, although she has undertaken and successfully completed further 

TAFE diploma studies in diversional therapy since completing the Diploma of 

Community Work. Lucy considers that having studied in and attaining the diploma 

in community work helped with her further studies: 

“It helped a lot. Ah, well, being…a lot of my subjects cross-

credited so I saved that, but I already had the skills for study so it 

made it a lot easier.” (Lucy, 9:4) 

Although not stated as an explicit motivation for undertaking the diploma, 

Alison has also pursued further studies since completing the diploma program. 

Alison is enrolled in a Bachelor of Social Work program at university, and considers 

that the diploma program has contributed to those further studies in terms of 

advanced standing: 

“Um, I know that I got time off for both the diploma and 

university study that I’ve done. Um, so, I actually got more than a 

third off actually, ‘cause it’s a four year course.” (Alison, 4:4) 

After completing her diploma studies, Carol enrolled as a full-time student in a 

Bachelor of Social Science program at a university. Some time into the bachelor 

program Carol’s financial situation required her to take on part-time employment.  
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She found that the demands of full-time study and part-time employment were 

considerable, resulting in her changing her study mode to part-time: 

“As the weeks went by and I was working part-time, it was 

becoming too much of a work load, because I’m a single mum 

with three teenagers, so it was really…as the week’s went by and 

the assessment and the reading and exams and everything, you 

know, kept moving right along…yeah, I was really struggling 

towards the end, um, of Semester 1. So when Semester 2 came 

around I had to choose then whether, you know, let the work go 

because study was more important or not. But I needed the money 

because my financial situation wasn’t going to change, so then I 

had to, you know, reduce my study load so that I could keep 

working. So this semester I’ve gone part-time study so I can keep 

up the part-time hours working.” (Carol, 2:2) 

In discussing whether the diploma studies have contributed to her Bachelor of 

Social Science program, Carol felt that the diploma program provided a fundamental 

basis for the content of the bachelor program. She thought that it assisted her 

understanding of human services and provided her with advanced knowledge and 

skills in the area: 

“I have found that the diploma studies gave me a solid base to, 

um, yeah for my university studies, to work off. Especially in the 

Social Science and Human Service units. Even though there’s a 

text book and its different, a lot of the elements actually, I’ve 

learnt at the diploma level that I can sort of use to reflect on and 
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remember, so, not necessarily at uni level, build on ‘cause I’ve 

already sort of been there.” (Carol, 2:6) 

“But, I would have to say I would be um, mentally and personally 

stuffed, honestly, at uni, if I hadn’t done the diploma first. 

Because, um, the diploma is very basic, mightn’t be exactly the 

right word, but it certainly lays the foundation for fundamental 

skills.” (Carol, 2:6) 

Carol was also of the view that other university students who had not 

undertaken similar studies to diploma program struggled in the bachelor program as 

they lacked the foundations that the program had provided her: 

“But I had noticed that, like as an example, students, eighteen 

year olds that have left from high school that have started this 

year, ‘cause like, in your classes you talk to a lot of different 

people, young and old, and um, a lot of them struggle with what it 

is they’re learning because they had no real world experience. 

They’ve had, um, no basic sort of training, they’re just sort of 

confronted with these skills and a lot of them, yeah, really 

struggled and have no idea about human service concepts.  It’s a 

quantum leap for those students, it really is.” (Carol, 2:6)  

Carol stated that the fundamental foundations that the diploma program 

provided her assisted in developing her confidence in taking on university study and 

also assisted in her progression through the bachelor program: 
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“It showed me that I had courage, but also too, um, the skills that 

I wasn’t a dummy type thing. And not that I thought that I was, 

but, and I know that this is terrible to say, but certainly within the 

first six months, comparing my ability and skills to others, who 

had been working, you know, I was quite…does this sound 

egotistical? I was, um, not impressed, but I was happy that, you 

know, I was performing at a certain level.” (Carol, 2:9) 

Work/family mix  

Similarly to the discussion on personal capital investments by the 

research participants in the Diploma of Community Work, none of the 

graduates interviewed discussed the notion of work/family mix as being a 

personal capital outcome from the study program. Although, as discussed, a 

number of the participants spoke of their need to find employment or 

change their career, no interviewee mentioned pursuing the diploma 

program with an intention or expectation of changing their occupation in 

order to have a better balance between working and family life.  

Self-development  

Brandstadter and Ruthermund (2002) see intentional self-development as being 

a particular set of activities that consist of goals, beliefs and expectancies that guide 

and motivate the individual to achieve their personal concept of self.  

Their definition of intentional self-development is a useful guide to 

understanding the notion of self-development, particularly as it relates to personal 

capital investment.  
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Self-development was discussed as a predetermined theme within the personal 

capital investments section of this paper. In that discussion the drives and 

motivations of Larry, Carol and Alison in undertaking the diploma program in term 

of their self-development needs were explored. This section will discuss whether 

Carol, Larry and Alison consider that they received a return on that investment, and 

will also discuss the self-development returns of other participants in the research 

project.  

Carol’s initial personal capital investment in the diploma program was to find 

employment, although in the interview she did touch upon aspects of self-

development as being a motivator for participation. Carol was asked whether she 

considered that her investment in the study program had paid off in terms her self-

development needs. Carol replied that the program had provided her with a better 

understanding of the diverse nature of people and the ability to be less judgemental: 

“I certainly met a lot of interesting people from different walks of 

life.  Some that I had not come into contact with previously, not 

the people, but the walks of life.  So, socially it gave me um, ah, 

different perspective certainly while we were doing group 

assignments and things like that.  Just listening to their input. 

That added to me, um, personally because it gave me a better 

understanding of what was actually happening for people, which 

is interesting that I say that, not that being an at-home mum, well 

maybe it does, separate you from society more than what I 

realised. So I came away from that appreciation. Or better 

appreciation of, rather than just seeing examples of lower socio-
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economic suburbs and generalising and all those sorts of things.” 

(Carol, 2:13) 

Larry was asked how he personally valued the experience of undertaking and 

completing the diploma. He replied that it was: 

“Invaluable.” (Larry, 3:16) 

  When asked in what way it was invaluable, Larry’s saw that the diploma 

program had provided the opportunity to develop and the ability to reflect: 

“Well not only in your working life, but in your own knowledge of 

life and being a mature age person, you judge people differently, 

especially after you’ve done the disability, the drug and alcohol, 

and the, the other one as well. And you judge people differently 

because it’s what you’ve learned, its what you’ve seen.  And even 

your own past and prior life experiences, they seem to merge in 

together more understandably. And you judge people differently, 

instead of going in like a bull at a gate, and making a judgement, 

you get that moment to reflect. I don’t know how to explain it, but 

you just reflect, and say I don’t know all about that, that’s why 

people are like that, you know drug and alcohol made them… you 

draw on it everyday of the week.” (Larry, 3:16) 

Larry also spoke of gaining a better understanding of himself and the futility of 

being an alcoholic: 

“Oh yeah because I knew more about meself, I knew more about 

why I did it, which is still unanswered. You know, why did I do it?  
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Buggered if I know, because there’s no money in it. Satisfaction I 

got out of drinking was only satisfaction at the time.” (Larry, 

3:12)   

Alison’s personal capital investment in the Diploma of Community Work was 

for social relationships. She had entered the program to revisit the positive 

experience she had previously had when studying a t TAFE. In the interview 

Alison’s personal needs emerged as being the primary catalyst for undertaking the 

diploma program. Alison was asked whether her social relationship needs and 

personal needs had been satisfied on completion of the Diploma of Community 

Work: 

“Absolutely. Yep. I’ve still, and you probably know, I’m still good 

friends with a couple of people from the course. Um, it did and it 

really does help you, if you are willing to look at yourself, it does 

help you look at who you are and where you stand in the world 

and what your beliefs are. It does, it does help you and confront 

yourself, which is really important.  Um, so I definitely I think you 

did, I achieved what I needed at that point in time.  Very 

successfully.” (Alison, 4:8) 

Alison also felt that the personal capital return on her investment was worth that 

initial investment in undertaking the diploma program: 

“I got out of it so much more than what I put into it.  Um, and if 

you were talking about capital then what more could you want.  

But it did, it allowed me to go on a path that, you know, hopefully 
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will take me to a really good place, or if…the journey is fabulous.  

The journey that I’m on now is fabulous, um, and I think, yeah, 

from what I invested I’ve gotten so much more out of it 

personally.  Absolutely. (Alison, 4:12) 

Alison’s principal personal capital investment in the diploma program was the 

meeting of her personal needs. She had experienced a failed marriage and was 

seeking to develop new social relationships and find a sense of self through 

participation in the diploma program.  Alison felt that she had achieved a personal 

capital return on that investment through engagement in and completion of the 

program of study: 

“So for me to be able to step in here as me and not as…people 

didn’t know me as his wife, people didn’t know me as the mother 

of my children. I had my own identity when I walked through this 

door. There was no association with the major relationships in my 

life. Of course there came to be as people came to know me, um, 

but I could establish myself as me here, and learn about me again 

and build on that. Which is, without that I probably would be a 

blubbering mess. People that walk around the world that are just 

so miserable inside themselves, um, that that was just, you know, 

that’s so important. And that was something I, I’m really proud 

of, that I could do that. That I could, you know, come back and 

say hey, sometimes shit happens, let’s just get on with it and build 

up from here and, you know, let’s think about the future. Where 

are you gonna go? What are you gonna do? Mind you, I still 
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don’t know what I want to be when I grow up, but, but I’m getting 

there. I’m doing something that I really enjoy, I really love it.” 

(Alison, 4:14)   

Shirley had enrolled in the community and human services program at the 

instigation of the employment agency where she was registered. She had not 

specifically thought of community work as an employment goal, she was simply 

interested in a field other than office work when she chose to study a program within 

the field of community and human services.  However, it transpired that Shirley 

enjoyed the program of study: 

“I am very grateful for that guy at (name of agency removed) 

saying to me, how about study. As I say, on the day I thought, 

you’re just trying to get your figures up mate, this is your 

outcome, you know, it’s all going to look good on paperwork.  But 

I owe that guy a lot.” (Shirley, 1:19) 

In terms of self-development, Shirley has found that her studies in the diploma 

program have made her more reflective and have also built her self-confidence: 

“Um, it’s, like I said, given me the confidence to attempt to do 

things that I otherwise wouldn’t have done. Um, it’s given me the 

ability to, um, look at the positive as well as my character, ‘oh 

god, that’s the negative end of it, just forget it move onto the next 

thing.’ Now I will actually sit and talk through a thing or work 

through it. I think the skills I got through the diploma in 

communication and that sort of thing, but the confidence was to 
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be able to walk up to George and say, I’m not happy with this, we 

need to sit and talk about it. And I would never have done that. 

But the diploma gave me the skills to know how to do that.” 

(Shirley, 1:17) 

In the interview, Angela stated that she enrolled in the diploma program for 

two primary reasons. The first reason was that she thought that she would have to 

acquire skills and a qualification to provide for the family financially and second 

was for reasons of personal fulfilment. Both of Angela’s motivations and their 

subsequent personal capital returns have been discussed in the relevant sections of 

this paper. Although self-development was not a stated motivator for pursuing the 

Diploma of Community Work, Angela does make a comment about the self-

development aspect of the diploma program: 

“Um, and I think that, yeah, you grow personally too in learning 

those tasks and I think you achieve some confidence.  It’s a 

wonderful goal to achieve, to achieve that diploma. It can lead 

onto, um, to further study, or, um, personal satisfaction in some 

way.” (Angela, 5:13) 

Mark was asked whether he could think of an example where having the 

diploma had made a difference for him personally or professionally. He responded 

by saying that it has helped in a positive way regarding the manner in which he deals 

with his children: 

“Yes its, um, its my home-life, the way I deal with my children is 

very much different. I can step back and look, um, at their 
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behaviour, the environment in, say, the school…the influences 

that are coming in on them and sort of say well, all right, try and 

analyse the situation as to why certain behaviours are happening 

and try and address those behaviours by looking at other 

influences coming in, or other, you know, information coming in.” 

(Mark, 6:11)  

Mark stated that the knowledge that he acquired in the diploma program has 

assisted in his ability to critically analyse situations in his personal life and open his 

mind to alternative courses of action: 

“Um with my own personal life, um, I can sit back and make 

judgements and think well, alright, if I do this, this is going to be 

the result. However, I can get a better result if I do this. It’s like a 

whole thinking outside the square. Thinking holistically rather 

than narrow set of thinking. Yes, that’s right, it made me think 

more holistically.” (Mark, 6:12) 

Mark’s training has also enabled him to deal more effectively with his ex-wife 

in matters relating to the welfare of their children: 

“I know that at times when we have had difficulties with the 

children, I have had to speak to her and her husband. I can do it 

in a way that its very diplomatic, its not emotionally charged, I 

can use the right words to make sure that the message comes 

across and make them think about different issues.” (Mark, 6:14) 
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 Frank had expressed his need for a career change and his desire to pursue 

promotion within his chosen career as his personal capital investment in the diploma 

program. In terms of a personal capital return on his investment, Frank has 

successfully changed his career and, although there exists promotional opportunities, 

he is presently biding his time in relation to pursuing promotion.  

Frank did not discuss self-development as an aspect of his personal capital 

investment in the Diploma of Community Work, however he recognises that it has 

been a possibly unexpected return on his investment: 

“I got a lot of personal growth out of it.  Before, I would just sit 

down basically not talk to a lot of people. But it bought me out of 

myself, because I had just been through a marriage break-up and, 

yeah, realised where I can go and what I can really do. And other 

people commented to me that, ‘you really have changed cause 

you’re not the person you used to be,’ and, you know, there are 

ways I actually handled my life differently to what I was then.” 

(Frank, 7:5) 

Mary’s motivation for undertaking studies in the diploma was a little 

misguided in that she thought that it was a counselling course. As has been discussed 

in other sections of this paper, Mary continued with the study program and 

consequently derived a great deal of satisfaction from completing the program in 

terms of personal achievement. Mary also discusses aspects of self-development as a 

personal capital outcome of the Diploma of Community Work. Mary has found that 

her studies have assisted in her personal relationship with her mother: 
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“It has helped me understand myself, and others as well. It’s 

about human beings, how you can relate to younger people, to 

older people. That’s what I learned and I think I got to 

understand my mum, where she was coming from because since 

we are from another country. It’s very hard to relate because we 

were very young when we migrated here and, like, she has the 

mentality that way. And, ah, I think, um, after finishing, like after 

doing this course, I understood her better.” (Mary, 8:3) 

“I’m able to understand myself more better. And I’m able to 

relate to others well, and I’m able to understand what others are 

saying now. And, like, you meet people and before I never used to 

understand them, and now, like, you can.” (Mary, 8:6) 

The self-development and understanding that Mary gained from the diploma 

program was not limited to a better relationship with her mother and a better 

understanding of herself. She also feels that it broadened her understanding of many 

matters: 

“I’ve learnt, I think I believe I’ve learnt so much and then I never 

knew anything about, like whatever we did in your class and in 

Helen’s class.  Yeah you understand about politics and all those 

things. I never knew all this, all those things. I don’t know how to 

describe it.  Yes I did learn, I did learn so much. And when you go 

back and watch the news and you go, ‘oh my god, this is what we 

learned, this is what Chris was talking’, you know, in the class.  

So yes I do.”  (Mary, 8:6) 
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“For example, when I worked, when I did my work experience at 

Prince Charles, working with those patients…I never knew about 

those disease and all that means. And working with them and how 

they feel, like, I can empathise, that’s the thing I’m trying to say, 

yes.” (Mary, 8:7) 

Personal capital returns: emergent themes 

Self-Esteem  

Self-esteem is a theme that emerged from an in-depth analysis of the participant 

interviews in relation to their personal capital investments in the Diploma of 

Community Work.  

No participant discussed issues of self-esteem as being the fundamental impetus 

or drive to undertake studies in the diploma program, however personal matters 

concerning self-esteem did become apparent as an implicit personal capital 

investment for Shirley, Alison and Lucy. 

Shirley’s lack of self-esteem related to her concerns about her age and 

subsequent employability. Her entire employment experience had involved 

administrative roles and, after being made redundant in her late 40s and being 

unemployed for seven months, Shirley had expressed reservations in the interview 

about whether she was employable.  On a number of occasions in the interview 

Shirley returned to the theme of wanting to find employment and not wanting to sit at 

home watching television, but this need had been tempered with doubt about being 

employable at her age: 
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“I was looking at possibly never working again. In my area at my 

age. I said, ‘who wants office staff in their forties?’ I said, you can 

get a 20 year old girl.’” (Shirley, 1:7) 

As Shirley progressed through the diploma program her self-esteem and 

confidence increased: 

“But college and everything did help build that self-esteem. It 

made me believe that when I used to get my J’s I use to think, gee, 

I can actually do this. I can really do it. And that was a big area 

with me. I thought all of a sudden I thought, hey, I can do this. 

“And then when Karen offered me the job, I thought, gee.” 

(Shirley, 1:5)  

 “Um, I was always one of those unfortunately trying to please 

everybody all the time and college also made me realise it was 

okay to say no.  I don’t have to say yes.” (Shirley, 1:18) 

With Shirley’s continued engagement with the course of study, her self-esteem 

concerning her employability also began to take a positive aspect: 

“So I think to go into the diploma, um, it was the study…it was 

actually the belief, then I had started to believe then that maybe I 

could get back into the workforce, because up until then I hadn’t. 

Or I could get, even volunteer. I could and I think, into the 

diploma when I got into the placement prac work, that kept 

reinforcing oh, maybe I can get a job, maybe I’m not too old, 
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maybe there will be people out there that are willing to take a risk 

on you regardless of your age.  (Shirley, 1:18) 

Shirley’s growth in self-esteem in relation to her employability and confidence 

has been a personal capital return on her investment in the Diploma of Community 

Work:  

“I honestly believe now Chris, and college gave me that as well, 

that I’ve got lot more to give.” (Shirley, 1:15) 

“It’s been great for me.  It’s gave me huge opportunities that I 

wouldn’t have had before… job opportunities, to apply for other 

jobs which, um, up until now I’ve only done the two because I’ve 

been happy where I am. But it has afforded me job opportunities, 

um, its, like I said, given me the confidence to attempt to do things 

that I otherwise wouldn’t have done.” (Shirley, 1:17)    

Alison had stated in the interview that she had initially entered the diploma 

program for personal reasons of social relationships. Although, interwoven with the 

need to establish social relationships were issues of self-esteem relating to feelings 

of worth and being valued as a person. Further into the interview, when Alison was 

asked whether her reasons for entering the diploma program had been satisfied, she 

replied that the program had helped build confidence in her self as a person: 

“Um, but I also I have a lot more…it built confidence in me. Um, 

it made me believe, it did, it made me believe in myself again that, 

yes, you know, I am…I’m intelligent, that I can do anything that I 

set my mind to and I am a worthwhile person. My opinion matters 
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and I can contribute and I…and this is who I am and it’s okay to 

be who I am.  I don’t have to be afraid of that. Does that make 

sense?” (Alison, 4:9) 

Lucy’s personal capital investment in the diploma program was ostensibly to 

enable her to pursue further studies. While Lucy stated that her primary reason for 

enrolling in the diploma program was as a springboard to further study, her interview 

indicated a lack of confidence in relation to whether she could successfully complete 

the course. Lucy’s interview also indicated that she lacked self-esteem. When 

discussing the personal capital return that Lucy received from the diploma program, 

the growth in her self-confidence and self-esteem becomes evident in her responses: 

“When I think back on it I think, why do I need to prove to other 

people how good I am. It’s what I think that matters.  And that’s 

what I got out of the course too I think, the little bit of counselling 

and things like that, as you said, is a better look at myself…I’m 

the one I have to satisfy not everybody out there, well if I’m not 

happy, its not going to work is it?” (Lucy, 9:6) 

Lucy also discussed the personal effort that it required to remain in the diploma 

program, the ongoing battle she had with her self-esteem regarding her capacity to 

finish it, and her satisfaction at completing the program of study: 

“It was scary because I hadn’t studied for a long time. It was 

hard, a lot of the times I struggled. Without yourself and the other 

tutors and even my peers in the classroom, without a lot of their 

support and help I maybe would have never of got through it. 
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Because it…in the early days, I’m too stupid to do this, I’m just 

gonna chuck it, you know. But I persevered and developed the 

skills and finally got there.” (Lucy, 9:7) 

Lucy spoke about how having completed the Diploma of Community Work had 

improved her self-concept and self-esteem: 

“I just had more belief in myself and thinking, yeah, if I can do 

then I’m as good as the next bloke and I can get out there and do it 

too. You know, instead of staying and sitting in the dark room 

there, I’m out there in the public now.” (Lucy, 9:8) 

  While Shirley, Alison and Lucy articulated issues of self-esteem as a personal 

capital investment, other participants who did not discuss self-esteem as a 

determining factor in their reasoning for undertaking the diploma program 

acknowledged the development of self-esteem as a personal capital return. 

In the interview Larry had stated that there were two reasons he enrolled in the 

Diploma of Community Work. One reason was to gain employment, which was 

difficult for him given his age and previous drug and alcohol problem. The second 

motivator for Larry was for reasons of self-development.  

It transpired in the interview that Larry’s self-development motivations were 

interconnected with issues relating to self-esteem. While Larry discussed his personal 

capital return in relation to self-development, he also talked about the personal capital 

return he received in relation to self-esteem: 

 “’Cause if you fail, you’re fucked, or your mind tells you that. 

And probably some of your peers might have a go at you too. Do 
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you know what I mean? Um, even though you’ve given it your 

best go. Just mightn’t be as bright, so to get it is not only a big 

boost to your own ego and self-esteem and all that. But for those 

around you, and it puts you up in a different light. He’s not a 

dickhead after all. Shit he’s got a diploma. And vice versa. So, to 

me it was completely worthwhile.  Emotionally, financially, and 

time-wise, you know. It was completely worthwhile.” (Larry, 

3:22)   

Frank had stated in his interview that he had entered the diploma program with 

the combined motivators of a career change and altruism. While self-esteem was not 

referred to as a personal capital investment, his interview indicated that matters 

relating to a lack of self-confidence were a personal capital return: 

“Um, why not give the diploma a good go. So I did and I got 

through that.  It actually proved to me that I could do something.” 

(Frank, 7:5) 

“Well I know that I can do something and I can also pass my 

experience on to other people.” (Frank, 7:8) 

When Frank was asked if he could think of an example where the diploma had 

made a difference for him on a personal level, his response related to an 

improvement in his ability and confidence to communicate: 

“For instance, before I did…if I walked down a shopping aisle 

and I couldn’t find anything, I would just walk up and down up 

and down until I found it. Now I’ve, I’ve got the confidence to 
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actually go and ask someone in the shop if they know where such 

and such is. Where I couldn’t do that before.” (Frank, 7:9) 

Frank also discussed his feelings of pride in having achieved the diploma and 

those of his family: 

“Because you know – yes! – I could actually do it and, ah, you 

know, my family, my mum and dad, we actually went out for 

dinner and celebrated it and they came along to the ceremony at 

Carseldine, which was really good.” (Frank, 7:8) 

Altruism 

Altruism is an emergent personal capital investment theme that was cited by 

three participants, Frank, Mark and Alison, as being an important motivator for 

undertaking the Diploma of Community Work. Altruism is an emergent personal 

capital investment theme that was cited by three participants, Frank, Mark and 

Alison, as being an important motivator for undertaking the Diploma of Community 

Work. Frank initially stated in his interview that altruism was an important aspect of 

his personal capital investment in the diploma program. In his discussion on his 

personal capital return from the study program Frank revealed that his personal 

capital return in relation to those altruistic motivations has been the sense of 

satisfaction that he gains from his work: 

“Yes I am working, um, working at (name of agency removed) as 

a Lifestyle Support Worker. Been there for last on 20 months. I 

absolutely love it.” (Frank, 7:1) 
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“I don’t know about other companies but we might be given thirty 

minutes to do a shower. And I might take fifteen minutes. A lot of 

carers, they’re off and that’s fine. I think well I’ve got 15 minutes 

left. I sit down and have a talk to the client. Find out if there are 

any issues or social get-together and ‘cause they really look 

forward to it. I also learn about their lives and what they’ve been 

through. Some of them are just so interesting.  So, you know, it 

makes me feel really good that I can spend the time sitting down 

and learning about their lives.” (Frank, 7:13) 

Mark’s primary impetus for undertaking studies in the Diploma of Community 

Work had been for a change of career as he had tired of working at his trade. In the 

interview he also spoke about altruistic motivations of contributing to the 

community in some way. Mark states that he has obtained a return in relation to his 

altruistic ambitions of helping society in that his present employment, which he 

attributes to having attained the diploma, has allowed him to help others: 

“I still feel that, um, the contributions I have made in the last 

couple of years in my working life, even though I have probably 

only affected maybe two to three dozen people, and that, they 

have had long-term success. They’ve got themselves into 

employment, they’re still in employment. Their whole lives have 

changed for the better. And the ones that have recently gone 

through the training programs that I am involved in. Their lives 

have turned around and they are quite thankful for that.” (Mark, 

6:4) 



162 

During the interview Mark discussed why his strive to help others was 

important. His response indicated that, in some way, Mark wished to leave a legacy: 

“Oh well, I will die one day and that will be it. I mean…and those 

will look back at my life and say, well dad started off as working 

in an abattoir, washing tongues and tails when he left school. But 

he managed to work for, he got a diploma in his late 40’s, ah, he 

went on and worked in the community service agency. He did 

vocational training because he could see the value of training for 

people who come from, say, disadvantaged backgrounds, to get 

them to take a different view of their life to ultimately make 

society a better place.” (Mark, 6:16) 

  Alison had stated in the interview that her main personal capital investment in 

the Diploma of Community Work was to meet her personal social relationship 

needs. She had also discussed altruistic motivations of helping others in similar 

situations to those that she had experienced in her life. However when the interview 

turned to her personal capital returns, Alison did not mention notions of altruism as a 

return on her personal capital investment. 

In her interview Shirley had made no mention of altruistic inclinations as a 

motivator for enrolling in the diploma program. When speaking about the realities of 

her job Shirley states: 

“As I say, I’ve stopped believing that I’m going to solve 

everybody’s problem that walks in the door. I love all college 

students and I don’t know whether university students are the 

same, but I think we all leave thinking that we are going to do 
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that, and it’s very sad when you wake up one morning and realise 

that you’re not going to get every kid that walks through the door 

that’s sniffing paint to stop doing it. If you get one you’re doing 

well.” (Shirley, 1:15) 

In spite of the reality of not being able to save every client, Shirley still sees an 

altruistic return from what she now does: 

“Um, but I still, to me the satisfaction is still there of saving that 

one or helping that one person.” (Shirley, 1:15)      

Larry also spoke of altruistic returns on his personal capital investment. These 

returns are a result of his finding employment in the field of community and human 

services: 

“The work I’m doing now with (name of agency removed) is 

satisfying. It’s good to me because I’m working with both mental 

health, drug and alcohol clients, helping them get them back into 

society and back into the community, and that’s basically what I 

want to do.” (Larry, 3:12) 

Angela is a voluntary co-ordinator for a community agency. In her discussion of 

the personal capital returns she has gained from attaining the diploma, Angela 

mentions the altruistic rewards she receives from her community work: 

“Yeah I think personal satisfaction too and seeing, um, changes 

in peoples lives. Some people you don’t see a dramatic change, 

but in others you can see a gradual change. ‘Cause we have 

clients, because in our position we have regular clients and you 
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start to get to know the people, and you start to get to know, um, 

their life story and I think, yeah, the people coming back and 

giving their personal testimonies of what’s happening and you 

can see thing’s improving.” (Angela, 5:8) 

Further into the interview when asked whether she had received the personal 

capital returns from the diploma program that that she had wanted, Angela again 

returned to the theme of altruistic rewards from the work she does and the 

contribution that the Diploma of Community Work has made: 

“Um, because of the people that I’d come across and their lives, 

the people that you’re working with, um, the people that you see 

come into the Drop-in Centre and to emergency relief or for 

housing.  To see their lives touched in some way.” (Angela, 5:14)  

“And to, and there’s a lot of personal satisfaction too, and at the 

same time it’s the people that you’re working with and the people 

that come in.  It’s about the people and the people really 

support…and you’re there I guess, to support and advocate for 

them.  Yeah.” (Angela, 5:14) 

Social relationships 

In his study of adult learners, Houle (1961) identified a particular sub-set of 

adult learners as being activity-oriented. For activity-oriented learners the learning 

environment itself meets or satisfies some personal or social needs. Learners 

participate in the learning program because the gain more from the process than from 

the actual content of the program (Rogers, 1993). In a 1999 survey Beinart and Smith 
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(1998) found that one of the motivations that caused adult learners to participate in 

educational programs was in order to meet people.  

Alison was the only participant who explicitly discussed social relationships as 

a personal capital investment in the diploma program. She had entered the diploma 

program with her foremost intention being to revisit her previously positive 

experience of TAFE in terms of developing social relationships. Alison was asked in 

the interview whether she feel that the reasons she entered the diploma program were 

satisfied once she had completed it. Alison response indicated that she felt that she 

had received a return on her personal capital investment in terms of social 

relationships: 

“Absolutely. Yep. I’ve still, and you probably know, I’m still good 

friends with a couple of people from the course.” (Alison, 4:8) 

“I have friends. No, I guess, um, obviously I built good 

relationships, good friendships with people.”  (Alison, 4:9) 

Further into the interview, when discussing how her studies have made a 

difference to her personally, Alison indicated the importance of the support her 

friendships gave her and how much she values the social relationships that she 

developed during the diploma program: 

“The support that you, that I’ve gotten from my friendships that 

I’ve made through the course. Both Lucy and Larry are fantastic. 

I so love them to bits and, um, so I’ve made really good 

relationships. That support’s been incredible for me.” (Alison, 

4:9) 
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Alison concluded the interview with the following comment about her personal 

capital return from the diploma program: 

“Um. You know, I think for whatever reason, well I…obviously I 

was there…I did the diploma and I met people that I met because, 

because that’s what I needed at the time, and it did. It did a lot for 

me personally. Educationally, I used to think, shit, sometimes, um, 

but personally and I mean that was my main goal, so. And it did, 

it did a lot for me.”  (Alison, 4:14) 

While Alison was the only participant to specifically talk about social 

relationships as her primary impetus for undertaking studies in the diploma, she was 

not the only participant to refer to ongoing social relationships as a personal capital 

return. Larry mentions his enduring friendships with some of the other diploma 

graduates: 

“No I enjoyed it…made some very good friends out it, Alison and 

Mark, um, Shirley. No, it was worthwhile and it was good to see 

their point of life and they all understand my point of life, or 

where I’ve come from and I think they respect me more. Or, 

Shirley and Alison and Mark probably know more of the 

background then anyone else, and it didn’t worry them.” (Larry, 

3:23)   

Angela also refers to maintaining contact and possessing an ongoing interest in 

the lives of some of the graduate cohort: 
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“And I’ve heard back from other people like Larry, and I know 

he’s involved in support work and he always wanted to do drug 

and alcohol. That was what his passion, he wanted to be involved 

in. It was very hard to get into. And also I heard there were two 

marriages, and it was good to get the feedback, what’s happening 

with the students. Yeah, Alison got married and she’s got a job 

too, and Mark too, both at the same place, same company.” 

(Angela, 5:17) 

Job status/opportunities 

An emergent personal capital investment theme identified from the interview 

data was that of job status/opportunities. Part of Shirley, Carol, Alison and Lucy’s 

personal capital investment in the Diploma of Community Work was the motivation 

for a particular, though not clearly defined, level or standard of employment.  

For each of these respondents there was also the expectation that having 

completed the diploma, the opportunity and ability to gain work in desirable 

employment positions would be available to them.  Shirley has found that having 

attained the diploma has enabled her to apply for positions that she previously would 

not have thought she had a possibility of obtaining: 

“Um… well I mean the biggest thing is when you actually apply 

for jobs. Um, I, I find, which shocks me because when you see 

tertiary qualifications when the positions are advertised, I used to 

think they were automatically asking for university degrees.” 

(Shirley, 1:12)    
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“But I think the most, as you say, yes you can say, ‘Hey, I’ve got a 

diploma,’ and I’m quite surprised because in a lot of this industry 

I’ve been given interviews against people with degrees.” (Shirley, 

1:12)  

 Alison had entered the diploma program principally in order to develop social 

relationships but also because she needed to find employment to support herself and 

her children. In her interview Alison had talked about enrolling in the Diploma of 

Community Work so that in her future employment she would not be doing: 

“…anything particularly crappy.” (Alison, 4:8) 

When speaking of her present employment, it would appear that the diploma has 

allowed Alison the opportunity to avoid what she perceived to be undesirable 

employment, and obtain a personally rewarding position: 

“I really enjoy it. It’s very interesting. You get to meet interesting 

people and the environment is very supportive and, which is 

fantastic, sometimes it’s quite stressful. So, um, that…the actual 

work environment is fabulous. The conditions are great. They pay 

for child-care over the vacation, over the school holidays and 

stuff like that.  Because we need to be there. Yeah, the conditions 

are really good.” (Alison, 1:1) 

Lucy’s impetus for participating in the diploma was for reasons of further study 

and matters relating to self-esteem. She had also expressed the desire to gain 

employment and saw the Diploma of Community Work as a means of enabling her to 

find type of employment that she valued: 
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“If I wanted a sort of decent job, I needed to have some sort of 

qualifications behind me.” (Lucy, 9:9) 

Lucy was asked whether she felt that she had obtained the return on her 

personal capital investment that she had anticipated in relation to finding meaningful 

employment: 

“Yeah I did, I got good…yeah, its given me as I said, the 

investment’s given me the qualifications and the skills that require 

me to be able to go out there, apply for jobs, get a good job just 

like that, whereas I couldn’t have done that before.” (Lucy, 9:9)   

Larry’s personal capital investments in the diploma program were for reasons 

of employment and self-development. Larry works part-time for two community 

agencies and, as acknowledged in the personal capital returns Employment theme 

discussion, attributes his present employment status to having gained the diploma. 

Larry also sees the Diploma of Community Work as offering increased job status 

and opportunities. In a discussion on the process of gaining employment with the 

second community agency where he works, Larry describes a situation where he is 

now a valued employee: 

“You know, they want…the original application called for 

someone with a degree, and I just sent ‘em me résumé. And they 

got on the phone straight away and said come down, and I went 

down for the interview and they wanted to put me on for a couple 

of hours a week just to fill in a bit of time. And I get back to my 

place of employment where I am now, and I’m sitting there with a 

cup of tea and the phone rings and it’s their co-ordinator talking 
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to my co-ordinator, ‘When can he start?’ And I’m sitting there in 

the kitchen and I just heard her say, ‘You can’t have him!’  (Larry 

laughs) ‘You can’t have him.’”  (Larry, 3:17) 

Frank enrolled in the diploma program ostensibly for a career change and 

because he had ambitions of career advancement. He is presently employed as a 

support worker with a large community agency. Frank’s promotional aspirations 

have been discussed in the personal capital returns Job promotion/change theme, and 

while Frank has put his goal of job promotion on hold for the present, he recognises 

that he does have prospects in his chosen career:  

“And, ah, when I get married I’ll, I’ve already been offered a 

transfer down to Sandgate. As soon as they found out I was a male, 

working in the same industry, they wanted me there and then. They 

just cannot get them. So yeah, if you’re a male and you want to be 

a support worker, you’ve got work just like that.” (Frank, 7:12) 

Skills acquisition/development 

National and state skills development is seen as a human capital outcome (see 

Figure 5: Conceptual framework schema, p. 63) and, while there has been some 

correlation between human capital and personal capital outcomes, skills development 

was not perceived to be an outcome theme within the context of personal capital 

returns. This view was reinforced by the fact that, during the interviews, none of the 

participants made reference to skills acquisition and/or development as a personal 

capital investment in the diploma program. Chapter 1 canvassed the development of 
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vocational education and training within Australia and discussed TAFE’s traditional 

occupational skills orientation and educational emphasis.  

Given TAFE’s historical status as being skills-based education, and based on 

the data from these respondents it may not be unreasonable to assume that the 

acquisition and development of skills was implicit in the participant’s understanding 

of the learning involved in the Diploma of Community Work.  As this notion is 

situated within the human capital paradigm and was not explored in the interviews, 

such a premise remains purely an assumption, and as such will not be presumed by 

this researcher to be a pre-existing circumstance. 

However, as discussed in Chapter 3, it was in order to allow for the emergence 

of hitherto unforeseen and unanticipated themes regarding personal capital outcomes, 

and to not be constrained by the limitations of examining only pre-determined 

themes, that grounded theory data analysis has been employed in this study. Drawing 

on this research approach, it is noteworthy that skills acquisition and development 

has emerged from the data analysis as a personal capital return for a number of the 

participants. 

In her interview, Shirley spoke of her apprehension about running new 

programs and events in her place of employment, but then found herself revisiting the 

skills she had acquired at TAFE: 

“Pulled out the stuff I did.  All the things we had to do and I just 

took it step by step.” (Shirley, 1:9) 

“But I still go through a lot of stuff I did at college to apply to 

different things that happen there, because some of the things 

George has asked me to do, having not had to do them, I think, 
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god, then I think, no, the Youth Festivals and everything. I’ve got 

all the outlines of all the steps we had to take to provide them.” 

(Shirley, 1:12) 

Carol spoke of fundamental skills she obtained from the diploma studies which 

have assisted in her learning at university: 

“The university units are a bit different. But, I would have to say I 

would be, um, mentally and personally stuffed, honestly, at uni, if 

I hadn’t done the diploma first. Because, um, the diploma is very 

basic, mightn’t be exactly the right word, but it certainly lays the 

foundation for fundamental skills.  Um, yeah.” (Carol, 2:6) 

Carol went on to speak of how the acquisition of skills from participating in the 

diploma program helped build a sense of self-assurance in her ability to apply those 

skills: 

“So when I left, I felt much more, like when the diploma finished, 

I certainly felt much more, um, not necessarily confident, but 

knew I had… not confident… knew I had the ability to apply the 

skills because they’d been taught well and reinforced as the 

diploma was going along.  So, I suppose realistically the capital 

I’d gained, personal capital I’d gained, was less fear. To actually 

apply that knowledge and skills.” (Carol, 2:11)  

Alison’s purpose for enrolling in the diploma program was predominantly for 

reasons of social relationships, although she has found that the skills she learned in 
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the Diploma of Community Work have been useful in her job in an employment 

agency and her present position in a federal government department: 

“Just learning from interacting with other students and that you 

would learn so much more about the world, the different people 

that you come across in this sort of field. I think that sort of 

assisted the way you deal with the different types of people who 

are unemployed and stuff like that. The group interactions and 

how to work with the group, I think they are all valuable skills, 

are not necessarily represented within other tertiary courses, like 

university, um, definitely the group interactions.”  (Alison, 4:2) 

“Sometimes you had to really listen to what people were saying to 

dget what they really meant. So that’s fabulous practice in this 

sort of inustry. Um, because some, you know what I mean. People 

talk shit.  But to cut through all that, to actually get to what, what 

it is they’re wanting to say, and, um, all of that experience has 

been invaluable.” (Alison, 4:10)   

Angela’s motivation for enrolling in the diploma program was primarily to find 

employment. She has found that the skills she learnt in the diploma program have 

been both valuable and practical skills for her role of volunteer co-ordinator:  

“I think all the skills, um, the skills that I gained I find really 

valuable, and what I learned I am putting into practice.” (Angela, 

5:7) 
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In the interview, Angela reflected on how she has found that the 

content of the Diploma of Community Work has a practical application 

in the workforce: 

“Yeah, because I’ve been placed in a position as a co-ordinator, 

everything I’ve learnt, you know, like about networking, and 

writing letters, um, ah, and all the admin, everything is coming 

into place. All of it is making…you learn the theory and then 

you’re actually on the job and it’s all making sense and coming 

into place. And, um, you kind of know how to put some strategies 

in place because of what you’ve learnt. Because I think if you 

didn’t know anything at all and someone had to explain 

everything to you, whereas I’ve got some knowledge that I’ve 

learnt, I can put into practice.” (Angela, 5:8) 

“Yeah, and also I find the computer skills have helped a lot and I 

think I’ve learned even more now. Because we have to do 

brochures and pamphlets and leaflets. What we learnt was really, 

really practical. Doing that. Also even promoting the 

organisation, when we get up the front, when we talk about our 

agency, I found that really practical too.” (Angela, 5:9)  

Angela saw the diploma program as providing her with a skills foundation 

which she has built on in the workplace: 

“Um, And the I find that, that the course was, um, I guess like a 

foundation, and then I’ve built on that foundation and I’m 
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acquiring more and more skills now and I’m meeting more and 

more people all the time I’m networking with, and knowing more 

about the community. Um.  It’s so hard to even put into words.”  

(Angela, 5:14) 

Frank’s goal of a career change and promotion were the prime motivators for 

enrolling in the diploma program. When speaking of examples where gaining the 

diploma has made a difference for him, Frank referred to an increased sense of 

professionalism: 

“It’s just really brought myself out. Um, I can now draft a, um, a 

professional letter where before it was just scribble on a page. 

You know, if I’m doing business, well I can do it in a professional 

manner.” (Frank, 7:9)       

Lucy had entered the diploma program with the intention of further study. She 

is presently employed on a part-time basis and, although she has not gone on to 

further study, Lucy final comment in the interview indicates that she has acquired a 

number of workplace skills as a result of her diploma studies: 

“So I’ve picked up a lot of skills as well as a lot of program ideas 

and things like that. It’s been a lot of good stuff.” (Lucy, 9:10) 
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Chapter Five 

Discussion 

Introduction 

This study aimed to identify and examine personal capital investments and 

returns as a complimentary paradigm to the human capital paradigm of the 

quantitative Student Outcomes Surveys (SOS). To achieve this aim, Brisbane North 

Institute of TAFE (BNIT) Community and Human Services diplomate’s personal 

capital investments in, and returns from, their study in the Diploma of Community 

Work program were explored. The research schedule had a two-fold role. In the first 

instance, it was designed to explore the participant’s fundamental reasons for 

undertaking the course of study. That is: what they perceived to be the inherent 

impetus, attitudinal and behavioural drives and values that they ascribed to their 

motivation to undertake the course of study. It was also designed to delve into the 

participant’s perceptions of the personal and professional returns they obtained from 

completing the diploma. This meant a subjective exploration of what the participants 

determined were the benefits that they perceived that they had gained from 

completing the diploma. 

The preceding chapter explored both the participant’s perceived personal 

capital investments in and personal capital returns from their program of study. It 

examined whether those categories or themes which were identified in the conceptual 

framework were recognised by the participants as comprising aspects of personal 

capital and also identified categories or themes that emerged from the analysis of the 

data.  Chapter 2 discussed the human capital paradigm and how it related to the 

economic importance of education in the context of global competitiveness and the 
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subsequent policy agendas of the Australian federal and state governments. It was 

observed that human capital has a number of different definitions (Stewart, 1998; 

Widener, 2005; Abeysekera 2005; Heckman 2005), although it was argued that it 

generally refers to a combination of assets possessed by individuals that contribute to 

their productivity in an economic sense (Abeysekera 2005). According to Carmeli 

(2004) the notion of human capital implies that the educational level of employees 

leads to labour productivity and economic growth. In terms of this research, it has 

been acknowledge that notions of human capital exist within the operational and 

emergent themes of the personal capital paradigm. The personal capital investments 

categories, operational themes of employment. job promotion/change and further 

study all sit within the human capital paradigm, as does the emergent theme of job 

status and opportunities. In relation to personal capital returns, the concept of human 

capital exists within the same operational and emergent themes.  As discussed in 

Chapter 2, human capital and personal capital are not mutually exclusive concepts. 

There is a correlation between personal capital and human capital in that what may 

motivate an individual on a personal level to participate in a program of study can 

also comprise elements of human capital. However, it is argued that human capital 

theory does not adequately explain the inherent impetus and motivations that lead an 

individual to undertake a the Diploma of Community Work program, nor adequately 

address the intrinsic, personal and unquantifiable returns that an individual obtains 

from participation in the study program.  
 

Personal capital investments 

This research has explored the personal capital investments of the 2004 Diploma 

of Community Work diplomates in their program of study. The investigation 
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consisted of predetermined categories or themes that arose from the conceptual 

framework which emanated form the human capital and personal capital paradigm 

literature. It also consisted of emergent categories or themes that evolved from the 

data analysis.   

In relation to the predetermined themes, Shirley, Carol, Angela, Larry and Mary 

cited the need or desire for employment as being one of their primary motivators for 

enrolling in the Diploma of Community Work. Shirley and Carol had been 

unemployed for a significant period of time and enrolled in the diploma program in 

order to obtain formal qualifications that would lead to employment. Angela was in a 

position of feeling compelled to undertake a program of study so that she might be 

able to assume the role of financial provider for her family in the event that her 

husband was made redundant. For Larry, the diploma program was seen as crucial for 

the employment direction in which he wanted to go as he had discovered that life 

experience alone was not going to gain him employment in the field of community 

and human services. Mary had decided upon finding employment in a particular area 

of community and human services and enrolled in the program in the expectation that 

it would lead to employment in her chosen field. 

Frank and Mark discussed their need for a job change as being the foremost 

incentive to undertake the diploma program. Both men had been employed in labour 

intensive industries for most of their working life and each had determined that they 

were at an age where a change to a less physically demanding occupation was needed. 

Frank also discussed his desire for promotion within his new-found career as being 

another one of his principal inducements.  

In relation to personal achievement, Angela revealed that employment was not 

her sole reason for beginning the diploma program, as personal achievement was also 
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a driving factor in her decision-making regarding enrolling in the diploma program. 

She expressed some regret at having passed up an opportunity to become a teacher 

some years ago when she took on the role of wife and mother. So for Angela, 

personal achievement was arguably equally as important as having to acquire a 

qualification in order to possibly have to provide for her family.  

The only participant to nominate further study as the dominant reason for 

undertaking the diploma program was Lucy. On a private level Lucy indicated that 

personal achievement was also one of the motivators behind her decision to embark 

on her program of study. In the interview Lucy revealed issues of self esteem 

associated with her self-perceived level of intellect and how she thought others 

viewed her. 

It is noteworthy that none of the participants nominated or discussed 

work/family mix as a reason for beginning their diploma studies. This is of note as 

four of the participants are parents with children residing with them, and of that four, 

three are single parents.  

Carol, Larry, Alison and Shirley also spoke of their individual needs for self-

development as being a key incentive for participating in the Diploma of Community 

Work. Carol felt that she needed to do something that mentally stimulated her, while 

Larry had lived through years of alcohol and drug abuse and had come to the 

realisation that he had to make some changes in his life if he was to progress. Alison 

had gone through some personal emotional turmoil and felt that she needed to 

understand herself better. One of the reasons she enrolled in the diploma program was 

because she thought it would be able to assist her with that understanding. Shirley’s 

self-development needs came from the realisation that she had potentially 30 years of 
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productive life ahead of her and that she was not prepared to spend that time doing 

nothing.  

In reference to the emergent theme of self-esteem, Shirley had self-esteem 

issues concerning her employability given her age. She had held the view that she was 

too old to be gainfully employed and thought that she would never be employed 

again. Alison’s self-esteem had suffered as a result of her marriage break-down and 

one of the main reasons for her enrolling in the diploma program was out of a need to 

fit in somewhere and feel a sense of belonging. For Lucy, matters of self-esteem 

related to her self-concept and how she thought others perceived her in terms of her 

intellectual capacity to successfully complete tertiary studies.  

In relation to the emergent theme of altruism, Frank, Mark and Alison talked 

about their respective altruistic drives as being part of their purpose in undertaking the 

diploma program. Frank expressed a desire to help people but realised that he needed 

a formal qualification to be able to do the kind of work in the field that he wanted. 

Mark’s altruistic motivation stemmed from his desire to be able to help younger 

people and to give something back to the community. He wanted to be in a position 

where he could assist young people by passing on some of his life experiences and 

believed that he could not do that from within his trade. Alison’s altruistic 

motivations stemmed from her negative experiences as a teenage mother and she 

wanted to be in a position where she could positively assist those who are in a similar 

situation. 

Alison also discussed social relationships as being of primary importance to her 

when considering her motives for enrolling in the Diploma of Community Work. Her 

marriage break-down had greatly impacted her psychologically and emotionally, and 
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she was seeking to revisit the positive social relationships she had experienced in a 

previous TAFE program some years earlier.   

The ambitions of Shirley, Carol, Alison and Lucy in relation to their reasons for 

initiating their program of study were canvassed. However their personal needs for 

some form of career opportunity as a personal capital investment in the diploma 

program were also identified. Shirley stated that she could not see herself in the role 

of a support worker, and one of her motivations for participating in the diploma 

program was that it offered more employment opportunities. Carol stated that one of 

her reasons for enrolling in the diploma program was that she needed a mentally 

stimulating occupation. For Alison and Lucy, a prime motivator for undertaking the 

diploma program was because it was important that they obtain employment of a high 

standard. 

The intent of this research was to explore what the diploma graduates perceive 

their personal capital investments in the Diploma of Community Work to be. It can be 

seen from the foregoing discussion that, while a number of graduates cited a singular 

impetus for undertaking their course of study, closer examination revealed that there 

were often many other underlying drives of a more personal or intimate nature which 

motivated the participants to undertake the diploma program. A cursory analysis of 

the interviews could arguably have placed most of the participants within the 

predetermined categories that arose from the research questions, however Maslow 

(1987) argues that an individual’s explicit and apparent goals are not a sufficient 

underpinning upon which to classify the motivations of that individual. Thus, a deeper 

exploration revealed that the personal capital investment of all graduates was a more 

complex phenomenon for each of them.  
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From this deeper analysis, the personal capital investments of the diploma 

graduates can be seen to consist of the motivation to find employment, the impetus 

for personal achievement, the ambition of further study, the drive for self 

development, the necessity to meet altruistic aims, the need for social relationships, 

the desire to improve self-esteem and the personal requirement for opportunities to 

find meaningful job status and opportunities.  

The existing paradigm of human capital, and associated quantitative research 

such as the SOS, does not allow for the identification and exploration of these 

inherent and intrinsic reasons and motivations that comprise the personal capital 

investment of graduates in their diploma program (Van Der Linde, 2006).  

Personal capital returns 

The aim of the research investigation was to examine Diploma of Community 

Work graduate’s personal capital investments in their program of study and whether 

they perceived that they had received a return on those investments. Drawing on the 

personal capital investments section of this chapter which has explored the 

participant’s intrinsic motivations and reasons for undertaking the diploma program, 

this section has investigated what the participants perceived to be their personal 

capital return on their investment in the Diploma of Community Work. 

In relation to the theme of employment, seven of the nine graduates have 

obtained some form of employment within the area of community and human services 

since graduating. One of the participants has a volunteer co-ordinator’s position at a 

community agency which at the time of writing was awaiting conversion to a paid 

position, while the remaining participant was unemployed at the time of being 

interviewed. 
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Five of the participants, Shirley, Carol, Angela, Larry and Mary had discussed 

the need to find employment as being their primary impetus for undertaking the 

diploma program. Of the five, Larry is the only participant to be fully engaged in 

employment, albeit through working in a part-time capacity at two community 

agencies. Shirley is employed on a part-time basis with a community agency as an 

administrative officer. Although her previous administrative background was 

important in her gaining her present position, Shirley believes that having gained the 

diploma assisted in her being appointed to the position. Carol has part-time 

employment within the area of disabilities, although she does not see this as a long-

term proposition. Carol is studying a Bachelor of Social Science part-time and 

anticipates that on completion she will be able to use her degree in her future 

employment. Angela has a volunteer co-ordinator’s position at a community agency 

that she hopes will become a paid position. Larry is working at two part-time 

positions and attributes his present positions to having gained the Diploma of 

Community Work. At the time of being interviewed, Mary had been unsuccessful in 

finding employment within the field of community and human services.  

It is noteworthy that, while Shirley, Carol, Angela, Larry and Mary have not 

gained full-time employment from their program of study, they all spoke positively of 

having participated in the diploma program. As discussed, four of the five participants 

stated that they would not be in their present employment position without having 

completed the Diploma of Community Work. 

Although, employment status was not the only area in which four of the five 

participants considered they had obtained a return on their investment. Apart from 

helping her obtain her present job, Shirley talked about the other personal capital 

returns she has received from the diploma program. She spoke of her sense of 
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personal achievement at completing the diploma program, her self-development and 

increased self-esteem, her job status, the skills she acquired in the program of study 

and the altruistic rewards Shirley gains from her present position.  Carol spoke of her 

personal capital returns not only in relation to her employment, but also in relation to 

the benefits of the diploma studies to her further study, her self-development and the 

acquisition of important skills.  

Angela is not engaged in full-time paid employment, although she is a full-time 

volunteer co-ordinator with a community agency. Angela saw her personal capital 

returns as comprising the sense of self-achievement she gained from completing the 

diploma program, her self-development, the altruistic rewards from her job and the 

value of skills she learned in the diploma program. 

Aside from his personal capital return of employment, Larry spoke of the 

personal capital returns he obtained in relation to growth in his personal development, 

his sense of self-achievement and increased self-esteem at having completed the 

diploma program. He also referred to being able to fulfil altruistic goals through being 

in a position to assist others. 

Although Mary had expressed her disappointment at not being able to gain 

employment within the area of community and human services, she spoke about other 

personal capital returns in relation to the diploma program. Mary talked about the 

intense feelings of personal achievement that she received from completing the 

program of study and about how the diploma program assisted in her self-

development.  

Alison’s initial investment in the Diploma of Community Work was for reasons 

of social relationships, and in her interview Alison stated that she had received the 

return that she had anticipated. Alison also discussed other returns she had received 
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from her studies in the Diploma of Community Work. She talked about the benefit of 

the diploma program in terms of advanced standing in her further studies, her 

personal growth and self-development and the enhancement of her self-esteem. 

Alison also spoke about the value of the skills she had learned and being able to meet 

her personal job status requirements. 

Mark’s personal capital investment in the Diploma of Community Work was 

mainly concerning a career change. Mark had psychologically and physically tired of 

his manual trade and was looking to change to a less physically demanding 

occupation.  On completion of the diploma program Mark was successful in obtaining 

full-time work with an employment agency. In his interview Mark stated that he had 

received a return on his personal capital investment in more than a career change. 

Mark also discussed his feelings of personal achievement at completing the diploma 

program, the increase in his self-development and the meeting of his altruistic 

objectives. 

Frank’s primary drive to enrol in the diploma program was also for a career 

change, although altruistic motives and ambitions of promotion were also driving 

factors. At the time of interview Frank was employed as a lifestyle support worker. In 

discussing his personal capital returns, Frank stated that he is achieving his altruistic 

goal of helping people and is enjoying his newfound career.  

Frank has not pursued his desire for promotion, however he did talk about other 

personal capital rewards such as the personal achievement of completing the diploma 

program, the growth in self-development and self-esteem that he gained from the 

program of study, and the skills he acquired from the Diploma of Community Work. 

Lucy’s stated principal impetus for undertaking the diploma program was for 

the purposes of pursuing further study, however it was revealed in the interview that 
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this ambition was also linked with issues relating to self-esteem. In terms of a 

personal capital return, Lucy spoke of how gaining the Diploma of Community Work 

had helped her secure employment that had a particular level of job status connected 

with it. Lucy also talked about personal capital returns of increased self-esteem and 

the acquisition of relevant workplace skills. 

Of all the participants, there was not one who did not receive some form of 

personal capital return on his or her personal capital investment in the Diploma of 

Community Work. With the exception of Mary, all of the participants were successful 

in receiving a personal capital return on their stated personal capital investment in the 

diploma program. Moreover, all participants spoke of positive returns from the 

diploma program that encompassed such things as assisting with further studies, 

personal growth and development, feelings of personal achievement, increased self-

esteem, altruistic rewards, job status and skills development. 

Considerations for TAFE 

A number of considerations for technical and further education (TAFE) arise out 

of this study. As noted in Chapter 2, TAFE uses the National Centre for Vocational 

Education Research (NCVER) Student Outcomes Survey (SOS) to determine 

outcomes related to TAFE diploma programs. The SOS measures TAFE outcomes in 

terms of three major categories: skills development, employment and further study. 

This study has argued that, while valuable, the SOS data has an intrinsically human 

capital orientation. By its quantitative nature and situation within the human capital 

paradigm, the SOS is not able to explore the personal capital investments and returns 

of TAFE diploma graduates. Consequently, while TAFE has some understanding of 

graduate outcomes as a result of the SOS, it does not have a fuller understanding of 
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the range of outcomes achieved by TAFE diploma graduates. Moreover, it has little 

understanding of the intrinsic reasons and motivations that lead an individual to 

decide to enrol in a TAFE diploma program.  

 At the time of the participant’s enrolment in the Diploma of Community Work 

in 2002, TAFE’s student recruitment marketing strategy was firmly positioned within 

the human capital paradigm. The advertising slogan employed by TAFE - TAFE 

means jobs – was clearly derived from the human capital outcomes categories. In 

effect TAFE was implying that by participating in a TAFE program a learner could 

acquire national and state recognised skills, find employment or go onto further study 

that would lead to different employment. TAFE’s promotional campaigns do not 

address any of the additional intrinsic outcomes that this study has identified and 

discussed such as personal achievement, self-development and self-esteem. 

It is noteworthy that while five of the nine participants in this study did cite the 

human capital outcome of employment as a motivator for participation, that was not 

their sole reason for undertaking the program of study. Furthermore, four of those 

nine, or a little less than half, cited other reasons for engaging with the program of 

study.  This is of note because TAFE’s employment focused advertising program has 

only been effective in relation to the enrolment of approximately half of those who 

participated in the study. Moreover, the effectiveness of the emphasis on employment 

in TAFE’s advertising campaigns comes into question when it is considered that those 

participants who stated that employment was a prime motivator also stated that they 

had other reasons and expectations regarding their enrolment in the diploma program. 

 The participants in this study came from diverse backgrounds and had varied 

life experiences. Some, such as Carol and Lucy, were single parents who needed to 

find employment in order to provide for their families. Angela, saw that she may need 
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to abandon her traditional role as wife and mother to take on the responsibility 

‘breadwinner’ for her family. Larry saw his life spiralling out of control as a result of 

alcohol and drug abuse and saw TAFE as a means of redemption. While others, such 

as Frank and Mark, saw TAFE as not only a way of changing their jobs but also a 

way of meeting personal needs. For Alison, meeting personal needs alone was 

paramount to her decision to enrol in the Diploma of Community Work. This 

diversity of needs, desires, motivations and drives is what constituted the personal 

capital investments of the diploma graduates in the diploma program. 

From this multiplicity of personal capital investments in the diploma program, 

each participant derived more than one personal capital return. For most, the primary 

return was employment. For many, such as Shirley, Mary, Larry, Mark and Frank, it 

was also a sense of personal achievement, while all with the exception of Lucy stated 

that they had also attained some degree of self-development. Shirley, Alison, Lucy, 

Larry and Frank also stated that having completed the diploma program had 

contributed to improving their sense of self-esteem. 

While current federal and state government policy has TAFE situated within the 

human capital paradigm of providing a skilled supply of labour, the success of which 

is determined by outcome measures such as skills acquisition, employment or further 

study, the personal capital investments and returns explored in this study reveal that 

TAFE’s role is much more. The participants in this study have revealed that they 

came to TAFE with greater expectations than simply acquiring a skills-set for 

employment. They came to TAFE with deeply intrinsic and personal motivations and 

expectations and, what is more, not only did they find that those expectations were 

met, they found that they invariably received more personal capital returns on their 

investment in the diploma program. 
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TAFE needs to consider its role in meeting the personal capital investments that 

learners make in its programs. While skills development to meet federal and state 

human capital policy requirements is necessary, it is evident that more is expected of 

TAFE by the people who participate in its programs. Kangan was of the belief that 

TAFE should contribute to the development of the individual as a person (ACTFE, 

1974), and it would appear that it is doing that, albeit by default. TAFE needs to 

acknowledge its role in this development of the individual and begin considering 

developing program strategies that meet the needs of both the human capital and 

personal capital paradigms. 
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Chapter Six 

Conclusion and recommendations from the study 

Conclusion  

This research project explored the personal capital investments and outcomes of 

Brisbane North Institute of TAFE (BNIT) Diploma of Community Work graduates. 

The research was seen to have some significance to the body of research knowledge 

that exists in relation to TAFE graduate outcomes. To date, there has been limited 

qualitative study on the educational and vocational outcomes of TAFE graduates 

other than the predominantly quantitative SOS undertaken by NCVER. At the time of 

writing there had been no qualitative examination of the personal capital investments 

and returns of participants in TAFE diploma programs.  

This research has discussed the origins and history of vocational education and 

training and TAFE in Australia noting that their importance and worth to federal and 

state governments was primarily based on their contribution to economic prosperity. 

The historical overview of vocational education and training and TAFE highlighted 

and discussed the emergence of the human capital paradigm by which TAFE 

graduate outcomes are currently measured and assessed. The limitations of the 

existing quantitative research regarding TAFE graduate outcomes were examined, 

and the notion of personal capital as offering an alternative paradigm was proposed 

for exploring not only TAFE graduate outcomes, but also TAFE graduate 

investments in their program. This research defined the concept of personal capital as 

distinct from human capital and in doing so, developed an operational definition of 

personal capital for the purposes of the study.  
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In Chapter 1, human capital has been has been shown to be the dominant 

paradigm in previous and current evaluation of TAFE outcomes, with little research 

exploring alternative capital paradigms and no research examining TAFE diploma 

graduate’s personal capital investments in their chosen program of study. It was 

noted that the Student Outcomes Survey (SOS) research is also restricted in its 

quantitative examination of graduate outcomes, as the respondents are limited in both 

the choices and number of responses they can make regarding the outcomes they 

perceive to have received from their diploma program. This study allowed for a full 

and open discovery and exploration of the myriad of reasons and motivations that 

spurred the participants to undertake the Diploma of Community Work. The 

examination of personal capital investments has provided a breadth of understanding 

about the intrinsic reasons, motivations, impetus and personal drives that brought the 

participant to the diploma program. This examination has revealed that, while most 

participants generally stated one explicit reason or goal for initiating their studies, 

there were many underlying and deeper goals and needs that each participant was 

also seeking to satisfy. While employment, further study and career change were 

explicit goals for the majority of the research participants, they also had deeper and 

more intimate goals and needs of personal achievement, self-development, self-

esteem, social-relationships, altruism, job-status and skills acquisition that they were 

seeking to fulfil through their participation in the Diploma of Community Work. 

In terms of graduate outcomes, the SOS can provide statistical information 

relating to what percentage of graduates found employment, went on to further study 

or undertook their program of study for a career change or job promotion. The SOS 

also conducts a quantitative study of the satisfaction levels of the graduates regarding 

achieving their stated goal.  
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Statistical information drawn from the SOS is no doubt of some use to TAFE 

organizations when reviewing student outcomes from the various diploma programs 

TAFE offers. However, the quantitative form and structure of the SOS preclude any 

examination of other possible outcomes and value that diploma graduates personally 

ascribe to as other outcomes not recognised by the SOS. The qualitative nature of this 

research had, as its focus, diploma graduate’s personal capital investments and 

outcomes. This lens allowed for an in-depth examination of what the participant’s 

perceived as being their personal capital outcomes from their participation in the 

diploma program. The research did not simply canvass the participant’s views 

regarding graduate outcomes: it explored and revealed their intrinsic reasons and 

motivations for undertaking the diploma program and then considered the scope and 

depth of the personal capital returns that the participants received from their 

participation in the Diploma of Community Work. 

This research investigation is beneficial for TAFE in that the organisation is 

provided with research that identifies student motivations for undertaking a program 

of study. However given that the research cohort was limited by its size and socio-

cultural composition, and involved only students from the BNIT Diploma of 

Community Work program; it is acknowledged that the findings may not be able to 

be generalised to the broader TAFE diploma population.  However, the concept of 

personal capital investments and returns from any program of study can and does 

provide more intrinsic and personally based reason for study. The operational 

definition of personal capital being those assets that the individual possesses, 

identifies, values and utilises to achieve a predetermined outcome, and includes the 

inherent impetus and values that individuals ascribe to their motivation to undertake 

a course of study is not specific to the Diploma of Community Work program alone. 
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In addition, once the findings of this research are made available through 

intended publication, TAFE will have an understanding of the wider range of 

graduate outcomes than are currently explored by the SOS research, as well as 

discovering long-term graduate pathways. 

While it is claimed that the findings of qualitative research cannot be 

generalised to the broader population (Bryman, 2001); Rubin and Rubin (1995) argue 

that the themes emerging from individual interviews can be generalised to a larger 

population. This study has indicated a number of themes that evolved from the 

paradigm of personal capital as well as themes that emerged from the data analysis. 

These themes related to both the personal capital investments and personal capital 

returns of the BNIT Diploma of Community Work graduates of 2004.  

The researcher has argued that the findings of the research may be able to be 

generalised to other TAFE diploma programs as the themes that emerged from the 

personal capital paradigm and in-depth data analysis are constructed of intrinsic 

drives and motivations fundamental to many human beings. However, it is necessary 

that this assertion be tested. 

This research offers an introduction to an alternative paradigm for evaluating 

TAFE diploma graduate outcomes. While limited in its scope, it may well be seen as 

representing a pilot study that could be refined and extended to a much larger TAFE 

student population. A broader personal capital examination of comparative and 

diverse TAFE diploma cohorts could complement the quantitative SOS data and 

provide TAFE with a fuller understanding of not only diploma graduate outcomes, 

but also the diploma graduate’s personal capital investments in their program of 

study..  

Recommendations 
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Given the findings of this research; if TAFE organizations are interested in a 

fuller understanding of diploma graduates’ participation in the programs that are 

offered to students, quantitative statistics such as the SOS should not be the only 

measure used to determine TAFE participation. This study has generated the 

following recommendations: 

Recommendation 1: Because this study is indicative only and is limited in its 

scope, further research that expands on personal capital investments and returns for 

TAFE diploma programs needs to be undertaken in order to explore intrinsic 

motivations, drives, ambitions, interests and values that bring students to enrol in 

TAFE programs and further examines whether those personal capital investments 

were met by their TAFE program. It is recommended that TAFE consider 

undertaking qualitative studies aimed at gleaning the personal capital investments 

and returns of diploma graduates as a means to gathering more detailed and 

significant data in respect of student participation and outcomes. This information 

can be utilised and exploited by TAFE for marketing, curriculum design and catering 

to student needs. 

Recommendation 2: It is held that a review of graduate outcomes that is limited 

to a few predetermined and limited categories which a re descriptive statistics in 

design,only presents a small part of the human story behind why people take that 

initial step to enrol in a diploma program. It is recommended that TAFE draw on the 

qualitative data gleaned from this research to complement the quantitative aspect of 

the SOS data. 

Recommendation 3: Given the intent of TAFE organizations are to attract 

participants to their programs to meet the skilling requirements of the human capital 

paradigm, there is a genuine need to have an understanding of the personal capital 
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dimension of potential student participants. ‘TAFE means jobs’ has been an 

advertising slogan for TAFE for many years and during periods of high 

unemployment this may have been an effective campaign. Appreciating that TAFE 

enrolments have been declining over past years (DET, 2006); it is recommended that 

TAFE needs to consider not only simply offering skilling outcomes directed at 

employment as an incentive to attract participants. TAFE needs to examine how to 

meet the personal needs of the individual in the promotion of its programs. In 

achieving this, a further recommendation is made. 

Recommendation 4: TAFE could meet its human capital agenda of providing 

training and skilling to its participants while incorporating a return to Kangan’s 

(ACTFE, 1974) ‘educated person’ concept to some degree, or the inclusion of some 

aspects of Bildung’s ‘complete man’ in the promotion and delivery of its programs.  

While TAFE is subject to federal and state policy mandates requiring it meet 

the skills demands of the state and national economies, this research has 

demonstrated that skills and employment alone are not what attract participants to 

pursue studies at TAFE. It is the many complex, intrinsically interwoven needs, 

wants and desires on the part of each individual that influence their interest, 

motivation or necessity for participating in TAFE programs. Consequently, it is 

recommended that TAFE organizations acknowledge the depth and breadth of these 

needs when developing, advertising and offering their programs. Excerpts gleaned 

from each participant give some indication of the extent to which they value the 

Diploma of Community Work program at Brisbane North Institute of TAFE in terms 

of their individual personal capital returns on their investment: 

“It’s been great for me. It’s gave me huge opportunities that I 

wouldn’t have had before.” (Shirley, 1:17) 
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“Personal terms. Personally it put me back into the system.” 

(Carol, 2:10) 

“But it was worthwhile for me, not only myself ego wise, I 

suppose it was because I would’ve been dead by now.” (Larry, 

3:23) 

“Um, and I think, yeah, from what I’ve invested, I’ve gotten so 

much more out of it personally. Absolutely.” (Alison, 4:13) 

“I don’t have any regrets about doing it at all. I’m really happy 

that I did complete it and that I’m actually using it.” (Angela, 

5:16) 

“So, yes, I think the diploma was the best thing I ever did. Or one 

of the best things I ever did.” (Mark, 6:20) 

“Academic, personal, you know, because I got a lot of personal 

growth out of it.” (Frank, 7:5) 

“Now when I think back it’s like, I’m sitting here, I think, I really 

achieved something in life you know.” (Mary, 8:4) 

“I’ve got the education to do it now and I’ve got the skills, you 

know, in that respect it’s done great for me.” (Lucy, 9:7) 

 The fifth and final recommendation is based on recognizing that the nature and 

direction of these comments go beyond career and employment prospects. Therefore, 

it is recommended that TAFE organisations consider not limiting their promotion of 

graduate outcomes to employment, skills development and further study. TAFE 
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should also promote the diversity of personal capital outcomes such as increasing 

self-esteem, personal development, personal achievement, the development of social 

relationships and meeting the altruistic needs of their potential diploma students.   

Finally, this study generated responses from adult learners with a variey of 

motivations, life experiences and expectations. These elements have been identified 

and expanded upon through the development of personal capital investments and 

returns. Consequently, notions of adult learning and lifelong learning are 

complimented by the details produced from personal capital investments and returns 

research. This complimentary relationship lays an broader foundation for greater 

understanding, insights and appreciation of existing and potential adult learners in a 

TAFE environment.  
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Appendix 4  

 

Research Schedule 

 
Introduction and Rapport Building 

 

1. Welcome and thank participant for agreeing to be interviewed 

2. Discuss personal capital concept, purpose of the study and the usefulness of 

the research findings 

3. Ensure participant understands confidentiality  

4. Remind participant that they can withdraw at any time from the study 

5. Seek permission to tape-record interview and note that real names will not be 

used  

6. Obtain permission for note-taking 

7. Offer participant the option of checking interview notes for accuracy 

8. Outline the proposed course of the interview 

9. Ask respondent if he/she has any expectations/questions that have not already 

discussed 

 

Interview Questions 

 

Question 1: Are you currently working and, if so, where?  Is this a paid or voluntary 

position? How long have you been there?   

 

Question 2: Has there been other work (paid or voluntary) since you gained your 

diploma? 
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Question 3: To what extent do you think that gaining your diploma has contributed 

to your employment status? 

 

Question 4: Have you undertaken any further study since completing your diploma? 

 

Question 5: If you have undertaken further study, to what extent do you think that 

gaining your diploma has contributed to those studies?  

 

Question 6: What do you see as the important reasons that motivated you to 

undertake the diploma program?  

 

Question 7: Why were these reasons important to you? 

 

Question 8: Do you think those reasons were satisfied once you completed the 

diploma?  

 

Question 9: In what way do you think they were or were not satisfied?  

 

Question 10: Can you think of an example where you found what you learnt from 

the diploma studies helpful? 

 

Question 11: Can you think of an example where having a diploma made a 

difference for you? 
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Question 12: How do you personally value the experience of undertaking and 

completing the diploma program? 

 

Question 13: What would be your advice to someone thinking about starting a 

diploma? 
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Appendix 5 

 
1-5 Whistler Court 
MORAYFIELD 4506. 
 
 
Date [ 2006]. 
 
 
To [ ] 
Address [ ] 
 
 
Dear  
 
I am currently a PhD candidate in the faculty of Education at QUT. As part of my 
studies I am undertaking research into the personal capital investments of BNIT 
TAFE graduates in their program of study. This will entail exploring the reasons and 
motivations that brought you to the program and whether you now consider that your 
‘investment’ in TAFE has been realised. That is, I am interested in your perceptions 
of why your undertook the study program and now, some two years later, whether 
you consider that you achieved what you may have set out to achieve or you have 
gained the rewards or results that you had anticipated. 
 
I would like to take approximately an hour of your time to have a one-on-one 
interview with you comprising a small number of open-ended questions. I will be 
tape-recording the interview for transcription purposes, in order to accurately record 
your views, opinions and personal perceptions. You can be assured that any 
information you provide will be confidential and that your identity will not be 
disclosed to other parties. 
 
Your participation will be invaluable to my research and I would appreciate it if you 
could be part of the research project.  
 
If I have not already contacted you by telephone or email, could you please contact 
me within the next 14 days regarding whether you are willing to participate in this 
research. For your information I have enclosed a Participant Information sheet which 
outlines the research project. If you elect to participate, you will be asked to sign a 
Statement of Consent. 
 
I look forward to hearing from you.   
 
 
Regards 
 
 
Chris Van Der Linde 
m.0412742299 
cvanderlinde@bigpond.com 
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Appendix 6 

 
 

Participant Information Sheet 
 
 

TAFE DIPLOMA GRADUATES: PERSONAL CAPITAL INVESTMENTS AND 
RETURNS 

 
Researcher: Chris Van Der Linde m. 0412742299. 

Email: cvanderlinde@bigpond.com 
 

Description 
This project is being undertaken as part of a PhD project by Chris Van Der Linde. 
 
The purpose of this project is to identify what TAFE diploma graduates’ personal 
capital investments in the study program was, and whether those investments were 
realized subsequent to graduation. 
 
The researcher requests your assistance in identifying and exploring personal capital 
investments and outcomes. 
 

Participation 
Your participation will involve an interview of approximately one hour, at a time to 
be arranged at your convenience. It is anticipated that interviews will be held in 
October and November 2006. If you agree to participate, arrangements will be made 
for a mutually suitable venue for the interview. The interviews will be tape-recorded 
to allow for transcription and analysis at a later date. 
 
You will be invited to examine the transcription of the interviews and subsequent 
analysis if you wish to verify or clarify any comments.  
 
 

Expected benefits 
It is expected that this project will not directly benefit you. However, it may benefit 

future students who may be considering entering the Community and Human 
Services diploma program. 

 
Risks 

There are no risks associated with your participation in this project. 
 

Confidentiality 
All comments and responses are anonymous and will be treated confidentially. The 

names of individual persons are not required in any of the responses.  
 

Voluntary participation 
Your participation in this project is voluntary. If you do agree to participate, you can 

withdraw from participation at any time during the project without comment or penalty. 
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Your decision to participate will in no way impact upon your current or future 
relationship with QUT. 

 
Questions / further information 

Please contact the researcher if you require further information about the project, or to have any questions 
answered. 

 
Concerns / complaints 

Please contact the Research Ethics Officer on 3864 2340 or ethicscontact@qut.edu.au if you have any 
concerns or complaints about the ethical conduct of the project. 

 
 

mailto:ethicscontact@qut.edu.au
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Appendix 7 
 
 

 
 

Participant Information Sheet 
 

TAFE DIPLOMA GRADUATES: PERSONAL CAPITAL INVESTMENTS AND 
RETURNS 

 
Researcher: Chris Van Der Linde m. 0412742299. 

 
 
 
 
 
Statement of consent 
 
By signing below, you are indicating that you: 
 
• have read and understood the information sheet about this project; 
 
• have had any questions answered to your satisfaction; 
 
• understand that if you have any additional questions you can contact the 
research team; 
 
• understand that you are free to withdraw at any time, without comment or 
penalty; 
 
• understand that you can contact the research team if you have any questions 
about the project, or the Research Ethics Officer on 3864 2340 or 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project;  
 
• agree to participate in the project. 
 
 
 
Name  

  
Signature  

  
Date  /  /       
  
 

 
 

 

mailto:ethicscontact@qut.edu.au
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Appendix 8 

 

ALISON INTERVIEW 

 

Alright well we’ll start.  Um okay are you currently working if so, where, is it 

paid?  And actually how long have you been there?  So a little bit about what 

you’re doing now. 

Currently working work for Centrelink at Chermside office.  Full-time paid work, 

and I’ve been there since March.  Previous to that I was with, um, Mission Australia 

where I had my placement. 

That’s right yeah 

Yeah, so I went from Mission Australia to Centrelink so.. 

What do you do there? 

I’m a Customer Service Advisor 

Okay so you’re like front line 

Yeah, I do reception and I do a lot of they are changing the models of how we deal 

with the people at the moment.  So a lot of it there is only going to be one reception 

point so everyone has to sit down with a Customer Service Advisor.  I do everything 

from restoring people’s payments to cancelling people’s payments to granting 

payments to general queries about welfare to work stuff. Yeah, you don’t know what 

the next person’s gonna front with. 
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Is it a good job? 

I really enjoy it. 

Good 

It’s very interesting. You get to meet interesting people and the environment is very 

supportive and, which is fantastic, sometimes it’s quite stressful. So, um, that…the 

actual work environment is fabulous. The conditions are great. They pay for child-

care over the vacation, over the school holidays and stuff like that.  Because we need 

to be there. Yeah, the conditions are really good. 

Federal public service has always been very generous 

Yeah, so that’s good 

Excellent.  Um oh well you have sort of answered the question too.  Have you 

had any other work paid or voluntary since you graduated.  So it was Mission 

Australia because you were at that placement. So how long were you there?  

Um, about 18 months 

So you only recently started at Centrelink? 

Yeah, from March this year 

Okay excellent.  Um and to what extent do you think that gaining your diploma 

contributed to you getting your job or getting employment? 
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Obviously the placement got me into Mission Australia.  Once I completed my 

placement they offered me a job straight away, ooh before I finished really.  Um, so 

that played an integral part in gaining employment afterwards.   

Um, I guess and just learning from interacting with other students and that you would 

learn so much more about the world, the different people that you come across in this 

sort of field.  I think that sort of assisted the way you deal with the different types of 

people who are unemployed and stuff like that. The group interactions and how to 

work with the group I think they are all valuable skills, aren’t not necessarily 

represented within other tertiary courses like University, um, definitely the group 

interactions.   

So they’ve helped you in your employment, just working with people have they 

Yes just working with the people 

Okay very interesting.  Um have you undertaken any further study? 

Yes 

What are you doing? 

I’m doing my Bachelor of Social Work 

Social Work?   

Yes  

Good on you. Where is that at? 

Um doing it through JCU.   
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Yes they’ve got a good program 

Yeah, so that’s good.  It’s by correspondence.  I do two subjects a semester through 

them.  And every second year I have to go up for the day so but, no, yeah. 

And does your work, just as an aside, does your work fill the role as your 

placement does it? 

I’m hoping…. Yeah I’m sure I can get one placement.  I have to do two placements.  

Um, so I’m hoping to get one within Centrelink.  Um, but I’ll have to do one 

somewhere else.  So I’ll sort of cross that bridge when I come to it. 

How long have you been studying? 

I started this year.  So I finished the first semester and half way through the second 

semester 

Enjoying it? 

Yeah, I, yeah I am.  Um, I’ve had a few crappy personal stuff going on and I’ve 

found it a little bit difficult to write about social justice because I’ve felt like saying 

there’s no such thing as social justice.  So from that perspective, from a personal like, 

having to write that this is, yes, great for the value of Social Workers, and this is 

what we should be achieving and what we should strive for.  But in reality it’s so not 

true.  And just having to sit there and write this is good its all good in theory but its 

just not reality.  Which I express as I do. 

Well with assignments as long as you have some other published author to back 

you up, then you can express those things. 
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They’re pretty good actually.   

Are they… 

If I just say you know this is my personal experience has been then I just leave it at 

that.  I do, I do all the things you know the blah, blah, blah quotation, quotation, 

quotation.   

Um, I will write, you know, this has been my personal experience and this sort of 

thing happened.   

Okay and they take that on board.   

Yeah, and they actually say that in part of their outline.   

Okay. Do they… oh, okay that’s good 

Really unusual. 

Yes, well social work um yes that would make sense, that’s good, excellent.  Um 

okay yes, we’re still on the topic in a sense.  If you’ve undertaken further study, 

which you have, to what extent do you think that having your diploma, or 

gaining your diploma contributed to those studies? 

Um, I know I got time off for both the diploma and the university study that I’ve 

done.  Um so I actually got more than a third off actually cause it’s a four year 

course. 

Really 

MMM 
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With the Diploma of Community Welfare and you have  

HR but I did a minor in pysch 

Oh okay 

So all my pysch, so I don’t get to do any of them again so, um, other than that I don’t 

think to be honest with you that TAFE prepares for you for the standards that are 

required with the university as far as your referencing.  Even how you write an 

assignment, you know the format the proper referencing and I don’t think TAFE 

prepares you appropriately for that.   

No. Well I would agree but that’s not TAFE role either.  We’re supposed to be 

skilling people up, that’s what we’re having this conversation about.  But yeah 

that’s a fair observation.  So I’m trying to be very careful about leading you and 

putting words in your mouth.  Do you think the content of your diploma has 

contributed to your studies?  To your present studies, in terms of what you may 

have learnt here. 

Um, probably a little bit.  I wouldn’t say great deal, but because a lot of the stuff I did 

here I had already done a lot of anyway.   Um 

Okay 

So I mean there is certainly and I can remember things when I’m doing… when I’m 

reading stuff and I can remember, um, being here and certain lecturers saying certain 

things and, you know, remembering more and I wonder what text book this comes 

from and…Yeah, it does, there has been some content that has some content that has 

been beneficial I suppose.   
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Sure. Um so your uni qual is a Bachelor of … 

Social Work 

No, no  

Human Resource Management that I did the major in 

In Pysch 

Yeah  

Okay I didn’t know what it was.  Okay for you, what do you personally see as 

the important reasons for you to undertake the diploma? 

The, to be honest and I have thought about this.  At the time I enrolled to do the 

diploma I had just come away from a not very nice divorce at all.  Um, my whole 

world had turned upside down and I remember when I was previously studying 

because I studied Information Technology a long time ago now at TAFE, and I had 

actually met my best friend there and that social aspect, and I think I wanted that 

back again.  My whole world was ripped apart and turned upside down and I wanted 

that same feeling.  Does that make sense?  The social and wanting to feel like you’re 

part of something and like you’re important and, um, that you know you can achieve 

things and I guess then part of that would have been that even though I was studying 

my university, the negativity that my ex-husband put on me about ,you know, that 

even though I had a great grade point average, that that wasn’t valued. 

So I, and still do, associate university degrees as not being that popular.  Like with 

what it’s worth I suppose.   
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So I think for me that’s what it was about, it was about trying to feel important and 

feel like I could fit in somewhere and belong somewhere and find out who I was 

again.  Because when you live something and all of a sudden everything that you 

thought you knew wasn’t right, it throws everything, it throws you doubt who you 

are, and you doubt what you’re doing here and where you’re life is taking you and 

where you want your life to take you.  And I think that’s why I did it. I wanted to 

gain some kind of grounding and because of my positive experiences in the past, I 

think that’s what attracted to me to it as applying to university.  If that makes sense. 

And had you finished your bachelor when you came to TAFE? 

No 

You were still doing it? 

I stopped 

Ah, you stopped. OK 

When my marriage starting falling apart, I stopped studying and, um, solely focus on 

let’s get this back together and you know let’s make the relationship work and that 

was a bit of a waste of time.  Yeah.  So I had stopped which I probably shouldn’t 

have.  It’s okay.  Yeah and it was and I mean that was, it was probably eight months 

later that I...We separated May and I started here the following year. 

Okay, and so um did you have a goal with the program, or was it you know… 

what attracted you to the Community and Human Services Sector? 
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I suppose I’ve always had an interest in it.  I think my personal experience, well I’m 

one of ten children, so I’ve always met a lot of different people.  I have, my little 

sister is intellectually disabled, so I use to a Teacher’s Aide at a Special School and 

so I’ve had a lot to do with disabilities.  Um, I think the other think si that because I 

had a child when I was 16 and I thought if I can help other people.  Because everyone 

tells you that’s it your life’s over, you’ve made this huge mistake and you have this 

child, and your life’s ruined and its just not true.  That’s crap.  And if I could help 

other people you know in similar situations, and I saw this as a path to assisting 

people with those sorts of stuff. 

And I do, I do have a soft sport for disability, I have to say that.  Um, but I think it 

was my own personal experience that sort of, and probably a part of it was about 

getting to know myself as well because a lot of this does focus, you need to know 

your bias’ and you need to know you in order to do this sort of work effectively I 

think.  Um, so part of it was probably also looking at me and getting to know who I 

am again.  If that makes sense. 

It makes a lot of sense actually.  Um so building on that, or following from that, 

why were these reasons important to you? 

Well personal experiences I suppose.  The whole like separation, divorce, crappy 

stuff, so that was important for me to get myself back together and start taking steps 

forward to um make a life for myself and my kids.  That was that was not part of that 

past relationship anymore.  Um, part of that of course was I then needed to go out 

and work and do all those things and work in a good job, I didn’t want to do anything 

particularly crappy.  Um, what was that? 
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Just why it was important for you 

Um, and I it’s all about me.  It is, it really is, it’s all about me getting to get know 

myself, me feeling like I can I have relationships with people again that weren’t 

based on crap.  It was finding my place back again, and I needed to do that so that I 

didn’t come a lonely sad person wandering around the world. 

No that’s very interesting.  So do you feel all the things you’ve discussed, do you 

feel these reasons were satisfied by the time or once you had finished the 

diploma? 

Absolutely.  Yep.  I’ve still and you probably know, I’m still good friends with a 

couple of people from the course.   

Um, it did and it really does help you, if you are willing to look at yourself, it does 

help you look at who you are and where you stand in the world and what your beliefs 

are, it does it does help you and confront yourself which is really important.  Um, so 

I definitely I think you did, I achieved what I needed at that point in time.  Very 

successfully. 

Good. I’m really happy for you.  Um so what in ways do you feel they were 

satisfied? 

I have friends.  No I guess, um, obviously I built good relationships, good friendships 

with people.  Um, but I also I have a lot more it built confidence in me.  Um, it made 

me believe, it did, it made me believe in myself again that yes you know I am, I’m 

intelligent that I can do anything that I set my mind to and I am a worthwhile person, 
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my opinion matters and I can contribute and I and this is who I am and its okay to be 

who I am.  I don’t have to be afraid of that.  Does that make sense? 

No it does, it makes a lot of sense.  Um can you think where having the diploma 

has made a difference for you? 

In regard to work 

Personally and professionally, I think you touched just a little on that 

Yeah  

About self esteem 

Um, definitely self esteem, all of that sort of stuff, the positive stuff and the support 

that you, that I’ve gotten from my friendships that I’ve made through the course.  

Both Lucy and Larry are fantastic.  I so love them to bits and, um, so I’ve made 

really good relationships. That supports been incredible for me.  

Professionally again I think it comes back to dealing with people.  Because you have 

to do that here that’s part of the course you have to do that here.  You have to be able 

to sit down and deal with people and some of the people that did it were really quite, 

I don’t think really wanted to be here but you thought you had to motivate and you 

had to sometimes you had to really listen to what people were saying to get what they 

really meant.  So that’s fabulous practice in this sort of industry.  Um, because some, 

you know, what I mean.  People talk shit.  But to cut through all that, to actually get 

to what, what it is their wanting to say, and um all of that experience has been 

invaluable.   
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There’s so much that you can take away from your interactions with people.  If 

there’s one thing that I have learnt is that if I can learn one thing everyday or 

hopefully lots more, from every person that I meet, if I can learn something then it’s 

only going to make me a better person in the end.  And that’s what I try and do and 

being in this sort of environment with the course that it was, it was a lot of that there.  

It was very much um learning form everybody else’s personal experiences and, um, 

there was just so much you could learn from the people here and the interaction that 

that was fabulous and that’s carried through and will probably carry through all the 

rest of my life.   

Um.  Just that skill, I think sometimes I think I’m really quite socially awkward, 

which maybe I am because if had Emily when I was only 16, I missed out on a huge 

part of that development of you know that social interaction and um, I missed out on 

all that.  So I, that for me I guess, I’ve always felt I’m really quite socially awkward 

at times.  So that experience, being here, the experience of interaction was fantastic 

for me.  That, that’s something that has helped me and will continue to help me the 

rest of my life.   

Excellent, that’s great.  Um you’ve actually touched on the next question. How 

do you personally value the experience of undertaking and completing the 

program? 

I think it, I think it was good.  I really do.  I don’t know how much the piece of paper 

is worth in the professional world.  Um, obviously it’s valuable for people who have 

gotten jobs, if I can say that.  Like I don’t want to devalue that, um, I think it’s the 

work environment is changing all the time.  Um, and its really hard to keep current 

and, and its really hard to compete against people with university degree and, and 
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obviously they teach different skills at university and at TAFE.  Like you said one 

day about skilling, um, I don’t know if it’s valued as much within the workforce, 

within the labour market as a university degree.  Which is sad because it teaches you 

a lot more real things, like I said, like university is fabulous for theory, just not 

reality.   In my experience. 

Um, yeah, so I think what was it, how did it benefit me? 

How do you personally value the experience of undertaking and completing the 

program? 

Oh yeah, professionally, it’s probably for me, I find more value in it personally than 

professionally.   Um, it is, it has it really it was something I needed at the time, so 

that I could continue to grow as a person.  So it was extremely important to me.   

And you feel that it did assist that growing? 

Absolutely, yep, yep, it really did and I’m glad I did it. 

Good, and the final question is, what would be your advice to someone thinking 

about starting this program? 

Um for me, the probably the most important thing is to be open to looking at 

yourself.  Um, because without that I don’t think you can be an effective worker in 

this industry.  I think you need to be able to know what your triggers are.   

You need to be able to recognise your bias’ and your prejudices and you need to be 

able to know when your own personal crap is interfering in the interaction you are 

having with the clients.   
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I learnt that the hard way, and I learnt that my first placement actually.  When I had a 

client who was wanting money and obviously was, had some substance abuse issues, 

and her children were literally starving and you could see how hungry they were and 

because of my own personal experience with someone close to me who did the same 

thing, and I just it really upset me.  And the I thought it’s not her that’s upsetting me, 

its because of what it reminds me of.  So I had to learn what, I think that’s the most 

important thing, if you can learn what your triggers and what your barriers are and 

what your boundaries are, sometimes you need to say, no that’s too close to me I 

need to step back from this.  Because you can’t make decisions, I mean you’re 

always gonna have, your values are always going to impact on everything that you do 

in a way.  I don’t think you can disassociate your own values and ethics and morals 

from any decision you make within the workforce.  Or within life in general.   

But I think if you’re aware of it, then I think it makes you a more effective 

professional.  If you are aware of you know the fact that this client in front of you 

reminds you of your father who might have been abusive or whatever, so you make 

it, you instantly dislike him, and if you can be aware of that, then I think it makes you 

more effective. 

So my advice would be as open as you can into looking at yourself and to learning 

from all the other students, because they all come from somewhere completely 

different to where you’re coming from, and each of them has personal experience 

and professional experience that it will be invaluable to you as you continue the 

journey. 

Look at yourself and learn from others, probably, be open and I think that’s the most 

important thing. 
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So in terms of your understanding it seems pretty good.  Um of personal capital 

and what I’m trying to do.  Would you think that your personal capital 

investment in the program paid off or…?  

I do, I do, and I probably came into this with the whole different goal in mind than a 

lot of people there.  I don’t know, I don’t know what you’re finding.  I mean you 

might find that people do come into this for more social and personal and that sort of 

thing, as opposed to educational value.   

Whatever people come into the program for is valid…   

That’s right 

…For whatever reason.   

Yeah.  But I think that I probably come from an unusual perspective, well maybe I 

don’t.  That’s what I’m trying to say.  Maybe I don’t.  But for me, it did, it…I got out 

of it so much more than what I put into it.  Um, and if you were talking about capital 

then what more could you want.  But it did, it allowed me to go on a path that, you 

know, hopefully will take me to a really good place, or if, the journey is fabulous.  

The journey that I’m on now is fabulous, um, and I think, yeah, from what I invested 

I’ve gotten so much more out of it personally.  Absolutely. 

What ways? 

The whole re-establishing myself in the world as a person as opposed to a wife, or a 

mother, um, which often you, we’re defined as.    
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I wasn’t, I was a stay-at-home mum, but I studied by correspondence, and I worked 

on weekends as a waitress.  Um, but you are, you’re so much defined by the 

relationship, those major relationships in your life; your partner and your children.  

And to be able to step out of it, not necessarily step out of it, because that’s still there, 

that’s still part of who you are, but to be able to step back from that and step forward 

as an individual separate from those relationships, um, that for me was vital in me 

being able to be happy and otherwise I would’ve gone nuts, completely. I mean that’s 

why I started studying by correspondence in the first place.  ‘Cause I couldn’t sit at 

home and be a stay-at-home mum because there was no intellectual stimulation, and I 

have guilt associated with that, but does that sound strange? 

No not at all 

Um, that was really important to me that I could because it does, when you go 

through divorce it does, it, it destroys everything that you…suddenly, you know, this 

person says, my ex-husband said, you know. I’m not in love with you.  And you 

think well if that’s not true, and that’s something you thought was true all along, but 

now it’s not true, what else in your world is a lie that you haven’t recognised?  Um, 

because this is the foundation of your identity, one of the most pivotal relationships 

in your life that is such a huge part of your identity, and all of a sudden its based on, 

on crap.  And you do, you doubt the rest of your world, well what else in my world 

is, is, am I not recognising the truth in.  Um, and because if you look, well now if I 

look back and see, well, really, he probably didn’t love me and really, maybe I really 

didn’t love him for a long time either. But at that time it’s something that’s very 

difficult to recognise that and, um, it does, it feels that your world has crumbled 



236 

around you. You doubt so much about everything, your world, you doubt everything 

in your world.  

So for me to be able to step in here as me and not as, people didn’t know me as his 

wife, people didn’t know me as the mother of my children.   

I had my own identity when I walked through this door.  There was no association 

with the major relationships in my life.  Of course there came to be as people came to 

know me, um, but I could establish myself as me here, and learn about me again and 

build on that. Which is, without that I probably would be a blubbering mess. People 

that walk around the world that are just so miserable inside themselves, um, that that 

was just, you know, that’s so important.  And that was something I, I’m really proud 

of, that I could do that, that I could, you know, come back and say, ‘hey, sometimes 

shit happens let’s just get on it and build up from here and, you know, let’s think 

about the future, where are you gonna go?  What are you gonna do?’ Mind you I still 

don’t know what I want to be when I grow up, but, but I’m getting there.  I’m doing 

something that I really enjoy, I really love it.  I hated working at Mission, but I stuck 

there for long enough to gain experience and, you know, and to get a job somewhere 

where I’m actually, and I wasn’t sure whether I’d like it actually.  But I do, I really, 

really like it.  And I’m studying so, which I love, I think I’d study the rest of my life 

if I could.  If I don’t go nuts before then. 

Um. You know I think for whatever reason, well I obviously I was there, I did the 

diploma and I met people that I met because, because that’s what I needed at the 

time, and it did.  It did a lot for me personally, educationally I used to think, shit 

sometimes, um, but personally and I mean that was my main goal, so.  And it did, it 

did a lot for me.   
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That’s excellent.  Is there anything else you would like to add? 

Um I don’t think so, Not that I can think of.  Do we get to see it when you’re 

finished? 

Yes, absolutely. 
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