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The front page of the Advertiser on Saturday 4th November 2006 shouted “New School Focus – WORK IS KEY, NOT A DEGREE” and quoted the new DECS CEO, Chris Robinson’s commitment to an education system that “starts to offer young people some serious alternative options (to a University degree).” The following Friday the Advertiser put the issue back on the agenda by reporting on the Dusseldorp Skills Forum’s finding that 40% of South Australian students who left school in 2005 were not in full time work or further study by May (Dusseldorp Skills Forum, 2006).
While gratifying to see this important issue is high in the public domain and encouraged by the review of the South Australian Certificate of Education (SACE) headed by Professor Alan Reid, the basic question still remains - why do so many students find the transition to work so difficult?
It has long been recognized that while physical and manipulative skills are important in a workplace, many employers and researchers believe the skills can be more easily taught in the workplace and that other factors may be much more imperative in preparing new employees for a successful transition into the workplace (Black & Langone, 1997; Elksnin, 1993; Kright, 1999; Wehmeyer, Agran, & Hughes, 1998; Worth, 2003)
There is much evidence to suggest that IQ and other measures of an individual’s cognitive ability alone are not good predictors of job performance. Research indicates that the influence of IQ may account for 25% at best or as little as 4% of successful workplace performance, dependant on the specific employment situation (Cherniss, 2000).  Non-cognitive factors may be more important than the cognitive aspects traditionally addressed by the education system.  Importantly for those with any form of intellectual disability the lack of ability to carry out crucial social roles such as a worker, friend or neighbour rather than any academic difficulty may be the greatest handicap to obtaining and maintaining employment (Greenspan & Granfield, 1992). 
In response to this schools have traditionally developed “Social Skills” programs that involve the transfer of explicit knowledge and skills. Explict knowledge is relatively easy to articulate and can be communicated and shared in a straightforward way.  The associated skills are able to be copied and imitated and a formal teaching program can be developed often in a lock step or linear progression. However the very nature of its formal articulation usually limits the skills selected to a particular place and time.  Because of the high dependence on the contextual setting during training, the skills acquired may not be generalised by the learner, or they may quickly become obsolete and redundant (Daniel, Schwier, & McCalla, 2003).
On the other hand Social Awareness teaching aims to help learner gain tacit knowledge drawn from experience.  Because it includes privately held insights, feelings, culture and values, tacit knowledge is more difficult to articulate formally and communicate to learners.  It is the most powerful form of knowledge and is more likely to provide generalisation.  The associated skills learned can be used to continually modify and shape attitudes and behaviours resulting from ongoing social interactions.  The skills gained through a program which aims to develop tacit knowledge are less likely to become obsolete and redundant (Daniel et al., 2003; Dourish & Bellotti, 1992).  Even more powerful is the assertion that without social awareness, co-coordinated and cooperative work is almost impossible (Sohlenkemp, 1999).
The skills and insights associated with the development of tacit knowledge for the workplace are part of a larger interdisciplinary framework formally described as Workplace Social Capital (Daniel et al., 2003).  This crucial concept highlights the importance of networks of strong personal relationships that are developed over a period of time, providing the basis for trust, cooperation and collective action (Jacobs, 1965) attributes vital for workplace success (Sohlenkemp, 1999).
Because the concept of Social Capital has the traits of trust, reciprocity, cooperation, shared norms and shared understanding, associated with tacit knowledge it is difficult to articulate a clear simple definition and is extremely challenging to develop meaningful measurement scales.  The value and nature of Social Capital as a construct is to provide a general framework to examine the collaborative skills, attitudes and awareness needed to maintain a position in a community or workplace (Daniel et al., 2003).
In the workplace, this can translate into a common social resource that facilitates:

· information exchange,

· knowledge sharing, and 

· knowledge construction 
(Luke, 2003)
This is created through continuous interaction in a particular social context, building reciprocal trust and maintained through a shared understanding of the tasks required to achieve ultimate workplace outcome, such as the manufacturing of a suitable product, or the delivery of a quality service.
In order to achieve this outcome, three different types of relationship building need to be considered when developing programs to develop Workplace Social Capital:
· Bonding - establishing relationships with people who have similar roles. 

· Bridging - establishing relationships with people who are in different roles or situations. 

· Linking - establishing relationships with people in power. 

(Woolcock, 1998) 
Each type of relationship requires a new worker to gain explicit and tacit knowledge of the workplace environment and awareness of the different spoken and unspoken rules that govern the interaction of individuals within that workplace. 
For the most part schools have addressed these needs through the presentation of social skills programs. Unfortunately these programs have largely been ineffective for students with intellectual disabilities (Kavale & Mostert, 2004; Vaughn, Bos, & Schumm, 2007). 
The failure of many of these programs may be due to the traditional concentration on explicit social skills training (Daniel et al., 2003) rather than the development of tacit social awareness that is imperative for co-coordinated and cooperative work (Sohlenkemp, 1999).  Linked to this is the difficulty in assessing personal attributes and the complexity of reporting these skills to employers (Pardy, 2004).
For the most part schools have failed to understand the importance of these attributes in the workplace and have relied on family and community life to fill in the gaps (Dusseldorp Skills Forum, 2006). For those with an intellectual disability this is often unsuccessful, and many will continue to find the transition to work difficult (Kavale & Mostert, 2004).  
It is programs that develop the broader Workplace Social Capital that are more successful than the traditional social skills training. These are much more difficult to devise because they aim to build tactic rather than explicit knowledge and skills.

However there appears to be four distinct but related factors that contribute to the successful participation in the workforce:

· Knowledge

· Skills

· Attitude

· Awareness  

The traditional social skills training approach seeks to improve knowledge and skills. Unfortunately this may only provide an aptitude to carry out a job, the skills and knowledge providing a capacity to undertake the requirements.

If a suitable attitude is developed then the potential worker could be considered to have an ability to carry out the job, providing the confidence to tackle the requirements of the position.  
If this ability can be supplemented with an awareness of the requirements of the position then there will be achievement, as the new worker becomes competent in the position.

Knowledge +Skills = APTITUDE develops CAPACITY

Aptitude + Attitude = ABILITY provides CONFIDENCE

Ability + Awareness = ACHIEVEMENT through COMPETENCE
Education and training programs must look to ways of promoting the higher order or they will continue to develop curriculum that do not prepare the more than 40% of students who find the transition to work so difficult (Dusseldorp Skills Forum, 2006).
Further examples of my continuing interest in this area can be found at http://www.tsof.edu.au/decstv   select “ResearchEXPO” from the Menu bar, then the fourth speaker down. This allows access to the TSOF research report and a paper presented in England last year (Carey, 2005) which provided the basis for this article.
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