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QUT’s Centre for Inclusive Education (C4IE) produces research on matters that affect students
in school education with the aim of improving the educational experiences and outcomes of all,
particularly those experiencing marginalisation. One of C4IE’s objectives is to address knowledge
gaps and positively influence attitudes by disseminating research evidence, engaging in public
debate, and providing quality professional learning opportunities. C4IE makes this submission
in response to the National Children’s Commissioner project that investigates opportunities for
reform of youth justice and related systems across Australia.

Question 1: What factors contribute to children’s and young people’s involvement
in youth justice systems in Australia?

Aboriginal and Torres Strait Islander youth, young people in out-of-home care, those
experiencing socio-economic disadvantage, and young people with disability or mental health
challenges, face disproportionate representation in the youth justice system due to systemic
and social inequalities. Indigenous young people aged 10-17, for example, are 17 times more
likely to be under youth justice supervision compared to non-Indigenous youth. Additionally,
around 47% of young people under youth justice supervision have prior involvement with child
protection services (Australian Institute of Health and Welfare [AIHW], 2020). Young people
with mental health challenges also have a higher likelihood of involvement in the youth justice
system, with around 55% of them diagnosed with a mental health disorder (AIHW, 2020).
Common to all young people who enter youth justice are poor educational outcomes.

Poor educational outcomes, including negative experiences at school, are linked to
increased contact with the youth justice system (see New South Wales Department of
Education and Training [NSWDET], submission 43, p. 2). However, these are not simply a
product of children’s social backgrounds. Multiple factors within schools, such as curriculum
appropriateness, instructional pace and level, peer relationships, teacher-student interactions,
classroom climates, learning environments, and school culture, significantly impact on student
engagement, learning and behaviour (Graham, 2015). The use of exclusionary school discipline
(informal exclusions, partial enrolment, suspensions, expulsion, enrolment cancellation) when
dealing with challenging and maladaptive behaviours compounds the problem.

Recent research by C4IE researchers has identified increases in the use of exclusionary
school discipline in Australia and has, for the first time, investigated the overrepresentation of

Indigenous students, noting key anomalies that implicate the role of racial bias (Graham et al.,
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2023). Current research by the same team (Graham et al., in review) using data secured
through a Right to Information request has disaggregated suspension data across three priority
equity groups (Indigenous, disability, in care) and then split further into eight groups:
Indigenous only

In care only

Disability only

Indigenous and disability

Indigenous and in care

Disability and in care

In all three groups

e A A

In none of these groups.

Our analyses have highlighted disability as a ‘common denominator’ in that it increases
the risk of suspension more so than other factors. This is of critical importance because
different response options are needed by children and young people with disability and their
needs cannot be met through the responses that might be deployed when, for example,
students’ in-care or Indigenous status is prioritised. While culturally appropriate and trauma-
informed practice is critical for Indigenous students in out-of-home care, these will not be
sufficient if that child is also hearing impaired or has a cognitive disability. This, we fear, may
be a more common experience for children and young people with intersecting complexities,
particularly with respect to high-incidence disabilities like Attention Deficit Hyperactivity
Disorder (ADHD), which is poorly supported in schools, and Developmental Language Disorder
(DLD) which has been described as “hiding in plain sight” (Tancredi, 2018). Importantly, young
people with these disorders are significantly overrepresented in the youth justice system. It is
critical to stem the flow into youth justice because it is extremely difficult to alter trajectories by
this point in a young person’s life.

Exclusionary school discipline has significant negative consequences for students,
especially those who are already at-risk, and does not improve school or community safety
(Mallett, 2016; Skiba et al., 2014). Among these consequences is a much higher risk of
involvement with the justice system, due to lack of supervision and association with deviant
peers, while on suspension, along with poorer literacy outcomes (Hemphill et al., 2017). For
this reason, exclusionary school discipline has been described in a key contributor to the
“school-to-prison pipeline”. While the majority of research on this phenomenon has been

conducted in the United States, there is evidence of a similar pipeline in operation here (see
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Graham et al., 2020; Graham et al., 2023). Importantly, there are preventative actions that can
be taken within schools to stem the flow and the youth justice system must do more to

encourage and support this work.

Question 2: What needs to be changed so that youth justice and related systems
protect the rights and wellbeing of children and young people? What are the
barriers to change, and how can these be overcome?

Prior to the release of the Productivity Commission’s Review of the National School
Reform Agreement Study Report (2023), researchers from QUT’s Centre for Inclusive Education
(C41E) made a submission in response to the 2022 Productivity Commission’s Interim Report
on the Review of the National School Reform Agreement. The C4IE report underscores that
protecting the rights and wellbeing of children and young people starts with youth justice and
education systems working together to proactively support students’ school engagement, and
mental health and wellbeing.

The National School Reform Agreement Study Report Section 5 on Student Wellbeing
highlights the importance of positive student wellbeing as a desired outcome of education
(Australian Government Productivity Commission, 2023). It recognises that student wellbeing
serves as a pathway to enhance learning outcomes. The report advocates for evidence-based
programs and approaches that are designed to promote student wellbeing, while further
acknowledging the inclusion of student wellbeing as a defined outcome of the agreement. This
provision aligns with the C4IE submission which earlier urged governments to prioritise the
development of social-emotional competencies for all children, on par with literary and
numeracy outcomes. The submission emphasised the need for national targets and called for
social-emotional competencies to be given equal importance.

Another aspect noted in the National School Reform Agreement Study Report was the
need for wellbeing improvements to focus on school practices and leadership, not just one-off
wellbeing programs. The Report outlined the complex nature of a whole-school approach, but
noted C41E Recommendation 2.1(b)—that schools adopt Multi-Tiered Systems of Support
(MTSS) “that encompass universal prevention for all students, targeted interventions to
improve the social, emotional, and behavioural skills of at-risk students who need additional
support, and individualised intensive supports for students experiencing ongoing mental health
and learning difficulties” (National School Reform Agreement Study Report, 2023, p. 158).

Barriers to change are noted in the C4IE National Reform Agreement Report submission. Of
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note, where departments work as silos, there is limited tracking of students and recognition of
the multitude of cracks that vulnerable students fall through. For example, many students who
receive out of school suspensions are also known to child protection services and have poor
academic attainment (see C4IE Submission, p. 2). Other barriers to change include public
attitudes and understanding. These too could be ameliorated through greater investment in

multi-disciplinary research that includes public education intervention.

Question 3: Can you identify reforms that show evidence of positive outcomes,
including reductions in children’s and young people’s involvement in youth justice
and child protection systems, either in Australia or internationally?

International studies conducted in the United Kingdom and Italy have shown that
increased educational attainment, linked with an increase in the school-leaving age, can
effectively reduce youth crime (Brilli & Tonello, 2015; Machin et al., 2010). The New Zealand
Children’s Commissioner (2021), where a reduction in youth offending has been achieved,
emphasises the importance of a multidisciplinary, community-based solution focused on
keeping young people engaged in school. Educational reforms that identify the need to sever
the school to prison pipeline have been adopted in some US states. For example, Chicago
Public Schools (CPS) have implemented significant reform to their school discipline policy,
including the Whole School Comprehensive Safety Plan, which aims to approach school safety
through a trauma-informed approach that is holistic and proactive. CPS has successfully
reduced the use of exclusionary school discipline, while at the same time improving school
safety and student achievement (Graham et al., 2023). The evidence shows that schools that
apply protective approaches and minimise punitive discipline practices have the potential to
improve student outcomes and decrease their engagement with the youth justice system.
Systemic approaches aimed at enhancing student outcomes and mitigating risk factors include
the implementation of school-wide social and emotional learning (SEL) as one dimension of a
comprehensive Multi-Tiered Systems of Support (MTSS) framework that works across all three
developmental domains: academics, social-emotional, and behavioural.

MTSS is a framework designed to improve students’ academic achievement, social-
emotional competence, and behavioural interactions. The MTSS approach combines universal
provision of high-quality accessible pedagogies with reasonable adjustments and targeted
support where needed (Graham et al., 2020). One approach to improving student outcomes

across social, emotional, and cognitive domains is through the implementation of school-based
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Social and Emotional Learning (SEL). SEL fosters essential skills in young people, such as self-
awareness, self-management, social awareness, relationship skills, and responsible decision
making (Collaborative for Academic, Social, and Emotional Learning [CASEL], 2023). Youth
justice researchers and practitioners recognise the potential for SEL to support youth dealing
with mental health concerns, trauma exposure, and difficulties with emotional regulation
(Durlak, 2017; Humphrey, 2013). However, it is critical that SEL is implemented in the early
years of school to provide children with the opportunity to learn and consolidate these skills
before adolescence.

Extensive research consistently demonstrates the positive impact of SEL on students'
social-emotional competencies, wellbeing, and academic performance, as well as its role as a
protective measure by reducing mental health issues and behavioural challenges (Durlak et al.,
2011; Sklad et al., 2012; Taylor et al., 2017; Wiglesworth et al., 2016). Furthermore, economic
analysis demonstrates that investing in SEL yields significant long-term benefits, including
reduced juvenile crime rates, higher lifetime earnings, and improved physical and mental
health (Belfield et al., 2015). As noted by Dr. Samuel, President and CEO of the Collaborative
for Academic and Social, and Emotional Learning (CASEL) in the United States:

SEL [encourages] students to learn problem-solving and self-regulation skills [and] also

helps them get along with others and develop higher quality relationships with peers

and educators. One of the things that is consistent [about students who have
committed violence] is that they didn’t have strong supportive relationships, not even

with one adult in the school building (Cornwall, 2022).

SEL is effective in its capacity to promote positive peer and student-teacher
relationships within schools and classrooms. Through SEL, students learn important skills to
understand and regulate their emotions, communicate effectively, and show empathy towards
others. These skKills enable them to better manage conflicts, resolve disagreements, and make
responsible decisions in their interactions with others (Durlak, 2017). Additionally, SEL helps
students to develop empathy, compassion, and respect for others, enabling them to build
higher quality relationships. As mentioned above, students who engage in acts of violence
often lack strong, supportive relationships, including with adults in the school environment. SEL
plays a critical role in addressing this gap by promoting the development of positive and
supportive relationships that contribute to safe and nurturing school communities (Cornwall,
2022). Durlak (2017) highlights that when students feel a sense of belonging at school, they

experience better short- and long-term outcomes, both within and beyond the classroom.
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The US has taken the lead in SEL reform worldwide through the pioneering efforts of the
Collaborative for Academic, Social, and Emotional Learning (CASEL). Implicit and explicit
instruction is utilised to deliver evidence-based SEL through integrating SEL into curriculum
learning and evidence-based programs (CASEL, 2023). CASEL's national framework
establishes key components, goals, and benchmarks for systemic SEL implementation in
schools. Of importance, SEL brings together educators, support staff, parents, community
members, and policymakers, fostering open communication, shared goals, and a collective
responsibility for young peoples' mental health and wellbeing. This collaborative approach
creates an ecological system that enhances support for students and cultivates a nurturing
environment to meet their diverse needs and challenges.

SEL is acknowledged in the Personal and Social Capability strand of the Australian
Curriculum but because these skills are not assessed, and because literacy and numeracy is
assessed using high-stakes standardised measures, there is far less emphasis on SEL in
Australian schools than is necessary for positive development (Laurens et al., 2022).
Considerable gains could be made by ensuring that these critical skills are taught in Australian

schools using effective practices and evidence-based programs.

Question 4: From your perspective, are there benefits in taking a national
approach to youth justice and child wellbeing reform in Australia? If so, what are
the next steps?

There are several benefits in taking a national approach to youth justice and child wellbeing
reform in Australia. These benefits include consistency and equity, collaboration and sharing of
best practice, improved accountability and monitoring, and enhanced advocacy and public
awareness. Firstly, a national approach ensures consistency in policies and practices across
states and territories, eliminating barriers and promoting equity. Consistency can enhance
equal access to resources and supports for children and young people, regardless of societal
and environmental factors. A national approach can also facilitate collaboration between
communities and working groups within and across state boarders. Collaboration enables the
sharing of best practice, research, and data, leading to evidence-based decision-making and
the development of effective strategies to improve youth justice and wellbeing outcomes.

A national approach can also enhance accountability and monitoring by establishing
consistent performance indicators, reporting frameworks, and evaluation standards. These

measures enable rigorous monitoring and evaluation of reform efforts, facilitating evidence-



QUT Centre for

Inclusive
Education

based improvements. Lastly, an integral aspect of a national approach involves advocacy
efforts and public awareness. This creates a unified platform for advocacy organisations,
community groups, and other stakeholders to collaborate and share their voices to drive reform
efforts. Amplifying the voices of relevant and affected individuals and communities makes it is
possible to generate support for systemic change. This includes reducing stereotyping,
challenging biases, and advocating for policies and practices that prioritise equity and fairness.
In moving towards a national approach to youth justice and child wellbeing reform in
Australia, the next steps involve the introduction of a comprehensive national policy framework
with a focus on prevention at the school-level. Through directing efforts towards prevention
(and protective) strategies within schools, we can proactively address the root causes that
contribute to youth involvement in the justice system. To do this, it is necessary to actively
engage with children and young people to identify and address areas where their social,
emotional, and cognitive skills may be lagging or where they encounter unresolved problems or
challenges that impede their ability to meet adult expectations (Greene, 2008). Improved
outcomes start with implementing collaborative and proactive solutions that support and

develop the social, emotional, and cognitive competencies of children and young people.



QUT Centre for

Inclusive
Education

References

Australian Government Productivity Commission. (2023). National School Reform Agreement Study
Report. https://www.pc.gov.au/inquiries/completed/school-agreement/report

Australian Institute of Health and Welfare. (2020). Youth justice in Australia 2019-2020. Australian
Government. https://www.aihw.gov.au/reports/youth-justice/youth-justice-in-australia-2019-
20/contents/summary

Belfield, C., Bowden, A. B., Klapp, A., Levin, H., Shand, R., & Zander, S. (2015). The Economic Value of
Social and Emotional Learning. Journal of Benefit-Cost Analysis, 6(3), 508-544.
https://doi.org/10.1017/bca.2015.55

Brilli, Y., & Tonello, M. (2015). Rethinking the crime reducing effect of education? Mechanisms and
evidence from regional divides. IDEAS Working Paper Series from RePEc.

Collaborative for Academic, Social and Emotional Learning. (2023). Fundamentals of SEL.
https://casel.org/fundamentals-of-sel/

Cornwall, G. (2022). Social-emotional learning can help prevent school violence-here’s why. Parents.
https://www.parents.com/kids/safety/school/social-emotional-learning-can-help-prevent-
school-violence-heres-
why/#:~:text=SEL%2C%20when%20taught%20in%20schools%20and%20practiced%20at,%22
These%20strategies%20really%20change%20the%20atmosphere%2C%22%20she%20says.

Durlak, J. A. H. (2017). Handbook of Social and Emotional Learning Research and Practice. The
Guilford Press.

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B. (2011). The impact of
enhancing students’ social and emotional learning: A meta-analysis of school-based universal
interventions. Child Development, 82(1), 405-432. https://doi.org/10.1111/j.1467-
8624.2010.01564 .x

Graham, L. J. (2015). The hit and miss of dealing with disruptive behaviour in schools. EduResearch
Matters. https://www.aare.edu.au/blog/?p=1085

Graham, L. J., Killingly, C., Alexander, M. & Wiggans, S. (In review). Suspensions in QLD state schools,
2016-2020: Over-representation, intersectionality, and disproportionate risk. The Australian
Educational Researcher.

Graham, L. J., Killingly, C., Laurens, K. R., & Sweller, N. (2023). Overrepresentation of Indigenous
students in school suspension, exclusion, and enrolment cancellation in Queensland: is there a
case for systemic inclusive school reform? Australian Educational Researcher, 50(2), 167-201.
https://doi.org/10.1007/s13384-021-00504-1

Graham, L., McCarthy, T., Killingly, C., Tancredi, H., & Poed, S. (2020). Inquiry into suspension, exclusion

and expulsion processes in South Australian Government schools.



QUT Centre for

Inclusive
Education

https://www.education.sa.gov.au/docs/support-and-inclusion/engagement-and-
wellbeing/student-absences/report-of-an-independent-inquiry-into-suspensions-exclusions-and-
expulsions-in-south-australian-government-schools.pdf

Greene, R. W. (2008). Lost at school: Why our kids with behavioural challenges are falling through the
cracks and how we can help them. Scribner.

Hemphill, S. A., Broderick, D. J., & Heerde, J. A. (2017). Positive associations between school suspension
and student problem behaviour: Recent Australian findings. Trends and issues in crime and criminal
justice, (531), 1-13.

Humphrey, N. (2013). Social and emotional learning: A critical appraisal. SAGE.

Laurens, K. R., Graham, L. J., Dix, K. L., Harris, F., Tzoumakis, S., Williams, K. E., Schofield, J. M.,
Prendergast, T., Waddy, N., Taiwo, M., Carr, V. J., & Green, M. J. (2022). School-Based Mental
Health Promotion and Early Intervention Programs in New South Wales, Australia : Mapping
Practice to Policy and Evidence. School Mental Health, 14(December 2021), 582-597.
https://doi.org/10.1007/s12310-021-09482-2

Machin, S., Marie, 0., & Vuji¢, S. (2010). The crime reducing effect of education. CEP Discussion Paper
No. 979. Centre for Economic Performance, London School of Economics and Political Science.
https://cep.lse.ac.uk/pubs/download/dp0979.pdf

Mallett, C. A. (2016). The School-to-Prison Pipeline: A Critical Review of the Punitive Paradigm
Shift. Child & Adolescent Social Work Journal, 33(1), 15-24. https://doi.org/10.1007/s10560-
015-0397-1

New South Wales Department of Education and Training. Chapter 2 Indigenous youth and the crime
justice system: an overview.
https://www.aph.gov.au/Parliamentary_Business/Committees/Committees_Exposed/atsia/sen
tencing/report/chapter2#_ftn30 ]

New Zealand Children’s Commissioner (2021). Annual Report 2020-2021.
https://www.occ.org.nz/documents/441/0CC-Annual-Report-2021.pdf

Skiba, R. J., Chung, C.-G., Trachok, M., Baker, T. L., Sheya, A., & Hughes, R. L. (2014). Parsing
Disciplinary Disproportionality: Contributions of Infraction, Student, and School
Characteristics to Out-of-School Suspension and Expulsion. American Educational Research
Journal, 51(4), 640-670. https://doi.org/10.3102/0002831214541670

Sklad, M., Diekstra, R., De Ritter, M., & Ben, J. (2012). Effectiveness of school-based universal social,
emotional, and behavioural programs: Do they enhance students’ development in the area of
skill, behaviour, and adjustment? Psychology in the Schools, 49(9), 892-909.
https://doi.org/10.1002/pits.21641

Tancredi, H. (2018) Adjusting language barriers in secondary classrooms through professional

collaboration based on student consultation. Master of Philosophy thesis, Queensland



QUT Centre for

Inclusive

Education

University of Technology. 10.5204/thesis.eprints.122876
Taylor, R. D., Oberle, E., Durlak, J. A., & Weissberg, R. P. (2017). Promoting positive youth development
through school-based social and emotional learning interventions: A meta-analysis of follow-up
effects. Child Development, 88(4), 1156-1171. https://doi.org/10.1111/cdev.12864
Wigelsworth, M., Lendrum, A., Oldfield, J., Scott, A., ten Bokkel, |., Tate, K., & Emery, C. (2016). The
impact of trial stage, developer involvement and international transferability on universal social
and emotional learning programme outcomes: a meta-analysis. Cambridge Journal of

Education, 46(3), 347-376. https://doi.org/10.1080/0305764X.2016.1195791

Members of The Centre for Inclusive Education (C4IE) at Queensland University of Technology (QUT) conduct
high-quality research across three interlocking programs: (i) Curriculum and Learning, (ii), Inclusion and
Exclusion, (iii) Health and Wellbeing. For more information about C4IE, its members and research outputs,
please contact Lara Maia-Pike, C4IE Coordinator lara.maiapike@qut.edu.au or visit
www.research.qut.edu.au/cdie/

Submission prepared by Ms Melissa Close, Ms Lara Maia-Pike, Ms Haley Tancredi and Professor Linda Graham.



