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School Exclusions: The Graham Report

Associate Professor Anna Sullivan



Inquiry into Suspension, Exclusion and Expulsion 
Processes in South Australian Government Schools

Tasked by the Minister for Education to investigate how exclusionary 
‘measures are being used and whether they affect some student 
groups more than others.’

‘Found that :
• SA government schools are, for the most part, safe and orderly. 
• The vast majority of students each year are not sent home, 

suspended or excluded. 
• Of the 177,246 students enrolled in 2019, 

• only 3.3% of students were sent home, 
• 5.8% were suspended, and 
• 0.5% were excluded.’

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


School Exclusions by Year Level

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Exclusionary Practices by School 
Phase

Primary

Secondary

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


School Exclusions – Flexible Learning Option

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


In 2019, 278 students suspended for more than 15 days
• 80% Receiving adjustments for reasons of disability
• 20% Indigenous
• 9%   Students in care
• 67% Disadvantaged schools (Cat 1-3)

• Received 1,969 suspensions between them, an average of 7 per student
• Total number of suspensions ranged from 4 to 14, with an average of 2.8 days 

in length
• Equates to a period of 3-4 weeks of missed schooling
• Two thirds of all suspensions were given for minor physical acts or rules 

violations

The extent of the exclusionary problem: Case Study 1

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


In 2019, 92 Students who received more than one exclusion
• 74% Receiving adjustments for reasons of disability

• 21% Indigenous

• 52% Disadvantaged schools (Cat 1-3)

• Accounted for 0.05% of total enrolments but received 19.8% of all exclusions

• Received 194 exclusions between them, an average of 2 per student

• Also received an average of 2 take homes and 3.7 suspensions in same year

• Equates to 72.9 days of missed schooling, a third of the school year

• Three quarters of all exclusions were given for rules violations and written 
and verbal threats

The extent of the exclusionary problem: Case Study 2

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


The extent of the exclusionary 
problem: Over-representation

% Enrolments % Take Homes % Suspensions % Exclusions

Boys 51.5% 82% 79% 78%

Disability 22.4% 69.3% 43% 67%

Indigenous 6.6% 21% 17.6% 20.3%

In Care 1.3% 6.8% 5% 7.9%

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Questions

• What system improvements could enable schools and preschools to 
be more inclusive and supportive of students?

• How might current inclusion research shape public education in the 
future?

• Are there any risks associated with any of the recommendations of 
the Professor Graham’s report?

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Leads to:

• Who can do what?

• Can system wide approaches work?

• How can our understandings about inclusion guide us?

Cautions:

• Types of unproductive student behaviours

• Influences on student behaviour

• Importance of context

• Deeper understanding of what is going on

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Types of behaviours

“Unproductive behaviours” - kinds of student classroom behaviours 
that impede a student’s academic progress (Angus et al, 2009) 

Terminology

Naughty Defiant Unproductive Disruptive

Difficult Inappropriate Disengaged Aggressive

Misbehaviour Unacceptable Uncooperative Antisocial

Source: Sullivan

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Take Homes

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Suspensions

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Exclusions

Source: Graham Report (2020)

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Influences on Student Behaviour in Schools

Context 
matters

Source: Sullivan et al (2014)





Philosophy for enacting humane behaviour policies

Source: Sullivan et al (2014)



Philosophy for enacting humane 

behaviour policies

• Reject deficit views of students and their families

“We changed the conversation 
from the deficit view of the child 

and their family, and the 
community, all that blame factor, 
and the EAL, and the northern 

suburbs”

(Primary principal)

“Every child is worthwhile there is no 
such thing as a bad child; 

unfortunately sometimes they’ll just 
do a wrong action.”

(Secondary teacher)

Source: Sullivan et al (2014)



Philosophy for enacting humane 

behaviour policies cont.

• Promote a school culture with guiding principles based on core 

values

“we don’t often get those 
extreme behaviours 

because of the work that 
we’ve done in developing 

this school culture”

(Primary teacher)

“the school values define 
our school as opposed to 
behaviour management”

(Secondary principal)

“One of the most important 
parts of my job is culture 

development “ 

(Secondary principal)

Source: Sullivan et al (2014)



Philosophy for enacting humane 

behaviour policies cont.

• Demonstrate a strong and genuine ethic of care 

for students and their families

“Underlying all of that is generally 
an educator’s strong sense of 

philosophy around children, and a 
strong sense of belief of our 

children’s rights as learners in the 
education system to have the 

best outcome both socially and 
emotionally and cognitively. ”

(Primary principal)  

Source: Sullivan et al (2014)



Enacting Humane Behaviour Policies and Practices

Source: Sullivan et al (2014)



Focus on engaging pedagogies rather 

than managing behaviours

“We used to have a time out room that was the duty 
from hell. You’d have 30 naughty boys all facing the 
wall, al laughing and jeering and doing all sorts of 

things. We don’t have a time out room haven’t needed 
one for a long time now…what I hated was having so 

many naughty kids in the room that you couldn’t speak 
to all of them and try and sort through what had 

happened. We still kept on with the time out room for a 
while but there became less and less children in there. 

And as teachers became more aware of restorative 
practice they said, ‘Well there's no point to having that 
room’. So we went away from that and we just had the 

sorting out duty.” (Primary teacher)

Source: Sullivan et al (2014)



Focus on engaging pedagogies rather 

than managing behaviours

“The other things that 
helps behaviour here is 
that we try and meet the 

children’s learning needs” 
(Principal)

“Sometimes children can be off 
task because they don’t actually 
know what they’re doing. So if 
you can pinpoint where they 
need to work on so that they 
feel successful and they can 

actually work, then there is no 
need – that they’re engaged –
that they’re not disengaged. 

(Teacher)

Source: Sullivan et al (2014)



Focus on engaging pedagogies rather 

than managing behaviours

“We didn’t set out 
on this aim of 

improving 
behaviour, we 

aimed to do it to 
improve 

education for the 
kids and as a 

result of what we 
have done, we’ve 

seen the 
behaviour 
improve 

markedly.”

‘[I was away], I got 
back and the staff 
said, “Oh yeah by 

the way, we’ve 
closed the time out 

room”. … The 
teachers voting to 
close the time out 
room when it was 

such a crutch 
before, there’s no 
way known that 

would have 
happened twelve 

months ago.” Blue 
Cliff HS (Principal) 

“The simple data 
around behaviour 
management is 
there’s been a 

97% reduction in 
kids being sent 
out of class. We 
were having a 
dozen a day. 
Last year, the 
entire year, in 

Year 8, 9 and 10 
… we had 12 

students for the 
entire year sent 

out of class.”

“All that low level 
stuff, get back in 
your seat, can 
you be quiet … 

doesn’t exist here 
anymore because 

the kids will be 
doing what they 
want to be doing 

at that time, so (a) 
they’re more 

engaged but (b) 
they’re not 

confined to a time 
and a space.”



Enact preventative and respectful 

behaviour policies

Strategy Tactics

Building and 

maintaining 

relationships 

with students is 

central to 

preventing 

behaviour issues

• Focus on building relationships with students early 

in the year.

• Follow-up with students the day after if there has 

been an issue with behaviour to maintain 

relationship.

• Utilise behaviour management approaches that 

engage the student (i.e. restorative practices and 

respectful, empowering approaches that focus on 

restoring the relationship) rather than punitive 

approaches.

Source: Sullivan et al (2014)



Adopt a range of problem solving and 

conflict resolution strategies

“That’s the benefits of 
the restorative approach 

and teachers talking 
through everything with 

their children”  

(Primary principal)

“If there's a 
problem we 

will sort 
through it” 

(Primary 
principal)

“Depending on the age 
of the children our first 
step is to sit as a group 
and work through what 

the issues are” 

(Primary teacher)

“We look at why a child is 
misbehaving. Is there a reason? Is 
the work too easy? Is the work too 

hard? What are the problems at 
home? What is happening?” 

(Primary teacher)

“Lots of talk…Sometimes I feel like 
that’s all I’m doing, but if the issues 

aren’t resolved then it doesn’t matter 
what I’m doing for the rest of the day, 
their students’ head is still back there 

and they’re hurting or they’re angry, and 
the issues need to be resolved”

(Primary teacher)



Influences on Student Behaviour in Schools

Source: Sullivan et al (2014)



Internationally

‘Portugal, Finland and Italy, a system of exclusion doesn’t exist. All young people are 
educated in mainstream, state-run secondary schools.

In Portugal, the nation has moved to an inclusive model called ‘each and every 
child’. Their national legislation asks schools to recognise the ‘added-value of 
student diversity’ and find ‘ways to deal with difference’.

Teaching and learning processes are adapted to suit the students’ individual 
characteristics, mobilising resources so that all students can learn and participate in 
school life. 

As a result of this policy, 99% of Portuguese children are educated in mainstream 
schools. 

Schools often have five or more special education teachers, who access 360 hours 
of training on top of standard teacher training.’ (Bagley, 2021)

Source: https://bylinetimes.com/2021/02/17/alternative-education-provision-an-exclusive-english-myth/

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Internationally

‘In Italy, the Government passed a law in 1977 that closed all special 
schools. 

Subsequent amendments have further strengthened the inclusive 
nature of the education system. 

There are no segregated educational facilities and the possibility of 
exclusion from school as a corrective sanction has disappeared from 
the statute book.

While practice varies from place to place, research demonstrates that 
the principle of inclusion is widely accepted.’ (Bagley, 2021)

Source: https://bylinetimes.com/2021/02/17/alternative-education-provision-an-exclusive-english-myth/

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Recommendations

The Graham report makes 28 recommendations, which include:

• Actions for the SA Government
• Amend the Education Act re ongoing education for students, grounds for & length of exclusionary practices; abolish 

exclusions
• Establish an independent body eg Ombudsman
• Commission research

• Actions for the SA Department for Education
• Notification and communication of exclusionary practices
• Consultation with students
• Multi-Tiered Systems of Support framework
• New positions – monitor exclusions, specialists support, aboriginal staff
• Provide an education program to students
• Provide behaviour support policies & procedures
• Teach pro-social skills and use trauma-informed practice
• Promote & protect the students’ rights
• Schools to provide alternative responses 
• Provide training
• Decommission Flexible Learning Options & Alternative Learning Programs

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/


Complex issue

• Schools and classrooms are complex and demanding contexts which 
require sophisticated and sensitive leadership.

• Managing groups of students who have individual needs and desires is 
challenging.

• It’s important not to diminish the complexity of this challenging work, but 
rather challenge the ways we “do behaviour work” in schools and offer 
alternatives.

• Placing the rights of all children in the foreground to help us reconsider and 
answer back to the dominant views and practices related to behaviour in 
schools.

• All levels of influence on student behaviour are important.

https://www.unisa.edu.au/research/research-in-educational-and-social-inclusion/




The FLO and 
School Policy 
Learning 
Challenge

Tracing FLO through three reports 
(and some research)

Bills and Howard March 29, 2021



Some context re 
a Changing SA 
Education 
Ecosystem

DfE FLO has served 50,000 students at a cost of 500 million over 15 years…about 
$10,000 FTE per student

• Since 2013 Gonski 2.0 and changes to the Education Act in 2015, offering Special 
Assistance Funding for Special Assistance Schools (SAS), SA has seen five SAS 
enter the FLO entity realm.

• The education ecosystem re support for student disadvantage, student mental 
health and mainstream schooling disenfranchisement is changing. SAS schools 
access between $25000 to $35000 federal public funding per student.

• Therefore, all FLOs (DfE or Non-Government) are public in terms of government 
funding and largely serving similar student cohorts.



DfE FLO is seen as a 
positive by students 

engaged in the program 



The most optimistic stories told were 
about a very small number of 
children and young people who were 
accessing Flexible Learning Options 
(FLO). These multi-disciplinary 
environments, which incorporate a 
case management support focus on 
the context and learning needs of 
each child were working. Many 
young people who had struggled to 
fit into a mainstream school 
described positive learning outcomes 
through FLO programs. 

The Blame Game, 2020, p.39



One respondent was particularly 
descriptive and complimentary towards 
the FLO program structure, stating,

“The part of the school that I attend, 
FLO, has individualised counselling for 
each student and it was open at any 
time. Teachers were available to 
educate students from home, and it was 
convenient from home. I have a 
learning disability and they were 
accommodating for my learning 
disability ... they helped me get out of 
the loop that my disability put me in 
and how to react to everything around 
me. The teachers were open and 
comforting, and supportive.”

Learning and Earning Research Project, 
2020,  p.119



Research into “what works” 
backs up the design of 
effective FLO programs



Pedagogical 
re-engagement     
fundamentals

…we can identify at least four pedagogical conditions that are likely to 
re-engage young people in learning, among them:

(a) Schools are small enough for each student to be known well;

(b) Students’ passions and interests are embedded in the curriculum;

(c) Students have control and ownership over their learning; and

(d) Student experience, culture and knowledge are valued and 
respected.

Down, B., & Choules, K. (2017). Towards a pedagogy of 
personalisation: what can we learn from students?. Curriculum 
perspectives, 37(2), 135-145.



Good practice in 
Learning Alternatives

(a) Size does matter – these alternatives are small units; 

(b) Caring and challenging relationships are extremely 
important;

(c) Holistic approaches must be adopted in which we pay 
attention to educating the ‘whole student’; 

(d) Hands-on and applied learning is crucial; 

(e) Listening to young people is vital; 

(f) Hope and future pathways must be built in; 

(g) Links to community services, both in terms of the ‘authentic 
tasks’ and also to enable continuity of holistic care; 

(h) Approaches must make direct and overt connections with 
students’ culture and context.

Holdsworth, Roger. "Good practice in learning 
alternatives." Learning Choices Expo, Sydney 23 (2004).



Back to two of the three Reports

Some FLO programs are not engaging 
students who need it most in a 
supportive timely education that leads to 
accreditation and pathways, leaving them 
vulnerable…



“FLO students (in DfE) were less 
likely than other students to be 
undertaking or have completed the 
four mandatory SACE subjects, to be 
planning to stay at school until the 
end of the year, or to be planning to 
complete SACE this year. 
Among leavers, former FLO students 
were more likely than other students 
to not be in employment, education 
or training, were less happy with 
what they had achieved since leaving 
school, and were less likely to 
strongly agree that they had 
successfully made the transition 
from school”. 
Learning and Earning Research 
Project, 2020, p.120 



…of the 735 Year 10 students 
enrolled in FLO in 2017, only one in 
ten returned to government schools 
in Year 11, while three quarters 
remained in FLO and the other 13.2% 
were no longer actively enrolled. In 
Year 12, only 6.8% of the 734 
students were in government 
schools, 47.3% were still in FLO, and 
45.9% were no longer actively 
enrolled. Further, of the 734 
students, only 25 (3.4%) undertook 
the SACE. 

Inquiry into Suspension Exclusion 
and Expulsion processes in South 
Australian Government Schools, 
2020, p.393



Further, we identified patterns in the 
incidence of suspension and 
exclusion over time that strongly 
suggest students in FLO are not 
actually “in FLO”; as in, they do not 
attend frequently enough to be 
suspended or excluded, although 
these patterns were correlational 
and further investigation was not 
possible due to lack of attendance 
data. 

Inquiry into Suspension Exclusion 
and Expulsion Processes in South 
Australian Government Schools, 
2020, p.324



Ensuring all students are able to be engaged 
in meaningful educational choices that offer 
the support, skills and knowledge to be able 
to make a successful transition from school is 
easier said than done.



Wicked Problems
“Wicked problems can be seen as a positive because 
they can represent an opportunity for positive 
change and for organisational innovation…FLO 
policy settings must be attuned to changing 
educational, social, health and economic 
fundamentals to account for the unforeseen and 
multifarious forces that have compromised the 
policy intent. This will involve careful attention to 
key policy indicators to measure program 
intervention success, the most important of which 
are 

(1) school completion rates, 

(2) wellbeing enhancement and 

(3) data on longitudinal post-school pathways for all 
students”.

Bills, Armstrong and Howard (2020) Scaled-up 
‘safety-net’ schooling and the ‘wicked problem’ of 
educational exclusion in South Australia: problem or 
solution?



The FLO and 
School Policy 
Learning 
Challenge

What can mainstream schooling learn from FLO (DfE and 
SAS)?

What can teachers learn from NGOs in the realm of 
trauma-informed pedagogy, case management and 
relational attunement?

Have we forgotten to take a breath and think about what 
can be learned across the system from 15 years of FLO 
about mainstream school inclusion?

How can we best capture this learning?

How can we put this captured learning into practice?



Possible ways ahead in research and practice

Best practice FLO case studies are undertaken

FLO policy learning for greater mainstream school inclusion is pursued

NGOs wrapped around mainstream secondary schools (particularly the most 
disadvantaged)

Cross sector agreements reached on working together to address youth 
mental health and disadvantage

Continue meeting and discussing- “we are all in this together” Ben Lee



Productive Tension:

The ideal tension that allows us to advance our 
“mission-critical” activities.



Mission
Critical

1. “Thrive” 
is a learner 
entitlement



Mission
Critical

2. The 
“publicness” 
of public 
education

“Social inequalities arise in education 
because the demands made by the 
curriculum outstrip the cultural 
resources of the schools their children 
attend… 

The aim of the public high school is to 
provide every child with opportunity to 
acquire the higher forms of knowledge 
on which our economic and social 
organization is based.” 

Professor Richard Teese, For the Common Weal, 2014



Mission
Critical

3.  Getting the 
Challenge and 
Support Balance  
Right

Leaders

Teachers

Learners

Learner

What are the 
conditions I need 
in order to thrive?

As an individual 
learner?

As a learner in a 
classroom 
where there are 
multiple and 
diverse needs 
and abilities? 

As a teacher of a 
class of X 
students with 
multiple and 
diverse needs?

As a school leader of X staff 
and Y students, all of whom 
have diverse needs and 
abilities?

“Never forget how hard this is…”



So, is this a Productive 
Tension?

Only if we get some changes to system settings that 
allow us to advance our “mission-critical” activities.



Young People, Mental Health & Wellbeing:

the relationship between schools and community



The Context

• Increasing levels of diversity and complexity 

of needs and behaviours. 

• The impact of trauma & poor mental health

• COVID – uncertainty and anxiety

• Poverty and social exclusion - school

disengagement perpetuates disadvantage

• School and education are key protective 

factors

16%

34%

25%

20%

Young Australians 

living in poverty

Young Australians 

with a mental health 

disorder

Young Australians 

who do not complete 

Year 12 

Young Australians  

reporting high 

psychological 

distress



“student engagement, 

learning & behaviour 

are inextricably linked”



Attributes of Mentally Healthy Learning Communities 

● Multiple levels of mental health promotion and prevention

● Staff are equipped with skills and knowledge to support young 

people

● Social and emotional competence is fostered

● The learning community is safe and supportive for all

● Whole of community approach

● The community is connected internally and externally

Hoare E. Mentally Healthy Communities in Early Learning and School Settings: an Evidence Check 
rapid review brokered by the Sax Institute (www.saxinstitute.org.au) for Be You, 2019



Staff have Skills & Knowledge To Support  Young People

• Staff have access to learning 

around mental health and 

wellbeing knowledge and skills

• Support from leadership to embed 

learning into professional practice

• Consistent and aligned approach
R F

Relationships focussed 
& trauma informed Flexible & adaptable

Explicit & implicit 
teaching

Balancing flexibility 
with fidelity (rigour)

po i n t s o f  d i f f er en c e 



Multiple levels of mental health promotion and prevention

W e sh ifted  from  a  prescriptive , ‘one size  fits  a ll’ ap proach  (that d idn ’t 

w ork), to  supportin g  our partners to  adapt the  sk ills to  the ir un iqu e 

a gency co ntext and  the  needs o f young  p eo p le . R esilient Futures can  

n ow  be de livered  through a  variety o f sm all and  larger group, 

a ccred ited  and  non-accred ited  p rogram s in  education a l, residentia l, 

therapeu tic  and  youth  justice  setting s

• Promote, Prevent, Recover

• All children and young people receive 

opportunities to develop skills that strengthen 

promote wellbeing & positive mental health.

• Identifying students at risk

• The culture of the school normalises mental 

health activities, reduces stigma for students 

who are struggling & facilitates support and 

treatment 



Multi-tiered System of Support

Tier 2 
Targets students who 
continue to experience 
difficulties, and for 
whom data indicates 
that more support is 
required

Tier 1 
All students are engaged in instruction, taught evidence based academic,

social/emotional and behaviour skills, teachers model appropriate behaviour and students are
given practice and feedback on their progress 

Tier 2
Targets students who continue to experience 

difficulties, and for whom data indicates that more 
support is required

Tier 3 
Intensive interventions 
are provided to a few 

students



Social and emotional competence is fostered

● Explicit and implicit teaching of with 

individual-level social, emotional and 

other psychological competencies

● Increases resilience

● Increases the likelihood of positive 

peer, school and family relationships 

and support networks

ex pl i c i t  & i mpl i c i t  

t eac h i n g

Resilient Futures is delivered using explicit and implicit 

teaching strategies.  Young peop le increase their 

awareness of the skills th rough exp licit  teach ing  , but  the 

rea l learn ing  com es through the one-on-one im plicit  

learn ing  and support  tha t  com e through coach ing  

m entoring   and cased m anagem ent  sessions w ith  t rusted 

teachers and youth  workers



The Community is safe and supportive for all

● All members of the community 

experience are safe, secure and 

respected

● Diversity is valued

● Commitment to inclusion – especially 

for marginalised groups



Whole of Community Approach

● All members within the learning 

community and all levels of the system 

recognise and act to support mental 

health & wellbeing of young people

● The pre-existing structures, values and 

learning processes can be leveraged 

to support mental health.

● Top down and bottom up

● A universal language and shared intent 

that brings together the ‘system’ to the 

‘moment’ - policy to practice



The Community is Connected

● Children, young people, educators, families 

and other community members contribute to 

supporting the mental health of the whole 

community.

● The voices and experiences of students 

influences decisions re mental health & 

wellbeing

● Partnerships with community partners and 

local mental health services provide support 

and diversity of perspectives



Working with Aboriginal Families



SIMPLE NOT EASY



Outcomes across 
individual & system  levels

Multiple model 
variations 

Diverse contexts
FLO, mental health, GoM, youth 
justice

1424 
disadvantaged 
young people

6 Partners, 
100 staff trained

Modular, project-based, 1on1,
small group  & large group, accredited 
& non-accredited





• Intentionally responds to learning, developmental 

and growth needs rather than reacting to behaviour 

through intentional relationships, coaching and 

growth action planning.

• Brings focus to diversity  and complexity across 

learning communities in order to integrate the 

science of wellbeing, resilience, trauma-responsive 

practice  with local knowledge and wisdom





Northern Sound System

● Community music centre with music and 

creative industries performance, recording  

and training

● Partnership between Council, NGO’s and 

NASC, 

● Site for FLO and VET programs



Onkaparinga Community Connections Program 

● Partnership between HWCC and the Hackham 

cluster in response to high levels of exclusions and  

suspensions and poor transitions to high school

● Aim: increased positive engagement with 

disconnected families with both schools & centre

● Community Action Groups: training for parents, 

community garden & cookbook,  anti-poverty work

● Connection with Community Centre – community 

café, training &volunteering, onsite family therapy,

● Improved relationships  and trust with schools and 

improved parental agency 



Playford 10

• Connects  10 year old children from Category 1 

primary schools in Elizabeth to weekly extra-curricular 

activities with community partners

• Removes the structural barriers of transport and cost 

to ensure high levels of engagement with the children

• Intentional development of core life skill capabilities 

problem solving, social skills, creativity, confidence and 

team building. 

• Foster relationships with trusted role models and 

mentor 



FLO: 

A Wicked Policy Problem
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