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EXECUTIVE SUMMARY

Introduction 

This paper summarises the key findings from the research project carried out by the NFER between July 2001 and February 2002.  The study was commissioned by the DfES to provide:

· an understanding of the nature and effectiveness of existing non-financial student support and services offered by schools and colleges, including helping students to access sources of financial support; 

· an understanding of the non-financial services offered by other agencies and how schools and colleges make effective use of these services;

· good practice guidance for colleges, schools and the Connexions Service. 

More specifically, the research sought to scope the extent of student needs, participation, retention and drop-out; identify the nature and structure of non-financial support services for students; and ascertain the effectiveness of existing arrangements.

Key Findings

The study found that, while some aspects of post-16 student support were well established, there was a lack of planning and co-ordination of provision, both within institutions and across different agencies.  There were often marked variations in the extent and quality of support between individual institutions, and between schools and colleges.  FE and sixth form colleges were more likely than schools to have formal support structures and centralised services that covered both support for learning (e.g. study skills classes; tutorials, learning support units) and support for learners (e.g. counselling, careers, financial and welfare services).  However, they were also more likely to identify significant gaps in their provision, particularly with respect to the personal development and support of young people.  Schools were more likely to focus on learning support that was integrated into the teaching process.

At its best, support provision was carefully planned, targeted and integrated into the wider academic and pastoral systems of schools and colleges.  Young people were appreciative of the help they were given and those in receipt of financial assistance felt that, while it may not have been the main incentive that decided them to continue in education, it had clearly facilitated staying on.  However, there were a number of issues that, given the emphasis in the 2002 Green Paper, are of real concern.  The research identified:

· Patchy multi-agency working, with low levels of visibility of some of the supporting services, particularly in school sixth forms, and a lack of proactive networking between schools, colleges and external agencies.

· A lack of clarity about the co-ordination of services, both across local areas and within institutions.  Different professional cultures and some structural inflexibility contributed to this, as did confusion over the respective roles of the local Learning Skills Council and the new Connexions Service with respect to co-ordinating support systems for young people aged 16-19.

· The level of pre-16 careers education and guidance provision was insufficient to ensure that all young people were making the most appropriate choices about their post-16 destinations and courses.  As a result, additional challenges were being posed for post-16 institutions in terms of helping young people make changes to their course choices.  In the worst cases, schools and colleges made reference to an increasing level of drop-out amongst groups of students who would previously have been expected to continue in further education and, possibly, progress on to higher education.

· The current financial support system.  There were still inequities between institutions and between different areas of the country in relation to the distribution of learner support funds, for example.  While the delegation of responsibility for post-16 financial planning to local Learning and Skills Councils may reduce or remove some of these disparities, there is a need to review the strategies deployed for identifying student need, targeting resources, mediating information and facilitating access to funds.

Background 

Amongst 16 – 18 year olds, some 75.5% were in education or training at the end of 2001, a figure which has changed little in the last five years (DfES, 2002).
  Of this cohort, more than half (55.5%) were in full-time education, while 8.2% were in Government-Supported Training (GST), 5.3% were in employer-funded training (EFT) and 6.9% were in other education and training (OET).  Just under half of those in full-time education (46%) were also employed, nearly one quarter of the entire cohort.  Almost all of the young people in GST or EFT were employed status, while a little under half of those in OET were similarly identified.  This means that around 16% of the cohort was of employed status.  
Those in part-time education amounted to just under one-tenth of the cohort (9%) and these young people are included in each of the GST, EFT and OET categories.  Of those in part-time education, around 60% were employed, comprising about five per cent of the entire 16-18 cohort.  The proportion of 16-18 year olds not in education or training has been steady at around 24% since 1993.  The figures also show that by the end of 2001, some nine per cent 16 year olds, 10% of 17 year olds and 10% of 18 year olds were classed as ILO unemployed,
 figures which may include those currently in education and training.  By the end of 2001, the proportion of 16-18 year olds not in education, employment or training (NEET) was nine per cent.

The Research Study

The first phase of the project, which took place in the autumn term, 2001, was a desk study and led to the publication of a literature review.  The second phase of the project, which was conducted over the period of one academic term (spring 2002), adopted a mixed and progressively focused methodology.  The project included:

· An email survey of 167 FE, sixth form and specialist colleges.

· A telephone survey of Heads of Years 12 and 13 in 50 schools. 

· In-depth case studies in nine Government Office regions.  These studies included interviews with 9 LEA staff, 41 teaching and student support staff in 27 schools and colleges, 90 students on full and part-time courses in schools, sixth form colleges and FE colleges, 29 careers service or Connexions Service staff and 4 student union representatives.

The Findings

The extent of school provision

More than four fifths of the surveyed schools believed that the provision they made for students met current needs.  The assessment of those needs relied particularly on tutors or the Heads of Sixth Forms, although schools also referred to discussions with parents and subject teachers.  However, the number of schools reporting that they had specialist staff was limited, with the emphasis primarily on the provision of careers education and guidance.  Although schools did not express particular concern about their level of competence in providing advice or support on student finances, this was one of the areas in which they were least likely to indicate expertise.  On the whole, schools appeared to adopt a relatively informal approach to the provision of student support, although some elements (particularly preparation for university applications) were addressed in a thorough way.  Lack of time, lack of finances and insufficient staffing were seen as the key barriers to progress.

The extent of college provision

On the whole, FE and sixth form colleges took a more formal approach than schools to the provision of student support services.  Partly reflecting their size (one in five had over 5000 full-time equivalent students) and the diversity of their student bodies, most had centralised student services with dedicated facilities, specialist staff, and a comprehensive range of student support strategies.  The extent to which there was clear integration of these support systems varied.  As in schools, colleges faced barriers to providing adequate support to students.  The main barrier in colleges was a lack of finance, although a lack of specialist staff and inadequate support facilities were also highlighted as barriers to adequate provision.

The nature of non-financial support

Both schools and colleges provided support for learning and pastoral support through the tutorial programme and one-to-one interviews with students.  In some colleges the main course teacher took on the tutor role, while in others this role was given to other teaching or non-teaching staff or to staff employed specifically to act as tutors.  School sixth forms depended upon subject teachers to take on the form tutor role.  

Tutorial support was usually augmented by specialised learning support, provided either individually by the tutor, or through a learning support unit.  Colleges also tended to have a larger range of the specialist support, as required by a more diverse student population.  These included careers advice, counselling and welfare services, professionals who were less likely to be found in schools.  

The nature of financial support

Financial support for students in schools and colleges included nationally available access funds, locally allocated through LEAs, schools or colleges; full or transport EMAs which were available in a limited number of pilot areas and locally available funds, provided through local authorities, charities or voluntary bodies.

While the level of such support was often described as adequate, there were variations, between areas and between institutions in the ways in which funds were distributed leading to perceptions of inequality.  The majority of students interviewed had part-time jobs.  Most students said they did not need to work in order to continue studying: part-time work provided them with independence, money for a social life and savings to enter higher education.

The effectiveness of non-financial and financial provision in meeting student needs

Many young people appeared not to have received comprehensive and impartial advice to help them make the decisions relevant to continuing with their education.  The evidence suggested that this was particularly an issue for those in schools with sixth forms, for late entrants and ‘drifters’.  The lack of sufficient access to such guidance, pre-16, meant that many such students were in danger of choosing courses that did not match their abilities and aspirations.

There is much student support provision in schools and colleges but the research suggested this support lacked co-ordination and cohesion.  A lack of cohesion appeared to be linked to a lack of conceptual understanding of the different types of support on offer.  Schools tended to have fewer contacts with external support agencies, indicating that they would refer students through the careers service.  However, the diminishing responsibility of careers services for guidance in sixth forms had resulted in there being fewer links between tutors and careers staff than there were in the past.

The financial support available for students to continue their education was considered adequate.  However, there were differences in approaches to the allocation of funds and the research indicated that this resulted in the perception that there was a lack of equity in the way funds are made available for individual students.  This was particularly an issue for LEAs that delegated responsibility to schools to allocate funds.  In contrast to colleges, schools did not have specialist student finance advisers and lacked expertise in this area.  In addition, although financial information was widely available, there was a lack of mediation resulting in students sometimes failing to understand their eligibility to claim financial help.

Support for progression was highlighted as an area of concern.  There was little evidence that, in schools and colleges, careers education and guidance was integrated into post-16 student support systems.  This is an obvious requirement if young people are to be provided with the support that they need to make successful transitions.  At the same time, there has been an increase in drop-out amongst those groups of young people who might, traditionally, have remained in education had the guidance and support they received pre-16 been more comprehensive.  The funding strategy for the careers service was widely regarded by interviewees as reducing their capacity to provide the level and quality of support needed in schools and colleges.

Emerging issues

What has the current study shown about the availability, access, co-ordination and management and the effectiveness of current support systems for young people aged 16-19?  What is the nature and extent of support networks for young people and to what extent could they be said to be effective at present?

· Support Systems at a Local Level

In many areas there was evidence of good practice at an institutional level and some agencies, such as the careers or Connexions Service, were actively exploring strategies to enhance their provision to the 16-19 age group.  However, multi-agency practice for this age group was patchy and limited in extent.  In particular, there were specific issues in relation to the following:

The visibility of support services. The range of support services was more visible in colleges than in schools because of the more overt (and often centralised) nature of student support services. 

The extent of networking.  Only a few school staff were able to identify the relevant external agencies that could provide support for young people.  In contrast, colleges tended to have clearer links with such external organisations.

Co-ordination.  Co-ordinating multi-agency provision has been described as challenging in terms of information exchange about clients, the different professional cultures and strategic issues, such as structural inflexibility (Morris et al. 2001, Atkinson et al., 2001).  The study suggested that a further issue, with respect to work with 16-19 year-olds, is the location of responsibility for co-ordinating the support that is (or should be) taking place.  There is some confusion about the roles of the Connexions Service and the Learning and Skills Councils, and where the locus of co-ordinating support systems for 16-19 year-olds resides.  Given the early stage of development and implementation of both agencies, this is not surprising, but it suggests the need to ensure that there is clarity at national and local level.

· Support Systems at the Level of the Institution

Within institutions, systems for assessing the level of student need and for providing appropriate help were evident, particularly with reference to academic support.  There was less evidence of this happening with regard to personal or financial support.

Support within, or as an adjunct to, the learning programme tended to focus on support for the learner in colleges, while in schools it was primarily focused on learning support within a structured pastoral system.

Assessment of the need for academic or learner support was reported in most FE colleges, but less often in schools.  Colleges generally had more support in place for students with individual learning needs.  However, students in schools were appreciative of the academic support available to them.

The provision of careers guidance support was a cause for concern.  Schools and colleges expressed disquiet about the changing nature of their relationship with the careers service.  Interviewees said that the transition to the Connexions Service had significantly reduced the level (and, in some cases, the quality) of the input they had received.  Schools and colleges questioned the extent to which their teaching staff should be helping young people make decisions about their choice of university and course.  

There was a good deal of provision of information about sources of financial support.  However, young people were often unaware of their eligibility for assistance.

The extent of the provision of personal support depended on the tutorial system in place and the extent to which internal networks facilitated links between subject staff, personal tutors, specialist staff and external agencies.  

FE colleges were more likely to employ specialist staff to provide a range of support services and to co-ordinate the support within the institutions.  Schools relied on the Head of Sixth Form for the co-ordinator role.  However, colleges were more likely than schools to report difficulty in co-ordinating the support.  The issue of co-ordination may be key to the ultimate effectiveness of the support systems that can be established.

· The Effectiveness of Support Systems

In order for the Connexions Service to become fully operational across the 13- 19 age group, there is a need for strategic partnerships within the local service and for appropriate systems in place in schools, in colleges and amongst training providers.  The study suggests that many schools may not be able to develop the integrated support systems necessary to back the Connexions Service.  Issues identified included:

· The variable content and quality of tutorials.

· The extent to which institutions were able to address identified student needs.

· The need for resolution of the pre- and post-16 divide in service availability.

The study indicated that there is a significant challenge ahead for Connexions and the wider 14-19 strategy.  The confusion identified by Dickinson (2001) about the nature of the role of Personal Adviser and the issues to do with access of clients were reflected in the case studies.  The research suggests that the quality and level of preparation of young people for their choice of post-16 courses may be insufficient; that the nature and efficacy of post-16 provision is patchy and that there is insufficient co-ordination of the various strands of student support to facilitate effective practice.  

Clear objectives have now been agreed for the Connexions Service.  The DfES have indicated that all Connexions Partnerships will negotiate partnership agreements with schools and colleges, which will set out the support that Connexions can provide and how it would add value to and complement existing pastoral support systems in the school or college.

In Conclusion

The research highlighted three areas of student support that would benefit from review in post-16 institutions.  In particular, there is a need to:

· recognise the difference between the provision of support to facilitate the learning process and that which is made available to the individual learner;

· audit current provision within institutions to relate it to student needs and to use the information to identify strategies to develop cross-institution student support plans;

· to relate the development of institutional student support plans to the implementation of Connexions support strategies and to the post-16 planning and management responsibilities of the LSC.

At the time of the research, most of the local Connexions Services were still to come on stream, whilst the local LSCs had only recently come into being.  However, these changes in the post-16 landscape mean that there is now a clear opportunity for the integrated development of student support.

1.
INTRODUCTION 

1.1
Policy Background

In a statement to the Association of Colleges (2000), the then Secretary of State for Education emphasised the need to ensure ‘increased participation and achievement on broad and balanced programmes of study’, amongst 16–19 year olds (DfES, 2001b).  Moves towards a more knowledge driven economy also point to the need for more advanced levels of qualifications in order to compete internationally.  Whereas, at the present moment, only 65% of the workforce in the UK hold qualifications at or above level 2, it is claimed that, by 2010, more than 90% of jobs will require workers to be qualified to this level (Humphries, 2001).  The importance of widening participation and achievement are further emphasised by recent research on the economic returns to education, which found that ‘GCSE’s add around 10% to wages, A-level around a further 15% for women and 20% for men, while a degree adds a further 25% for women and 15% for men’ (Walker and Zhu, 2001).

Amongst 16 – 18 year olds, some 75.5% were in education or training at the end of 2001, a figure which has changed little in the last five years (DfES, 2002).
  Of this cohort, more than half (55.5%) were in full-time education, while 8.2% were in Government-Supported Training (GST), 5.3% were in employer-funded training (EFT) and 6.9% were in other education and training (OET).  Just under half of those in full-time education (46%) were also employed, nearly one quarter of the entire cohort.  Almost all of the young people in GST or EFT were employed status, while a little under half of those in OET were similarly identified.  This means that around 16% of the cohort was of employed status.  
Those in part-time education amounted to just under a tenth of the cohort (9%) and these young people are included in each of the GST, EFT and OET categories.  Of those in part-time education, around 60% were employed, comprising about five per cent of the entire 16-18 cohort.  The proportion of 16-18 year olds not in education or training has been steady at around 24% since 1993.  The figures also show that by the end of 2001, some nine per cent 16 year olds, 10% of 17 year olds and 10% of 18 year olds were classed as ILO unemployed,
 figures which may include those currently in education and training.  By the end of 2001, the proportion of 16-18 year olds not in education, employment or training (NEET) was nine per cent.

In recent years, the government has introduced a variety of measures to widen participation, increase student retention and raise achievement.  These measures include:

· Strategies to alleviate economic hardship, including the general FE access fund, full Education Maintenance Allowances (EMAs), transport EMAs and teenage parents’ EMAs, childcare support for 16–18 year olds and residential FE bursaries for students attending certain specialist colleges or following specialist programme areas (art and design, agriculture and horticulture) (FEFC, 2000).  

· Strategies to increase support services to young people including, most recently, the introduction of the Connexions Service, aimed at providing a structured and tiered support system to meet the needs of all young people, through the work of Personal Advisers linked to a range of specialist agencies (DfEE, 2000a).
  In addition, the Government announced an intention to improve the retention and achievement of young people in FE, with an increase in ‘pastoral support’ funding of £6 million over the next two years (Blunkett, 2000).

The need for such mechanisms was re-affirmed by the introduction of the revised post-16 curriculum.  This has broadened the range of qualification routes available to young people and arguably, has increased the need for guidance at age 17 as young people make the decision, for example, to move on from an AS to A2 course.  More recently, the Green Paper ‘Extending opportunities, raising standards’, with its emphasis on more flexible learning programmes for those aged 14–19, has highlighted the need for effective guidance and support for all young people, particularly those following non-traditional routes through education (DfES, 2002). This policy background suggests a need to review the nature and effectiveness of current non-financial and financial support by schools and college within the context of widening participation. 

1.2
Aims and Methods of the Research

The research was undertaken in two phases between late July 2001 and February 2002.  The initial phase, completed in November 2001, involved a literature review and scoping study.  This examined and drew out key findings from statistical data on post-16 participation, retention and drop-out rates and on levels of financial support in further education.  It also reviewed research and policy literature on the nature and structure of support services for young people in post-16 education and training (Lines et al., 2001). 

The second phase of the study, which took place between November 2001 and February 2002, consisted of a series of scoping surveys (of schools and further education colleges) and detailed case study visits in nine Government Office regions.  The main aims of this second phase of the project were to gain:

· an overview of the models and extent of support provision for students in school sixth forms, sixth form colleges and FE colleges; 

· an insight into the nature and effectiveness of current financial and non-financial support and services in post-16 education and training.

Research carried out as part of the second phase of the project included:

· A telephone survey of 50 schools (which took place in November 2001) and an internet-based survey of 167 sixth form and further education colleges (which included 111 FE or tertiary colleges, 35 sixth form colleges and 19 specialist colleges).  This latter took place between October 2001 and February 2002.  These surveys were carried out in order to obtain an outline of the current scope and range of provision for student support in further education.  

· In-depth case studies of 16 schools, four sixth form colleges and seven FE colleges in nine government office regions (November 2001 to February 2002).  These providers were selected to gain a more detailed insight into the variety and effectiveness of post-16 support provision.  The case studies involved interviews with school and college staff responsible for student support and with designated careers advisers.  In addition, individual interviews were carried out with 90 post-16 students in the schools and colleges in order to obtain their views and experiences.

The case studies were augmented by face-to-face or telephone interviews with operations managers from the schools’ and colleges’ local careers services, with LEA personnel responsible for student support, and other personnel involved in the provision of support.

At the time the research was being conducted, the Connexions Service had started to operate in five of the nine areas visited.
  However, it was still very early days: three had become operational in April 2001 under Phase 1, but many of the detailed systems and structures were still being developed and recruitment for additional personal advisers was underway.  Of the three that had been in the Pilot Phase of Connexions, only two had yet moved on to full implementation.  The remaining three areas were due to become operational in either April 2002 or April 2003. 

1.3
Structure of the Report

The report draws together the various surveys and interviews conducted in the course of the study, as well as the emerging messages from the initial desk study.  Chapter 2 explores the decisions made at 16 by the students who were interviewed, as well as the pre-course support that they believed was available to them from schools, colleges, and the careers service.  Chapter 3 presents an overview of the apparent extent of student support across the 60 surveyed schools and the 167 colleges (sixth form and FE).  It also discusses the gaps in provision that were identified by respondents.  Chapter 4 looks more closely at the nature and effectiveness of the non-financial support provision in the case study areas, including the nature of the links between the various providers.  In particular, it focuses on students’ views of the accessibility, quality and range of the available support.  Chapter 5 concentrates on financial support and examines the ways in which students are informed about it, the extent to which they access it, and their views of the sufficiency of the financial help available to them.  Chapter 6 focuses on issues relating to the support available to students on completion of their courses, while Chapter 7 provides a commentary on the range and quality of provision identified in the research and highlights the gaps that have emerged.  The final chapter of the report critically examines the implications of the findings of the research for the development of post-16 student support.

2.
Student Choices Pre-16 and Pre-course Support

This chapter examines the help provided to young people, and accessed by them, in making their decisions to:

· continue with their education 

· attend a particular institution of further education 

· choose particular courses.

For the majority of the 90 young people interviewed (86 of whom were on full-time and four of whom were on part-time courses) these decisions represented three distinct stages in the process of deciding to continue with their education.  Even though some students, for example, chose courses, which were only available in certain further education institutions, in most cases, the choice of provider and the choice of course were two quite separate decisions. 

2.1
Young People’s Decision to Continue with their Education

By the end of the year 2000, 71.6% of 16-year-olds in England were in some form of post-compulsory education (whether in a school sixth form, sixth form college, or college of further education) (DfES, 2001a).  However, research on the Youth Cohort Study suggests that participation rates are uneven across different types of students within this age cohort.  In particular, students’ sex, health, their prior attainment, types of school attended in Year 11, area of the country, home background, ethnicity and patterns of truancy pre-16, have all been found to be correlated with differing post-16 participation rates (Payne, 1998, 2000).
  
Evidence from the case study visits provided an illustration of this variation, with some marked differences between young people in schools and further education colleges.  For the majority of the young people interviewed in school sixth forms – and to a large extent those in sixth form colleges – continuing with their education was seen as a ‘natural progression’ with the aim of going on to higher education.  Only a small minority of pupils, more often those doing lower level qualifications, those on vocational courses, and those from more disadvantaged backgrounds, suggested that they had considered other post-16 options apart from education.  One student, for example, had returned to school after having, unsuccessfully, tried to find a job.  Another young man said he had wanted to ‘go out and earn some money’ initially but had changed his mind after talking to the head of sixth form who had convinced him that ‘education is more important than earning money straight away’.   

In further education colleges, by contrast, the picture was more mixed.  Many of those interviewed had considered various options, including starting an apprenticeship, getting a job or ‘travelling for a bit’.  Others had previously started a job after leaving school at 16 but, in the words of one interviewee, had realised that they ‘would be better off getting more qualifications’.  One young man, for example, had taken a year out ‘and worked in several kitchens’, but had decided to come back to college ‘to broaden [his] options, get a qualification and then go for a higher level, or finish with college’.  For these young people, colleges appeared to offer a more accessible learning environment than school sixth forms.  For others, as some careers advisers also noted, they were seen as the only viable alternative when they had been unsuccessful in obtaining an apprenticeship or had been unable to find a place with a training provider.

Some of the young people said that they had changed their mind through reflecting on their options by themselves, while others had been influenced by talking to their parents, teachers, and, in some cases, careers advisers.  Financial support was more frequently raised as an important issue by students in further education colleges than by those attending schools and sixth form colleges.  However, even though the offer of financial support was not seen as a reason for continuing with their education, for some students it was an important enabling condition.  As one girl remarked, ‘I couldn’t have done it without’.  The financial support students received and the extent to which it helped them to continue with their education will be further explored in Chapter 5.

2.2
Young People’s Choice of Further Education Institution

Previous research has suggested that access to impartial advice on the range of post-16 destinations is not always made available to all young people (Foreman-Peck and Thompson, 1998; Eggleston, 2000).  In the past, students in schools with sixth forms have been found to have least access to good-quality careers education and guidance and a lower appreciation of post-16 training routes than young people in other institutions (Morris, 1996).  By 2001, there was some indication that this situation was changing, with no significant differences found between the reported quality of, and support for, careers education and guidance provision in schools with or without sixth forms (Morris et al., 2001).

However, interviews with current post-16 students, to a large extent, suggested that very few of those in schools with sixth forms had seriously considered attending other institutions.  Furthermore, a majority suggested that the main people influencing their decision had been friends, relatives and teachers in their schools, with very few mentioning having consulted outside sources, such as careers advisers or staff from other providers, on their choice of institution.

As set out in the 1997 Education Act (GB. Statutes, 1997, Sections 43-5) all pre-16 students in schools should have access to a comprehensive and impartial range of careers information and guidance.  However, while all of the schools that were visited had pre-16 careers education programmes in place, the extent to which they were fully implementing the Act varied.  Very few of the schools indicated that they invited careers advisers or other post-16 institutions to school open evenings, for example.  While these evenings are by no means the only opportunity for young people to gain access to comprehensive information, this nevertheless represented what appeared to be a tendency to ‘overlook’ other post-16 provision.  Furthermore, staff in a number of the case study colleges pointed out that they were often not given access, pre-16, to students in local schools with sixth forms.  This reflects earlier research (Morris et al., 2001) which found that the careers education and guidance programmes of many 11–18 schools appeared to be ‘geared towards maintaining the school’s sixth form’ rather than enabling students to make an informed choice.  One exception in the current study was a very large school with an over subscribed sixth form, which involved the careers service in the school open evening in order to ‘explore all options available to [students] and to see whether the school sixth form would be most appropriate for them’.  

Post-16 students suggested that the following were the main factors, which they took into consideration when deciding to continue in their school sixth form:

· the location of the school: ‘close to home’ – students, teachers and careers advisers all made reference to difficulties posed in travelling to colleges (particularly in rural areas), both in terms of transport costs, lack of (or unreliability of) public transport and a general reluctance to spend too much time travelling;

· remaining with friendship groups: ‘my friends were staying on and I didn’t want to lose contact with them’;

· remaining in a familiar environment – ‘I knew the school, teachers and friends and I didn’t want to be alienated at college.  If you know the teachers you work better’.

For many post-16 students, staying on at school was seen as the most obvious transition and they did not seriously consider any other options.  Otherwise, young people’s decisions not to consider other providers appeared, in many cases, to be based on the preconceived notion that colleges are not able to offer a learning environment conducive to high achievement.  Colleges were seen as:

· having bigger class sizes: ‘In school, the classes are smaller and I receive more attention’; 

· providing a less structured environment.  As one student explained, she preferred school over college because ‘I like the fact that you’re in from 9:30 to 3:30, rather than coming and going’.

· less academic: ‘I chose school because I wanted to go to university’;

· providing less discipline.  One students pointed out, for example, that he could have gone to college but he was aware that he would have had ‘more freedom’ and thought it might be too much: ‘I need the discipline of sixth form’.   

· not placing as much pressure on students to work as teachers in school would.  As one girl pointed out, she had chosen the school sixth form because ‘I knew they’d push me to do well – if they didn’t, I knew that I wouldn’t do so well’.  

While school sixth forms may well be the most suitable environment for many students, the prevalence of these (often erroneous) views among many school sixth form students suggests a need to provide young people not only with more comprehensive information on other post-16 providers, but also more experience of them, for example, through taster days.

In contrast, many of the post-16 students who were attending sixth form and further education colleges said that they were attracted by the alternative learning environments that such providers offered.  In some cases, young people explained that they had gone against the advice they had received in school from teachers or careers teachers in deciding to attend college, following instead the advice of friends, relatives or, in only a few instances, careers service personnel.  Others said that they had visited various providers in their local area, including schools, sixth form colleges and further education colleges, and had made an informed decision based on what they had seen.

Interviewees contended that college staff ‘treat you as more as an adult’, that facilities were sometimes better – ‘more sports and IT facilities’ – and that colleges offered a more relaxed, informal atmosphere allowing ‘freedom to express yourself as an individual’.  Furthermore, further education and sixth form colleges appeared to be particularly attractive to those students with special learning needs who, in many cases, felt that schools were not able or willing to provide them with the support they deemed necessary to help them succeed in their education.  Some such post-16 students said that they had decided to attend college after attending open evenings and talking to student services personnel, which made them realise the type of support they would receive.  This is exemplified by the case of one young man, who was diagnosed as having dyspraxia.
  He said that he had chosen college because of the support the college had promised him.  He had visited the college at an open evening and was impressed with the help that was on offer which included targeted individual help:  ‘[it] stood out in comparison with other schools and colleges’.  Most specifically, the college hired an additional member of staff to take notes for him in classes and help him with his work. 

2.3
Students’ Choice of Post-16 Courses

Previous research suggests that effective careers education and guidance plays a significant role in supporting student transitions at 16.  Based on a longitudinal study of around 1,000 young people from Year 10 into the first year of their post-16 destinations, Morris et al. (1999) suggested that the key factor that underpinned successful transition at 16 was the level of young people’s careers-related skills.  ‘Those who demonstrated such skills by the end of Year 11 were the least likely to have made significant changes to their courses, post-16, and were more likely than other young people to have made a transition that indicated progression.’  However, it was clear in that study that the conclusions of the Kennedy report (1997), that careers education and guidance provision was ‘patchy in location, in the range of services offered and in its quality’, were still true in some schools. 

Interviews with staff and post-16 students in the current study suggested that this issue has not yet been fully resolved and that the level of pre-16 careers advice and guidance is still not consistent across all institutions.  In particular, it was found that:

· according to the students themselves, especially those in schools with sixth forms, careers advisers appeared to have very little impact on their choice of courses 

· the support that was provided to help students choose appropriate courses was not uniform between institutions or across the country, ranging from the informal to the formal, and from the intensive to the more or less cursory.

Post-16 students who were interviewed in all three types of providers (schools, sixth form colleges and further education colleges) suggested that their choice of courses (as well as their choice of institutions) was mainly influenced by teachers, friends or relatives.  Some said they had simply made up their own minds based on their interests or achievement at GCSE.  In some cases, students were said (by teachers and careers advisers) to have been influenced by their parents’ unrealistic expectations and had chosen courses which did not match their abilities.  Young people rarely credited careers advisers with any impact on the decisions they had made, while some explained that they had never met a careers adviser in their school.  Most of these students, when in Years 10 and 11, would have been outside the target group for one-to-one careers interviews.  This reflects previous research (Morris et al., 2001), which found that the 1998 focusing agenda had led to a ‘significant deterioration in careers service inputs’ to such students.  This in turn was said to have led to a reported increase in drop-out from post-16 academic courses among such students, a situation reflected in the current study.   

However, the most frequent reason for the perceived lack of influence of careers advisers on students’ decisions in the case study schools related to the timing of the careers interview.  As one student in a sixth form college explained, she had met with the careers adviser at a stage when she was not sure what she wanted to do and so ‘I didn’t know enough to ask the right questions’.
  Others students commented that they would have appreciated more guidance once they had received their GCSE results or, at the very least, after they had sat their mock exams.  The time dedicated to this process was also seen as an issue by some students.  One girl, who said that she had been mainly influenced by her friends, relatives and her personal tutor, explained that, even though she had met with a careers adviser, she would not have expected ‘only one careers interview’ to make much of a difference.  She commented that she preferred to rely on people she knew and trusted.

These points raise a number of concerns about the current cohort of post-16 students.  To begin with, a study by Martinez and Munday (1998) found that students who had received little or no guidance in helping them to choose appropriate courses that matched their ability and long term aspirations were over-represented among those withdrawing early.  This view was reflected in comments by careers service staff in the current study.  Late entrants and ‘drifters’ – students who do not access the support that is available to them and choose inappropriate courses or combinations of subjects based on little or no advice – were seen as two of the groups of students most likely to drop-out of, or switch, courses.  As further education and careers staff reported, this meant that additional guidance and support became necessary for such students once they started their post-16 careers.  This highlights the importance of implementing effective strategies to help students choose appropriate courses.  However, case study visits suggested that the strategies adopted towards careers education and guidance provision varied across institutions and between different types of post-16 providers. 

Pre-16, schools adopted various formal means of helping the process of students’ career decision planning, including careers education and guidance lessons, assemblies and interviews with careers advisers and/or school staff.  In addition, most of the schools visited provided open evenings and some form of prospectus covering course options.  Post-16 students also reported that their eventual decisions were influenced by informal conversations with teachers and existing sixth form students in the school.  As suggested above (Section 2.1), the support available in the majority of schools appeared to be geared towards helping students in their transition to the schools’ sixth form rather than to considering courses with other providers.  Interviews with staff and post-16 students also indicated that the process of supporting students in their choice of courses was more intensive in some schools than in others.  While most schools said that they interviewed all students wishing to attend the school sixth form, two schools had implemented a more rigorous programme of interviews aimed at all Year 11 students.  One school, for example, interviewed all students before Christmas ‘to see what they are thinking of doing after Year 11’, and then organised a second interview after their mock GCSE exams in January.  Students were encouraged to stay on in the school sixth form but were supported in applying to other institutions if the chosen options were not available.  The school also conducted interviews with all students in the first week of term, including those that had joined from other schools, ‘to make sure they are on the right course’.  Another school that put a strong emphasis on ensuring that ‘students make a realistic choice’ organised a mock sixth form time-table in July ‘to introduce them to the subjects they have chosen’ and ‘to raise awareness of the aims of the sixth form’.  This gave students the opportunity to change courses or consider other post-16 options.

The main gaps in the provision of pre-course support to help students’ transition at 16 related to the wide range of careers education and guidance programmes across schools and insufficient co-ordination of activities with careers services.  School staff and careers advisers also confirmed the findings of recent research that many of the students who most needed access to advice and guidance were the very ones least likely to access it, being ‘left to their own devices’ (Millar and Brotherton, 2001; see also Howieson and Semple, 1996).  This group also included more able young people:  A level students were often the least likely to have accessed careers guidance.  A typical example was one female student who had chosen sports studies, because she wanted to be a sports teacher, RE, because she enjoyed it, and biology, because she thought it would help her sports studies.  She said that she had not had any help in choosing her options – ‘I always had an idea of what I wanted to do’ – and did not think she needed any support.  Two weeks into the biology course she had spoken to her tutor because she was finding it hard: ‘She said she was surprised that I had taken [biology] and offered her help’.  However, she decided to drop biology and took technology instead, ‘because one of my friends was taking it’.  Such an eclectic choice of subjects can have serious implications for students’ post-18 pathways (see Chapter 6).

Case study visits to further education and sixth form colleges suggested that many of these providers had implemented more thorough strategies to support young people’s transitions onto appropriate courses, post-16.  This process was aided by the availability of support services staff and full-time careers advisers employed by the colleges.  Some institutions also had directly attached careers service staff.  Pre-course support strategies adopted by the majority of institutions included:

· presentations at school open evenings;

· college open days;

· interviews with prospective students;

· an induction process aimed at matching students with appropriate courses.

Some colleges tried to compensate for what they saw as a lack of effective careers education and guidance, pre-16, by involving careers advisers in order to provide more impartial pre-course support.  One sixth form college, for example, organised an open day ‘which is staffed by careers service staff rather than college staff, in order that students get impartial advice’.  In the first week of term after enrolment in this particular institution, tutors met with students in order to match their exam results with appropriate courses.  Careers advisers were also involved in this process, ‘checking that the course choice is appropriate … for what they want to do in the future’.  More generally, students suggested that ‘taster days’, offered by some colleges, were an effective way of giving students an insight into the reality of college life and helped them in their choice of courses.

2.4
In Conclusion

This chapter has suggested that many of the young people interviewed as part of this study may not have received sufficiently comprehensive and impartial advice to help them make the decisions relevant to continuing with their education.  The evidence intimated that this was particularly an issue for those in schools with sixth forms, for late entrants and ‘drifters’.  The lack of satisfactory access to such guidance, pre-16, meant that many such students were in danger of choosing courses, which did not match their abilities and aspirations.  This situation highlights the need for a comprehensive system of post-16 support to help these and other students.  The overall scope of current provision across school sixth forms, sixth form colleges and FE colleges will be the focus of the following chapter, while Chapter 4 looks in more detail at different models of support and the ways in which young people access it.  

3.
The Scope of Provision

Drawing on a telephone survey of 50 school sixth forms and an internet-based survey of 167 sixth form and FE colleges, this chapter provides an overview of the support structures that appear to be in place for young people once they enter further education.  In particular, it examines the broad range of provision, considers the strategies that are used for informing students about it and highlights some of the perceived barriers to providing further support.  To what extent is there any apparent difference in the formal structures that are in place?
3.1
The Provision of Support 

More than four-fifths of colleges and two-thirds of schools reported that they were providing various forms of support for students, whether as a preparation for their courses (pre-entry guidance and induction), in terms of support in their learning (including learner support and academic support), or as an adjunct to their learning (such as careers education and guidance and financial support).  However, as indicated in Table 1, more personal, individualised forms of support, such as health education, personal development and behaviour guidance/management were less evident and tended to be more frequently mentioned by schools than colleges.

Table 1.
Range of support provision in schools and colleges

	Type of support provided
	Percentage of schools 
	Percentage of colleges 

	Careers education and guidance
	96
	98

	Learner support
	86
	95

	Financial support
	84
	96

	Induction
	82
	97

	Learning support
	78
	96

	Financial advice
	78
	89

	Pre-entry guidance
	74
	97

	Academic support
	74
	91

	Counselling
	72
	91

	Health education
	66
	60

	Personal development
	64
	72

	Behaviour guidance/ management
	56
	51

	Other
	38
	21

	N= 
	50
	167


Data from two surveys (telephone survey of schools and web-based survey of colleges)

Overall, it would appear that:

· Colleges had more formal support structures in place than schools, with a higher proportion providing a comprehensive range of support to students.  The availability of support, whether formal or informal, however, is no guarantee that students will access it, or make use of it (see Chapters 4 and 5).

· The use of specialist staff also appeared to be more common in colleges than in school sixth forms: more than four-fifths of the support available in colleges was provided by staff specialised in the given support area (see Table 1 and 2 in Appendix III).  In contrast, specialist staff provided careers guidance and counselling in just over two-thirds of schools (69%), and learning support and mentoring in around half the schools.  Seven schools (just under one in ten) indicated that none of the available support was provided by staff with such related specialisms.  

· Compared with schools, colleges also provided a wider range of learning support facilities for post-16 students to access.  The majority of schools and colleges reported that they had a careers library and open access IT facilities.  However, compared with colleges, lower proportions of schools indicated that they had a learning support centre, learner support facilities, a Basic Skills Unit and a Dyslexia Unit (see Table 3 in Appendix III).  Schools sometimes emphasised that, while they did not have specific learning support facilities, they nonetheless employed staff with the relevant experience or training.  While they might not have a specific Dyslexia Unit they none the less employed staff specialised in supporting dyslexic students.

The differences in the nature and range of the support provided by schools and colleges can, to some extent, be explained by the differences in size, in context and in the composition of the student body.  It was noticeable, for example, that the larger the institution, the greater was the likelihood that learning support facilities were available.  In addition, it was felt that the different funding mechanisms that have been in existence for colleges may have facilitated the deployment of more specialised support staff.  Furthermore, most of the students in school sixth forms are likely to have attended the same school pre-16, which may explain why many schools took a less formal approach to post-16 support structures.  It may also suggest why some types of support, such as induction and pre-entry guidance, were, currently, less common than in colleges.  

A further factor, and one which may need consideration given the current focus on widening participation, is that schools and colleges may also have different attitudes to student support as a result of their differing experiences of supporting students with a range of needs.  Traditionally, many school sixth forms have offered academic courses to students with relatively high academic abilities.  As such, they may have little experience of students with more complex support needs in this age group. Colleges, by contrast, have always tended to offer a wider range of courses (including vocational courses) at different levels and have had to provide for students with a broad spread of academic abilities.  The range of support needs presented by students in colleges have, therefore, often been greater or more complex than those evident for students in many school sixth forms.  Recent and proposed curriculum changes, as well as the new funding and planning mechanisms for post-16 education, mean that schools may now be faced with the need to provide for students with more complex support needs, post-16.
However, it should be noted that, while the colleges had more formal support structures in place, they often noted that they found the co-ordination of such provision difficult: schools were less likely to report this.  The majority of both schools and colleges indicated that student support was co-ordinated by a specific member of staff or by a committee (such as the senior management team or a pastoral committee).  None the less, colleges were more likely to report that co-ordination needed to be improved, in order for support provision to be more integrated and comprehensive.  This was particularly evident in the larger institutions.  Colleges with between 1,001 and 5,000 FTE students were most likely to report that there were gaps in co-ordination.

3.2
Review of Support Provision 

The strategy for reviewing support provision appeared more regular and systematic in colleges than in schools.  A total of 94% of the surveyed colleges reported that they reviewed their provision of student support at least once a year.  In contrast, only half of the schools conducted such regular reviews.  Moreover, two-fifths of the colleges reviewed provision at least every six months, a periodicity reflected in only one-tenth of schools.  Schools tended to adopt a more informal approach to review, with nearly one-third of schools indicated that they reviewed provision on an ad hoc basis: ‘we address it when the need arises’ or ‘if something isn’t working, we review it’.  This difference in approach was also evident with respect to the review of student support needs.  The majority of colleges (93%) intimated that this was undertaken at least once a year, while less than one-third of schools conducted such reviews on a regular basis.

Through the review process, schools and colleges identified gaps in their provision of student support.  Although colleges often had more formal support structures than schools, they appeared to be less satisfied with their support provision, and were more likely to highlight specific areas of support that needed improvement.  Nearly two-thirds (62%) of colleges, for example, indicated that they believed there were gaps in their provision, compared with only one-third of schools.  This difference does not necessarily indicate that colleges had poorer levels of provision than schools.  Rather, it may suggest that they, for whatever reason, have been more aware of any deficiencies or shortfall because of the greater frequency with which they reviewed provision.  

There were also differences in the types of gaps mentioned by schools and colleges.  Colleges were most likely to suggest that their provision of personal, individual types of support needed to be improved, an area that (as set out in Table 1) was generally less well represented in the range of support structures they had in place.  One in four colleges, for example, identified the need to improve their behaviour guidance/management and health education programmes.  Nearly one-fifth of colleges felt that their provision of pre-entry guidance needed to be enhanced, and a slightly smaller number of colleges identified gaps in their learning support, personal development and learner support. 

In contrast to colleges, schools were most likely to report that there were gaps in their provision of counselling, careers education and guidance, academic support and learner support.  None of the surveyed schools identified gaps in the provision of induction, health education, personal development and behaviour guidance/management, which were the areas that colleges felt needed most improvement.  This may be because most schools provided this type of support pre-16, as part of the PSHE programme.  When asked which gaps in provision concerned schools most, respondents mentioned a range of issues, including a lack of time for pre-entry guidance, limited access to careers advisers and the need for a more integrated approach to support provision.

Although it was not mentioned by many of the respondents, there appeared to be a gap, in both schools and colleges, in the provision of advice about financial support.  Indeed, the provision of financial advice was less evident than the availability of financial support itself.  This suggests that although financial support was available, some schools and colleges were not routinely informing students about it or giving them advice on what funding they were eligible for.  This supports recent research evidence (Ashworth et al., 2001), which indicates that, although reforms have been put in place to enable a more comprehensive financial system for learner support, these are not well publicised and not all eligible young people are aware of sources of funding.  The discussion in Chapter 5 suggests that this may indeed be the case. 

There were no differences between small and large schools in the gaps in support provision that they identified.  Smaller colleges, however, were more likely than larger colleges to identify gaps in provision, particularly in pre-entry guidance, induction, counselling and careers education and guidance.  In contrast, large colleges (with more than 5,000 students) were more likely to indicate that their provision of learner support needed to be enhanced.  

There were also differences in the gaps in provision identified between colleges with different proportions of students in the 16–18 age range.  Colleges with more than three-quarters of their students aged 16–18 were less likely than colleges with lower proportions of such students to identify gaps in their provision of student support.  In these colleges, gaps were less commonly identified in pre-entry guidance, learner support, personal development and careers education and guidance.  One possible explanation for this is that students in this age group were seen as in need of more support and guidance than older students.  Colleges with high proportions of such students, therefore, put in place more formal support structures for them.  Colleges with more than three-quarters of their students in the 16–18 age range were, however, more likely to report that their provision of learner support and counselling needed to be improved.  This need may have been highlighted by the introduction of recent curriculum changes, and the emergence of a new guidance point at 17.   

3.3
Strategies for Informing Students about Support
In both schools and colleges, the most common methods of informing students about the support available to them were: 

· at induction 

· during tutorials 

· through a student handbook 

· through publicity throughout the school/college 

Other methods of informing students mentioned by schools and colleges included parents’ evenings and assemblies.

According to their responses to the survey, colleges were more likely than schools to inform students about support, and tended to use a greater range of strategies, including the use of ICT.  While none of the schools referred to ICT as a means of alerting students to the availability of support, 13% of colleges referred to the internet or college intranet as a strategy.  A small number of schools reported that they did not inform students through any formal means, but that individual students were told about the support that was available as and when they required it.

It is important to note that the information given to students in both schools and colleges tended to be at the beginning of their course, for example, at induction, or through written material, such as a student handbook.  Informing students about support, through methods that involved one-to-one contact (such as initial assessment, or progress monitoring with subject lecturers) were less common, which suggests that support may not yet be targeted at all of the students who might require it.

3.4
Use of External Support Agencies

The majority of school and college respondents indicated that they also referred young people to outside agencies for additional support.  Those most commonly identified included Social Services, the Careers Service or Connexions,
 and housing or accommodation services.  Other external agencies mentioned by schools and colleges included the Education Welfare Service, the Youth Service, Volunteer Mentors and the National Health Service.

A few of the schools reported that they had encountered some difficulties with such referrals.  Some stated that statutory agencies, such as Social Services, were reluctant to support students post-16.  As described by one head of sixth form: ‘there is a black hole at age 16–19….Social Services don’t want to take responsibility after 16’.  A few schools also mentioned that parents were often reluctant to have their children referred to outside agencies.

3.5
Barriers to Providing Adequate Support

The majority of both schools and colleges reported that they were facing barriers to providing adequate support to students, although the barriers differed between the two types of further education institutions.  The main barrier identified by schools was a lack of time to provide students with the support they need (identified by one in three schools).  In contrast, the main barrier in colleges, identified by more than one in two of them, was a lack of finance (although this was also identified by one-quarter of schools).  Insufficient staff, lack of specialist staff and inadequate support facilities were also perceived as barriers to adequate support provision.  Several schools commented that the introduction of Curriculum 2000
 had reduced the amount of time they were able to give to supporting students: ‘Curriculum 2000 has ensured more time spent on academic work, which leaves staff with less time for giving extra support’.  Both schools and colleges also highlighted that the students themselves could be a barrier, as some students were reluctant to access the support they needed, an issue also identified in the case-study visits.

3.6
In Conclusion

It would appear that schools and colleges appear to be providing a range of support to students post-16, although:

· Across both schools and colleges, support such as careers education and guidance, learner support and financial support were more common than personal, individual forms of support, for example, health education and behaviour guidance.

· By comparison with schools, colleges:

· were more likely to report that they had formal support structures in place; 

· provided a wider range of support and learning support facilities;

· were more likely to have employed specialist staff;

· appeared to have more strategies for informing students about the range of support available and made greater use of ICT in informing students.

However, colleges reported more frequently than schools that they found the co-ordination of different types of support difficult.  While both types of institution identified significant gaps in their provision of student support, colleges appeared to be less satisfied with their provision than schools.  In developing further provision for students, they claimed that a lack of finance was the most significant barriers.  Schools, in contrast, were more concerned about a lack of time, which, they said, was a considerable barrier to providing more adequate support to students.

So how was this support perceived by the young people?  The following chapters explore in more depth some of the issues encountered by schools and colleges in providing student support and discuss the experiences of students in accessing or making use of this support.

4.
On-Course support – non-financial

4.1
Introduction

As a result of a range of targeted government measures, changing societal expectations and socio-economic trends, many more young people are entering post-16 education who might be considered to be less secure learners, or those more at risk of dropping out.  These include learners who have come from backgrounds where staying on is not the norm (and from which support for post-16 study has not been strong); those with less academic backgrounds; and those who have more ambiguous or less settled educational and career goals.  

Having decided to stay on in post-16 education, having selected their study location and having made their course choices, key considerations for young people, whatever their backgrounds, are how to cope with the new freedoms and challenges brought by post-16 study and how to achieve a successful outcome.  For most young people, this educational transition brings with it a range of new anxieties and unknowns, plus the need to continue studying whilst building, and coping with the pressures of, an emerging adult life.  For institutions, their prime aims are to promote effective progress in learning, help students cope with the difficulties that may be encountered along the way and ensure that as many students as possible complete their courses and achieve success.  

With more potentially ‘vulnerable’ learners in the system, particularly in the FE sector, schools with sixth forms and FE and sixth form colleges are needing to give much more attention to supporting learners and to maintaining or improving course retention and completion rates.  Indeed, there are financial consequences for them not doing so.  

In helping to understand why drop-out occurs and, hence, to devise suitable strategies to mediate this, it is important to draw upon the research and practitioner literature.  A number of previous studies provide insights into the characteristics and circumstances which lead to early drop-out from education.  Barwuah and Munday (1997) identified socio-economic disadvantage (as did Palmer, 2000?
 and Hodkinson and Bloomer, 2001), family problems and low parental expectations as significant factors.  They also highlighted low motivation and commitment as key contributors to student withdrawal from Further Education.  A later study (Martinez and Munday, 1998), explored further reasons why young people dropped out, including late applications, being unable to make friends at the start of the course and being undecided about their future plans.  

Both Martinez and Munday (1998) and the National Audit Office (2001) found that students who were unable to meet, or had only just achieved, the minimum entry requirements for a course, tended to struggle and drop out.  Two further studies (Payne, 1995; Howieson and Croxford, 1996) implicated low GCSE grades in particular; while research by the Basic Skills Agency (1997) suggested that young people who were in need of basic skills support were likely to drop out if such support was not provided. 

Much of the research has tended to investigate the background and behaviour of students in order to provide explanations for non-completion.  However, two studies (Wardman and Stevens, 1998; Davies, 1999) found that problems with the course itself (particularly the workload or syllabus), or dissatisfaction with the quality of teaching and support (linked with doubts about whether they were on the right course) were also factors.  

The current study suggests that the factors identified in the literature are still implicated by many education and guidance professionals as major reasons for students to seek on-course support, or to leave early without securing this.  The case studies, however, also identified a new group of students who are failing to complete their studies:  those who have found themselves on the wrong course because of lack of access to a careers guidance professional prior to leaving school (see the discussion in Chapter 2).
  

Given the wider range of students that are now present in school sixth forms and FE colleges, what are the main kinds of support that are available to meet these diverse needs and how do these match to the obvious and more latent demands of young people now in post-16 education?

4.2
Models of Student Support

In examining and understanding the different support strategies and structures that students might encounter in schools and colleges, it is helpful, as the Further Education Unit did in 1993 (FEU, 1993), and the ATLASS project did in 1999 (Stoney  et al., 1999),
 to make a distinction between support for the learner and support for learning.  The ATLASS project team went on to identify three main categories of support using these two notions and the extent to which the support provided was part of, close to, or separated from, the learning process (Glickman et al., 2002, forthcoming). Using these broad categories, the specific types of support provision which fall within each are outlined below:

· Support that is embedded within the learning programme itself.  In this category of learning support, we can include:

· study skills and other forms of methodological support that help students to learn and to organise their time

· didactic and content related assistance that helps learners to engage effectively with and understand the subject matter and course content

· psychological support provided by teachers and lecturers through their interactions with learners that helps build their confidence, self-perception and motivation

· within-course tutoring, which is exercised by a combined teacher-tutor approach to learning, particularly adopted in Further Education.

· Support that is an adjunct to learning.  In this category, which is largely focused on maximising learning potential, can be included the following adjoining measures:

· induction provision

· tutorial support, which may include a range of individualised and group strategies that focus on learning support 

· the work of learning mentors and other forms of mentoring that support individuals through their learning, but may also have elements of pastoral care and educational guidance

· collaborative support, such as the formation of learner study or self-help groups and networks

· specialised support given as additional literacy and numeracy classes, language support for those with English as a second language, help for those with specific learning difficulties such as dyslexia

· learning resource and learning support centres, which offer a range of general learning facilities – often IT-based and often with staff on hand to advise and help individuals with their work and queries.

· Support that is quite separated from students’ learning programmes.  This type of assistance is concerned with maintaining or enhancing the social and personal well-being of the learner.  It may include:

· careers guidance provision.  This may be provided by in-house career counsellors, visiting careers advisers or through the tutorial system, and may or may not be linked to an educational advisory service

· educational guidance services that offer advice to present and potential students about course choices within and outwith the institution

· counselling, often through centralised counselling services where trained counsellors are based

· student welfare services.

It is obvious that, while a large, multi-disciplinary college might be able to offer a range of diversified provision that covers all three main of the categories of support mentioned above, smaller post-16 centres might only be able to offer partial services.  During the course of the current study it became evident that, whatever their size, very few of the post-16 institutions that were visited had actually addressed the question of learner and learning support in a holistic fashion, or fully appreciated the importance of this.  Some colleges (and, more rarely, schools) had conducted partial audits of existing support provision as part of the process to determine what was already on offer.  However, the notion of colleges or schools assessing the extent to which current provision matched learners’ needs in order to put together a development plan for drawing up institution-wide support strategies was not well understood.  

Whilst there are no statutory requirements to provide student support, the LSC seeks to ensure that this happens through funding levies and OFSTED inspection.  As part of this, further education colleges are expected to deliver key skills, enrichment programmes and tutorials and there are increasing expectations about what these should entail.  In the school sector, post-16 careers education and guidance and other support measures are part of the OFSTED inspection framework, but, as for colleges, are not the subject of statutory guidance or legislation.

Not surprisingly, given the fact that support provision for post-16 students was rarely framed by national policies or institutional strategies, the case studies revealed a hotchpotch of activity, frequently with little co-ordination.  They also showed some clear distinctions between the school and college sector in the types of student support on offer and the philosophies that these reflected.  The Further Education Unit (1993) identified four support models which had emerged from a survey of further education and specialist colleges.  These are:

· The student welfare ethos and the desire to create a ‘caring environment’; support provision here encompassed counselling and tutoring and other learning support as well as a range of practical services for learners, such as crèches and welfare provision.

· Customer or client services approach.  This is based on responding to the views of students and emphasising centralised admissions, information, outreach facilities, and presumably central counselling and related services.

· Emphasis on individual learning and learner autonomy.  This approach stresses the enabling and facilitating role of learning support services, with such activities as inducting learners, helping them gain planning and study skills, as well as providing the material resources (including IT) to support the learner who is expected to be able to manage their own learning programmes.  This was felt to be a risky strategy and assumed more learner autonomy than often existed; to be successful it needed to be well organised.

· Supporting achievement and success.  This relatively new approach is based on the notion of maximising ‘learner gain’ or value added.  Particular activities would be initially diagnostic and concerned with identifying starting points and assessing prior learning and then devising learning plans and records of achievement to chart and review progress and guiding the learner through to a successful completion and the next transition. 

Whilst the first two of these are clearly focused on learner support, the remaining two are centred more on the learning process.  The case studies indicated that the further education colleges, while often emphasising the dual role of teacher as tutor, were often centred on providing separate learner support services rather than those concerned with directly supporting the student in their learning.  This approach assumes that most students are largely ‘self-actualising’ learners, which the ATLASS project demonstrated was often very far from the case (Glickman et al., 2002, forthcoming).  In that cross-national study, the most vulnerable learners (these fell into two broad types categorised respectively as ‘hesitant’ and ‘ill-equipped’ learners) needed a wide-ranging support framework to keep them on their courses and to maintain good progress.  

The approaches observed in the school sector were, overall, more likely than further education colleges to centre on learning support that was integral to students’ programmes, but within a stronger pastoral framework than was found in the traditional college sector.  

Using the different categories and types of support outlined above, the following sections review the specific types of provision that students have encountered during their post-16 studies and compare more precisely how schools and colleges differ in this.

4.3
Support Embedded in Learning

Since this type of assistance falls within the confines of the course or programme, or is encompassed in the role of the teacher-tutor, it may be exercised as much unconsciously as consciously.  As such, it may not be based on approaches that have been planned or for which people have been trained and, therefore, depends largely on the experience and predilections of the individual.  This is particularly so with regard to the teacher as tutor (a strategy prevalent in FE, particularly on part-time courses) which depends so much on the students having good personal access to their teachers, and on teachers being prepared to act beyond the strict confines of a teaching function.

There is no doubt that the students contacted during the case studies placed very considerable emphasis on the support role of their main teacher(s) and sometimes complained about the lack of immediate access to them.  As one girl said, ‘the only problem is in finding teachers when they have time to help’.  For these students, issues of access to teachers were very important and could make the difference to whether or not they stayed on their course and achieved accreditation.  Making themselves accessible to students was sometimes difficult for staff, as many had full timetables and thus had to specify times when they could deal with students’ individual questions.  However, some vulnerable students were perhaps too dependent on help from their subject and course teachers.  For instance, one who had been getting extra help from a science teacher, and was attending after-school sessions and a science club, thought that the school ‘could do more to help students by allowing teachers more free time for one-to-one’s with students who are having difficulties’.  Finding strategies that might help such young people become more confident and autonomous learners appears to have become all the more necessary, given the current pressures on teachers and tutors time.
 
For the most part, the case studies in schools and colleges showed that teachers expected to help (and were expected to help) with subject content-related issues and the methodological support needed to help students to learn how to learn.  For some students, help when they had difficulties with a particular concept or topic was the only support they needed, and subject teachers were often seen as being the most important source for this.  These individuals fall under the learner types identified in the ATLASS project as ‘determined’ learners, ‘who have precise aims and are determined to achieve them.  They know how to organise their learning activities and use the resources provided and they do not hesitate to ask for support when they feel they need it’ (Glickman et al., 2002, forthcoming).  The main types of support highlighted for this group were mainly methodological and psychological support, ‘to maintain learners’ confidence and motivation through the course.’  

For many others, however, there was a recognition amongst both schools and FE staff that more help was needed, even if it was not wholly provided.  Study skills, basic skills and key skills classes and workshops were built into many general education courses, but into fewer vocational programmes, except for GNVQs where a key skills element is mandatory.  In many other cases, separate provision was made and was delivered by tutors or learning support specialists.  One example of a multi-pronged approach to this is given below

One FE college screened all full-time students on entry and put them through a key skills unit and a BTEC unit called ‘Improving your own Learning’, which included target setting, monitoring progress and career development.  There were also four learning support courses for those students that had learning difficulties (a high proportion in this college had such problems).  Study skills were also taught through the induction and tutorial programme.
One of the issues arising from these findings is that some teachers/lecturers do not fully appreciate the difference between their learning and learner support functions and, therefore, do not know how to exercise them most effectively.  It is clear that there is a major professional development gap here.  Moreover, there is a lack of research-based information on how different teachers and staff fulfil this role, the extent to which they should do this, and when it is better to build in more separated provision.

4.4
Supporting Learning Through Additional Measures 

Various types of support that are closely allied to learning, but separate from their actual courses are the most common form of formally provided and structured learning support that many students encounter.  This begins with the stage at which students are inducted into their sixth forms and colleges.  Since progression to sixth form is seen as a more limited transition for most students, a much stronger priority is given to induction into colleges, where a change of institution and of culture is almost always necessary.  

4.4.1
Induction  

The induction process introduces students to college life, to their new peer group and to their subject teachers and any personal tutor.  Timing is therefore crucial.  Induction usually takes place in the early weeks of the academic year; although increasingly, some is run before the start of the year.  This pre-course induction is occasionally linked to ‘tasters’ which provide young people with opportunities to sit through lectures and examine the syllabus and materials, before committing to a course.

Through the induction process, students learn about their institution and, crucially, about where to go for information and advice during their course.  They are usually given a student handbook and may well be shown the library, the ICT network and how to use the intranet, introduced to student services staff and taken to the learning resource or support centre where some of the induction activities may take place, as the vignette below highlights.  

In one FE college the induction programme included a visit to the learning resource centre containing ICT equipment, careers information, a quiet study area, learning materials to support learning programmes, a library and media resources.  As part of the induction, students were provided with a learning resource handbook designed to provide them with information on how to use the resources in the centre and to test the extent to which they were now able to do this.
During the study, a few schools were encountered which had moved induction to a location outside the school.  It was suggested that this provided a more relaxed atmosphere and better opportunities to develop group cohesion.  One school that had taken students to a local university campus, for example, thought that this gave students a little insight into university life; particularly useful for those who might be destined to be the first generation in their family to attend higher education.

By missing the induction stage due to late entry, some vulnerable students could remain outside the institution’s support framework.  The research literature revealed that late applicants and late starters in FE were in fact at particular risk of dropping out.  While lack of information, motivation or career direction may be implicated in this, late starters are also disadvantaged if they miss the peer-group formation that takes place during the induction period.  The importance of group cohesion was highlighted by a young man who had received a student loan to attend a course induction, ‘…I would have been deprived of the bonding that occurred between course members.  Some people didn’t come and they’re not really in the group’.  Although many heads of student services claimed that induction is ‘ongoing’, the opportunity to become fully integrated with the tutor group seems to be lost if induction is not attended.

4.4.2
Tutoring and tutorials 

This is arguably the most commonly provided learning support measure in both schools and sixth forms, although it takes quite a different form in the two sectors.  In FE colleges, tutors could be the main or sole course teacher, or other teaching and non-teaching staff who met students outside of the classroom situation on a group or individual basis.  In at least one of the visited colleges, staff were employed specifically to act as tutors and had no other teaching commitments.

In school sixth forms, much depended upon the sixth form tutor who fulfilled a multi-facetted tutoring and support role with students and staff, whilst also being a subject specialist.  The case studies showed that s/he was often either the main sixth form tutor or the co-ordinator of the post-16 tutorial system, holding regular meetings of the tutorial team, and any careers and PSHE (personal, social and health education) specialists, to plan and review its programmes and to review the situation of students felt to be vulnerable or under-performing.  Indeed sixth forms often had formal referral processes, through which tutors could report immediately to the head of sixth form if there were any significant issues that needed immediate attention.

The topics covered in tutorial programmes varied widely across institutions.  They might encompass time management, note taking and essay writing and cover a range of ‘additional activities’.  However, most tutors sought to provide some study skills coaching, a certain amount of non-specialist careers education and some personal, social and health education.  Few sixth forms and sixth form colleges, however, claimed to have a common programme for tutorials. 

While tutor groups in schools tended to meet daily for registration, timetabled tutorial sessions might be held once or twice weekly or less frequently.  In some schools, tutor periods were short and there was insufficient time to explore a range of topics and issues.  Heads of year often overcame these obstacles by organising the delivery of crucial information ‘off timetable’; this method was used frequently in the run-up to UCAS applications.  However, the ‘off-timetable’ periods sometimes amounted to only about five half days in an academic year, which may not compensate fully for the loss of a weekly tutorial slot.  In fact, the time dedicated to tutorials was a matter of concern to some careers professionals, who were particularly concerned about the relationship between academic, personal and careers support.  As one senior manager in the careers service said, ‘some schools have superb careers and tutorial programmes and systems … in place.  Others have reduced their time on pastoral care because they are worried about their position in the league tables’.  

All of the FE and sixth form colleges had in place a tutorial programme for full-time students in the 16–19 age group.  These tended to be held weekly and to be on a group basis.  Provision for part-time students depended, to some extent, on the amount of time spent in college.  One college, for example, specified that, where students attended college for a combined course programme of 252 hours or more per year, attendance at tutorials was compulsory.  Below that ‘cut-off’ point it was not mandatory.  However, all students had personal tutors.  Tutorials in the colleges were not always so formalised or adhered to a cross-institution programme as in schools.  Students were allocated to tutorial groups by departments and the method of allocation often differed across a college.  Whether or not there was a mix of ability in the tutor group depended on the range of courses run by the department and on their system for allocation.  They addressed a similar range of topics to those in schools, covering various learning support matters and pastoral issues.  An example of how tutorials operated in one FE college is given below.

Full-time tutors in this college had been appointed and each was responsible for six tutor groups.  These tutors delivered a ‘formal timetable’ of tutorial topics and ‘surgeries’ for students who needed additional support.  It was reported that attendance at tutorials had improved since these appointments began.  The full-time tutors also played a key role in planning parent’s evenings, where they targeted parents whose child was in danger of failing academically, encouraging them to attend so that strategies could be discussed to help the child.

In both sectors, routine, one-to-one interviews with students were variously available and usually conducted once or twice per term.  During these sessions, students could raise any issues or problems they had encountered and tutors could register any concerns raised by other members of staff as well as themselves, about the student’s progress or conduct.  Most of the students interviewed had found the one-to-one guidance they had received helpful.  

Although many staff interviewed said that their tutorial systems were working well, they were not, however, without their difficulties, and neither could they be seen as the sole solution to many student support needs.  Staff reported, for instance, that attendance at tutorials was relatively poor, even though it was ‘required’.  Three difficulties in planning tutorial activities were identified by heads of sixth form who had been trying to overcome poor attendance.  These are:
· Making the programme relevant - ‘the difficulty is arranging programmes that suit all of the group [of students]’.  

· Convincing students of the need to know - ‘to get students to see the merit of the tasks we want them to do, e.g. learning study skills, university finances, moral/ethical issues – they frequently assume they don’t need it’.  

· Timing of programmes - ‘I am aware that the timing of lessons and activities (e.g. careers) does not fit with the interest of all students.  They may approach later to ask for information, at a more appropriate time in the individual’s school career’.

Some interviewees were dissatisfied with the tutors allocated to the 16–19 year-old students.  In particular, two heads of sixth form voiced concern that ‘good’ sixth form tutors had been transferred to deal with ‘problem’ tutor groups lower down the schools, leaving them with newly-appointed teachers to replace those with years of accumulated knowledge about sixth form issues. 

A further issue arose in cases where sixth forms had separate heads of year for Year 12 and Year 13, with no overall head of sixth form.  This arrangement provides potential for both duplication of tutorial coverage and for breakdown in support for vulnerable students in the transition between Year12 and Year 13.  Both students and staff, in fact, spoke of the benefit of having a single point of contact.  

There are times, however, when the tutor cannot help and the young person needs to be referred to other specialists and the tutorial system needs to be sufficiently well-co-ordinated to facilitate referral to other support providers both within and outside of the institution.  All of the institutions said they referred students to the careers service if they appeared likely to drop out and some institutions also asked their internal careers adviser or educational guidance service to provide guidance for young people who want to change courses.
  Unlike colleges, not all of the schools and sixth forms visited had direct links to external support agencies, and tended to rely upon the careers service to provide this linkage.

4.4.3
Learning and other mentors

Learning mentors, who are usually, but not exclusively, non-teaching staff who have been especially appointed to schools and colleges to work with individuals to improve their progress and attainment, are a relatively new feature of schools, and even less frequently encountered in colleges.  Many have appeared as a specific element of the Excellence in Cities (EiC) policy for pre-16 students and the early evidence from the national evaluation of EiC
 is that learning mentors are being widely welcomed by teachers, students and parents alike as a learning and motivational support strategy.  

Some institutions have now implemented a similar strategy with post-16 students, although the use of teaching staff in these roles in schools is probably more common than non-teaching staff.  One exemplar of how they have operated in a school, using existing teachers, is described below.

In a school sixth form every student had an academic record which is reviewed termly.  If problems were identified, the student was assigned a personal learning mentor (a teacher) who provided help with study skills, time management and such things as balancing term-time work with studies.  The mentors arranged regular meetings, both with the students and with other teachers, to monitor progress and to provide whatever help that they could.
A similar strategy was adopted in one of the FE colleges visited, using performance data as the trigger for help: 

One FE college had a student target achievement unit.  If a student fell below the targets set on entry (based on GCSE results), then a student learning manager was informed by the unit.  This person then met with the student to diagnose the problems and put additional strategies in place.  Regular follow-up meetings with this manager then took place to monitor progress under the under-performance was rectified.
Key issues arising from the introduction of learning mentoring systems were: the relationships and division of duties between the mentor (particularly if s/he was not a teacher) and the teaching staff; payments for mentors; and the training given them to fulfill these new and challenging roles.
Some of the schools and colleges visited were experimenting with more novel forms of mentoring in attempts to boost individual progress and provide pastoral support.  One such strategy was student tutoring or mentoring.  One sixth form college, for example, had student pastoral ‘buddies’ for students who did not have peers from their feeder (pre-16) school in the college, as well as an academic buddy system of peer tutoring, where students, who were particularly good at a subject, tutored others. Others were exploring the possibility of introducing such a strategy.  Staff in two schools in areas of high social deprivation, for instance, thought that their students would particularly benefit from having older student mentors, particularly young people who had been the first in their family to go through university and who could support young people in the same situation.  Often the only role-models that students in such areas had of such high achievers might be their own teachers and it was felt that young people did not therefore, see university as for ‘people like them’.
One development of student-based mentoring, is the development of student study and self-help groups or networks.  These have been seen to be present and effective in some adult education institutes (see Glickman et al., 2002, forthcoming) and are common in American and some other university systems.  However, the case studies did not reveal the development of any such strategies for 16–19 year olds in English schools and colleges.  This possibility, of schools and colleges fostering the growth of as a support measure for students, would seem to be particularly pertinent in the drive to promote more confident well equipped learners.  

4.4.4
Specialised learning support

Within the case-study schools and colleges, the question of providing specialised support for those experiencing general difficulty in learning or problems with one aspect of the course, was generally available.  The main exceptions were centres that called themselves ‘academic sixth forms’.  The problem areas often being addressed included:

· Preparing assignments and essay writing
· Difficulties with learning

· Time management
· Literacy problems, including spelling and grammar
· Difficulties with numeracy
· Development of ICT skills
· Basic skills development in general
· English as an additional language
· Help for those suffering from dyslexia or other specific special needs.
The research identified a range of specialised learning support strategies, in addition to the generalised help with learning being providing by within-programme classes.  Quite a number of subject teachers ran separate classes or sessions out of timetabled time for those who were experiencing difficulty or referred students on for specialist help.  In this referral role, they liaised with the student’s tutor over further tutorial help or arranged for learning support specialists or mentors to provide assistance on an individual or group basis.  

Some schools and colleges had separate learning support units (LSUs) where intensive support could be given in a calm and non-threatening environment.  In case-study schools with such units, staff and students often claimed that sixth-form students were denied access to the help provided.  This may, however, be explained by the fact that some of these units would have been provided through the Excellence in Cities initiative.  Funding for such LSUs is aimed at supporting and re-integrating under-16 year old students who are having difficulty in their mainstream classes.  Some of the learning support units seen in Further Education, by contrast, were sophisticated centres for learning and, in the example described below, were well integrated with other forms of provision.  

Whilst additional learning support, however provided, was welcomed by many students who might not otherwise have completed their course, there was resistance from some who did not wish to be singled out or were reluctant to refer themselves for help.  For instance, one young man who would have liked help would not attend because his subject teacher ran the workshop.  He was concerned that the teacher might take a negative view of a student who had difficulty learning and that this would prejudice his coursework assessments. 

A few students interviewed, who said they had received learning support in previous years were now, as one put it, ‘trying to do it on my own’.  This accords with the views of some heads of sixth form, who said that students would not attend a learning support centre if they were referred because of the fear of stigmatisation by course teachers and other students.  One of the ways around this issue was to integrate specialised learning support with other learning and advisory services open to all students.  As described below, a few colleges were already seeking to adopt a much more integrated approach.

An FE college was ‘embedding’ student support following a model recommended by NAMSS.  While there was considerable support provided through course programmes, specialist advisers, rather than academic staff, acted as personal tutors to students.  These advisers also delivered group and individual tutorials, monitored progress and delivered the key skills and enrichment programmes.  They shared an office in the student services department of the college, worked together closely and linked in with the learner support manager who was also in charge of welfare and counselling and an open access learning support/resource unit.  

Although this model was reported to be working well, there has been, as the manager of student support noted, ‘some confusion about roles and interfaces’.  It was also intimated that certain teaching staff were unhappy about their loss of tutorial contact.  

4.5
Central Learner Support Structures

Another of the ways around the sensitivities of students needing help, but not wishing to be singled out visibly as doing so, was for institutions to have very separate learner and learning support provision within a central student services complex, to which students largely referred themselves.  These were very largely found in the FE college sector.  To date, many of these were almost solely concerned with the social, personal and career needs of the individual, rather than helping them maximise their learning potential, although this is changing.  

4.5.1
Careers and educational advice and guidance
Post-16 students in schools had, until the advent of the focusing agenda, been able to access the services of the school’s link careers adviser, although there appears now to be much less of this type of support available, throwing sixth form students back on the less specialist advice provided by subject teachers, tutors, or the school counsellor.  FE colleges have had a more variable tradition, with many buying in the services of careers service advisers for their full-time 16–19 students, and/or appointing their own central careers and educational adviser(s) or careers tutors based in the college’s school and departments.  Again the research suggests that fewer colleges are now using external specialists and more are appointing their own advisers to offer guidance to students directly, whilst also co-ordinating the efforts of general tutors.  The careers education and guidance support provided to post-16 students is explored in greater detail in Chapter 6.

4.5.2
Counselling

Counselling services, whether in terms of large-scale issues such as family trauma (for instance, bereavement), personal difficulties (including issues to do with bullying or behaviour management) or more daily problems were said to be available in most of the institutions visited.  Some of these issues were handled through providing information and a number of young people mentioned anti-bullying campaigns.  Young people were generally very appreciative of the help they had received: one student had found teachers ‘very supportive’ when his grandfather died.  Other students mentioned the help staff had given in talking through issues relating to personal and family problems. 

However, while the services were available, a number of schools and colleges highlighted the need for trained professional counsellors.
  Indeed, in one school, in which students thought there was a counsellor even though the head of sixth reported that she had left some time ago, young people had to be referred to the school nurse for counselling, a situation which was not thought ideal.  Other schools had tutorial staff who were being trained in counselling skills, although, it was noted that they would not be able to deal with serious difficulties or trauma.  Indeed, one head of sixth worried that his tutors might probe too much and cause harm, saying that, ‘I warn them not to go in too deep’.

4.5.3
Student welfare services

If serious incidents take place in school, or students present with problems that the staff cannot solve (such as homelessness or pregnancy) the institution often turns to outside agencies for advice.  Few schools, however, had direct links with advice agencies and contact tended to be made through the careers service, or social services.  Colleges, by contrast, tended to have their own student services provision and staff within these units generally had experience of being called upon to deal with a wider range of student’s support needs.  Most also had their own resident careers adviser who could provide support and contacts.

Among the referral agencies mentioned, those providing training and work placements and advice on accommodation, pregnancy and drugs were contacted most frequently.  Homelessness and issues about accommodation were reported to be on the increase and students often came to tutors for advice.  As an interviewee from a charity for the homeless remarked, many of the homeless young people she saw were girls who had argued with their parents.  She reported, for example, seeing increasing numbers of teenage girls who had left home because of a difficult relationship with a parent’s new partner.  Since those under 18 are too young to sign a property lease and, therefore, cannot rent accommodation, there was some concern about the impact that this had on young people’s basic living conditions as well as on their ability to stay in education.  A number of FE colleges also mentioned the need for more support for students suffering with mental health problems since this group is often very difficult to reach, requiring people with appropriate training and skills.

However, once young people, aged 16–19, had been referred to an external agency their cases were not often formally followed up (though most said they would follow up a student informally, ‘if I saw them in a corridor’).  Teachers and carers advisers often, or always, made the first contact for the young person, usually by telephoning someone they knew within the external agency.  However, they said that students were felt to be sufficiently mature to be able to continue their link with the external agency and noted that, if the young people needed further support, they could re-contact the staff member.  This is an issue for concern, since the most vulnerable young people are the least likely to be the ‘self-actualising’ students that such a strategy infers.

4.6
Overview

While there was clearly much student support activity in schools and (particularly) in colleges, it has become apparent that there is a lack of co-ordination and cohesion of that support both within and outside the institutions.  Young people often appeared not to know what support was available in their school or college, or where or how to access it.  One reason for this may be that support provision tends to be organised into separate units, each overseen by a different member of staff.  Few of the schools and colleges visited had any integrated system for co-ordinating all of the services, or even for regular meetings between the organisers.  Staff themselves often appeared unsure as to what other departments or external agencies had to offer, or whether there were any restrictions on their availability to students.

There were some exceptions to this, most notably in one FE college in which there was evidence of well integrated provision with learner support within the course programme, learner support through tutoring and separate learning support through centralised services.  


The head of student services and a tutorial support co-ordinator are responsible for co-ordinating the support provision in one medium sized FE college that catered largely for young people in the 16–19 age group.  Students are assigned to tutor groups by course or vocational subject, so they are tutored by tutors with relevant subject knowledge.  The tutorial system provides a basis for development and assessment of key skills and also enables tutors to pick up students with support needs.  Learning support, including basic/key skills and specialised dyslexia support is provided in the key skills centre and in other areas of the college, not in a separate unit.  The reason for this is that the college does not want learning support to become a ‘ghetto’ and the outcome is that students do not feel they are ‘labeled’ if they attend.  Students at this college are particularly complimentary about the support they receive from learning support.  In particular, one young man, who had very specific learning needs because of a medical condition, had found the support at the college better than at his previous (private) school, ‘it’s always very easy to know where to go if you need extra support’.  

However, a key issue in relation to the lack of cohesion appears to be linked to a lack of conceptual understanding of the different types of support on offer.  The difference between support for the learner and support for learning and the implications this has for the ways in which support is structured and students are targeted was not widely understood.  On the whole further education colleges tended to focus on support for the learner, through counselling, careers education and guidance and student finance advice, while schools focused more on learning support (primarily course-based) within a pastoral system that provided support for the learner.  Each system had its strengths, but, as a result, could only be partially effective with all of the various student groups.

Internally, there were some issues with respect to the individual support systems on offer.  Lack of appropriate staff expertise, lack of time and lack of budgetary support were said to be key issues by many interviewees.  Moreover, the relevance and value of the support was sometimes questioned.  Tutorial programmes, for instance, did not always appeal to students and attendance was often poor and not backed up by appropriate monitoring systems.  A few students said their opinion about the content and delivery was sought but, on the whole, many felt that their opinion was not valued. 

Schools tended to have little contact with external support agencies, indicating that they would refer students through the careers service.  However, careers services have diminishing responsibility for guidance in sixth forms so that links with the careers service are not as good as they have been previously.  Moreover, once young people were put in touch with an external agency, whether from a school or a college, they effectively became a client of that agency and little follow-up occurred in their host institution.

This chapter has focused primarily on the nature and effectiveness of the non-financial support systems in place in schools and colleges and their links with external partners.  The following chapter will look more closely at the financial support available to post-16 students.

5.
On-course support: financial

This chapter considers the financial support available to students to continue in education post-16 in each of the nine case-study areas.  Consideration is given to the following issues:

· the financial support available to students in their locality;

· at what point students are informed and how are they informed of the available financial support;

· how students access this support and how many were accessing financial support;

· the perceived adequacy of financial support;

· the extent to which paid employment is perceived as a necessity by young people to continue in further education.

5.1
Mapping Financial Provision in the Case-study Areas

Previous research has indicated that financial hardship is a contributory factor to non-participation and non-completion of further education courses.  Callender’s study, ‘The Hardship of Learning’ (1999) emphasised the need for a radical overhaul of the student financial system in order to widen participation to further education.  In recent years, reforms to move towards a more comprehensive system and promote equity of access to further education have been made.  Indeed, in a recent research study Maginn et al. (2001) suggested that being in receipt of Learner Support Funds was ‘positively associated with higher retention (within FE) than would otherwise be expected’.  Currently, all students can apply for Learner Funds, distributed by LEAs and FE colleges, whilst in 56 local authorities across England, students can apply for Education Maintenance Allowances (EMAs). 

This section discusses the main sources of financial support available to young people in the nine case-study areas (as identified by LEA personnel, school and college staff and students). 

5.1.1 Learner Support Funds (Access Funds)

Learner Support Funds are aimed at young people aged 16–19 who are (or whose families are) on a low income or in particular financial difficulty.  Aimed at helping students to overcome financial barriers to learning, the funds were introduced to help widen post-16 participation and promote access to such learning opportunities for all young people, irrespective of backgrounds, location, personal circumstances or physical or other disabilities.  They are administered either via the LEA or through FE colleges and available to two different cohorts: those aged 16 to 19 and those aged over 19.
  DfES guidance on funding allocations are cascaded to FE and sixth form colleges, LEAs and schools via the LSC.

Across all nine case-study areas LEAs provided schools with access funding, although locally made decisions mean that the ways in which funds are distributed vary from LEA to LEA.  The interviews indicated that at least three models of provision were in operation:

· Funds were restricted to pupils eligible for free school meals.  One authority saw this as a means by which to ‘blanket target’ lower income groups and avoid carrying out individual assessment.  The fund was divided equally between eligible students and payment was dependent on attendance and completion of courses.  Fifteen per cent of the fund was ring fenced for childcare and exceptional claims.  A head of student support, from a different LEA, commented that the criteria for specific hardship funds are so tight that very few students are eligible.  

· Funds were delegated by the LEA to the schools, keeping a small amount centrally for childcare costs, for example.  Schools then decided how the monies should be allocated (following DfES guidelines provided by the LEA).
  However, only eight of the 50 surveyed schools felt that they had any expertise in student finance, suggesting that this may not be the most appropriate strategy in all cases.  Indeed, one head of sixth form expressed his concerns about this method of distribution, ‘the access funds are very hard to distribute.  It is hard to know if you are giving it to the right people.  We’re really not very good at means testing’.  He also reflected on the extent to which the funding promoted widening participation, ‘I’m not convinced that access funding has opened any doors to people who would not have stayed on anyway’.
 
· Funds were tailored to the individual’s need.  In one LEA this was based on a sliding scale of parental income, whilst in another a banding scheme based on parental income was used.  In the latter case, priority was given to students whose parents earned less than £20,000 and it was then allocated on a first come, first served basis.  This could mean, of course that students did not have access to funds to which they might have been entitled.

In addition to School Sixth Form Access Funds, a small number of schools were also able to provide students with financial support in the form of, for example, subsidised educational visits. 

Learner Support Funds, administered by FE colleges, similarly provided support to those in most need to meet the costs of childcare, travel, extra equipment and fieldwork expenses.  Ninety per cent of the colleges surveyed said they had student finance specialists on their staff, providing both advice and support.  Colleges dictated how these funds would be allocated and it was sometimes the case that only a small amount was targeted at students aged 16–18.  One FE college, for example, emphasised that the proportion of monies allocated to students aged between 16 to 19 was quite small; ‘most of the Learner Support Fund is spent on post-19 students’. Similarly, another college annual report showed that only 27% of the funds were allocated to students aged 16 to 18 in the academic year 1999 to 2000.
  However, it is important to emphasise that this research also indicated that only 11 eligible students were refused a grant on the basis that they did not prove their financial difficulty.  A number of college interviewees believed that students who were in receipt of an EMA could not receive Learner Support Funding, although the official guidance emphasises that those receiving a full EMA are eligible for access, childcare support or residential bursary funds ‘where they can demonstrate significant financial need and are at risk of not joining or completing their courses’.
  

5.1.2
Education Maintenance Allowances

Four of the case-study areas were involved in EMA pilots; two areas administered full EMAs, whilst the other two areas were taking part in the transport EMAs.  A fifth LEA emphasised that EMAs were not available to students in the authority, but that young people in bordering areas had access to this support.  Highlighting some of the issues raised by an area specific pilot, the LEA interviewee commented, ‘you can have a situation where in one school or college a third of students are receiving an EMA.’  This financial provision was described by one head of 6th form as a ‘bit of lottery – it depends where they live and not so much on their needs’.  In addition, a head of student support at one large FE college emphasised that the administration of EMAs was very costly due to the requirement to monitor student attendance.  Schools and colleges are expected to monitor student attendance, regardless of whether or not they are taking part in the EMA pilot.  However, since attendance is not actually compulsory for post-16 students (although EMA payments are dependent on student attendance), FE colleges, in particular, did not always have the systems in place to carry out the detailed monitoring that is required for EMAs.  No funding was made available to colleges to cover these administrative costs.  

According to some students, payments of EMAs were thought not to be very prompt.
  These students would also have welcomed the ‘Christmas bonus’ they received for staying on the course being incorporated into their weekly income, rather than being given as a one-off payment.  This, they felt, would have enabled them to budget more effectively.  

5.1.3
Other financial support costs

The provision of additional funds for travel costs was another form of financial support specifically identified in three of the nine areas.  In one area, this financial support operated in the following manner:

· students aged 18 or under, living at least three miles from the college and attending the nearest college to their home, contributed £200 towards the County Council subsidised pass in 2001/2002 (free to those students whose parents receive means tested benefits);

· those students living outside of the area or those who were not eligible to receive a pass from the council could apply for a subsidised pass from the college. 

However, a recent study by Steer Davies Gleave (2002, forthcoming) for the DfES identified the need for legislative changes in order to make the criteria for eligibility to such support more transparent; to highlight the priority groups for support in paying for transport (such as students on low incomes, with high transport costs or with disabilities and/or learning difficulties); and to ensure consistent travel arrangements for students across different local authority boundaries.
 
External charities and foundations, to a lesser extent, provided some small grants to individual students.  For example, one faith school reported that money had been made available through the diocese to support students in exceptional circumstances (such as students who had been excluded from home). 

Full-time students up to the age of the 19, estranged from their parents and living independently are now entitled to income support.  However, as one college financial specialist highlighted, the number of students within this category was very small. 

5.2
Publicising Financial Support

Interviews with LEA personnel indicated that all nine LEAs distributed documentation to students (via schools or directly to students) to inform them of the available financial support to enable them to continue their education.  They noted the publicity produced, in the form of leaflets and posters, to promote financial assistance. An interview with one LEA highlighted the importance of such information being disseminated to students prior to Year 12.  The DfES provide funding information to the LSCs in the Annual Terms and Conditions, which is then cascaded to further education institutions with the funding allocations.
   However, in the case of this particular LEA, which usually sent out information and application forms to students in Year 11, the information did not reach the appropriate personnel in the authority in time for the normal procedures to take place in the academic year 2001/02.  As a result, the interviewee believed that only those who had already decided to stay on in further education could benefit.  Those who had decided against staying in education because of the cost implications had not, therefore, benefited from these funds. 

The research identified the importance of mediating the financial support available through personal contact as well as publicised information.  A Director of Student Services at one college voiced his concern that students were not aware of the financial help available, even though it was thought to be widely publicised.  Similarly, a Student Liaison Officer at another college commented that not all students seemed ‘clued up’ on the help available, despite the publicity. Amongst young people, however, there was at least a minimum level of awareness.  Approximately half of the students interviewed noted that they had been informed of the financial support available to continue their education at some point in Year 11.  However, they emphasised that this was predominantly through members of staff, as opposed to seeing publicity or documentation.  Furthermore, roughly half the students interviewed noted that they became aware of the financial support available once they entered Year 12 (either at a school sixth form or FE college).  Students noted that they were informed in the very early stages of Year 12, often during the induction period.  Once again it was members of staff that mediated this message; head of sixth form, tutors, or personnel from student/welfare services.  Only a minority of students noted that publicity materials were the medium through which they became aware of sources of financial help.  No more than five of the students interviewed said they had seen the publication ‘Financial Help for Students’ (DfEE, 2001a), although this is made available to all institutions in January for Year 11 students.  In one Sixth Form College this publication was placed in the library at the issue desk, yet despite being clearly visible none of the students interviewed had seen it.  Those that were aware of the booklet had found it helpful.  Clearly, then, the provision of written information is not enough without appropriate mediation.  

5.3
Access to Financial Support    
Forty-four of the 90 students interviewed received some form of financial support as listed in Section 5.2.  This support could range from students who received a subsidised bus pass to those who received a full EMA.  The remainder (46) noted that they did not receive financial support because:

· their parents were able to support them.  For example, one student said that his parents provided him with a place to live, food, travel costs and stationary.  He did not therefore have any additional costs to cover.  Another student actually received an allowance of £60 a month to cover expenses incurred in continuing her education. 

· they were not eligible to receive financial support.  For example, one student from a single parent family noted that she was not eligible for an EMA because her mother earned too much.  In reality, however, she believed that her mother could not afford to support her completely, so she has to work part-time.  She said that her mother felt that the EMA should be available to any young person continuing their education. 

· they did not apply. This is an important issue, as many eligible students had not received funds to which they were entitled, whether they were EMAs or school or college access funds. 

· For example, one interviewee noted that he did not apply for an EMA on the basis that he would only have been entitled to £2 to £3 a week.  This suggests a lack of understanding or awareness of the EMA scheme and the fact that bonuses are available for attendance and achievement.  Interim research evidence on EMAs supports this finding (Lines et al., 2001). A Careers Service Operations manager reported that in his area take up of EMAs had been low; 2,000 out of an expected cohort of 6,000.  The recent evaluation of the EMA pilot showed that in most areas the number of successful applications had approached or even exceeded the levels anticipated, but that in some cases, slower processing of applications, for example, had meant that the number of EMAs paid did not reach expected levels (DfEE, 2001b).

· Another student explained that he had not taken much notice of the information he had received with regard to the financial help available because he did not like taking money.  This was not an uncommon attitude.  One LEA representative, for example commented that take-up of school access funds was low, explaining ‘students are too proud to take it up’.  In an effort to address this reluctance, a head of sixth form commented that the school had ‘pushed [Access Funds] a lot this year and helped to remove the stigma of applying’.  Consequently, take-up for 2001/2002 was high. 

5.4
Adequacy of Financial Support

The research suggested that the financial support available for young people to enter further education was generally perceived by interviewees as adequate.  An interview in an FE college emphasised that students ‘do a lot better than they did a few years ago when the college had to keep grants a secret’ because of the lack of resources to cope with demand.  He further commented, ‘there has been a huge increase [in financial support] and we are now very proactive in telling students about the offer’.  Similarly, EMAs were described as ‘helping students financially to stay on in the system’ and providing a noticeable impact on ‘attendance and performance, it’s a big incentive’.  Several interviewees said that finance used to be one of the major causes of student drop-out but that, since EMAs, financial need was now less of an issue.  One Student Support Learning Manager also believed that it meant that further education had become more accessible to certain groups, such as teenage mothers who might have been precluded in the past. 

The majority of students (approximately two-thirds) interviewed found their personal financial situation ‘adequate’.  Comments ranged from those students who felt the support they received was ‘ample’ to those who said that the support  ‘just about’ covered the expenses they incurred from attending college. 

A small minority of interviewees identified issues with regard to the financial support available.  In contrast to the comments made above, one student union advisor felt that, for those students not in receipt of an EMA, a gap in terms of funding for this age range did exist.  She commented, ‘if they don’t get an EMA, studying full-time can be a real problem, parents can still get child benefit but it is not enough’.  This was reflected in the experience of one student who was supported by his parents.  They provided him with food and money to travel to college, but he stressed that he was very short of money.  He could not afford to have lunch at college and was looking for part-time work to provide an independent income.  A group of students at one FE college felt that it was an assumption by the government that if a student is not entitled to financial support then their parents will automatically support them.  They suggested that this was not necessarily the case and that, as a young people became older, parents were often less likely to support their children to the same extent financially.  Similarly, one student who was in receipt of a transport EMA emphasised that, at 18, he does not have sufficient financial support to continue his education without supplementary part-time work, commenting ‘if I didn’t have a job I wouldn’t have a life’. 

A lack of equity in the financial support available for individuals was highlighted.  A Director of Student Services for one college emphasised that the 16–19 element of Learner Support Funding was insufficient; ‘we have to be quite mean’.  He noted that the standard award available to college students with parents on a means tested benefit was £210 per annum; this figure was lower than the amount the LEA gave to students at school in similar circumstances.  One student in receipt of Learner Support Funding commented that the amount she received was not enough.  She was aggrieved that the college had not explained why she could not receive more and compared her financial situation with other students in the college who were in receipt of an EMA (due to the fact that they lived in a different area). 

A finance specialist at one FE college also outlined the financial implications when a student turned 19 during the course of an academic year (the age at which the financial support system changes).  He noted that the college could only provide funds to support a very small number of students in this situation, suggesting that financial help should be provided until the end of the course. 

In a small number of cases, it was evident that there was some confusion as to the financial support available to young people who were not residing at the parental home, but who wished to continue with their education.  A financial specialist from one FE college stressed that there was a lack of understanding amongst both staff and students with regard to this issue, as reflected in the following examples.  One young mother studying at an FE college full- time and living on her own, emphasised that she had lied to the benefits agency because she thought (incorrectly) that she was unable to study full-time whilst in receipt of income support.  Furthermore, one member of staff in an FE college mistakenly believed that a young person who did not live at home could not claim state benefits for accommodation and study full-time, saying that this was a gap in the financial support system.  However, in recognition of the financial needs of young people estranged from their parents, the government has put in place financial provision for students until the age of 19.  The examples above highlight the importance of mediating this message to students and making sure that staff are up-to-date on benefit entitlements.

5.5
Further Education and Paid Employment

The majority (over two thirds) of the students interviewed had some form of part-time employment in term-time and holidays (only a small number of students engaged in holiday work only).  The number of hours students worked ranged from a minimum of three hours a week through to a maximum of 24 hours a week.  Approximately half of the students were working between 8 to 12 hours a week; the number of students working above this number of hours was substantially smaller.  Recent research has indicated that the negative impact of paid employment on students academic achievement was negligible unless students worked long hours (for example, in excess of 15 hours per week for Year 12 students) (Payne, 2001).

Most of the students interviewed did not feel they had to work in order to continue to further education.  Part-time work provided independence, money for a social life and the ability to buy, for example, clothes and driving lessons.  In the longer-term, it provided the opportunity to offset some of the financial worries associated with progression to higher education.  One student noted that the money earned from his job was actually being saved for the next stage of his education (higher education). Another emphasised ‘school is not an issue, it’s university next year’, whilst one young woman felt it was good preparation for university life, ‘when you will have to learn to support yourself’.  School and college staff, along with Careers Advisors emphasised that in many instances, students worked part-time because they wanted to, rather than because they had to. 

A small number of students (15 per cent) felt, however, that they needed to work to continue their education.  One student explained that he lived with his parents but was completely independent, and therefore needed paid employment to pay his way at home and stay at college.  Another student noted that the money earned from part-time work certainly supported her learning; ‘sometimes it can be necessary if we are struggling at home’.  One student explained that he needed to find a better job that paid more money because ‘it annoys me not being able to afford the things I need for school’.  Another student noted that when she turned 18, parental support stopped and part-time work was a necessity to be able to attend college. 

Most students said working part-time did not interfere with their studies.  One student felt that it actually helped her learning, ‘it helps you to organise better’.  Similarly, another student emphasised the benefits of working; ‘it helps me switch off from college a bit’.  Another student noted that his job did not interfere with his studies because of the nature of the work (casual work which he organised to suit himself), whilst one interviewee emphasised that he was careful not to work too much, commenting ‘education comes first’.  Some students also noted that they were able to reduce the number of hours they worked when they had a lot of schoolwork or exams. 

However, a small number of students felt that paid employment did affect their studies.  One said that after working at weekends she often felt tired at the beginning of the week.  Her form tutor felt that this had contributed to her falling behind in her studies, although she disagreed, commenting ‘I am just lazy.’  Similarly, another student who worked Saturdays and Sundays felt that she had too little time to do homework at the weekends, whilst another noted that she found if difficult to organise working and her studies.  

A number of students who did not work had anticipated that paid employment could affect their studies, commenting on its adverse impact on the academic work of their peers.  Similarly, several school/college staff indicated that working affected students’ studies.  At one school sixth form, senior managers were considering asking students to limit the number of hours they worked.  The school currently advises students and parents during induction week in Year 12 not to undertake an excessive amount of paid work and restrict any such work to weekends.  Too much paid employment was also seen by some staff interviewees as a contributory factor to student drop-out. 

5.6
In Conclusion

National sources of funding, which are locally delegated, are available to assist post-16 students in continuing in their education post-16.  However, the different local and institutional approaches to the allocation of funds, albeit within DfES guidelines, meant that there was often a perception of a lack of equity in the way in which financial support was made available for individual students.  Although the DfES have sought to align the funding guidance for the FE sector and LEAs, expertise is not always available at the level of the institution.  While FE colleges were much more likely to have specialist student finance advisors, schools often had little expertise in this area.  This is a particular issue where LEAs delegate responsibility to schools for allocating funds to students, since the LEA’s ability to target funding and monitor uptake and impact becomes significantly more difficult. 

The emerging inequalities at local level were thought to be further exacerbated by the introduction of the EMA pilots.  While these were generally welcomed, they are currently (unlike Learner Support Funds) available in only one-third of the local authority areas, as they are still in a pilot phase.  However, the pilot nature of the allowances was not always fully understood.  Since catchment areas for post-16 institutions do not necessarily follow the boundaries of the pilot EMA areas, there was sometimes a perception of unfairness amongst young people and teaching staff, with reference made to financial support being decided on the basis of residence rather than of need. 

The research also highlighted problems with the extent to which information on financial sources was disseminated to students.  There was a great deal of written information, which students appeared not to have read, but insufficient mediation of the message through personal contact.  As a result, interviewees argued that many eligible students had not received the funds to which they were entitled.

When students were in receipt of financial support, this support was generally perceived as adequate.  The majority of students (whether in receipt of funds or not) felt that they did not need to undertake paid employment in order to continue in their education, although many reported that they had part-time jobs.  While students did not feel that taking part in paid employment had a detrimental affect on their studies, some teaching staff were less convinced and noted that it was sometimes implicated in lower levels of attainment. 

6.
Support for Progression 

Under the proposals outlined in the current 14–19 Green Paper, it is clearly envisaged that Personal Advisers are seen as a key mechanism by which young people in schools and colleges will be assisted in identifying their options and formulating their career goals.  Personal Advisers will offer all young people access to impartial careers advice on further learning options, and to information, advice and guidance on a range of other issues.  However, beyond this, their actual role in supporting young people in schools and colleges will be the subject of negotiation with school headteachers and college principals.  The extent to which they can be effective in their task may also depend upon the extent to which they have access to young people and the extent to which they are able to contribute to the design and delivery of curriculum-led programmes of careers education and guidance and wider support frameworks within institutions.  

The indications at present are that the partnership approach to the provision of careers education and guidance, in which educational institutions and careers services work closely together to advise, guide and support young people towards transition, is not a characteristic of post-16 education.  Indeed, the careers service was often said by both careers service and college staff to be on the margin of provision and not an integral part of institutional systems: ‘it is a service to the college rather than an embedded part of the system’.  This apparent marginalisation of the careers service is the result of a number of different factors, historical, structural and operational.  

To begin with, the majority of further education colleges employ their own specialist guidance staff (more than 90% of the surveyed colleges had such teams) and relationships with the careers service have, historically, been limited, particularly in relation to the provision of advice or guidance on higher education.  This appears to be still the case, although there was a growing use of careers service advisers and Personal Advisers with groups of students who, traditionally, might not have entered further education.  As one in-house careers specialist in a further education college explained, the link careers adviser from the local service was specifically used to support entry and foundation level students, while she took responsibility for advising Level 3 students and those who wished to progress to university.

Secondly, this apparent polarisation of tasks was also evident in schools.  Schools tended not to employ specific careers specialists at key stage 5, although, in two thirds of the surveyed schools, heads of sixth forms reported that they had some expertise in this area.  From interviewees in the case-study schools, this would appear to be largely in terms of the historical expertise built up though years spent guiding young people through the process of university applications.  Careers advisers (and, in some cases, Personal Advisers) were generally involved in interviewing students not going into higher education, on one year courses, or who were uncertain about their future.  

Thirdly, under their contractual obligations to the DfES, the careers service remit, post-16, has, in recent years, been largely directed towards young people on Learning Gateway.  A widening of that remit, under preparation for the Connexions Service, has facilitated the inclusion of greater numbers of young people in full-time education, but one-to-one contact has been focused, generally, on young people ‘at risk’ of dropping out from learning or who were thinking of entering the labour market at age 17.  More recently, and specifically since the changes made to the post-16 curriculum, there has also been a greater demand for their services with young people, at age 17, who were on one year courses (GNVQ intermediate or AS) or retaking GCSEs, or who felt they were on unsuitable courses and sought to switch courses or to leave education altogether.

The combination of these factors has led to a situation in which links between the careers service and post-16 institutions have sometimes become rather strained.  On the one hand, while the support of students at risk of dropping out (or in need of additional support to stay on course) was largely felt to be welcomed, senior careers service staff commented that many established academic institutions and further education colleges did not see the need for external help with the delivery of advice on higher education.  They noted difficulties in accessing students and stated that schools, in particular, were not making use of their allocation of careers adviser time at key stage 5.  A number mentioned that they had limited access to facilities in further education colleges, with no allocation of private facilities when conducting interviews.  On the other hand, teaching staff expressed disquiet over the loss of one-to-one guidance interviews for post-16 students outside the target group, suggesting that, not only had they ‘not got the expertise in career terms’, but that they did ‘not think the more able students can be left to their own devices.  They are not knowledgeable, they need help from careers guidance and they need someone from outside school to guide them’. 

Clearly, there are some issues here.  Careers service personnel were very concerned that they were ‘spread too thinly’ and that while ‘there [was] a lot of money following the same people’ (that is, the disaffected and disadvantaged) there was a ‘neglect of others’.  This focus on the target groups was said to be having a significant impact on average and more able students (‘I regret that we are no longer able to do blanket interviews.  This is a huge loss to students.  There are lots of groups who need and would benefit from advice’) to the extent that drop-out in Year 12 was now markedly higher amongst young people who, in the past, would have completed two year course at 16.  According to senior managers the reduction in pre-16 guidance provision that had followed the re-focusing of support towards those deemed most in need, meant that many young people were taking inappropriate courses.  One result was an increase in the number of Year 12 students expressing distress: ‘last year take-up [of drop-in facilities] was not much greater than previously, but there are now young people doing AS levels when they should be doing something more suitable’. 

So, what did careers education and guidance provision look like, and what were the implications, for students, of the seemingly parallel support systems that were in place?

6.1 
The Nature of Careers Education and Guidance Support Post-16

On the whole, the system for careers support in colleges was linked into the wider tutorial programme.  In many instances, in-house careers specialists devised or collated materials, distributed them to tutors and provided relevant training.  In addition, they provided specialist help to students, through, for example, one-to-one interviews, careers fairs and ‘job shops’ for those seeking employment.  However, careers education and guidance was not always a compulsory element of the tutorial programme and was not always valued as a ‘frontline service’ but more as a ‘small part of a large wheel’.  As a result, tutors were often reluctant to access the whole menu of activities that was offered by the guidance specialists and provision across the college could be very ‘patchy’.  For young people, this means that there was often little equality of opportunity in terms of access to careers education and guidance. 

Schools tended to rely more on the expertise that had been developed by heads of sixth forms (many of whom had been on related training courses) and the programmes they developed with their tutorial staff.  Although most schools had designated careers co-ordinators (often with specific guidance training or qualifications) at key stage 4, it was unusual to find any direct link between the pre-16 careers education and guidance programme and that made available post-16.  The emphasis was largely on progression to university.  Indeed, in one school, the entire careers programme consisted, in Year 12, of conducting research into higher education and, in Year 13, completing UCAS applications and considering the financial aspects of attending university. 

6.2
The Effectiveness of Careers Education and Guidance in Schools and Colleges

Many young people reported that the support they were receiving from teachers and tutors in such in-house programmes was useful: ‘teachers and tutors are great if you want advice’.  However, as indicated above, the emphasis of many of these programmes was primarily focused on higher education, a provision that was sometimes criticised by students: ‘there is an assumption that everyone wants to go to university and those going into jobs are not helped’.  Moreover, it became clear that, while over two thirds of the young people that were interviewed during the course of the study had plans to continue in their education and make the transition to university, some had only the vaguest ideas about what that would entail (‘I am going to work with computers’).  

Teachers in schools and college tutors were sometimes ready to concede that their post-16 careers education and guidance provision was insufficient to meet the needs of students, whether they were intending to go to university or on to other post-18 destinations.  There were particular problems in relation to guidance for young people who intended to enter employment after the sixth form, since teachers sometimes felt that they were not knowledgeable enough about progression other than to higher education.  One head of sixth remarked that such students could be referred to the careers adviser, ‘but they are not a priority’.  He said of these students that, ‘I feel they are neglected a bit.  I meet them briefly to identify who they are and what the situation is and give them a certain amount of help with CVs and ROAs’.  

The loss of the one-to-one careers service interview was widely regretted, with one head of sixth form admitting that many students left the school with little idea what to do next.
  However, while some interviewees felt that the careers (or Connexions) service was best placed to provide the support and guidance that was necessary, others expressed reluctance to involve them too closely in their programmes.  Teaching staff in schools expressed concern about the appropriateness and quality of some of the guidance being given, while others were more critical of the upheaval that they perceived in the service as a result of preparation for the implementation of Connexions.  Reference was made to frequent changes in advisers, particularly since the introduction of the Personal Adviser role, which most of the teachers who were interviewed felt was not always welcomed by those who had joined the service to become careers advisers.  As a result, ‘the school does not have the opportunity to forge any kind of relationship with the careers service [sic]’. They also voiced a suspicion that the service was not impartial and appeared to favour further education colleges or training providers.  Commenting on his awareness of his suspicion, one careers adviser noted, ‘some schools see the careers service as luring students away from further education’.  

A number of careers services were seeking to ameliorate this suspicion firstly, by openly acknowledging that schools and colleges had both knowledge of their student and an expertise in relation to higher education and secondly, by demonstrating how their input could benefit those seeking to progress onto employment or training.  However, they were also clear that there were, indeed, some very specific issues about young people who had stayed on in school (or had gone to college) with no particular objective.  Many of these, they said, would have been better placed with training providers, but places were often said to be lacking.  These young people often constituted one of the main target groups for careers service inputs, but careers advisers emphasised that they needed to be identified at an early stage or else they would drift away.

This was one of the reasons why many careers advisers felt that an early Year 12 interview would have value as a means of promoting student retention.  They noted that students who changed courses or who dropped out often did so because they were experiencing difficulties with the subject(s) or the level of qualification(s) they had chosen at 16.  Many of the students themselves spoke of a lack of awareness, on their part, about how much harder the work would be at AS/A2 level than at GCSE.  Teachers reported that early leavers and ‘switchers’ in their schools or colleges had often struggled with AS levels and had changed course (often to a GNVQ in a related subject area) or had left to find work, sometimes after performing badly in examinations.  While they often took a pragmatic view of those who dropped out after AS examinations (‘at least they left with a qualification’), it was believed that, with more appropriate pre-course guidance, or more timely on-course guidance, such young people might have made more progress in the educational system.  

The key mechanism for implementing such on-course guidance was the referral system.  This generally required tutors to set up interviews for students with the careers advisers.  The challenge was to set these interviews in train before issues became too acute; a challenge that was not always met.  In order to reach more students, therefore, most careers services operated a system of self-referral (by telephone, email or visit) alongside the standard referral system.  While advisers and senior staff reported a growing demand for this service, they also acknowledged that many of those young people who would have benefited from it did not make use of it.  In some cases, this was because students did not recognise their need for help; according to some teachers, many likely university candidates thought (wrongly) that they did not need advice.  Others were clearly unaware of the service, with some interviewees saying they were unsure how to get in contact with a careers adviser.  In some cases, however, young people referred back to poor experiences in their pre-16 encounters with advisers, either in terms of an apparent lack of useful information (‘they didn’t know what degree would be appropriate to join the police force’) or because advisers appeared over-directive: ‘they are full of information, but I don’t like to have things pushed on me.  They tend to tell you what to do straight away, like “Well, you should do this”’.

6.3
In Conclusion

The evidence, so far, suggests that the status and structure of careers education and guidance is not yet well integrated into post-16 student support systems.  While elements of programmes were clearly excellent, it was clear that there was far more institutional expertise (particularly in schools) in supporting transition to higher education amongst groups that had a tradition of such progression than in supporting other groups or other forms of progression.  The various initiatives instituted under the widening participation agenda and the social inclusion agenda, including the focusing of the careers service, have all contributed to increased numbers of young people now entering further education who would previously have been lost to the system.  These possibly reluctant or ‘ill-equipped’ learners need intensive support of the kind that many schools and colleges have recognised that they do not have the expertise to provide.  At the same time, there has also been an increase in drop-out amongst groups of young people who might, traditionally have been seen as those who would have remained in education had the pre-16 guidance support they received been more comprehensive.  

There is a clear opportunity here for careers services (or, in future, the local Connexions service) to provide appropriate and expert support.  However, the funding strategy was widely regarded by interviewees as reducing their capacity to provide the level and quality of support needed. 

7.
An Overview of Student Support

In outlining the ways in which it would implement its new curriculum and qualifications strategy for 14–19 year olds, the Government has emphasised the need for greater collaboration between schools, colleges, training providers and employers, underpinned by ‘effective arrangements in place to help [young people] if they need support’ (DfES, 2002).  It has also highlighted the need for efficient operational links between the Connexions Service, educational institutions, and the Youth Service, along with their supporting partners.  

However, the discussion in Chapter 2 suggests that cross-phase collaboration, particularly between schools and colleges, is not routinely in place.  Moreover, although the Connexions Service, currently being phased in, in England, has been established to provide support for all 13–19 year-olds, most support agencies with which it works are still organised, on an operational level, with a functional divide at age 16.  As indicated in Chapter 3, for example, Social Services may be reluctant to support young people once they are past that age.  

What then has the current study shown about the availability, access, co-ordination and management and the effectiveness of current support systems for young people aged 16–19?  What is the nature and extent of support networks for young people and to what extent could they be said to be effective at present?

7.1
Support Systems at a Local Level

Support for young people at age 16–19, whether in terms of financial, academic or personal support, is provided by a range of different bodies, including local authorities, schools and colleges, the careers service, or (in future) the Connexions service, voluntary organisations (particularly for issues such as drugs counselling or accommodation) and youth workers.  In many areas, there was evidence of good practice at an institutional level (see Chapters 4 and 5) and some agencies, such as the careers or Connexions Service, were actively exploring strategies to enhance their provision to this age group.  However, despite the widely used rhetoric of partnership, and the indication by Dickinson (2001) that there are a large number and range of organisations involved in developing the Connexions infrastructure, this study has found that, as yet, multi-agency practice for this particular age group is patchy and, on the whole, limited in its extent.  In particular, there were specific issues in relation to the visibility of support services, to the extent of networking that was taking place and to the co-ordination of multi-agency initiatives.  This is perhaps to be expected, given that the study took place at an early stage in the phased introduction of the Connexions Service.  

7.1.1
The visibility of support services

Various interviewees made comments that young people were frequently ‘not clued up’ about the support (financial or otherwise) that was available to them.  While some of this may be a result of with a lack of appropriate mediation (not all young people are happy with an ICT alternative to one-to-one guidance discussions, for example), there are indications that it may also be due to a lack of visibility of the relevant support services within the educational institutions in which young people were based.  Thus, while schools and colleges made reference to the careers education and guidance programmes that they had put in place to support young people in completing UCAS forms, careers advisers often referred to difficulty in gaining access to support this post-16 work (see Chapter 6).  Schools, in particular, were said not to be using their allocated careers adviser time and heads of sixth forms were sometimes unable to name their link careers adviser or believed that the role of such staff was primarily related to young people in key stage 4.  

This lack of visibility was often more evident in schools than in colleges.  College interviewees were more likely to have identified the range of support services that were available to them than their school peers.  This may be a reflection of the more overt (and often centralised)
 nature of student support services, with their specialised staff and established links with external agencies.  These included housing and accommodation (83% of the FE colleges in the survey reported these, compared with 50% of the schools) and a range of voluntary organisations (61% of colleges mentioned these compared with 10% of schools), in addition to the careers service, the Connexions service
 and Social Services.
  However, it should be noted that the existence of centralised student services did not guarantee that young people accessed them.  The centre in one college, for example, was described as too formal and ‘office like’ by the students, many of whom saw the staff as ‘off-putting and unfriendly’.

7.1.2
The extent of networking

While schools were often aware that outside agencies could provide support for young people faced with problems related to specialist areas such as housing, drugs or alcohol, few interviewees were able to identify the relevant external agencies.  This may, in part, result from the fact that the numbers of young people whom they had referred to external agencies were relatively small.
  Most heads of sixth forms indicated that they would make initial contact with the careers service or Social Services who ‘would know who to contact’.  Colleges, by contrast, tended to have clearer links with such external agencies, partly, perhaps, because of the number of student support specialists they employed and partly because of the greater diversity of their student population.

The fact that schools, in particular, made reference to the careers service as their initial point of contact for links with outside agencies might appear to bode well for those services that will also be establishing the Connexions Service.  However, it suggests that, at present, networking with external agencies is not very advanced and that, as a result, some young people may not be getting the kind and level of support they need.

7.1.3
Co-ordination

As previous research has indicated, co-ordinating multi-agency provision is challenging, in terms of:

· information exchange about clients (raising issues of confidentiality as well as the compatibility and comprehensiveness of different data management systems);

· different professional cultures (the different agencies that will work within Connexions partnerships make use of a range of assessment and diagnostic tools, adopt different philosophies in their approach to working with young people and identify and measure ‘outcomes’ in markedly different ways, for instance);
 
· strategic issues, such as structural inflexibility (which could be a function both of timetabling and staffing structures) (Morris et al., 2001) or lack of time (which includes the time to set up and maintain working partnerships) (Atkinson et al., 2001).

While the current research supports these career findings, it highlights one further difficulty associated with the multi-agency approach:  who is responsible for co-ordinating the support that is (or should be) taking place?  For some schools and colleges – and for some careers services – the introduction of the Connexions Service, accompanied by the radical re-structuring of the post-16 landscape, has led to some confusion.  On the one hand, the Connexions Service was specifically established with the remit of implementing the Government’s vision of a ‘single, coherent strategy’ to support all young people aged from 13–19.  It was to do this by co-ordinating the various inputs of the Youth Service, Social Services, Youth Offending Teams and others, as well as schools and colleges, through the work of Personal Advisors.
  At the same time, the introduction of the new local Learning and Skills Councils (LSCs) means that responsibility for post-16 learning opportunities (including schools and colleges), and their planning and funding, has been transferred from local authorities to the 47 LSCs – effectively introducing a structural divide at 16.  For those in local areas this raised a number of questions.  Where, for example, does the locus of co-ordinating support systems for 16–19 year-olds reside?

7.2 
Support Systems at the Level of the Institution

The story within institutions is rather more positive, although the issue of co-ordination is still evident, with colleges in particular highlighting the challenges they faced in providing an integrated and comprehensive service.  Overall, systems for assessing the level of student need and for providing appropriate help were more evident in the area of academic rather than personal or financial support.  

7.2.1 
The provision of support within, or as an adjunct to, the learning programme

Provision in further education colleges, on the whole, tended to focus on support for the learner, through strategies that were premised on the notion of the self-directed or self-actualising learner.  Learning support, often of high quality was generally available, but was not the core activity of the centralised learning services.  The support structure in schools, however, was primarily focused on learning support, albeit within a structured pastoral system, continuing the emphasis that is dominant at key stage 4.  

Assessment for academic or learner support varied by institution, with further education colleges more likely than schools to have systems in place for the formal assessment of basic skills or individual learning needs, and more likely to indicate that they had specialist staff in place to provide this support.  Nonetheless, young people in schools appeared very aware (and appreciative) of the academic support that was available to them, even if the systems that were in place in their institutions were less structured or formalised than in many of the colleges.  Both school students and teaching staff, however, sometimes expressed frustration at the lack of time available to provide such support, citing curriculum and timetable pressures as key barriers to progress.

Although tutor groups have been the defining structure in school sixth forms and, in recent years, have been the subject of much greater attention in further education colleges, their role in the provision of student support still varies widely.  As indicated in Chapter 4, tutorial programmes ranged from short registration periods, with few clear links to the academic programme, to planned, timetabled sessions used as the vehicle for the delivery of enrichment programmes and key skills.  Staffing strategies ranged from allocating tutorial responsibility to subject teachers (the traditional pattern in school sixth forms) to the appointment of dedicated staff with tutorial responsibility for a number of different student groups.  The extent to which they were successful was largely dependent upon the extent to which they were seen as a necessary adjunct to the support provided on courses, the commitment and experience of the staff involved and their relevance to the young people for whom they were being provided.

7.2.2
The provision of careers guidance support 

The picture with respect to careers education and guidance was rather less sanguine.  Both schools and colleges, for example, had developed some historical expertise in helping young people through the process of making university applications, particularly in terms of completing UCAS forms.  However, careers advisers – and many heads of sixth forms – questioned whether teaching staff in schools were sufficiently expert in relation to helping young people make appropriate decisions about their choice of university and course.  Concern about their knowledge of other, non-university, options was also expressed, a concern that has become particularly pertinent with the re-structuring of the post-16 curriculum and the widening participation agenda at 16.  

Schools and colleges, for their part, expressed disquiet about the changing nature of their relationship with what had been the careers service, saying that the ongoing ‘upheaval’ that had been experienced in the transition to the Connexions Service had significantly reduced the level (and, in some cases, the quality) of the input they had received.  Careers advisers pointed to the post-1998 refocusing of the service towards the disaffected and disadvantaged, and the emphasis on support for young people in Learning Gateway, as having had a detrimental effect on the provision that they could make for the more able post-16 students.  Rather than being seen as the providers of a universal service, many felt ‘de-skilled’ in their post-16 work and felt they were seen primarily as the point of contact for those who were in danger of dropping out of learning (see Chapter 6).  

7.2.3
The provision of financial support

While there appeared to be a significant amount of information about possible sources of financial support, interviewees in schools and colleges, as well as in LEAs and careers services, were clear that many young people were either not aware of the funds for which they were eligible, or had not put in claims for them.  The point has already been made that mediation of financial information is necessary, but the system at present places a heavy reliance on young people seeking assistance.  As Chapter 5 indicated, many were unwilling to do so, particularly when their applications required parents or guardians to complete the forms.

7.2.4
The provision of personal support

The extent to which personal support was made available was largely dependent upon the tutorial system in place in schools and colleges and the extent to which internal networks facilitated links between subject staff, personal tutors, specialist staff and external agencies.  However, in many instances, the extent to which it was effectively deployed was highly dependent upon the agency of the student.  Some interviewees made reference to a reliance on serendipity or chance in identifying students’ problems, while others suggested that, to a certain extent, counselling tended to be ‘gendered’, with boys often reluctant to admit to problems or to take advantage of the services available. 

7.2.5
Co-ordination of support services within institutions

As indicated in Chapter 3, further education colleges were more likely than schools to report that they employed specialist staff to provide the range of support services that they had in place.  Moreover, nearly three quarters of them indicated that they employed someone whose main responsibility was student services (65%) or student guidance (8%).  Schools, in the main, relied on the Head of Sixth form, who was also a subject teacher, or even head of department or faculty, to perform this role.  However, despite this, colleges were more likely than schools to report that they had difficulty in co-ordinating the range of support services in their institutions.  Whether this was because colleges were significantly larger than the schools (nearly two thirds of them catered for over 1000 full-time equivalent students and one in five had more than 5000 such students), catered for a more diverse student body, were on multiple sites or employed more specialist staff is not entirely clear.  However, this issue of co-ordination may well be key to the ultimate effectiveness of the support systems that can be established.

7.3 
The Effectiveness of Support Systems

As indicated above, while there are many instances of individual good practice in relation to specific forms of assistance for students, the wider concern is the extent to which these forms of support are effectively co-ordinated in order to provide a comprehensive support structure.  In order for the emerging Connexions Service to become fully operational across the 13 to 19 age group and, specifically, for it to cope with the current structural and assessment divide at 16, there is a need for strategic partnerships within the local Connexions Service, and for appropriate systems to be in place in schools, in colleges and amongst training providers.  Yet recent research has queried the capacity of schools to develop the integrated support systems necessary to back the Connexions Service, concluding that many schools remain in need of additional external support to develop their ability to become full partners in a Connexions service (Morris et al., 2001). The current study suggests that this conclusion also holds true for many post-16 institutions, including further education colleges.  

To begin with, while tutorial programmes are arguably the lynch-pin of student support strategies in many schools and colleges, students do not always perceive their relevance or importance.  Both school and college staff identified particular problems with student attendance, the content of tutorial programmes and some difficulties with timetabling.  Moreover, given the range of expertise in student support systems that school tutors, in particular, are expected to have, the deployment, in some schools, of less experienced staff with older students raises questions about the status that was allocated to post-16 support.

Secondly, the extent to which institutions were able to address student needs varied.  While school tutors felt confident, for example, that the informal structures they had in place were largely sufficient to enable them to identify and attend to the personal needs of their student body, further education college staff expressed concern that these needs were often overlooked in their own institutions.  Yet, in contrast, schools were less likely than colleges to be able to call on specialist counselling skills to deal with emerging issues.  

This issue of relevant staff expertise was particularly crucial with respect to the provision of post-16 careers guidance.  While many colleges employed specialist guidance staff in addition to their tutorial staff, schools were largely reliant on the input of their sixth form tutors.  Earlier research (Morris et al., 2001) suggested that many teachers were resistant to the concept of identification, prioritisation and selective assistance of young people, pre-16.  However, more widespread was their feeling that they did not have the skills to undertake this work; views which were also expressed by some of the post-16 teaching staff in the current study.  Even though many were comfortable with taking young people through the process of UCAS applications, there was a recognition that the more complex guidance needs that many young people now had were outwith their level of expertise.  This would seem an obvious area in which careers services (and in future the Connexions Service) could provide support.  However, there was a general feeling (rightly or wrongly) that, unless young people were in danger of dropping out of the system, the careers service would not have the resources to provide the guidance needed.  

Thirdly, despite the links that schools and colleges reported with external agencies (94% of surveyed colleges and 98% of surveyed schools said that these links were extant) few were able to identify named contacts and most case study institutions identified some problems in referring students to these agencies.  These difficulties were often exacerbated by an operational divide that seemed to take place once young people reached 16.  Difficulties also existed for young people who were still in education at 19, but no longer eligible for the types of support (often, but not exclusively, financial) that they had received up to that date.  Turning 19 did not make them any less in need of support.

At an agency level, many senior staff identified a potential crisis in staffing, with some careers service and Connexions services, in particular, reporting that they were having recruitment difficulties.
  People who might traditionally have joined the careers service were said to be reluctant to become Personal Advisers (‘they don’t want to be social workers’).  Given that Dickinson (2001) reported that the needs of some young people were such that between 30 and 40 hours of Personal Adviser time was needed before a ‘breakthrough’ was reached and that the optimal caseload for a Personal Adviser was around 10 to 15 when working with ‘hard-to-help clients (or as low as six when intensive client support was needed), the provision of a universal service with an appropriate level of staffing may become problematic.

Overall, it would appear that there is a significant challenge ahead for Connexions and the wider 14–19 strategy.  Dickinson (2001) reported that there were good relationships between the Connexions Service, schools and strategic partners in the 13 Pilot Services that were established in 2000.  However, he also identified that, in the pilot phase, there appeared to be little clarity about the objectives, outputs or outcomes of Connexions.  At the time the current study was conducted, there was still an element of uncertainty amongst many people involved in post-16 education, although objectives and priorities for the service have since been published.  In particular, the confusion that Dickinson noted about the nature of the role of the Personal Adviser and about access of clients to the service was reflected in the interviews with staff and students in case-study schools and colleges.
  The current study suggests that the quality and level of preparation of young people for their choice of post-16 courses may be insufficient, that the nature and efficacy of post-16 provision is patchy and that there is insufficient co-ordination of the various strands of student support to facilitate effective practice.  Chapter 8 summarises some of the implications that this has for the future of support for students aged 16 to 19.

8. 
The Implications for Student Support for 16–19 year olds

One of the key implications of the widening participation agenda is that, if successful, it will bring into further education groups of young people who have not traditionally considered that route.  This has implications not only for the kind of learning programmes that institutions may need to provide, but also for the types of support that schools, colleges and external partners, in particular the Connexions Service, make available for students.  This research suggests that it would be timely to revisit the way in which support structures are conceptualised and implemented in post-16 institutions.

To begin with, and as the discussion in Chapter 4 makes clear, there is a need to recognise the difference between the provision of support that is in place to facilitate the learning process and that which is made available to support the individual learner.  As more young people are encouraged to take part in learning post-16, so there is a need to modify the information, advice and guidance that is available, and to differentiate the support mechanisms in place to support young people through their post-16 courses.  

Secondly, there is a need to audit current provision within institutions, to relate it to student needs and to use the information to identify strategies to develop cross-institution student support plans.  At present, the situation in many schools and colleges is one in which pockets of good practice operate in isolation from each other.  By developing a strategy for student support on a co-ordinated, whole institution basis, schools and colleges may be in a better position to address issues of both student recruitment and student retention.

Finally, there is a need to relate the development of institutional student support plans to the implementation of Connexions support strategies and to the post-16 planning and management responsibilities of the LSC.  At the time in which the research was conducted it was not surprising that this level of linkage was not yet evident.  A number of local Connexions were still to come on stream, whilst the local LSCs had only recently come into being.  However, these changes in the post-16 landscape mean that there is now a clear opportunity for the integrated development of student support. 
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APPENDIX I

1.
THE SCOPING SURVEYS

In order to obtain an outline of the current range of provision for student support in further education, scoping surveys were carried out with school sixth forms, sixth form colleges and FE colleges.  Two different approaches (an internet web-based and a telephone survey) were adopted in collecting background data about student support practices, in order to reflect the different structures and organisation of the various institutions.   

1.1
College Internet Web-based Survey

A survey was posted on the NFER website between October 2001 and February 2002, for sixth form and FE colleges in England to complete.  A total of 167 colleges responded to the survey: 111 FE or tertiary colleges, 35 sixth form colleges and 19 specialist colleges.  Two-thirds of the respondents were responsible for co-ordinating or managing student services in the college, with the remainder, variously, having responsibility for student guidance, learner support, learning support and special needs.

Tables 1 and 2 show the number of students in the colleges in our survey and the proportion of students in the 16–18 age range.

The survey sought information on the model and extent of support provision for students, including the types of support available, the systems for assessing student needs, strategies for informing students about support, the co-ordination of support provision, and links with external agencies.  It also explored perceived gaps in support provision and the barriers that further education institutions were facing in providing adequate support.

Table 1.
Size of colleges

	Number of FTE students
	% of respondents

	Less than 500
	4

	501-1000
	11

	1001-2500
	41

	2501-5000
	20

	More than 5000
	20

	No response
	4

	N= 167
	


A single response item

Due to rounding errors, percentages may not sum to 100

161 respondents answered this question

Table 2.
Proportion of students in 16–18 age range in colleges

	Proportion of 16–18 year olds
	% of respondents

	Up to or around 25%
	27

	About 50%
	24

	About 75%
	22

	Almost all
	22

	No response
	5

	N= 167
	


A single response item

Due to rounding errors, percentages may not sum to 100

159 respondents answered this question
1.2
School Telephone Survey

Consideration was given to conducting a similar internet-based survey in schools with sixth forms.  However, it was felt that a telephone survey would be more effective in this sector, as it would be less demanding of time, and it would facilitate contact with heads of sixth forms for the case-study stage of the research.

Telephone interviews were conducted with a stratified random sample of heads of sixth forms in 50 schools.  These represented eight of the nine case-study areas.  In the remaining case-study area, the only school in the sample with a sixth form was a special school.  It should be noted that two special schools were interviewed as part of a trial of the interview schedule.  However, it was felt that their support provision was too different to that of other further education institutions due to their specialised support arrangements.  Special schools were not, therefore, included in the final school survey. 

Of the 50 schools that took part in the survey, 34 were Community Schools, 14 were Foundation Schools and 2 were City Technology Colleges.  Tables 3 and 4 show the number of students in the schools in the survey and the proportion of students in the 16–18 age range.

Table 3.
Size of schools

	Size of school
	% of respondents

	Small (up to 652 students)
	4

	Small-medium (653-830)
	16

	Medium (831-997)
	14

	Medium-large (998-1212)
	26

	Large (more than 1212)
	38

	No response
	2

	N= 50
	


A single response item

Due to rounding errors, percentages may not sum to 100

49 respondents answered this question

Table 4.
Proportion of students in 16–18 age range in schools

	Proportion of 16–18 year olds
	% of respondents

	Less than 10%
	14

	11-20%
	50

	21-30%
	28

	More than 30%
	6

	No response
	2

	N= 50
	


A single response item

Due to rounding errors, percentages may not sum to 100

49 respondents answered this question
The web-based proforma used with FE and sixth form colleges was modified and adapted for use as an interview schedule for the school telephone survey, but covered essentially the same information.

2.
THE CASE STUDY RESEARCH

In order to reflect the range of post-16 education provision, variety of support practices and different socio-economic circumstances and labour market conditions, nine case-study areas were selected for detailed study.  The case studies included four distinct elements:

· Interviews with LEA personnel with responsibility for, or oversight of, student support.

· Interviews with operational managers in the careers service or Connexions services, covering each of the nine Government Office regions.

· Interviews with staff and careers advisers in school sixth forms, sixth form colleges and FE colleges.

· Interviews with students aged 16–19, on both full-time and part-time courses, in schools, sixth form colleges and FE colleges.

2.1
The Case-study Areas

The nine case-study areas were selected using carefully stratified sampling of each of the Government Office regions, in order to provide a geographical spread.  The areas chosen also reflected:

· rural and metropolitan areas (as the research literature revealed a lack of research into the support needs of students in rural areas)

· the three phases of Connexions (Pilot, Phase 1 (operational from April 2001), Phase 2 (operational from April 2002), Phase 3 (will be operational in April 2003).

· Education Action Zone (EAZ) areas

· Excellence in Cities (EiC) areas  

· Education Maintenance Allowance (EMA) pilot areas 

Of the case-study areas selected by the research team, four were in rural areas, three were in inner-city areas, and two were in suburban locations.  Three areas were in the Pilot Phase of Connexions (two of which moved onto Phase 1), three were in Phase 1 and the remaining areas were in Phase 2 and Phase 3.  EAZ and EiC areas were also represented in our case studies, as three areas were in EAZs and four were in EiC areas.  Four of the case-study areas were taking part in the pilot of EMAs: two were administering full EMAs, and two were administering transport EMAs.  

2.2
Interviews with LEA personnel

Telephone interviews were carried out with nine LEA members of staff with responsibility for, or oversight of, student support, in each of the nine case-study areas.  These interviews explored the role of the LEA in providing financial and non-financial support to students.  Staff were also asked for their perspective on good practice at a local level, which enabled the research team to finalise the selection of case-study institutions.

2.3
Interviews with Operations Managers

Face-to-face or telephone interviews were undertaken with nine of the Operations Manager (or equivalent) in the careers services or the Connexions Services to which the case-study schools and colleges were linked.  These interviews provided an overview of the range of support provided by the careers service, the extent of co-ordination with other agencies and gaps in provision for students.

2.4
Interviews with school and college staff and careers advisers

In each case-study area, three further education institutions were visited, including schools with sixth forms, sixth form colleges and FE colleges.  However, the combination of institutions visited in each area depended on the structure of the local post-16 educational system (that is tertiary or mixed).  A total of 11 colleges were visited (four sixth form colleges and seven FE colleges) and 16 school sixth forms.  Although a structured approach was adopted in identifying potential case-study institutions, an element of opportunity sampling had to be accepted, as the final selection relied on their willingness to take part in this stage of the research, as indicated by their response in the scoping surveys.

In the case-study schools and sixth form colleges visited, face-to-face interviews were conducted with teaching and student support staff, including the head of sixth form and the senior pastoral tutor, as well as the careers adviser attached to the school or college.  In FE colleges, interviews were carried out with the head of student support, a student union representative (where in post) and a careers adviser.  This report is based on the analysis of interviews with:

· 16 heads of sixth forms

· 11 heads of student support (or equivalent)

· 14 student support staff (such as careers co-ordinators, student counsellors or finance advisers) 

· 4 student union representatives

· 20 careers advisers

These interviews aimed to explore, in more depth, the data gained through the scoping surveys.  They sought information on the nature and type of the support provided, interviewees’ perspectives on the quality and effectiveness of that support, and any gaps in provision.  The school or college links with outside support agencies were also explored.

2.5
Interviews with Post-16 Students

Face-to-face interviews were also conducted with 90 students aged 16–19 (86 students were aged 16–18, and four students were 19 years of age).  A total of 86 students were on full-time courses and the remaining four were on part-time courses.

These interviews asked young people about the factors that had contributed to their choice of post-16 course or training, including the advice and guidance they had received pre-16.  They also explored the types of financial and non-financial support they felt they had access to, their perceptions of their need for support, and the adequacy of the support they had received.

APPENDIX II

II.i
Profiling the Non-participants

Evidence from Cohort 8 of the Youth Cohort Study (Payne, 2000) provided strong statistical evidence of the characteristics of young people who spend extended periods (more than six months at a time) not in education, training or employment during their first two years after the end of compulsory education.  Using a logistic regression model, the study demonstrated that independent associations existed between sex, attainment, the type of school attended in Year 11, region, home background, ethnicity and patterns of truancy and the choice of post-16 route.  Other research has also made some of these links and the various associations are outlined below. 

II.ii 
Sex

Trend studies conducted between 1985 and 1996, for example, indicated that staying on rates in education at 16 were consistently higher amongst females than males (DfEE, 1999) and this would certainly appear to be the case in 2000.  However, analysis of the data from Cohort 8 of the Youth Cohort Study suggests that this is by no means the whole story.  By 1998, for example, it was estimated that there were 173,000 16–18 year olds in England who were not in education, employment or training.  However, there were clear gender differences in terms of the status within this group.  Some 60% (the majority of whom were male) were ILO unemployed and 40% (most of whom were female) were economically inactive.  Moreover, while there was little gender difference in the overall numbers who were not in education, employment or training at age 16 and 17, the gap widens at age 18 with a larger proportion of young women (12% of the whole cohort) than young men (9% of the whole cohort) in this category.  

This suggests that young women may be more likely to become participants than males, but that, once they become non-participants, they are more likely to remain so than their male counterparts.  There is some evidence that this may be linked to the greater incidence of caring responsibilities among young women, in many cases as a result of pregnancy.
  

II.iii
Attainment

The risk of spending time not in education, employment or training is increased by poor GCSE results.
  The qualifications achieved by young people in their final year of compulsory education has generally proved to be the single most accurate predictor of post-16 participation in learning (Payne, 1998).  However, while higher achieving students of both sexes were more likely to stay on in full-time education than others, (Payne, 1998), the association between poor GCSE results and post-16 routes was found to be different for males and females.  Low achieving females were more likely to stay in education than low achieving males.  Overall, she concluded, the ‘poorer the GCSE results, the greater the risk of having no place in education, work, or training’ an association that was ‘stronger for young men than for young women’ (Payne, 2000).

II.iv
Type of school attended

At a school level, Payne’s study in 2000 found that low achievers from secondary moderns or comprehensives without sixth forms were more likely to be without a job or training place than low achievers with the same points score from schools with sixth forms.  Similarly, ‘82% of low achievers from grammar or independent schools stayed on in full-time education, compared to 40% of low achievers from secondary moderns and comprehensives without sixth forms and 46% of low achievers from comprehensives with sixth forms’.  

II.v
Region

Non-participation rates are higher in areas with a history of unemployment, particularly, the North, North West, Yorkshire and Humberside and Wales (Payne, 2000).

II.vi 
Home background

Young people are more likely to spend time not in education, employment or training if their parents have low skill occupations, are not in full-time work, or are not owner-occupiers (Payne, 2000; see also Maychell et al., 1998; Wilkinson, 1995).  Similarly, the Social Exclusion Unit (GB. Parliament. HoC, 1999a) found that young people ‘from an unskilled family background are four times more likely to be out of education and training at 16 than those from managerial and professional families’.  A research study carried out by Stone et al. (2000), which involved in-depth discussions with 50 young people aged 16–19 who had experienced extended periods outside work or learning, found that the following personal circumstances or characteristics often acted as ‘triggers’ leading to disaffection and social exclusion:

· a dysfunctional family

· personality and behavioural difficulties

· confidence issues

· experience of a traumatic event.

II.vii
Ethnic group 

The Cohort Study found that young black people and young people of Pakistani or Bangladeshi origin are more likely to spend time not in education, employment or training than the white majority, while young people of Indian origin are less likely to be not in education, employment or training than whites (Payne, 2000; see also Hagell and Shaw, 1996).

II.viii
History of truancy 

Young people with a history of truancy are subsequently more likely not to participate in further learning in the years after compulsory schooling (Payne, 2000).

II.ix
Disability

Young people who have a disability or health problem, which account for about nine per cent of 16–18 year olds classified as being not in education, employment or training, are about twice as likely to be in the NEET group than those without such difficulties (Payne, 2000). 

APPENDIX III

Table 1.
Staff student support specialisms

	Student support specialisms
	% of schools providing support
	% of schools with specialised staff

	Careers guidance
	96
	66

	Student finance
	84*/78**
	16

	Counselling
	72
	50

	Learner support
	86
	18

	Learning support
	78
	38

	Mentoring
	42
	22

	N=
	50
	50


More than one answer could be given, so percentages do not sum to 100

* financial support/** financial advice

Table 2.
Staff student support specialisms

	Student support specialisms
	% of colleges providing support
	% of colleges with specialised staff

	Careers guidance
	98
	92

	Student finance
	96*/89**
	90

	Counselling
	91
	84

	Learner support
	95
	81

	Learning support
	96
	75

	Tutoring
	-
	73

	Mentoring
	-
	33

	Connexions Personal Adviser
	-
	31

	N=
	167
	167


More than one answer could be given, so percentages do not sum to 100
* financial support/** financial advice

Table 3.
Availability of learning support facilities

	Learning support facilities
	% of schools
	% of colleges

	Careers library
	98
	94

	Open access IT facilities
	92
	93

	Learning resource centre
	78
	85

	Learning support centre
	48
	74

	Learner support
	42
	89

	Basic skills unit
	38
	56

	Dyslexia unit
	20
	50

	Maths/English workshops*
	-
	71

	Key skills workshops*
	-
	81

	Open learning centre*
	-
	50

	Other
	36
	13

	N=
	50
	167


More than one answer could be given, so percentages do not sum to 100

* these items were not asked on the school telephone interview schedule

APPENDIX IV


Current arrangements applicable to all students, as outlined in the consultation paper (LSC, 2001), are as follows:

Learner Support Funds. In 2001/2002 this amounted to £102.5million.
  These funds are available to help students with a wide range of allowances and learning costs.  They are distributed by Further Education colleges, external institutions and higher education institutions.  Support for FE students is discretionary and targeted on those in most need, due to low income or the necessity of meeting exceptional costs.  This support is provided by the institution where the student studies, which, within broad guidelines, will exercise discretion over who receives support and the level of support offered.  Provision is in the form of a general Access Fund (£62 million in 2001/2002) and specific assistance with other costs. 

Funding is made available for students living away from home while studying at specialist institutions and for students with learning difficulties and disabilities, who can get help with special equipment and other costs.  In addition, a quarter of the LSC’s
 allocation of Access Funds to colleges is used to support travel costs.  Colleges set their own criteria for using funds and for determining who should be assisted with travel costs. 

· In 200/2001 93,324FE Access awards totalling £28.5 million were made to 16–18 year olds in FE colleges.
  The value of these awards
 was:

· £9.9 million for transport/accommodation

· £5.6 million for books/equipment

· £3.5 million for other items

· £4.9 million for residential accommodation.

· £3.1 million for fees

· £1.6 million for childcare. 

· In 2001/2002 18,900 LEA discretionary awards totalling £5.4 million were made available to 16–18 year olds in schools under the new ‘Section 518’ arrangements.
  It should be noted that data on this award is only available in aggregated form, so a breakdown as above is not available.

LEAs also retain a power to provide additional support for FE students where they deem it necessary.

As part of the increase in funding for learner support it was recognised that students with childcare responsibilities have additional financial needs and the provision includes a new Childcare Support Fund of £25 million (introduced in September 2000) which operates in the same way as the FE Access Fund.  The proportion of this allocated to childcare support for 16–18 year-olds amounts to £2m.  


In some cases, FE students may obtain Career Development Loans, which are up to a maximum of £8,000 (available to those aged 18+).

New forms of funding aimed specifically at 16–19 year-olds have also been introduced as follows:

· Education Maintenance Allowances (EMAs) were introduced in September 1999 in 15 areas and extended to another 40 areas (in September 2000).  In 1998/99, for example, 22,500 EMAs were made to school pupils (i.e. those over compulsory school age) providing a total of £8.6million:
· Payments of up to £40 each week are available to eligible young people who remain in full-time education after Year 11.

· Payment is stopped if the young person fails to meet the conditions set out in a learning agreement (e.g. missing a lecture without good reason or failing to hand in homework).

· Support is targeted at the worst off.

· Additional bonuses are payable for retention and attainment.

· EMAs are available for any full-time course at school or college, provided it leads to a recognised qualification at level 3 or below.

· EMAs are payable on top of all existing benefits and allowances, including wages earned by the young person.

· The Connexions card has been available regionally since September 2001. It was piloted in over 100 schools and colleges in England, and is one means by which to tackle the financial barrier preventing young people staying on in further learning.  The card entitles the cardholder to discounts on buses and trains, books and equipment (Newscheck, 2001).

Finally, in addition, the New Deal for Lone Parents offers advice and training for lone parents (of all ages) to help them back into education, training or employment.  Prior to June 2000, lone parents with children aged over 5 years and 3 months were invited for an interview.  Since that date, all lone parents of children aged three and over have been invited for interview (DfEE, 2001c).

























� 	DfES Statistical First Release SFR 16/2002.


� 	Out of work and available to start work in the next two weeks, and has either looked for work in the last four weeks or is waiting to start a job they have already obtained.


� 	DfES Statistical First Release SFR 16/2002.


� 	Out of work and available to start work in the next two weeks, and has either looked for work in the last four weeks or is waiting to start a job they have already obtained.


�	At the time of this study, the first phase of local Connexions Services were in operation (15 services).  The remaining services were being introduced in two phases, with Phase 2 operational from April 2002 and Phase 3 announced in May 2002.  The research study included five areas in which the Connexions Service was already in operation.  A sixth area had been involved in the Pilot Phase. 


� 	See Appendix I for full methodological details of the study.


� 	Three of the nine areas had been in the Pilot Phase of Connexions, but only two of these had moved onto Phase I at the time of the research. 


� 	Details of these relationships are summarised in Appendix II.


� 	As defined by the Dyspraxia Foundation (http://www.dyspraxiafoundation.org.uk/) ‘dyspraxia is an impairment or immaturity of the organisation of movement. It is an immaturity in the way that the brain processes information, which results in messages not being properly or fully transmitted. 





� 	This also raises an issue, perhaps, about the kinds of questions that were being asked by the careers adviser.


�  	Note that the Connexions Service was not fully operational in all areas. 


� 	The introduction of the AS/A2 system in post-16 education was often referred to as Curriculum 2000 by interviewees.


� 	The discussion in Chapters 4 and 5 highlights instances of this reluctance.  


� 	Date of publication not known.


� 	Under ‘the focusing agenda’, careers services have targeted pre-16 guidance on young people most at risk of becoming non-participants in education, training and work post-16.  Students who are not members of the ‘at risk’ groups continue to be eligible for an interview with a careers adviser, but generally have to be referred by a teacher or to make an appointment for themselves.  Although schools and careers services said they provided information and systems to facilitate self-referral, some students still appeared unaware that they had to self-refer.  As one individual noted, for instance: ‘there was [sic] careers interviews, but they never got round to me.  I never got one…never spoke to the careers adviser’.


� 	These groupings were first identified during the first phase of the cross-national ‘Supporting Adult Learners to Achieve Success’ project.


� 	As Chapter 3 indicated, lack of time was one of the main barriers to the provision of student support that schools identified.


� 	Chapter 6 examines this provision in more detail.


� 	The national evaluation of Excellence in Cities is being undertaken by the NFER-LSE-IFS consortium and the first-year findings have been reported to DfES, the sponsor. 


�  	While more than four fifths of colleges reported that they had trained counsellors, only half of the schools said that staff had these skills.


� 	According to the DfES, Connexions personal advisers, in future, will be responsible for following up referrals.  The framework for Assessment, Planning, Implementation and Review (issued by the Connexions Service National Unit in June 2001) makes clear the role of the Personal Adviser in reviewing and monitoring outcomes for young people.


� 	Details about the actual funding split for Learner Support Funds is presented in Appendix IV.


� 	The recent IES report suggested, however, that guidance on School Access Fund monies was not very specific (Maginn et al., 2001).


� 	Maginn et al. (2001) concluded that it was difficult to measure the impact of a fund ‘that was disbursed differently in each area, often by schools rather than LEAs’.


� 	See Appendix IV for a breakdown of fund allocation at a national level.


� 	Guidance on post-16 funding from the Learning and Skills Council in 2001.


� 	Some reported that Christmas bonuses, for example, were not paid until January, although it should be recognised that the bonus was for staying on the course and pre-Christmas payments might, therefore, have been inappropriate.


� 	They also recommended that plans for monitoring any ‘FE Student Transport Charter’ should be developed in tandem with the DTLR ‘in order that it might relate closely as appropriate with local transport plan requirements.’ 


� 	Information booklets for students on financial matters was circulated in March 2001 for the 2001/2002 academic year.


� 	It is important to note that a very small minority of students did not know if they were getting any support. 


� 	While one-to-one interviews were still in place for young people in the target group, careers service provision for the remaining students was primarily in terms of formal group activities, such as induction and careers conventions and small-group work, and informal drop-in sessions (although the extent to which these were used varied widely) and ICT strategies, including web-sites and telephone helplines. 





� 	In 83% of cases, FE respondents to the email survey reported that there was a centralised student services centre, either on a single site (65%), or on each of a college’s sites (18%).  In only 14% of cases was there no such centralised provision.


� 	Note that the Connexions Service was not operational in all areas at the time of this research.


� 	Schools and colleges were equally likely to have mentioned careers service and Social Service links.


� 	Most surveyed schools (49 out of the 50) and colleges (157 of the 167) said they referred students to external agencies.


� 	The issue of obtaining accurate, comparative data on clients from schools and local authorities was identified as a significant problem in a study of the delivery of careers education and guidance in schools, for example (Morris et al., 2001)  Moreover, Dickinson noted that the different agencies operate a variety of different strategies for collecting and collating data on clients, not all of which are deemed sufficient to support a comprehensive system of support for young people.


� 	Atkinson et al. (2001) identified specific difficulties for multi-agency working (particularly in terms of approaches, agendas and definitions) where initiatives involved a counselling, advice or mentoring focus.  


� 	At the time the research was conducted 15 Connexions Partnerships were operational.


� 	The DfES have indicated that all Connexions Partnerships will negotiate partnership agreements with schools and colleges, which will set out the support that Connexions can provide and how it would add value to and complement existing pastoral support systems in the school or college. 


� 	According to the CSNU, Connexions Partnerships, nationally, have not reported such difficulties in recruitment, although the labour market in London for qualified guidance professionals continues to be tight.


� 	The CSNU have now established objectives and priorities for the Service and these have been communicated to Connexions Partnerships, via the Business Planning Guidance published in October 2001.


� 	There is an indication that many of these young women of 17 and 18 who were economically inactive were living with a partner or with their own child.  It should be noted, however, that not all lone parents are female. Up-to-date figures for the number of teenage pregnancies were not found but a recent report (GB. Parliament. HoC, 1999b) gave the following figures for the Year 1997:


almost 90,000 teenagers became pregnant 


roughly three-fifths went on to give birth (56,000 in total) 


almost 7,700 conceptions were to under 16s (about 70% to 15 year olds) resulting in 3,700 births 


2,200 conceptions were to girls aged 14 and under; and around 50 per cent of conceptions to under 16s ended in abortion.


� 	See, for example, Meagher and Robson (1999); Payne (1998).


�	Other sources of funding identified by Pollard & Maginn (2001) include college’s own budgets (Hardship funding), ESF, local authorities, college subsidies, travel schemes and local charities and foundations.


�	Prior to April 2001, funding was through the FEFC.


� 	Figures for 2001/2002 are not yet available.


� 	Personal communication: Source: ISR returns from approximately 80% of FE institutions.


� 	Personal communication: Source: DfES F503G Survey.






