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Introduction: Rising to the challenge
Barrie A. Irving and Lyn Barham
Career guidance, in all of its forms and guises, has an important role to play in the
promotion of diversity, commitment to inclusion, and as an advocate of social
justice concerns. This sixth edition of `Constructing the Future' demonstrates the
ongoing commitment of the Institute of Career Guidance to championing these
causes. By focusing on the needs of individuals, families and communities within
a socio-political context, and engaging with the challenges they face in these
harsh economic times, career guidance is able to reach beyond the political
imperatives that currently (and continually) plague those working within this
profession. Our aim with this publication therefore has been to demonstrate how
it is possible to make theory useful and practice informed by including
contributions that put theory into practice. The following chapters engage with
a range of contemporary career-related topics, and are located and discussed
within a variety of contexts.
Two chapters are presented by authors located outside the UK, thus
emphasising that these issues are broad reaching and not solely the concern of
one country. Looking beyond our shores it is possible to gain an insight into how
the career profession is rising to these challenges elsewhere in the world. We
hope that you will find the content to be stimulating, informative and practical,
and that it will contribute to your thinking in these difficult times.
In chapter two, Bassot contends that there is a need to think differently about
how the concept of equality within career guidance is understood. She suggests
that career guidance needs to promote belief systems that expand the
experiences of clients through active learning opportunities. Drawing on a social
constructivist perspective she advocates for the development of supportive
communities of practice, and outlines how such approaches can challenge
stereotyping, and promote equality, in practice.
In the following chapter Bradley demonstrates how the `I Poem' can be used
to explore and expose the ways in which individuals internalise power and
privilege, which are embedded within many of the taken-for-granted attitudes
and assumptions that characterise dominant white society. She argues that
there is a need for practitioners to become critically reflective if they are to
understand their own prejudices and work effectively with clients from a range of
diverse backgrounds.
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Davies, in chapter four, shares the evaluation findings from three
programmes that have sought to address social exclusion. The complex and
contested nature of what constitutes social exclusion is discussed and the
concept of identity capital explored. Davies identifies that whilst there have been
many attempts to re-engage the excluded the overall impact has been limited.
However he suggests that the concept of identity capital may prove to be a useful
area for ongoing development within the career guidance field.
Fielding, in chapter five, also turns her attention to those young people who
are in/excluded. Drawing on her small-scale research project she gives her
participants voice by allowing them to talk about what they understand in/
exclusion to mean, and how they feel they have been affected in a range of
contexts. She concludes by drawing attention to the desire of her participants to
live in a fairer society where the concept of inclusion is more all-encompassing.
The focus of the following chapter by Frigerio and Preston is on employability
and widening participation in `elite' universities, and the contribution of work
experience initiatives. The authors discuss the process of a HEFCE funded
scheme in one particular university, and identify the impact of an internship
programme targeted at students from disadvantaged socio-economic backgrounds. Their findings suggest that funding support had a positive impact on
those who participated, and that guidance played a helpful role, whilst also
identifying further lessons for the future.
In chapter seven, Hearne draws on her research in Ireland to consider how
the impact of career guidance on longitudinal progression within lifelong learning
and employment might be measured. She brings into question the narrow focus
on education and employment outcomes that policymakers in Ireland (and
elsewhere) tend to favour. The restrictive nature of these current processes is
discussed, and alternative outcome measures presented that are based on the
personal and subjective experiences of clients. These, she contends, are more
socially just and democratically inclusive.
Hooley, in chapter eight, discusses the role technology can play in widening
access to career guidance for all clients, of all ages. After outlining and
discussing how blogs work, he identifies the role that career support blogs might
play in facilitating greater numbers of career conversations to take place. He
concludes that blogging can reach a wide range of clients, enable career to
operate in an extended array of contexts, and may help to compensate for the
current reduction in funding for career guidance services.
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In chapter nine, Hutchinson discusses the concept of partnership and the
importance of capital formation. The five case studies she refers to provide
examples of how small and large scale partnerships can contribute to the
development of a range of forms of capital, thus contributing to the promotion of
equality of opportunity and the celebration of diversity. She argues that the
development of political, organisational and social capital can make a positive
contribution to transformative practice.
Irving, Sanderson and Sanderson, in chapter ten, discuss the challenges
faced by disabled young people with high-end needs within New Zealand which
is located within a human rights and social justice perspective. They outline a
work-experience programme that is delivered within a particular school which
seeks to develop the self-esteem and sense-of-purpose of disabled students
with high-end needs. Irving et al contend that it is important for disabled young
people to be given opportunities to participate in mainstream society, and to be
visible, if change is to occur.
Chapter eleven is also concerned with the needs of a particular group as
Robertson discusses how clients with mental health conditions might be
supported through career guidance. Links are made between mental health,
socio-economic status and the important contribution paid employment can
make to the well-being of such clients. Advice is given concerning the training
that career practitioners might benefit from, the importance of collaborative
working, and the important role career guidance can contribute to this field.
In the final chapter Yates considers the relationship between career coaching
and career guidance. She argues that, as a developing field, career coaching is
gaining importance as it is perceived by clients to engage them more directly in
goal oriented career decision-making and action-taking. Yates advocates for
greater collaboration between these complementary aspects of careers work,
asserting that career coaching will extend client choice of provision, enhance the
status of career guidance, and meet the needs of a wider client group.
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Equality: work in progress or simply a `pipe dream'?
Insights from a social constructivist perspective
Barbara Bassot
Abstract
This article examines the concept of equality within the context of career
guidance. It defines some of the key terms associated with the word equality and
their theoretical underpinnings; these include equality of opportunity, diversity,
inclusion, anti-oppressive practice and social justice. The problematic and
contested nature of these is highlighted using relevant examples from practice.
The article then explains the central tenets of social constructivism with its
emphasis on the dynamic and changing nature of society. Three key concepts
are then put forward to offer some new insights into issues of equality. Firstly,
collectivist interpretations of the zone of proximal development are used to
illustrate how people can achieve more with support than they can alone.
Secondly, participation within communities of practice demonstrates that people
can learn outside the confines of their own experience. Thirdly, activity theory
shows the potential for organisations to harness conflicts and contradictions and
bring about change from within.
The paper then gives examples from career guidance practice in relation to
each of the three key concepts outlined above. These include strategies that can
enable practitioners to challenge stereotyping effectively in career guidance
interviews, the role of work experience and internships in enabling clients to
participate in communities of practice and the strategic role that practitioners can
play in bringing organisations together in order to harness conflicts and
contradictions within and between them.
This is followed by a critique of the concept of client-centredness and some of
the challenges that this poses in relation to the promotion of equality. The article
concludes that while individuals have to rely on themselves alone, an inadequate
foundation for promoting equality will remain. Only when the collectivist power of
communities of practice and activity systems, and their capacity to enable equal
access are harnessed, will equality in the form of equal share become more than
a `pipe dream'.
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Introduction
From the early days of statutory career guidance in the UK, practitioners have
been required by successive governments to promote `equality of opportunity'
(DOE Welsh Office, 1988; DfEE, 1995). More recently, the Organisation for
Economic Co-operation and Development's (2004) international review highlighted three key goals for career guidance: to improve the efficiency of
education systems, to improve the efficiency of labour markets and to contribute
to social equity. However, the task of contributing to social equity becomes
difficult when studies show that societal factors such as race, gender and social
class appear to have a greater impact on young people's decisions than their
own desires and aspirations (Roberts, 2005; Cabinet Office, 2009). Irrespective
of the aims of individuals, it seems in many respects that society's norms in
privileging the white middle class remain dominant. The compelling question
regarding how career guidance can promote equality in societies where
stereotyping on the grounds of race, gender and disability are evident, remains
unanswered.
Defining terms
At this point it is important to attempt to define some key terms in relation to the
concept of equality. This is a challenging and complex task as many of these
terms are contested and can be used interchangeably. In short, a term like
equality can mean different things to different people and it is not possible here to
examine the many subtle nuances that are evident. However, it is important to be
clear about different understandings of what equality means in relation to career
guidance. Straw's (1989) three-level model is helpful in this regard and is used here
as a framework for defining terms. The three levels, the key terms associated
with each of them and their relative merits and weaknesses are now discussed.
The first level of Straw's model is equal chance. This is a liberal approach
focused on the individual. Equality here tends to concentrate on sameness; for
example, if everyone has the same information about a job vacancy it means that
anyone is free to apply, resulting in all having the same chance of success. Here
we see the foundation of the term equality of opportunity. Equal chance is also
based on the principles of a meritocracy, where individuals are seen to achieve
on the basis of their efforts and talents through the operation of fair policies and
procedures. This standpoint is reflected in the words of Margaret Thatcher (the
first female British Prime Minister) who commented, `I owe nothing to women's
lib'. In other words, I got here on my own merit; if I can do it, in theory anyone can.
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The responsibility lies with the individual to empower themselves in order to
achieve their potential. However, as Straw (1989) points out, equal chance pays
no attention to the history of discrimination and the unjustifiable barriers in place
which restrict access for some people. Equal chance, therefore, will usually not
offer any leverage in relation to promoting equality.
The second level of the model is equal access. This is a radical approach
that recognises the history of discrimination and seeks to counteract it. It focuses
on removing any unnecessary barriers that restrict access to opportunities,
along with seeking to counteract oppressive practices which marginalise people.
Equal access recognises and celebrates diversity and aims for an inclusive
society where the talents and skills of all are recognised and celebrated. In order
to achieve this, inequalities have to be addressed to develop a `level playing
field'. Through positive action, for example, training courses targeted towards
particular groups that have historically not applied for certain occupational areas
can be offered. However, positive discrimination at the point of selection remains
unlawful, so equal access with its focus on processes fails to address issues of
outcomes.
The third level of the model is equal share and is presented as an ideal to
work towards. At this level not only is access and representation gained, but
there is full representation at every level and social justice is achieved. The
history of particular groups is taken into account and society's structures ensure
positive and equal outcomes for all. In relation to employment, the only criteria
against which people discriminate in terms of recruitment, selection and
promotion are lawful, justifiable and necessary. Here equality is achieved
through emancipation, where all citizens are regarded as being equal with one
another, and society's structures act to prevent discrimination. A `level playing
field' has been achieved and all people have the freedom to participate in
society, are fully aware of opportunities within it and are able to access them.
This forms the basis for emancipatory career guidance practice. Presented as an
ideal to strive for, some would argue that equal share is simply idealistic
(Roberts, 2005).
Social constructivism
In recent years, following a move away from traditional models, several writers
have drawn on constructivist approaches when writing about new developments
in careers work (for example, Savickas, 2000; McMahon and Patton, 2006;
Savickas et al, 2009; Reid and Scott, 2010). From this perspective, career is
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constructed throughout the life course which, McMahon and Patton (2006:4)
argue, happens ` ``from the inside out'' through the individual's own thinking and
processing'. Here the focus is firmly on the individual whom they describe as an
open system that interacts constantly with their environment. In relation to
Straw's (1989) model, this places constructivist approaches at the level of equal
chance.
However, Colley (2007:481), in her review of McMahon and Patton's (2006)
book, states that constructivism's `exclusive reliance on psychology as the
underpinning discipline' is problematic, as it fails to consider the contributions of
critical theory (which draws on social constructivism) and sociological studies
related to career choice and development. Young and Collin (2004), in their
outline of the various branches of constructivism, include a short discussion of
the potential of social constructivism in relation to career. They argue that it
differs from social constructionism because of its `dualist assumptions' (ibid:
376); that is, its focus on the individual in society (Vygotsky, 1978). They state
that the perceived failure of constructivism's focus on the individual and its
neglect in considering issues of social interactions and context is being
addressed by social constructivist approaches, but make only passing reference
to them. It is now time to consider what social constructivist approaches have to
offer in relation to career.
In contrast to constructivist perspectives, social constructivism argues that
knowledge is constructed `from the outside in' through activity and interactions
with others, in a changing cultural context. The work of Vygotsky (1978), and that
of subsequent writers who have based some of their ideas on his work (see Lave
and Wenger, 1991; EngestroÈm, 1995) fall within the paradigm of social
constructivism. From this perspective it is argued that knowledge is constructed
through participation in activity rather than acquired purely cognitively. The word
`social', when linked with the term constructivism, is important in two different
ways. Firstly, it highlights the interpersonal nature of learning, where people
construct knowledge and meaning through interactions with others (such as in
career guidance interviews and career education group sessions). Secondly, it
emphasises the social and cultural context of learners, characterised by the
norms and values passed on through generations. Language performs a central
role in both instances as it is the means by which people interact and pass on
culture and traditions (Gergen, 1995). This is particularly relevant in relation to
stereotyping. Social constructivism argues that people develop in society, and
are immersed in, and inseparable from their culture. Culture, however, is not
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static but dynamic, and has a capacity for change as cultural practices are
challenged. This suggests an approach where equality can be promoted, and the
possibility of emancipation and equal access and equal share become evident.
Vygotskian and neo-Vygotskian approaches
Social constructivist approaches to career began to emerge in the work of
Bloomer and Hodkinson (2000), who drew on situated approaches to learning
(Lave and Wenger, 1991) in order to construct their notion of `the learning
career'. Bloomer (2001) also argued that activity theory warrants closer attention
in relation to career. However, references to either Vygotsky or to the work of
those who follow him is still rare in the career and guidance literature. Exceptions
can be found in the work of Young et al. (1995) and their contextual explanation
of career; Peavy's (2000) work on sociodynamic counseling; the work of Bloomer
and Hodkinson (2000) and Bloomer (2001) discussed above; a reader published
by the Department for Education and Skills (2001) for people participating in
Understanding Connexions courses, where Vygotsky's work is included in a
chapter on learning theories; the work of Young and Collin (2004), Bassot (2006;
2009) and the work of Barnes et al (2011).
Social constructivism - three key concepts
Zone of proximal development (ZPD)
From his research with children and adults, Vygotsky (1978:86) defined the ZPD
as `the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration
with more capable peers'.
Within the ZPD learning focuses on what the person can do next. Learners
are supported in the process and this support is gradually reduced until the
learner becomes independent. In other words, what learners can do with help
today, they will be able to do alone tomorrow. This links with what could be
described as the overall aim of career guidance: that ultimately people will lead
successful (however they themselves define success) independent lives.
Since his death, writers have taken some of Vygotsky's ideas and interpreted
them in different ways. As a result, three groups of interpretations of the ZPD can
be found in the literature (Lave and Wenger, 1991); the `scaffolding'
interpretation, the `cultural' interpretation and the `collectivist' interpretation.
This article focuses on the collectivist interpretation because of its capacity to
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bring about change in relation to issues of equality. I view the ZPD broadly as the
difference between what an individual can achieve by their own everyday actions
and what can be achieved by people within collectives, and by the collectives
themselves. Two aspects of the ZPD must be noted: firstly that people learn best
when things are within their ZPD (or proximal to them) rather than outside (or at a
distance); and secondly, interactions with others enable the individual to achieve
more than they could achieve alone.
It seems evident that living in a complex world where change is constant, and
the future of career becomes ever more difficult to predict (Bloch, 2005), a model
focusing on what people can achieve next with support is vital for career
guidance practice. However, in relation to issues of equality it is not only the next
step that is important. If the next step is simply to follow a stereotypical pathway
without the consideration of other options, practitioners will fail to promote
equality and the status quo will remain intact. This raises a dilemma in relation to
client centred practice, which will be touched on later. The following example of
Sharon shows some of the ways that a career guidance practitioner can work
with an individual client within their ZPD in order to challenge issues of
stereotyping. Whilst the cases included in this chapter can be interpreted using a
range of theoretical positions, I utilise these to offer some insights from the social
constructivist perspective.
Sharon was 16 when she visited her Careers Adviser, and when asked what
she wanted to do in the future she said hairdressing. The Careers Adviser
noticed that Sharon appeared to show no interest whatsoever in hairdressing;
her body language was closed and her voice was monotone. The only reason
that she expressed this interest was because her friends wanted to do this.
Having tried numerous strategies to engage Sharon in the process, the Careers
Adviser decided to ask Sharon about her wider interests. Engaging with Sharon
remained difficult until she was asked to describe the best thing she had done in
the last few months. At this point Sharon began to speak enthusiastically about
decorating her bedroom, and then the rest of the house, which she had just
completed. When asked later if she had thought of working as a painter and
decorator she said `no, because girls don't do jobs like that; that's the only reason
I chose hairdressing'. Having been assured that a career in painting and
decorating was something she could consider the discussion moved on to
examine the similarities between the two types of work. With the offer of
continuing support from the Careers Adviser, Sharon began to think about a
career in this area. In this case the end of the story was a happy one, as Sharon
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applied for apprenticeships and subsequently trained as a painter and decorator.
So what does this example show about working within the ZPD in relation to
challenging stereotypes? Sharon's next step appeared on the surface to be
hairdressing. However her lack of interest showed that hairdressing was not
within her ZPD, but far removed from what she hoped for in the future. The things
that were proximal to her, or within her ZPD, were her practical experience of
decorating at home and the satisfaction she gained from it. This underlines the
importance of what some practitioners would describe as `finding a spark';
something that the client is interested in and happy to talk about, which will be
located within the ZPD. Having identified Sharon's interest in painting and
decorating the Careers Adviser was able to help Sharon to identify steps forward
towards her goal, supporting her in the application process, and reducing the
support provided as Sharon became able to do things independently.
In relation to equality, Sharon's own efforts (equal chance) would have left her
pursuing a career in hairdressing, doing what her friends did. The discussion with
her Careers Adviser enabled her to remove the barriers that were preventing her
from considering a career as a painter and decorator (equal access) and in time,
if more young women like Sharon enter non traditional areas, progress towards
equal share could be made.
Communities of practice
From the perspective of social constructivism, learners are viewed as individual
agents integrated within their social world who learn by participating in
communities of practice. Writing from a `collectivist' view of the ZPD, Lave and
Wenger (1991:15) argue that `Learning is a process that takes place in a
participation framework, not in an individual mind'. Here individuals learn by
participating with others in activities, and as a result of experiences gained
discover meanings and construct new knowledge (about themselves and the
context) through negotiation with others. Lave and Wenger (1991:49) describe
the nature of social practice within communities of practice as `conflictual', with
such conflicts acting as catalysts for change.
In relation to learning within communities of practice, two key aspects are
worthy of note in relation to change. Firstly, when learning happens through
activity and by participation it involves the whole person. As a result of this
people change; here, `Learning implies becoming a different person' (Lave and
Wenger, 1991:53). Secondly, as people participate in communities, so the
community itself is transformed over time; cultural practices adapt as new
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meanings and knowledge are generated through conflicts and contradictions.
Communities of practice are not static, but change in the light of the experiences
of those participating within them.
One example of the influence that communities of practice can have on the
culture of an industry is the Gender Equality Programme of the Olympic Delivery
Authority, which aims to encourage women into a range of opportunities in
construction. Graduate internships, an apprenticeship programme, mentoring
schemes and work placements are some of the methods that have been used to
enable women to participate in the community of practice of construction. The
impact of this has been as follows.
There are more than twice as many women working within the
manual trades on the Olympic Park than the national average.
Contractors state that the project has positively changed the way
they view women working in construction.
Women working on the Olympic Park are empowered and
supported to use their skills to further develop their careers.
A significant cultural change in the industry where inclusion and
equality are valued.' (Opportunity Now, 2011)
Through the participation of more women in the community of practice of
construction the way they are perceived is changing, leading to a `significant
cultural change'. In order to bring this about, women have been supported to
achieve their potential, to become different people and to see themselves as
construction workers.
In relation to equality, this shows how the participation of individuals in
communities of practice via work experience or internships in non-traditional
occupational areas can help to remove barriers and open up access to
opportunities for a wide range of people, thereby enabling equal access. The
example above shows that over time, as the make-up of communities of practice
changes, cultural changes can happen and a movement towards equal share
can be made.
Activity systems
Although Lave and Wenger's (1991) work can offer insights into how people
learn within communities of practice, it does not offer any insights into how
people can move from one community of practice to another. However, activity
theory (EngestroÈm, 1995; 2001) has the potential to explain how changes within
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systems can happen and considers issues of access, transfer and boundarycrossing between systems. This has much to offer in relation to promoting
equality in careers work. From the perspective of activity theory, activity systems
interact with one another to bring about change from within; at this level structural
change can happen in order to bring about equal share.
Activity systems take the form of organizations and institutions, and activity
here is defined more broadly as `the way things are done'. This activity is
embedded within cultural contexts, which slowly realign themselves over time.
Employment, education and training providers are examples of activity systems,
as are the individual institutions (employers, schools and colleges) within them.
These activity systems do not exist in isolation as they are a key feature of a
system's capacity to change as a result of contradictions, due to `historically
accumulating structural tensions within and between activity systems'
(EngestroÈm, 2001:137). As open systems, tensions within systems often come
about from the outside (such as a change in government policy). This can, and
often will, facilitate change within the system itself.
Career guidance operates at the interface between the activity systems of
schools, colleges, universities and employers, and needs to encourage these
systems to work together to the benefit of their clients. This points to a strategic
role for career guidance in bringing organisations together, and it is important to
emphasise that this will sometimes involve highlighting differences between
systems in order to act as a catalyst for change. This could include drawing
attention to best practice in recruitment and training, so that organisations can
learn from one another.
One relevant example of this is the Aimhigher strategy, which ends in 2011
and was brought about initially by the government policy of widening
participation. This gives opportunities for career guidance services, universities
and schools to work together in new ways in order to encourage school students
who would not traditionally have attended university to consider doing so. In
many instances this has led to improved contact and collaboration between
organisations, leading to opportunities for school students to undertake a small
amount of university study while still in education. Through the Aimhigher
initiative, schools and universities have been brought into much closer contact
with one another, which has fostered discussions on both sides regarding issues
such as how students from non-traditional backgrounds can be supported to gain
and keep places at university. Activity theory points clearly to the need for career
guidance practitioners and their services to work closely with all stakeholders in
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order to bring about change at a strategic level. In relation to equality, there is no
doubt that activity systems have greater power than individuals to bring about
equal share.
Challenges to client centredness?
In relation to issues of equality, it is now important to consider the following
question: can career guidance practitioners effectively promote equality and also
work in a client centred way? The notion of client centredness has been at the
heart of career guidance practice for many years, and questioning it seems
almost unthinkable. It is important to note that in his later work Rogers (1961)
began to use the term person centred because of the connotation that there is an
inequality of power in the therapeutic relationship - the therapist having more
power than the client. This is interesting in itself in relation to issues of equality,
but is probably the topic of another paper.
Person centredness, with its roots in humanistic approaches, asserts that the
needs and desires of the client are paramount in the process and that the
capacity for change lies within the individual. From this perspective, if change is
going to happen, only the individual can bring this about for themselves. This
appears to resonate with a liberal approach to equality (i.e. equal chance) which,
as identified earlier, lacks leverage in relation to the promotion of equality. The
individualistic stance of person centredness contrasts starkly with collectivist
interpretations of the ZPD, and the capacity of communities of practice and
activity systems to promote equal access in a move towards equal share. This
raises the question of whether or not person centred approaches are limited to
equal chance and can, because of their failure to address barriers to opportunity,
inhibit, rather than promote equality. If the client is happy only to consider options
that are stereotypical, how can equality be promoted effectively?
Conclusion
In this chapter I have explored definitions of equality and considered what social
constructivist approaches, from a collectivist perspective, can add to the debate
regarding the promotion of equality in the field of career guidance. There is
nothing to suggest that, in the future, career guidance practitioners will no longer be
required to promote equality. However, the current economic climate, and in
particular government policies such as the raising of university tuition fees, will no
doubt serve to make this task even more challenging. While individuals have to rely
on themselves alone to bring about change, equal chance will continue to offer an
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inadequate foundation for promoting equality. Only when the collectivist power of
communities of practice and activity systems, and their capacity to enable equal
access, are harnessed will equality in the form of equal share become a work in
progress, not simply a `pipe dream'.
References
Barnes, A., Bassot, B. and Chant, A. (2011). An Introduction to Career Learning
and Development 11-19: Perspectives, Practice and Possibilities. London:
Taylor and Francis.
Bassot, B. (2006). `Constructing New Understandings of Career Guidance:
Joining the Dots' in Reid, H.L. and Bimrose, J., eds., Constructing the Future IV:
Transforming Career Guidance. Stourbridge, Institute of Career Guidance.
Bassot, B. (2009). `Career learning and development: a bridge to the future' in
Reid, H., ed., Constructing the Future: Career Guidance for Changing Contexts.
Stourbridge: Institute of Career Guidance, p1-11.
Bloch, D.P. (2005). `Complexity, chaos and nonlinear dynamics: a new
perspective on career development theory', in Career Development Quarterly,
53, 3, p194-207.
Bloomer, M., (2001). `Young lives, learning and transformation: some theoretical
considerations', in Oxford Review of Education, 27, p429-449.
Bloomer, M. and Hodkinson, P. (2000). `Learning careers: continuity and change
in young people's disposition to learning, in British Educational Research
Journal, 26, p583-598.
Cabinet Office (2009). `Unleashing Aspiration: The Final Report of the Panel on
Fair Access to the Professions', London: Cabinet Office.
Colley, H. (2007). Career Counselling: Constructivist Approaches, by McMahon,
M. and Patton, W., eds, Reviewed in British Journal of Guidance and
Counselling, 35, 4, p480-482.
Department for Education and Employment (1995). The Requirements and
Guidance for Careers Service Providers. London: DfEE.
Department for Education and Skills (2001). Understanding Learning and Young
People: a Reader for those participating in the Understanding Connexions
Programme. Sheffield: Connexions.

16

Equality: work in progress or simply a `pipe dream'?

Department of Employment Welsh Office (1988). The Careers Service,
Guidance for Local Education Authorities in England and Wales. Runcorn:
Department of Employment.
EngestroÈm, Y. (1995). Training for Change. London: International Labour Office.
EngestroÈm, Y. (2001). `Expansive learning at work: towards activity theoretical
reconcpetualization' in Journal of Education and Work, 14, p133-156.
Gergen, K.J. (1995). `Social construction and the educational process', in Steffe,
L.P. and Gale, J. (Eds) Constructivism in Education. US: Erlbaum.
Lave J. and Wenger, E. (1991). Situated Learning: Legitimate Peripheral
Participation. Cambridge: Cambridge University Press.
McMahon, M. and Patton, W. (2006). Career Counselling: Constructivist
Approaches. Abingdon: Routledge.
Opportunity Now (2011). The Olympic Delivery Authority, [online] Available from:
http://www.opportunitynow.org.uk/awards/awards_2010/case_studies/the_
innovation_award/the_olympic_delivery.html (Accessed 17 February 2011).
Organisation for Economic Co-operation and Development (2004). Career
Guidance and Public Policy Bridging the Gap. France: OECD Publishing.
Peavy, R.V. (2000). `The SocioDynamic Perspective and the Practice of
Counselling', Paper produced for the International Careers Conference in
Western Australia, 2-5 April.
Reid, H.L. and Scott, M (2010). 'Narratives and career guidance: from theory into
practice' in Reid, H.L., ed., The Re-emergence of Career: Challenges and
Opportunities. Occasional Paper, Centre for Career and Personal Development:
Canterbury Christ Church University.
Roberts, K. (2005). `Social Class, opportunity structures and career guidance' In
Irving, B. and Malik, B., eds., Critical Reflections on Career Education and
Guidance. London: RoutledgeFalmer.
Rogers, C. (1961). On Becoming a Person, a Therapist's View of Psychotherapy. Houghton Mifflin: Cassell.

Equality: work in progress or simply a `pipe dream'?

17

Savickas, M. (2000). `Renovating the psychology of careers for the twenty-first
century', in Collin, A. and Young, R.A., eds., The Future of Career. Cambridge:
Cambridge University Press.
Savickas, M.L., Nota, L., Rossier, J., Dauwalder, J-P., Eduarda Duarte, M.,
Guichard, J., Soresi, S., Van Esbroeck, R. and Van Vianen, A.E.M. (2009). `Life
designing: a paradigm for career construction in the 21st century', in Journal of
Vocational Behavior, 75, 3, p239-250.
Straw, J. (1989). Equal Opportunities: the Way Ahead. London: Institute of
Personnel Management.
Vygotsky, L.S. (1978). Mind in Society. Cambridge, MA: Harvard University
Press.
Young, R. and Collin, A. (2004). `Introduction: Constructivism and social
constructionism in the career field', in Journal of Vocational Behavior. 64,
p373-388.
Young, R.A., Valach, V. and Collin, A. (1995). `A contextual explanation of
career', in Brown, D., Brooks, L. and Associates (Eds), Career Choice and
Development. San Francisco, CA: Jossey Bass.

18

Equality: work in progress or simply a `pipe dream'?

Chapter 3 The emergence of a tool to aid reflective practice ...

19

The emergence of a tool to aid reflective practice and
assist practitioners unearth taken-for-granted
assumptions
Liz Bradley
Introduction
Guidance today is delivered in diverse settings to clients from as many diverse
backgrounds. This research emerged as I reflected on my own practice after
working on a European Social Fund (ESF) project with women of Asian heritage
in East Lancashire. At the time I questioned myself, my practice and my lack of
cultural awareness. Deeper questions in relation to the impact of my own
whiteness, power and taken-for-grantedness came about much later as I started
my PhD. In my literature review of anti-discriminatory practice I was drawn to
Thompson (2003:16), who discusses the concept of `taken-for-grantedness',
and defined this as being to `see the world from within the narrow confines of one
culture, (and) to project one set of norms and values on to other groups of
people'. This quote acted as a eureka moment for me, and I started to question
how guidance practitioners unearth taken-for-granted assumptions. In the case
of this research the focus was in relation to whiteness and privilege, however, in
truth, these assumptions cut across culture, ethnicity, class, disability and
gender differences, and reinforce inequalities and disadvantage.
Taken-for-grantedness: `whiteness' and reflective practice
To appreciate the background to this research, a good starting point would be to
gain an understanding of some of the terminology used within this field. Firstly, I
will discuss what is meant by taken-for-granted attitudes and assumptions.
Thompson (2003:16), writing on anti-discriminatory practice, noted that `a
significant feature of culture is the way in which members of a particular cultural
group become so immersed in its patterns, assumptions and values that they do
not even notice they are there - they become part of the `taken-for-grantedness'
of everyday life'. The cultural paradigm is reproduced through everyday life,
wherein our taken-for-granted thoughts, feelings and actions reinforce difference
and further exclude those who live on the margins of society. Another negative
aspect of this is that we tend to see the world through our own cultural lens and
project our own standards and values and beliefs on other people.
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Thompson (2003:21) discusses the concept of our `world-view' and how `our
thoughts, actions and interactions pass through the filter of one or more
ideologies', noting that `we rely on a set of assumptions that underpin, guide and
constrain how we conduct ourselves'. Similarly Billig (2001:217-18) refers to
what he calls `habits of belief'. This links back to the notion of taken-forgrantedness. The way people behave becomes the norm, and as this behaviour
is normalised it becomes accepted as right, and beyond question in any way,
shape or form. Lastly Applebaum (2006:347) discusses how this type of
ignorance will `prevent white people from interrogating their own assumptions
about race and thus leave the normative assumptions about whiteness
unspoken and unaddressed'.
Discussing what is meant by the term whiteness is not intended as an attack
on those, like myself, who are white. Rather, its purpose is to assist us as
practitioners to question how the concept of whiteness has become sewn into
society. It is the accepted norm and therefore we need to critically study this to
understand the dominant forces that are at play (Jay, 2005). Whiteness is
associated with having power and this is being reinforced within society both far
and wide (Dyer, 1997). There is evidence to suggest that some practitioners who
are from a Western society may be unaware how their whiteness earns them
privilege and unwarranted advantage and power (McIntosh, 1988). Therefore we
need to be aware that whiteness can act as a barrier and furthermore can be the
foundation for some individuals being `overprivileged and others to be underprivileged' (Manglitz, 2005:1246). Applebaum (2006:346) points out the possible
perils `of acting as if race does not matter'. He further notes that `ignoring race not
only legitimates the erasure of the culture and histories of marginalized groups,
but it also keeps whiteness invisible as the de facto norm by which ``difference as
deviance'' is measured'.
It can be argued that qualifications for career guidance practitioners provide
only limited opportunities to learn how to use reflection in order to unearth takenfor-granted assumptions. There are a number of qualifications available in what
is a changing landscape. The Qualification in Careers Guidance (QCG) has
been `criticised for its lack of an applied (practical) dimension' (McGowan et al,
2009:29). Practitioners are also required to complete the NVQ Level 4 in
Guidance which is competency focused. The existing United Kingdom framework for the training of practitioners was outlined in a 2009 report produced by
the European Centre for the Development of Vocational Training (Cedefop); this
report identifies that NVQs have undergone many revisions since they were first
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developed in the 1990s. However, NVQs have also been `widely acknowledged
as failing to provide practitioners with an understanding of underpinning theory',
thus `inhibiting the development of practice' (McGowan et al, 2009:29).
Consequently this has lead to the more recent work by Lifelong Learning UK
(LLUK) and the launch of the new Oxford Cambridge and RSA Examinations
(OCR) Level 3 NVQ Certificate in Advice and Guidance which have been
accredited onto the Qualifications and Credit Framework (QCF). Many of the
NVQ qualifications and the QCG address practical and theoretical aspects and
ethical and reflective practice, but the question is the degree to which they equip
practitioners to unearth taken-for-granted assumptions. LLUK (2009:10)
emphasise that reflective practice should be engaged with, and become part
of, the practitioner's `mindset' which we should hold throughout our professional
life, not just in our training but also as an underpinning rationale for our continuing
professional development.
Cedefop (2009) reviewed trends and patterns in training provision for career
guidance and identified some competences as being `transversal', also termed
foundation competences, suggesting that these should underpin and cross-cut
all work tasks. The report also notes that the framework can only remind
practitioners that both they, and their clients, hold their own personal
philosophies and world-views. Therefore it is each career guidance practitioner's
responsibility to develop high levels of reflective practice. The report acknowledges that the framework cannot fully explore these issues. The Cedefop (2009)
report identifies that both the service user and the practitioner bring their own
social, cultural, economic and personal circumstances, and personal values and
attitudes, to the process. However, the report also notes that the competence
framework can stress these points and it is each practitioner's responsibility `to
develop high levels of personal reflectiveness' (p. 71). However, it appears that
the qualifications currently in delivery do not have a strong emphasis on
reflection and reflective practice or the foundation competences mentioned
above.
Developing and refining the research
Since the start of this journey in 2006 several factors have led me to revisit my
original research question: `Has the Every Child Matters agenda improved
outcomes of those young people aged 16-19 who were Not in Education,
Employment or Training (NEET)?' It became clear that the underlying issues
affecting successful policy outcomes were highly complex and often far removed
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from the daily concerns of those working as frontline Information Advice and
Guidance (IAG) practitioners. As I became more critically reflective I reframed
my research question to: `How do service providers implementing the Every
Child Matters policy ensure that practitioners have awareness of the faith and
culture of service users?' This evolved further into another research question,
which is now the overarching focus of my study: `How do practitioners gain
awareness of their taken-for-granted attitudes, assumptions and prejudices?'
This research is located within a non-positivist frame where the researcher's
personal experience and interest in the phenomenon have guided the process
(Konrad et al, 2006). Therefore this research is based on the reflection
experience of the researcher and a colleague, Jane. This phase of the research
began with Jane constructing a personal narrative in dialogue with me. I
responded to Jane's narrative and composed my own. Our discussion was
focused on gaining a deeper understanding of how we became aware of our own
taken-for-granted assumptions in our work as IAG professionals, and how these
differed from clients' assumptions. We compared our narratives in order to
ascertain if there were any `hidden likeness' in our narrative experiences, what
our assumptions were, how our awareness developed, and what if anything
acted as the `eureka moment' in our journeys (Bradley, 2009:21).
Throughout the duration of this research I have been in frequent contact with
Jane. The first face-to-face meeting enabled us to revisit our original narratives
where we had discussed our taken-for-granted assumptions. The subsequent
meetings comprised conversational interviews aimed at capturing further
narratives. Jane was asked to revisit her original experience, to gain a deeper
understanding of how her awareness came about. Another key aspect of this
process involved encouraging Jane to think more deeply about feelings and
emotions as her awareness changed. These were two-way conversations
through which the re-telling of our previous narratives and experiences assisted
in allowing different forms of awareness to emerge (Speedy, 2008). Each
meeting was recorded, transcribed and discussed in subsequent interviews. In
order to analyse these narratives, I adopted an analytical approach, known as
the `Listening Guide' (Gilligan et al, 2003), a voice-centred method, which was
supported by the use of NVivo software.
The analytical approach
The `Listening Guide' approach to qualitative analysis is designed to open up the
`inner world of another person' (Gilligan et al, 2003:157). It has been used by
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many researchers as a form of analysis applicable to a range of phenomena. The
method consists of a number of what Gilligan et al (2003) call `listenings'. Each of
these is `designed to bring the researcher into relationship with a person's
distinct and multilayered voice by tuning in or listening to distinct aspects of a
person's expression of her or his experience' (p. 159). Furthermore, the intention
is for the listener to focus on the multiple layers, and `to experience, note, and
draw from his or her resonances to the narrative' (p. 157). In step one, `listening
for the plot', there are two parts. Firstly this involves listening for the plot in the
narrative, and identifying what happened, what is being told, what is being said in
the story and what the social and cultural context is. Secondly, the listener turns
their attention to his or her responses, making clear any thoughts, feelings or
reactions that emerge. In step two the listening focuses on the `I' within the text
through the construction of what Gilligan et al (2003) call an `I Poem'. There are
two aspects to this. First, the researcher listens to the participant's use of the first
person, and extracts these statements in conjunction with the following verb or
phrase to create what resembles a poem. Thus, a short section of one of Jane's `I
Poems' included the lines:
I was surprised
I realised that I had a sense of relief
I had looked at her
I viewed young women
I found that my underlying assumptions
I had academic evidence
I struggled to understand
I assumed she might be seeking
This visual presentation of the data draws attention to participants' self
statements, which the researcher then examines in order to identify and explore
how participants speak about themselves. It is a method that allows the
researcher and, potentially, the participant to `see the wood from the trees', and,
in particular, identify implicit, taken-for-granted elements in the participant's
world-view. Whilst there are two further steps in the `Listening Guide' process,
these have not been utilised in the present research as I chose to adopt the
method and reflect the steps that I felt would contribute to this stage of the
research (Mauthner and Doucet, 1998).
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The first two steps were used in the initial cycle of the research to analyse
Jane's and my own narrative reflections. As part of the analytical approach, I
began by listening to the plots in our narratives and reflected on my thoughts,
feelings, and reactions to Jane's narratives. Then I listened to the `I' within the
narratives, highlighting the `I' and a number of the accompanying words, and
thus created the first `I Poem'. From the outset I was struck by the power of this
approach as it enabled me, as the researcher, to see through the text. When
Jane created her own `I Poem' she too noted the way in which she felt this
enabled her to revisit her narrative and unearth what was within the text.
Furthermore, it gave her a framework for reflection, and she felt the outcome of
the `I Poem' was `not predictable'. These were the first indications that the `I
Poem' might become much more than an analytical tool.
Research findings for cycle one
Analysis of the first cycle of the research identified a number of initial findings.
Firstly, it is difficult to unearth taken-for-granted assumptions and practices that
may be deep rooted in our world-views and one or more of the ideologies that we
hold. There was evidence that as practitioners Jane and I were at risk of putting
some of our clients into what might be seen as a stereotypical grouping, a
process known as categorisation (Byars-Winston and Fouad, 2003), which
operates outside the consciousness and often happens automatically. Previously formed attitudes can be resistant to new information and our filters, or
how we view the world, may be ingrained and our responses to difference may
be automatic. Further, there was evidence that we may be culturally naive.
Finally, the analysis indicated that it can be difficult to share awareness with
others. Thus, Jane made reference to honesty and fear, and not wanting to upset
the `status quo'.
The findings also highlighted differing perceptions around what is meant by
reflection, how this is used to improve practice, and how it is utilised to
understand our own and our clients' world-views. These differences may not only
relate to practice, but also to how reflection and reflective practice are referred to
within training, standards and competency frameworks for career guidance
practitioners. Further, if reflection is not at a sufficiently deep level, we are
unlikely to identify and get beyond our own taken-for-granted attitudes. The
findings suggested that reflection, or `self reflection', may be insufficient to
develop the higher level of understanding needed to enable career practitioners
to unearth taken-for-granted assumptions. Moreover, it may suggest the
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importance of other professional input, perhaps in the form of supervision or
mentoring. However those who take on this role will also need to fully understand
the concept and value of reflective practice, and be reflective practitioners
themselves, if they are to be effective.
The findings, from this first cycle of the research also indicated that the `I
Poem' appeared to act as a mechanism that enabled the user to revisit their
reflective writing, enabling them to see through the mass of text, identify what
they might have missed and take ownership of what was unearthed through the `I
Poem'. In sum, the construction of the `I Poem' had facilitated the creation of,
engagement with, and critical reflection on, personal narratives and their
underlying assumptions. This led me to ask whether the approach could help
other practitioners to identify and hear their own voice coming through their
writing more clearly than they had done previously. Could this trigger be
developed further to enable practitioners to gain new self-insight or to develop
their own emerging critical insights? This question was explored further in
subsequent cycles of the research.
Research findings for cycle two
A seminar presentation at the 2010 National Career Guidance Show (NCGS)
provided the opportunity to present details of research cycle one to a relevant
audience, and also to extend the research by inviting the audience to complete a
questionnaire that asked them about their own reflective practice and also their
responses to the findings from this first cycle.
The session was entitled `Who do you think you are?'. It began with an
overview of my research to date, including my empirical observations and the
narrative reflections of Jane and myself. The audience were then asked to follow
four steps in conjunction with Jane's first narrative reflection: (1) Listen for your
feelings and thoughts; (2) Listen to the language and humour used; (3) Listen for
the plot, (due to time limitations they were given this step); and (4) Listen for the
`I' in the narrative, creating an `I poem'. Responses were recorded on a `capture
sheet' which participants were asked to return to me if they wished their data to
be included in the research. Thirty-one completed capture sheets were returned.
Analysis of this data enabled me to gain a deeper understanding of how
practitioners perceive reflection, how they have used reflection, and what aided
them to reflect on their taken-for-granted assumptions. The analysis highlighted
that many practitioners felt they were being reflective. However I started to
question whether reflection is what is needed if practitioners are to gain a deeper
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and more critical understanding of their assumptions. I asked myself whether
practitioners understand reflection simply as a tool for improving their practice,
rather than a mechanism for looking at the self in a deeper and more meaningful
way. At this point, further questions arose with regards to how something that we
do not know exists becomes unearthed. For example, Jane and I did not know
that our own `whiteness' existed as a barrier when we began our journey. It took a
critical incident for us to question this, and even if we had started to question our
assumptions, we were not aware of how our existing knowledge and histories
informed our interpretation and reflections (Blum and McHugh, 1984). I
speculated that it was our inability to work with `uncertain knowledge' that
hindered a transition in our thinking. This could accentuate the struggle to take
this new-found awareness and knowledge into practice. Perhaps there is a need
for `someone to hold your hand', so to speak, someone to coach or supervise you
in this process through these times of uncertainty?
The data from the second cycle supported the finding from the first research
cycle that it is difficult to unearth our taken-for-granted assumptions without an
adequate investment of time, although as I had asked the participants `Do you
have time to reflect?' this may have influenced their responses. Nonetheless, I
started to conclude that without the availability of adequate time and space
practitioners may not gain the level of understanding needed. Many of the
respondents mentioned the importance of talking and discussing issues with
others, and the data further confirmed that for many dialogue and/or interaction
with others aided their reflection.
The `I poem' as an aid to reflection
Cycle one of the research had led me to contemplate whether the `I Poem' might
have a wider use. The data from cycle two demonstrated that the `I Poem' had an
impact on these participants too, and facilitated their reflection. Even those who
noted they had reflected on such issues before commented on how the session
was `powerful', and how they felt encouraged to do further self reflection. They
found the results from the `I Poem' interesting and the approach helped them to
ask the questions: `who am I?', `what do I feel?', `and what do I think?'
This analysis confirmed my suspicion that the `I Poem' was much more than
an analytical tool, and I sought further opportunities to test my conclusions and
evaluate the role and usefulness of `I Poems' for practitioners. Such an
opportunity arose when I was invited to deliver a session on my research to the
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2010 conference of the National Association of Educational Guidance for Adults.
This comprises the third cycle of the research.
Research findings for cycle three
The presentation to the National Association of Educational Guidance for Adults
conference was similar to the NCGS presentation except that the focus was
much more explicitly concerned with the `I Poem' itself. Analysis of the data
further confirmed that the `I Poem' facilitated reflection, enabling practitioners to
question their own values, beliefs and assumptions, and provided them with a
different approach to draw on. The overall data findings further identified that the
`I Poem' did assist with the process of reflection and provided a structure to
facilitate this. It enabled those who used this tool to listen more to themselves,
and they reported that the `I Poem' helped them listen to the `I' within their
reflections, and also listen to the language and emotions that may be present.
The findings demonstrated that the `I Poem' helped the participants to return to
their previous experiences, and assisted them to recognise and accept that their
initial reflections may have only been at a surface level. As one participant
commented, `currently I'm only scratching the surface when I reflect'.
Respondents felt that they could apply this tool to their own interview notes
when reviewing practice, particularly when listening to taped interviews. They
also felt that the tool would enable them to self reflect on their use of language
and listen to themselves through the use of the `I'. Additionally it was suggested
that the `I Poem' could be useful in the training of practitioners, or as part of a
Continuing Professional Development (CPD) process. There was also mention
of how the `I Poem' could be useful in work with others, specifically clients and
students.
Discussion and conclusions
The present research has concluded, firstly, that taken-for-granted assumptions
are difficult to unearth and, secondly, that the embeddedness of our views can be
difficult for practitioners to recognise and accept. One possible explanation for
this lies in the fact that these assumptions exist outside the practitioner's
awareness. As human beings, our brains frequently process, categorise and sort
information automatically and without our conscious involvement (ByarsWinston, 2003). Assumptions may become so ingrained that we find it hard to
accept what we discover about ourselves, leading us to be resistant to new
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information (Banaji et al, 2001). As practitioners we need to acknowledge this as
part of our make-up.
Evidence also suggests that many of our assumptions and attitudes are
previously formed through our social interactions with life and society
(Thompson, 2003). Where we were born and grew up, and what we were
exposed to, all shape our assumptions, values and beliefs. Other professions,
such as counselling, have started to discuss how practitioners can engage with
these factors, and indicate this must begin with an acceptance of our personal
cultural naivety (Stewart, 2002).
This has a number of implications for when we, as career practitioners, work
with clients who have very different life experiences to our own. When, in the
interests of equality and non-discriminatory practice, white practitioners working
with ethnic minority clients adopt a colour-blind approach where everyone is
treated the same, then, as Applebaum (2006:346) identified, we are leaving
`important aspects of race, especially its relation to power, unexamined'.
Furthermore, if we do not acknowledge that we may be categorising our clients,
especially if they are negative connotations, we may fail to understand how our
biases and influences may impact on how we work with such clients. As
Pedersen (1990:553) warns: `to leave our assumptions untested or, worse yet, to
be unaware of our culturally learned assumptions is not consistent with the
standards of good and appropriate counseling'.
At a more general level, this research highlights the need for career
practitioners to engage in an ongoing process of reflection that enables them to
unearth any underlying assumptions they hold about the clients they work with
now, and may work with in the future. It further identifies the difficulties that might
be encountered when attempting to unearth such unacknowledged assumptions, and emphasises the need to ensure that practitioners have resources that
enable them to utilise reflection in a critical and meaningful way. This is where I
would suggest that the `I Poem' has a place.
What has emerged from my research is that reflection itself may have
become just as taken-for-granted as the assumptions we hold. We may need to
equip ourselves with tools that enable us to get the most out of our reflective
practice. Holm and Stephenson (1994) observe that reflective practice is a skill
that can be taught, but it needs to be encouraged and coached as it does not
always come naturally. This article has identified the need to ensure that
practitioners get the time, encouragement and appropriate resources to enable
them to engage actively in this process. Reflective practice should not only be a
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work-based activity, but should begin, and be embedded within, all training and
CPD activities. Without this, reflection will not enable practitioners to unearth and
critically examine their attitudes. Ultimately this will impact of the quality of the
guidance our clients receive and the contribution career practitioners might make
to their futures.
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Engaging the excluded and the potentially excluded:
lessons from three programme evaluations
Paul Davies
Abstract
The focus of this article is on the development of guidance practices in three
fixed-term programmes designed to engage excluded young people. Evaluations of these showed that although the central concepts around which each was
constructed had some merit, one of them, the Community Learning Programme,
had generated considerable interest and support due to its attempt to raise
aspirations by boosting young people's belief in what they were capable of
achieving. The concept of identity capital is used to analyse the way in which
such programmes can engage the excluded and potentially excluded.
Introduction
The data used in this article was collected during Lancaster University's
evaluation of three programmes established to engage excluded, or potentially
excluded, young people. These evaluations took place between 2008 and early
2011 with data gathered by semi-structured interviews. Guidance played an
important role in each of these programmes, with the staff from Connexions
Services occupying a pivotal position. The programmes were based in three
different locations in Northern England which had persistently high levels of
unemployment caused to a considerable extent by the decline of traditional
manufacturing industries. Two of the locations were comprised of predominantly
white, working class communities, whilst the third was a town with an ethnically
mixed population with a large proportion of its young people of Asian heritage.
Whereas, in the past, disengaged young people in these towns were likely to
enter unskilled jobs and so be included in the labour market, this was less likely
to occur today. Consequently, each location had used specific programmes to
engage excluded, and potentially excluded, young people and ease their
pathway into further learning or employment.
Many authors have noted that the term social exclusion is difficult to pin down.
Page (2000:4), for example, suggests `that it defines a concept that is recognised
intuitively, but is much harder to define.' Another complicating factor is having the
acronym NEET (Not in Education Employment or Training) used as if it was
synonymous with being socially excluded. In a strict sense NEET refers to
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current status rather than the process by which young people become detached
from the job market, learning opportunities and other social networks. In practice
it is an expression used often by practitioners when referring to `hard to help
young people'. Therefore, Williamson's (2000) classification of NEET young
people into three groups: `the temporarily side-tracked', `the essentially
confused' and `the deeply alienated' is useful in drawing attention to the diverse
nature of this population. In this chapter I focus on those young people who are
more alienated than side- tracked or confused, or who are at risk of becoming so.
The concept of identity capital originates in the work of CoÃteÂ (1996). In the UK
it has figured prominently in the labour market analysis undertaken by John
Bynner and colleagues at the Centre for Research on the Wider Benefits of
Learning at the Institute of Education, London. Essentially identity capital refers
to those personal resources such as abilities, self-confidence and social
networks which enable people to plan courses of action and then successfully
execute them. Bynner and Parsons (2002) structured their study of excluded
young people around the concept of `identity capital', explaining that its value and
versatility rests on the fact it is a composite term covering `cultural', `human' and
`social' capital. They used it when referring to the extent to which people feel
confident they have the capability to exercise control over their lives and realise
their ambitions. As is the nature of capital, some individuals have high levels and
are therefore more likely to set themselves ambitious educational and career
goals which they regard as being within their grasp. In contrast to this, those with
low levels of identity capital tend to have more restricted ambitions (or no
ambitions at all) and are more easily deterred by obstacles in their path. Bynner
and Parsons (2002) argued that because excluded young people usually have
low levels of identity capital this restricts their capacity to respond to guidance
and navigate their way into the job market.
In his later work, CoÃteÂ (2005) developed his ideas about identity capital and
highlighted its even greater significance for contemporary society where
traditional, stable work patterns have been replaced with more fluid and less
predictable sets of opportunities. He noted that young people are now more likely
to have to construct individual pathways through the labour market rather than
follow established routes. CoÃteÂ argued that lack of identity capital is a major
factor explaining why some young people become excluded. To counteract this,
he contends that young people need dedicated programmes that enable them to
acquire this capital and thus function more effectively. These programmes need
to be comprehensive and long-term because he concludes, `...we cannot expect
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the disadvantaged to rise above adversity if they are not equipped with the
resources for doing so' (CoÃteÂ, 2005: 232).
The three programmes
During the course of the Lancaster University evaluations of the three
programmes it became apparent that the extent to which they were able to
develop their clients' identity capital was a useful perspective to employ when
analysing their effectiveness. For budgetary reasons, the programmes were
relatively short and fixed-term, each focusing on a particular issue that was
thought to be a major contributory factor to exclusion. The purpose of the
external evaluations was to provide a better understanding of the potential value
of the specific concept that was at the heart of each of the programmes, and
determine whether it was successful enough to be sustained in a follow-up
project. Evidence was mainly gathered from the programme providers with a
focus on what they thought was being achieved. A small amount of data was
collected from samples of young people in order to provide some context, but the
main focus of the evaluations was on the construction of the programmes. As
such, they were essentially formative evaluations based on opinions of what was
emerging as good practice.
The Intensive Guidance programme was staffed by a single Connexions
Personal Adviser (PA) who was based in a neighbourhood, multi-agency, `One
Stop Shop'. The PA focused her attention on a group of approximately 40 young
people who lived in the local area. The proportion of young people who were
NEET in this part of the town was above average, with many coming from
particularly disadvantaged backgrounds. Concentrated effort was directed at
clients which the PA described as `intensive and pro-active guidance'. She
believed that many of her clients viewed even the relatively small barriers that
stood in their way as insurmountable, and had lost confidence and motivation as
a result. Consequently, instead of referring clients to opportunities and assuming
they would attend, the PA anticipated the perceived difficulties and assisted
them in planning how to negotiate these. Sometimes this involved a major
challenge such as how to answer interview questions about a sensitive issue,
whilst on other occasions it was simply helping the client work out a travel plan to
the interview.
The second programme, the Self-Presentation programme, was resourced to
cater for 100 young people in what was described by a local Connexions
manager as a `NEET hotspot'. It was a programme funded to trial the use of a
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visual CV and, as with the Intensive Guidance Programme, the main purpose of
the project, and the evaluation, was to test the value of the central concept. The
programme's main focus was self-presentation; that is, enabling young people to
present themselves to employers in a way that was likely to maximise their
chances of being successful. The programme rested on the belief that most
young people have an interest about which they are passionate, and about which
they can speak at some length. Therefore they are likely to be most fluent when
talking about this passion, and it would be to their advantage if employers were
aware of this part of their lives. It was further argued that many lacked the skills
and confidence to communicate effectively through written application forms and
CVs, even when they were outlining their hobbies. Consequently, the aim of the
programme was to enable the young people to have access to technology which
would enable them to make short films about their interests and themselves.
Project designers believed that learning how to create these autobiographical
films, which became known as `visual CVs', would provide young people with the
opportunity to learn digital skills and receive guidance about the construction of
such a CV from Connexions staff and other key support workers.
Finally, the Community Learning programme was targeted at two particularly
disadvantaged wards in a town. Its principal focus was on young people aged 1014, and approximately 150 students participated in it. Therefore it was different
from the first two programmes in that its aim was to prevent school leavers from
becoming excluded and entering the NEET category. Local teachers had noted
how young people from these wards tended to lose confidence in their ability to
learn, particularly during their transition from primary to secondary school, and
the programme addressed this by providing them with opportunities to learn
through community-based activities. Its central idea was that success in
activities outside school, such as sport, drama or volunteering, could prevent
further disengagement from formal learning if the young people were helped by
teachers and guidance practitioners to transfer this external success into school
learning.
Each of the projects had merits and was effective in engaging a certain
number of the target group at which it was aimed. The concept underpinning the
Intensive Guidance programme was sound and there was evidence that many
clients were making, what the PA described as, `the small steps' that were
necessary before they could be referred to a course or job interview. Small steps
were behaviours such as returning the PA's phone calls and attending
appointments on time at the neighbourhood office. These were viewed as valid
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evidence of re-engagement, and from this perspective the programme was
having a degree of success. However, some of the programme stakeholders
were less convinced about the value of this gradualist approach and considered
the main success indicator to be an immediate reduction in the NEET numbers.
There was some evidence indicating that the concept underpinning the SelfPresentation programme was attractive and relevant to some of the young
people targeted. Training in digital technology was an attractive hook, and those
who engaged with it valued the creative and self-reflective process which led to
the production of a visual CV. However, its appeal was not as extensive as was
initially anticipated with some key support workers questioning the value of the
programme, and reporting difficulties with its implementation. Several had
doubts about whether young people who had already had difficulty constructing
a traditional CV would find a visual one easier to produce and, indeed, whether
employers would actually use them.
The Community Learning programme could be distinguished from the other
two in that it was the most ambitious in terms of its central concept. This was
because it aimed to bring about more fundamental transformations by equipping
clients with the resources that would enable them to exercise more control over
the direction of their future lives. As such, developing identity capital was very
much a foreground activity in this programme. Although its potential impact was
unlikely to become apparent for many years, all those involved with it anticipated
that it could make a significant contribution to reducing the number of young
people in the two wards who might become excluded.
Identity capital and guidance provision
Many commentators such as Colley and Hodkinson (2001) and Watts (2001)
have suggested that guidance alone is likely to have only a modest effect on
tackling exclusion because, even though it might enable clients to chart a short
term course from their current situation to a learning or employment opportunity,
it can do little to tackle the more major disadvantages embedded in social
structures. However, if guidance is used as a method of improving the life
chances of at least a proportion of excluded young people, what form might it
take?
Lindsay et al (2007:542) have suggested that the value of guidance
programmes designed to help unemployed people engage with training and/or
employment can be judged according to whether they lead to `sustainable
transitions' rather than `quick wins'. The latter is the case where clients are
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placed in any type of job as soon as possible so they are removed from the
unemployment register. Sustainable transitions are more likely to occur where
clients have participated in a comprehensive programme comprising guidance
coupled with periods of training and work experience. Such programmes are
more likely to result in the development of resources which clients can then draw
on throughout their lives. These resources will not only help them obtain their first
job after a period of unemployment, but will also enhance their chances of
successfully negotiating the employment obstacles they might face in later life.
The capacity of the Intensive Guidance and the Self-Presentation
programmes to generate such sustainable transitions was not clear from the
evaluation evidence gathered. For example, the numbers on the NEET register
in the area targeted by the Intensive Guidance programme did fall during the
period of the evaluation, but Connexions managers were cautious about
attributing this decline entirely to the programme itself. They referred to the
`churn effect' where numbers on the register would fall temporarily as clients
moved into jobs or courses only to rise again when they dropped out of these
after a short period. Similarly, whereas the Self-Presentation programme had
motivated some young people and provided them with the additional resource of
a visual CV, there were support workers who doubted whether they would
continue to use one beyond the life of the project, or whether employers would be
interested in such a thing when recruiting new staff.
The Community Learning programme was judged to be more likely to result in
sustainable transitions because its expressed purpose was to increase young
people's stock of identity capital. However, since the young people were only
aged 10-14 reliable evidence that this will happen will not be available for several
years. In the short term, the Lancaster evaluation was able to identify some
positive effects which could be attributed to the programme, such as the
successful completion of Asdan awards (used to accredit out of school learning
and community activity) and the increase in clients' confidence linked to this.
Perhaps a more significant indicator of potential success was the enthusiasm for
the project shown by a very diverse group of local agencies and professionals
which included Connexions, teachers, borough council officials, police,
community activists and a range of voluntary groups. They believed the
programme had the potential to transform the lives of many of the young people
because it supported them in such a holistic way and drew on such a wide range
of community resources.
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Guidance practices in the Community Learning programme were still
emerging at the time of the evaluation, and because they tended to be a
mixture of both planned interventions and opportunistic responses to unforeseen
situations they were varied in nature. The Connexions Office held events for the
young people and their families, and made contact with a local primary school to
advise pupils on coping with transition. In addition to this, programme activity
providers began to supply general guidance. At first this tended to be on topics
such as the value of learning and how to make maximum use of new
experiences, but as the programme evolved, this took the form of specific career
guidance. For example, a media company that ran film making courses for young
people as part of the programme entered a short film competition held in the
Midlands and when there discussed courses on offer at the local university to
which their young people might aspire. They also ran a workshop on obtaining
jobs in the film industry.
Other activity providers deliberately arranged events so their clients could
meet people from different backgrounds, such as students on foundation degree
courses. This enabled the local youngsters to discuss career routes with people
whom they would probably not have met within the disadvantaged areas of the
town where they were growing up. Therefore guidance within the project was
provided formally by Connexions but also existed in an emerging, embryonic
form as the activity providers drip-fed ideas, experiences and opportunities into
their groups in order to broaden horizons, challenge preconceptions and raise
aspirations.
The relative merits of the programmes
The causes of social exclusion are complex and it shows itself in many different
ways. Consequently it would be naive to conclude that any particular type of
programme supplies the complete answer. A comparison of the relative merits of
each of the three programmes highlights two important questions which have
implications for guidance practice. First, is it more effective to address the needs
of excluded people after they have become NEET or intervene earlier in order to
counter the processes by which they might become so? Second, if prevention is
better than cure, what exactly needs to be prevented?
The designers of the Intensive Guidance and Self-Presentation programmes
opted for post rather than pre-16 projects because they believed this would be a
more targeted form of intervention, ensuring their limited resources would not be
used for school students who may never become excluded. This view is
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supported by authors such as Furlong et al (2003) who have stressed the value
of supporting excluded young people as they leave the NEET register and
develop skills and confidence by gaining entry to the labour market. In contrast to
this, the Community Learning programme was very much a preventive approach
with its advocates believing that poor experiences of school learning at an early
age, and restricted experiences within disadvantaged communities, were
already reducing young people's identity capital and their belief in their ability
to construct and pursue ambitions. Furthermore, local educators considered that
the primary to secondary transition often exacerbated these early signs and so
created even more deeply alienated and excluded teenagers. Consequently, its
prime purpose was to prevent this deeper exclusion from taking place by
providing young people with opportunities to become successful learners and
then transfer this learning confidence back into school. In addition to this, by
providing these learning opportunities in the wider community, the young people
would enlarge their social networks, and these contacts would provide them with
an additional resource.
Although the concept of identity capital was most evident in the Community
Learning programme there were elements of it to be found in the other two
programmes. The PA in the Intensive Guidance programme distinguished
between those young people who appeared ready to start courses or jobs from
those who needed further experiences and self-development by participating in
activities provided by such organisations as the Prince's Trust. She was acutely
aware that, for many clients, guidance alone was unlikely to transform their lives.
However, she was also under pressure to reduce the numbers on the NEET
register as quickly as possible, so her desire to help clients develop their identity
capital had to be balanced against the imperative of moving them into a course or
a job as soon as possible. Similarly, the Connexions staff who guided clients
during the Self-Presentation programme believed that a good quality visual CV
would boost their self-esteem by enabling them to highlight personal qualities
that failed to make an impact through application forms and written CVs. In
contrast to this, other key workers linked to the project thought that those who
struggled to find something to make a film about might find that the whole
process reduced, rather than enlarged, their stock of identity capital.
Therefore, it was in the Community Guidance programme where the notion of
identity capital was most fully embraced. Contributors to this programme were as
convinced of its value as it neared its end as they were at its launch. One of the
reasons for this was that it had enabled practitioners to identify a way in which
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they could intervene in the process by which people become excluded rather
than just address this issue after they had become so. They appreciated,
however, that it could not continue at its current level of activity once the funding
had run out. Nevertheless, they had identified its most effective elements and
were bidding for new resources to develop these further. In particular, three
factors were thought to have the potential to shape the future guidance
landscape in the town.
Firstly, a number of the activity providers were keen to develop the guidance
contribution they could make. They were already providing specific career
information on jobs related to their activity and they were keen to expand upon
this. Secondly, local primary schools were becoming interested in establishing
stronger links with local businesses and community organisations as a means of
improving pupils' motivation and achievement. Finally, local Connexions staff
were increasingly attracted to the idea of working more closely with the activity
providers in order to support the guidance that took place during their
programmes. They were aware that an embryonic guidance community was
emerging which spanned different educational stages and included a diverse
range of organisations.
Conclusions
From one perspective, the emerging guidance practices which were forming
around the Community Learning programme may be viewed as an innovative
way of working. However they do draw on established theories and approaches.
The idea of enabling young people to obtain career learning through exposure to
participation in the community can be traced back to Law's (1981, 1996)
`community-interaction theory', and the notion of a guidance community, albeit
school-based rather than community-based, was advocated by Morris et al
(1995). More recently, discussions amongst policy makers and guidance
practitioners reported in the proceedings of a Learning and Skills Improvement
Service seminar (2010) indicates that many of these practices, such as informal
learning through third sector organisations, and a focus on the transition from
primary to secondary school, are in operation elsewhere in the country.
However, re-engaging the excluded remains a challenging area for policy
makers and, as the Audit Commission report (2010) points out, the level of young
people classified as NEET hovers stubbornly around the 10% mark with many of
the programmes aimed at reducing this figure having only modest effects.
Therefore, CoÃeÂ's (2005) argument that exclusion needs to be viewed through the
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lens of identity capital, with comprehensive programmes designed to increase
the stock of it amongst excluded young people, is certainly worthy of further
consideration.

References
Audit Commission (2010) Against the odds. Re-engaging young people in
education, employment or training. London: Audit Commission.
Bynner, J. and Parsons, S. (2002) `Social Exclusion and the Transition from
School to Work: The Case of Young People Not in Education, Employment or
Training (NEET)', in Journal of Vocational Behavior, 60, p289-309.
Colley, H. and Hodkinson, P. (2001) `Problems with `Bridging the Gap': the
reversal of structure and agency in addressing social exclusion', in Critical Social
Policy, 21, 3, p337-361.
CoÃteÂ, J.E (1996) `Sociological perspective on identity formation: The cultureidentity link', in Journal of Adolescence, 19, p417-428.
CoÃteÂ, J.E. (2005) 'Identity capital, social capital and the wider benefits of
learning: generating resources facilitative of social cohesion', in London Review
of Education, 3, 3, p221-237.
Furlong, A., Cartmel, F., Biggart, A., Sweeting, H. and West, P. (2003) Youth
Transitions: Patterns of Vulnerability and Processes of Social Inclusion.
Edinburgh: Scottish Executive Social Research.
Law, B. (1981) `Community Interaction: a `Mid-Range Focus for Theories of
Career Development in Young Adults', in British Journal of Guidance and
Counselling, 9, 2, p142-58.
Law, B. (1996) `A career-learning theory', in Watts, A.G., Law, B., Killeen, J.,
Kidd, J.M., and Hawthorn, R.,eds., in Rethinking Careers Education and
Guidance. London: Routledge.
Lindsay, C., McQuaid, R.W. and Dutton, M. (2007) `New Approaches to
Employability in the UK: Combining Human Capital Development with Work First
Strategies?', in Journal of Social Policy, 36, 4, p539-560.

Engaging the excluded and the potentially excluded

41

Learning and Skills Improvement Service (2010) Understanding NEETs ±
lessons for policy and practice. LSIS Policy and Research Seminar Report, July.
Available from: http://www.Isis.org.uk/Services/Policy/Policy-Seminar
(Accessed 20 January 2011).
Morris, M., Simkin, C. and Stoney, S. (1995) The Role of the Careers Service in
Careers Education and Guidance in Schools: Final Report (RD7). Sheffield:
DFEE.
Page, D. (2000) Communities in the balance: the reality of social exclusion on
housing estates. York: Joseph Rowntree Foundation.
Watts, A.G. (2001) `Career guidance and social exclusion: A cautionary tale', in
British Journal of Guidance and Counselling, 29, 2, p157-176.
Williamson, H. (2000) `Status Zer0: from research to policy and practice in the
United Kingdom', in Walvaren, G., Parsons, C., van Veen, D. and Day, C., eds.,
Combating Social Exclusion through Education. Leuven: Apeldoorn-Garant.

42

Chapter 5

43

Are you in or are you out?
An exploration of new meanings of inclusion for
young people ± in their own words
Alison Fielding
Abstract
This paper reports on a small scale research project intended to enable young
people's voices to be heard. Discussions about their lives led to the identification
of key themes: education and `the big society'; experiences of bullying;
engagement with the labour market; perceptions of young people by adults;
and politics and young people. These themes are explored in the young people's
words. New meanings of inclusion remain elusive, but the young people are
firmly committed to a fairer society.
Background to the research project
High on a hill,
There's a sweet bird calling,
All come together,
Are you in or are you out,
(Kate Rusby)

Discussions with careers practitioners and colleagues about the nature of
`inclusion' and `inclusive education' were the starting point for the project. We
were exploring what it means to be part of society at a time when some of the
certainties were being dismantled. This was in the time just following the 2010
General Election, and policy was being rewritten by the new Coalition
Government. Finding out what the Government's idea of `inclusion' might be
proved difficult, though their document `The Equality Strategy Building a Fairer
Britain' (Government Equalities Office, 2010) sets out some broad policy
strands. How far do young people's experiences reflect the government ideals?
This question set the scene for the research project. It struck me that much of the
literature was written about young people (Coleman, 2011) and I decided to
adopt a more young person centred approach ± effectively to begin to find out
what young people think about their own lives. A Kate Rusby song seemed to
sum up the question and provided the title for this paper.
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Narratives, politics and young people
To hear some young people's own stories seemed a good starting point. Merrill
and West (2009:1) share their `belief, based on extensive experience of doing
biographical research, that such methods offer rich insights into the dynamic
interplay of individuals and history, inner and outer worlds, self and other'. This
interplay was something I hoped to capture in conversations with young people,
particularly at a time of significant political change. I was initially concerned that
politics might get in the way, but it soon became apparent that this is an overtly
political issue, that it is not possible to discuss experiences of inclusion and
exclusion without addressing the political context, and that the young people
involved in the focus groups were themselves very politically aware. My anxieties
were allayed by Andrews (2007:8):
Finally, how do people place themselves within the political world
that they identify? I am, then, interested in what kinds of stories
people tell about how the world works, how they explain the
engines of political change, and the role they see themselves, and
those whom they regard as being part of their group, as playing in
this ongoing struggle.
This expressed my own thoughts so well that it gave me confidence to
address the political aspects of the young people's stories as they arose. The
power of stories to bring about change, to shape reality, is at the heart of
narrative approaches to work with young people (Winslade and Monk, 2007),
and I was conscious throughout the research process that young people have
knowledge about their world, but may never have had the opportunity to express
this and to be taken seriously.
The research process
Two focus group meetings were held in early February 2011. The tone of the
sessions was deliberately informal to enable the young people to express their
views freely. All the participants were involved on a voluntary basis, and consent
was sought in advance. In the case of the school students, a consent letter was
also sent to parents/carers by the school. The groups were not necessarily
intended to be representative of the wider population, rather the discussions
aimed to provide a picture of these young people's lives, the issues that concern
them at the time, and their thoughts about their future.
In this small scale study it is not intended to draw generalisations from the
research (Andrews, 2007), though it is hoped that the narratives of the young
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people will provide a background for future debate about the nature of inclusion
as we enter the second decade of the century. The intention was to provide a
`transactional space' (Merrill and West, 2009) for the young people to share their
thoughts, and enable professionals and policy makers to hear their concerns.
Each participant group was differently constituted to facilitate a range of
perspectives.
The first group consisted of three members of a U-chat group in North West
Kent, run by Connexions on a regular basis to ensure that young people's views
are taken into account in delivering the service. In addition, the Peer Liaison
Worker (PLW) who facilitates the group, took part in the discussion.

J is 16 and not currently in education, though she would like to be.
D is 17 and attends a local college where he is undertaking an introduction to
public service course, with an ambition to joining the Fire Service eventually.
S is also 17 and attends a local school where she is in Year 12, studying Art A
level.
L is 18 and is the PLW for the local area. She is studying part time for an NVQ
Level 2 in Youth Work.
The second group are all Year 11 students at a large South London
secondary school. They have all taken some GCSEs in the summer of 2010, and
will complete the rest in 2011. In addition they attend a local college one day a
week where they are studying for a vocational diploma. Reflecting the school
population, the group included young people from different ethnic backgrounds.

U hopes to become a Doctor, though she understands the challenge that this
will entail.
C has ambitions to become a photographer.
K wants to go on to study Law eventually, to become a Barrister and then a
Judge.
O is also keen to become a Doctor, but also has ideas about the kind of family
life he would like.
A's ambition is to become a professional footballer, and he says that several
professional clubs are `watching him'. His other idea would be to become a
teacher.
In order to provide a basis for discussion I devised prompt questions, though
these were very open and broad to avoid imposing an agenda on the participants
(Reid and Fielding, 2007), and I chose not to use the terms `inclusion' or
`exclusion' for this reason:
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What do you hope to achieve in your life?
What things or people can help you to achieve?
What things or people may prevent you achieving?
What areas of your life would you like to see improved?
How could this happen, and who should make it happen?
What are the main issues for young people at the moment?
How would you like to see things change?
Are young people fairly represented?

The focus group sessions were recorded, and analysed to identify key
themes. In fact the key themes emerged very clearly and there was a great deal
of similarity in the issues identified in both groups. The key concerns related to
inclusion will be discussed and the young people's own words will be used to
introduce and inform a wider debate.
Education and `The Big Society'
The young people were all extremely concerned about the impact that changes
in education policy, particularly in relation to funding, would have on their future.
British Prime Minister David Cameron's ideal of the `Big Society' is one in which
more power and opportunity is given to individuals. One aspect of this is to
devolve decision-making from central to local government (Norman, 2010), but
at a time of financial constraint the opportunities available to young people are
likely to be curtailed.
The participants showed themselves to be very aware of what the current
economic climate would mean:

D: I get EMA at the moment. It's not a lot, just so I can buy the books I need, but it
makes a difference. I definitely think if I don't get EMA next year I will have to
give up college, and I don't want to. It will affect my chance of getting the job I
want.
S: The same for me too, but they want us to carry on [in education] but then how
can we?
U: Where are we going to get like the money to pay, and how are we going to pay
to get to college, and bus fares and all the transport? They've cut EMA so how
are we actually going to do that. They may say `Well you can get a job or we'll
give you vouchers', but the vouchers only cover the books and that they don't
cover like eating, getting to college ...
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K: So they're stopping ways for us to get money so it's leaving our parents to
carry on providing for us, and they're cutting benefits and stuff like that which
is going to make it even harder, so they're just creating a worse environment.
The Year 11 students were also concerned about the impact that rises in
university tuition fees would have on their future. All five hope to go to university,
but coming from one of the most deprived areas of South London they will almost
certainly struggle to do this. Despite the Government Equalities Office (2010:8)
promising: `We want a fair society where every child has the opportunity to
progress as far as their talents will take them, not one in which people's chances
are driven by where they come from, how others see them, or who their parents
are', these students felt strongly that their circumstances would affect what they
were able to achieve.

U: I think the fact that they've raised the tuition fees it affects a lot of people
especially that live in like poor areas.
O: Especially for people like me and U and K, who want to be lawyers and
doctors and for university that's a very long period. For doctors that's a
minimum of 5 years, and they raise the prices which means they're depriving
people from going to university because they can't afford to go out with like
£70,000 debt or something ... which is astonishing.
The Government Equalities Office (2010:7) recognises that: `The chances for
children in lower income families of being socially mobile are lower in the UK than
most international counterparts'. For the young people in my focus groups this
was a worry, and they could not see how they could achieve their aspirations. For
K there was a possible solution:

K: um .. well the thought of university like now it hasn't had an impact on me as
much as it has on anyone else because I'm thinking like that's ages away,
everything could change by then.. or maybe it won't be as bad as everyone is
making it out to be... so, that's my back up plan. I plan to go to America to
study.
Though she, and the other group members, laughed, for some young people
this may become a realistic way forward. The need to earn money to fund their
further education was a recurring theme, though the difficulties in actually getting
a job were apparent. Young people from disadvantaged backgrounds face
greater challenges in this than their more affluent counterparts (Furlong and
Cartmell, 2007).

48

Are you in or are you out?

Experiences of Bullying
In discussion of their experiences of education, one factor which emerged as
particularly significant for some is bullying. This is a widespread problem in
schools, though it is not always recognised by teachers (Winslade and Monk,
2007). As Haynes (1998) suggests, one of the difficulties associated with
bullying is that different people may have different perceptions of what it is. It is
the feelings of the young people who had been bullied, both physically and
verbally, which are significant here. It often goes unacknowledged as many
victims of bullying are afraid to report it.
All the young people in the U-chat group had experienced bullying at school,
and they all agreed that it had had an impact on their GCSE studies and results.
This in turn had had an impact on the opportunities available to them. For S it had
been an ongoing problem for most of her secondary education:

S: I felt frightened most of the time, even in lessons. It was a group of girls and
they just kept on and on. The teachers didn't do anything about it, but then I
was able to go to the Centre (on the school site, in a separate building housing
the student support services, counsellors, learning mentors etc.). I could ask
for time out and go there as long as I needed to. But it meant I missed a lot of
coursework.
S is now in Year 12, studying Art A Level. She now enjoys school as she is
concentrating on the subject she loves and does not come into contact with the
bullies.
For J, the bullying was so bad that she had to leave the school she attended,
and is currently waiting to find an alternative school place.

J: I would really like to be in school, but I had to leave because of the bullying. I
do voluntary work with children at the moment, and I come to Connexions all
the time, and they are trying to find a place for me. No, I didn't get my GCSEs,
that's a problem in getting on a course now.
D is still angry about his experience at school.

D: The teachers knew it was happening, but they did nothing even when I told
them. It got so bad that I had to be permanently excluded for my own safety.
That's not fair ± I had done nothing wrong and I was the one excluded.
Notions of fairness are central to Haynes' (1998) arguments about the
exercise of power in schools, by teachers or students, whether appropriate or
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inappropriate, and the difficulties in dealing with bullying in a fair way which takes
into account the circumstances of each person involved. D was very clear that,
as the victim, he should have been treated more fairly and should not have been
put in a situation where he was not able to access the same opportunities as
others:

D: I was supposed to get home tuition, but it didn't really happen, so my GCSEs
were rubbish, and that meant I couldn't do the course I wanted.
Coleman (2011:170) states that: `being bullied undermines the adolescent's
sense of academic competence, leading to poor performance'. However the
young people in my focus groups had not disengaged voluntarily from school, as
Coleman identified, even though they were very unhappy. Despite commitments
from Government (The Government Equalities Office 2010:20) to reduce
bullying through `streamlined guidance', schools remain uncomfortable places
for many young people who look forward to things being better when they leave.
Engagement with the labour market
At a time of rising youth unemployment (BBC News, 2011), when more than one
in five 16 to 24 year olds is out of work, my participants expressed worries about
their future work lives. This related both to the need for part-time work to enable
them to undertake further study, and their thoughts about their eventual careers.
As far as part-time work was concerned, the young people identified that
qualifications alone are not enough to enable them to get employment:

K: They should make it easier for like school leavers to get jobs. Like I used to
work after school, but I had to stop because of my exams and all that, but now
obviously I'm looking to work again, but it's really hard to find a job for a
person who's just leaving school or about to leave school because they don't
think you're mature enough. They're looking for older people who have
responsibility and ... have the experience.
For D the need for work experience was especially relevant. His ambition is to
join the Fire Service, and the college course he is taking is related to this.

D: I talked to them when I did my work experience from college at the Fire
Station, and they said I'd need experience. I don't know how you do that if you
can't get a job. It's like a vicious thing...circle thing. I would do it voluntary but
even that is hard to get.
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These experiences reflect much wider patterns of changes in young people's
engagement with the labour market (Furlong and Cartmell, 2007) which include
increases in the qualifications demanded for even low level work, the
consequent need to gain more qualifications which leads to a delay in entering
the labour market, and possible unemployment. The social factors which affect
young people were also recognised:

C: A lot of young people, they have issues and some don't end up living at home,
they end up moving out and having to live in hostels. It's not easy, some
actually leave school before they're 16 and they can't get a job, because they
haven't been able to get qualifications so it'll be harder for them at that age.
The Government Equalities Office (2010:8) states: `We need a labour market
that draws on the talents of all, not one in which people are written off because of
outdated perceptions'. The focus group participants are all keen to get work, but
face seemingly insurmountable barriers:

D: It will just get worse. I can't see how I will be able to get a job ± there's so
much competition, and no jobs in this area. I'm at college to try to better
myself, but even so... I'll be 18 in a couple of weeks ± that means I'll be an
adult. But my parents still have to support me where I'd like to contribute
more.
The last comment highlights a particular problem identified by Furlong and
Cartmell (2007), that of the protracted nature of the transition from school to
work. Young people certainly feel that they are part of a `lost generation'
(Bowcott, 2010) which is often perceived as being their own fault.
Perceptions of young people by adults
There was a strong feeling in both focus groups that young people are not fairly
represented, especially in the media.

U: Young people are really stereotyped ... a lot ... how they dress and how they
look and if you're walking with your hood up, people will be more intimidated
than if you're dressed in a suit.
O: You never ever see the majority expressed on TV, how they found a
breakthrough or they're getting A*s in their GCSEs, you never see that, you
only see the negative. When people see these young people on the street,
they don't want to approach them, and then they're kind of like isolating them
from society.
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They effectively felt excluded on the basis of the clothes they wear and the
effect this has on older people. Robinson (2010:125) discusses this `otherising'
(original italics) of certain social groups in terms of a historical context which
possibly goes back to 6000 BC, and which leads to predictable moral panics
picked up by the media. This then escalates the media attention. K picked up this
inconsistency:

K: What I want say is you always hear people saying young people are our future,
but the way they portray our image is that we're going to ruin the future like.
A, because of his own hopes for a career as a professional footballer, had a
particular point of view about the portrayal of young football stars in the media:

A: The way the media portray young footballers, like, they claim that they're like
bad. Say like Wayne Rooney for instance, he probably got forced like, he may
have gone through, like a breakdown and started doing bad things, it all
changes when he tries to be good, but people still portray him as a bad
person.
Some of the others felt that this was reasonable for a person with a public
profile:

O: He's a role model in society. People look up to him. You expect him to behave
in a certain manner ... So you expect him to be portrayed in a positive way and
when he does negative things it rubs off on children, so yes, he deserves to be
scrutinised in the media.
The participants themselves are not immune to the messages presented in
the press:

S: I'd like to be able to go out and not worry. Like if it's dark, I think there's going
to be gangs waiting, and knives and things. It's scary, so I don't go out, I just
stay at home.
Though she felt frightened, she also recognised that the situation was
probably not a bad as she feared, a perception expressed by others such as U.

U: I have a set of friends and `cos I'm on the street with them, we're having a
laugh, maybe yeah we're a bit rowdier, but we're not a gang, we're friends,
that's all. They say we're gangs `cos, yeah we're in a society that sees us as
gangs. We're not gangs.
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Coleman (2011) recognises the importance of the peer group in young
people's social behaviour, but suggests that the relationship between the
individual and the group is complex, in that the personality of a young person
influences their choice of friends, while the group can influence an individual's
behaviour, especially anti-social behaviour.
As a counter to this, the young people in the U-chat group told me about a
project they are involved with that seeks to create a positive image of young
people in their community.

D: We had like Dragons Den, and we had to put a bid for money for the project
and present it ± we won £250 and the project is to get an allotment, and work
on it to grow vegetables and sell them to the community. They will see we can
work hard, and care about the community.
S: We have to work it all out ourselves, how we spend the money.
D: And we're having a launch with the papers there and people can see what
we're doing, and see that we're not just doing nothing.
Their enthusiasm was tangible, and clearly showed in their commitment to
making the project work. One young man who had been a key player in winning
the bid was not at the meeting that evening, but the rest of the group wanted me
to stress that they had worked as a team, and were keen to change public
perceptions of young people. Coleman (2011) suggests that peer group
influence is more often positive than not, and that young people gain support
from one another.
Politics and young people
An awareness of the political situation underpinned what the young people
wanted to talk about, but they felt that they were not in a position to influence
policy.

D: I would vote, yes. I think you need to do that or you can't complain about how
things are.
S: So would I, but it doesn't really make a difference 'cos you vote and you get a
government that you didn't actually vote for, and they don't seem to know
what it's like to be young.
U was vehement about this:
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U: I think the government have sort of been like blind... so they set laws but they
haven't had the experience of being raised in an area [like this] ... they don't
give us the support that we should deserve because we're like lower class.
A developing political awareness is characteristic of the late teens (Coleman,
2011), though concerns have been raised about increasing political apathy
among young people (Furlong and Cartmell, 2007). This was not apparent in
these focus groups, and Furlong and Cartmell (2007) go on to suggest that there
is evidence that increased participation in education may lead to increased
political engagement. Hopefully the young people will remain engaged:

U: Yeah, for the future, I want to be the person, or the representative for some of
the groups that are struggling ... People will be amazed to think well she has
actually done it.
Finally
In searching for new meanings of inclusion for young people, I was struck by the
fact that they did not use this term themselves. This is not surprising however as
such terminology tends to be used by those in power as a marker of economic
conformity and social compliance (Irving, 2011). I had also avoided using the
term as I did not want to prompt the young people in this way, but hoped to give
them the opportunity to explore issues important to them. Equality and inclusion
are key aspects of government policy (Government Equalities Office, 2010) but
the language is not that of the young people in my focus groups, and they were
articulate in describing their hopes for a different future. Their experiences
shaped their view of their world, and even when these had not been positive they
remained generally optimistic. They were all committed to having an active part
in, and contributing to society, despite some significant barriers.
The stories they told had much common ground, but were also all strikingly
individual, emphasising issues that were important to them. U summed up the
general view of the group:

U: They fail to see us all as individuals, and I think it's important to promote
individuality, diversity, so no one person's the same as everyone else.
Alongside this, the strong message, from all the young people was about
what is fair, and more particularly, what is not fair in their lives. They would like to
be part of a fairer society, they would like to be `in' rather than `out'. The
document `The Equality Strategy ± Building a Fairer Britain' (Government
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Equalities Office, 2010) has provided a context for the stories the young people
shared.
As new meanings for inclusion remain elusive, I think the most appropriate
way to end this chapter is with the words of one of the participants:

D: I think it would be best if things are fairer, if everyone has a chance to do the
things they want ± to get a good education, to get the job they want, never
mind who they are or where they come from.
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Widening Participation in Elite Universities and
Unpaid Work Experience:
Reaching the `right' students with employability
initiatives
Gill Frigerio and Anna Preston
Abstract
This chapter explores the relationships between the current discourses of
employability and widening participation (WP) in Higher Education, and reflects
upon the role of work experience initiatives in this context, with particular
reference to the Higher Education Funding Council for England (HEFCE)'s 2010
undergraduate internships funding stream. Whilst overall participation in HE by
students from WP backgrounds has increased, there is a growing gap between
the most selective universities and the sector overall. This is significant due to
the targeting of selective universities by graduate recruiters. Moreover, the
experiences of these students in selective institutions raises issues of inclusion
and their ability to access the social and cultural capital associated with the
qualifications they obtain.
This chapter reflects on the experience of operating such a scheme in an elite
institution, highlighting difficulties of targeting provision and managing the
placement process fairly within tight timescales. We describe the process of
setting up one programme funded under the scheme and report on the views and
experiences of participating students. Then we highlight implications for practice
in HE career services operating such targeted schemes and finally suggest more
sustainable and far reaching activities to address the underlying inequalities for
students from disadvantaged socio-economic backgrounds. This chapter
demonstrates the importance of considering the `on-programme' implications
of widening participation activities and the value in extending such activities
beyond recruitment.
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Introduction
Amongst the current discourses informing policy, practice and critique within
Higher Education, `employability' and `widening participation' (WP) continue to
dominate. `Employability' is variously used to refer to:
. a range of generic skills and abilities developed by students,
. actual graduate employment, or
. a longer term view of graduates' ability to manage a career
trajectory over time (CBI, 2009; Watts, 2006).
Work experience is often welcomed as an important contributing factor to
students' employability (Jensen, 2010; Vasager, 2011). `Widening participation'
is an umbrella term for an imperative to broaden the range of students who have
access to higher education, particularly in terms of age, ethnic background,
disability and social class. The connection between these two themes is the
employability of students from non-traditional backgrounds: that is their ability to
gain immediate employment after graduation or to develop their careers longer
term. In this article we reflect upon the role of work experience in the
employability of `WP' students from disadvantaged socio-economic backgrounds, with particular reference to the Higher Education Funding Council for
England (HEFCE)'s 2010 undergraduate internships funding stream.
Both the economic prosperity and social justice arguments for increasing
participation in higher education of those from disadvantaged socio-economic
backgrounds rest on assumptions about educational attainment and increased
economic returns and social mobility. Whilst these are demonstrable at one level
(UUK, 2007), it is not a predictable link for all individuals. One particular
complicating factor flows from the diversity of institutions within the HE sector.
Whilst participation in HE overall from the target group has increased, a gap has
emerged between the most selective universities and the sector overall (Sutton
Trust, 2010). This is significant for the employability of WP students due to the
targeting of selective universities by graduate recruiters, with many promoting their
brand extensively at a small number of institutions. Institutional diversity also
impacts on the nature of work experiences. This can take various forms, including,
* part time hourly paid jobs alongside studies
* placements as part of a programme of study
* formal summer internship schemes (often offered by large graduate
recruiters)
* unpaid placements often negotiated by the student.
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Evidence suggests that the first two of these are most prevalent in post-1992
Universities, and the latter in traditional institutions. Participation in the latter
tends to be more competitive, with a career focus on the occupation or sector
concerned often forming part of an employer's criteria.
We use the term `elite' in this article to describe certain universities who share
common characteristics as pre-1992 UK institutions with the highest entry
standards (and therefore the most selective of students) as well as a research
focus and being strongly targeted by graduate recruiters. These characteristics
are typified by the `Russell Group' of universities, of which Warwick is a member.
Employers and WP students
The targeting of particular universities is one approach employers adopt to find
the `right' graduates for their roles and organisation. Targeting is sometimes
done by particular subject strength or location, as well as prestige and entry
requirements of the institution. Within these recruitment strategies, many
employing organisations do seek to address demographic imbalances in their
workforce through positive action schemes or direct marketing to students.
Particular examples include the Ernst and Young scheme for students with
disabilities, Civil Service internships for black and minority ethnic students and
`Target Chances' tasters for women.
In the graduate recruitment scene we are not aware of any employer
schemes focusing solely on positive action based on socio-economic disadvantage, (although this may be due to the difficulties of implementing such a
scheme, as we discuss later). However, many employers are supporting these
issues at a different level, through corporate social responsibility activities with
young people, aspiration raising schemes in schools and financial support for
schemes such as Teach First or Pathways to Law.
Many employers take equality and diversity seriously in their recruitment and
implement ongoing measures that focus selection on abilities as opposed to
candidates' personal backgrounds. That said, selection cannot always be
reduced simply to a quantitative process. Brown and Hesketh (2004:92) on the
`science of gut feeling' argued that a level of subjectivity is at play in recruitment,
which leaves the way open to discrimination.
The WP student experience
Research into WP students' experiences of higher education has typically been at
post-1992 institutions (Moreau and Leathwood, 2006, Redmond, 2006, Greenbank
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and Hepworth, 2008). These authors highlight some of the challenges WP
students can experience, with less time to participate in campus-based student
activities, a serial approach to work and study and poor networks resulting from
their lack of economic and social capital. As careers practitioners in a selective and
employer targeted institution with smaller numbers of students from these
backgrounds, we became concerned about additional and compounded disadvantage. As a smaller proportion of the student body, WP students are more at risk of
exclusion from those aspects of the student experience with the greatest potential
to enhance employability. Despite the enhanced social capital associated with their
degree, they could be unable to access it.
As their experience of HE begins with the dice loaded against them, institution
wide initiatives to enhance students' employability (e.g. through the accreditation
of extra-curricular activities) can widen the gap. The increased emphasis on
work experience to boost employability could advantage students who have to
work for financial reasons, as they can use this to provide evidence of their skills.
However, as more employers in certain sectors look to periods of unpaid work
experience to demonstrate sector knowledge and commitment, students who
cannot afford to undertake this are further disadvantaged. Students with family
networks at professional level, or even simply with more social confidence, will
find it easier to secure work experience in areas where little is advertised. Thus, a
spiral effect enables socially advantaged students to maximise their employability, increasing the gap between themselves and WP students. The legality of
unpaid work experience is now also in question (Lawton and Potter, 2010).
Forthcoming changes to funding mechanisms (Browne, 2010) throw these
issues into even sharper relief.
In addition, research into different students' orientations to employability has
highlighted the different individual starting points which require differing levels of
support and interventions. It has been suggested elsewhere (Frigerio, 2011) that
many Careers Services are used primarily by those with certain orientations,
leaving fewer resources for others. Brown and Hesketh (2004) differentiate
between players and purists in graduates' views of job seeking. As `players', they
take part in a game in which one presents what employers want, and as `purists'
conceive it as a process of revealing one's real self to employers in order to find
congruence between self and job role. Tomlinson's (2007) typology differentiates between careerists, ritualists, retreatists and rebels, dependent on
orientation to the market and to action. There has been no explicit focus in this
research of the impact of social class, but considering these typologies alongside
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the WP student research, we can speculate that disadvantage may be
compounded if a WP student who also has a retreatist orientation is not
supported to move beyond it.
The career development literature sheds some light on how those
orientations are formed and can develop. Hodkinson and Sparkes (1997) work
on `careership' highlights the structural and agentic elements that create an
individual's `horizons for action', which may not include undertaking a
professional level unpaid placement. Krumboltz's social learning theory (Mitchell
and Krumboltz, 1996) highlights how a client's `task approach skills' (which
includes how they sort and sift career information, set goals and make decisions)
can be affected by generalisations made from the observations of self and the
world. For some students, those generalisations may need to be gently
challenged and horizons broadened through additional support to gain work
experience.
This brings us to the question of what can be done to address this particular
dynamic within the overall context of social mobility and equality. Mignot (2001)
differentiates between integrative approaches which recognise factors leading to
individual differences and seeks to address associated development needs, and
those which transform the landscape through advocacy and redistribution.
Careers work, with its focus on supporting individuals, often leans towards the
former. We will return to this in reviewing our programme.
HEFCE's internship funding
The final report of the Panel on the Fair Access to the Professions (Cabinet
Office, 2010) highlights difficulties for some students in doing unpaid work
experience. As a result, HEFCE invited HE institutions in England to bid to
operate paid internships for students from widening participation backgrounds
over summer 2010. The University of Warwick (in partnership with the University
of Birmingham) successfully bid for 25 funded internships at each institution, and
the authors were involved in the establishment, operation and evaluation of the
Warwick part of the programme.
The context
This activity was located in the Centre for Student Careers and Skills (CSCS) at
Warwick, which had been created 12 months earlier through the integration of
the Careers Centre and skills development provision. This newly-formed large
department was still developing its integrated approach to career and skill
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development when this project began. Priorities of the new department included
maximising `reach', engaging non-users and demonstrating the qualitative and
quantitative impact of activities. The service had developed a `supported selfsourcing' approach to work experience (where students are supported through
information and guidance to identify possible providers of work experience and
make their own approaches) as opposed to a `placing' or brokerage model
(where opportunities are negotiated between the institution and the employer
and a student placed or a shortlist of suitable students passed on to the
employer). Although much effort goes in to supporting students in self-sourcing,
this approach can advantage careerists who already find it easier to make
successful applications. Further analysis of relative benefits is laid out in table 1.
Table 1: Contrasting models of supporting work experience
Model

Supported Self-sourcing

Brokerage

Advantages

Student leads the process,
as autonomous,
independent learner

Can be easily targeted at specific
sectors or groups of students

Student develops abilities to
negotiate the labour market
themselves, which can be
applied in the future

Easier for both employers and students

Consistent with support models
for graduate transitions
Dissadvantages

Confident and engaged
students are more likely to
access the support

Direct engagement with employers can
influence their practices

Burden of time passes to the institution
± costly to run.
Unsustainable level of support to offer

Any employer discrimination is
unseen and therefore cannot
be challenged

With such a short term programme (May - Sept 2010), the priority was to
design an effective scheme that could be implemented quickly by existing staff.
As a result we mirrored existing processes for service delivery rather than
establishing a new infrastructure. Although funding was available for staffing,
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recruiting and training this takes time, so we sought to deliver the scheme using
existing staffing.
The programme
Our bid specified eligibility criteria of: students with a disability; students in
receipt of Warwick scholarships; students over 21 at the start of undergraduate
programme; those in the first generation of their family to experience HE; and
those from a black or minority ethnic group. Family social background was
included as a criterion, and whilst the other criteria are not synonymous with
social background, we expected that to dominate the demographic targeted.
Internships were offered flexibly and over varying time periods, from 30 to 120
hours, so as to meet the complex needs of the diverse client groups. Bursaries of
up to £775 for a four week placement were available, either for a self-sourced
internship or for placements which CSCS obtained by contacting employers
about the programme. We sought to support the students' learning through the
placement with preparatory guidance as well as structured reflection on learning
and impact on their overall career development at its completion.
There were difficulties in identifying and targeting the right groups of students,
both ethically and practically. From an ethical standpoint, we had previously
shied away from targeting our services by diversity criteria, and had limited trials
to some activities for black and minority ethnic students and older students. This
approach was based on previous student feedback, as well as a fear of
problematising students' backgrounds and conveying negative messages about
their likely future experiences which could demotivate and lower aspirations.
From a practical perspective, the data needed to target groups were not always
easily extractable from the student records system. Data on finances and the
socio-economic background of students comes along with their initial application
from the centralised UCAS process and is not reliably complete due to high
levels of non-disclosure. This is a key issue for universities considering running
targeted programmes and highlights the need for effective management of WP
data for current students.
As a result, we decided to promote the scheme to all first and second year
undergraduates, including details on the eligibility requirements and a brief
application form asking for enough data to check eligibility, and ascertain their
preferences of sector and location. Students were asked to present evidence of
their eligibility, and it is noteworthy that none referred to their social class. In a
matter of days 181 applications had been received, of whom 29 were not eligible.
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Students were given guidance on securing their own placement, and CSCS staff
began to broker with employers on their behalf. As student participants were
confirmed a careers consultant worked through `preparing for placement'
materials with them, with funding allocated on a `first come, first served' basis. As
a result, students who were slower to secure their own placement or whose
interests were harder to match with a centrally brokered placement were unable
to access the funding. This resulted in 127 unplaced students, of whom 17
withdrew when they found alternative work experience.
The participants
As a result of this pragmatic process and mixed economy, the overall
participation in the project is summarised in table 2. The totals are higher than
the total number of placed students as some met several criteria.
Table 2:

Criteria

Placed

BME

4

Mature student

2

Disability
Financial Support
No prior experience of HE

1
17
9

Comparing this data with student records, the majority did not have their
socio-economic class recorded. If we had only publicised the scheme to those
with the appropriate recorded SEC data, most of our participants would not have
heard about it.
Twelve students sourced their placements themselves and thirteen were
sourced by us, using existing employer contacts. Employers were not required to
make any investment and, with the exception of two, we got no strong sense that
the target group influenced their decision to participate: they were in a position to
offer a placement to a funded student with no direct payroll costs to themselves,
and the rationale for the funding made little impact. The exceptions were a media
organisation and a political organisation who were positive about the scheme in
light of workforce patterns in their industry.
Students' positions pre- and post- placement
In light of the context outlined earlier, we expected that the scheme would attract
students whose horizons for action were narrowed by their background, who

Widening Participation in Elite Universities ...

65

lacked the agency associated with careerist/instrumentalist approaches, hence
not having sought work experience to this point. However we were struck by the
confidence of the students in their abilities to succeed in their chosen fields.
Students' commented that `I am going to excel' or `I know I have the drive,
ambition and multi specialism background to be a good lawyer'. They had
accepted the popular definition of employability as an individualised concept
based on simply possessing the `right' characteristics (Moreau and Leathwood,
2006, Wilton, 2011).
Given the barriers to work experience we have outlined, as well as our
expectations about their orientations, we were surprised by how many of the
students placed did actually have prior work experience. Indeed, some had
previously self-sourced unpaid work experience at a similar level in their target
sector and knew exactly what they wanted to achieve with this period of work
experience, suggesting that their background was not a barrier to action.
For a significant number, this was their first contact with CSCS. The initial
support involved encouraging students to consider what they had to offer an
employer and the strengths and qualities they would be taking into their
placement. Several of the students struggled to articulate their strengths prior to
the internship, and this was an area given considerable attention in the preplacement activities.
In post-placement follow up it was reported that all the students planned to
stay in touch with contacts made, and had developed both networks and
networking skills. Some were offered further opportunities after the internship.
Students' reports on the outcomes of the placement focused on their learning
about the sectors they worked in, and growth in confidence. However, once the
internship was completed they were hesitant about articulating specific next
steps or about reflecting on what they had learned about themselves. A typical
comment here focuses on sector knowledge gained: `My placement at X had
quite a large impact on me and my career planning despite only being a week
long... The placement helped me to confirm that a career in investment banking
is definitely right for me.'
Two case studies of contrasting experiences are summarised below:
DE gained an unpaid internship in media through the scheme as
she was in receipt of university funding. She had not used CSCS
previously but her family were very supportive of her aspirations.
Her confidence to succeed in media grew during the internship,
and she was particularly pleased with her own improvement in her
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ability to undertake some of the tasks which initially seemed quite
daunting. As a follow up to the internship she planned to arrange a
discussion with a careers consultant.
RS, a first generation HE student, gained an internship in law. She
had not used CSCS previously. Her family were supportive of her
aspirations and she was able to articulate her strengths prior to the
internship. Her confidence in succeeding as a barrister was very
high despite the extremely competitive entry route. Following the
internship RS was asked to return, showing she had made a good
impression, and giving her a contact for references and further
experience in the future. However, she was less sure about
becoming a barrister as the solicitors she had met had told her how
hard it was which affected her confidence. This shows the impact
on aspirations and confidence from the worldview of those
encountered on placement, particularly when the student has not
been able to critique those perspectives. Six months later, her
perspective remains altered, although her rationale changed:

The scheme really helped shape my career plans - as a result of the work
experience I undertook I have complete altered my plans for the future.
Comparing the experience within the solicitors' firm to that I have had with
barristers enabled me to realise I would prefer to work in a team environment,
having more client contact and really getting to know clients well throughout an
issue from start to finish - something which solicitors are far more able to do than
barristers... Thus the placement was invaluable in helping shape my career
planning.I am currently going through the interview stage at numerous city law
firms and I don't think I would have got this far in deciding that is what I want to do
without the experience. (RS)
For other students at earlier stages in their career decision making, and who
approached the scheme with no target sectors in mind, positive outcomes were
reported more generically

Doing the work experience helped me to decide to have a gap year and gain
some more experience in order to then be able to make a more informed decision
about what field of work I would like to go into. The work experience enabled me
to identify some of the jobs that interest me less than others, a process which has
helped me to realise that I shouldn't rush my decisions about what jobs to apply
for. (KW)
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These illustrate the different ways that internships can be experienced and
highlight the importance of structured follow up and reflection on placements in
order to capture learning.
Student feedback indicated that they had found their placements very useful
in terms of sector knowledge, selection processes and self awareness:

I really enjoyed my placement, I feel I gained valuable experience in generating
and managing my own projects. This was difficult to begin with but I feel it has
made me a lot more independent and self motivated in a work environment.
Following the placement I managed to secure myself a graduate position as a
management consultant at a top firm. The skills I developed proved incredibly
useful throughout the recruitment process and will stand me in good stead in the
future. (KH)
Non participants
The process by which the scheme evolved, with a large group registering interest
and then a `first come, first served' model for either applying for a brokered place
or finding one's own placement, meant that once the initial 25 bursaries had been
allocated, there were 110 students left unplaced.
Some of these had not responded to follow up communications from us,
particularly once term had ended, but others had sought placements and lost out
in a competitive process.
These 110 students were followed up in October 2010. Of these 39
responded to our follow up. Nine found alternative work experience over the
summer, whilst 30 had not. Breaking that down according to prior experiences:
Three found some work experience and had done some previously
(a continuation of active engagement)
Six found work experience without the scheme yet had not had any
previously (a breakthrough)
11 did not find work experience but had done some previously
(step back)
19 did not find any and had not done any previously (still on the
starting blocks)
Given the original scheme objectives, the 30 students in the `step back' and
`starting blocks' groups would have potentially benefited the most. A more
targeted approach at the outset would have enabled us to focus on them, and our
recommendation for future schemes is that places are ring-fenced for those with
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no prior work experience. Consideration will need to be given to recruitment on
those grounds and verification of such claims.
In the follow up, many of the non-placed students expressed interest in further
targeted support from Student Careers and Skills in finding work experience in
the future. Consequently a programme was designed to extend the support
offered by the Centre, beginning with an initial workshop. However, despite
positive sign up, attendance was poor and participation erratic. Feedback
indicates that these students were not ready to engage in a self-directed way
with the services offered. We would need to offer more intensive and structured
support to engage them and move them forward. This highlights a critical point
for services seeking reach beyond those who are already engaged: that
interventions that are proven to be effective for students with a careerist
orientation are less successful as a first means of engaging others.
Conclusions
Overall, there is evidence that the scheme had a positive impact on the students
who participated, and that the guidance offered before and after were useful in
supporting their learning. It is important to encourage the student to consider
what they have learned about themselves through the experience, as initial
reflections focused on their learning about the sector. The CSCS is now
considering how lessons from the learning journey that was constructed around
these placements can be incorporated into overall support for students seeking
work experience. For example, where work experience opportunities are
advertised on the vacancies database a link to pre-placement resources could
be made available.
The scheme made a positive impact on those students who received
financially supported placements. We cannot predict what their experience
would have been without this. However, for many, their prior work experience
shows they were already engaged and proactive. It is salutary to see what
engaged students can achieve with little support from Careers, confirming the
strategy of focusing resources on the non-careerist.
The positive response to a targeted scheme has proved influential on
colleagues who were concerned about the ethics of targeting. We had only one
complaint from a student not in the target group about the scheme. However it
has flagged up ongoing practical considerations, such as:
. how to extract accurate data from students records,
. how to discuss socio-economic background with clients in an
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objective and non-patronising way, and
. how to validate self-reported data such as prior work experience
and parental experience of higher education.
Moreover, the scheme highlights difficulties of working with `class' as a
means of engaging with individuals and shows how other criteria such as family
income, whilst not a perfect substitute, make for easier targeting.
The funding mechanism required a rapid response to a complex and dynamic
inequality which led to the use of existing infrastructure for quick implementation.
Although, in the current economic climate, there are unlikely to be similar funding
initiatives lessons can be learnt at both institutional and sector level so that more
sustained interventions can be developed.
In terms of anti-oppressive practice, with its focus on individuals, the scheme
is a `special escalator' (Mignot, 2001) and future initiatives, if better targeted at
those with no prior work experience, would need to lean towards a brokerage
model. This gives more opportunity to work in a more redistributive way with
employers so they all engage positively with the purpose of the scheme.
For those in Careers Services it demonstrates the potential value of even
greater targeting of resources. A shift in thinking is involved in designing a
service around those who are currently the least likely to use it, as it is here that
greatest impact can be achieved.
Note:
Thanks go to the students and employers who took part in the scheme, to
HEFCE for funding, and to staff in CSCS, particularly Sue Johnstone, Rushy
Hayer and Susie Cleverly.
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A social justice perspective to the measurement of
individual progression in lifelong guidance
Lucy Hearne
Abstract
This paper will discuss the key findings from a doctoral research study in the
Republic of Ireland on the long-term measurement of individual progression for
clients of career guidance services within the lifelong guidance paradigm
(Hearne, 2010). Even though the aim of the study was the consideration of a best
practice framework for the longitudinal tracking of progression in the Irish Adult
Educational Guidance Initiative (AEGI), the findings demonstrate the complexities involved for all services. A central issue is how the concept of progression is
constructed in the discourse which has led to some outcomes being given more
significance than others in determining the nature of progression for individuals.
The study strongly critiques the discursive practices of national and international
guidance policymakers who prioritise education and employment outcomes at
the expense of the personal, subjective outcomes experienced by clients. This
approach to progression, reflected in the prevalence of the quantitative methods
in evaluation, reduces clients to objects of knowledge to support current policy
goals (Foucault, 1982). The need for more socially just, democratic methods in
outcome evaluation will be explored in this paper.
Introduction
This paper will discuss a number of specific issues that emerged in a recent
doctoral study in the Republic of Ireland on the topic of outcome measurement
and the need for a more socially just approach to evaluation in career guidance
contexts (Hearne, 2010). The issues relate to rationale, definitions and
methodologies for measuring outcomes within the context of the three OECD
public policy goals of lifelong learning, labour market and social equity (OECD,
2004). Specifically, the study challenges the prevailing use of the positivist
paradigm by policymakers to evaluate outcomes when the need for methodological pluralism is recognised in the field (Kidd, 2006).
In an attempt to unravel some of the current issues involved in outcome
measurement, the study examined how progression as an outcome is
constructed in the discourse of three key stakeholders, i.e. client, guidance
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practitioner and policymaker. Whilst the study was positioned within the Irish
Adult Educational Guidance Initiative (AEGI) it can be argued that the findings
have implications for all types of career guidance services at a time when the
discourse is heavily slanted towards accountability and evaluating the economic
worth of guidance. My initial reason for conducting the research evolved from my
time as a practitioner when I observed the practice of our funders, the
Department of Education and Science in the Republic of Ireland, now Skills
(DES), of imposing a top-down, short-term approach to measure client
progression in the pursuit of public policy goals. This type of monitoring failed
to account for the multiple experiences of the clients of the AEGI services, as well
as the reality for practitioners on the ground operating within a resource
constrained environment. The outcome of the research has been the proposal of
a constructivist, democratic framework for outcome evaluation within the AEGI
which reflects a socially just approach to the long-term measurement of
individual progression.
Measuring individual progression from a socially just perspective
The analysis of the impact of guidance interventions, which is a priority both in
Ireland and abroad, is driven by the economic agenda and the need to justify
investment in publicly funded services. It would appear that the primary
justification for monitoring and evaluation in education and guidance is
accountability, improvement and the regulation of outcomes (Scheerens et al,
2003; Plant, 2004). However, the evaluation of longer-term outcomes is a highly
complex process that requires the consideration of new types of approaches and
methods (Hughes and Gration, 2006; Kidd, 2006; Perry, 2009). There is now a
strong justification for a social justice perspective that involves a bottom-up
democratic approach to include all stakeholders in the construction of outcomes
for measurement (Young, 1990; Plant, 2005; Bimrose et al, 2008; Hearne,
2010).
As Irving (2010) attests the concept of social justice has become a politically
malleable notion in the discourse. In recent years the DES has employed the
distributive model (Rawls, 1972) to achieve its policy goals in the delivery of
guidance across all sectors of provision. In particular, in equity terms, guidance
is viewed as a mechanism to promote social inclusion and provide equality of
access to guidance, education, training and employment (DES, 2000; OECD,
2004; DES, 2005; NGF, 2007). Nonetheless, despite the broad range of
provision within the Irish sector there is still a lack of evidence on the long-term
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benefits of guidance for individuals and society (NGF, 2007). It is only in the adult
and higher education sectors where structural measures are in place to track
clients' progression, albeit on an ad-hoc basis.
However, the reality is that progression as an outcome is difficult to define
and measure. Currently, there is an overemphasis on linear, vertical progression
to give value and meaning to learning and career advancement at the expense of
non-linear processes (McGivney, 2002). It is evident that there is a stronger
value placed on the hard, tangible outcomes of education and/or employment by
some stakeholders (i.e. policy-makers, educators, employers) without regard
being given to softer, intangible outcomes that reflect the distance travelled by
individuals during times of personal change and transition (Bimrose et al, 2008).
Softer outcomes can deepen understanding of the multi-faceted and subjective
nature of progression, as well as illuminate the personal and structural obstacles
that hinder clients of all ages at different transition points. Fundamentally, the
issue of time is critical in making judgements about clients' educational and
career progression which is largely ignored in the drive to seek short-term
evidence. Despite the challenges involved, it is believed that softer measures
can be accommodated in longitudinal studies that are primarily quantitative in
nature (Maguire and Killeen, 2003).
The measurement of outcomes within the lifelong guidance paradigm is a
contested issue. Lifelong guidance is viewed by some as the empowerment of
citizens to take control of their lives in uncertain times through state support
(Watts et al, 2010). For individuals of all ages this process necessitates greater
social reflexivity, risk-taking and adaptation to changing circumstances
(Giddens, 2001). However, the economic argument is questionable as career
education and guidance places too much emphasis on the instrumentalist values
associated with the demands of employers and economic outcomes at the
expense of social justice goals (Irving, 2005). Furthermore, the strong link
between cost benefit and the demonstration of economic benefits to secure
government funding `further entrenches the view that its primary goals should be
narrowly related to labour market productivity and participation' (Irving and Malik,
2005:4).
By aligning the critical stance adopted in this study with Young's (2000)
critical model of social justice it can be argued that the measurement of
progression in evaluation contexts requires more broad minded approaches that
eliminate structures of domination and value democratic decision-making. The
challenge, therefore, is to dispute the dominance of current policy discourse that
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constructs individual progression in terms of learning and employment outcomes
only. This type of discourse signifies the taken-for-granted assumptions
embedded in the powerful discourses of policymakers that only education and
employment (hard) outcomes enhance economic competitiveness (Reid, 2006).
In effect, this myopic, albeit pragmatic, view of classification neglects to account
for the variabilities of clients' experiences and the diverse range of outcomes
experienced (Brookfield, 2005).
In contrast, from a social justice perspective the necessity for participatory
processes that ensure citizens' needs and welfare are voiced without the
domination of other interests may be a way forward in outcome measurement
(Young, 1990). The conclusion of this study has been the proposition of a
responsive constructivist approach that allows for the integration of the
viewpoints of all stakeholders and offers an alternative democratic framework
for outcome evaluation (Guba and Lincoln, 1989; Killeen, 1996; Hearne, 2010).
This approach is based on the proposition that user involvement in guidance
policy development, planning and decision-making is fundamental (Plant, 2005).
In terms of the construction of outcomes for evaluation, a key methodological
issue is the need for consensus amongst all stakeholders on the types of
outcomes to be measured. As Perry (2009) contends, efficacy verification is not
just a matter of design, but of validating multiple perspectives where a genuine
dialogue can be safely supported and nurtured on the design of evaluation
systems and interpretation of the impact of the intervention. The involvement of
clients and practitioners in the primary data collection in the current study
demonstrates the value of engaging two key stakeholders in the discourse on
progression measurement for evaluation purposes.
Methodological approach: critical constructivism
As the primary aim of the study was to consider the development of a best
practice framework for the longitudinal tracking of individual progression in adult
guidance, an interpretive single-case study was used to gain an in-depth
understanding of the issue (Yin, 2003). The design frame was underpinned by a
critical constructivist approach that examined the dominant discourses on the
topic of progression as a construct for measurement within the field (Foucault,
1982). This approach supports contemporary thinking on the integration of
modern and post-modern theories in career guidance (Reid, 2006; Sampson,
2009). However, McMahon and Watson (2007) stress that even though
constructivist approaches are prominent in career theory and career practice

A social justice perspective ...

77

they are less evident in career research where modernist (positivist) approaches
still predominate.
The critical standpoint of the research reflects the view that career
practitioners and researchers need to be more reflexively aware of their own,
and other, powerful discursive practices (McIlveen and Patton, 2006; Stead and
Bakker, 2008). As discursive practices render particular aspects of reality
meaningful they are open to intervention and regulation through instruments or
technologies such as documentation, computation and evaluation (Brookfield,
2005; Edwards, 2008). In evaluation practice, power is secured through meaning
as it legitimises and reifies some discursive practices (positivist) over others
(constructivist). For example, one of the prevailing assumptions in Irish guidance
policy is that only quantitative methods can elicit data that is relevant and
meaningful to demonstrate the outcomes of guidance intervention, to the
detriment of qualitative methods. However, the quantitative paradigm ignores
the subjectivity and agency of clients and presumes that progression is a linear,
vertical process. This in effect reduces clients to a unity that values commonness
or sameness over specificity and difference (Young, 1990).
Multiple methods were used for the primary and secondary data collection
and the analytical phase in the study. The three major sources of data were
clients, practitioners and policymakers. This involved qualitative interviews with
five clients of an Irish adult guidance service; two focus group interviews with UK
adult guidance practitioners to examine similar issues in an external adult
guidance sector; and content analysis of a representative sample of Irish policy
documents (n=18) produced between 1997 and 2008. During the course of the
research two observation visits to national public employment services in Ireland
in 2006 (FAÂS) and Finland in 2008 (PES) were also carried out to investigate
alternative tracking systems.
In relation to the qualitative data collection, the primary focus of the study was
on the clients' progression. Five clients were tracked over a period of time to gain
an in-depth analysis of their experiences. The clients, three male and two
females ranging in age from their late 20s to late 50s, were purposefully sampled
from an earlier quantitative study conducted in the same site (Hearne, 2005).
Four of the clients had received one-to-one guidance in 2001, the remaining one
in 2003. The five clients were interviewed face-to-face in 2006 and four agreed to
a follow-up telephone interview in 2009, thereby giving a longitudinal time span
of between six and eight years.
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At the time of the interviews in 2006 each client had reached a different point
in their progression towards a qualification and/or employment. By 2009, the
clients' situations had changed again thus reflecting the precarious nature of
career progression and the achievement of personal aspirations over time.
Whilst all four of those interviewed in 2009 had a qualification at some level, two
of them had left the education system without completing their degree course,
one had a new career and one had returned with an MA to a previous job from
which she had taken a career break.
In addition to the client narratives, perspectives on the topic were gathered
from a sample of adult guidance practitioners (n=44) from across the United
Kingdom through two group interviews. The group included Adult Guidance
Practitioners, Guidance Development Co-Ordinators, Managers of IAG services,
Community Guidance Workers, Careers/Personal Advisers, and an Employment Officer. In 2006 adult guidance provision and funding arrangements varied
enormously in the UK with some sectors experiencing, and still undergoing,
structural changes. The practitioner narratives produced greater insights into
issues involved in client tracking in a longer established sector. A key finding was
the conflict between the person-centred approach of the guidance practitioners
and the requirements of some stakeholders who measured progression in terms
of client numbers. In particular, pressure was being placed on guidance
practitioners and/or service providers to `move clients on' to satisfy hard targets
required by their organisation who were dependent on sourcing and maintaining
funding.
Finally, Fairclough's (1992) three-dimensional analysis of discourse was
used as a critical framework for data analysis and the interpretation of the
discourse of the clients, practitioners and policymakers. The framework involved
a combination of two analytical approaches. Initially, textually oriented discourse
analysis was used on the text of the clients, practitioners and policymakers.
Later, critical discourse analysis (CDA), which examines the ways in which forms
of language serve social, ideological and political interests, synthesised the
overall findings (Fairclough, 2003).
Discussion: progression as a construct for measurement
The purpose of the research study was to consider the development of a best
practice framework for the longitudinal measurement of individual progression in
guidance practice. Even though the study was positioned within the Irish adult
guidance sector the findings also have relevance for career services elsewhere
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in the design of appropriate evaluation methods to capture the long-term
outcomes of interventions. This requires collaborative and creative approaches
to address the methodological limitations inherent in the current systems used to
track and measure long-term progression. The findings of the case study were
that there is greater value placed on measuring progression into education,
training and employment, at the expense of measuring the personal development of the individual. However, the analysis of the competing discourses in the
study brought to light some of the key issues which are related to definitions,
methodological approaches and the contribution of the client in the quality
assurance process.
Defining Progression
In definitional terms, the study clearly illustrates that progression is a subjective
and context-specific construction which is extremely difficult to define, measure
and capture through the conventional paradigm. The discourse of the clients and
practitioners in the study show that as the attribution of meaning on progression
is value-laden, generalisability is problematic. Specifically, the particularity and
uniqueness of the clients' individual narratives underline the difficulty of
quantifying the intangible elements of personal progression that involve
psychological, situational and economic contexts. The findings corroborate
McGivney's (2002) claim that the process aspect of learning and guidance is
overlooked by policymakers in the drive for standardised and measurable
parameters. In the study, progression as an individual experience was found to
be non-linear, cyclical and retrospective which is in opposition to the linear,
vertical process espoused by policymakers and educators.
The process of progression for clients in the study involved stopping and
starting, renegotiating options at different times, and taking time out to manage
changing personal circumstances. Significantly, their progression was heavily
influenced by earlier educational experiences, long-held aspirations and
changing personal circumstances related to career change, rehabilitation and
economic mobility. For one male client, his progression was viewed retrospectively when the opportunity arose for him to reclaim his education from forty
years ago. Then he believed that `only brain boxes and rich people went to
college'. In his mid-fifties he had finally achieved a long-held dream of a higher
education degree, new career and financial mobility for himself and his family.
For another client, a young farmer, the concept of progressive readiness
emerged. Having sought guidance in 2001 it took him longer than anticipated to
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take the first steps towards a new type of career. He stated that `I probably wasn't
ready at that time. I would say a year or two after that I knew I wasn't going to be
ready for a year or two because of the way I was at home the commitments I had
at that time, work commitments'.
In the study, a myriad of variables including self-concept, decision-making,
motivation, personal attributes, expectations, goals, structural and dispositional
barriers, and support systems emerged in the accounts on progression. As Kidd
(2006) states, the issue of resilience needs to be given greater credence in
guidance discourse. For one client, progression meant managing a series of
both structural and personal barriers over six years that constantly challenged
her to `find a way to do something you love'. From the practitioners' perspective,
subtle shifts in attitude and personal change were seen as forms of progression
as they can lead to greater autonomy for clients. One practitioner stated clients
develop `a greater sense of agency ± they believe they can change their
circumstances and they have a greater understanding of the way forward'. This
can involve the client's `awareness of opportunity structures' to help with their
progression.
In terms of decision-making, the clients were very much influenced by a range
of structural and personal obstacles they encountered. Even though the DES
(2000) claims that the dismantling of structural blockages is central to Irish adult
education policy, the findings are that barriers continue to exist for clients
(Bimrose et al, 2008; Hearne, 2010). Nonetheless, personal obstacles were
more common signifying that the immediate dispositional barriers of selfconcept, learning blocks and external factors related to socialisation, roles,
gender and age have a major influence on progression. For the majority of adults
in the study, age was the most significant personal barrier in relation to gaps in
their education and subsequent learning experiences. For two of the clients this
was due to low self-belief about their ability to learn prior to returning to
education, for another two clients this was manifested in having to cope with
specific learning blocks in college. Again, this required high levels of emotional
resilience and risk-taking which is largely ignored in the policy discourse but is
becoming a strong reality for all clients as they grapple with rapidly changing
economic contexts.
Methodological Issues in Outcome Measurement
From a methodological perspective, the pursuit of quantitative data is indicative
of the need to prove that hard outcomes are more valuable in a sector where
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there is greater competition for resources and higher levels of accountability
(Bimrose, 2006). This was evident in the UK practitioners' discourse reflecting
the insecurity of the adult guidance services whose existence may be
determined by the allocation of funding derived from performance targets
(Hughes and Gration, 2006). Despite proposals by the Irish National Guidance
Forum (NGF, 2007) to include interpretive methods, quantitative data continues
to supersede qualitative data in the sector. Nonetheless, my observation of the
Finnish PES suggests that methodological pluralism is attainable if sophisticated
systems, funding and human resources are available within the sector.
Finally, from a democratic perspective, one of the main objectives of the study
was to offer clients a forum to discuss the issue of longitudinal tracking. There
may be an assumption by policymakers that clients are unaware and
disinterested in issues of evaluation and accountability when their more
immediate guidance needs take precedence. Even though the intricacies of
quality assurance may not impact directly on clients' lives, a number of the clients
were cognisant of the necessity for publicly funded services like the AEGI to
assess their provision to users. This has become heightened in Ireland in recent
times with the current economic crisis encouraging scrutiny of all publicly funded
services by their users.
The outcome of the research study is the proposition of a constructivist
evaluation framework that integrates the viewpoints of all key stakeholders in the
construction of a set of meaningful outcomes for evaluation (Hearne, 2010). As
Young (1990:93) contends democratic decision-making tends to promote just
outcomes and `maximises social knowledge and perspectives that contribute to
reasoning about policy' and, in this case, practice. The primary data from clients
and practitioners gathered in this small-scale study provides a range of both hard
and soft outcome constructs for a more adequate measurement of progression
in longitudinal tracking systems. Hard outcomes can encompass attainments in
education, training and employment. The variety of softer outcomes supports
evidence from other case studies, such as Bimrose et al. (2008), that the longterm psychological, behavioural and social effects of guidance are numerous.
Conclusion
Irish guidance practice is now firmly positioned within a national and international
socio-economic discourse as a measure to support clients' lifelong education
and career progression. As the need for evidence-based research to inform
policy and practice is now a priority in guidance policy discourse the
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implementation of quality assurance systems that capture the long-term nature
of progression for clients is paramount. However, as discussed in this chapter,
the current study reveals some of the values and assumptions embedded in
current discourse on outcome measurement that prioritises quantitative
methods and more tangible outcomes over less tangible ones. As individual
progression is located within the broader social, economic, and temporal
contexts of clients' everyday lives this study supports the proposition that a
socially just, democratic approach to outcome evaluation is now warranted in
guidance (Young, 1990; Killeen, 1996).
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Careers work in the blogosphere:
Can careers blogging widen access to career
support?
Tristram Hooley
Abstract
This chapter explores the phenomenon of careers blogging. It argues that the
blogosphere is an important arena within which people are having career
conversations. It then goes on to define a typology of careers blogs which
distinguishes between personal career blogs, career support blogs and careers
work blogs. The chapter focuses on a discussion of career support blogs which it
seeks to contextualise as a form of career support or career guidance.
The chapter demonstrates that the themes which career support blogs focus
on are similar to those which career guidance practitioners focus on in other
forms of delivery. Furthermore the business models that underpin career support
blogs are also related to broader career support business models. However, it
notes that the `government pays' and `charity pays' models are not represented
in the sample of blogs identified here. It is possible that the lack of public or third
sector funded career support blogs has an impact on the assumed audience for
career support blogs. In general it appears that career support blogs are aimed at
working adults although this may say more about how public sector funders have
embraced blogging than about the inherent suitability of the mode for a wider
range of clients.
The chapter finishes by exploring how career support blogging fits into wider
careers practice. An argument is made that the careers sector should engage
further with career support blogging as it offers a practitioner-led, interactive and
cost-effective form of service delivery.
Introduction
Careers blogs are an established part of the online career support landscape.
Google reveals 13,300 blogs which use the word `career' in the title of the blog1
and this number is likely to be the tip of the iceberg. However, it is a phenomenon
that has grown up without much scrutiny from the research community and with
little engagement from public sector careers practitioners. This chapter will
explore the practice of careers bloggers, consider whether it offers a new model
of delivery and ask whether it facilitates greater access.
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Existing research has explored the role that technology can play in delivering
career guidance (Watts, 1996; 2002; Bosley, Krechowiecka and Moon, 2005;
Sampson, 2006; Watts and Offer, 2006). One finding has been that
professionals are in need of models that enable them to fit together guidance
practice with new technologies (Barnes and La Gro, 2009; Bimrose, Barnes and
Atwell, 2010). However despite these difficulties there is evidence to suggest
that the latest wave of technologies, especially social tools, have considerable
potential for career guidance (Hooley, Hutchinson and Watts, 2010a).
Blogging is one area in which models of practice are easy to find. However
despite the prevalence of careers blogs there has been no attempt to examine
the nature of their content or explore the approach to interaction employed by the
bloggers. This chapter will open up a discussion around careers blogging and
examine how these practices sit within the broader practice and ethics of career
guidance, particularly in relation to the issue of ensuring equality of access to
career support services.
Defining our terms what is a careers blog?
Cann, Dimitriou and Hooley (2011) define a blog as follows:
Short for `Web log', blogs are websites composed of serial short or
medium-length entries. Entries are commonly displayed in
reverse-chronological order. Most blogs are interactive, allowing
visitors to leave comments and even message each other via
widgets on the blogs and it is this interactivity that distinguished
them from other static websites. Blogs may be maintained by an
individual or collaborating group.
Blogs present the most recently posted information first so that readers
encounter information in a temporally relevant way. An additional key feature of
blogs is that they are not merely broadcast channels but rather provide sites for
interaction and the formation of temporary communities of interest. To illustrate
how this works it is useful to explore a particular example.
Penelope Trunk is a careers blogger based in the United States. Her blog
Penelope Trunk's Brazen Careerist2 is influential and has led to Trunk becoming
a media commentator on the issue of career. On 16th February 2011, Trunk
posted an article on her blog entitled 'The best way to deal with getting fired`. A
day later the article had received 49 comments. However these comments are
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not all simply responses to Trunks' article; rather the commenters discuss the
issues raised in the post amongst themselves and interact with Trunk herself.
Trunk's interventions serve to challenge, clarify, encourage and engage. The 49
comments breakdown as follows:
Table 1: Responses to Penelope Trunk's blog post entitled `The best way to deal
with getting fired'.
Initial comments on articles

36

Replies to initial comments

4

Subsequent replies

5

Interventions by Trunk

4

Blogging is therefore an interactive and communicative process as well as a
way to transmit information and opinions. Blogging offers a new type of one-tomany communication that does not have any obvious offline equivalents.
Exploring the possibilities this offers may therefore be interesting and valuable
from the perspective of the delivery of online career guidance.
If a blog is a piece of technology that enables a particular type of
communication then blogging is a practice. It is difficult to estimate the number
of bloggers or the size of the blogosphere with any accuracy. However some
idea of the scale of the phenomenon can be seen through a recent demographic
analysis of the blogosphere (Sysomos, 2010) based on over 100 million blog
posts. Given this vast scale it is unsurprising that some of this activity is
concerned with issues like career, learning, work, recruitment and work/life
balance.
Different types of careers blogs
This chapter will discuss blogs which are overtly focused on the issue of career. It
will not examine blogs which discuss career occasionally but are mainly focused
on another subject (although this would be an interesting subject for further
study). However, this still leaves a wide variety of blogs that exist for highly
diverse purposes. It is difficult to discuss Edward Antrobus' blog about his
experiences as a new graduate (The Entry Level Dilemma) in the same terms as
Helen Curry's blog about the interface between careers guidance and
technology (Careers Service 2.0). Careers blogging clearly covers a range of
distinctive practices and it would be useful to have a typology of these different
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approaches. There have been various attempts to develop typologies that
describe the variety of blogging purposes and practices (Herring et al, 2004;
Cardon et al, 2007; Lehti, 2011). However, none of these typologies work
particularly well in the context of careers blogging. So by focusing on blogs which
concentrate on the issue of career it is possible to propose a careers blogging
typology as follows.
Table 2: A careers blogging typology
Type

Description

Example

Personal career blog

In which the blogger
focuses on their career
journey, job seeking or
learning.

I want a job at Pixar

Career support blog

In which the blogger
provides information,
advice and support for
others around the issue of
career.

Position Ignition

Careers work blog

In which the blogger
discusses theory and
practice relevant to
careers and allied
professionals.

Careers in Theory

Each of these different types of career blog would benefit from further study.
However, this chapter will focus on career support blogs because these
represent a conscious attempt to intervene in the career learning of individuals.
Developing a greater understanding of this type of careers blogging is essential
in order to explore what place the practice of careers blogging has within the
wider practice of career guidance.
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What kinds of things do careers support blogs discuss?
There are many career support blogs dispensing information, opinions and
advice on the web. From this array 25 blogs were chosen and their outputs for
November 2010 were coded and analysed. Blogs were identified through Google
searches (both through the web search and the blog search tools) and through
recommendation from the author's Twitter network3. Blogs were analysed if:
. they had made at least one post in November 2010;
. they were broadly focused on the area of career and could be
typed as a career support blog;
. the way that posts were archived on the blog made it possible to
isolate and identify posts from November 2010. Some blogs
either archive thematically or do not have a functional archive;
and if
. they were in English.
November 2010 was chosen because it was relatively recent and was a
normal working month (in comparison to December which contains the
Christmas holiday).
One finding from the process of blog identification was that a large number of
blogs post very infrequently or have not been updated for a long time. The
process of establishing a blog is a technically simple one which takes minimal
resource. However, the process of updating and maintaining a blog requires a
sustained investment of time. It is therefore perhaps unsurprising that many
blogs cease to be updated after a period of activity. An interesting area for further
study would be to examine what causes these blogs to become inactive.
However, inactive blogs remain available on the web and continue to be indexed
by search engines. This requires individuals engaged in career exploration to be
aware of the need to attend carefully to the date of publication as well as to other
issues around the provenance of the content encountered.
In total 228 blog posts were analysed, drawn from 25 blogs. Posts were
coded using codes derived from the data. In total 20 codes were identified. Each
post was only coded once and so codings represent the main focus of the post.
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Table 3: Coded blog posts
Code

Description

Frequency

LMI

Information about the labour market,
occupations, sectors and employers

34

Recruitment and
job search

Discussion of the process of job searching and
interview and selection processes

29

Well-being

Discussion of the psychological wellbeing of the individual.
This includes issues like happiness, self-belief and self-efficacy

22

Work

Discussion about workplace issues and how to be effective
in the workplace.

18

Transition and
career change

Posts which discuss career movement between different life
and job roles. This includes some posts about unemployment.

17

Enterprise

Discussion of issues relating to entrepreneurship,
self-employment and portfolio careers

13

News

General updates, often with a focus on the blog or blogger.
This also includes announcements and signposts
to new resources.

13

Events

Information about fairs, events and workshops

10

Networking and
building relationships

Discussion of networking and building relationships.

10

Personal
development

Discussion about how to develop skills, abilities and attitudes
for your career

10

Work/life
balance

Discussion about balancing work with other responsibilities
and aspects of life.

10

Miscellaneous

Off topic posts and interesting ways to talk about career.

8

Learning
choices

Discussion of learning and course choices. This frequently
includes discussion of the career and financial outcomes of
these choices

7

Personal brand

Discussion of how to build your personal brand,
including building an online profile

7

Promotion and
advancement

Discussion of movement and promotion within an
organisation or career path

5

Vacancies

Announcement of new vacancies

4

Accessing
careers advice

Advice on how to access career support

3

Career choices

Advice on making career choices

3

Volunteering and
internships

Discussion of the role of unpaid career building work

3

Skills development

Focused advice on developing a particular skill
e.g. presentation skills or use of software

2
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Table 3 demonstrates that the topics addressed by careers bloggers are
similar to those which would be addressed by other careers practitioners. The
top three issues cover understanding the labour market and career roles, being
successful in recruitment processes and building a positive self-image. It is
anticipated that these issues would be important regardless of the medium
through which career support was delivered.
As blog posts are freely available on the web, blogging seems to offer a costeffective way to deliver careers support. However there are inevitably concerns
about quality and access that need to be addressed carefully. Is careers
blogging actually serving a minority of digitally literate high achievers or does it
also have the potential to be an inclusive mode of delivery that engages a wide
range of participants? Careers blogs will be of limited use to those who are not
regular or confident internet users. However, there are also limitations to
accessing conventional face-to-face career guidance which is usually delivered
(in the UK at least) during the working day, in a fixed high street location or
attached to an educational institution. Given this, can careers blogging extend
the overall reach of career guidance services as well as their efficiency and
effectiveness?
Who writes and pays for career support blogs?
The sample of 25 blogs posted a mean of 9 posts during November 2010. The
length of blog posts varies from a couple of sentences to many pages, but for all
of these blogs there is evidence of consistent and sustained content creation
This level of commitment suggests that these blogs are serving a purpose, at
least for the individuals who are contributing to them. Of the blogs, 16 were
produced by a single author, with the other 9 being produced by a team of
authors. In total there were 53 contributors to the 25 blog sample.
The literature around blogging (e.g. Nardi et al, 2004; Gurak and Antonijevic,
2008) has examined why people blog. However the reasons why blogs are
written are likely to be different when we move away from social, lifestyle and
interest based blogging such as the personal career blogs already discussed.
Hou et al (2010) and Luehman and Tinelli (2008) have explored how teacher's
experience of blogging has contributed to the development of professional
communities of practice and this literature undoubtedly offers approaches that
would be useful in examining careers work blogs. However there has been little
literature that has examined how blogging is used to provide a service or how
that service is enabled by a business model.
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Career support bloggers write as a form of intervention in the careers of
others and so need to be examined from the perspective of service delivery.
Given that blogs are freely available it raises an important question about why
people put sustained time and energy into maintaining them. Hooley, Hutchinson
and Watts (2010b) have created a typology of business models that underpin the
career support market (government pays; charitable body pays; individual pays;
opportunity provider pays; embedded career support). It is important to note that
although no one is paying to consume any of the blogs in this sample, each of
them is underpinned by a business model. So for example in the case of the
`individual pays' model the individual is not paying to access the blog, rather the
blog is being used to accompany or market an `individual pays' service such as
one-to-one counselling, training or a book. It is therefore useful to examine the
sample blogs from this perspective.
Table 4: Who pays for career blogs?
Business model

Description

Frequency

Government pays

Public sector funded services

0

Charitable body
pays

Services funded by a charitable body or philanthropist

0

Individual pays

Services purchased directly by the individual

Opportunity provider
pays

Services funded by employers or learning providers
to gain access to a recruitment market

11
8

Embedded careers
support

Services provided as part of a broader experience such as a
learning programme, employment or a professional association

3

Reputation building

Careers blogs that are maintained without funding to develop
the reputation or profile of the blogger

3

An additional code of `reputation building' was added to the five Hooley,
Hutchinson & Watts (2010b) codes to cover those blogs that did not appear to be
monetised in any obvious way. It is useful to briefly look at an example of this kind
of site to illustrate the difficulties of coding some of these blogs. The Ms Career
Girl blog is a career blog aimed at 20- and 30-something women. The site is
regularly updated by its founder Nicole Crimaldi and a range of guest bloggers.
The site does not feature job vacancies or a call to purchase career coaching
or any other kind of product. When interviewed (Hooley, 2010) Nicole Crimaldi
revealed that she started Ms Career Girl as `a "passion project" that allowed me
to use the creative side of my brain'. However, she notes that the blog has
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boosted her own career leading to `book offers, media opportunities, free stuff
and the invitation to meet and interview people I would've never met without the
blog`. Undoubtedly some of these opportunities are paid, but it would be difficult
to feel that they pay for the blog in any straightforward way. Furthermore Nicole
continues to work in Asset-Based Lending at JP Morgan Chase and to use Ms
Career Girl as a reputation-enhancing side project.
While only three of the sample blogs exist solely for reputation building, this is
clearly a motivation that is bound up with the activity of many of the other
bloggers. So the Headstruck! Career Blog is maintained by organisational
psychologist Rob Archer. He sells career counselling and training services to
both individuals and organisations. The blog provides a marketing platform to
engage potential clients, but it also serves to generally enhance his profile and
reputation.
The reputation building aspect is less evident in the `opportunity provider
pays' blogs. So the Science Careers Blog is a multi-author blog which provides
content around the Science Careers online jobs board. The blog is therefore
offered as a small part of a larger offer to employers who seek to recruit scientific
professionals. In general content is kept distinct from advertising, so employers
are buying space in Science Careers rather than endorsement from the Science
Careers' bloggers. This distinction is not adhered to by all `opportunity provider
pays' blogs. Blogs maintained directly by employers such as the Sodexo Careers
blog offer careers advice as part of a strategy to engage readers in the
company's recruitment process. While the approach taken on the Sodexo
Careers blog may fall short of the kind of impartiality promised by professional
career guidance, it does at least offer transparent partiality as it is open about the
fact that it is seeking to recruit readers and that advice is offered within this
context.
The three embedded career support blogs in the sample are all based within
higher education institutions. Each offers a mix of news, vacancy information,
event updates and more general content aimed directly at the service users of
the institutions' careers service. In these cases the service that is offered might
be most accurately described as a blended service where the blog enhances and
extends the services that are made available through the existing careers
service. It also allows career support to be made available to both the institutions'
distance learners and for benefit to spill over to other readers whom the blog is
not explicitly addressing.
The fact that none of the sample blogs are paid for through the `government
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pays' or `charity pays' models does not mean that no blogs exist that are funded
in this way. However, there is little evidence to suggest that `government pays'
services have managed to conceptualise where blogs fit into their service offer.
Hooley, Hutchinson and Watts (2010b:6) argue that `current public-sector
management, target and inspection regimes tend to make innovation less likely'
and it may be that this offers some clues about the apparent lack of `government
pays' blogs. Furthermore many schools and local authorities have stringent
firewall policies that frequently screen out blogs and blogging tools alongside the
less desirable content that they are designed to exclude. There would be value in
a research project examining the nature of firewall construction and investigating
some of the consequences of shielding public sector employees and service
users from large sections of the web.
Career support blogs are therefore largely maintained by organisations and
practitioners seeking to intervene in the career development of individuals. It is
possible to situate most career support blogs within established business models
which often link to other aspects of the career support market. However this only
explains one side of the career blogging conversation. It is possible to identify
who is writing the blogs, but further research is clearly needed to understand
further who is reading these blogs.
Who are career support blogs addressed to?
There was a high degree of consistency in the assumed readership of the blogs.
In general the reader was assumed to have some or all of the following
characteristics.
. To have a strong attachment to the labour market. Work instability
and redundancy are frequently discussed, but readers are
generally assumed to be employed or recently unemployed.
. To have had experience of white collar work. Discussion of the
work environment is usually illustrated with office-based or
professional examples.
. To have intermediate to high levels of skill and education.
. To have intermediate to high levels of IT skill and digital literacy.
The only blogs that were addressed to a different assumed reader were the
three blogs based in university careers services. These blogs had a much more
sharply defined readership e.g. Careers and Humanities (assumed audience:
Humanities students at the University of Derby).
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The blogs in this sample are highly varied in terms of topic, approach and
funding model. Where there is a greater degree of similarity is in the assumed
audience. In part this is driven by the funding models that are currently
underpinning the blogs and in part it is an outcome of the demographics of web
use. Given who is paying for the blogs it is unsurprising that they are addressed
to segments of the population who are either involved in active job seeking/
career building or who have the money and inclination to purchase other career
support services. However this does not mean that career support blogging can
only serve these audiences or indeed that it does (this discussion is based on
assumed audiences rather than actual audiences). Furthermore as web use
continues to trend upward alongside use of other internet technologies and the
use of social media (Office of National Statistics, 2010) the potential audience for
career support blogs is likely to continue to widen.
How does the practice of careers blogging sit within wider career
guidance practice?
Career support blogging offers a well-developed model for delivering careers
interventions online. It is a practitioner-led intervention and does not merely
facilitate the broadcasting of information, but rather allows for interaction
between a practitioner and a client or clients. The evidence presented here
suggests that career support blogs cover a wide range of different subjects
analogous to the kinds of issues that might be covered in other kinds of career
guidance. However the nature of the topics covered and the assumed audiences
for the blogs are clearly influenced by the business models that underpin the
blogs. Career support blogs offer a scalable model for the delivery of career
guidance. Currently they seem to be serving an audience (working adults) who
are not well served by existing `government pays' career support services and
are therefore serving to widen access to career support. It seems likely that the
potential audience for career support blogs will continue to widen in the future as
digital literacy increases. While it is clear that careers blogging will not meet the
needs of everyone, there seems to be good reason to experiment further with the
approach and to explore how different audiences might engage with it. The fact
that most career support blogs are aimed at working adults may say more about
the speed with which public sector funders react to technological developments
than about the inherent suitability of the mode for a wider range of clients.
Given that there is currently considerable restraint on public spending on
careers support, it is possible to argue that the sector should look in more depth
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at the potential of career support blogging. Blogging preserves a central role for
an expert careers practitioner and may enable the impact of that practitioner to
be scaled up. If the aspiration is to provide careers services that are universal,
all-age, informed by expertise and cost-effective, careers blogging may be an
important part of a new service blend.
Endnotes
1

This search was conducted on the 19th February 2011 using the
string `inblogtitle:career' and Google's Blog search engine.

2

Further details of all blogs cited in this chapter are given in the
References section.

3

Twitter is a microblogging tool which facilitates the exchange of
information around loosely connected networks. As a careers
blogger himself the author of this chapter has developed a
network which is highly relevant to the subject of this chapter.
The suggestions that were made by this network therefore aided
in the identification of appropriate blogs for analysis.

Blogs consulted
Careers and Humanities, http://careersandhumanities.blogspot.com/
(Accessed 19 February 2011).
Careers in Theory, https://careersintheory.wordpress.com/
(Accessed 17 February 2011).
Careers Service 2.0, http://helencurry.wordpress.com/
Accessed 17 February 2011).
Headstruck! Career Blog, http://www.thecareerpsychologist.com/headstuckcareer-change-blog/ (Accessed 19 February 2011).
I want a job at Pixar, http://www.iwantajobatpixar.com/
(Accessed 17 February 2011).
Ms Career Girl, http://www.mscareergirl.com/ (Accessed 19 February 2011).
Penelope Trunk's Brazen Careerist, http://blog.penelopetrunk.com/
(Accessed 17 February 2011).
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Trunk, P (2011) The best way to deal with getting fired, weblog post 16 February
2011,
http://blog.penelopetrunk.com/2011/02/16/the-best-way-to-deal-with-gettingfired
Position Ignition, http://www.positionignition.com/blog/
(Accessed 17 February 2011).
Science Careers Blog, http://blogs.sciencemag.org/sciencecareers/
(Accessed 19 February 2011).
Sodexo Careers, http://www.sodexocareersblog.com/
(Accessed 19 February 2011).
The Entry Level Dilemma, http://entryleveldilemma.blogspot.com/
(Accessed 17 February 2011).
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Partnership, capital formation and equality and
diversity: learning from five case studies
Jo Hutchinson
Abstract
Careers education, information, advice and guidance (CEIAG) should challenge
stereotypes, promote equality of opportunity and celebrate diversity (DCSF,
2008). Its delivery requires a range of people, organisations and services that
work together to focus on individual needs. The co-ordination of these multiple
agencies is referred to in this paper as partnership working. Together, these
elements of firstly careers work, secondly equality and diversity, and thirdly
partnership working form the substance of this chapter.
In the spring of 2010 the International Centre for Guidance Studies (iCeGS)
with the National Institute for Social and Economic Research (NIESR) conducted
fieldwork among case study projects. They were identified by the sector as
representing examples of good and innovative practice that focussed on the
range of equality and diversity issues in the delivery of CEIAG to young people.
This was part of a project commissioned by the Equality and Human Rights
Commission (EHRC, 2011). These case studies were chosen to reflect the
various equality strands, covering England, Scotland and Wales and were not
necessarily CEIAG projects, rather they recognise that careers work is a part of
young people's overall needs and thus CEIAG becomes part of the overall
intervention strategy.
Using these case studies the paper explores the idea that effective working
has to be based on the creation or utilisation of aspects of local capital (Putnam,
2000; Kintrea et al, 2008); namely political, financial, organisational and social
capital. The case studies all demonstrated that a range of conditional factors
needed to be in place for projects to develop and thrive. The paper introduces the
various well-rehearsed factors which shape effective partnership working
(Hutchinson and Campbell, 1998; Learning and Skills Council, 2003; Ford,
2005; LSIS, 2009) before going on to observe some of the processes that the
case studies demonstrated in terms of transformational behaviours, personalisation and challenge. It concludes that the concept of capital formation with its
focus on connections, reciprocity and trust helps to illuminate some of the
motivators and drivers of partnership working.
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Conditions for effective partnership working
There are a number of resources available that explain how multi-sector or multiagency partnerships can work effectively either within an organisation (such as
within children and youth services in a local authority) or between organisations
(a multi-agency neighbourhood team for example). The essential features of
good practice in partnership working have been rehearsed elsewhere (see
Thorlby and Hutchinson, 2002; LSIS, 2009) and can briefly be summarised here
as relating to the following areas:
* Strategic links at both executive or political levels, and operational
levels
* Good regular communication
* Effective referral systems and management information systems
* Supported transitions
* Mutual awareness raising through formal CPD and informal
meetings
A guide specifically relating to Connexions and IAG Partnerships (Learning
and Skills Council, 2003) set out the principles of joint working: clear strategic
planning; effective referral systems; supported transition, and effective support
for people with learning difficulties and/or disabilities. It also highlighted the
practical importance of a range of factors including strategic links, good
communications, quality development, referrals, joint training and so forth.
Whilst this document, and others, offer clear and evidence-based information
to support effective practice, they pay limited attention to the drivers of
partnership development and multi-agency delivery. One reason for this may be
that partnership working is a statutory requirement or obligation for many
activities. For example Connexions partnerships were required as part of their
licence to have partnership boards overseeing their management and delivery.
Similarly Section 139 of the Education and Skills Act, 2008 required schools to
work with a range of other services, including careers services, to produce a
written report on the further learning needs for pupils who are statemented and
non-statemented with a disability. There are however gaps in services where the
requirements of statutory duties of provision are more opaque and where
provision is neither monitored nor reported within a performance framework.
Some equality and diversity services are located in this context. For example the
legislative requirements to support young people with learning difficulties and
disabilities in their transitions through school are clear. By contrast the extent to
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which schools are required to actively challenge stereotypical choices or support
young people with particular religious or belief systems lacks clarity. It is here
where the conditions for effective service development through partnership
working are worthy of exploration.
The concept of capital is a useful way to think about social conditions and how
the combined impact of people, organisations, and resources working together
can effect change. Social capital is described by Putnam (2000:19) as follows:
Whereas physical capital refers to physical objects and human
capital refers to the properties of individuals, social capital refers to
connections among individuals ± social networks and the norms of
reciprocity and trustworthiness that arise from them.
These social networks can take many forms including the family, friendships,
networks of work colleagues or peers and professionals. The concept of social
capital has been applied to civic society (Putnam, 2000), and to young people's
transitions in deprived communities (Kintrea et al, 2008). In this chapter we
consider social capital as networks of people willing to engage in effecting
change. Political capital is either a sub-component of social capital (with political
parties or movements being the institutionalised expression of socially
generated allegiances), or a distinct phenomenon. Lopez (2002) identifies
political capital as a distinct idea comprising reputational capital (built through
inspiring popularity), and representative capital (granted as democratic
legitimacy). The actions of individual politicians can be explained as entrepreneurial investment in political capital voting. In this case we have chosen to
highlight political capital in the sense of agenda setting, and political leadership.
Finally there is organisational capital, which encompasses aspects of leadership, skills and professional resources and managerial capacity. In this sense
organisational capital also includes financial capital as most of the case study
interventions applied minimal capital investment, but significant investment of
skills and time.
The case studies are used to demonstrate how the accumulation of capital
either at a very small local level or as part of a city-wide process contributes to
the development of partnership approaches to individual projects or to modes of
mainstream service delivery.
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The case studies
Case Study Project

Project summary

HCS Ltd: Stop Gap
(Hertfordshire):
Young people with Learning
Difficulty and Disabilities
(LDD).

A programme to support young people (notably those with Autistic
Spectrum Disorders) with a bridge to mainstream learning
post16 to maintain engagement with learning or employment.

Derby City Council:
Interagency Strategy for
Gypsy, Roma and Traveller
youth.

A network of interested professionals from a range of partner
agencies including the Council, Connexions, Schools, Primary
Care Trust, Police and voluntary sector that meet to share
information, development project ideas and joint actions.

PSC Training &
Development Ltd: Widening
Choices (Plymouth), to
address gender stereotyping.

Programmes of engagement linking with schools to build IAG,
employer visits and other tasters to raise awareness and
participation of under-represented groups.

Connect South West:
2BU for Lesbian, Gay,
Bisexual and Transgender
(LGBT) young people and
Individual Support Advisers
(ISAs) for those with Learning
Difficulty and Disabilities

2BU is a young person managed network of LGBT young people
run through Connexions with links with other support agencies.
Individual Support Advisers work as part of multi-agency teams to
establish the most appropriate progression routes for young
people including working in their own social enterprise.

Glasgow City Council:
Young Parents Project

Key workers assigned to young parents to develop personal action
plans, broker opportunities and advocate their needs to support
them through early parenthood and into learning or employment.

The case studies were chosen through a process of consultation and
nomination to reflect the EHRC equality strands namely age, disability, gender,
race, religion and belief, sexual orientation, and transgender. Five of the eight
case studies presented in the report (EHRC, 2011) are used in the paper to
reflect widespread information, advice and guidance (IAG) practice.
Conditions for establishing partnership initiatives
The case studies represent a broad range of activities that place the needs of
young people from across the equality strands at their centre. They are not all
careers education or IAG projects nor are they necessarily led by careers service
providers but they nevertheless offer good examples of the ways in which their
IAG needs are addressed. Their development has been based on the
accumulation of political, social and organisational capital in their respective
areas. These concepts are illustrated in the section below before returning to
how such capital relates to effective partnership working.
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Political capital
The first of these is associated with political will and policy imperatives. Some
case projects have been generated as a consequence of national policy change:
an example is Stop Gap which was initially a pilot project for the Department of
Health (2001) `Valuing People' agenda. In others the locality has experienced a
range of factors that bring the alignment of political will and policy imperatives.
The example of Derby's equality network is instructional here. A strong political
will within the local authority ensured that high priority was placed on equality and
diversity when setting up the Children's Services directorate. This was achieved
through the establishment of a committee comprising senior directors and
officers to scrutinise activity from across the five Every Child Matters groups from
an equality and diversity perspective. Their task was enhanced and supported by
investment in equality and diversity officers within the connexions service and
the local authority.
Alongside political will, leadership is a key element of political capital that can
be invested in equality and diversity initiatives to support effective career
learning and career guidance. In some cases these are leaders working within
democratic structures; in Derby the role that the Director of Children's Services
played has been significant. The incumbent at the time of the development of the
network had been very clear about the importance of equality and diversity
issues and has given both symbolic and practical support to the promotion of
services and good practices across the city's services for Gypsy, Roma and
Traveller (GRT) communities.
Finally in the context of evidence based practice, research based intelligence
can help support policy agendas. For example, the Young Parents project
accumulated evidence from various robust sources to demonstrate that Glasgow
has relatively high levels of teenage pregnancy, with about 20% of the 4000
Scottish teenage births each year. They made the case that the current system
could mean that a young mother reaches the age of 28 with no qualifications or
work experience before she tries to enter the labour market. This evidence
meant that the partners could bring a powerful case to the Working for Families
Fund and brought key stakeholders together behind a project which has been
very successful in supporting young parents into the labour market.
The profile of careers work is rarely an election maker or breaker (career was
not mentioned in the Liberal Democrat 2010 manifesto for example). Political
capital may not accumulate around career, but careers professionals have
nonetheless built creative responses to those issues that do generate it. Thus
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much IAG work among equality groups occurs under the aegis of a range of
alternative policy agendas including:
. Stop Gap which was developed as a pilot research project in
response to a Department of Health white paper `Valuing People'.
This noted the discrimination faced by individuals with learning
difficulties and disabilities and the need to provide an increased
offer of suitable provision for this group of young people as the
move from mainstream pre 16 to full time post 16 provision.
. The Young Parents Project in Glasgow, which is set within the interlocking policy agendas to reduce Child Poverty and enhance
Employability, is focussed around the city's regeneration areas and
works closely with the City Council, Jobcentre Plus and Skills
Development Scotland.
The accumulation of political capital therefore brings together three key
partners; political leaders who wish to build their careers and profiles by
identifying issues of significant concern to the electorate; researchers and policy
makers whose concern is to ensure strategy and policy are developed that are
grounded and appropriate; and professionals in whose interest effective practice
needs to be promoted through policy makers to political leaders to ensure their
work can continue to be supported.
Organisational capital
The accumulation of financial and organisational capital is the second factor that
has created an environment in which these case study activities have developed.
One example is the way in which an organisation can structure its work to focus
on equality and diversity issues. This is the case with the organisation Connect
South West which states in their company brochure that `equality and diversity is
at the heart of our aim to provide excellent universal services to all those with
whom we work'. They stated that their logo and rainbow colour scheme was
deliberately selected to emphasise inclusivity. They have Development
Managers whose role is to ensure that services are developed that meet the
needs of particular groups of young people such as the Lesbian, Gay, Bisexual
and Transgender (LGBT), and Learning Difficulty and Disability (LDD) provision,
that were highlighted within the case study work.
In Derby, that infrastructure takes the form of a network of agencies that have
built the Interagency Strategy for Roma Communities. This has led to the
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development of a network of interested professionals from a range of partner
agencies including the Council, Connexions, schools, Primary Care Trust, police
and voluntary sector. The agenda of the network is fluid and responsive to
emerging concerns and issues. It can represent the work of the various partners,
exchange information and provide a conduit for policy issues from the GRT
community to senior executive management.
The case studies also show how building infrastructure between partners can
provide a sound basis for personalised service delivery. In Glasgow for example,
the Young Parents Project has developed very effective links at operational
levels between health and social care, training providers, Skills Development
Scotland (SDS) and Jobcentre Plus. The project's key workers (who are IAG
professionals) receive referrals mainly from SDS, but also from other agencies
and they negotiate access to opportunities, provide support in sorting out
childcare and benefits and maintain contact with the young parent throughout.
The model is one of effective co-working and co-referral with partner agencies.
Young people are not referred (baton-like) from one agency to another; rather,
those agencies bring their support around the young person. Key workers are a
valued part of that support network, being invited to participate in case review
meetings, for example, when there is an issue of social care. These operational
partnerships work well because there is a high degree of knowledge about the
project and trust between colleagues (for example, some of the key workers
have worked in partner organisations prior to their current role ± and indeed
some key partners have been key workers). According to one partner, the
advisers as `individuals are exceptionally able and knowledgeable'. In this
example the development of social capital mutually reinforces the development
of infrastructural capital.
A similar example is of the person-centred transition review which is part of
the effective practice nominated by Connect South West in its work with young
people with LDD. They employ a number of Individual Support Advisers (ISAs) to
meet the needs of LDD young people. These ISAs have individual caseloads of
up to 120. By contrast, mainstream advisers may have individual caseloads
exceeding 480. The ISA caseload enables more in-depth work to be undertaken,
over longer periods, and with far greater involvement than in the mainstream with
young people, parents, staff and other stakeholders including those in Local
Sector Colleges, specialist colleges, Adult Services, 16-19 Local Authority
Commissioning Team and others (including medical and educational specialists)
within Children's Services. Since 2008, ISAs have been involved in supporting
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person-centred reviews. These differ from standard practice because they are
centred on the young person, indeed in the early stages of the process young
people are asked where they would like the review to take place and who should
be there. ISAs are able to offer their perspective on some of the positive and
affirmative questions that structure the review, such as what is important for each
young person now and in the future. These interventions take place in an
environment which values professional support within an infrastructure that can
accommodate a range of partner inputs. They work together to establish the
most appropriate progression routes in order to develop the Section 139
agreements that provides the information required to enable the young person to
progress from school into education and training.
In these case studies organisation capital has been built through the
development and maintenance of networks of professionals working within their
own organisations and across others to build a complex web of professional
knowledge and co-operative working that exists at both strategic and operational
levels. Partnership working focuses activity on the needs of particular individuals
or groups. In turn the process of co-delivery fosters network building, knowledge
sharing and new ways of working that serve to reinforce organisational capital.
The partners here are professionals at all levels of organisations, all focussed on
the support needs of young people.
Social capital
Building relationships that go on to underpin working in partnership is a key
theme that links all the work described by the case study projects in their
promotion of information, advice and guidance to address equality and diversity
issues. Projects all have effective relationships with the young people with whom
they work. In some cases young people have influence over the development of
the future direction of the project.
Connect South West hosts the 2BU project which began in 2003 as a youth
group for `gay lads' in Wells, supported by a Connexions Personal Adviser. Its
aim is to help those who attend `to become comfortable with their sexuality and
gain confidence from others like them as well as being able to seek advice and
guidance around issues relevant to their situation'. The 2BU group has a
membership of between 30 to 50 young people. The majority of the group are
male and aged 14-18 but mixed in terms of their interests and abilities. About 12
to 18 members meet each week. The programme usually includes: fun activities;
guests/speakers (including staff from Connexions and other advice services on
matters such as eating disorders and sexual health); and, importantly,
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opportunities for discussions around areas of common interest (for example,
sharing experiences of `coming out'). Since it began, the group has extended to
include lesbian, bisexual and transgender young people. In 2007 there were
several groups around Somerset, however the young people involved decided
that they wished to extent their social networks beyond their immediate locality
and agreed that one group would be preferable. With support from Somerset's
Youth Opportunity Fund the groups came together. Part of the funding covers
transport costs so that young people can meet from various parts of the county.
The focus of the Widening Choices project has been to broker relationships
with employers and employer groups to raise awareness of some 400 learners of
vocational options in jobs where particular groups are under-represented. It is
run by PSC Training and Development Limited which is one of the largest
independent training providers in the South West. The project aims to help young
people to think ``outside the box in terms of their career aspirations, and to raise
awareness of the opportunities open to them. For example, it targets females in
construction and engineering and males in hair and beauty, care and retail. The
project has recruited fifteen Ambassadors that represent a range of occupations
including administration, engineering, hairdressing, construction trades, motor
vehicle, health and social care and retail. Ambassadors have to undertake
training on equality and diversity and are then encouraged to host visits by
Widening Choices learners, to participate in the projects' steering group, and
undertake school visits. It was reported by a tutor that young people who
participated had benefited. `It had opened up their minds to new possibilities and
gave them a range of insights'. Employers meanwhile report that they are
interested in recruiting from non-traditional backgrounds, for example garages
are reported to be keen to take on female motor engineers because their
customers would appreciate it.
Social capital, arising from the interactions between young people with a
common experience, or between employers with a shared outlook or business
need, have provided the foundations upon which the case study projects and
interventions have been built. The partnerships are between individuals or
groups of people whose social bonds provide the currency of social capital.
Effective partnerships and the drivers of capital construction.
The case studies illustrate how capital accumulation in terms of political, social
and organisational infrastructure has been applied to support young people from
a range of equality and diversity groups to access information, advice and
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guidance to support their life transitions. It has also identified the range of partner
relationships that exist within each. This chapter will now turn to consider the
added advantage of thinking about partnership working in the context of capital
formation. Namely that it offers an insight into the motivations and drivers of
those who engage in the partnership process.
Partnership formation, organisation and delivery is often seen as a business
strategy (Andrews et al, 2009). It is viewed as something that arises out of a
rational and considered examination of alternative options to achieve a predefined and clearly articulated objective. In this way the creation of a partnership
is conceived as two organisations engaged in developing working arrangements,
following decisions taken at a strategic level. This mode of partnership formation
will have resonance with many organisations. However the drivers are more
complex than this rational approach suggests, and the concept of capital helps to
illustrate this.
Firstly, capital accumulation does not need a strategy. With social capital, for
example, a single worker (the Connexions personal adviser in the 2BU project for
example) can use their social friendships to build an activity that eventually
becomes an entity that takes it beyond a relatively informal social network to a
project with a worker, funding, infrastructure and formal activities. Capital
accumulation in this sense can be organic and driven by social formations and a
shared interest.
Secondly, capital accumulation can be built through informal communications. It can emerge from the interactions between professionals and co-workers
having shared contacts and clients, getting to know how each other works and
their relative strengths. This was a feature of the Glasgow young parents' project
where the project workers knew many of their counterparts and associates in
organisations from around the city. Informal communication between workers
can build organisational capital that succeeds in supporting young people almost
in spite of organisational procedures rather than because of them.
Thirdly capital can be rapidly accumulated and rapidly lost. A change in
political leadership can lead to a raised or a reduced profile for careers
engagement work for example or for work with particular equality and diversity
groups. Capital can be seen as a transient and intangible commodity.
Finally, capital attracts other capital. There is a sometimes an element of
synergy where the creation of professional networks attracts organisational
capacity to build a project which then attracts political interest. Widening Choices
and the work of the training organisation and its partners both responded to, and
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helped to shape, regional policy agendas through effective and positive
evaluation.
Conclusions
Good practice guides often focus on technical and organisational aspects of
partnership, based on empirical observation of businesses and organisations
that engage in partnership working. These elements of practice are important
and useful to practitioners who are building partner activity. They do however
tend to view the drivers towards partnership working as strategic issues (to
compete or to collaborate for example), or as a rational response to opportunities
arising in the external environment. Observation of a number of case study
projects that were delivered in partnership to promote IAG support to equality
and diversity groups revealed that while good practice in technical and
organisational matters existed, they did not explain the formation of these
partnerships. This was particularly interesting as many of them were not
necessarily IAG projects, but embedded IAG within a wider context.
The concept of capital formation with its focus on connections, reciprocity and
trust helps to illuminate some of the motivators and drivers of partnership
working. It recognises that partnership is an integral element to the formation of
capital. Furthermore capital (social, political or organisational) can accumulate
organically, and can attract other capital, is built through complex networks of
social and professional interaction, can build rapidly and equally rapidly lose its
currency.
Partnerships that have developed to promote IAG among the range of young
people's needs have done so within both challenging and supportive environments. Their key impact has been to achieve transformative practice. For
example, the Wider Choices programme was specifically set up to encourage
young women to think about taking non-stereotypical vocational choices by
facilitating employer visits. 2BU introduced young people to older role models
from their own communities to give them a sense of optimism and challenge. The
Glasgow Young Parents project used an advocacy approach to improve the
knowledge and change attitudes of colleagues working in partner agencies.
Those transformations take place when there is alignment of local and national
political capital with the agendas of the social networks of professionals and
communities working in an area alongside organisational capacity. In particular
there needs to be significant local political capital to ensure that appropriate
infrastructure, investment and resource were encouraged around activities that
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sought to address IAG needs alongside the range of other equality and diversity
needs. With the alignment of social, political and infrastructural capacity around
a particular issue, partnership working can thrive and transformative practice be
observed.
The author wishes to acknowledge the support of the EHRC who commissioned
and published the research from which these case studies are drawn. Gratitude
is also due to colleagues; Heather Rolfe, Nicki Moore, and Simon Bysshe who
undertook elements of the fieldwork upon which the reflections in this paper are
based. Interpretation of fieldwork observations remains the author's responsibility.
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Challenging perceptions of (dis)ability in
New Zealand: enhancing opportunities for
disabled students with high-end needs through
school-supported work experience
Barrie A. Irving, Lara J. Sanderson, and Denise Sanderson
Abstract
Disabled young people, particularly those with high-end needs, face numerous
challenges in life. Even though many disabled students in New Zealand are
included in mainstream education opportunities to access, and engage with, the
whole school curriculum is often restricted. Moreover, at the point of transition
from post/secondary schooling they may have received little careers input, and
been presented with limited progression opportunities due to the ways in which
their impairments have been (mis)interpreted and (mis)understood. Research
also shows that they are likely to fare less well in the job market in relation to their
non-disabled peers, regardless of qualifications attained. In this chapter we
explore how a transition scheme in a New Zealand school has sought to redress
this (im)balance by bridging the post-school ± employment divide for disabled
students with high-end needs. This is discussed from, and positioned within, a
human rights and social justice perspective. Whilst the material in this chapter
relates to the New Zealand context, the issues we identify are not unique.
Moreover, we do not lay claim to `good practice', as we believe that all practice
should be subject to an ongoing process of critical reflection and review. Time
does not stand still, nor should we.
Introduction
Disabled young people with high-end needs are not simply reliant on the
vagaries of the labour market as they prepare to leave school. During their final
years of schooling they may have had little access to career education and
guidance, and more importantly at the point of transition they may experience
further limitations due to the ways in which their (dis)abilities may be
(mis)understood and/or (mis)interpreted (Cleland and Smith, 2010). Whilst it is
not a `crime' to be different, the normalising tendencies of mainstream society
can act to set apart those who, for whatever reason, are not seen to fit in with the
majority (Pagliano, 2005), or who display characteristics that confront us with
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`our own' imperfections. The inequities disabled students may experience due to
these perceived difference(s) must be addressed if their rights are to be upheld,
wrongs are to be `righted', and their interests progressed.
This chapter has been developed around a transition scheme for disabled
students with high-end needs that one of the authors coordinates in a New
Zealand secondary school. We begin by outlining the conceptual framework that
has informed our thinking about disability rights and justice. Following this we
provide an overview of the scheme itself, outline how it has benefitted the
participants and been received by employers, and identify challenges which
have emerged. We conclude by arguing that disabled students should have a
right to develop meaningful futures, and be provided with appropriate resourcing
and support to facilitate this.
The conceptual framework
The conceptual framework utilised for this chapter is an eclectic yet
complementary mix of human rights discourses, and the recognitive model of
social justice developed by Young (1990) which draws from critical social theory.
The language we employ is based within a social model of disability. Integral to
this are the ideals of inclusion which acknowledge that all individuals have a right
to participate in mainstream society, and should be recognised as being of equal
value and worth, regardless of difference(s). We also advocate for the right of
interest groups to organise on the basis of their difference(s), such as CCS
Disability Action (previously known as the Crippled Children's Society), to be
given opportunities to express their needs, and be listened to with dignity and
respect.
A human rights framework allows us to make visible injustices within society.
It is seen as a yard-stick (Breen, 2004) against which society can be measured
and weighed, holding a social, political and moral impetus for all. With particular
reference to this chapter the major instrument for this is the United Nations
Convention on the Rights of Persons with Disabilities (UNCRPD) (United
Nations, 2007) which New Zealand ratified in 2008 (United Nations, 2011). This
is the newest Convention to (re)ascribe rights and adds to other human rights
conventions like those concerning the rights of children (UNCRoC) (United
Nations, 1989). Article 27 of the UNCRPD clearly outlines the right of the
disabled person to engage in paid employment, to seek and gain work in their
chosen field, and be accepted within the labour market and workplace. Further
articles of importance include article 19 which explicitly mentions community
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inclusion, articles 29 and 30 that further advocate for the inclusion of disabled
people in all forms of political, cultural and public life, and article 24 concerning
the need to engage in learning as part of a lifelong process.
Bringing a social justice lens to bear on the rights perspective enables us to
look beyond the individual, recognising the ways in which social processes and
practices contribute to the structural injustices experienced by marginalised
groups. Young (1990:241) writes that `a critical theory of social justice must not
only consider distributive patterns, but also the processes and relationships that
produce those patterns'. She argues that to fully understand the concept of
justice we must first begin by exploring the nature of injustice(s). Young (1990:
39-65) identifies `five faces of oppression' that overlap and contribute to
economic and social disadvantage, summarised by Irving (2010a:16) as:
. Exploitation: the inequitable transfer of labour benefits from one
group to another
. Marginalisation: the exclusion of particular groups of people from
useful participation in social life
. Powerlessness: a lack of authority status, autonomy, sense of
worth and voice
. Cultural imperialism: the imposition of dominant values through
stereotyping of behaviours, which not only devalues the cultural
experiences of oppressed groups but also imposes a dominant
view of how the world, and cultural life, should be seen
. Violence: the fear of real or implied violence that is prompted by a
desire to inflict harm on group members
The concern here is not simply with the (re)distribution of resources, but also
the need to identify, confront, and address injustices that impact on members of
socially constituted groups. Thus social justice can be seen to exist as a part of,
rather than apart from, the complex nexus of social, economic and political
relations.
A social justice model coalesces comfortably with a human rights approach
as together they encompass a critical understanding of our individual and
collective sense(s) of identity; engage with notions of inclusive citizenship;
highlight the cultural dimensions of social belonging; and open up possibilities for
a critical insight into how life/career(s) might be constructed (Irving, 2010b). This
is evident in the social model of disability which was developed by the British
Union of the Physically Impaired Against Segregation [UPIAS], in opposition to
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the medicalisation of disability (Oliver, 1996; Scott-Hill, 2004; Shakespeare,
2006). It does not assign blame or view people as `abnormal', contending that the
problem lies within society by failing to accommodate and include those who may
be constructed as different on the basis of their disabilities (MacArthur, 2009).
Therefore, whilst an individual lives with their own impairment, this transforms
into a disabling state due to the societal barriers they experience, including
attitudes and prejudices, which restrict their ability to participate in mainstream
society. Therefore throughout this chapter we refer to disabled students not
students with disabilities.
Providing opportunities for disabled students to actively participate within
mainstream society is a key signifier of social inclusion and democratic
citizenship. It is important to note that following Levitas (1996), we understand
inclusion to encompass all aspects of social life and not simply to the right to
participate in paid employment. Ainscow (1999:218) describes inclusion as `a
process of increasing the participation of pupils in, and reducing their exclusion
from, the cultures, curricula, and communities of their local schools, not
forgetting, of course, that education involves many processes that occur outside
school'. Thus the pursuit of inclusion looks beyond the confines of schools,
extending into social, economic, and political domains. The post-secondary
transition scheme can thus be seen as one of many strategies that contributes to
this ideal. Within the context of this chapter therefore our focus is not only on the
ways in which disabled students may gain access to the labour market, but also
how this might contribute to the development of their self-respect, self-esteem,
and self-efficacy. In some small way we also attempt to identify, engage with,
and confront, the oppressions these students may experience.
The transition project: work in progress
The post-secondary transition scheme in this co-educational school, which is
situated in a small city in rural New Zealand, came about through a Ministry of
Education initiative. A one-year contract was provided to facilitate the release of
a teacher from the classroom for ten hours a week firstly to set up a transition
scheme, and then to accommodate as many disabled students as possible
within these time constraints. A significant feature of the scheme is its
dependence on targeted funding for disabled students with high-end needs.
Therefore to be entitled to participate, students had to be at least 15 years old
and be in receipt of ORRS funding.
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The Ongoing Reviewable Resource Scheme (ORRS) came about as part of a
wider New Zealand special education policy called Special Education 2000
(SE2000). ORRS is a funding scheme of 136.1 million dollars which is targeted at
those students `with the most significant educational needs' (Ministry of
Education, 2010:52). As a group, ORRS funded students are identified as the
most disabled by/within society by virtue of their impairments. To be eligible
students must have extreme or severe difficulties with learning, hearing, vision,
mobility, language use, or social communication (Controller and AuditorGeneral, 2009). Funding and resourcing is attached to individual students on
the basis of a formal needs assessment (Wylie, 2000) where they are graded on
the severity of their impairment (Ministry of Education, 2010). Thus ORRS
funding is based on a deficit model of disability, and, whilst not ideal, does
recognise that `unique need[s] must be acknowledged if extra resources are to
be made available' (Brantlinger, 2004:18).
The use of the ORRS classification meant that the transition scheme could be
targeted at those who are not generally considered as having viable or
meaningful career options once they leave education. Thus it provides this group
of students with support to enable them to explore their desired career pathways
and gain workplace experiences. The coordinator has sole responsibility for the
organisation and quality of the service within the school and local area, and
reports to both a school committee and representatives from the Ministry of
Education. The coordinator is also responsible for approaching the students and
consulting with their caregivers to ascertain whether they would like to
participate. In an initial interview with the student and their caregivers the
strengths and interests of the student are established. The students themselves
are asked what career they might like to pursue, or what specific occupation
interests them. This allows the coordinator to align their work experience (or
education) placements with the student's post-school desires. Students are not
restricted to one experience however. They have the opportunity to try several
placements to enable them to explore other potential possibilities in line with their
interests. This ensures that the process is student-centred and flexible, and that
the outcomes reflect the student's needs and desires.
The next stage in this process involves the coordinator approaching local
businesses to find/provide work placements which, as closely as possible, match
the desires expressed by each of the students. Once placed, a teacher aide
provides support and supervision if the employer feels this is required. They also
transport the student between school and their work placement. Teacher aides
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are assigned to support the individual learning needs of disabled students within
the school, therefore they continue to fulfil the same role but in a different setting.
If, or when, the student is confident enough to operate independently in their
placement teacher aide support is removed, as long as this meets with the
approval of both the employer and student. It is interesting to note that the
majority of the students have participated in the workplace without this level of
supervision.
For the transition scheme to be effective it is important to ensure that
employers provide a positive experience. This requires them `to reconceptualise
the notion of disability to one of individuals with ability and the contribution all
people can make to the workplace' (Winn and Hay, 2009:103). Thus the
coordinator has to gain the trust of the participating employers and secure their
commitment to the overall goals of inclusion. To assist with this the coordinator
makes regular visits to ensure that the students are gaining a meaningful
experience, being treated fairly, and are working to the tasks they have been
assigned. Further assessment and task analysis is carried out by the coordinator
during these visits to allow for any adjustments like shortened or extended hours,
rotation of tasks and so on. This not only demonstrates to the employer that they
are valued and part of a team, but also contributes to a sense of shared
responsibility, whilst reinforcing the employer's obligation to provide a quality
experience.
Currently the evaluation process as a whole is a work-in-progress. Generally
the success of the placements is gleaned from employer feedback obtained
through constant contact and work experience evaluation forms which are
completed after the student has been with them for a reasonable period of time.
Added to this is the coordinator's assessment, and the views of the student and
their caregivers. The evaluation is also informed by a range of outcomes, such as
continued participation in the scheme by employers, and the transition of ORRS
funded students from school to positive outcomes such as employment, training
or continuing in education. Over the past two years 27 students have participated
in the scheme, of which 20 are still at school and in the scheme. Of the seven that
have left, three entered into paid employment, personally brokered by the
coordinator; two have secured paid employment based on the skills they
developed through the programme; one went into tertiary education; and one
has been referred to a post-secondary transition provider.
Although the scheme has encountered some mixed reactions at times,
overall it has been highly successful, resulting in the government extending its
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contract in 2010 for another year. Most employers have been extremely
supportive, feeling that their involvement has had a positive effect on their own
views and attitudes, and enhanced the workplace environment. Some however
were unable to accommodate any further paid employment placements because
they felt they had `filled their quota' of disabled employees. Paradoxically, in New
Zealand there are no official quotas concerning the employment of disabled
people, these are imposed by the companies themselves. Thus, their social
conscience is mediated by an (un)official requirement to restrict the numbers of
disabled people they employ. Hence those with impairments become `disabled',
categorised and judged without having an opportunity to demonstrate their
abilities. A further complicating factor during the two years that the transition
scheme has been in operation relates to the impact of the economic recession on
the local community. Many of the small businesses, who have been the primary
placement providers, are becoming more reticent about their involvement with
the scheme as they struggle to retain their current employees and keep them
occupied.
There have also been mixed reactions within the school itself. For example,
whilst some teacher aides have welcomed the opportunity to work with `their'
student in a new and different learning environment, others have found it an
uncomfortable experience or a burden. Some staff members have also found it
difficult to adjust to having a new scheme and area of focus for their work.
However after a lengthy period of adjustment, a number of subjects have tailored
their learning to accommodate aspects of transition, including the provision of
Employment Health and Safety course units. What these school-related issues
highlight is the need to consider ways in which the profile of the scheme, and its
educational benefits, might be made more visible.
Challenging times: changing perceptions
Prioritising the needs of the students, by seeking to place them into opportunities
that fit comfortably with their preferred career paths or occupational interests,
presents the coordinator with a range of challenges. These can include
managing potential conflicts of interests, gaining the full commitment of
employers, and easing the time pressures on all of the participants. The
coordinator's job thus requires a range of diplomatic skills as she often engages
in negotiations with parents, students, employers, other transition providers,
tertiary providers, Non-Governmental Organisations, teachers and teacher
aides. A further challenge relates to the transition scheme `fitting in' to an already
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busy school programme, and being recognised as having educational value. The
scheme has also added to the workload of the coordinator who now has to
balance her transition work with a demanding teaching schedule. As a result, the
ten hours allotted to deliver the transition scheme has been augmented by a
considerable amount of unpaid input to ensure the scheme is successfully
delivered.
Despite these challenges the scheme has successfully contributed to the
changing of attitudes in the school and wider community. Disabled students are
now more visible in the mainstream, seen to be more actively engaged in
`everyday' life, and are demonstrating their ability to participate effectively in a
workplace environment. Thus disabled students are now being seen and their
voices heard (Shah, 2005). Not only has it instilled in them a sense pride and
self-worth, it has also given school greater meaning. This was highlighted in
research undertaken by Sanderson (2011). In her Master's thesis she reported
how two of her student participants who were a part of the transition scheme, A.J.
and Snookums (not their real names), described their aspirations for the future.
A.J. stated:
I would just like to try a couple of things out. Um I'd like to look after old people, I
like doing that sort of thing. Do like umm clean houses or whatever coz I mostly
like doing everything yeah mostly want to clean houses and you know yeah
clean the houses or work at ummm at an old peoples' home.
A.J. went on to say that one of her main reasons for wanting to become a care
worker was because she, `enjoy[ed] that type of thing, looking after people,
helping people and that which is really good'. There was a sense of pride that
what she wanted to do was caring for others, while Snookums revealed her
dream of studying art at tertiary level.
In the transition scheme the focus is not solely on job placement or
attainment. It also seeks to expose students to other educational opportunities,
including tertiary courses. Whilst work experience placements were based on
each student's interests, educational opportunities were also offered on the
same basis. All transition students were encouraged to explore a range of
educational possibilities, career pathways and occupational options as they
made decisions about their future. Studies in Britain have found that it is common
practice for disabled students to seek employment based on their interests and
hobbies (Lewis et al, 2007). Therefore the work experience placements should
be understood within this broader context, and viewed no differently from a
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student choosing a subject area, such as art or history, simply because they
enjoy it. It is easy to lose sight of what this transition scheme was designed to do
if it is positioned solely as an employment strategy. Hence work experience
placements have spanned many areas including the automotive industry, animal
care, horticulture, food outlets, grocery stores and care of the elderly.
A key feature of the scheme relates to the way in which the coordinator has
strived to create an inclusive environment where there is a sense of reciprocity
between the student and the workplace provider. Employers are asked to treat
students with the same amount of respect and dignity that they show to their own
staff. This is achieved through an agreement between the school and the
employer which outlines the terms of the student's work experience placement
and the standard of care the employer is expected to provide. Whilst many
employers want to `do good', they are not necessarily motivated solely by
altruism. The majority openly expect that there will be direct benefits to
themselves as well as the students. Thus the student has to be able to perform at
least one key task, and if they can do it without supervision so much the better.
Whilst focusing on the need to provide students with developmental placements,
employers are also aware that they are accessing a source of free labour. At a
very basic level whilst the `free labour' that the student provides may make the
proposition more attractive, most employers have also been generous with their
time and support, ensuring that the students they have placed with them receive
proper training, engage in meaningful tasks, and are set achievable goals.
An example of this can be found in the attitude of one employer towards a
particular disabled student who was on placement with them. The employer
described the student as being a member of `our team ± part of our family now'.
This attitudinal change has enabled this particular student to obtain paid
employment after-school and during the school holidays. The student has
learned to work as part of a team, establish inter-personal relationships with
workmates, is able to travel independently, knows how to budget his money,
understands time management, and is aware of workplace expectations and
health and safety requirements ± the list goes on. It is anticipated that this
workplace provider will offer him employment once he leaves school. Regardless
of this specific outcome, it is also clear that there have been many positive
benefits to the students from their workplace experiences, including their
continuing socio-emotional development.
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Briefly, the transition scheme:
. Benefits students in relation to their personal, social and emotional
development with regards to their capabilities, self-esteem, selfrespect, self-efficacy and aspirations
. Benefits employers in terms of their social contribution, and the
potential economic value that can accrue
. Benefits society in general as students identified as having highend needs become visible, active and contributing citizens.
Furthermore, the post-secondary transition scheme has shown that disabled
students with high-end needs can participate in meaningful ways within society
beyond the confines of the school environment. Whilst it is possible to identify the
benefits of the scheme in progressing the interests of disabled students, the
future is less certain as this is dependent on the continued fostering of positive
relationships, the nurturing of goodwill, and government funding. It is hoped that in
the future the real triumph of transition schemes like this for all disabled students
will be when they become commonplace, supported appropriately, and receive
long-term funding which enables the quality of the experience to be enhanced.
Conclusion
The future lives of disabled students as they move from the post-school arena
are often complex and complicated by a range of factors. However, this is often
not of their own choosing. Like any other children, disabled students display
differential levels of ability, have personal strengths and weaknesses, and
harbour the desires, passions and aspirations of the `normal' child. External
factors may also come into play that not only restrict opportunities for them to
develop self-respect, self-esteem and pursue future career aspirations, but also
act to reduce their self-efficacy, i.e. their belief in their own abilities.
It is important therefore to make every effort to ensure that disabled young
people, particularly those with high-end needs, are not consigned to the social
margins, positioned as the insignificant `other' (Young, 1990). Enabling disabled
young people to have greater management of their lives, allowing them to `take
risks', and providing opportunities for them to engage reciprocally with those who
are non-disabled and those who are, will go some way to achieving this (Nind
and Seale, 2009).
As professionals we need to make their experiences visible, and ensure their
voices are not only heard, but positively acknowledged, with their desires and

Challenging perceptions of (dis)ability in New Zealand

127

concerns acted upon (Young, 2000). We believe that by sharing examples of
practice that are intellectually rigorous and theoretically sound it is possible to
demonstrate the multiple ways in which the interests and desires of disabled
students might be championed and progressed. We contend therefore that
schemes such as the one we have outlined should become a right not a privilege
for all disabled students. We also believe that working with, alongside, and
advocating for disabled young people may in some way contribute to a more
equitable, inclusive, and socially just world.
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Clients with mental health conditions:
Opportunities and challenges for career guidance.
Pete Robertson

Abstract
This article seeks to establish clients with mental health conditions as a group of
particular interest to career guidance practitioners. The issues are introduced by
looking at the incidence, economic significance and nature of mental health
conditions in the community. Links between mental health conditions and socioeconomic disadvantage are then highlighted, together with a consideration of the
important role of work in recovery. The potentially valuable contribution of
guidance emerges from this discussion. Issues facing young people and
unemployed adults are differentiated and finally implications for practitioners
providing both mainstream and specialist services are suggested.
Introduction
Clients with mental health conditions have received relatively little attention in the
guidance literature, in spite of their potential impact on careers. Epidemiological
estimates suggest that they are very widespread. For example:
At any one time, just over 20% of working-age women and 17% of
working-age men are affected by depression or anxiety; approximately 5% of men and 3% of women can be assessed as having a
personality disorder and over 0.4% have a psychotic disorder such
as schizophrenia or bipolar affective disorders. (HM Government,
2009:12).
The economic consequences of this burden of disease on the working age
population may be substantial. For example, the Sainsbury Centre for Mental
Health (2009) estimates the costs to business in the UK being in the region of
£26 billion. Costs to society go beyond those incurred by employers as a result of
sickness absence, underperformance of workplace attendees, and replacing
them when necessary. Welfare benefits, medical and social care costs are very
substantial indeed. Furthermore an economic analysis need not neglect the very
important impact of the personal and human costs of psychological distress.
Friedli and Parsonage (2007) incorporated all these elements in their model and
estimated costs to the UK economy in the region of £115 billion in 2006-7. This is
no small matter as, `No other health condition matches mental ill health in the
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combined extent of prevalence, persistence, and breadth of impact.' (HM
Government, 2009:12).
The nature of mental health conditions
The nature of specific diagnoses has been adequately described elsewhere (see
Advice Resources, 2009a, for an accessible outline aimed at career advisers).
More broadly, mental health conditions can be characterised in the following
ways:
. In most cases they are multi-causal, with no single identifiable
pathogen.
. Symptoms typically fluctuate in an unpredictable way.
. People with mental health conditions have difficulty navigating the
social rather than the physical world, and may be seen as
dangerous or incompetent as a result of myths and stereotypes
associated with them (Perkins et al, 2009).
. They can emerge at any time of life, but have an early onset
compared to other major groups of illness and therefore tend to be
of long duration (HM Government, 2009).
. Mental and physical health conditions frequently occur together
(McGee and Ashby, 2010).
. They may be associated with self-harm and are potentially fatal via
suicide.
Common mental health conditions, such as anxiety and depression, are
normally treated by general practitioners (GPs) in primary care settings. Up to
90% of mental health issues are treated in primary care, and these represent a
substantial proportion of GP consultations (Social Exclusion Unit, 2004; Black,
2008). These are distinct from the less common but more severe and/or
enduring conditions, such as schizophrenia, more typically treated by psychiatric
specialists in secondary health care services.
The diagnosis of mental illness is a contested area. There is no clear
boundary between those with and without a condition; rather it may be thought of
as a continuum between positive mental health and illness (Huppert, 2004). The
same symptoms that define mental illness can be found in the general (nonclinical) population. This is true not just of anxiety, but also of the less common
psychotic symptoms such as hallucinations, which are sometimes interpreted as
religious or artistic experiences (see David and Leudar, 2001). Diagnosis is often
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defined by a relatively arbitrary cut off point based on the number, intensity or
frequency of symptoms. The presence of symptoms may not in itself be enough
to trigger diagnosis, the resulting level of concern and inconvenience caused to
others may also be a factor. Some critics have argued that the medicalisation of
psychological distress has become widespread due to the vested interests of the
psychiatric profession, or the pharmaceutical industry (see Horowitz and
Wakefield, 2007).
Common mental health conditions represent experiences that are near
universal in the population, and could in some circumstances be seen as
appropriate, or even healthy, reactions to negative life events. Irrespective of the
political or medical view taken, it is clear that these conditions cannot be seen as
`other', they are so commonplace as to be part of mainstream experience.
Social inclusion
Social issues are inextricably linked with psychological distress. There is
significant overlap between the population with a mental health condition, and
other diverse groups experiencing substantial socio-economic disadvantage
(see Social Exclusion Unit, 2004; HM Government, 2009), notably:
.
.
.
.
.
.
.
.
.
.

Homeless people
Care leavers
Victims of domestic abuse
Victims of workplace bullying or sexual harassment
Debtors
Offenders in or leaving custody
People with alcohol or drug abuse issues
Recent migrants and refugees
Veterans of armed conflict
People with learning difficulties

Friedli (2009:III) goes further, and argues that:
...levels of mental distress among communities need to be
understood less in terms of individual pathology and more as a
response to relative deprivation and social injustice, which erode
the emotional, spiritual and intellectual resources essential to
psychological well-being.
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Other sources support this view (Murali and Oyebode, 2004), and it is accepted,
at least in broad terms, by the UK Government (Social Exclusion Unit, 2004).
This point is crucial to the guidance community. If we view mental health
conditions as `other', or attributable to a minority client group, we are missing a
key point. Social exclusion, inequality, and educational or labour market
disadvantage are central concerns to guidance, and they are also important
causal factors in a range of physical and mental health conditions (Foresight
Mental Capital and Wellbeing Project, 2008; Marmot, 2009). For many UK state
funded career guidance providers the promotion of inclusion has been a key
policy objective in recent years (Hughes and Gration, 2009). In discussing the
profession's response to common mental health conditions we are therefore
talking about the core business of career guidance, not a peripheral or niche
activity. Sensitivity to mental health issues could mean helping the core client
group more effectively.
The global economic downturn means that socio-economic drivers of
psychological distress continue to be salient. The Royal College of Psychiatrists
(2009) assessed the likely impact of recession and concluded that pressure to
constrain spending on mental health services is likely to coincide with increased
demand. Unemployment, personal debt, and home repossession will be key
factors in generating distress.
Work and recovery
It seems that those with mental health conditions fare relatively badly in the
workplace, even compared to other disability groups:
Research and statistics continue to highlight the poor labour
market position of people with mental health needs: the mental
health group constitute the highest proportion of people on
disability benefits; they have among the lowest employment rates;
and they have difficulty in retaining jobs when mental health
problems occur. In an economic downturn they have a lower reentry rate into the labour market... The average employment rate
for the UK working age group is 74%, which compares to 47% for
all people with a disability, but only 21% of people with long-term
mental illness in work and as low as 12% for people with severe
mental health problems
(Booth, Francis and James 2007: 65-66, citing evidence from the
Social Exclusion Task Force, 2006).
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There is evidence that the majority of people with a mental health condition,
including the long-term unemployed, do want to work and see it as a goal.
However health services have not tended to view employment as a priority, even
though there is clinical evidence that it tends to be therapeutic (Secker et al,
2001; Grove, 2001).
Disability equality legislation does provide some protection to those with
substantive mental health conditions in the workplace, currently in the form of the
Equalities Act 2010. Application of a `disability' label to people with mental health
conditions is nonetheless problematic, given that it may harm a fragile or
negative self-concept, or ingrain a view that growth and recovery is impossible.
In recent years, however guidance has become available for employers to make
reasonable adjustments or find flexible solutions to support workers with mental
health conditions (Equality and Human Rights Commission, 2010).
Another recent development is that the concept of `recovery' from a mental
health condition has become influential (Roberts and Wolfson, 2004; Shepherd
et al, 2008). This rejects an exclusively medical conception of `getting better'.
Recovery refers to life changes necessary to adapt to an experience of a serious
mental health condition. It allows for the possibility that an individual may
continue to have symptoms but can nonetheless construct a productive lifestyle,
without necessarily returning to their former self, or experiencing a cure. It
redefines recovery as a social process of which medical experience is only one
element. As a result the role of work is salient in this conception of recovery.
Coutts (2007) points out that the role of work in recovery is complex:
. Work both contributes to, and is made possible by recovery.
. Re-entering work can be a very long process, and at different
stages different activities or supports may be appropriate.
. Occupational choices or levels of involvement in work may need
reviewing, with flexible employment, volunteering or selfemployment as options.
. Getting better may mean constructing a new identity as a
`recovered' person.
. Finding a job may signify that a person is better. Conversely an unsuccessful attempt at work may undermine the recovery
process.
. Returning to work may provide a sense of `giving something
back' making a contribution to society in contrast to the stigmatised
identity of a `benefits scrounger', with associated gains for self
esteem.
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Reconnecting a person with their social world is central to recovery, not an
afterthought to pharmacological intervention. Viewed through this lens, the role
of guidance in supporting people into work, education, training, volunteering or
other meaningful activity is clearly an important one, it is not merely an adjunct to
psychiatric treatment.
Young people
Teenagers and young adults are often confronted with major life changes.
Important relationships are formed and lost, transitions are experienced, social
identity begins to crystallise, and experimentation with sexuality, alcohol and
drugs is undertaken (Noonan, 1983), in addition to biological maturation. The
first onset of a mental health condition often occurs in this age range. It may take
some time for conditions to be diagnosed, stabilised and appropriate drug
regimes identified. Recovery may be slow, and accompanied by reduced levels
of confidence. This can undermine careers:
The disruptive and disabling effects of first episode psychotic
disorders may be exacerbated by the more general development
life phase issues of mid to late adolescence and the early
adulthood period... Among the most deleterious and long lasting
of these is the disruption to educational and vocational trajectories,
often resulting in long-term unemployment, underemployment or
unrealised career goals and educational potential.
(Lloyd and Waghorn, 2007:53-54).
It is not just the relatively rare but severe psychotic conditions that can disrupt
lives. The consequences of common mental health conditions may also be
serious, with long-term consequences (Foresight Mental Capital and Wellbeing
Project, 2008). Early onset depression can recur throughout the lifespan; 50% of
lifetime mental illness is present by age 14 (HM Government 2009). Also there is
an association with suicide, the leading cause of death among young adults after
accidents with unemployed young men with mental health conditions representing a high-risk group (Social Exclusion Unit, 2004).
Young people represent the largest user group of guidance services. As
these services are combating youth unemployment and social exclusion, it
seems likely that they are particularly well placed to make a contribution to
limiting the lasting damage caused by mental health conditions.
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Unemployed adults
Many adults with mental health conditions are economically inactive, and
represent the largest category amongst claimants of welfare benefits that are
related to incapacity to work. The scale of this issue is a matter of considerable
concern to Government (Black, 2008). The complexity of the UK welfare benefits
system is daunting, and claimants have been caught in the horns of a dilemma.
Remaining on benefits is a stigmatised status, and increasingly uncertain with
stringent fitness for work assessments. However job-seeking means risking the
relative security of incapacity benefits, with no guarantee of finding and keeping
work in difficult labour market conditions. It also means risking exposure to stress
and possible relapse. For people with anxiety and depression, likely to be risk
adverse and mindful of their precarious finances, it is an uncomfortable position.
At the time of writing, the UK Government is attempting to reform the benefits
system for people of working age so as to reduce its complexity and ensure that
paid employment is incentivised at all levels of engagement (Department for
Work and Pensions, 2011). It remains to be seen if this difficult task can be
achieved.
Underpinning UK policy is the view that, on balance, unemployment is
harmful as work is good for mental health (Waddell and Burton, 2006). Whilst the
weight of evidence does indeed suggest that work is to be recommended as
health promoting, this prescription comes with important caveats that may be
ignored in the rush to manage the expanding costs of welfare benefits. For some
people, at least some of the time, work may be harmful: specific workplaces may
present psycho-social health hazards. The claim that `work is good for you' only
holds true of good quality work. Unfortunately the reality facing unemployed
groups is that of marginal employment, low-paid jobs on part-time or short-term
contracts. This work is often insecure or of a low status, so it may not help to
manage anxiety or self-esteem issues, or provide the health benefits that secure,
well-paid meaningful work can deliver (Broom et al, 2006).
Unemployed adults are an important user group for guidance services.
However, mass provision targeted at incapacity-related benefit claimants has
been primarily delivered through the Department of Work and Pensions (DWP),
its main agency, Jobcentre Plus (the UK's public employment service), and
through private contractors delivering targeted labour market activation
initiatives which, until recently, included the Pathways to Work Scheme
(Department of Work and Pensions, 2002). These services emphasise employment agency and advice services, often combined with the possibility of benefit
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sanctions, with the intention of motivating the economically inactive back to work.
They rarely involve career counselling as such. However, they are delivered
together with condition management programmes, which may include therapeutic counselling (typically cognitive-behavioural therapy) designed to limit the
disabling impact of psychiatric symptoms.
The weakness of a narrow target driven employment placement function is
that there may be negative long-term health and economic consequences from
placing people into poor quality work. The guidance profession could bring
added value to this field. Career counselling may help to build self-esteem and
self-confidence, to give access to learning experiences and educational
achievements, to generate goals and optimism, and over time it may help the
individual to find more meaningful and sustainable work.
Key issues for career guidance practice
Two broad areas need to be considered: firstly implications for mainstream
guidance services; and secondly the role of specialist services for those with
substantive mental health conditions.
The needs of clients who have common mental health conditions tend to be
neglected by service providers. Members of this broad group are very likely to be
users of mainstream guidance services, so core service delivery needs to be
sensitive to their needs even though they may present with other kinds of
disadvantage. Emotional support and encouragement within the context of an
ongoing career counselling relationship may be an important precursor to
achieving these outcomes. A supportive relationship is essential, as is sufficient
trust to allow confidential concerns to be shared in an environment that is
conducive to privacy. Seeking to promote autonomy, choice and self-efficacy are
likely to be productive strategies in enabling people to access work or learning.
Service design needs to offer an environment in which a sensitive helping
relationship can develop. It seems unlikely, that this can be done solely through
information provision, or in the context of call centre and online services.
Increasing reliance on remote services is a feature of guidance policy across the
UK (Watts and Dent, 2008), presenting a challenge to the leaders of guidance
services. Either new ways must be found of facilitating supportive, nonsuperficial, ongoing relationships at a distance, or face-to-face contact must
continue as a key aspect of service delivery.
Collaboration with Jobcentre Plus or other DWP services is likely to be a
promising way to reach the clients in need. Those services able to sustain
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outreach work may also find it productive to explore partnerships with primary
care providers in order to engage people who are distant from the labour market.
For example there have been successful experiments with learning or employment
advisers being located in GP's surgeries (James 2001; Sainsbury et al, 2008).
Effective delivery for this client group will also require training for guidance
practitioners. In addition to developing the helping relationship, training could
encompass:
. Mental health awareness: An understanding of the nature of mental
health conditions, including their diversity, overlap with other
categories of social disadvantage, variability over time, the
aspirations of clients, and similar relevant factors.
. Crisis management: Understanding of how to support someone
who is in a state of distress, even if such events are rare, may help
to build staff confidence. One model of how to approach this
training for non-clinical services is offered by Mental Health First
Aid (2011).
. Stigma: Negative stereotyping associated with mental illness
continues to be an issue in wider society in spite of progress and
media campaigns in recent years. As such this could affect
guidance workers, who may benefit by reflecting on their attitudes.
Awareness of employer's attitudes is also necessary, as is the
affect on self-esteem and perceived employability of a psychiatric
diagnosis, and the anticipation of discrimination by clients (Russell,
2006).
. Personal safety: The vast majority of people with mental health
conditions represent no threat, and a characterisation as dangerous is often part of the process of negative stereotyping. However,
a very small minority may present challenging or threatening
behaviour. For this reason advisers should be mindful of their
personal safety, particularly when working in isolation (Advice
Resources, 2009a). This is not exclusively a training issue, the
management of health and safety also needs to be addressed.
. Assessment: This aspect of guidance may present some
challenges, particularly given the intermittent and dynamic nature
of mental health conditions, their tendency to co-exist with other
challenges, and the potential for some service users to conceal
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their condition. Fortunately, psychiatric diagnoses seem to be poor
predictors of employability. Previous work history and current
attitudes seem to be more reliable indicators when assessing
potential (Boardman, 2003). This means that careful vocational and
educational assessment may be most appropriate. This group of
clients may particularly benefit from having their attention drawn to
their skills, strengths, experience and resources.

. Protective channelling: Clinical services may be over-cautious
about what can be achieved vocationally, and influence clients to
underestimate the potential benefits of work, education, training or
volunteering. A dynamic balance must be struck between caution
and beneficial risk taking. Different levels of challenge may be
appropriate at different times.
. Setting boundaries: Advisers may be wary of straying beyond their
expertise, and refer clients with personal needs to other agencies.
Career guidance is not intended to be a therapy or to target
symptom management. However several American authors,
notably Zunker (2008) have argued persuasively that career and
personal issues are frequently intertwined and must be addressed
holistically. Setting the boundaries of practice too narrowly may
limit the potential of guidance.
Career advisers may need casework supervision to support them in handling
the emotional demands of the work (Advice Resources, 2009b), not least
because of the potential effects on the adviser of encounters with clients who
make suicide attempts, self-harm, or exhibit other kinds of distressing behaviour.
Clients without mental health issues can also be challenging, so if there is a case
for supervision structures to be put in place, as some have argued (see
McMahon, 2004), it is likely to be across the organisation.
Provision of employment related services for adults with severe and enduring
mental health conditions is patchy and inconsistent across the UK, lacks
structural coherence (Booth et al, 2007) and is less well developed than in some
comparable countries (Joss, 2002). There is, however, evidence of official
recognition of the need for greater prominence for these services, and of the
potential benefit to be gained from engagement with work, learning or
volunteering (HM Government, 2009; Perkins et al, 2009). In recent years,

Clients with mental health conditions

141

mental health trusts have set up services to support psychiatric service users
into work within the National Health Service (NHS) itself (Harding, 2005).
There is perhaps work to be done in establishing the relevance of the
guidance profession to the needs of secondary mental health care service users.
Career guidance organisations potentially have much to offer, such as their links
to wider education and labour markets, including mainstream opportunity
structures, something that clinical staff may not be well placed to provide.
Working with other professionals, notably occupational therapists, is likely to be
a productive way forward, but may require specialist career advisers and a
bespoke service. Multi-disciplinary teams, working across organisational
boundaries, could enhance NHS or voluntary sector provision for people in
secondary mental health care.
This need not be a drain on the resources of stretched guidance services. As
the mental health sector shifts towards a more work and recovery oriented
culture funding from health sources may become available to enterprising
guidance services that seek it out. Similarly engagement with benefit claimants
might attract DWP funding.
Conclusion
A significant proportion of the potential client group for guidance may have a
common mental health condition. This may be best understood as a
manifestation of socio-economic disadvantage and inequality. Responding to
such issues is central to the business of career guidance. Service design, and
systems to support and train staff, need to encompass the needs of service
users with anxiety or depression.
A small, but very vulnerable, group of service users may have a severe or
enduring mental health condition, and this group will need a bespoke service.
Supporting them to build a new social identity involving work or other productive
alternatives, such as study or volunteering, may be very valuable. There is a
potential role for career guidance in the recovery of people who are patients of
secondary mental health care services. To date there have been few systematic
attempts to provide such services, with provision left to small scale local
initiatives by health authorities or voluntary sector agencies.
Particular concerns arise regarding the mental health of two groups in
society: young people, and unemployed adults. These two groups are also the
main target groups for state funded career guidance services. As a result
guidance providers are particularly well positioned to access and provide
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services to `at risk' clients. With combating unemployment and social exclusion
as priority activities for these providers, the potential importance of their role in
responding to mental health issues should not be underestimated.
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Can Career Coaching enhance our profession?
Julia Yates
Abstract
The unprecedented economic and political climate has and continues to put
career guidance under the microscope and as a profession we need to be
confident that we are using the most effective tools and techniques that best
serve the needs of our clients. This chapter looks at career coaching as a way to
enhance the career guidance profession. Although the professional debate
around the value of career coaching has been active within the guidance
profession for some time and has stirred up strong views, the academic research
that focuses on guidance and career coaching in the UK is limited, and many of
us are still unclear as to whether, and in what ways, coaching is distinct from
guidance, and what this distinction could and should mean to us as practitioners.
This chapter will unpick the evidence available and will conclude that whilst there
are great overlaps between the two professions, there are significant differences in
the processes, tools and techniques used and much that the two professions can
learn from each other. In the current climate, the survival of the career guidance
profession may depend on our ability to be flexible and effective, and this chapter
recommends that career professionals from all sides should work collaboratively to
ensure that we are basing our practice on the most effective approaches and
making the most of synergies across the wider professional community.
Introduction
The profession of career guidance continues to undergo rapid and fundamental
transformations which reflect changes in social policy. Whilst becoming
accustomed to this pace of change, few of us could have anticipated the context
in which we now find ourselves. The new government has talked with
enthusiasm (Hayes, 2010) about our profession, embracing the recommendations of the Careers Profession Task Force (2010), including the further
professionalisation of the guidance community, greater unity in the professional
bodies supporting the different strands of the profession and the establishment
of an all age career guidance service. However positive, current political
messages are set within an unprecedented economic climate and the
decimation or wholesale closure of many statutory careers services. Within this
backdrop it is tempting to stay still and wait for the storm to pass and a clear
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picture to emerge of the direction for career guidance in the UK. Alternatively this
is a fruitful time to review the form and articulation of our profession: to identify
alternative approaches and markets; to establish what works and what doesn't;
to build on the successes and to move on from practices that seem tired and
worn, and to re-focus ourselves with relevant, up to date skills. In short, we need
to equip ourselves with the credibility and flexibility to take advantage of the
opportunities that will present themselves to us when the economic and political
fog lifts.
A good starting point for this review is gaining clarity about which concepts,
principles and practices would strengthen our profession and professionalism
and which risk undermining our credibility. One approach that some have
embraced already and many are curious about is career coaching. This chapter
aims to consider the differences between career coaching and career guidance,
by reviewing related academic research and examining the evidence. This will
focus particularly on client perceptions and expectations, practitioners' skills and
theoretical underpinning, and the processes themselves. The chapter will end
with some recommendations for the guidance community for practice and further
research.
Career Coaching: a developing field
The profession of coaching made its way into the workplace in the 1940s (Cox et
al, 2010). Over the last decade or so the field of coaching has diversified, and
one of the strands that is becoming increasingly popular is career coaching.
Given the political and economic challenges to the careers profession in England
at this time, the emergence of career coaching as a distinct discipline may have a
significant impact on the broad careers profession.
The academic literature that compares career coaching and career guidance
has great limitations and this chapter will first explore the issues around
definitions, terminology and the lack of empirical research before moving on to
identify some key areas of similarity and difference.
What is Coaching?
A comprehensive, generally accepted definition of coaching has, as yet, proved
elusive. Many attempts define coaching in terms of either its outcomes: `the art of
creating an environment, through conversation and a way of being, that
facilitates the process by which a person can move toward desired goals in a
fulfilling manner' (Gallwey, 2002:47) or its content: `coaches bring the advantage
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of insight, information and planned action to the pursuit of goals such as:
choosing work, moving up in a profession, moving out by choice, finding work
after job loss and planning for the end of paid work and the beginning of a period
of generativity' (Cox et al., 2010: 311). Neither of these definitions address the
process by which career coaching achieves its aims and both could equally apply
to career guidance.
The challenge of clarifying the exact nature of coaching and its processes is
compounded by changes the profession has undergone over time. As Cox et al.
(2010:3) point out, coaching has its roots in a directive approach but has more
recently `mushroomed into a panoply of models and approaches, many of which
are non-directive in nature'. They suggest that the traditional concept of the
coach has the coach setting the agenda, being the expert in the task and
teaching the coachee new skills or knowledge (Cox et al., 2010:2); more modern
variants of coaching has the coachee setting the agenda, with the coach the
expert in the coaching process and helping the coachee develop better selfknowledge.
Definitions of coaching suggest that there is some agreement on the overall
purpose and aims of coaching but there is little that I can find in these definitions
to help us understand how the process works, and little that might help us to
distinguish career coaching from career guidance. There is a significant amount
of professional debate currently around the distinctions and overlaps of career
coaching and career guidance, yet there is little empirical evidence to draw from.
A review of existing literature yields two observations, particularly significant for
UK career practitioners: the lack of career-specific evidence and the lack of UK
evidence.
Whilst here has been lively debate on the semantics, practices, and
boundaries between counselling or therapy and coaching (e.g Hart et al.,
2001; Griffiths and Campbell, 2008; Maxwell, 2009), little published work has
looked at how this applies to the career professions, although Amundson (2006)
touches briefly on the differences of career coaching and counselling and Chung
and Gfroerer (2003) explore the issues in some greater depth. Most of the
research has been conducted in the US, with some contributions from Canada
(e.g. Amundson, 2006) and Australia (e.g. Griffiths and Campbell, 2008), yet
relatively little has emerged from the UK. A thorough review of the literature
revealed one single UK study (Yates 2008), discussed more fully below, that
looks directly at the differences between career coaching and careers advice in
terms of client perceptions.
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Guidance and coaching some similar approaches
Bachkirova and Cox (2005:1) maintain that many practitioners from other
disciplines, such as guidance, believe that `coaching is just a different brand
name for what they have been doing for quite a long time', but the evidence
uncovered here leads to a conclusion that the disciplines of career coaching and
career guidance are significantly different. This section will look first at the areas
of focus and intent, skills and attitudes, and structure and contract and the
evidence which suggests that guidance and coaching approach these in a
similar way, and then move on to the issues of regulation and training and
underpinning theoretical frameworks, where evidence suggests there are clear
differences between coaching and guidance.
Focus and intent
Career coaching and guidance share both the broad aims of their interactions
and the boundaries that they are likely to draw. Career conversations, whether
with a career guidance practitioner or a career coach, will cover similar topics:
career coaching and career guidance interventions both commonly cover career
choice, career management and career change (e.g. Cox et al, 2010).
With regards to the boundaries of the content of the interviews, coaching and
guidance have similar perspectives. Both focus on issues related to the client's
work but accept that in practice the boundaries are not clear cut (Maxwell, 2009)
as it proves impractical to isolate work issues within an individual: events at work
can have a profound effect on home life and factors at home will very often have
a major part to play in work decisions. Coaching and guidance both focus
principally on issues from the client's workplace, but practitioners would accept
that is sometime necessary to spend time discussing home or family issues in
order to shed light on the nature of work problems and solutions.
Similarly both activities would tend to focus on the future but, accepting that
the past often will have a bearing on the future, coaches and guidance
practitioners alike would dip in to the past where appropriate.
Skills and attitudes
The core skills needed for both activities are similar. Both groups of
professionals use a process of `uncovering', through deep level listening and
questioning and both value the need to create a safe environment, with
acceptance and Rogers' (1961) notion of unconditional positive regard as key
elements in the practitioner/client relationship.
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Structure and contract
A clear contract is the bedrock of all widely used career guidance interview
models (for example Ali and Graham, 1996; Egan, 2009) and the negotiated
contract is followed by a structured interview leading to an action plan. Coaching
too has a contract at its core and interactions end with an action planning phase,
`goal directed, action based and outwardly defined' (Hart et al., 2001:230).
How coaching differs from guidance
Differences between coaching and guidance are a little harder to identify.
Training and regulation
Guidance courses in the UK are regulated by a relevant professional body and
have significant ethical components in their training. The ICG Council definition
of a competent qualified guidance practitioner includes that practitioners need to
be able to demonstrate that they `have studied the ethical considerations and
implications of their autonomous professional practice and have experience of its
application' (ICG, 2010).
The professional bodies within coaching are growing in influence, but it
remains the case that there is no minimum standard of qualification that you
need to practise as a career coach, and no registration process or ethical code
that you need to conform to. As Maxwell (2009:150) states `Coaches are limited
only by their ability to attract clients'. With the Careers Profession Task Force
(2010:3) recommending that guidance practitioners become more highly
qualified (`raising the minimum level to level 7 within 5 years') this difference
will become more marked if the career coaching profession takes no significant
steps towards further regulation.
Theoretical basis
For career guidance, theory has always been the foundation of guidance training
and practice. The ICG definition of a competent and qualified guidance
practitioner includes the criterion that practitioners must be able to demonstrate
that they `have studied appropriate theories of vocational and career/s guidance,
including theories of career choice, and theoretical approaches to the conduct of
professional interventions' (ICG 2010), and indicates that theories form the basis
of effective guidance practice.
The relationship between coaching and theory has, historically, been less
consistent.
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Spirelli (2008:243) argues that `coaching does not at present hold any
elaborate theories about its practices and the assumptions underlying them.
Moreover there is an argument made by some coaching authors that exactly
because of its practical focus, coaching does not require theories'. Others go
further, suggesting that `the conceptual ground that coaching is built on could be
viewed as, at best, multi-disciplinary, and at worst as atheoretical or even antitheoretical' (Bachkirova and Cox, 2005:6). There has however recently been a
strong push to increase the evidence base for coaching (Griffiths and Campbell,
2008) and coaching now draws from a range of theoretical roots such as the
psychodynamic and cognitive behavioural therapy traditions (Cox et al., 2010).
The increased emphasis on a theoretical underpinning within coaching brings it
more in line with guidance in one sense, but highlights that the two professions,
although both multi-disciplinary, tend to draw from different conceptual frameworks.
Processes
As discussed earlier in the chapter, one challenge for us in our quest for clear
differentiation between the career professions is that many of the definitions of
career coaching define the activities in terms of their outcomes. As the basic
purpose of coaching and guidance is the same, definitions that focus solely on
the aims or purpose of the interactions cannot help us to move the debate
forward.
In Cox et al. (2010:1) their description of coaching is that it involves `the use of
appropriate strategies, tools, and techniques to promote desirable and
sustainable change for the benefit of the coachee'. And in this is perhaps a
clue. Although this definition could apply to guidance or counselling or
mentoring, the key to the distinctions is perhaps in the phrase `appropriate
strategies, tools and techniques'.
In essence the difference between the processes of coaching and guidance is
that the tools and techniques used in coaching are different from those used in
guidance. They don't need to be: the essence of neither field is fundamentally
reliant on the tools and techniques used, but different provenances have led to
the different professional groups adopting and developing tools and techniques
from different disciplines and theoretical schools.
Career guidance tends to be person-centred. Career coaching too can be
person-centred, but it can also be based on a cognitive behavioural therapy
(CBT) approach, or can draw heavily from neuro-linguistic programming (NLP),
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positive psychology or existential coaching, which guidance would tend not to
do.
Coaching uses a range of tools and models to help with different client goals.
Guidance as a rule tends not to rely on tools, although practitioners would find
the essence of many of these coaching tools familiar, even if their catchy names
are not. The SPACE model, (Edgerton and Palmer, 2005), helps to increase selfesteem through this problem solving model that addresses Social context,
Physical, Action, Cognitions and Emotions. PRACTICE (Palmer, 2007)
(Problem-identification, Realistic goals, Alternative solutions, Consideration of
consequences, Target, Implement Chosen solution and Evaluation) aids goal
setting. The models widely used within coaching are from a range of different
theoretical perspectives such as Whitmore's (2002) GROW (Goals, Reality,
Options, Way-forward) from behavioural psychology.
Differences of perception
We have so far looked at the evidence of real differences between coaching,
counselling and guidance. We will now move on to looking at the perceptions of
the different fields. Some might argue that perceived differences are not as
important as actual differences, but it is perceptions that influence who our
clients are, the kinds of issues they bring to us, and their expectations. As Garvey
(2004:6) says, `the name does matter but perhaps what matters more is the
meaning we place on the name'.
Who is the expert and who has responsibility for outcomes?
Within both coaching and guidance, professionals strive for a collaborative
client relationship, with the client and professional sharing the responsibility for
the outcomes of the interactions, the negotiations of a contract and creative
ideas (e.g. Hart et al., 2001). In terms of expertise, professionals from both
disciplines would argue that some knowledge of the occupational area is helpful
but that the professionals' real expertise is in the process (Egan 2009; Cox et al.,
2010).
Our clients, however, do not necessarily share our views. A study conducted
at the careers service at the University of the Arts London (Yates, 2008)
compared students' perceptions of careers advice with career coaching. The
study was small scale and is unpublished so we must be tentative in
extrapolating from these results, but the conclusions are nevertheless
interesting. This quantitative study asked 60 students and recent graduates
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who had requested one-to-one career support to compare their expectations of a
session with a careers adviser to their expectations of a session with a career
coach. The results showed that within a careers advice session, the clients
expected that the adviser would take greater responsibility for solving the
problems and coming up with the ideas. In a career coaching session, the
students anticipated that the onus of problem solving and idea generation would
fall to the students themselves or at least be a collaborative process between
coach and client. In terms of expertise, the clients expected careers advisers to
have more in-depth occupational and labour market knowledge than career
coaches.
This indicates that the clients in this sample think that on these dimensions,
career coaching and careers advice are quite distinct, and their perceptions of
career coaching are more aligned with our professional understanding of career
guidance.
How positive clients are about the different fields?
Yates's study (2008) indicated that participants believed that a session with a
career coach would be more useful than one with a careers adviser, with 56%
predicting that a session with a career coach would be `very useful' compared to
38% who predicted that a session with a careers adviser would be `very useful'.
These students gave coaching higher status than careers advice, yet the areas
of difference that they identified between the two activities (onus of responsibility
and occupation-specific expertise) are areas that practitioners would see as
similarities. Perceptions need to be clarified amongst our clients as amongst
ourselves.
Healing the sick or helping the healthy to thrive?
There is some evidence that career coaching is for those who are already
successful but want to build on their successes, but again it seems that this is
more perception than description. Maxwell's study of the boundaries of coaching
and counselling work concludes that her study `refutes ideas that coaches work
only with the positive aspects of their clients' (Maxwell, 2009:160).
My own sense of the prevailing conviction of guidance practitioners is that
career guidance is for a range of clients from people in crisis right through to
those who are doing well and who want to do better. The policy makers and
senior managers however have made some decisions that would suggest that
they feel that guidance is about supporting the vulnerable more than promoting

Can Career Coaching enhance our profession?

155

the successful. The re-focusing of the statutory services towards the NEET client
group (Darling et al., 2000) reframes the services as primarily supporting the
vulnerable. Within higher education institutions, the Careers Service often
resides within Student Services departments, side by side with services such as
health, counselling, and welfare whose purpose is explicitly to support the
vulnerable. Here we see a conflict between the practitioner ethos of career
guidance and the policy context in which many of us practise. A closer alignment
with coaching could help to reinforce the understanding of the range of client
needs that career guidance professionals support.
Even the economic systems compound some of our preconceptions.
Coaching is almost exclusively private sector, and the client usually needs to
pay directly for the service. Careers advice, although it has been delivered in
diverse ways, has usually been rooted in the public sector, and is, more often
than not, free at the point of delivery. There are two issues here. First that as
careers advice is provided by the government, this will compound the `healing
the sick' association, as the public services are more commonly set up to support
the vulnerable. The second issue is that because coaching needs to be paid for,
usually by the client, it is more likely to be seen as a service for those with money
to spare, adding weight to the idea that coaching is an intervention for the already
successful.
Implications
We have at the present time, two similar but distinct professional groups working
alongside each other but not closely aligned. They have relatively little mutual
understanding, few opportunities to learn from each other and have brands that
are at best unclear and at worst misleading.
The different perceptions that clients and potential clients hold about their
career interventions have an influence on the interactions themselves. An
individual who is looking for some support with their career decisions is more
likely to choose to see a career coach if they imagine that coaching will meet their
needs. Such perceptions often lead to different kinds of clients putting
themselves forward for different kinds of sessions (Page, 2005), so these
perceptions are likely to encourage goal-orientated high achievers to choose
coaching over guidance, which in turn will mean that coaching in practice does
indeed focus more on goal-orientated high achievers. More troubling is that if the
perception that it is career coaches who can help clients make career decisions
is widespread, then people who need support with their career decisions, but
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who can't afford to pay for private career coaching, may not seek out the help
they need.
Clients who opt for either a session with a practitioner whose expertise lies
exclusively in either guidance or coaching will risk missing out on a range of
tools, techniques and theories that may be most appropriate for their particular
situation: a client whose dysfunctional myths are preventing them from making a
career decision may benefit from some cognitive behavioural coaching, but their
guidance practitioner may not be trained in this technique so would not offer it.
In the current climate, the effectiveness of our interventions is under great
scrutiny and it is not to overstate the situation to suggest that if we fail to impress,
our whole profession is at risk. There is a growing body of evidence to suggest
that career coaching techniques work, so adopting some of these ideas into our
professional toolkit is likely to benefit our clients, and our professional reputation.
Conclusions and recommendations
Discussions on the differences between coaching and guidance have been lively
and the debate has led to confusion for practitioners, policy makers and clients.
A number of factors have combined to make it timely for us to think about
working more collaboratively to clarify the differences and meet the needs of our
growing client groups. The Careers Profession Task Force (2010) has made
recommendations for professional bodies to work more closely together, and
there has been a strong push recently for coaching to become more evidencebased. The political and economic climates are forcing us all to evaluate the
effectiveness of the services we offer.
The purpose of this chapter was to compare the nature of career coaching
with career guidance, to see whether career coaching is a discipline that career
guidance practitioners could learn from, to improve and diversify their practice.
An examination of the existing literature has led to a conclusion that there are
significant differences between the two activities, although there are substantial
areas of overlap too. Overlaps centre around the focus and intent and the
structure of the interviews, and the skills and attitudes central to effective
interventions.
Key differences are that client perceptions of the two professions differ, as do
levels of regulation of the two groups; and that the tools and techniques
commonly used within the two professional groups are quite distinct and drawn
from different theoretical perspectives. It is this difference that leads me to
recommend that guidance practitioners should become better informed about
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coaching tools, techniques and theoretical frameworks, with a view to adopting
some of the more effective ideas to enhance practice.
My second recommendation concerns our public image. There is still work to
be done to clarify and strengthen our brand, to ensure that clients, potential
clients and stakeholders understand our ethos and our approach.
Finally, the need for further research is clear. Definitions of the two activities
are still contentious and blurred and we need empirical evidence from the career
professions within the UK to help us clarify the differences in perceptions,
processes and outcomes. As the body of evidence builds up we should
encourage colleagues from all strands of the professions to see the potential in a
more collaborative approach, learning from each other and adopting and
adapting the tools from all career fields that will lead to the most effective
interventions for our clients. The support of the professional bodies is vital in this
to lead on collaboration between the sectors and to promote regulation and
consistent high standards.
The debate is timely. Both the economic and political climates are hinting at
new opportunities for the profession, but slashed budgets and free market choice
will lead to our services being scrutinised for value for money and effectiveness.
The changing times demand a flexible and highly effective profession and we
must respond in time.
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