OPEN THE GATES AN’ THAT’S IT ‘SEE YA LATER!’:
SCHOOL CULTURE AND YOUNG PEOPLE’S TRANSITIONS
INTO POST-COMPULSORY EDUCATION AND TRAINING
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SYNOPSIS

This article draws on young people’s accounts of their transitions from compulsory to
post-compulsory education and training (PCET) within a Scottish region. Evidence
was collected using focus groups with 41 4th. and 5th. year pupils, 42 full-time
1DWLRQDO &HUWLÀFDWH FROOHJH VWXGHQWV  6NLOOVHHNHUV LQ WUDLQLQJ DQG LQGLYLGXDO
interviews with some college tutors and management staff. Data on school cultures
and aspects of learning were collated from a larger qualitative data set relating
WR WKH VRXUFHV RI LQIRUPDWLRQ LQÁXHQFHV DQG WKH IDFWRUV WKDW KDG DIIHFWHG WKHLU
WUDQVLWLRQV6FKRROFXOWXUHZDVLGHQWLÀHGDVRQHIDFWRURIPDQ\ZKLFKKDGLPSDFWHG
on transitions. The article begins by locating the research within the literature and
then describes the methodology used to collect data on young people’s transitions.
An analysis of the data is then provided using the ‘voices’ of young people. Finally,
the implications for the role of school cultures in transitions are discussed.
BACKGROUND

The research was founded on a commitment to developing a collaborative relationship
between secondary, further and higher education and the rationale that PCET research
is best conducted with the stakeholders rather than on them. A steering group for
the project comprised of representatives from the Centre for Research in Lifelong
Learning at the University of Stirling and Glasgow Caledonian University, the four
further education colleges, the local enterprise and careers companies, the Council,
DQG WKH 64$ 7KUHH UHVHDUFK TXHVWLRQV ZHUH FRQVWUXFWHG ZKLFK UHÁHFWHG VRPH
RIWKHORFDODQG1DWLRQDOFRQFHUQVDERXWWUDQVLWLRQVDW\HDUVRIDJH7KH\ZHUH
 :KDWDUHWKHSDWWHUQVRISDUWLFLSDWLRQDQGSURJUHVVLRQLQSRVWHGXFDWLRQ
and training in the region?
•

How can these underlying patterns be explained and theorised?

•

In what way has the introduction of Higher Still programmes begun to impact
on young people’s progression routes?

The researchers and the steering group wanted more than a statistical explanation for
SDWWHUQVDOWKRXJKVWDWLVWLFDOGDWDZHUHFROOHFWHG'HVSLWHGLIÀFXOWLHVZLWKWKHJHQHVLV
of the new curricula, they particularly wanted to know if the introduction of the
Higher Still programme had begun to impact on young people’s choices. This article
ZLOOQRWGLUHFWO\H[SORUHDOORIWKHÀQGLQJVWKDWSHUWDLQHGWRWKHVHTXHVWLRQV,QVWHDG
the article examines one recurrent theme that emerged: that structural and cultural
aspects of school life had affected the transitions of many and were particularly
LQÁXHQWLDOLQDIIHFWLQJWKHGHSDUWXUHVRIWKRVHZKRZHQWWRFROOHJH
REVIEW OF LITERATURE

The research project was conducted at a time when the literature suggests that
youth transitions are so destructured and destandardised that old ‘rules of thumb’
are not applicable any more (see Furlong and Cartmel, 1997). Despite the effects of
post-Fordist economies, the patterns of inequality continue to be reproduced albeit



different ways. Ainley (1991) argues that patterns of transition simply continue to
reproduce older patterns of class, gender and race in such a way as to make working
class and school leaver synonymous. This is supported by the work of Foskett and
Hemsley-Brown (1999) who show that there are marked differences in aspirations
DQGSRVWFKRLFHVEHWZHHQZRUNLQJFODVVIDPLOLHVDQGPLGGOHFODVVIDPLOLHV
/DUJHVFDOHGDWDEDVHVDUHVRPHWLPHVVHHQDVLQVXIÀFLHQWLQWKDWWKH\PD\JORVV
over the personal, the complex, and hide diversity. Because of this, when it comes to
research methodology, authors agree about the need to inquire into PCET transitions
in a way that takes new trends, contexts into account (see Looker and Dwyer, 1998,
p 13). Researching the transitions of small cohorts of young people over time has
provided in-depth biographical evidence and theoretically interesting analysis (Ball
et al, 2000). Other authors reconsider youth transitions and PCET in a political
policy context (Avis, 2000). Hodkinson and Sparkes (1997) construct a learning
FDUHHUPHWDSKRUWRUHSODFHRWKHUVVXFKDVPDUNHWVHIÀFLHQF\DQGWKHFRQVWUXFWLRQ
of a work force in the researching of PCET (see also Bates et al, 1997, p 314) while
Bates (Bates et al, 1997) advocates research on young people themselves, their
changing values and perspectives, social contexts, patterns of exclusion and inclusion
as well as their family lives and relationships. The move to represent the voices of
youth is driven by claims that guidance, psychotherapy and counselling services
are professionally dominated enterprises (Foskett, 2001) in which the client’s pointof-view is obscured. Howieson and Semple (2000) have illustrated the worthiness
of listening to pupils’ views as part of evaluations of guidance services. Young
people’s own voices have also shown why the formal marketing tactics employed
E\LQVWLWXWLRQVDUHRIWHQQRWDVLQÁXHQWLDOLQSRVWGHFLVLRQPDNLQJSURFHVVHVDV
‘hot and grapevine knowledge’ (Ball & Vincent, 1998).
Ahier and Moore (1999) argue that kinship groups provide the networks within
which assets (money, information, contacts) circulate and the contexts within
which the management of negotiation (decision making) takes place. Ainley (1991)
FRQÀUPVWKHLPSRUWDQFHRI¶RXWVLGHUV·LQLQÁXHQFLQJRXWFRPHVDQGSDUWLFXODUO\WKH
centrality of the role of parents in using their own personal experience of work and
education, and mobilising colleagues, neighbours and extended kinship networks.
6RFLDOUHODWLRQVSOD\DQLPSRUWDQWUROHLQKHOSLQJ\RXQJSHRSOHÀQGZRUN 0HDGRZV
2001). Bloomer and Hodkinson (2000, p 589 et passim) similarly assert that learning
is primarily a social and cultural phenomenon and not simply a cognitive process
and that one’s orientation or disposition to learning changes over time. In Scotland,
Finnie et al (1999) used young people’s views on the differences between school and
college to show how the relational aspects of culture (such as security, familiarity
and being treated as an adult) were strong determinants. Others have presented us
with the challenge of explaining, uniting or disentangling structure from agency in
WKLVDQGUHODWHGÀHOGV 5XGGDQG(YDQV5DIIRDQG5HHYHV)XUORQJDQG
Cartmel, 1997, p 114; Lave and Wenger, 1992). Raffo and Reeves develop a theory
of individualised social capital to argue that learning opportunities are dependent
on levels of risk and the quantity and quality of access to appropriate culturally
embedded material and symbolic resources.
Research on young people’s transitions into post-compulsory education and
training has often explored the role of schooling by usually describing its effect as
one of many. Mangan et al (2001, p 33) infer that differences in students’ decisions
about moving or staying can largely be accounted for by three features: parental
background, school effects and local labour market conditions. For stayers on,
Keays et al  IRXQGWKDWWKHPRVWIUHTXHQWO\FLWHGIDFWRULQSRVWFKRLFHRI
students in sixth forms was ‘wanting to stay somewhere familiar’. ‘Moving’ has a
greater associated cost than ‘staying on’ in terms of time and energy spent in the
VHDUFKIRUDOWHUQDWLYHV7KHEHQHÀWVUHODWLQJWRWKHVRFLDODVSHFWVDQGWKHDPELHQFH
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of the school may be even more important than curriculum in determining choice
DW 0DQJDQet al, 2001, p 34). For some, the negative factors associated with
WKHLUSUHVHQWVFKRRODUHVXIÀFLHQWLQRUGHUWRHIIHFWDPRYH S 7KLVLVUHODWHG
WRWKHLPSRUWDQFHRILPSDUWLDODGYLFHDQGWKHGLIÀFXOWLHVOHDYHUV DQGSRWHQWLDO
leavers) face:
There is some tension between what may be seen as good for the school and
IRUWKHVWXGHQWZLWKWKHIRUFHVRILQHUWLDIDYRXULQJWKHIRUPHU2XUÀQGLQJV
suggest that the more impartial advice offered by careers advisors increases
the likelihood of students moving (Mangan et al, 2001, p 48).
2WKHUUHVHDUFKRQLQFOXVLYHVFKRROFXOWXUHV /DZWRQSFLWHGLQ&RUEHWW
 VXJJHVWVWKDWLWFDQEHXQGHUVWRRGRQWKUHHOHYHOV7KHÀUVWOHYHOFRQFHUQV
WKH VXSHUÀFLDO HWKRV GHQRWHG E\ WKH ¶YLVLEOH· DVSHFWV RI FXUULFXOD WHDFKLQJ DQG
assessment procedures. The second level refers to a deeper level of culture: the
school’s fundamental beliefs. Attitudes and values are seen to exist somewhere in
between these surface and deep structures. Other authors have attempted to explore
the teachers’ thinking and belief because they see them as critical driving forces
behind how schools work (Munby, 1984; Nespor, 1987) but while teacher discourse
may expose aspects of school culture, other aspects, available to us from the voices
of young people or parents, for example, are less researched. School cultures, like
all cultures, allocate rewards, enact power, and work as mechanisms of control
DQG VRFLDOLVDWLRQ WKURXJK URXWLQHV ULWXDOV DQG V\PEROLF DFWLRQ (W]LRQL  
These features do not just pertain to what teachers do or think but refer to a range
of other systemic aspects of how school cultures are generated and sustained which
include examination systems, curriculum structure and content, and management
DQG ÀQDQFLDO VWUXFWXUHV:LWKLQ WKLV SHUVSHFWLYH PDQ\ RI WKH IHDWXUHV RI VFKRRO
practice may be so embedded in society’s expectations of schools or a ‘normal’
way of working, that they can not be always seen as the freely chosen actions of
teachers. One might expect that some teachers would be enculturated into accepting
RIWKHQRUPVRIWKH¶KRVW·FXOWXUH DVDJROGÀVKLQDERZO RUSHUKDSVIHHOTXLWH
powerless to change them even if they wanted to. With this perspective in mind we
can usefully draw on Corbett (1999) who delineates four aspects of inclusive school
culture which are part of the deep texture of any school community. These features
can be understood as important aspects of school life and the prevailing culture of
learning. They are:
•

whether teachers have opportunities to or are able to listen to views which
might be outside their own experience;

•

teachers’ openness or ability to recognise that there are multiple inteligences
(not just those accorded high social and academic status)

•

the availability of equal opportunities for all (and the need for teachers to
confront unequal social capital), and

•

the teaching values that are given priority. (Adapted from Corbett, 1999, pp
²

If these features are not prevailing in a school’s culture, the risk is that students’
progression will be compromised, they may feel excluded, be educationally
disadvantaged or have their self-esteem adversely affected (Corbett, 1999).
$QXPEHURIVSHFLÀF6FRWWLVKSROLF\GHYHORSPHQWVKDYHEHHQLGHQWLÀHGWKDWDUHRI
SDUWLFXODULQWHUHVWWRWKLVUHVHDUFK 6FRWWLVK2IÀFH 7KHPRVWLPSRUWDQW
of these are the much publicised implementation phase of ‘Higher Still’, the search
IRUDQLQWHJUDWHGPRGHORIQRQDGYDQFHGHGXFDWLRQDQGWUDLQLQJIRU\HDUROGV
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6FRWWLVK2IÀFH WKHZLGHQLQJDFFHVVDQGSDUWLFLSDWLRQLQ)XUWKHUDQG+LJKHU
Education agenda (Institute of Education, 2001, forthcoming), the growth of Modern
Apprenticeships and the review of guidance and career services (Duffner, 2001).
METHODOLOGY AND METHODS

Looker (1988, p 18) encourages a participatory approach because it provides a
window on how participants interpret and act on policy and give it meaning. In
this research, the approach taken was both interpretive and participatory, based on
a belief that there are more engaging, yet rigorous ways of involving young people
in research other than interviews or questionnaires. Young people were enabled
to ‘publicly’ share their experiences with their peers about their transitions. They
were construed as active agents in constructing knowledge and informing policy
and practice for the betterment of others. Their views provided a window on school
culture that is different from ‘teacher belief’ research which is pertinent to the
transition experience.
However, the word ‘transition’ was avoided with respondents. A general
understanding of journey or pathway from compulsory schooling onwards (to the
time of interview) was preferred as a carrier metaphor for the holistic process under
investigation. In order to capture the complexity of effects described in previous
research, the transitional ‘journey’ was considered to be inclusive of changes in
learning and employment status, but also changes in life circumstances (for example,
a death in the family, a move of house), young people’s social lives (who to ‘hang
RXW·ZLWK WKHLUVSHQGLQJKDELWVWKHLUÀQDQFLDOGHSHQGHQFHRQIDPLO\DQGUHODWLRQV
their hobbies and interests (for example babysitting or car maintenance and other
forms of part-time employment). The resulting data does allow the complex nature
of youth transition to come through but the focus, in this article, is on one recurrent
theme in the data - schools’ role in transitions. Readers are reminded that the effects
of school experience described are positioned within an understanding that multiple
LQÁXHQFHVIDFWRUVDQGIRUFHVZHUHLQSOD\WKHGULYHIRULQGLYLGXDOLVDWLRQLQÁXHQFHV
from home, friends, and the impacts of work experiences, the desire for disposable
income, and so on.
While the overall approach was participatory, young people were not involved
in deciding on the research questions, the techniques, the analysis of data or in
ZULWLQJXSÀQGLQJV$VVXFKWKHGDWDSUHVHQWHGDUHSDUWLDOUHFRUGVFUHDWHGWKURXJK
XQHTXDOUHVHDUFKHQFRXQWHUV &OLIIRUG5RVH 7KHXVHRISDUWLFLSDWRU\
‘tools’ (see below) certainly improved communication but young people’s voices
DUH WUDQVIRUPHG E\ WKH UHVHDUFK SURFHVV ZKHUHLQ VRPH FRQÁDWLRQ RI GLYHUVLW\ LV
inevitable given our goals. Interspersing quotations from the transcripts goes some
way towards compensating for this and the article invites further interpretation
E\UHDGHUV7KHVL]HRIFRKRUWVLQYROYHGPHDQVWKDWVRPHJHQHUDOLVDEOHÀQGLQJV
are possible while individual ‘voice’ is recognisable in the evidence. In doing so,
qualitative and quantitative boundaries of research are necessarily and usefully
crossed. The approach is rendered valid by a combination of features: the collective
construction of knowledge about shared and diverse experiences, the combination of
statistical and narrative descriptions of experience, the use of large scale data bases
(not presented here), the sampling and analysis of respondents, the overseeing of
the project by a range of stakeholders at regular intervals, consistent approaches to
IDFLOLWDWLRQDQGWKHUHÁH[LYH analysis of the process by researchers1. The on-going
UHFHLSW RI HYLGHQFH IURP ORFDO VWDNHKROGHUV WKDW ÀQGLQJV ZHUH KDYLQJ SRVLWLYH
impacts was also reassuring.
Qualitative data were essential in order to explain and understand the publicly
available statistical patterns. To this end, data were collected and analysed from 152
\RXQJSHRSOHDERXWWKHLQIRUPDWLRQVRXUFHVLQÁXHQFHVFKRLFHVDQGIDFWRUV2 they
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felt had affected their transitions. Thirty six focus groups were conducted in all with
WKHXVXDOJURXSVL]HEHLQJEHWZHHQDQG7KHLQGLYLGXDOJURXSVZHUHGUDZQIURP
particular classes in colleges or schools. Groups were homogeneous to the degree
that they were comprised of either pupils, students or trainees. Respondents were
chosen randomly from those who volunteered to broadly represent the respective
populations (pupils, students and trainees) in terms of gender balance, school and
FROOHJHSURÀOHVDQGHPSOR\PHQWVHFWRUV7KHVXEJURXSVRISXSLOVZHUHPDGHXS
of 4th. and 5th. years from three schools who intended to either stay on in school,
JRWRFROOHJHRUPRYHLQWRWUDLQLQJFROOHJHVWXGHQWVGRLQJ1DWLRQDO&HUWLÀFDWH
(NC) courses in a variety of subject areas (8 in all), and 71 trainees from a range of
local employment sectors who received some portions of their training from either
of two training centres or four further education colleges in the area. 2 respondents
declined to provide verbal evidence during interviews making the total number of
respondents 152.
Focus groups acknowledged the shared social dimensions of learning (Field,
2000, p 324) and they encouraged the involvement of those who may otherwise
KDYHEHHQKDUGWRUHDFKRUZHUHWKUHDWHQHGE\LQGLYLGXDOHQFRXQWHUV 6ZLIW
S 7KHDSSURDFKZDVTXLWHVWUXFWXUHGLQWHUPVRIIRFXVJURXSSURFHVVDQGLQ
terms of the overarching types of data which were of interest but these processes
were quite open in terms of the time respondents could take to think about their
answers and the types of responses which were possible. Four discussions were
prefaced by opportunities for respondents to write responses onto blank ‘Post-it’
QRWHVXQGHUWKHIRXUGDWDFDWHJRULHVLQIRUPDWLRQVRXUFHVLQÁXHQFHVFKRLFHVDQG
factors. People, places, concerns, aspirations, hopes, fears, and memories were
all permissible response types. On average, respondents wrote 3–4 responses on
separate ‘Post-it’ notelets for each of the four exercises. These written exercises
ensured that much individual diversity was preserved while the presence of peers
and the careful facilitation of group dynamics helped to involve respondents and
control for peer pressure on respondents.3 Crucially, ‘factors’ came as the last
component of note writing and discussions by which time individual differences
and shared understandings within the group had mostly emerged. Given the nature
and substance of the discussions, it was felt that the focus group discussion was
more than just a data gathering tool. The event itself enabled respondents to be in a
stronger position to remember and decide what the main factors were for them than
if a questionnaire or individual interview had been employed. Piloting the methods
and the practical aspects of inquiry (such as deciding on ‘Post-it’ note size, group
size, timing of interview) improved their effectiveness and brought consistency and
focus. Analytical categories of the written responses were created only after the
IRFXVJURXSVKDGWDNHQSODFHWRUHÁHFWPDLQFRQFHUQV7KLVZDVGRQHMRLQWO\E\WKH
author, a research colleague and director of the project, Dr Roy Canning, while the
steering group offered opinion as the study progressed.
FINDINGS

:KLOHWKHUHZHUHÀQGLQJVUHODWLQJWR\RXQJSHRSOH·VLQIRUPDWLRQVRXUFHVLQÁXHQFHV
choices and factors, only the latter category of analysis is detailed herein. The data did
allow for comparisons to be made of the relative importance of named professional
groupings (guidance teachers, other teachers, careers advisers, college tutors) but a
GLVFXVVLRQRQWKLVZRXOGEHEHVWVHUYHGE\DVHSDUDWHDUWLFOH7KHÀQGLQJVSUHVHQWHG
here refer solely to what young people cited as the main factors in their transitions.
¶)DFWRUV·PHQWLRQHGZHUHVRPHWLPHVGLIIHUHQWDQGVRPHWLPHVVLPLODUWR¶LQÁXHQFHV·
IRUH[DPSOH¶WKHJUDGHV\RXJHW·RU¶0XPDQG'DG· ZKLOHVRPHZHUHPRUHÀJXUDWLYH
¶,JUHZRXWRIVFKRRO· )DFWRUVZHUHLQGLFDWLYHRIWKHPRVWVLJQLÀFDQWIRUFHVWKDW
explained how their transitions were brought about (whether they were determined by

90

themselves, by others or by social structures and cultures). A coding system was used
DIWHUWKHHYHQWWRUHÁHFWWKHSRSXODULW\RIVLPLODUW\SHVRIPHQWLRQV7KHFKDUW EHORZ 
describes the percentages of (written) mentions for the four most popular categories
for the three cohorts of pupils, college students and trainees.4,5
Figure 1

The category School Life/Aspects of Learning included any mention of aspects of
young people’s upper secondary education experience (but not mentions of the
formal roles of individual professionals per se such as careers advisers or guidance
teachers). The category Examinations/National Certificates/Apprenticeships
FRPSDUHV WKH QDWXUH RI WKH GLIIHUHQW IRUPDO TXDOLÀFDWLRQV UHVSRQGHQWV KRSHG WR
achieve. The category Career/Job/Work/Independence/Money united mentions
of particular or named employment with the money and independence it brought.
Relations included all family, neighbours and close partners (but not other friends).
This category may have shown less strongly than expected because of the taken for
granted nature of their role in transitions. Alternatively, as evidence not presented
KHUHZRXOGGHPRQVWUDWHWKHLUUROHPD\EHVWURQJHULQLQIRUPLQJDQGLQÁXHQFLQJEXW
WKH\PD\QRWEHVHHQDVWKHGRPLQDQWIDFWRU7KLVDUWLFOHZLOOLQWHUSUHWWKHÀQGLQJV
concerning school life and other aspects of learning alongside what young people
themselves said when they explained their written responses during focus groups.
That the category ‘School Life and Aspects of Learning’ was one of the top four
IDFWRUVIRUDOO\RXQJSHRSOHLQWHUYLHZHGLVLPSRUWDQWWRQRWH0RVWVLJQLÀFDQWRIDOOLV
that the category featured with different relative importance for different respondent
JURXSLQJVDQGWKDWLWZDVWKHPRVWVLJQLÀFDQWIRUVWXGHQWVZKRKDGUHFHQWO\DUULYHG
LQIXUWKHUHGXFDWLRQFROOHJH VHHÀJXUH 
School Life/Aspects of Learning
Most striking in the data were the experiences of school (overwhelmingly negative
LQWHQRU WKDWFROOHJHVWXGHQWVDWWULEXWHGDVDIDFWRULQWKHLUWUDQVLWLRQV VHHÀJXUH
1, above). Students’ transitions were often characterised by a reported disaffection
with school. Taken as a whole, the data pointed to how college functioned as a
WUDQVLWLRQDOVSDFH6RPHZDQWHGWRÀQGZRUNEXWZHUHWRR\RXQJ2WKHUVIHOWWKH\
were not ready for work, needed more time to explore alternatives, or wished to gain
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IXUWKHUTXDOLÀFDWLRQV([SHULHQFHVRIVFKRROGLGQRWIHDWXUHDVVWURQJO\IRUWUDLQHHV
who, in contrast to students, were older and exhibited the strongest vocational and
occupational focus. Most of the comments concerned the everyday aspects of being
a pupil: the codes of conduct, ethos or atmosphere, the curriculum and the school
timetable. Otherwise, leavers mentioned a variety of critical incidents surrounding
departure. The data also provided an understanding of their experience of teachers’
attitudes to their PCET choices and transition needs.
Codes of Conduct, Ethos or Atmosphere
Many students compared school to college when attributing explanations for their
transitions. One mentioned that ‘school was far too strict’ while another ‘wanted
a more relaxed, mature environment’. The ritual and routine aspects of school life
appeared to symbolically construct a perceived lack of respect for pupils. Norms for
addressing staff, seating arrangements in the refectory, rules for wearing uniform
and even procedures for going to the toilet were the sorts of concerns mentioned
by college students:
MS7 :HOODWFROOHJH>@OLNHZKHQ\RXFDOOSHRSOHE\WKHLUÀUVWQDPHDQG
WKDW\RX·UHPDLULW·VMXVWPDLUOLNHRQDQDGXOWEDVLVNHQ>@,VXSSRVHMXVW
a whole lot of, a number of things like, eh, your dress code as well, it’s a lot
PRUHNLQGDFDVXDO>LQFROOHJH@>@
)6 $WFROOHJHOLNHHYHU\ERG\·VDWWKHVDPHNLQGDOHYHO>@DWVFKRROLI
you like spoke pure loud you would get a row and would, you would be told
you were a ‘silly little girl’ and if you ate you got told to put it oot and you
werenae allowed to go to the toilet and you had to wear your school uniform
and all like that and you had to stand in queues to go into the class and that
>EXW@KHUHHYHU\ERG\·VMXVWWUHDWHGWKHVDPH>@LW·VQROLNHDWRXUVFKRRO
like the teachers would all have their ain tables reserved and like if there
wisnae a table for you that was kinda their table that was it and the teachers
got theirs.
)6 &DXVHLIRQHGD\OLNHWKHÀUVWGD\,ZHQWLQWRIRXUWK\HDUDQG,JRWP\
QHZWHDFKHUV,GLGQ·WKDYHP\WLHRQP\ÀUVWGD\DQGWKDWZDVOLNH¶\RX·YH
JRWWRZHDU\RXUWLH·DQG,·GMXVWOLNHIRUJRWFDXVHLWZDVP\ÀUVWGD\DQG
I was running late and everything and they just picked on me fae that day
FDXVH,GLGQ·WKDYHDWLHRQDQG,KDGWRJHWDWLHDQGMXVW«
)6 «DQGDNH\DQGLQVWHDGRIMXVWJRLQJWRWKHWRLOHWDQGJRLQJEDFNRXW
that would only take about like 5 minutes it would like half and hour to get
a key and wait for the queue, one at a time going to the toilet, it took ages.
FS Just that it’s totally different from school. There’s no all the bitchiness
and people talking about you behind your back it’s just everybody gets on
wi’ everybody and that’s what I like about it.
Trainees mentioned being ‘tired of school’ or ‘bored with it’ and generally expressed
KRZWKH\KDGZDQWHGWRPRYHRQ6RPHWUDLQHHVKDGÀUVWJRQHWRFROOHJHDQGRUKDG
been engaged in a variety of kinds of part-time or full-time work. For these young
people, getting trained was about ‘picking up a trade’, but they rarely dissociated
learning from the opportunity to be employed, earn money, and actualise a start
to their careers. Trainees tended to be a bit older than their student counterparts.
Young male trainees particularly aspired to conventional markers of adult status (see
McDowell, 2001). Female trainees sought out ways of earning disposable income
for themselves or their families.
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MT You just want to get out there, get some money, your house, get a car.
FT In fourth year, you’re sixteen, you’ve spent eleven years or sixteen years
LQVFKRRO>@<RXUHDOO\GRMXVWZDQWWROHDYHLW>@DQGJHWRQZL·\RXUOLIH
really.
These trainees discussed the lack of connection between school work and his
experience of work through training. Learning for a personally/socially meaningful
purpose amid the hustle and bustle of ‘real’ workplaces was contrasted with
comparatively decontextualised learning they felt they experienced at school. The
EHQHÀWVRIKDYLQJOHIWZHUHSHUVRQDODQGWDQJLEOH
FT When you are at school you are there and you are learning but you
are not getting anythin’ from it. You get to learn but that’s about it whereas
when you are working, doin’ the Skillseekers, you are actually working for
VRPHWKLQJFRV\RXJHWWKHPRQH\DQG\RXJHWWKHTXDOLÀFDWLRQV
MT1 the schools didn’t really prepare you for work cause it’s a totally different
ZRUOGHK>@><RX·UH@SURWHFWHGDORWDWVFKRROIDHWKLQJVEXWZRUN\RXUMXVW
RQ\RXUDHQZHOOVRWRVSHDN>@>6FKRRO@EXLOGV\RXUFKDUDFWHUXS>@,W
gae’s you determination, drive and a real will to go out and dae something
>@EXWWKHWKLQJLVZKHQ\RX·UHDWVFKRRO\RXWKLQN\RXFDQ·WWKLQNEH\RQG
school, you cannae. / Ken, you’re at school and you’re like ‘oh, this is it, I’m
gonnae be here for the rest o’ my life’, it seems like forever.
MT2 So, you’ve never worked before so you ken, you don’t know what it’s
DERXWXQWLO\RXÀQDOO\GRJHWRXWDQGZRUNHK
07 «OLNHDORWRISHRSOHGROHDYHVFKRROLQIRXUWK\HDUDQGWKH\·YHQR
WKH\·YHQRUHDOO\JRWDFOXH\HWDQGWKH\MXVWJRWRWKHÀUVWMREWKDWWKH\JR
and work in a factory.
The Experience of Curricular Relevance
Some college students had left because the college timetable enabled them to take
up part-time employment while studying. But when it came to curriculum offerings,
college was more commonly found to be an attractive option because it afforded the
increased freedom to learn about favourite and fewer subjects. Approximately half
of students mentioned this as a factor.
)6 ,ZDQWHGWRVWXG\RQHVXEMHFWLQVWHDGRIÀYH
MS At college I get to study the course I want.
FS

My biggest factor was that I wanted to study Tourism.

MS I wanted to study just one thing, not like school because you have to
study several things to stay at school.
Only 14 of the 71 trainees interviewed mentioned some personal aspect of learning
as factors in their transitions. For trainees, factors about their career, job, money and
LQGHSHQGHQFHKDGFRORXUHGWKHLUWUDQVLWLRQVPRUH VHHÀJXUH 7KH\GLGPHQWLRQ
having an on-going ‘interest’ in their subject/domain of employment and may have
‘enjoyed learning’ about it for some time:
FT I just enjoy workin’ wi’ children and see them develop their skills and
developing your own skills.
MT Always liked working on ma motor and takin’ things apart.
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The type of curriculum on offer and its relevance to their needs were concerns for
trainees and students alike:
)6 (KZHOOLIWKH\ZHUHRIIHULQJPRUHOLNHRIÀFHVWXII>DWVFKRRO@,ZRXOG·YH
stayed on like more but I would’ve liked to stay on school like see all ma
pals.
MT If the picked up at school on science. Maybe they could split it up
into mechanical, electrical and that and at an earlier age you could decide
which one you like best an that, eh. It would gie ye a better start than just a
generalisation.
Critical Experiences around Departure
Not only was departure seen as inexorable for many leavers, but it was also
experienced negatively, especially by the students. Some leavers attributed their
departures to their own behaviour in school while others reported being ‘tired of
it’ or simply wanted to get a job. Some reported how were asked to leave because
they persisted in not wearing the correct uniform or ‘just skived all the time’. Many
of these ‘deviant leavers’ felt strongly that they had been encouraged to go. One
said that school would not let him back in. Another found that his ‘leavers forms’
had been dated for him. Head teachers and assistant heads were most prominent in
narratives about encouraging the departures of ‘deviants’:
07 (K,ZDVDELWRIDEDGER\DWVFKRROHK,WFDPHXSWRÀIWK\HDUDQG
KDQGLQ·RRWWKHVKHHWVWRÀOORRW\HU\HUFODVVHVIRUQH[W\HDUDQGEDVLFDOO\
just ripped mine up and tell’t me no to bother comin’ back.
GM They actually ripped it up in front of you?
07 $\HWKH5HFWRUKHZDVWKHRQHWKDWZDVÀOOLQ·RRWWKHVKHHWVDQGKHMXVW
WHOO·WPHQRWRERWKHUFRPLQ·EDFNFDXVH,ZDVROGHQRXJKWROHDYHVR«
GM Yeah and would you have stayed if he hadn’t done that?
07 1XK>ODXJK@
MS School pressurising me to leave.
)7 >7KH$VVLVWDQW+HDG@VKHZDVQDHHQFRXUDJLQJPHVKHWHOO·WPHQRWR
FRPHEDFNWR+LJK6FKRRO>@6KHWRRNPHLQWRKHURIÀFHDQGVDLG¶'R\RX
SODQWRFRPHEDFNIRUÀIWK\HDU"·DQG,VD\V¶,ZDVWKLQNLQ·DERXWLW·6KH
VD\V¶ZHOOGLQQDHERWKHU·>@VKHGLGQDHOLNHPHFDXVH,ZDVDELWFKWRKHU
>@VKHZDVDELWFKWRPH>@,XVHGWRJHWPDGHWRJRWRWKHRIÀFHHYHU\
morning and she used to send me haem and then go back at dinner time.
)7 ,ZDVQDHERWKHUHG>DERXW@JHWWLQJFKXFNHGRRW>@FDXVH,ZDVZDQWLQ·
WR OHDYHDQ\ZD\ VR >@ WKH 5HFWRU KH MXVW VD\V ¶WKHUH·V D OHDYHUVIRUP·
>ODXJK@¶JRDQGJHWLWVLJQHG·
But leavers who had not been presenting challenging behaviour also felt like they
had been dispatched rather than ‘graduated’ from school:
MT If you stay on at sixth year you get the big celebrations an everythin’.
3HRSOHOHDYLQ·DWIRXUWK\HDUDQÀIWK\HDUGRQ·WJHWDQ\WKLQ·,QRXUVFKRRO
WKHUH·VDVSHFLDOGD\>IRUVL[WK\HDUV@DQGHYHU\RQHFRPHVLQ\RXJHWFXSV
of tea, mingle with the teachers, eh.
FS I never told the school that I was leaving cause I never wanted to leave
‘till I was in the summer holiday so they didnae ken that I was leaving.
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GM Did they ring you up or anything to talk to you when they found out?
)6 1XKWKH\MXVWDVNHGPHWRVLJQDOHDYHUVIRUP>ODXJK@WKDWZDVLW>@
I just wanted to get away from the school.
MT When you leave school, teachers just pat you on the back and say ‘Off
you go’. Sometimes a little kick up the ass as you go as well! They don’t
really encourage you at all. No ‘Well done’ when you leave school. Open
the gates an that’s it ‘See ya later’.
Experience of Teacher Attitudes to Transitions
Data on ethos and atmosphere related to how young people felt they were treated at
school. Here we look at data on teacher attitudes to transition making into training
and college. Students and trainees were aware of an unfavourable perception among
some staff of alternatives to school for PCET. This student reframes her choice as
a positive one:
)6 6RPHSHRSOH>ZKR@VWD\RQDWVFKRRO>@WKH\WUHDW>WKRVHZKROHDYH@
like dunces, they’re like ‘You’re stupid, you’ve left school, you’re going to
college.’ and it’s like they treat you like that but a lot of folk have left school
because they get treated badly at the school and they want to be treated more
like an adult.
07 >7KHWHDFKHUV@WKLQN¶RKKH·VRQO\DVWXSLGPHFKDQLF·HK
07 7KH\ZHUHYHU\QHJDWLYHWRZDUGVPHZDQWLQ·WREHDPHFKDQLF>@
)7 >@,MXVWGLGQ·WIHHOWKH\KHOSHGPHYHU\PXFKWKH\MXVWDJUHHGZL·
what I had to say and just never really encouraged me,
MT Teachers never gave me any advice. It should be different. Teachers
should know what’s out there and if you are going to leave school, they should
help you before you leave school to know what to look for.
Pupils who stayed on reported a change in attitude among their teachers. We should
remember that these ‘stayers on’ could continue with their customary travel routines,
maintain contact with known staff, use largely the same learning strategies with which
WKH\ZHUHDFFXVWRPHGÀQGVXSSRUWZLWKLQZHOOHVWDEOLVKHGIULHQGVKLSQHWZRUNVDQG
remain on in the familiar environment of the school. In comparison leavers faced
more risk and uncertainty:
MP Some of the teachers tend to treat you like a child more than an adult
EXWWKH\DUHDORWPRUHOHQLHQWRQ\RXQRZWKDW,DPLQWK\HDUWKH\WUHDW
\RXDORWEHWWHUVR,ÀQGLWEHWWHUWKDQWK\HDU
Young people who had not stayed on felt some schools were overly concerned with
their own institutional survival:
FS I think they want, like the best for their school rather than the best for
XV,WKLQNWKH\·UHJRLQJRQWKHSRSXODULW\>RIWKHVFKRRO@>@WKH\GLQQDH
care about the people that’s leaving, they only really care about the people
who’re staying on.
Teachers never gave me any advice. It should be different. Teachers should
know what’s out there and if you are going to leave school, they should help
you before you leave school to know what to look for.
The data here exposes a negative or passive approach to supporting transitions
into non-school PCET destinations. Other aspects of school life not been presented
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here (on work experiences, college links programmes, the role of subject teachers,
guidance teachers, and careers advisers) were recorded as part of data on information
VRXUFHVDQGLQÁXHQFHVDQGDVVXFKIDOORXWVLGHRIWKHIRFXVRIWKLVDUWLFOH8
CONCLUSION

7KH DUWLFOH KDV IRFXVVHG RQ RQH VLJQLÀFDQW FDWHJRU\ RI GDWD IURP D ODUJHU GDWD
VHWRQ\RXQJSHRSOH·VWUDQVLWLRQVRQUHDFKLQJ\HDUVRIDJH.HD\Vet al (1999)
VKRZHGWKDWVWD\HUVDQGPRYHUVIDFHGGLIIHUHQWFRVWVDQGEHQHÀWVGHSHQGLQJRQWKH
route they took. This article has used young people’s own accounts of the transition
H[SHULHQFHWRH[SODLQZKDWSDUWVFKRROH[SHULHQFHSOD\HGLQWKHVHFRVWVEHQHÀWV
equations especially for those who went to college or into training. The analysis
in terms of school culture places into relief the impacts that rituals, routines, and
the symbolic aspects of school life had on their progressions. In hindsight, many
respondents explained their departures as being due to negative experiences of the
school cultures they experienced. College students reported negative experiences of
schooling and critical incidents around departure. They evaluated these factors as
EHLQJE\IDUWKHPRVWVLJQLÀFDQWLQDIIHFWHGWKHLUWUDQVLWLRQV)DFWRUVWKDWDSSHDUHG
to encourage departures to college included the sense of an irrelevant curriculum,
poor relations with staff, a perceived lack of respect for pupils, a sense that they
wanted to be treated as an adult, or the fact that they were asked to leave. Trainees
less commonly mentioned their experiences of schooling or aspects of learning at
school as factors. But their comments did refer both explicitly and implicitly to the
ZD\WKHLUZRUNEDVHGURXWHKDGEHHQJLYHQDORZSURÀOH
7KHDQDO\VLVSUHVHQWHGLVGLVWLQFWLYHLQWKDWLWLVQRWVSHFLÀFDOO\FRQFHUQHGZLWK
the roles played by professionals or non-professionals (guidance teachers, careers
specialists, parents, friends and so on). Instead, the data are analysed as referring
to the deeper cultural aspects of how schools functioned. I have explored some of
WKHGLVFUHWHDVSHFWVRIVFKRROFXOWXUHWKDWSOD\HGDVLJQLÀFDQWSDUWLQWKHGHSDUWXUHV
of ‘early’ school leavers. Being ‘schooled’ to leave or stay meant that many of the
VDPH VFKRRO SUDFWLFHV ZKLFK PD\ QRW KDYH EHHQ VLJQLÀFDQW LQ WKH FRVWEHQHÀWV
HTXDWLRQRIVRPH ZHUHYHU\VLJQLÀFDQWIRUOHDYHUVDQGHVSHFLDOO\VLJQLÀFDQWIRU
those who went to college. In some cases, leavers experienced a differentiated
treatment: being handed one’s leavers form, for example. Leavers’ comments
revealed feelings of exclusion and disadvantage by having taken a pathway other
than that state schooling; others showed signs that their self-esteem had been dented
by the way their transition had been handled. The issue here is not that everyone
VKRXOGQHFHVVDULO\ZDQWWRVWD\DWVFKRRORQUHDFKLQJEXWWKHÀQGLQJVVXJJHVW
that schools are not supporting transitions in an inclusive and sensitive manner in all
cases. Support would seem to be more crucial for leavers than for those who stayed
RQJLYHQWKHPRUHGLIÀFXOWWUDQVLWLRQDOSDWKZD\WKH\KDGWDNHQ+RZHYHUGDWDIURP
the study not presented here shows that teachers and guidance teachers were likely
to be best placed to support the more linear, somewhat seamless transition for those
ZKRUHPDLQHGDWVFKRRO<HWPRVWZRXOGÀQGLWXQDFFHSWDEOHWRH[SHFWWHDFKHUVWR
KDQGRYHUWKHUHVSRQVLELOLW\IRUVXSSRUWLQJWKRVHZKRZLVKWRPRYHRQSRVWWR
other professionals in the main.
Evidence suggests that schooling, as a system, is being experienced as exclusive
at a deeper level of culture and values. School culture is shown herein to be a
concern because of its reported effects. Some practices were experienced by all
pupils but the effects on leavers were distinctive - for example, the administration
of rules surrounding uniform wearing. Some practices were less obvious but were
administered exclusively to potential leavers - for example, being asked to leave by
one’s head teacher. Some were quite hidden practices that formed part of the takenfor-granted way schools work - such as the lack of any recognisable celebration of



DFKLHYHPHQWIRUWKRVHZKRDIWHU7KHHYLGHQFHIURPWKLVFDVHVWXG\VXJJHVWVWKDW
the actions of individual professionals per se (such as careers advisers or guidance
teachers) while critical, are not the only things that we should be concerned about
when discussing young people’s transitions from school. School practices which
were indicative of the prevailing culture were critical in the way they allocated
rewards, enacted power, and worked as mechanisms of control and socialisation
(W]LRQL 3UHYDLOLQJDORQJVLGHDQGHPEHGGHGZLWKLQWKHVHULWXDODQGV\PEROLF
features, was the lack of a relevant curriculum for many potential leavers. The
exclusive practices and the lack of relevance in learning combined to make schooling
problematic. It is noticeable that exclusive practices were experienced through what
teachers and managers of schools did both outside and inside classrooms as well
as through the routines that are commonly considered ‘normal’ in so many of our
schools across the country. But what can be said that is common to this range of
experience in an effort to make recommendations or even begin the discussion on
policy changes?
One unifying feature of many of the practices mentioned by respondents was that
they appeared to position pupils as different from adults and, by default, precluded
VRPHIURPWKHYHU\LGHQWLÀFDWLRQVWKHVHOHDYHUVZHUHDIWHUEHLWDVOHDUQHUVWUDLQHHV
or employees. The analysis describes how the prevailing school culture symbolically
suggested to pupils if they were in a place that was trying to include them or not. The
absence of a relevant connection with work meant that, for trainees in particular, it
provided no context for learning about or participating in their intended trajectory.
For college students, the learning atmosphere and the way they felt valued were
more central but they too found little opportunity to explore college as a destination.
Schooling was, in effect, offering unequal opportunity for progression. Evidence
suggests that if schools are to be more inclusive of all learning pathways, they will
have to change their cultures, attempt to smooth the transition for those who are likely
not to stay on and equally celebrate progressions regardless of destination. They can,
in part at least, do this through addressing the relevance of the curriculum on offer
and by addressing the impacts of the ritual, attitudinal and symbolic aspects of their
routines. However, young people were acutely aware of the need for institutional
survival and were aware that this need may have compromised their progression.
This article sought to tease out the consequences of school culture particularly for
‘early’ school leavers and especially for those who opted to go to college. But it is
important not to reduce young people’s complex transition experiences into an overly
simplistic picture. The analysis about factors is best considered as but one strand in
DFRPSOH[ZHERILQÁXHQFHVDQGSURYLVLRQVRILQIRUPDWLRQIRUWKRVHLQWUDQVLWLRQ
Space here does not allow a full consideration of the importance of relations and
friends and the structured professional supports for those in transition. The data
need to be considered alongside current provisions in schools for careers education,
work experience, new curricular developments and the inter-relationships between
schools and other establishments. While individual professionals and some schools
came in for praise, it is apparent that these young people were not getting the best
from their system of secondary education. The strategy in this article has not been to
provide the expected account of what guidance teachers did, how important careers
advice was, or even to provide recommendations on how professionals might work
together better. Clearly, the relevant professionals must continue to provide support
recurrently and in a customised fashion (Roberts,1997). A universally delivered, more
holistic, and context sensitive approach to supporting vocational career pathways by
a variety of professionals would surely do well to take on board the sorts of concerns
young people noted. But the focus of the article has been the taken-for-granted
aspects of the effects of school culture and the relevance of curricula on offer. As
VXFKWKHFRQFOXVLRQVKRXOGUHÁHFWWKHYLHZWKDWWKHSUREOHPLVDWOHDVWLQSDUWPRUH
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GHHSURRWHGWKDQDQ\VXSHUÀFLDOFKDQJHLQSUDFWLFHE\JXLGLQJSURIHVVLRQDOV7KH
evidence suggests that individual teacher attitude was important and perhaps this
QHHGVWREHDGGUHVVHG &RUEHWW &DUULQJWRQ S VXSSRUWVWKHYLHZ
that inclusive schooling requires a different school culture but reminds us that the
task supporting diverse types of learners is a challenging one requiring a substantial
departure from teachers’ prior experience, established beliefs and present practice.
7UDGLWLRQDOIRUPVRILQVHUYLFHWHDFKHUHGXFDWLRQPD\QRWKDYHHQRXJKRIDUHÁHFWLYH
component to address this shift in practice and attitude.
It appears that school culture as these young people described it served to offer
them a limited construction of achievement for leavers and a restricted notion of
what it was to be a pupil/young-person-in-transition. Schooling offered limited
RSSRUWXQLW\IRULGHQWLÀFDWLRQ +DOO ZLWKWKHZRUOGRIZRUNDQGSDWKZD\V
other than staying on. The general everyday aspects of being a pupil had the more
profound effects through the way they precluded rather than opened up choice.
Wenger assures us that learning is an emergent process experienced in communities
RISUDFWLFH :HQJHUS 7KHFRQFOXVLRQZHFDQGUDZIURPWKLVWKHRUHWLFDO
XQGHUVWDQGLQJRIOHDUQLQJDQGWKHÀQGLQJVSUHVHQWHGLVWKDWDVFKRROWKDWDWWHPSWVWR
offer a relevant curriculum for all will be looking beyond its walls for partnerships.
In most schools visited, the hopes for Higher Still curricula in Scotland (Finnie
et al, 1999, p 179) had not yet fully realised and moves to develop education for
responsible citizenship were not yet enabling much exploration of identity of active
citizen. Ironically, or perhaps because of the phased nature of its implementation,
Higher Still was making some impact in delaying departure for those who were
¶PDUJLQDODFKLHYHUV· SRVVLEO\DFKLHYLQJRQHRUQR+LJKHUTXDOLÀFDWLRQV 7KHKRSH
is that more developed inter-school and school-college partnerships could provide
a better range of quality vocational course choices. Similarly, schools with strong
partnerships with parents, universities and employers will be better able to help
young people legitimately explore all of their abilities, experiment with alternative
LGHQWLWLHVDQGÀQGRXWDERXWOHDUQLQJFRQWH[WVRWKHUWKDQVFKRRO/DVWO\VFKRROVDUH
now legally obliged to concern themselves with pupils’ opinions about the practices
(structural, pedagogical as well as cultural) that impact upon them. Listening to
\RXQJSHRSOH·VYLHZVZLOOEHDQHFHVVDU\ÀUVWVWHSIRUVFKRROVZDQWLQJWRGHYHORS
more inclusive cultures.
NOTES
1. For example, it was interesting that the protocols required to interview pupils required more time,
paperwork and the consent of others than other respondents over compulsory school leaving age.
2. We took information source to mean a text, an event or a person who had provided direct or indirect
LQIRUPDWLRQWKDWKDGEHHQXVHIXOUHOHYDQWDQG WRYDU\LQJGHJUHHV UHOLDEOH:HWRRN¶LQÁXHQFH·
to mean any ‘force’, positive or negative, that attempted to, or had succeeded in encouraging,
discouraging, particular choices/pathways. In this paper, we draw mainly from data collected with
respect to what young people named as ‘factors’: the aspects which had or continued to have greatest
impact (whether positive or negative) on their transitions.
3. Only two participants took up the option of not taking part in discussions and contributed solely
in written form. There was the possibility that some features of transitions were not aired in group
discussions because they were too sensitive or private. The factors that were sometimes alluded to
but were left unwritten or undiscussed related to personal life events of an emotional nature (such as
a death of a loved one, marital problems in the family home, cohabitation with a partner) or illegal
activities (for example illicit substance use).
4. Factors not explored here accounted for about 20% of mentions and included friends, fear/anxiety,
age, geography, and boredom.
5. Trainees’ partners were included in the category ‘Relations’ because of their relationships were more
VWDEOHLQWLPDWHDQGLQÁXHQWLDOWKDQWKHER\IULHQGVRUJLUOIULHQGVRISXSLOVRUVWXGHQWV7KLVEHFDPH
WKHREYLRXVZD\WRFRQVWUXFWFDWHJRULHVRQFHWKHPRUHLQGHSHQGHQWDQGROGHUSURÀOHRIWUDLQHHVZDV
understood.
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 'DWDRQWKHUROHVRIWKHVHGLVWLQFWSURIHVVLRQDOJURXSVFDPHWRWKHIRUHZKHQ\RXQJSHRSOHJDYH
DFFRXQWVRILQIRUPDWLRQVRXUFHVDQGLQÁXHQFHVDQGDUHQRWSUHVHQWHGLQWKLVSDSHU
 06GHQRWHVPDOHVWXGHQWLQKLVÀUVWIHZPRQWKVRIDQ1&FRXUVHDWDIXUWKHUHGXFDWLRQFROOHJH
8. GM denotes interviewer. Evidence strongly suggested that work experiences were not long enough
and that guidance teachers were most important for in-school transition: the transitions of pupils
EHWZHHQIRXUWKÀIWKDQGVL[WK\HDUV3XSLOVQRWHGWKDWJXLGDQFHVWDIISURYLGHGUHOLDEOHDQGLPSRUWDQW
information and advice on subject choice (see also Howieson and Semple, 2000) and concentrated
‘on people who wanted to dae Highers’ (pupil’s comment). Other evidence suggested that guidance
teachers’ roles in careers affairs and PCET decision making was obstructed by their role in pastoral
care, and having to deal with absenteeism and inappropriate behaviour.
REFERENCES
$KLHU-DQG0RRUH5  3RVW(GXFDWLRQ6HPLGHSHQGHQW<RXWKDQGWKH3ULYDWLVDWLRQRI,QWHU
age Transfers: re-theorising youth transition, British Journal of Sociology of Education, Vol. 20,
No. 4, pp 515–530.
Ainley, P. (1991) Young People Leaving Home. London & New York: Cassell.
$YLV-  3ROLF\WDONUHÁH[LYHPRGHUQL]DWLRQDQGWKHFRQVWUXFWLRQRIWHDFKLQJDQGOHDUQLQJZLWKLQ
post-compulsory education and lifelong learning in England, Journal of Education Policy, Vol. 15,
No. 2, pp 18–199.
Ball, S. J., Maguire, M., MacRae, S. (2000) Space, Work and the ‘New Urban Economies, Journal of
Youth Studies, Vol. 3, No. 3 September 2000, pp 279–300.
Ball, S.J. & Vincent, C. (1998) I Heard It on the Grapevine: ‘hot’ knowledge and school choice, British
Journal of Sociology of Education, Vol. 19, pp 377–400.
Bates, I., Hodkinson, P., Unwin, L., Young, M. (1997) Towards a New Research Agenda for Postcompulsory Education and Training, Research in Post-Compulsory Education, Vol. 2, No. 3, 1997,
pp 313–317.
Beattie Committee (1999) Implementing Inclusiveness: Realising Potential. Edinburgh: Scottish
Executive.
Benhabib, S. (1992) Situating the self: gender, community and postmodernism in contemporary ethics.
Cambridge: Polity Press.
Bloomer, M. & Hodkinson, P. (2000) Learning Careers: continuity and change in young people’s
dispositions to learning, British Educational Research Journal, 9RO1RSS²
Carrington, S. (1999) Inclusion needs a different school culture, International Journal of Inclusive
Education, 9RO1RSS²
&OLIIRUG-  ¶2Q(WKQRJUDSKLF$OOHJRU\·LQ&OLIIRUG-DQG0DUFXV* HGV Writing Culture: The
Poetics and Politics of Ethnography. Berkeley: University of California Press, pp. 104–121.
Corbett, J. (1999) Inclusive education and school culture, International Journal of Inclusive Education,
9RO1RSS²
Duffner, B. (2001) Careers Service Review Committee Report. Scottish Executive: The Stationery
2IÀFH
(W]LRQL$  7KH5HVSRQVLYH&RPPXQLW\$&RPPXQLWDULDQ3HUVSHFWLYHAmerican Sociological
Review,9ROSS²
Field, J. (2000) Researching Lifelong Learning Through Focus Groups, Journal of Further and Higher
Education, Vol. 24, No. 3, pp 323–335.
Fielding, M. (2000) Community, philosophy and education policy: against effectiveness ideology
and the immiseration of contemporary schooling, Journal of Education Policy, Vol. 15, No. 4, pp
397–415.
Finnie, C., Findlay, I., and Ridler, C. (1999) The Effects of School and College Cultures on Young people’s
Decisions to Stay On or Move On, Scottish Educational Review, Vol. 31, No. 2, pp 173–180.
Foskett, J. (2001) What of the client’s-eye view? A response to the millennium review, British Journal
of Guidance and Counselling. Vol. 29 No. 3, pp 345–350.
Foskett, N. H. & Hemsley-Brown, J. (1999) Invisibility, Perceptions and Image: mapping the career
choice landscape, Research in Post-compulsory Education, Vol. 4 No. 3, pp 233–48.
Furlong, A. and Cartmel, A. (1997) Young people and social change: individualization and risk in late
modernity. Buckingham: Open University Press.
Giddens, A. (1984) The Constitution of Society. Berkeley: University of California Press.
Hodkinson, P. and Sparkes, C. (1997) Careership: a sociological theory of career decision Making, British
Journal of Sociology of Education, Vol. 18, No. 1, pp 29–44.
Howieson, C. and Semple, S. (2000) The evaluation of guidance: listening to pupils views, British Journal
of Guidance and Counselling, Vol. 28, No. 3, pp 373–387.

99

+DOO6  ,QWURGXFWLRQ:KR1HHGV¶,GHQWLW\·",Q3GX*D\DQG6+DOO (GV Cultural Identity.
Thousand Oaks and London: Sage.
James, A. L., and James, A. ( 2001) Tightening the net: children, community, and control, British Journal
of Sociology Vol. 52, No. 2, June 2001, pp. 211–228.
Jones, G. and Bell, R. (2000) Balancing Acts: Youth Parenting and Public Policy. York: Joseph Rowntree
Foundation/YPS.
Keays, W., Maychell, K., Evans, C., Brooks, R., Lee, B. & Pathak, S. (1998) Staying On: a study of
young people’s decisions about sixth forms, sixth-form colleges and colleges of further education.
Slough: National Foundation for Educational Research.
Langford, W., Lewis, C., Solomon, Y., and Warin, J. (2001) Family understandings: Closeness, authority and
independence in families with teenagers. Tavistock Place, London: Family Policy Studies Centre.
Lave, J. & Wenger, E. (1992) Situated Learning: Legitimate Peripheral Participation. Cambridge:
Cambridge University Press.
Looker, D. E. and Dwyer, P. (1998) Rethinking Research on the Education Transitions of Youth in the
1990s, Research in Post-Compulsory Education, Vol. 3, No. 1, pp 5–25.
McDowell, L. (2001) Young men leaving school: White working class masculinity. York: Joseph Rowntree
Foundation/National Youth Agency.
0DQJDQ-$GQHWW1DQG'DYLHV3  0RYHUVDQG6WD\HUVGHWHUPLQDQWVRISRVWHGXFDWLRQDO
choice, Research in Post-Compulsory Education,9RO1RSS²
Meadows, P. (2001) Young Men on the Margins of Work. York: Joseph Rowntree Foundation/YPS.
Munby, H. (1984) A qualitative study of teachers’ beliefs and principles’. Journal of Research in Science
Teaching, Vol. 21 , pp 27–38.
Nespor, J. (1987) The role of beliefs in the practice of teaching. Journal of Curriculum Studies, Vol.
19, pp 317–328.
Raffo, C. and Reeves, M. (2000) Youth Transitions and Social Exclusion: developments in social capital
theory, Journal of Youth Studies,9RO1RSS²
Roberts, K. (1997) Prolonged Transitions to Uncertain Destinations: the implications for careers guidance,
British Journal of Guidance and Counselling9RO1RSS²
Room, G. (1995) Beyond the Threshold: the Measurement and Analysis of Social Exclusion. Bristol:
Policy Press.
5RVH*  6LWXDWHG.QRZOHGJHV3RVLWLRQDOLW\5HÁH[LYLWLHVDQG2WKHU7DFWLFVProgress in Human
Geography, Vol. 21, No. 3, pp. 305–320
Rudd, P. & Evans, K. (1998) Structure and agency in youth transitions: student experiences of vocational
further education, Journal of Youth Studies,9RO1RSS²
6FRWWLVK2IÀFH  Opportunity Scotland. A paper on lifelong learning.7KH6WDWLRQHU\2IÀFH3UHVHQWHG
to Parliament by the Secretary of State for Scotland. September 1998 ISBN 0 10 140482 4
6FRWWLVK2IÀFH  Opportunities and Choices. A consultation paper on post-school provision for
16-18 year olds.7KH6WDWLRQHU\2IÀFH,6%1;
Shields, C. M. (2000) Learning from Difference: considerations for schools as communities, Curriculum
Inquiry, vol. 30, No. 3, pp 275–294.
6ZLIW3  )RFXVLQJRQ*URXSVLQ6RFLDO3ROLF\5HVHDUFKGroupwork, Vol. 9, No. 2, pp 154–

7DWDU0  6LJQLÀFDQWLQGLYLGXDOVLQDGROHVFHQFHDGROHVFHQWDQGDGXOWSHUVSHFWLYHVJournal of
Adolescence,9ROSS²
Watts, A. G. (2001) Career guidance and social exclusion: a cautionary tale, British Journal of Guidance
& Counselling, 9RO1RSS²
Wenger, E. (1998) Communities of Practice: learning, meaning and identity. Cambridge, UK: Cambridge
University Press.

100

