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Abstract

The research reported here was commissioned in 2003 by the UK Department for Education and Skills to consider the influence of the school on the decision to participate in learning on completion of compulsory schooling. A national sample of twenty-four schools across the UK participated in this study.  Research methods included focus group interviews with 1152 students aged fourteen and fifteen; interviews with head teachers; heads of year and careers advisors in each of the twenty-three schools and parental questionnaires for each student interviewed. The paper considers the findings of the project in terms of the impact of educational interventions on young peoples’ decision making processes and finds that young people require experience of, rather than ‘cold’ information about, their post-school options.  Young people seek to gain security and confidence in there decisions, to manage the risks, by gaining first hand experience or relying on trusted relationships and social networks.
Introduction 
The relatively low UK levels of participation in education and training beyond compulsory schooling are recognized as an area for improvement by the Government of the United Kingdom.  The United States has 81% of seventeen year olds enrolled in upper secondary education, while the United Kingdom has 71% of seventeen year olds in the equivalent phase of schooling. The mean for OECD member countries is 79% of seventeen year olds (Organisation for Economic Co-operation and Development and Centre for Educational Research and Innovation, 2001).  It is within this context that the research reported here was commissioned by the Department for Education and Skills to consider: the influence of the school on the decision to participate in learning beyond the statutory school leaving age. The issues explored in this paper originate from this research aimed to enhance understanding about the role of the school in shaping the perceptions, and hence choices of post-16 pathways amongst young people. The study aimed to identify the nature and influence of school-based factors in the choices of young people about their post-16 education, training and career pathways

Theoretical framework
The overarching theoretical position that frames this paper connects to the work on

reflexive modernization (Giddens 1991; Beck, Giddens et al. 1994). There are similarities between the interpretations of these social theorists and accounts of experiential learning (Boydston Jo and Dewey 1983; Kolb 1984; Boud 1985; Jarvis 1992) that are articulated in the field of adult education.  Dyke (1997) has sketched the parallels between the need for reflection in learning and the reflexive nature of late modernity.  It is within a cultural landscape of risk, uncertainty and rapid social change that young people are expected to make long term decisions related to their education, training and career choices. Young people can no longer rely on tradition and the past economic employment patterns of their parents and communities to guide their education, training and career decisions. These decisions need to be taken in an economic context of flexible labour markets where ‘jobs for life’ are regarded as a feature of a past industrial age. Amidst such uncertainty young people need to steer their way through what in the UK can be complex educational markets where some educational providers act as gatekeepers carefully selecting young people while others are actively marketing and seeking to recruit. 
The work of Bourdieu (1986) on social and cultural capital can provide a framework for understanding of how social networks and cultural capital shape the habitus of individual students and impact on their decision making.  Such an approach has been adopted by Ball (1996) and Stephen Ball’s paper (1998) with reference to ‘hot’ and ‘cold’ information has strong parallels with the findings presented here.  The conceptual tools of Bourdieu could be used to interpret our findings and interviews with young people.  However, the emphasis in this study is on the dynamic interplay of how structural or contextual influences and individual agency shape choice and decision making.  Our interpretation of the data in this study does not suggest social and cultural capital impact in a straightforward and deterministic way.  The young people we interviewed appeared to both reproduce and actively create new forms of social and cultural capital.  Issues of risk and trust would also appear to shed some light on their decision making processes.  This paper therefore seeks to make sense of young peoples’ decision making partly through the lens of late modernity and self identity provided by Giddens (1991).  The study reported explores the perceptions young people; it considers their attitudes and responses to educational interventions aimed at enabling them to navigate their way beyond compulsory schooling.

Methods, techniques; modes of inquiry;

The study was designed as a qualitative study based in a sample of case study schools chosen to represent a broad picture of school settings in England. The total sample size was determined in part by the operational constraints of the Project, and was originally determined to be 20-25 schools across some 7-10 local education authorities (representing approximately 10% of authorities). In order to identify appropriate schools a sampling grid was developed and the following selection criteria applied.

1. All schools in the sample should demonstrate rising attainment rates at GCSE

level.

2. Half of the sample schools should demonstrate rising post-16 participation rates, and half should show stable or declining participation rates.
3. Half of the sample schools should have their own sixth forms and half should be schools without their own sixth forms.
4. Half of the sample schools should have high proportions of parents of high socio-economic status (SES), as identified by data on the number of pupils receiving free school meals, while half of the schools should have low proportions of parents of high socio-economic status.

5. The schools should represent three groups of local education authorities; metropolitan, urban unitary authority and shire counties.

The schools identified as appropriate to each criterion were approached directly to participate in the study, with ‘reserve’ school drawn in to replace those that declined to participate. The final sample comprised 23 schools drawn from 10 local authorities. Data was collected from 1152 students and 69 professionals including Head teachers, Head of Year and Head of Careers.

Data sources and evidence;

Data collection was undertaken using the following approaches in each sampled school:

a. Focus groups and questionnaires with Year 10, Year 11 and Year 12 pupils.  Pupils were given a questionnaire to complete at the start and the end of the focus group interview.  The questionnaire provided biographical data and an opportunity to for individuals to express their views independently of the focus group. 
b. Face to face semi-structured interview with the school’s Head Teacher, Head of Year and senior careers teacher.  These interviews explored the same territory as the focus groups examining school interventions on Post-16 choice and the participants’ perceptions of the impact of these policies.
c. Postal questionnaires for parents to were also sent out following the focus group interviews.
d. Telephone interviews were conducted with a sample of pupils once they had left compulsory schooling.

All focus groups and interviews were recorded and later transcribed and encoded with the use of Computer Assisted Qualitative Data Analysis Software.  The coding was moderated by the course team and inter-coder reliability checked through sampling.  The key themes identified below were drawn from the overall coding patterns across all schools. 
Key findings
There is a tendency, amongst the young people we interviewed, to seek out authentic experiences and rely on trusted sources rather than reference information driven by the marketing imperatives of institutions.  Although we are said to be living in the information age the young people we spoke to relied on their direct experience or trusted social networks to guide decision making.  The World Wide Web, brochures and ‘official’ sources of information advice and guidance were of secondary importance to direct experience or the mediated experience from ‘trusted’ sources.  Didactic or transmission modes of teaching in specialist lessons in Personal Social and Health Education (PSHE) or careers education was not considered by young people to be as influential as first hand primary experience or the secondary experience of others.

Internal information for supporting pupils’ choices and decisions was considered as relatively unimportant by a majority of pupils in most schools. This was related to a number of issues. Staff in schools talked of a general decline in the reading culture of pupils. The pupils themselves described internal information as coming in unmanageably large chunks or, more directly, as something they had little interest in as long as it involved reading.  The pupils we spoke to seek first hand experience and direct engagement with post-16 options.  Where schools provided informational models with an emphasis on leaflets, libraries, web pages and ‘teacher talk’ these were reported to have had less of an impact on decision making than experiential activity.
Perhaps the most surprising result of all was the perceived importance of the schools’ career guidance and support in the choice processes of these pupils. Only a very small minority of pupils felt that school career guidance and support had helped them sufficiently in their choices and post 16 decisions. Career guidance and support was described negatively, by pupils. A small sample of pupils’ comments about this issue will serve to illustrate the level of dissatisfaction pupils have with this aspect of the schools management of post-16 choice and decisions.

Careers guidance in this school does not help a thing, we are always

asked to fill in targets every time  and the teachers don’t seem to know much about anything else other than their subjects.
Most of the time we are asked to visit the library and read about

careers. We get tired of reading the same material every time and

some of the books are quite old.

All we do in PSHE is fill in endless forms and targets and we always get sent to

the library to have a go at the computers. Nothing ever comes out of PSHE.
Despite schools doing their best to provide careers and post 16 learning information in libraries, many pupils, while acknowledging its presence, indicated only a limited use being made of it.  Work experience was the single most important intervening agency organized by schools in the choice processes of the majority of pupils across all schools. Many pupils acknowledged the fact that work experience was important both in affirming their post 16 decisions and also in gaining experience of the world of work. This should however not overshadow the negative experiences some of these pupils reported in relation to work experience. A sizeable number talked of ‘unmet expectations’, the boring and routine nature of work, and having to work long hours for little or no reward. Work experience made a significant contribution in enabling pupils to make relatively informed decisions about both those careers they wanted and did not want to pursue.
I started thinking about these (subject choices) quite recently. I wanted to go into law but then changed my mind after work experience.  So for about two months I have been thinking about these (subjects choices) because I enjoy science.

I worked in a playgroup. It was ok but I didn’t really like it because I thought I might like to do that when I left school but now changed my mind.

Yeah. It told me what I didn’t want to do and what did want to do. … Yeah cos I was going for engineering and its made me decide which part of engineering that I was actually going to do.
.
It (work experience) completely changed my mind because I went to an infant school and now I want to become a primary school teacher

The preference for a more experiential approach to learning related to Post-16 decision making is illustrated in the students’ positive response to a drama group that toured many schools.  The drama activity role played different students’ at various stages of decision making, students clearly identified with the characters and activities that stimulated their own thinking. The following piece of dialogue was typical:

Student: We had a theatre production thing from connexions and they did a play giving you options but through drama. That was good.

Student: It was funny but it got the point across. I think more people understood it that way.

Student: It’s better than being just told and giving leaflets that we probably won’t read anyway.

Students (laughter)

Interviewer: So sometimes you get these materials but you don’t read them?

Student: Not really you usually get some huge book that they expect you to read.

Students: We don’t want to read leaflets.
Educational interventions that start with where the students are at and connect with their lived experience by providing more tangible and real experience of what it means to study post-school are most likely to have an impact on decision making.  Students valued visits to post 16 providers, taster courses for new subjects, meeting people such as students and staff from colleges.  In schools with not post-16 provision there was more likely to be a rich diet of post-16 learning experience:
I found visiting the college made a difference to me.  You read the brochure and think that sounds great and then you look around and think I don’t like it. (pupil at a low SES school with no sixth form).
Our school arranges for us to visit …colleges when they have their

open evenings and we find this very useful… (it) helps us to make up

our minds about what to do next and we can also compare what

different colleges offer before we make up our minds

(pupil at a school with no sixth form, stable post-16 participation rates,

in a high SES locality)
This contrasts with the views of pupils in schools with their own sixth form:

…we do not get much information from other sixth form providers or colleges. If we need that information, we have to find it ourselves. The school would rather we stayed here for sixth form

(school with a sixth form, rising post-16 participation, and in a high

SES locality)
Pupils in schools without a sixth form tended to judge the advice and guidance functions of their schools as being more impartial than those in schools with a sixth form.  This confirms findings by Witherspoon (1995), Hagell and Shaw (1996) Morris et al. 1995, Shaw and Bloomer (1993) and Taylor (1992).   Students were acutely aware of the marketing strategies of schools and other post-16 educational providers. They were keen to receive what they perceived as impartial advice and guidance through first hand experience or by canvassing the views of trusted sources such as friends relatives and favoured teachers.  An awareness of the lack of impartial information, advice and guidance was acknowledged by a Headteacher of more student centered school, with no sixth form, who suggested that there was a tendency for post-16 education and training providers to treat young people:

“…as objects that you have got to get rather than people that you have to serve.”
The experience of effective subject teaching and inspirational teachers was a key influence on the decision to participate in post-16 learning and the choice post-16 options.  Improving the quality of school and post-school learning is a key to increasing participation post-16.  Pupils talked about the impact of individual teachers on their decision to stay on:

Teach with enthusiasm for their subjects …  make learning fun …, provide loads of real examples … make learning relevant to everyday experience … They are open- minded and allow you to make mistakes. …  The lessons that I enjoy I’m taking on in sixth form. (Aspects identified from several descriptions of teaching which influenced post sixteen decisions of pupils).

It should, perhaps, be no surprise that teachers who are proud of their school and enthusiastic about their subject encourage students to stay on with them. However, the lack of available impartial advice, support and guidance is a recurring theme in the focus group discussions and one that presents a paradox.  Teachers’ enthusiasm for their own subject is a key influence on decision making and post-16 participation but also a potential barrier the provision of impartial information advice and guidance. The significance of good teaching and the consequent influence of teachers on post-16 choice is evident in an interview with a Head of Year 11 who does not perceive the role of the teacher as providing impartial information advice and guidance:
I think, it’s not always, but I think there’s an awful lot to be said about certain teachers having a massive influence on where a child goes. It doesn’t work for all but we’ve got a fantastic History teacher and they love History, they absolutely love it, and we had a Year 11, come back from last year and she went on to do History at college, and she comes back and she says, “Its so boring History at college, it’s not like Mr. D..’s lessons which were exciting.” So he clearly influenced her to go on and do History, and yet she’s actually quite disappointed. ……. So I think teachers and the way that they teach a subject can have an influence. Well that’s their job, isn’t it? At the end of the day, we try to influence them to love the subject the way that we do.
Teachers were seen by pupils as champions of their subject; the quality of their teaching influenced the subject choices pupils make post 16.  It was evident in the focus groups that a pupil’s orientation to their post-16 pathway was moulded by their perception of their capability and teachers expectations. Their position in a hierarchy of ability groupings had a fundamental influence on their expectations and consideration of post-16 options. These expectations limited the choices pupils thought were open to them and framed their decision-making. For example, students with low GCSE expectations did not appear to consider the possibility of re-taking GCSE’s at college and progressing to A’ Level, they tended to rule out any form of academic rather than vocational pathway.  
Teacher expectations interact with the ‘street’ wisdom of the young people and the ways in which they respond to these expectations and define each other.  In Willis’s

study of ‘Learning to Labour’ (1997) the ‘lads’ enjoyed the prestige and status associated with leaving school and entering the word of adult work and were equally dismissive of conformist children they called ‘ear-‘oles’. In 2003 this study detected similar cultural positions and demarcations; the terms ‘lads’ and ‘ear-‘oles’ being replaced by pupils defining each other as ‘boffins’ and ‘duffers’. For the majority of children a key task was to navigate a path through school that kept them out of either category. Many teachers in this study expressed concern, in some cases despair, about the people and criteria pupils relied upon to make decisions about their future. It was not clear that the benefits that young people perceived to accrue from education were as teachers and parents might hope. They can be related to how ‘cool’ the choice is perceived to be, the prestige associated with the choice and the ‘fashionability’ (Foskett, Lumby and Maringe, 2003) of the chosen pathway in the post-16 market.  Such benefits are often seen by pupils as short term and act as a powerful force to steer their decisions towards specific options in the post-16 market.  The young people we spoke to seemed to have a high level of what might be termed media-literacy; they were keenly attuned to sources of bias in official sources of media and information.  As a consequence they tended to seek trusted sources of impartial information advice and guidance clearly for which they turned to friends, family and specific teachers.  Friends are a key source of influence:
A couple of my mates do plumbing and they get a lot of money.  They didn’t do good in their GCSE’s and now they are on loads – money.  So that is what I want to do because I don’t think I will do well.
My parents and other people, who have gone to college and University, asking them about it.

Well I suppose it sounds rather sad but I did choose the college that I am going to because my mates are going there.

There are a couple of people (friends) who I really get on with and I love to pieces and they have said that I should do it, so that has pushed me to do it and fill in my forms. Because I trust them and really like them I believe I can do it.
There is another paradox here. Some of these trusted friends that enable young people to make decisions may in themselves represent a risk and are not necessarily the reliable source of impartial advice and guidance the young people need.  There is a clear potential for such social capital to lead to cultural and economic forms of reproduction.
Conclusions

School leavers in the UK face a bewildering range of choices at sixteen; a need for a rationalization of provision has long been recognized (Dearing 1996). There are a multifarious range of qualifications, courses, subjects and a number of different types of education and training providers including school sixth forms, a variety college and work based learning organisations.  The complexity of post-16 learning in the UK was acknowledged by a Head teacher of a school as an issue for his staff:  
 So for example I think many teachers are as bewildered as many parents as to what [post sixteen] qualifications are. …  The school is part of a 14-19 pathfinder project and one of the things that we have actually identified in that is to do a lot more work to train our teachers in understanding the world of post 16 learning so they are better informed.
The most straightforward choices are made by those students in high SES schools with a sixth form who wish to pursue an academic pathway in their current school.  They are familiar with the school, subjects offered and teachers, they have a good idea of what to expect from post-16 learning.  For these young people Year 11, their last year of compulsory schooling, flows naturally into the ‘sixth form’ as Year 12 and Year 13.  Our study suggests that these pupils know and accept that the information, advice and guidance provided by the school are not impartial.  On the other hand young people in low SES schools with no sixth form who, at sixteen, can seek employment or follow an academic or vocational pathway, study in colleges or other education and training providers are confronted with complex decisions.  These young people need to assess unfamiliar institutions, processes and settings and decide between different colleges, subjects, qualifications, programmes of study as well as adjust to new teachers and often different approaches to teaching.  It is therefore the young people with less educational capital that face the most complex decisions and risks. 
A key conclusion from this report is that young people need less didactic ‘information’ driven approaches to post-school information, advice and guidance. Young people tend

to respond to official information sources critically and are sceptical about providers marketing interests. Instead they would prefer to have direct experience of their post-16 options, they need to get closer to what it means to work in an industry or study a given

programme, specialist subject or attend a particular institution. They need to meet people, visit the places and have opportunities to share and reflect on these experiences in the company of others, preferably supported by their school. Such experiential learning

is accepted in other aspects of education but clearly in the UK context there is scope for extending its application as a means of supporting student’s decision making and post-school  transitions. 
Experiential learning activity such as work experience, drama workshops, interaction with local colleges are successful in getting young people to think about their post-school options.  This raises questions of a need for ‘post-16 learning experience’ along the lines of work experience.  That is policies that enable young people to get a taste of what it means to participate in post-school learning.  These could provide a means by which the UK can raise participation in post-16 learning of under-represented groups.  A number of schools in our study were actively experimenting with approaches to 14 -19 year olds education aimed at increasing Post-16 participation in the UK.  These were schools, without their own sixth form, that were student centered in their orientation and actively seeking to provide impartial information advice guidance together with experiential post-16 learning activity.  The following examples endorse the type of activity that pupils we interviewed would like to experience:
Right, we’ve got an improving programme where we’re trying very much to look 14-19 and in fact trying to get away from the fact that 16 is a finish point. That it’s just another sort of marker along the way. We’ve had training, information for tutors led by the College tutors, we’ve had college tutors working with Year 10 and 11’s tutor groups on this site, we have plans next year to use college students to deliver part of those programmes. We’ve also had situations where groups of students have been taken off timetable here down to the college site for a specific look at courses. (Headteacher)

We’re offering some quite different routes for young people that involve learning at colleges, ‘X’ College to do things like critical thinking skills, most commonly ‘Z’ College where they do vocational courses. I’m sure from ‘Z’ College’s point of view that those young people that go to them for taster skills are much more likely to continue with them because of that experience and it does concern me that we may well be giving young people too much of a steer in one direction rather than another. The thing that you don’t want to do to a 14 year old is put shutters down and close doors but equally you have to be realistic about a child still at level three in the curriculum is unlikely to make it to university and they need to do something appropriate. So it is getting that balance right between actually offering guidance and actually limiting choices, which is a real worry when you have as much choice as we have at key stage 4   So there is a big obligation there to make sure people are thinking, their parents are aware, that you can be as alive to the young person as possible. (Headteacher)
These examples represent pilot studies for the reforms advocated by the Tomlinson Report (2004) and a 14-19 curriculum in the UK.  These interventions are consistent with the demand, from students, for experiential learning activity that bridges the gap between existing pre-16 and post-16 provision in the UK.  At the time of writing the Tomlinson Recommendations have not been accepted in full by the Government.   A key recommendation of our research report for the Department for Education and Skills was that “An information led careers curriculum should give way as far as practicable to an experience based one which incorporates the full variety of activities that engage the minds of young people more meaningfully and productively.” (Foskett, Dyke Maringe 2004:82).
This study supports the findings of (Ball 2003) who noted a mistrust of ‘cold’ information and reliance on ‘hot’ knowledge that connects with young people’s life experience. Similar distinctions were accepted in the college to University transitions noted by Archer (2003). In the information age young people, in this study, still tend to rely on experience and social relationships; they certainly  were not inclined to seek information, advice and guidance from official sources on the World Wide Web and we had no reference to unofficial web sources of ‘hot’ knowledge such as chat or messenger services being used. As with Ball (1998) the pervasiveness of the references to direct experience or social networks and trusted relationships were evident in the transcripts and responses to questions about influences on decision making.  Ball and Vincent describe the grapevine of hot knowledge as: “The grapevine is fickle and a school which may be flavour of the month … one year may lose its flavour in subsequent years” (1998:379).  Teachers we interviewed expressed concern about such sources as a basis of decision making about post-16 learning.   The problem for teachers is that such knowledge is often seen as more trustworthy than official sources.  Education organizations need to be more sensitive to the reflexive way in which young people interact with their environment, official information, how they make sense of their own direct experience and the experience of those they trust.  

Giddens (1991) characterize late modernity as a time of uncertainty and risk.  A period where individuals actions cannot be guided by tradition, custom and practice alone, where there are many competing claims to authority a “pluralism of expertise” (1991:195).  Giddens’ suggests this plethora of expertise has replaced the reliance on ‘an authority’, these competing claims to expertise and ‘what is best’ produce a condition of scepticism and doubt for individuals.  Such forms of scepticism could be said to be evident in the student response to official forms of information and the expert systems they represent.   Economic transformation in a digital age has provided a shorter shelf life for many work related skills and qualifications. It can be said that young people face a more uncertain future and thereby a need for lifelong learning and adaptation in a rapidly changing world.  Decisions related to careers and education represent substantial risks, the economic gains from the deferred gratification of extended study are uncertain and rationalizing choice on this basis is difficult; we are expecting young people to crystal ball gaze and predict labour market futures.  These potentially life changing decisions, we ask of young people, represent what Giddens refers to as ‘fateful moments’ for individuals.  Times of decision that are characterized high consequent risks that impact on self identity, future lives and ambitions (Giddens 1991:112).  Educational examples of fateful moments are cited “Other examples are: taking exams, deciding to opt for a particular apprenticeship or course of study …..”  (Giddens, 1991:113).  People have a tendency to seek or rely on expert opinion when confronted with fateful moments.  The frustration young people express with official sources, and careers guidance in particular, could relate to their desire to get answers and make clear cut decisions, yet these high consequence decisions are rarely straight forward and unproblematic.  They may involve a leap into new territory and thereby threaten an individual’s security in what they know with potential consequences and risks are ultimately the young persons own. There is a contrast here with the following of tradition, treading in the footsteps of ones parents.  In a rapidly changing world young people have more opportunity to unshackle themselves from the traditions of past generations.  These new freedoms are ambivalent, accompanied by new risks and threats to ontological security. As noted above it is the children in from high social economic backgrounds drifting into the expected continuation of academic study and University who may be following well trodden pathways familiar to both themselves and their parents; they more are able to defer these fateful moments and exposure to risk.  While not high consequence risk in any life threatening sense these decisions are real, class differentiated, and may have profound consequences for individual life chances.  

Rather than interpret young peoples decisions through models of economic rationality or human capital  theory (Becker 1975).  Or explain behaviour as determined by social and cultural reproduction using the powerful tools of analysis provided by Bourdieu (1986).   It is possible to offer an interpretation of our findings with reference to Giddens (1991) conceptualization of reflexivity, risk, trust and ontological security.  Young people construct their self-identity, their life-styles in the here and now through these fateful moments.  Decisions are taken in a high risk and changing environment where there is no guarantee that study will provide deferred economic gratification. It may therefore be quite rational for young people to make decisions on the basis of social networks and their perception of more tangible short term gains; such as friendship networks, lifestyle choices and what is considered prestigious for their cultural or sub-cultural group.  It is through such cultural relationships that people can establish a degree of ontological security. Giddens talks of trust residing in abstract social systems (1991) as a means of providing security, confidence and trust in their knowledge of the world.  It would appear that for the young people interviewed, trust and security derived from their own experience, social networks and through trusted relationships.  There is a paradox here too, young people in seeking to manage risks and gain security through personal recommendations and the experience of others are turning to sources of knowledge that are themselves risk laden.  This socially embedded knowledge may simply provide a form of cultural reproduction that bounds an individual’s horizons; equally they may generate and open up new forms of economic and cultural capital. However ambivalent the consequences, it seems that local cultural information and immediate social networks rather than expert educational systems are an important basis of decision making for young people entering a world increasingly characterized by globalization.  

The young people we interviewed navigated their way through ‘fateful moments’ with reference to their own direct first hand experience and a reliance on their social networks and social identities.  This may not be the individualization associated with Giddens and Beck’s version of reflexive modernity (1994).  However, the reflexivity and fluidity of the decision making is evident.  Relationships of trust are central to the process and these tend to be based in personal social relations rather then abstract expert systems.  It is the personal experience; social networks and relationship that offer young people some confidence in their decisions and a sense of security that they have embarked on the right road.   A challenge for education is in the words of a Head teacher ‘to be alive to the young person as possible’, to try and understand the complexity of their decision making processes:  build relationships of trust and find imaginative ways of providing genuine authentic experience of post-16 learning on which young people can reflect make more knowledgeable decisions.   
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