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Glossary
Foreword

Action on Access was commissioned in 2007 by the HEFCE to develop some initial work on a framework for Aimhigher into a full-scale feasibility study which would inform both Guidance for Aimhigher and the development by Partnerships of strategic and operational plans for 2008-2011. We are extremely grateful to Dave Coppock, Regional Aimhigher Manager for the East Midlands, who has led this work, to the six consultants and Partnerships who helped develop the progression framework and to the members of the Steering Group and others who helped shape it.

Although principally developed as guidance for Aimhigher partnerships, the Progression Framework has received positive feedback from higher education institutions (HEIs). The widening participation (WP) community is already expressing interest as part of universities’ own approaches to outreach work. In a recent speech John Denham said that the next phase in widening participation must be collaboration “to form deeper, longer-term relationships which last for years rather than days” and which are “based on shared aims and objectives that build systems, processes and structures for success that lasts”. Universities engaging directly with schools in a sustained way can make use of the progression model approach to prepare students for higher education, in particular, the priority groups identified in, ‘Higher education outreach: targeting disadvantaged learners’ guidance (HEFCE 2007/12). Equally importantly, HEI widening participation teams may wish to consider how their own outreach work links with Aimhigher progression model planning. In this report we have used Framework to denote the overarching concept and principles and models to indicate local interpretation and delivery. 

The Steering Group is pleased to present this report to the HEFCE, which is available on the Action on Access website together with the Guide for Practitioners. 

Rhiannon Evans                                       

Director of Action on Access & Chair of the Higher Education Progression Framework Project Steering Group

Executive Summary

Many Aimhigher partnerships are adopting a planned, integrated, sequential and progressive approach to raising aspirations and attainment, and improving progression for learners which have been identified in the guidance document, ‘Higher education outreach: targeting disadvantaged learners’ (HEFCE 2007). The Higher Education Progression Framework Feasibility Study has examined examples of this approach, in order to identify best practice and offer guidance to encourage partnerships to move towards adopting a ‘progression model’ method of delivery in the next phase of Aimhigher. The Guidance for Aimhigher 2008-11 (January 2008) recommends the development of progression models and the importance of associating transition-related learning outcomes and milestones with the various phases of education experienced by a learner. Strategic and operational plans will need to address the ways in which partnerships will develop co-ordinated programmes for learners with partner schools, colleges and HEIs.

This Report offers some guiding principles and outlines characteristics which can underpin further developments. Learner progression models provide benefits for the learner, the institutions (schools, colleges and higher education), and Aimhigher through the coherence they bring to programmes. This can be achieved irrespective of the organisational and operating structures adopted by individual partnerships because the quality and depth of the relationship between key stakeholders is a much more important factor in the success of a progression model than the structure. This has been one of the key findings of this study and is the strength of many developing models. Other key findings central to the development of a successful progression model include giving particular attention to learner needs and learner outcomes, and understanding the wider educational context at both the local and the national level.

Included with the Report is an exemplar Higher Education Curriculum Map, which suggests that delivery needs to operate, as far as possible, like a transition curriculum developing skills to facilitate both progression to, and success in, higher education (HE). The curriculum is based on specific learner outcomes (and associated activities to deliver these outcomes) relating to the stages of a learner journey towards HE. It is not intended to be prescriptive and other experiences might make an equivalent contribution to the learner journey and outcomes. In addition, it is the responsibility of schools and colleges to make decisions about the final shape of their progression curriculum and the ways in which learners fit within it, since they are responsible for planning the curriculum for young people. The curriculum should be simple and easy to deliver. What is also important is that activities are sequenced in order to deliver identified learner outcomes at particular phases in that journey. As far as possible the schedule of activities and experiences should be personalised to enable learners, schools, colleges and partnerships to devise their own sequence of activity. 

The example curriculum is designed for learners under 19 and suggests a three phase approach: an introductory phase prior to Year 10; a developmental phase around Years 10 and 11, and a consolidation phase for post-compulsory learners. As such the curriculum is very much school- and college-focused, and could be used to support key stages. Learners aged 13-19 are a key target group for Aimhigher and the focus will remain on this group. However, it would be possible to develop a similar curriculum for other groups including adults re-entering education, apprentices, those in employment, etc. which is not age- or phase-related and which could be delivered in a shorter timeframe. The learner outcomes could be adapted to meet the specific needs of these groups.  

The Feasibility Study has evaluated best practice in a number of current and proposed co-ordinated programmes in order to develop guidance to partnerships. The Higher Education Progression Framework has evolved around the following vision and core principles:

The Vision
The Higher Education Progression Framework provides a set of principles and characteristics to guide partnerships and institutions in moving beyond one-off WP interventions to a sequence of experiences for learners within a sustained and planned programme “integrated with the activities of the wider learning community of schools and colleges”.
 

Core Principles

The Higher Education Progression Framework seeks to provide guidance based upon the core principles that any progression model should:

· be targeted at designated cohorts or individual learners (and their influencers), who will be supported throughout a clear learner-centred journey which adds value in terms of specific outcomes

· extend choice and ensure impartiality, most notably at key transition points

· deliver clusters of activity which are flexible, locally determined and learner-focused, ensuring coherence across providers and adding value to the activities of partners, other frameworks and improvement plans

· seek to demonstrate a robust evidence base which evaluates the impact of a sequence of activities on progression and attainment and which articulates with local systems to track learners 

· be cost effective.

Recommendations

As Section 4 of this report has indicated, the work carried out through the feasibility project is only the beginning. Consultation and dialogue will continue with Aimhigher partnerships, universities, schools and colleges and the progression framework will evolve and develop.

The Steering Group therefore recommends the following actions so that refinements and changes are captured and issues and findings related to the implementation are logged and shared.

It is recommended that:

· A group is set up under Action on Access to take an overview of developments, to gather evidence from plans and report progress, gather case studies and disseminate good practice. Membership should include Aimhigher, university widening participation leads and LA/school representatives including Borough Co-ordinators. 
· The group would make periodic reports to appropriate HEFCE/DIUS groups or appropriate committees. 
· The annual Aimhigher monitoring and evaluation reports should include reference to progress on the Higher Education Progression Framework. 
· Action on Access should work with the Aimhigher National Communications Resource Team to ensure that their communication strategy includes branding of the Higher Education Progression Framework. 
· HEIs, schools and colleges should be supported in the development of the progression framework for their outreach programme and be encouraged to adopt it, where appropriate. 

· Resources for the ongoing development of the Higher Education Progression Framework should be recognised in the budget for the widening participation national co-ordination team as it goes forward.  

Section 1: The Higher Education Progression Framework Feasibility Study
1.1 Introduction

As Aimhigher has matured, a number of area partnerships have been developing a systematic and sequential arrangement, at an area or sub-area level, for the delivery of experiences which facilitate progression. The Aimhigher Area Studies Report recognised this development and noted that “most interviewees were aware that Aimhigher could be used to develop a learner journey through education with a programme of interventions designed to provide the right types of activity and support at different points through the journey”
. The Report also emphasised that different interventions should be dependent upon learner interests, aspirations, preferences and other personal circumstances and that one-to-one support is required to ascertain additional tailored provision. 

However, the Area Studies Report found that the adoption of such a learner journey approach was limited. In some cases existing sequential programmes are based upon a “menu of activities” rather than an agreed continuum of experiences which meet the needs of individual learners or groups in terms of a progression ‘curriculum’ with specific learner outcomes. Allowing schools and colleges to choose from a menu can provide an opportunity to deliver specific learner outcomes, but only if these are chosen based upon an understanding of learner needs. The learner journey approach can be distinguished from the “menu of activities” method of delivery in that the former is learner centred and, as far as appropriate, personalised, while the latter reflects an institutional or cohort-led approach.

The EKOS Report decided that the basis for building an integrated programme already exists in many areas and recommended that “further development work considering the learner journey and how activities relate to this could provide greater impact”
. The Action on Access Higher Education Progression Framework Feasibility Study and this Report are outcomes of that recommendation.

1.2
The Study

The Framework has been developed following engagement with practitioners. A questionnaire template was used by a team of six consultants, each working with an individual partnership. Key partners involved in planning and delivery were involved in discussions and they were asked to answer the questions in the context of their own partnership and in a manner most appropriate to the way the partnership operates. Those consulted were asked to reflect on their own issues around planning integrated programmes. All identified developmental issues and many continued to offer a ‘menu’ approach, but they also provided examples of good practice and the findings and issues raised are collated and included in Section 2: The Framework. It is fair to say that even the most advanced models remain ‘work in progress’ and have been improved by their involvement in the project as it has allowed partnerships an opportunity for self-reflection and to discuss their programme with key partners and with a critical friend

The partnerships consulted differed in their geographical spread, their stage of development and in their scope and scale, ranging between those operating at a sub-area school or ‘cluster’ level to area-wide models. The smallest project, Tendring in Essex, has seven schools selecting 15 students each in Year 9 and taking them on a journey from school to HE. This sub-area programme has evolved within an area-wide mixed model of Aimhigher delivery. Funding is devolved to institutions and, through local authorities, to local partnerships, one of which supports this project. Funding also supports a central team at the area level. A similar mixed model is in operation in Wakefield, with funding devolved to schools and colleges (50%) and held centrally for the district and for learning communities (50%). The district has 18 secondary schools (five of which are 11-18) and 2 colleges (one tertiary and one sixth-form). Each school has an Aimhigher Co-ordinator and Aimhigher Mentor, supporting an identified cohort in a progressive programme.

The remaining four projects (Surrey, Greater Merseyside, West Area Partnership, and Northamptonshire) are developing area-wide approaches to a progression model. The Surrey and Northamptonshire approaches are similar, with funds held centrally, but with budgets available to sub-area partnerships at local cluster level to ‘buy’ activities from a centrally-held menu. In Greater Merseyside much of the funding is devolved (70% to schools, colleges and local authorities and 20% to higher education institutions), with only 10% retained centrally. The West Area Partnership also operates a devolved structure, with partners signing a collaborative agreement with the lead institution.  

Following in-depth engagement with these partnerships, further consultation, including two seminars, was undertaken to ensure a wider engagement with other partnerships and to disseminate the interim findings. The consultations highlighted the benefits of a progression model approach. 

The Benefits   
Benefits for the targeted learner from under-represented communities:

· Support for the learner at key times in the ‘journey’ to HE - removing barriers in a systematic way and at appropriate times

· Support can be tailored and targeted

· Skills learned: self-reflection, career planning and decision-making 

· Greater understanding of the benefits of HE.

Benefits for schools and colleges: 

· Can add value to the institutional educational context, including providing clear curriculum links over time. The most successful examples of a progression model are where the programme is valued and promoted by the school/college and integrated into the curriculum 

· Can be tailored to individual as well as cohort needs. It is more likely to provide a student-centred approach

· Learning outcomes will be a priority

· Further Education Colleges will not be starting with a blank sheet as learners will have had support prior to entry

· Learners should be motivated and self-aware.

Benefits for HE:
· Learners understand HE and have had the opportunity to develop the right skills

· It provides a mechanism for institutions to engage with learners prior to entry

· It helps learners to make the right choices and enhances the opportunities for progression.

Benefits for Aimhigher:
· It brings a coherence to the work of Aimhigher and a planned approach can be easier to deliver - a progression model builds upon what is already being achieved by discrete interventions – and it provides a structure within which everything sits and is related

· The Aimhigher ‘brand’ is reinforced, as are messages about higher education

· More opportunities to influence; more time to change aspirations and impact upon attainment.

Benefits for all:

· It should allow institutions to plan effectively and use resources cost-effectively.

The consultations have informed the development of the Framework which follows. This should help partnerships to consider the practical steps involved in developing a progression model. At this stage there is no clearly defined and detailed template which underpins the text in the next section, and it might not be appropriate to provide one. The advisory Framework is intended to provide guidance for those developing a progression model within their own local context, and is intended to guide without being too prescriptive. However, partnerships may wish to use the “key elements in developing a progression model” as a check list when considering the strategic, organisational and operational issues involved, and when deciding upon the learner outcomes of any model. It also considers the importance of evidencing progression models. The example Aimhigher Curriculum is also included as a guide.

Section 2:
  The Higher Education Progression Framework

2.1
Key Elements in Developing a Progression Model

There are a number of ways to plan and implement a progression model and the following is based upon an analysis of existing projects. Any partnership developing a progression model will need to consider many of the following issues which are dealt with in greater detail in the following pages:

Strategy
2.1.1
The quality and depth of the relationships between key partners are essential to success. A collective will to succeed should make a progression model meet the objective of a continuum of activities and support.

2.1.2
Key stakeholder involvement in planning, implementation and delivery, thus ensuring Aimhigher adds value to other initiatives and, in return, ensuring others add value to Aimhigher.

2.1.3
Gaining the strategic support of senior managers in schools and colleges and linking with school and college improvement strategies.

2.1.4
Understanding and taking account of the wider learner community context (14-19 developments; Gifted and Talented, Specialist Schools and Academies Trust Higher Education Related Learning Framework, etc) and dovetailing with curriculum and guidance programmes.

2.1.5
Engaging with parents/carers and learners.

Organisation

2.1.6
Devolved or centralised structures offer different benefits in the adoption of progression models - but successful progression models very much depend upon the quality and depth of relationships, irrespective of the organisational and operational structures.
2.1.7
There is a need for careful planning through regular meetings.
2.1.8
Consideration must be given to the context in which Aimhigher delivery overlaps with local 14-19 arrangements.
Operation 

2.1.9
Staff must work closely with or in schools and colleges to ensure a coherent, flexible, personalised and enjoyable experience or journey.
2.1.10
Learners, as well as their teachers, should be involved in planning programmes and ensuring that learners perceive that they are on a progression ‘journey’.

2.1.11 
Opportunities for self-reflection should be integrated.

2.1.12
The model should be costed, and capacity and resource implications considered, in order to determine the size of the target cohort and the scope of the programme.
2.1.13
Consideration should be given to securing a consistent school and college commitment to the framework in order to provide ongoing support for learners.

Learner Outcomes

2.1.14
Particular attention should be given to the learning outcomes and learner needs. 

2.1.15
The programme must be sequential and progressive with a focus on the key transition points - identify the basic core offer and/or the additional support and activity available.

2.1.16 
Completion of the programme may be evidenced through an accreditation process which provides the learner with an award recognised by HEIs.

Evidence 

2.1.17
An evidence strategy which includes an evaluation of the whole as well as of the constituent parts is important.
2.1.18 
Tracking procedures which plot activity profiles, attainment and progression are helpful and should be secured if possible through data sharing arrangements.

2.1.19 Learner outcomes rather than activity should be the basis of evaluation.

2.2
The Framework

This study has identified significant variation in the way existing progression models have evolved. However, many existing models are developing (or planning to develop) the elements identified as key to success and this has been among the strengths identified by the study. There remain, nevertheless, aspects of the progression model approach which are in need of further development including the aligning of strategic and operational plans, the learner outcomes, and the need to develop the evidence base. It should be emphasised that many existing progression models are fairly recent and are working towards addressing these key elements. 

Strategy

In the new phase of Aimhigher partnerships need to set out strategic priorities and are particularly asked to address the ways in which the partnership will develop a co-ordinated programme (with regard to the progression framework): how the partnership will develop its relationships with key partners and the relationship with improvement plans, the ways in which the targeting guidelines will be implemented, and how the strategy will be underpinned by evidence.
 

Strategic plans will often focus upon the adoption of a learner-centred approach, while operationally it is down to institutions themselves to decide how learners will take part in activities. Schools, colleges and HEIs will need to buy-in to the learner progression model in order to ensure that partners are not operating in isolation with little or no reference to other partners or how each is contributing to a learner journey. There are clearly a number of questions which this raises, not least how this can be managed, and if it can be developed at all at a whole area level. It might work much more effectively at the local sub-area network or cluster level. It needs emphasising once again that the key to success will be the strength and depth of local relationships with key partners. 

2.2.1.
The quality and depth of the relationships between key partners are essential to success. A collective will to succeed should make a progression model meet the objective of a continuum of activities and support.
One School Improvement Manager commented:

“There is great synergy between the aims of Aimhigher and the local authority focus on schools in deprived areas”.

The ability of partnerships to develop the quality and depth of their links with institutions is increasing a focus of the Aimhigher programme and central to the development of progression models. Key partners need to plan their progression model collaboratively because it is important that, as far as possible, all activity for learners is incorporated and evidenced as part of a coherent journey for the learner. There has to be synergy of activity delivered by HE, schools, FE, training providers and other organisations contributing to the development of the Aimhigher curriculum. This should include activity which is funded through the schools allocation distributed by the DCSF. Although there is no requirement for schools to provide plans about how this funding is used, it would be extremely difficult for an area-wide progression model to operate without such information. The guidance for Aimhigher partnerships supports this: 

“In practice, close working relationships mean that many schools do share their plans and work with Area Partnerships to report and evaluate activity. We strongly encourage this. We believe that partnerships cannot properly assess the impact of the programme without feedback from schools to tell them about the effects for learners. In the same way we strongly encourage all partners - schools, colleges and HEIs - to share and to integrate plans for activity. Our aim is that Aimhigher becomes an acknowledged and valued support for school improvement plans. This cannot happen without close and co-operative working.”

2.2.2.
Key stakeholder involvement in planning, implementation and delivery - ensuring Aimhigher adds value to other initiatives and, in return, ensuring others add value to Aimhigher.
One key element in strategic planning will be a consideration of the reality of partnership working in this changing context. What will be the roles and responsibilities of each of the partners? All those making a contribution, including the schools and colleges themselves, will need to feel a sense of ownership in the development and delivery of the progression model.

Developing a progression model for Aimhigher that involves key stakeholders is time consuming and a model will not be introduced overnight, or to the same extent in all schools and colleges. However, developing a partnership approach is about building relationships and it needs to be recognised that any strategic approach to a learner progression model is potentially more complex than current relationships. The principal stakeholders in the models involved in this study have generally been the institutions (schools, colleges and HEIs) and local authorities. Other involvement has included parents and carers, training providers, LSC and Connexions. When all partners are committed, their development can help partnerships to be clear about the content of their strategic plans.

One co-ordinator commented:

“…the key stakeholders involved in planning and delivering a learner progression model include schools and colleges, universities, parents, training providers, employers, Connexions/guidance services and the LEA. The area co-ordinator plays a key role in maintaining these partnerships, as does the 14-19 Advisor and Manager… on a more strategic level across the district.”
In most cases to date, individualised progression models have evolved with a level of stakeholder involvement in delivering the programme. If synergy with other educational processes is to be achieved, there is considerable scope for this involvement to be developed further.  

2.2.3.
Gaining the strategic support of senior managers in schools and colleges and linking with school and college improvement strategies.

Part of any strategic thinking should be around how Aimhigher is adding value to other progression strategies and, in turn, ensuring that these strategies add value to Aimhigher. The most obvious example of how this can be articulated is through the wider school/college improvement agenda. Aimhigher can make a positive impact upon a progression culture in institutions and the adoption of a progression model will provide opportunities for clear linkages between school and college improvement plans and Aimhigher. 
By 2011, partnerships are expected to have “made a recognised contribution to target school and college improvement plans in respect of aspirations, attainment and progression” (‘Guidance for Aimhigher Partnerships’, HEFCE 2008). The support of senior managers (head teachers and principals) will be needed if this is to be achieved. Aimhigher can contribute to school and college improvement priorities in several ways: by improving attainment and narrowing the attainment gap between males and females; by contributing to school progression targets at 16 and 18; by enhancing careers information, advice and guidance; by changing or developing positive learner identities in terms of engagement, behaviour, attendance and motivation; by enhancing the specialist resources available and in personalising the curriculum. Linking Aimhigher activity with school improvement plans will enrich the programme and contribute to embedding activity in schools.

One way to contribute to improvement plans might be in linking the progression model outcomes to what schools and colleges want for their learners. In one of the partnerships explored in this study, schools and colleges are given some ownership of the learner outcomes and the activities to deliver them and, equally importantly, these outcomes are aligned to their own targets and strategies for achievement and improvement.

One partnership has noted: 

“… there is a close relationship between Aimhigher and the wider school improvement agenda…. Aimhigher is seen as having a positive impact upon the ethos of a whole school and in doing so contributes to school improvement.” 

2.2.4.
Understanding and taking account of the wider learner community context (14-19 developments, Gifted and Talented, Specialist Schools and Academies Higher Education Related Learning Framework, etc) and dovetailing with curriculum and guidance programmes. 

Strategies need to consider the relationship and alignment with other agendas and organisations (including the Specialist Schools and Academies Trust Higher Education Related (HERL) Framework, G & T programmes, etc). The SSAT HERL Framework was launched in March 2008 and is an all-schools framework which will target staff (rather than students directly) in schools and develop them to provide extensive support in preparing students for HE. It is HE-related support for all students, rather than targeted at under-represented groups. However, schools will be encouraged to provide programmes which include Aimhigher activities. The Aimhigher Framework and the SSAT Framework can complement each other and both Frameworks have similar aims, seek to match learner outcomes to specific activities, and recognise that the programmes should involve a range of partners in delivery.

Many partnerships are dovetailing activity and outcomes with the school and college curriculum and with 14-19 arrangements. 

As one interviewee noted:

“We are aligning Aimhigher outcomes with the school and college curriculum (tutorial/ PSHE/CEG-IAG)… We are also mapping to SIP and SEF processes and raising attainment and progression.” 
Local 14-19 arrangements are making an important contribution to collaborative working and Aimhigher and 14-19 clusters can work together in targeting appropriate learners and the co-ordination of Aimhigher activity. Collaborative 14-19 arrangements can also be important in delivering progression models and as a possible replacement for working on an individual school or college basis. Relationships with local 14-19 developments will be dealt with again under organisational issues below.

2.2.5.
Engaging with parents/carers and learners.

Parents/carers can be engaged in events as well as kept updated about their child’s progress. Engaging with parents is often difficult, but they should be involved from the beginning of the learner journey. To date, the learners themselves have played only a limited role in planning, and this should be addressed if the strategy is to focus upon learner need and learner outcomes. Learners themselves are important stakeholders and any developing model will need to examine how learners can influence the planning process. 

Organisation

The organisational issues will reflect the resources and the subsequent scale and scope of the plan. They will also reflect any priorities identified by the partnership. In addition, the existing operating and funding structures (centralised or decentralised) will exert some influence on the governance and management arrangements, the staffing structures, and the development of any new plan. 

2.2.6.
Devolved or centralised structures offer different benefits in the adoption of progression models - but successful progression models very much depend upon the quality and depth of relationships, irrespective of the organisational and operational structures.

It is not the intention of this framework to be prescriptive and propose a particular progression model for partnerships to follow, since there are a variety of ways to develop an area or sub-area approach. Although common principles and characteristics will need to be adopted, any progression model must take account of local needs and link to local strategies and priorities, which are expressed in different ways in every area. No ‘one size fits all’ model is appropriate for Aimhigher and this advisory framework accepts that a variety of progression models would be appropriate, reflecting the operating models under which individual partnerships are working, or are proposing to work in the future. 

The organisational structures in place in the projects involved in the initial phase of this study range from the highly devolved to the mixed, and to the highly centralised. Clearly, existing organisational structures are diverse and this will have an impact on the way progression models evolve and can be sustained. The main benefit of a centralised Aimhigher structure (including control over funds and therefore leverage and influence) would appear to be an ability to work collaboratively to ensure a more cohesive and mutually beneficial approach to planning, but this might not always ensure individual school or college buy-in to a progression model. In devolved Aimhigher structures, where Aimhigher staff often work in schools or colleges, it can be easier to introduce a progressive approach to Aimhigher at the institutional level. It is also generally less problematic in ensuring that Aimhigher is integrated into mainstream curriculum and guidance programmes through regular meetings with curriculum heads and senior managers. Such integration into mainstream school and college programmes is certainly possible in more centralised Aimhigher structures, but once again is clearly dependent upon the strength of the key partnerships.

In the next phase, partnerships may wish to review their current organisational, operating and funding structures to take account of the need to move towards a learner journey approach with a sequence of experiences at the appropriate points in that journey. However, progression models can clearly operate in devolved, centralised and mixed structures and success is dependent upon strong partnerships, collective responsibility and a will to succeed, rather than the structure. The quality and depth of relationships should ensure that there is no drift away from the key objectives of the strategy of Aimhigher, and of widening participation more generally.

2.2.7.
There is a need for careful planning through regular meetings. 

One key organisational issue highlighted by this study is the need for careful planning through regular meetings with parties interested in the progression agenda and through their involvement in the decision-making process, with “Aimhigher seen as a real partnership… rather than as a programme that is imposed from above”. The introduction of a progression model should allow partnerships to have a closer relationship with schools and colleges, because it helps to articulate the complementary contributions that a range of partners and initiatives can make to learners. Securing institutional (school, college, HEI, local authorities, Connexions, etc) buy-in to the development of progressive programmes should ensure success as part of a shared agenda. Without a collective will the aims of delivering any Aimhigher curriculum, with identified learner outcomes over different phases of education, are unlikely to be realised. 

2.2.8. 
Consideration must be given to the context in which Aimhigher delivery overlaps with local 14-19 arrangements.

As noted earlier, it is clear that in many areas, 14-19 networks or cluster arrangements are becoming more important in delivering Aimhigher, and partnerships might wish (if they have not already done so) to consider organisational and operational issues in the context of how they overlap with local 14-19 arrangements. A progression model should be seen as integrated within and complementary to local authority and LSC policy and important to the creation of learning communities which are sometimes geographically smaller than the Aimhigher area. 

One partnership commented on specific developments:

“We work closely with local 14-19 networks… developing a programme of interventions in collaboration with the networks across several diploma lines. These interventions will form a key part of the progression model.”
In one example, Aimhigher in Hampshire and the Isle of Wight is working on a pilot programme exploring effective ways of working through 14-19 Consortia.  It is proposing that the Consortium Co-ordinator would have responsibility for overseeing the co-ordination and management of Aimhigher activities.
Operation

Key operational considerations include identifying the schools/colleges and targeting the cohort or core participants. All six of the progression models included in this study are refining their cohort selection criteria to meet the targeting guidelines. Most had previously targeted in areas of high deprivation and selected cohorts on the basis of potential, lack of family background in HE and other measures of relative deprivation or school performance. Increasingly parental occupation data and IMD indicators are being used to refine the cohorts. Many partnerships are making some distinction between a cohort selected for a progression journey and activities (such as motivational theatre) for which whole school cohorts are included. 

As one co-ordinator commented: 

“We are fully aware that for some events more than just the Aimhigher students will attend and those students will therefore be going on their own ‘mini journey’ but it will not be as tailored as for the Aimhigher cohort and will therefore not be mapped in the same way.”
Others, however, are moving towards focused targeting for all activity and keeping non-intensive activities for whole-school cohorts to a minimum. In some areas, it was noted that schools and colleges have welcomed the greater focus on cohort targeting.

A progression model can be applied to, and should be suitable for, learners on both academic and vocational (including apprentices or other work-related) educational pathways. Personalised support for vocational learners can include guidance and activities that emphasise specific vocational routes, rather than a focus on generic HE. Engagement with 14-19 Diploma developments will be increasingly important in tailoring opportunities for vocational and academic learners and will help to ensure coherence with other developments. Employers might also be key partners in developing models for vocational learners and remain key to securing more and better vocational routes to higher education.  

One of the partnership co-ordinators commented:

“Work-based learners are targeted through… visits to prestigious venues (Wembley Stadium for sports and construction apprentices), one-to-one IAG, study skills support and guidance on next steps. The apprentices are targeted in partnership with the LSC and WBL providers.”
Another operational issue is the need for efficient communications to ensure consistency and to reinforce the Aimhigher message, not least to key stakeholders. Effective communication can also show how Aimhigher is contributing to and complementing other work to support learners and learner transition.

2.2.9.
Staff must work closely with or in schools and colleges to ensure a coherent, flexible, personalised and enjoyable experience or journey.

A difficulty which partnerships will recognise is that, as with the majority of Aimhigher work, it is not possible to ensure an individualised programme for every learner. This is likely to be the result of the prohibitive cost and resource implications, but also because individual institutions will decide how learners will take part in activities. However, developing a progression model will be an iterative process and the success of a learner-centred approach will depend upon key stakeholders not only being involved in development, but in supporting and delivering aspects of the model themselves. Delivery could involve, for example, school and college teaching and careers staff, Aimhigher Learning Mentors (where they exist) and, in future, Aimhigher Associates
 along with Connexions advisers, gifted and talented co-ordinators, and HE staff involved in schools liaison, widening participation and in research and teaching.

One partnership noted:

“Aimhigher works on delivery with Connexions, the University, the local authority (on Gifted and Talented) and the Education Business Link Organisation (on events for vocational learners).” 

With careful planning, significant parts of a journey might include generic core experiences as part of a cohort, with additional one-to-one support to determine additional needs and a menu of other options at each stage of learning. In this way, the model can be personalised and learner-centred. Progression models will need to evolve in ways which seek to overcome any tension between learner and institutional (and/or local authority) needs. There are many ways to achieve this and, in one example, a partnership consulted in this study has decided to agree to give each local authority an ‘indicative resource and activity allocation’. Each authority can then apply for a package of HEI visits, subject enrichment activities, mentoring, etc. Following this, each institution can develop a progressive programme based upon their learner needs and using the resource available to the local authority. Additional support can be built in by the schools themselves, advisors, and/or other partners. Following on from the initial consultation the Partnership Manager has identified the benefits such an approach has brought to the partnership. The benefits include: bringing greater coherence to the work of Aimhigher since strands who were working independently are now working collaboratively; it provides a structure in which everything sits; it makes the Aimhigher contribution to the school and college agenda clear; it has helped the partnership develop its strategic plan; and it is not too prescriptive and allows flexibility to provide the best mix for individual learner needs.

It is imperative that any progression model needs to involve a clear, negotiated programme or a sequence of experiences designed to provide the right intervention and support at different points throughout the journey. This needs to be planned and agreed in advance. It must, as noted earlier, have the support of, and be reinforced by, staff in schools and colleges. One of those interviewed as part of this study emphasised the importance of “little conversations in the corridor between staff and learners” which can do much to reinforce the Aimhigher message. In addition, curriculum and IAG support provided as part of the Aimhigher programme should overlap with other initiatives (G&T programmes, etc.) to avoid duplication and ensure coherence. However, one partnership commented, “I consider this a worthy aspiration, but a huge task, particularly since all these are changing rapidly”. Turning aspiration into reality will require the kind of strength and depth of relationships which are key to a successful progression model approach.

The opportunities which form part of a learner journey would, ideally, depend on interests, aspirations and other personal circumstances. However, a range of experiences has been identified by the HEFCE review of widening participation and by the practitioners in the six case studies involved in this study as having the greatest positive impact and outcomes and these include:

· Mentoring - when undertaken at an early stage, mentoring can underpin any personalised programme for learners

· Launch events and celebration events that engage parents

· HEI visits and school-based interventions

· Summer Schools and residentials

· Student Ambassadors/Advocates/Aimhigher Associates

· Progress files that allow students to reflect on and track their own journey

· Identification of student strength and learning styles

· Curriculum linkages - subject enrichment, master classes, etc.
· Interventions which assist at key transition points (Year 11 progression choices; revision/examination skills, etc.)

· Impartial IAG

· Work with primary schools.

A model might incorporate the most intensive interventions or experiences which influence decision-making (for example, Summer Schools, mentoring/student ambassador schemes, subject enrichment, campus visits, etc) at key points of transition and where the role of Aimhigher supports that decision-making. It can also be enhanced by incorporating less intensive interventions which help to build social and cultural capital (motivational theatre, etc).

All the practitioners consulted in this study emphasised that the most positive impact is gained from the sequencing and combination of experiences, including those listed above, over time, in order to equip learners to make effective choices at the key points of transition between the phases of education and training. Transition support is particularly seen as essential in 11-16 schools where historically there has been little interest in progression to HE. Data sharing agreements are increasingly being used to allow targeted learners to be tracked between institutions so that they can continue to be supported, and such arrangements should be part of operational planning. For this to happen, close partnership working with local authorities, the LSC, and Connexions is likely to be the key to successful tracking.

In one partnership:

“... data sharing agreements are in place which allow schools and colleges to share information about students as they move from school to college… this allows students to be tracked and those at risk of dropping out are supported to a higher degree than those who are not.”
Many partnerships are using Service Level Agreements or Good Practice Partnership Agreements to outline the commitments of partners in delivering and in receipt of programmes of activity. These will generally clarify the explicit roles and responsibilities of the partners involved in delivery and provide guidance to schools and colleges on, for example, effective targeting, obtaining appropriate consent to take part in activities, providing adequate staffing cover, health and safety issues/risk assessment, collecting data on participants, etc. Such agreements are perhaps even more important in the context of learner progression models and need to be adapted to take account of progressive and sequential programmes as well as in the delivery of individual activities.  

2.2.10.
Learners, as well as their teachers, should be involved in planning programmes and ensuring that learners perceive that they are on a progression journey.
Many practitioners have commented that there is a real need to make being part of the cohort a positive identity among learners and their parents and that getting to know students and their individual needs will enhance this process. What students think about their schooling, their learning, motivations, etc, is important. Knowing what students think can also impact upon the way in which partnerships devise the learner outcomes which change attitudes and increase aspiration and attainment. The PASS system used in South Yorkshire uses student attitudes to their feelings about school, their learning, their self-regard and confidence, etc, to generate individual learner profiles which can then be used to design support programmes. This is then used in schools to make better use of mentors and improve differentiation in curriculum and in learning styles. It can also support transition planning. The survey of attitudes can also act as a baseline in measuring changing learner attitudes.

What is also key in terms of a progression journey is to instil in the learner a perception (continually reinforced by staff) that they are engaging on a coherent and planned journey which supports their progression and develops their competences to succeed. This is currently not a key feature of some existing progression models and could be developed in the next phase of Aimhigher.

One partnership is considering the following:

“We have our launch event…. We will need a resource to present to young people which maps and records their journey.... I would anticipate induction interviews with each cohort member to ascertain their needs, backed up by evidence from school, reports, data, etc. This would include a self-reflection exercise which would act as baseline information for the evidence of impact.”
2.2.11. Opportunities for self-reflection should be integrated. 

Some partnerships are enhancing their evaluations by investigating the ‘drip, drip’ impact of the learner journey and the experiences of the learner via a coherent programme. Learner case studies can be used in order to move away from an activity focus to a focus on the experience of the learner and the extent to which their particular needs have been identified and met, and can provide a learner perspective on how the programme contributed to motivations, aspirations, attainment and progression. In order to support this some partnerships have introduced self-tracking and evaluating procedures to support progress. Progress files or portfolios can be used by learners to record activity and to reflect on their experiences and personal aims and objectives. They can also be used to reflect upon breaks in the educational journey. There are a number of current developments within partnerships which encourage personal reflection and planning. An IT-based assessment of skills and preferred learning styles can help in creating personalised profiles.

A number of practitioners remain unconvinced by this approach, seeing it as an additional administrative burden and potentially in conflict with existing records of achievement. However, in moving towards a learner-centred approach to progression, there should be an element of self-tracking and self-reflection. Learner reflection is particularly important at the key transition points when the learner needs to decide what they must do and where they should be and where Aimhigher can make a contribution to the decision-making. 

One partnership has:

“developed Aimhigher folders specifically for this purpose. Where these have been used well they have been shown to be a useful tool in focusing on the learner and the learner journey. However, we will need to move forward on this, either developing a smaller written resource or looking at something like a Progress File - a number of schools use this.”
Another has asked students to complete:

“a questionnaire which covers questions on their attitude towards and understanding of HE at three points in time during their journey…. This is used as part of our evaluation strategy”. 

2.2.12.
The model should be costed, and capacity and resource considered, in order to determine the size of the target cohort and the scope of the programme.

Consideration will need to be given to the number of schools and colleges involved and the size of the cohort within institutions. A learner-focused approach to Aimhigher has, as noted earlier, resource and capacity issues, and its impact is likely to be lessened if too many schools and colleges and too many learners are included. Learner progression models require a more explicit costing per learner journey and an early indication of the size of the cohort. These will then determine the scope of the project (how many and which schools and colleges, geography, etc). Careful consideration needs to be given to how supply and demand is managed. Aligning the operational and the strategic plans is central to an effective learner progression model. 

One partnership is considering this as follows:

“We are working on the costings of the model…. Providing activity is not prescriptive and there is a choice/ good range of activity relating to each learner outcome, we will need to ensure that local authorities keep enough central funding to offer a basic programme, ... with additional activity being offered centrally or by the school through their own allocation. We will move towards a more centralised funding model to ensure that we can deliver a programme that ensures all those in the cohort are given the opportunity to meet the learner outcomes at a basic (core) level… . We have agreed the number of target schools and size of the cohorts within those so there is a clear idea of the scale and scope of the programme and HEIs will be aware of the capacity.”   

2.2.13.
Consideration should be given to securing a consistent school and college commitment to the framework in order to provide ongoing support for learners.
It is most important to develop a strategy which discourages institutions and the cohort from experiencing isolated interventions. A main focus of a progression model is continuity and the ‘journey’ must be seen as such by the learner, their parents or carers, and the schools, colleges and universities. However, a progression model should remain flexible enough to allow learners to join a structured programme at any time. Personalised support in terms of mentoring and the use of an experiences biography for each learner are two examples of the tools being used in existing models to aid the perception of taking part in a learner journey. The key to success will again be to link the experiences to the wider learning outcomes.

One of the partnerships felt that in one school: 

“… learners did see Aimhigher as a progressive programme of activities.”  However, at another school in the same partnership it was clear that: “…the learners were less clear that they were part of a progressive programme. Staff were also uncertain about whether the students did see Aimhigher as a ‘journey’ or continuum of activities.”
Another is developing the cohort identity through: 

“An Aimhigher club (similar to the West Midlands CARD system approach) launch to parents, etc.”
Particular attention should be given to any transition at 16 and the possibility that learners might, at different sites, move in or out of the cohort. A positive identity should allow learners to take responsibility for ensuring that they be included as a core participant in Aimhigher. Learners taking charge of their own involvement in Aimhigher is evidence of meeting one of the specific learner outcomes (see next section): the ability to make informed, autonomous and appropriate decisions about the future.  

Learner Outcomes

At the heart of the Progression Framework is the learner ‘journey’ and learner outcomes. In order that the next phase of Aimhigher focuses on the learner and on the learner’s competences to progress to and succeed in higher education, there needs to be a shift of emphasis away from the activities themselves to the progression curriculum and its specific learner outcomes. These should specify what the learner will need to know or be able to do as a result of any activity or series of activities and there needs to be clarity over the learner outcomes (usually expressed as knowledge, skills and attitudes) at particular phases on a journey to inform the evidence and evaluation. 

2.2.14.
Particular attention should be given to the learning outcomes and learner needs.

Learner outcomes at the end of particular phases might include:

· The awareness of HE opportunities and a basic understanding of HE and its significance

· Experience of working in a HE environment and contact with HE staff and students

· Recognising the links between their own curriculum and study at HE level

· Understanding the different types of institutions and courses

· Making informed decisions and recognising that choices should be related to career aspirations

· Understanding of their own learning styles

· Demonstrating and applying the skills required for study at HE level - critical thinking, independent learning, demonstrating that they can organise their own work, etc.

Learner needs should be identified at the outset. Appendix 1 on pages 28-31 provides some theoretical examples of learner needs and the particular components of the journey that each learner might take.

2.2.15.
The programme must be sequential and progressive and have a focus on the key transition points.

The key will be the ability to link learner needs and outcomes with phases of the learner journey and also to link these to individual experiences or activities or combination of activities. In this way Aimhigher will operate like a curriculum to develop the competences to enable progression. It will also add value to the wider educational process and can contribute to raising attainment by directing learners to think about their future and developing the competences which can raise attainment.  

2.2.16.
Completion of the programme might be evidenced through an accreditation process which provides the learner with an award recognised by higher education.

It has been suggested that a logical outcome of progressive programmes is the introduction of some form of accreditation to support completion of the programme. Accreditation can be part of any progression model since it will be possible to accredit some parts of any programme and partnerships may want to consider this as part of their planning. Accreditation might include compact arrangements with tariff points towards entry to particular institutions or might include the attainment of nationally recognised qualifications such as an ASDAN award to demonstrate competence in specific skills. ASDAN were involved in an Aimhigher national project to establish an accredited award for HE progression and the outcomes have included: the establishment, through CoPE, of a national qualification for personal and social development from Level 1 to Level 3 to support the entry and admissions process to HE; the ascription of points to CoPE in the Schools and Colleges Attainment and Achievement Performance League Tables; and the production of Aimhigher activity related award modules at Key Stages 2 and 3.  The current ASDAN Certificate of Personal Effectiveness (CoPE) has recognition from UCAS as contributing to the accreditation of learning arising out of activity related to preparation for higher education, and also attracts an offer of 70 UCAS points. 

Some partnerships are considering making use of the ASDAN Aimhigher accreditation support package as a potential motivational outcome for learners identified to take part in a progression journey. HEFCE will part-fund a pilot accreditation project for one partnership to work with ASDAN to develop the accreditation for use alongside the Framework. However, it is for the members of the Aimhigher partnerships themselves (and many are already considering or developing their own arrangements) to decide whether they wish to consider the usefulness of credit arrangements as part of any progression model. Nevertheless, any progression model will need to have the capacity to be able to demonstrate what the learners have achieved in terms of the specific learner outcomes, rather than simply demonstrating that they have attended elements of the programme. Learner outcomes need to be evidenced in an appropriate fashion which neither distorts nor bureaucratises the experiences enjoyed by participants in Aimhigher. 

When asked; “are any credit/progression arrangements in place?” one partnership replied:

 “… the challenge is getting agreement across HEIs. Some of our schools use the Progression Module developed by Leeds Met… which gives 30 UCAS points across a selection of HEIs. One question is whether this could be extended, developed or incorporated into a learner progression model.”
Evidence

The development of the evidence base, using both quantitative and qualitative evaluative tools, is an important part of the 2008-11 phase of Aimhigher and the evaluation of progression models should comply with HEFCE recommendations on targeting and evidence. Area partnerships will need to develop an evidence plan which emphasises the importance of learner outcomes over a series of activities. Reference might also be made in evaluation plans to outcomes for schools, colleges, HEIs, teachers, parents or other stakeholders and to the use of portfolios for learner reflection. Evidence related to specific outcomes from those participating in programmes of activity will play an important role in partnership evaluations.
2.2.17.
An evidence strategy which includes an evaluation of the whole as well as the constituent parts is important.

Clearly there is an added complexity in evaluating co-ordinated programmes because of the need to focus on the impact of the whole programme as well as the individual experiences which constitute the parts. While evaluation will continue to include an investigation of the extent to which activities are making a positive impact it is the combination of activities, and their interaction and sequencing in a tailored programme, that is just as important, if not more so. It is this combination of activities that enables learners to be positive and self-directed about their progression and it is important that the learner outcomes, rather than the activities, are at the centre of effective evaluation (see below). 

To date, the evidence on integrated programmes is patchy, not least because there is no clear sense of what the integrated programme is trying to achieve in terms of the learner outcomes. Much current evidence continues to involve aggregating evaluations in terms of the activity rather than the learner outcomes and what is needed is clarity over the learner outcomes (and where in the learner journey specific outcomes can be identified) to inform future evaluations - the key question ought to be: how are the outcomes matched to the experiences and how do the experiences contribute to the learner outcomes? If this is used as the basis for evidence gathering, it should be possible qualitatively to evaluate the programme as well as the activities themselves. The Progression Framework, in focusing upon learner outcomes (including attainment and progression), provides identifiable, discrete and measurable outcomes which can be used to assess the combination of activities to produce those outcomes. 

Questions which could be asked about the programme might include:

· Did the package give learners an understanding of their choices around HE?

· Has the package provided learners with the ability to make informed, autonomous and appropriate decisions about their career choices and associated routes?

· Has the package raised confidence levels and contributed to making learners more organised?

· Has the programme equipped learners with enhanced skills to raise attainment?

The answers to these questions can be asked of the learners themselves, their teachers and their parents. The evidence from these evaluations can also contribute to wider questions about the progression model approach:

· What is the cumulative impact upon the learner’s awareness, aspirations and attainment of a progressive series of activities?

· What is the impact upon the numbers progressing to HE?

· To what extent do co-ordinated programmes lead to cultural change within partner organisations?

2.2.18. Tracking procedures which plot activity profiles, attainment and progression are helpful and should be secured if possible through data sharing arrangements.

With the clear requirement Aimhigher partnerships to collect data on all participants on intensive programmes and activities and to evaluate their performance in terms of attainment and progression, the evidence base for progression models is already prescribed. The increasing use of databases to track learners can be used to extract data on learners (parental occupation, SATs results, etc) alongside data on what activities they have participated in. Data sharing agreements and working closely with other partners (LEA, Connexions, etc) are assisting in this process. However, to date these are generally used to track learners for monitoring purposes, rather than analysing the impact of the journey (in terms of learner outcomes) over time, which is clearly the key to effective evaluation. Such databases could be developed to provide a more sophisticated analysis.

2.2.19. Learner outcomes rather than activity should be the basis of evaluation.

A focus on the learner journey, experience and outcomes is the logical result of a learner progression model. An evaluative focus on the learner journey raises a number of issues and questions including: 
· How do we represent a learner journey which is more than a combination of activities?

· How do we represent the position of the learner on the journey at different points on that journey?

· How are baselines established?

· How can we identify, interrogate and analyse learner/teacher/parent/carer attitudes?

· How do we measure learner competences and understanding? 

· How can we ensure that the learner outcomes do not become overly mechanistic and do not inadequately reflect the total effect of the learner journey, etc.?

Evaluation of Aimhigher will need to establish the effects of the programme and how these effects reinforce one another across integrated, progressive programmes to create a change in the opportunities for learners (Guidance, HEFCE 2008, Annex D, page 46, paragraph 34). There are some examples of tools which can contribute to an evaluation of co-ordinated activity because they focus on how the learners have changed and developed in terms of their confidence and attitudes. The AIMS (Aimhigher Impact Measurement Scale) evaluation tool developed  in North Yorkshire is a generic device to measure soft outcomes and distance travelled.

A critical element in the evaluation of progression models will be the relationship (or strength of association) between the participant involvement in the activities (and/or the combination of activities) and the specific outcomes. An evaluation strategy which seeks to achieve this might include a range of tools including: activity evaluations;  end of phase questionnaires; activity biographies via a database; learner case studies on attitudinal change; the professional judgement of teachers; and the use of quantitative data (attainment against predictions, school performance and post-16 progression and attainment, progression to HE, etc). A comparison of the cohort to the non-cohort will also allow an assessment of the added value of Aimhigher. In addition, evaluating from a learner perspective (in terms of the self-reflection described on page 14) as well as a programme perspective will enhance any evidence strategy.

Section 3: A Higher Education Curriculum Map

It will remain up to the individual partnerships to decide what the key components of a progression model will be. However, many partnerships have indicated that they would welcome an indicative set of learner outcomes that could be adapted locally in conjunction with the activities to deliver the outcomes. For the activities, partnerships have been asked to keep to a minimum the number of one-off projects and will be expected to produce plans which reflect an emphasis on experiences common to learners on the programme. These include:

· Campus visits

· Mentoring

· Subject enrichment, master classes or revision sessions

· HEI student ambassadors and Aimhigher Associates in school and college sessions and IAG events

· Summer Schools and HE-related residential experiences

· School-based interventions as part of a programme agreed with schools and colleges.

These activities (and others which can make a contribution to the learner journey) will need to be sequenced in order to deliver the identified learner outcomes at particular phases along the journey. Activities can take place with differing intensity and character over the different phases (primary, early secondary, key-stages, post-compulsory, etc) of a progression curriculum and the interventions will need to reflect the changing needs and maturity of the learner. It is important to ensure that the activities are developed in such a way as to ensure that the identified learner outcomes (rather than programme outcomes) can be achieved. 

Programmes will also need to be developed with an understanding of the things which need to underpin the whole learner journey. These include:

· Every Child Matters 

· Fitting in with institutional curricula

· Impartial IAG

· Contributing to school and college progression measures

· Self-reflection.

The map outlined on pages 21-26 is just one example of an Aimhigher curriculum map and is based around the specific learning outcomes identified earlier: 

· The awareness of HE opportunities and a basic understanding of HE and its significance 

· Experience of working in a HE environment and contact with HE staff and students 

· Recognising the links between their current curriculum and study at HE level 

· Understanding the different types of institutions and courses 

· Making informed decisions and recognising that choices may influence career aspirations and options
· An understanding of their own learning styles 

· Demonstrating and applying the skills required for study at HE level - critical thinking, independent learning, demonstrating that they can organise their own work, etc. 

The curriculum example operates through a three phase approach: an introductory phase prior to Year 10
, a developmental phase around Years 10 and 11 and a consolidation phase for those in post-compulsory education. A learner journey might be made up of some of the components of each phase as appropriate. Some of the activities and their learning outcomes can be developed over more than one phase as shown in the table on the following pages. Two important considerations are the ways in which the activities bring about the construction of a positive identity among the targeted cohort and the mechanisms for self-evaluation along the journey. 

A higher education progression curriculum at the local level must be easy to use for partners in schools and colleges and should identify who is leading on and delivering each element (e.g. school, HEI, Aimhigher partnership, local authority, etc). Progression models should be developed in such a way that they identify what all partners are contributing in terms of sequenced experiences or activities, and not just what Aimhigher partnerships are doing. The ‘curriculum’ needs to distinguish between the way Aimhigher can contribute and add value to specific learner outcomes and what the learner already does and achieves in school and college. Partners will be routinely contributing, for example, to informing young people about HE - for example in schools through the PSHE curriculum or through the HERL Framework in Specialist Schools and Academies. The DIUS/Aimhigher “Get into Higher Education” teaching resources could be used by schools and colleges
 to deliver their part of the Higher Education Framework.  In addition, the outcomes could be discrete in themselves or could contribute to a wider (school/college) outcome.

The example provided on the following pages includes a final column to include an assessment of whether or not the learner outcomes have been met. The section should also indicate how the learners are able to demonstrate these outcomes. 

3.1
Table:  An Example Higher Education Curriculum Map

	Introductory Phase: (e.g. Key Stages Two-Three)

	No.
	Learner outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	1
	An understanding of the concept of a ‘progression journey’. 
	Launch events;  mentoring; IAG.
	Events and/or one-to-one guidance to ensure that the learner understands what a progression journey is - planned to support their progression and to develop their competences to succeed. 
	Local authorities; schools and colleges; Aimhigher/HE staff.
	An ability to recall what a progression journey is and to begin to understand individual needs. 
	Activity evaluation; self-reflective log signed off by teacher/mentor/ Associate.

	2
	An introduction to higher education to raise aspirations and motivation.
	Road Shows; HE visits/ACE days; Family/Carer Events; HE representation at Parents and Options Evenings.
	An introduction to higher education and experience of working in a HE environment and contact with HE staff, students and facilities. Challenging HE stereotypes - “it could be for people like me”.
Understanding issues around transition (primary to secondary, post-16 etc). Helping young people to explore their interests and links to the whole range of possibilities.
Engaging parents/carers to dispel myths and allay fears and to motivate them to effectively support their child’s progression to HE.

	Aimhigher/HE staff; schools and colleges.
	Raised awareness of higher education and a consideration of ‘is it for me?’ Recognising individual abilities and limitations. Active participation in activities. Demonstrating a commitment to the opportunities HE presents. Differentiating between phases of education and planning for transition.

	Activity evaluation and activity biographies; self-reflective log signed off by teacher/mentor/ AH Associate.
Professional judgement of teachers.
Phased surveys of attitudinal change.

	Introductory Phase: (e.g. Key Stages Two-Three continued)

	No.
	Learner outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	3
	Introducing the language of HE.
	HE visits, etc; Ambassadors/ Associates in schools and colleges.
	To familiarise pupils with some of the jargon related to higher education.
	Aimhigher/HE staff and students.
	The ability to recall and explain the terms used in higher education: honours degree; graduate; fresher; campus; foundation degree; BA/BSc; UCAS; gap year, etc.
	Activity evaluation.
End of phase questionnaire.

	4
	A recognition of the link between own curriculum and study at HE level and an increased interest in continuing to study.
	HE Visits; Mentoring; Revision Workshops; Careers Guidance.
	Understanding the link between hard work and opportunities. Development of techniques such as mind mapping and memory techniques to aid motivation and attainment.
An introduction to the range of qualifications and careers and how educational decisions in school impact on opportunities and post-16 progression.

	Schools and colleges; HE and Aimhigher staff; Connexions.
	Systematic planning to problem solving. Comparing and relating opportunities and a commitment to planning for personal development.
	Professional judgement of teachers.
Learner self-reflective log signed off by teacher/mentor/ Associate.
End of phase questionnaire.

	Developmental Phase: (e.g. Key stages Three-Four)

	No.
	Learner Outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	5
	An understanding of different types of courses, institutions and progression routes.
	HE visits; IAG; Summer Schools; Options support and post-16 choices.
	A knowledge of how to access information about HE:  recognition of choices available and making use of prospectuses, etc. Raised awareness of choosing options and variety of routes - the importance of making the right choices. Increased positive attitudes among learners in school, college or in work.
	Aimhigher/ HEI staff; Connexions; etc.
	Knowledge and  comprehension of available resources and of the range of choices. Demonstration of understanding and of analysing/plotting personal progression routes. 
	Professional judgement of teachers, IAG staff, etc.
Attitudinal surveys.

	6
	An understanding of preferred learning styles and the improvement of skills to raise attainment (study, revision and exam skills, etc).
	Study Skills Support workshops; Summer Schools.
	Understanding learning styles and developing skills (note taking; developing topics and analysing findings; memory techniques; organising work better). This should contribute to improved attainment and subsequent progression at 16 and 18. Curriculum enrichment programmes/subject specific HE visits linking school to HE curriculum - stretching skills and abilities. Working in HE environment with staff and students. Summer Schools to increase understanding of  subjects, to improve skills to raise attainment, to build self-confidence, provide advice, etc.
	Schools/ Colleges; Local Authorities; Connexions. 
Aimhigher staff can add value by linking  learning styles and skills to higher level study. 
	Demonstrating the use and development of cognitive skills (recalling information; comprehending and interpreting information; application of what is learned; analysis and understanding; synthesising and problem solving; questioning ideas, concepts, issues; evaluating and making judgements, etc).

	ASDAN or other accreditation.
Attainment data (actual against predictions).
Professional judgement of teachers and others.
Self-evaluation. 


	Developmental Phase: (e.g. Key stages Three-Four continued)

	No.
	Learner Outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	7
	The ability to make an informed, autonomous and appropriate decision about the future. 
	Careers Guidance, IAG.
	Making learners think about their future and linking this to their attainment and progression. 
Preparing students to make informed choices and to take appropriate steps to overcome barriers. Awareness of graduate employment trends.
	Connexions; other IAG advisors; schools and colleges; Aimhigher and HE Staff.
	Listening to others and gathering information from several sources to plan for potential outcomes. Making judgements about and demonstrating what needs to be done to reach specific goals. Taking responsibility for their own ‘outcomes’.
	Professional judgement of  guidance staff and teachers.
Learner case studies and self-evaluation.
End of phase questionnaires.

	8
	The development of a positive learner identity.
	Campus visits; workshops; master classes; mentoring; IAG; Summer Schools; motivational theatre, etc.
	Activities to ensure learners are   confident in their ability. Increased understanding of range of subjects. Working with staff and students. Mentoring to support motivation and aspirations. Student shadowing to raise awareness of university life. Family events which motivate parents to support the learner – building upon events at the introductory phase. Theatre productions which impact on attitudes and self-confidence. Goal setting and communication skills.
	Aimhigher and HE staff; school and college; parents; etc.

	Willingness to listen and participate. Taking responsibility for own involvement in Aimhigher. Valuing taking part. 
Evidence of recalling and understanding information. Showing signs of improved motivation and organisation/goal setting.  
	Judgement of  and teachers and self-evaluation of learners.
End of phase questionnaires.
Activity evaluations and activity biographies.

	Developmental Phase: (e.g. Key stages Three-Four continued)

	No.
	Learner Outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	9
	Preparedness for transition.
	Workshops and advice to support moving between phases and institutions.
	Building upon the ability to make informed decisions to assist in transition planning and decision-making.
	Schools and colleges; Aimhigher and HE staff; advisors; local authorities, etc.
	The evidence needs to examine the manner in which a learner’s enthusiasm, motivations and attitudes towards transition support longer-term goals.
	End of phase questionnaires for learners and teachers.
Professional judgements.

	Consolidation Phase: (e.g. Post-Compulsory) 

	No.
	Learner Outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	10
	An ability to demonstrate and apply the skills required for study in HE.
	Sixth from inductions; HE visits; master classes; study skills support; Summer Schools; mentoring; etc.
	Building upon the skills support in the earlier phase and developing the necessary skills to improve attainment and to prepare for success in higher education.
Curriculum support which contributes to raised attainment; at the independent level this might include learning at the HE level to challenge and stretch abilities.
Working on an individual level to address educational issues and raise motivation.
	Schools/ colleges 
Aimhigher and HEI staff can add value by linking learning styles and skills to higher level study.
	Demonstration of effective HE study skills (study skills - effective note taking, developing a topic, critical thinking, independent learning, problem solving, communication, etc). 
Demonstration of HE-related skills. Improved confidence.

	ASDAN or other accreditation.
Attainment data (actual against predicted).
Learner case studies.
Professional judgements. 


	Consolidation Phase: (e.g. Post-Compulsory continued)

	No.
	Learner Outcomes
	Examples of associated activities
	Description
	Partners involved in delivery
	Evidence and Evaluation
	Examples of Evidence

	11
	The ability to make informed decisions which are related to career aspirations.
	Careers Guidance/IAG; mentoring.
	Comprehensive awareness of courses and the different types of higher education institutions.
Promoting vocational pathways and encouraging vocational learners to consider HE. Mapping progression routes. Promoting Foundation Degrees.
	Connexions; HE and Aimhigher Staff; schools and colleges
	Listening to others and gathering information to plan for outcomes. Demonstrating what needs to be done to reach specific goals. Taking responsibility for their own ‘outcomes’. 
	Professional judgement of guidance staff and teachers.
Judgement of  mentors/ Associates 

	12
	Application to HE.
	Application and Transition Support.
	Using HE staff to cover application process; electronic applications; writing  personal statements; preparing for interviews/admissions tests making the most of Open Days.
	HE staff involved in admission and Aimhigher staff
	Demonstrating a preparedness for the applications process - how to prepare, what to include, what to say, etc.
	Professional judgement of admissions staff.

	13
	Transition support - an understanding of HE finance, student life, etc.
	Careers Guidance/IAG; mentoring; shadowing.
	Workshops for learners and parents/carers on fees, bursaries, loans, grants, banks, budgeting, etc.
Support for those not holding offers - advice on clearing and/or other options.
	HE staff involved in support and welfare, student unions, finance offices, etc. Aimhigher staff and support from Connexions, teachers, etc.
	For successful applicants they should be able to demonstrate what they might do to successfully negotiate their initial term in HE.
Unsuccessful applicants should develop a recovery plan exploring the options and the steps required for a revised outcome. 
	End of phase questionnaires.
Learner self-reflective log and the judgement of staff.
Evidence of recovery plan.


Section 4: Conclusion

The interim report on the Progression Framework was well received by both Aimhigher partnerships and by HEIs and partners developing school/college/learner/HEI links as part of widening participation. Although the initial study originated with Aimhigher partnerships, and is geared towards helping Aimhigher partnerships in the 2008-11 phase, the Framework remains developmental as it will encompass widening participation interventions more generally in the future. 

The Framework is a timely development and one which provides an overarching structure within which deeper partner relationships can evolve. It can make a significant contribution in drawing strands together. However, there are some notes of caution and a number of issues to be addressed. One issue which institutions and partnerships are addressing is the need to reflect on the notion of breadth versus depth in terms of their programmes of activity. Another issue is the evaluation of the programmes in ways which provides evidence that the added value for the learner of combined elements or activities or coherent programmes is greater than the sum of the parts. These (and other) issues have been articulated at the two consultative seminars held in early 2008 and will be investigated further as the development process continues. 

In addition, widening participation practitioners have indicated the kind of staff development which they anticipate would be required at the local and national levels to support the development of progression models. It was felt that national events for planners and co-ordinators on, for example, implementation, strategies to engage schools and identifying what schools and colleges need, could be cascaded at a local level. Practitioners and planners would also welcome support from the DCSF in taking the higher education progression model forward with schools. Good practice might be extended beyond the existing guide (which is available on the Aimhigher pages of the Action on Access website: www.actiononaccess.org ) and might include: matching outcomes to activities, a template outlining interventions at each stage,  a manual with illustrative materials for different learner outcomes and a checklist for reviewing and evaluating and  further guidance for university, college and schools use.

Appendices
Appendix 1: Learner Profiles and Personalised Learner Journeys
The following hypothetical learner profiles have been adapted from those used at the Aimhigher Progression Framework Seminar in April 2008 and some of the personalised programmes were developed in workshop sessions. 

PROFILE 1: KATHY
Kathy is 15 and lives in an area where very few young people progress to higher education. She is just beginning school year 10 and most of her friends are intending to leave school at the first opportunity to go out to work. Hardly any of them even know what HE is about so Kathy cannot draw on support from her peers. Similarly no-one in her family has gone down that route before her and they are concerned and confused about the costs and ways of studying at university. As she says: ‘Most people experience a fear of the unknown when taking on something new. “Will I make a prat of myself?” “Will I be able to cope with what is expected of me at uni?” These are the questions that nag away at me.’ 
Her school believes she has a strong chance of achieving good results at GCSE and at A-level but the school does not have a sixth-form so Kathy will have to progress to the college in the middle of the city if she continues her studies beyond GCSE.

	Kathy’s Aimhigher Curriculum

	The first step would be to invite Kathy’s parents to a launch event explaining the special programme for Aimhigher students. This would be followed by a ‘fun event’ for Kathy probably involving outdoor activity and designed to boost her confidence and self-esteem. Kathy’s aspirations and motivation to progress to post-compulsory and ultimately, higher education would be boosted by campus visits to her local HEI and to the sixth-form centre to which she will progress. Finally, she will be invited to participate in Master Classes to enrich her educational experience and help to ensure that she gets the GCSE grades she needs to progress to HE.


PROFILE 2: Nosheen

Nosheen is 14 and lives in a deprived city where very few Muslim girls progress to higher education. Nosheen enjoys school, particularly sciences, and is on course to achieve excellent GCSE grades but is unsure what opportunities lie ahead for her after school. No-one in her family has experienced higher education and she is unsure whether her family would support her decision to go to university, particularly if it meant moving away from home. Nosheen commented: “I’m not sure what to do after school and think my family would prefer for me to stay at home.”

	Nosheen’s Aimhigher Curriculum

	The first step in Nosheen’s learner journey would be to invite her parents to a local Parents' Event to explain the basics of what higher education is, to identify their fears and introduce the Aimhigher programme. As Nosheen is unsure of where her true interests lie, an IAG interview will identify these as well as possible careers and options for continuing study. Once interests are identified a campus visit would help explore the possibilities of studying at university and the social elements. For continued support through this learner journey it would be valuable to arrange mentoring with an undergraduate from a similar background so she can relate to cultural barriers to progression and frankly discuss how to overcome them.


PROFILE 3: CHLOE

Chloe is 17 and is severely dyslexic. Although she comes from a background where very few continue into post-compulsory education, Chloe is determined to progress because she ‘doesn’t want to end up like everyone else with dead-end jobs and babies at an early age.’

She is currently studying for a BTEC award in Performing Arts at her local FE college and would like to continue to progress to HE. She notes the difference it made once her dyslexia was diagnosed: ‘It was such a relief to know I wasn’t thick. I was given a lot of help after that. I had extra time in my exams which I definitely needed to read through my work.’  She does not know whether support will be available in HE and is concerned that her dyslexia will prove too much of a barrier to studying at that level. 

	Chloe’s Aimhigher Curriculum

	Chloe’s learner journey needs particular support because of her dyslexia and so the framework will focus on addressing the challenges her condition presents as she works towards HE. Firstly, the AH partnership will invite her tutors to a Staff Development event to raise their awareness of the support that is available within HE and the ways in which it can be accessed. Secondly, Chloe will be assigned a HE student from a similar background as a learning mentor. This will give Chloe a positive role model and they will be able to talk through relevant issues together so that Chloe receives support at critical points in her journey. Chloe will also be eligible for subject-specific activities to motivate and inspire her with her subject specialism and help her to achieve the grades she needs to progress to HE. When Chloe comes to make her UCAS application, she will receive support in declaring her condition and contacting the HEI to negotiate support post-HE entry.


PROFILE 4: TOM

Tom is 16 and is taking his GCSEs this summer. Tom’s family has moved around a great deal as his father has been made redundant from a series of engineering works and, as a result, Tom has attended four secondary schools in the last five years. 

‘Each school had a different system and it was almost like starting again every time I moved. On top of that, I lost my friends so I didn’t have them to see me through the difficult bits.’

As he is an able student, the school is reasonably confident that he will achieve A*-C grades in all his eight GCSE exams. Tom’s school is an 11-16 school so another move will be necessary if Tom is to continue his education.

	Tom’s Aimhigher Curriculum

	Tom must be an exceptional student to have negotiated these changes of school but still be predicted A*-C grades at GCSE. The school is unlikely to have case notes so
an IAG interview would need to provide the basis for devising an appropriate framework in Tom’s case. He is likely to be vulnerable at the post-16 transition so the Aimhigher partnership would arrange mentoring to provide a stable and supportive reference point for Tom as he negotiates this transition.


PROFILE 5: JACK

Jack is 14 and enjoys playing football, practical work and messing around with his friends. 

‘I have always had a strong interest in sport and have been fortunate that I have ability in this area too.’

Jack and his parents are currently considering his options for Key Stage 4. Although he has the ability to attain good results at GCSE, he is at risk of disengaging from academic work and failing to realise his potential. His father runs a successful small business and hopes that Jack will eventually join him.  Jack thinks this would be a good option and is reluctant to consider alternatives.
	Jack’s Aimhigher Curriculum

	Jack is included in the Aimhigher cohort and the first step is a Parents’ Evening to raise his parents’ awareness of the opportunities higher education can offer. This might take place at an Aimhigher launch event run alongside an options choice event. The focus of the Aimhigher work with Jack should be to retain his engagement in learning, perhaps through practical approaches to learning such as the Diplomas and to build in awareness-raising of vocational progression routes into HE and of sports-related HE courses. Jack would be brought into contact with current HE students acting as student ambassadors who would be able to act as role models and to tell him about the opportunities to engage in sport at university.


PROFILE 6: SAMANTHA

Samantha has been in care since she was 10.  She is 16 years old and is currently studying BTEC Health and Social Care at a local college.   She liked school and achieved six good GCSEs and her tutors and adviser believe she could reach her aspirations to become a midwife. Samantha finds it hard to believe in her own ability and says: ‘I lack confidence to go away but feel that my life is stuck in a rut.’
She is looking for her best next steps.  If she goes ‘away’ to university she will lose her very supportive foster care placement and have no home to return to during holidays.

	Samantha’s Aimhigher Curriculum

	Samantha’s programme needs to focus on building her self-confidence and self-esteem to foster the belief that she can succeed in E> HE. The first step would be to arrange for Samantha to have a mentor or an Aimhigher Associate to act as a buddy and help her to believe that she can do it. She would also be encouraged to find voluntary placements around her BTEC course to widen her experience of the work environment, build her confidence and help to distinguish her application to HE. Samantha would also be offered an HE taster experience to demystify the HE environment and help her to see herself fitting in to it. As Samantha is in care she would have a personal adviser who would also be enlisted to help her to move towards HE. Samantha would benefit from participating in an HE compact scheme especially one leading to professions allied to Medicine.



PROFILE 7: Jordan

Jordan is 15 and doesn’t enjoy school. His parents have no academic qualifications and in spite of their best efforts he is continually disengaged with no aspirations or ambition. Jordan’s teachers have identified that he could achieve good GCSE results if he applied some effort. His sole interests are hanging out with other kids from his Afro-Caribbean community and outdoor pursuits, which his parents are reluctant to encourage. ‘I don’t see the point in trying at school because it’s boring. I can just get a job with my mates when I finish to get money so I can do the things that I want. Going to university is a waste of time and is far too much hard work and there will be no subjects that I’m interested in.’
	Jordan’s Aimhigher Curriculum

	Jordan’s programme needs to focus on re-engaging him with education and building his self-belief that he can achieve. The first step would be involving him in an active event based at a university with his peers. Introducing current undergraduates who have come from a similar background and attitude will help introduce role models and provide real advice on the benefits of progression to HE. Jordan could also be offered an HE taster experience or a Master Class to gain an understanding of what studying at university is like and how it can relate to school curriculum and make it more interesting and relevant. He would also find out about subjects that he may not have considered possible at university.


Appendix 2: Staff Development

Staff development will be required at the local and national level to support a move towards progression models for Aimhigher delivery. At a national level, practitioners would like to see events aimed at helping co-ordinators/planners to develop a model so that they can then cascade this by staff development at the local level. One partnership suggested that they would like to see “events to help us implement the guidance, strategies to engage schools and identify what schools need”. Partnerships were also asked what documentation (a manual with illustrative good practice, etc) they might like to see to support the process of moving towards progressive programmes. Most felt that more thought and discussion with partners is needed before they can decide exactly what documentation is required. Some initial suggestions include:

· Help from the DCSF in terms of persuasive letters to encourage target schools to engage with the progression model approach

· A good practice guide for matching outcomes and activities - outcomes within a suggested framework from which areas can select and develop appropriate clusters of activity. However, one partnership felt that such a guide would not be feasible at this stage as it was felt that no project is far enough down the road to offer a significant contribution to this. Nevertheless, they did feel that something user-friendly might be put together which could include an illustrative model from one or two of the partnerships who are furthest down the line on this 

· The focus should be on trying to support the energies of partnerships in their efforts to build collaboration with head teachers and college principals - briefing notes on the importance of the progression model approach would be useful

· National template outlining the interventions at each stage

· A manual with illustrative materials for different learner outcomes and a checklist for reviewing and evaluating the Framework.

Appendix 3: Consultation Questionnaire
Each project was visited by a consultant and asked to provide a brief description of their actual or proposed model and to answer a series of questions in the context of their own partnership. These questions might prove a useful starting point for other partnerships planning their own progression model.

Introduction
· What do you see as the five most important characteristics of your existing or proposed learner progression model?

Developing a Model
· What are the key stages in developing a progression model across the age ranges?

· In what ways does your approach differ from a ‘menu of activities’ approach?

· To what extent is your approach learner-centred and personalised?

· Which specific activities do you think demonstrate the greatest positive impact and why? Are there key points in the learner cycle at which such activities should take place?

· Does your model include those outside (NEETs) the formal key points of transition?

· Does your model accommodate learners on different pathways? How are the needs of the learner considered when developing models for those on different pathways? Do learners on vocational pathways require specific interventions which differ from those on conventional (academic) pathways?

· Can you identify any good practice which would be useful for others developing a progression model? 

Securing Effective Partnership Delivery
· Are key stakeholders involved in planning and delivering your co-ordinated progression programme? If so, who are they and how is this achieved?

· Does the programme add value to the initiatives of others and are resources pooled to the benefit of the learner?

· Is the programme linked to school and college improvement plans and is it mapped to other frameworks? Can you also show links with, for example, Area-wide Inspections and Lifelong Learning Networks?

· What are the particular strengths and weaknesses in your approach to engage key stakeholders in planning and delivery?

· How are parents, carers and other influencers engaged and at which points during the learner journey?

· What, if any, transition support is in place as learners move between school, college, work-based learning and HE?

· Are any credit arrangements or compacts agreed for targeted learners as they complete their learner journey?

Implementation
· How do you currently target, and what steps will you be taking to meet targeting guidelines?

· To what extent do learners perceive their ‘journey’ as part of a progressive programme tailored to their needs rather than an imposed set of activities?

· What barriers might hinder the adoption and implementation of a progression model for Aimhigher delivery?

· To what extent do you feel that Aimhigher is being integrated into mainstream curriculum and guidance programmes in school and colleges?

· How do you ensure that your model is flexible enough to ensure that learners are able to join at any point and still be part of a structured and coherent programme?

· What steps do you take to cost your activities in line with the Aimhigher Costs Study?

· Does your partnership operate a centralised or devolved operational and funding structure? In your view to what extent does the structure impact upon the adoption of a progression model?

Evidence of Impact
· How do you monitor progressive programmes?

· What data is being collected (quantitative and qualitative) and how is it being used in monitoring and evaluation?

· What, do you feel, is the cumulative impact upon the learner’s awareness, aspirations and attainment of a progressive series of activities?

· To what extent is evaluation focused upon learner requirements as well as upon learner awareness, attainment and progression?

· How can learners be tracked? Do you have support from partners (LSC, LA, Connexions, etc) in data sharing and analysis?

· Are any self-tracking/evaluating procedures in place and do these allow for self-monitoring of attendance, achievement, learner outcomes, etc?

Benefits of a Progression Model
· Please summarise the benefits for partnerships and targeted learners and cohorts in moving beyond isolated interventions to a planned programme within a progression model?

The initial consultations that followed raised a number of issues and questions for further exploration. The following supplementary questions formed the second phase of consultation:

1) The Aimhigher Progression Framework Feasibility Study Interim Report suggested that there are some areas in need of further development in a progression model approach to Aimhigher delivery. These include:

· Aligning strategy and operation

· Learner outcomes

· Evidence

Can partnerships provide additional information on how to address these issues or offer examples of good practice in these key areas? One important challenge in moving beyond a menu approach to a continuum of progressive interventions is how can both school/college and learner requirements be met?

2) Securing institutional buy-in: how are schools colleges and HEIs supporting the development of progressive programmes?

3) Does the level of funding impact upon the development of progression models? Scale and Scope? How is capacity calculated?

4) How to ensure a ‘positive identity’? How do learners recognise that they are on a coherent progressive journey to suit their own specific needs?

5) What working examples exist on agreements with schools, colleges, etc?

6) How might evaluations focus on the whole learner journey? How do we analyse the whole learner journey? What self-tracking and self-evaluation mechanisms might be used (eprofiles, progress files, passport, record of attendance/achievement/self-monitoring)?

7) What examples do partnerships have of Aimhigher complementing and enriching other programmes (local 14-19 arrangements; mapping against other frameworks; Gifted and Talented; institutional WP, etc)?

8) As the framework moves towards the concept of an Aimhigher curriculum, are any credit/progression arrangements in place (ASDAN; HE progression entitlements, etc)?

9) What mechanisms are in use to track learners moving between institutions at 16 and 18?

10) What would partnerships and other stakeholders like to see in terms of documentation to support the process of moving towards progressive programmes (a manual with illustrative good practice; marketing or persuading papers for Ministers, funders, senior school and college managers, local authorities or HEIs)? Should we provide a check-list document for reviewing and evaluating?

11) What staff development programmes might be required at the local or national level?

12) The targeting guidelines distinguish between the most intensive activities for which selection is necessary and those activities for which little or no targeting is required. How might partnerships deal with this in the context of a learner progression model?
13) How should the framework be integrated with Diploma developments in the next phase of Aimhigher?  
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Glossary

ACE

Aiming for a College Education

ASDAN
Award Scheme Development and Accreditation Network

BA/BSc
Bachelor of Art/Bachelor of Science

DCSF

Department for Children, Schools and Families

DIUS

Department for Innovation, Universities and Skills

HE 

Higher Education

HEFCE
Higher Education Funding Council for England

HEI

Higher Education Institution (any institution offering HE courses)
HERL 
Higher Education-Related Learning framework (developed by the Specialist Schools and Academies Trust)

IAG

Information, Advice and Guidance

NCRT

National Communications Resource Team (Aimhigher)

PSHE

Personal, Social and Health Education

UCAS

Universities and Colleges Admission Service 

WP

Widening Participation

� ‘Widening Participation: a review’ report to the Minister of State for Higher Education and Lifelong Learning, HEFCE, November 2006, p.4,8.


� ‘Aimhigher Area Studies’ Final Report to HEFCE by EKOS Consulting, April 2007, pp. 61-62.


� Ibid, p.63.


� ‘Guidance for Aimhigher partnerships: updated for the 2008-2011 programme’ HEFCE, 2008, pp.19-20.


� ibid, pp.18-19.


� In a press release on April 4th 2008, the Secretary of State for Innovation, Universities and Skills, John Denham, announced a national Aimhigher Associates scheme to support and encourage learners, “helping them through the various academic and transitional milestones”. The programme will include the provision of support and development opportunities for staff in schools, colleges and HEIs alongside training given to undergraduates.


� Many partnerships recognise the importance of working with learners from an early age. This curriculum example supports the key target age group of 13-19. However, it could be adapted to incorporate working with younger learners in primary schools or with adults in the community or the workplace.


� There is a separate resource for schools, which is suitable for 13 to 16 year olds (Get into Higher Education: Teaching materials for Years 9 to 11), and for FE, which is also suitable for 16 to 19 year olds (Get into Higher Education: Tutors’ resource materials). These are available online at �HYPERLINK "http://www.teachernet.gov.uk/aimhigher"�www.teachernet.gov.uk/aimhigher� or free copies can be ordered from DIUS by calling the Aimhigher hotline on 0800 587 8500 and quoting reference codes Teachers07 and/or Tutors07.









