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Executive Summary

The specific objectives of the CLaSS project were to:

1. Map and define community partnership activity involving FECs and HEIs within the field of widening participation to HE in the South East of Scotland

2. Determine what role FECs and HEIs can play in community partnership approaches in widening access to HE

3. Highlight good practice and challenges associated with community partnership work

4. Identify the student support needs of ‘hard to reach’ groups, and how they can be managed and addressed

5. Develop capacity in the HE sector through evidencing existing work, promoting activity which can benefit the most disadvantaged in society and spur debate concerning the future of community partnership work in widening access to HE

‘Community Partnerships Widening Access to HE’ were defined as follows.  ‘Partnership’ is understood as involving a minimum of two agents.  The CLaSS project interpreted ‘community’ as inclusive of programmes delivered in, for and by the community.  Proximity to and preparedness for HE were also considered, appreciating that different hard to reach groups may not see HE as an option and may be further or lesser removed from it. 

For this reason the project devised two categories for community partnership: Accredited and Non Accredited.  These were further subdivided into partnerships operating  at ≥SCQF Level 7 and <SCQF Level 7, and provision at taster and basic level.

KEY FINDINGS
FE Sector Activity

· Overall FE Colleges are more active in community partnership activity in the South East of Scotland than HEIs.  They are exclusively engaged in 12 programmes at all levels and five involving a partner HEI as well as a community partner.  Their focus is on access provision at SCQF levels 5 and 6 and basic level provision.  Some FE Colleges are more engaged than others.

· In the FE Sector, accredited activities below SCQF level 7 are focused in a few institutions.

· Most of the <SCQF Level 7 courses are delivered on campus by college staff and focused on the creative industries.  Basic level partnerships involve delivery entirely off campus in Community Learning Centres in Basic IT, literacy and numeracy courses with colleges often contracted by the Local Authorities to deliver.

HEI Sector Activity

· HEIs have a higher representation of community partnership provision at HE level (≥SCQF Level 7) and in delivering taster programme. At all levels they are exclusively engaged in 10 programmes and a further five involving an FE College (as well as a community) partner in the South East of Scotland. 

· Only a few HEIs in the South East are active in community partnership activities.  A few motivated individuals have been responsible for driving activity in pockets in institutions and in securing project funding.

· Most ≥SCQF Level 7 and taster level partnerships are delivered off campus by the institution’s own lecturing staff (although at ≥SCQF Level 7 community staff contribute in three cases) in traditional academic areas such as: humanities, science, and more recently environmental science.

Coverage

· In terms of geographical spread there is a lack of accredited partnership activity outwith the city of Edinburgh in particular in remote areas such as the Borders, but also in Fife and the Forth Valley Region.  

· In this South East of Scotland study, 17 of the 27 partnerships focus on targeting specific groups using single indicators with five using multiple indicators.  There is a prominent emphasis on ethnicity within accredited partnership programmes (three exclusively and three as one measure amongst others) and the unemployed (seven courses reference this criteria).  There are gaps in activity focused on people with learning difficulties or disabilities, people suffering from mental health problems, young people leaving care and asylum seekers / refugees.

· There is a lack of engagement among certain FECs and HEIs in accredited community partnership activity in the South East, particularly Heriot-Watt University, but also Colleges outwith the Edinburgh city area.

Funding

· The beginning of the majority of community partnership activity in the HEI Sector in the South East of Scotland coincided with the introduction of WADG Strand 4 grants in 1999/2000.  14 of the 16 accredited and taster level partnership programmes depend upon project funding. 

· In the FE Colleges, provision is generally delivered by college staff on campus and supported by core funding (or SUMS) as well as supplementary project funds to pay for additional support needs.  There are also cases where Local Authorities have contracted out basic level ‘Education in the Community’ to FE Colleges.

· Voluntary organisations and community groups are heavily dependent upon project funding.  This poses problems for partnership sustainability, which is an important issue as the community partners provide essential student support, such as guidance for often vulnerable groups.

· Reliance on project funding sources and individuals to secure funds and drive partnerships clearly presents major concerns when considering the sustainability of these activities.’ Mainstreaming’ courses may not be an option.

Student Outcomes

· Student outcomes for ≥Level 7 SCQF partnership programmes vary between successful completion, and seeing the award as an end in itself.  There are only a few instances of progression to further study.  

· <Level 7 SCQF partnerships have been effective at providing routes to HE provision in FE Colleges or onto employment.  

· Taster level partnerships tend to promote students to FE level courses, but not exclusively. 

· Partners acknowledged the need to track students but because they were not generally resourced to do it this meant that information about students’ destinations and progression was lacking or incomplete.
Other Outcomes

· Institutional change can be positively affected through staff involvement in community partnership activity. Staff become more aware of the needs of hard to reach groups and of adult and community approaches to teaching and learning that are often more flexible and student-centered.

· Those who are currently engaged in community partnerships help build new capacity by inspiring colleagues who are not active in this area. 

· Community partners can help inform and influence institutional policies through good working relationships with their partners.  This might extend to being invited to sit on wider access reference groups in institutions.

GOOD PRACTICE GUIDELINES

Partnership Issues

· Be professional. 

· Have a shared vision and goals.

· Have clear demarcation of responsibilities from the out set and consider using a Service Level agreement to reinforce roles.

· Demonstrate commitment to the partnership through involving senior staff, resourcing your community partner and being aware that the programme may be their flagship project.

· Communicate with your partners and make sure there is shared ownership of key decisions and that changes are communicated. Consider using an independent ‘broker’.

· Adopt a student-centered approach to what provision is best for the student and be honest about your institution’s recruitment agenda.

· Forward plan and consider planning and funding needs to ensure continuation of your programme. Strive for best value as this will help you secure future funding.

Recruitment Issues

· Be realistic about your target numbers and conduct a risk assessment.  It may be that a ‘first through the door’ approach that gives priority to your core target group while not excluding others may work best.

· Use community networks and organisations to target individuals and provide legitimacy and credibility to your programme. 

· Be strategic and understand your target group when considering suitable locations for placing promotional material.

· Use student ‘ambassadors’ to promote your programme through word of mouth.

· Promote your successes and develop your brand to attract new learners and new partners for roll-out.  This will also help you with potential funders.

Location and pitch

· Consider whether the site for delivery is local to your community group.  Your student community may be defined by their geography, their interests or other shared characteristics. 

· Consider timetabling issues as may student may have other commitments (work, childcare etc).

· Consider whether student input into the shape and content of the curriculum would be beneficial in terms of valuing their experiences, weighting this with the student’s need for teacher input and guidance.

· Be reasonable about the pitch and level of the programme in relation to your target group.

Student Support

· Build individual relationships and trust with students. 

· Be flexible and try and accommodate absences and difficulties in making class and meeting deadlines.

· Be encouraging and motivating and offer positive criticism of students’ work.

· Early intervention is important in welcoming and reassuring students and providing support and guidance.

· Information about student finances needs to be clear, consistent and available from the outset to ensure that students do not withdraw for money reasons. 

· Be prepared to liaise with Job Centre Plus and Benefits Agencies on the student’s behalf.

· If childcare costs can be covered, consider whether it is more appropriate to provide a transferable sum to be used by existing childcare agencies.

· Provide students with information and guidance about possible next steps – whether this be into employment or to continue in education.

· Track and follow-up students using feedback to inform the next cycle of your programme.

KEY RECOMMENDATIONS

· There should be due consideration given to creating a framework for SESWARF to work more strategically in the South East given the current reliance on project funding, the end of WADG Strand 4 funds and Funding Council directives making working with communities an explicit responsibility for the regional fora from 2004.  This would/may involve:


Disseminating the findings of the CLaSS Report to all stakeholders including the Higher and Further Education Funding Councils, the Scottish Executive, and stakeholders in Community education as well as the partners in community partnership activities to inform policy and discussion. 


Development of Staff Development tools using the material in the report to highlight good practice and facilitate the discussion of challenges and solutions to help build capacity in the sector.


Development of community-based programmes based on an awareness of current gaps in provision with regard to geographical areas and particular hard to reach groups.


Consideration should be given to how the Forum can most effectively fund and support community provision in the South East. This might involve working with or employing the services of existing brokers, such as Access to Industry, or looking at exit strategies for former WADG Strand 4 projects and setting up a new Forum-wide scheme. This could invite tenders from all SESWARF institutions on a fair but competitive basis, using criteria to develop provision and plug identified gaps.  Levering in funds from large funding bodies, such as ESF, ERDF and the Lottery combined with matched funding could also be explored.


Dialogue with key organisations such as the SIPs, CPPs, SCVO, EVOC, Communities Scotland, Voluntary Groups and Local Authorities to help SESWARF’s FE Colleges and HEIs engage effectively with local and regional plans to develop provision.  


Evaluating new and existing community-based programmes and tracking students to assess the impact of these initiatives to inform current and future activities. Ensuring that students are supported at the stage of transition is critical and also needs to be better understood. 

· SESWARF should give due consideration to resourcing a dedicated post within SESWARF to take forward the work of the Communities Steering Group along the lines proposed above. A more strategic and student-centred approach would help maximise potential and build capacity in the South East. 

Chapter 1

Introduction

1.1. Reasons for the Study

The issue of widening participation occupies a focal position in current further education and higher education policy in the UK and Scotland.  Widening participation to higher education (HE) is a major policy initiative this is reflected in numerous policy documents (Dearing, 1997; Kennedy, 1997; CVCP, 1998) and in the levels of funding devoted to it in recent years (SHEFC Wider Access Development Grants; Part-Time Premiums; Widening Participation Premiums; Articulation Premiums-SHEFC).  However, statistics reflect the limited success of initiatives with continued under-representation of students from the most deprived backgrounds in HE.  A recent report to the Scottish Higher Education Funding Council (SHEFC) noted that 28% of students come from the wealthiest 20% of the population whereas only 13% of students come from the least advantaged 20% (Raab & Small, 2004).  

In 2003 the South East of Scotland Wider Access Regional Forum (SESWARF) decided to fund a project to explore widening participation initiatives involving partnership arrangements between FE Colleges, HEIs and community groups.  The Community Learning and Student Support (CLaSS) project was set up to examine strategies and approaches designed to widen access to some of the ‘hardest to reach’ groups. 

1.2
Aims and Objectives of the Study

The specific objectives of the CLaSS project were to:

Map and define community partnership activity involving FECs and HEIs within the field of widening participation to HE in the South East of Scotland

Determine what role FECs and HEIs can play in community partnership approaches in widening access to HE

Highlight good practice and challenges associated with community partnership work

Identify the student support needs of ‘hard to reach’ groups, and how they can be managed and addressed

Develop capacity in the HE sector/s through evidencing existing work, promoting activity which can benefit the most disadvantaged in society and spur debate concerning the future of community partnership work in widening access to HE

1.3. Background to the Study

Community Education

Community education services were created by the amalgamation of youth, community and adult education services in Scottish local authorities following publication of the Alexander Report (HMSO, 1975).  Since then there has been ongoing debate as to how community education should be organised and what it is.

At the time of the Alexander report community education was characterised as ‘informal in style, responsive to popular demand, reflecting local communities, embodying voluntarism, and by stimulating self help it values people’s experience’ (Milburn, 1994).  Kirkwood regarded it as ‘a reaction to the ethos of traditional formal education in Scottish schools, colleges and universities’ (Kirkwood, 1990) and others saw it embodying a spirit of ‘Popular Education’ or community activism that was as much about social transformation as it was about an individual’s education (Friere, 1993). Certainly, proponents of adult education or ‘andragogy’(popularised by Malcolm Knowles from the 1950s) saw ‘teachers’ in the role of facilitators with adults directing their own learning based on their existing knowledge, interests and needs. Some critics, however, have accused community education of having no theoretical basis (Kirkwood, 1990; Nisbet, 1984) and charge it with being little more than an organisational arrangement with insufficient resources to deliver.  Others reproach it for over- focusing on basic education and paying scant attention to more liberal adult education as summarised in Milburn (Milburn, 1994). 

Policy Context

The debate about the role of Community Education has also been re-animated in recent years given the Scottish Executive’s focus on ‘lifelong learning’ and the focus on up/re-skilling the nation and creating greater social equity.  The notion of ‘lifelong learning’ is reflected in a plethora of reports in 1998 and 1999 (Opportunity Scotland, 1998; Opportunities and Choices, 1999a; Opportunity for Everyone: the Strategic Framework for Further Education, 1999b; Developing Skills and Employability, 1999a; Beattie report, 1999b). This coincided with The Scottish Office Review of Community Education in 1997, the 1998 COSLA Report on the future development of Local Authority Community Education in Scotland and The Osler Report, ‘Communities: Change Through Learning’ (1998).  This stated that community education was publicly under-funded and that it should be embedded in Local Authority-led Community Planning processes.  This was followed in 1999 by the Scottish Office Circular 4/99 (SOEID 4/99), which outlined the key priorities for Community Education within the context of Local Authority wide Community Learning Strategies and Local Community Learning Plans.

Community Education, re-named and re-formed as Community Learning and Development (CLD) in 2002, has engaged at local planning level with Social Inclusion Partnerships (SIPs) which were introduced in 1998 as the delivery mechanism for facilitating regeneration and social inclusion within deprived communities.  By the end of 2005 SIPs will have been completely phased out and replaced by the emerging Community Planning Partnerships (CPPs) which have a wider geographical scope and remit.  Each CPP is to develop a three-year CLD strategy by September 2004, informed by CLD Action Plans (which include a focus on literacy and numeracy).  They have been made responsible for the design of overarching plans to address the three CLD national priorities: achievement through learning for adults; achievement through learning for young people and achievement through building community capacity.  CLD has been charged by the Executive as having a key role in helping regenerate communities (Scottish Executive, 2004c).
Members of the CPPs include education providers as well as Health Boards, the Police, Social Work, Carers, COSLA, and Communities Scotland.  Communities Scotland provide support and training to agencies and practitioners involved in CPP.  Their CLD Team links with the CLD Partnership in each Local Authority/ CPP Area.  The engagement of FE Colleges and HEIs in CLD is reportedly low, however.  There is no funding available to cover the costs of staff attending meetings and guidance as to how they engage in the process is limited.  There is little or no reference to the role of the HE Sector in Working and Learning Together to Build Stronger Communities, (Scottish Executive, 2004c) for example.
Joining Up Community and ‘Mainstream’ Approaches 

In relation to partnership activities involving the FE and HE Sectors and community organisations, it is unclear just how complimentary notions of wider access to HE are with prominent theories of ‘community education’ or, indeed, with notions of lifelong learning.  Some critics regard the focus of lifelong learning as ‘mere’ up-skilling (Martin, 2003) and training.  HEIs and FE Colleges will have to work out exactly how they intend to engage with the process and structures of community planning.  

At the same time that mainstream education providers are being invited to engage with CPPs and help shape CLDs, the link between traditional CLD workers and tutors is being weakened as Local Authorities increasingly contract out ‘Education in the Community’ to FE Colleges.  It is often college lecturers and tutors who deliver these courses in local authority Community Learning Centres although patterns of activity vary across the FE Sector which may be due to differences in policy and strategy between FE Colleges (ELLC, 2002).  Nevertheless, greater possibilities do exist for bridging the gap between ‘community’ and more formal FE or HE types of provision and for the cross-fertilisation and pollination of different approaches to teaching and learning.  If, Community Education does have a theoretical grounding, it is that ‘programmes and activities are developed in dialogue with communities and participants’ (Communities Scotland, 2004).  Valuing the prior knowledge and experiences of adults is also at the foundation of current initiatives involving the Scottish Credit and Qualifications Framework (SCQF) and Community Education Validation and Endorsement (CeVe), a ‘standards agency’ for training which is presently responsible to Communities Scotland -in the future this responsibility will be transferred to a new independent body.  SCQF are working with CeVe to recognise the skills and knowledge attained through informal, community-based adult learning as well as the formal qualifications represented in its framework.  This aims to help bridge the ‘articulation gap’ between successful community-based programmes and access routes to FE and HE by giving student credit for prior learning.
1.4
Funding Activity

Mainstream ‘Core’ Funding

Resourcing activity in the community is one of the main barriers to institutional engagement with hard to reach groups.  FE Colleges are constrained to delivery which can attract SUMS (Student Units of Measurement).  Teaching funding is allocated to FE Colleges on the basis of SUMS by the Scottish Further Education Funding Council (SFEFC) and applies to Scottish Qualifications Authority (SQA) validated programmes at FE or HE level within this sector.  One SUM is equivalent to 40 hours of learning (not all necessarily in classroom).  A single unit SUM is also a nominal amount and can vary between subjects e.g. Business Administration 0.76, Information Technology 0.9, and Engineering 1.2.  Supported courses carry a 1.8 weighting because of additional learner needs known as ‘Extended Learning Support.’  FE Colleges tend to have fixed base operating numbers so a course will not be offered if the minimum number of students is not recruited.

HEIs are allocated money from SHEFC for teaching students on degree programmes and other courses accredited at Level 7 or above on the SCQF eg. Certificate in HE or a Diploma in HE.  A few HEIs also teach a small number of HNC/Ds and draw down money for this from SHEFC.  An HEI wishing to offer non-accredited programmes to hard to reach groups and communities has no recourse but to find alternative funding sources.  

Widening Access Funds

Both SHEFC and SFEFC have made funds available over the last five years to promote widening access initiatives, including funding the regional fora since 1999.  HEIs can also access a number of premiums, notably the Widening Participation Premium (introduced in 2002) and the Articulation Premium (introduced for Academic Year 2003/4).  The former provides HEIs with £300 per head for students from certain deprived post code areas and the latter provides grants to HEIs relative to the articulation links and number of HNC/D students progressing to degree programmes with credit.  The Part-time Fee Waiver Scheme exists to encourage HEIs to bring in more part-time students.  It was introduced by SHEFC in 1998-99, and is designed to assist participation in HE by part-time students who are either from low-income backgrounds or unemployed.  FE Colleges have been able to access Widening Access Funding since 1999, each college’s allocation is valued at a 15% premium to reflect the greater difficulty in recruiting and retaining the target students.  Exactly how and whether this money is spent on supporting widening access activities is unclear as no conditions are imposed. 

In 1999 applications were also invited from HEIs for SHEFC Widening Access Development Grant (WADG) Strand 4 projects, with a total sum of £1.35 million available per annum.  The WADG Strand 4 projects have significantly contributed to community partnership work (as well as initiatives in other areas such as working with schools).  Of the 17 national projects, three in the South East devoted themselves to working with communities through partnership arrangements: QMUC’s Metropolitan Access and Articulation to Community-based HE Delivery (Maatched); Napier University’s Delivering Socially Inclusive Bridging Routes from community and FE; Access to Industry project.  

WADG Strand 4 Projects in the South East: Working with Communities

All three projects have worked with a vast range of community partners and local FE Colleges.  Both Access to Industry and Maatched were awarded £70 K per annum and the Socially Inclusive Bridging Routes project, £50K.  What follows is a brief summation of their overall aims. 

The aim of the Maatched project was to enable partner institutions to build on existing provision in Edinburgh and the Lothians and develop new SCQF level 7 provision and provide support to students from disadvantaged and socially excluded groups.  The intention was that community learners would progress from access level programmes and build to degree level awards with opportunities for credit-transfer involving the three partner HEIs (QMUC, Edinburgh College of Art and Napier University).  

The aim of Socially Inclusive Bridging Routes project was to develop new routes and pathways into Napier University, accredit community-based and experiential learning and develop support for students making the transition to mainstream HE provision.  Other elements focused more on developing modules to bridge gaps in students’ theoretical knowledge for HNC/D students coming into the University with advanced standing. 
The Access to Industry project (formerly Access to Cultural Industries) is a community-based initiative that aims to widen access to high quality training and education for under-represented groups in the cultural industries.  Operating as a broker, Access to Industry brings together various partners within a management framework to create new access courses and provide student support.  The project’s intention was to set up an integrated multi-exit education and training pathway that allows for progression to further and higher education provision or employment. 

All three WADG Strand 4 projects received a very positive independent evaluation conducted on behalf of SHEFC in 2003.

Other Sources of Funds

Other sources of funding which HEIs, FE Colleges and community partners can tap into include European money, namely: the European Social Fund (Strand 3) and the European Regional Development Fund (ERDF).  The former is targeted at reducing unemployment and improving and developing the skills of employed people; the latter is charged with supporting social and economic regeneration.  In addition the European Structural Fund has a budget for four Community Initiatives, one of which is Equal.  Equal funds training and employability schemes to combat discrimination and inequalities in the labour market.  Other sources of funding closer to home also exist.  These include: the Scottish Executive Pathfinder Working for Communities (2002) funding to manage the delivery of services to local communities; funding from the City Literacies and Numeracy Challenge Fund (CLAN Edinburgh) to promote literacy and numeracy in Edinburgh; the New Futures Fund to help vulnerable young people in Scotland acquire new skills and a job.  FE Colleges have been free to pursue a range of public and private funders to supplement core teaching money since their incorporation in 1992 which freed them from local authority control and gave them command of their own strategy, management and finances.

The issue of funding will be returned to at many other points in the report.  It is interesting to note, however, that the 2002 Enterprise and Lifelong Learning Committee report recommended to Scottish Ministers that they consider protecting a percentage of the budget each year for informal, community and voluntary learning.  The report recognised that the level of community education varies partly due to the discretionary nature of funding and partly due to a significant proportion which is initiative- and bid- based (ELLC, 2002).  The Scottish Executive’s response to this outlined their intentions to assess more effectively the contribution of CLD to achieving core Executive outcomes in relation to financial and human costs. They plan to develop a system to track CLD spend.  The issue of learner entitlement raised in the ELLC Report that enables certain groups to ‘buy’ education has also to be re-visited and the Funding Council’s strategic ‘Review of Widening Access to and Participation in Lifelong Learning’ (which includes reference to funding) is eagerly awaited.

1.5.
Target-Setting

The costs of widening access to hard to reach groups raises issues in respect of target-setting.  The Scottish Executive are committed to setting targets for widening participation at the regional level and sees a role for the regional fora in this.  One such measure of success is the increased participation of mature students from socially disadvantaged neighbourhoods or the bottom three economic groups.  Currently these targets focus on higher numbers of students from these groups entering HE in HEIs (yet HE in FECs may be a more likely destination).  Arguably, the costs of widening access to hard to reach groups through community partnership approaches is expensive given the resources required and small numbers engaged in these programmes.  Setting targets, however, must be set in the wider context of affecting longer-term cultural shifts in hard to reach communities.

1.6.
The Structure of the Report

In Part 1, this Chapter (Chapter 1) provides a brief background to the study and sets out the aims and objectives of the research.  Chapter 2 outlines the methodological framework and approach adopted and the research methods used.  Chapters 3-8 present the main findings of the research.  The nature and level of participation in community partnership activities is outlined and discussed in Chapter 3.  This is followed in Part 2 by Chapters 4-8, which uses case studies to explore different models in use, highlight good practice and barriers to successful engagement for both partners and students.  Chapter 9 draws together findings and identifies common themes, concluding with recommendations for future collaborative work.

Chapter 2

Methods and Methodology

2.1.
A Theoretical Framework 
One of the aims of the CLaSS project was to audit community partnership work involving the South East of Scotland FE Colleges and HEIs in 2003/04.  This was to map out activity, identify gaps in provision and help inform policy at the regional (and national) level.  From the audit a number of case studies were to be selected to provide a more detailed and contextualised exploration of good practice and barriers to participation and success that would be helpful for practitioners.  Defining community partnership in terms of widening access to higher education was both integral to the project and problematic, however.  By dissecting the terms a more robust framework for the research was constructed.  

‘Partnership’ is understood as involving a minimum of two agents.  Differentiation can exist with regard to the numbers of partners and the level of input and contributions they make.  One purpose of the partnership should be to deliver a course targeted at hard to reach groups.

‘Community’ is harder to define.  The interpretation adopted by the CLaSS project was inclusive of programmes delivered in, for and by the community.  Initiatives, ‘by the community’ involve greater community input into design and delivery.  A community of learners may be defined by their geographical locality or by shared interests or shared characteristics, eg. black and minority ethnic or homeless groups.

Widening access to HE becomes problematic in the context of community partnership and dealing with hard to reach groups.  The preparedness of students needs to be addressed.  Questions such as ‘when does wider access to HE start and at what level should it start?’ need to be constantly re-evaluated.  One argument states that engagement with communities is not a legitimate activity for HEIs unless it is at Level 7 on the SCQF (refer to Appendix 6).  This ignores issues surrounding the target group and the individuals within it who are invariably ‘hard to reach’ because they do not see education, let alone HE, as an option.  Questions remain as to whose responsibility it is to engage with these groups: Community Education, FECs, HEIs or a combination of these depending upon the target group and the level of education that these groups have.  The study was focused on the following groups identified by the National Advisory Group on Continuing Education and Lifelong Learning and others as the most difficult to reach and include in post-school-learning-opportunities (Fryer 1997):

· Unskilled manual workers 

· People without qualifications 

· Unemployed people 

· Lone parents

· People on low incomes from rural areas or living in peripheral housing schemes

· Mental health service users

· Those living in remote or isolated locations 

· Some black and ethnic minority groups 

· Asylum seekers and refugees

· People with learning difficulties and/ or disabilities 

· Ex-offenders 

· Recovering drug users

· Homeless people and people at risk of homelessness

· Disaffected young adults, and notably young men

Partnerships met the criteria for inclusion assuming that there was provision for progression towards HE, whether as the next step or after a sequence of steps.  HE denotes provision at Level 7 or above on the SCQF and includes HNC/D qualifications as well as individual modules and shorter courses, such as Certificates in Higher Education.

Based on the definition provided, examples of community partnership in the South East of Scotland were sorted into two categories: accredited and non-accredited programmes. 

In order to conceptualise partnership arrangements further, the two categories were sub-divided to reflect the level of accreditation, emphasis on progression to HE, focus on target groups, level of student support and degree of joint partner input.  More detail was captured for Accredited ≥Level 7 SCQF, >7 Level SCQF and Taster Level programmes than those at more basic level.  Details can be found in the appendices.

Accredited

Partnership Course

≥Level 7 SCQF
(Accredited at SCQF Level 7)  More arrangements for student support, focus on target group(s), greater joint partner input in course design and /or delivery/ management.
>7 Level SCQF
(Accredited below SCQF Level 7) but with clear progression routes to HE, firm arrangements for student support and a focus on hard to reach group(s).

Non-accredited

Taster Level
Non-accredited educational opportunity, taster of HE, shorter course duration, targeted at a hard to reach group(s), with some student support.

Basic Level
Adult basic education emphasis on core/ IT skills, includes European Computer Driving Licence provision, ‘leisure-based learning’ courses and SVQs.  Limited emphasis on progression to HE, a specific hard to reach group or provision of student support.

The type of partnership varies due to the capacity of both the institution and community partners, their aims and objectives and the nature of the hard to reach group.  

Invariably some programmes and partnerships display characteristics of more than one category, in the interests of the CLaSS project they have been assigned a category based on the closest fit.

2.2.
The Audit

Initial grounding and contextual understanding was developed through document analysis. Institutional contacts in all SESWARF’s member FE Colleges and HEIs were then contacted and asked to identify staff in their institution responsible for working with community partners to target hard to reach groups.  Meetings were then arranged with these individuals and representatives from SESWARF’s associate members (SWAP-East, Access to Industries, the Open University).  These individuals then identified their community partners in any relevant activities and interviews with these contacts were subsequently arranged.  Appendix 4 provides a full list of those who contributed to this phase of the study.

In all 35 people were interviewed.  Interviews were conducted on a one-to-one basis using a semi- structured approach to explore critical issues and allow others to emerge (for questions see Appendix 5).  

Templates containing standard information fields for each community partnership programme were then developed.  Each template was circulated amongst all named partners involved in each programme for their verification and feedback.  In total 16 cases met the project criteria for inclusion as accredited programmes and 11 cases as non-accredited programmes.
It should be noted that the changing nature of activity in this area means the lists will date fairly quickly.  Working through institutional contacts the CLaSS project set out to be as comprehensive as possible, however.

2.3.
The Case Studies

The five case studies make up an important part of the research and are designed to help inform practitioners working in this area (or thinking about working in this area).  The cases were selected from the programmes identified in the audit to be representative across a range of fields including: student target group; locale of delivery; pitch (re. SCQF); content of course; geography and partnership management structures; duration and age of programme.  

To fully appreciate the nature, dynamic and outcomes of each case, semi-structured interviews with key stakeholders added significantly to insights gained from document analysis.  Interviews were conducted with key figures from each institution/organisation involved in the partnership responsible for delivery, design and student support.  A group of students were also interviewed in focus groups or individually depending on numbers.  A schedule of core questions was prepared to allow some degree of comparison, but open enough to capture unique features of a particular programme.  Research questions for the staff covered: their own role in the partnership; experiences of what had and had not been successful with regard to student support, delivery, recruitment and management of the partnership.  Students were questioned about their experiences of the course (see Appendix 6 for schedules).

In total 36 people were interviewed across all five case studies, sixteen staff figures and twenty students (refer to Appendix 4).  The interviews were recorded to capture the richness of data and site visits provided greater contextual understanding.  Transcriptions were then coded into themes and analysed using a qualitative data software package, QSR 6.  Gathering multiple perspectives provided a degree of ‘triangulation’ in understanding the issues for the different partners and students.

PART 1

An Overview of Community Partnership Activity

Chapter 3

Community Partnership Programmes in the South East of Scotland

With respect to community partnership programmes, the following sections will discuss: the extent of activity in HEIs and FECs; funding; location; teaching; longevity of programmes; subject areas; student support; target groups and variations in outcomes.  Definitions for the different types of community partnership programmes included in this study are outlined and discussed in Chapter 2.  This data is based on the audit for 2003/04 and details are provided in the templates provided in the appendices.
3.1. Patterns of Activity in the FEC and HEI Sectors

3.1.1. Level and Extent of Activity

From Table 1 it is evident that in terms of accredited partnerships HEIs are involved in five, FE Colleges in four, and together they are both involved in three partnerships in the South East of Scotland.  In terms of non-accredited partnerships FE Colleges are involved in eight, HEIs in five and together they are involved in two.  HEIs would be expected to have greater representation at SCQF Level 7 or above given that this is at HE level.  Similarly the FE Sector would be expected to have more representation in basic level type provision with a focus on literacy and numeracy courses.  In terms of taster level provision involving community partners, HEIs are shown to be more involved.

Table 1: Patterns of community partnership work in the FEC and HEI sectors

	N=
	Community Partnership
	FECs
	HEIs
	Both 

FEC and HEI

	7
	≥Level 7 SCQF
	1
	5
	1

	5
	< Level 7 SCQF
	3
	0
	2

	4
	Taster Level
	1
	3
	0

	11
	Basic Level
	7
	2
	2

	27
	All Levels
	12
	10
	5


HEI Involvement

HEIs have greater involvement in both taster level and ≥Level 7 SCQF partnership provision.  The majority of community partnership work involving HEIs in the South East is concentrated in the two post–1992 HEIs: Napier University (template 3,4,8,11,12) and QMUC (template 5,11,12,13,15).  Of the other four HEIs in the study, Edinburgh College of Art contributed to an initiative through Maatched funding (template 11), the University of Stirling developed short pre-access courses which were delivered in the community in 2003 (template 2) and the University of Edinburgh delivered a short course in computing accredited at Level 7 on the SCQF which was targeted at black and minority ethnic students (template 16).  In the period of the study (2003/4) except for small input into one partnership (template 11), Heriot Watt University did not engage in community partnership work.

The level of activity in community partnership programmes also tends to be confined to particular faculties and staff.  QMUC has attempted to address this problem by involving cross-departmental staff in a number of initiatives, notably the Agents for Environmental Justice course which is one of the case studies discussed in Chapter 5 and summarised in template 11.  

FE Colleges Involvement

FE College involvement with non-traditional students pre-dates the current explosion in widening participation rhetoric and policy.  FECs generally have more experience of working with local communities.  Colleges also tend to be located close to or in the heart of disadvantaged communities.  Research has found that non-traditional students, especially more mature students, find location and accessibility to be of key importance (Gallacher, 2002).

The templates reveal a concentration of FEC activity in <Level 7 SCQF partnership provision, predominantly in access-style courses pitched at levels 5 and 6 on the SCQF.  In Edinburgh, Stevenson College (template 5), Jewel and Esk Valley College (templates 7,8,12) and Telford College (templates 9,8,1) are engaged in work of this nature.  The one example of an FE College engaged in HE level work of this kind is Falkirk College, on the HNC Working with Communities programme (template 14, case study 4).  Falkrik College has been able to transfer this model to another geographical area in Falkirk.  In addition, Jewel and Esk Valley College at the time of writing were in the process of offering the same course in South Edinburgh.

Joint Collaboration

There were five examples of joint collaboration between the HEI and FE College sectors across all partnership activities and levels (template 5,6,7,8,12).  There was also one example of collaboration within a sector, namely the Family and Society course (template 12) which involved both Napier University and QMUC.  There are plans for 2004/5 to pilot a Foundation Year in Creative Industries involving four HEIs in the South East of Scotland.  Funded in part by the CLaSS project, this will involve Edinburgh College of Art, Napier Univeristy, QMUC, the University of Edinburgh as well as employers, Access to Industry, community groups and the Sector Skills Council.

3.1.2. Longevity

Table 2 revels how long the programmes identified in the mapping exercise have been running for.  Details were collected for taster level, <Level 7 SCQF and ≥Level 7 SCQF partnerships activities but not for basic level courses.

Table 2: Longevity of the community partnership programmes

	N=
	Longevity
	1 Cycle
	2 Cycles
	≥3 Cycles

	7
	≥Level 7 SCQF
	4
	3
	-

	5
	<Level 7 SCQF
	1
	1
	3

	4
	Taster Level
	1
	1
	2

	16
	All Levels
	6
	5
	5


From the table, it is evident that 11 out of the 16 courses have gone through a maximum of two cycles.  This is to be expected due to the relatively recent introduction of funding packages and premiums aimed at widening participation to HE, particularly with hard to reach groups.  The majority of the courses date from either 2000 or after, the time when the SHEFC Wider Access Development Grant Strand 4 funding was launched.  Access to Creative Arts (template 6) is in its fourth year and is one of the longest running courses.  

Issues associated with funding and sustainability are further discussed in 3.7.

3.2.
Target Groups

This section explores the student groups targeted and the relationship of this to the level or type of community partnership provision. 

Table 3: Target groups of community partnership programmes

	N=
	Target Group
	Exclusive
	Multiple
	Non-specific

	11
	Basic Level
	6

· Carers in receipt of benefit

· Unemployed men

· Single mothers in Midlothian

· Adults with physical and learning disabilities

· Elderly
· Women returning to work
	
	5

· Open to the community, paying customers, some students can benefit from fee-waivers.

	4
	Taster level
	3

· Homeless

· Ex-offenders

· Lochend/ Restalrig residents, Edinburgh
	1

SIP residents, unemployed, under-employed in Stirling/ Falkirk area
	0



	5
	<Level 7 SCQF
	2

· Black and minority ethnic (Edinburgh)

· Unemployed with mental health problems
	3

· SIP residents, ethnic minroities, students with mental health support needs, disabilities, unemployed in Edinburgh
	0

	7
	≥Level 7 SCQF
	6

· Black and minority ethnic (Edinburgh) X 2
· Urban/Rural Environmental activists

· Adults from disadvantaged communities in Midlothian

· Community workers in Langlees, Falkirk

· Informal/ Formal carers
	1

· Adults from disadvantaged communities in Edinburgh, unemployed and people with no previous experience of HE
	0

	27
	All Levels
	17
	5
	5


From Table 3 it is evident that most of the 27 partnerships focus on targeting specific groups using single (17) or multiple indicators (5).  Five of the 11 basic level programmes have non-specific target groups, however, and are open to anyone interested in and presenting themselves for a course at that level.  Students fulfilling certain criteria, such as in receipt of benefit, will receive fee waivers but others will have to pay.  As already stated, these courses often focus on developing basic IT skills or are leisure- or interest-based programmes and are most often delivered by FE College staff in a Community Learning Centre. 

Taster courses, although fewer in number then the basic level programmes, are more likely to focus on specific groups, namely: the homeless, ex-offenders and those from specific disadvantaged geographical communities.

Accredited partnerships, particularly those ≥Level 7 SCQF, are also more singularly focused on providing access for specific groups.  In many cases the partners’ funding dictates which groups are eligible for the course.  The subject specific focus of the courses also dictates that there is targetted recruitment.

There is a prominent emphasis on ethnicity within accredited partnership programmes (three exclusively and three as one measure amongst others) and the unemployed (seven courses reference this criteria).  Under-represented target groups also include disabled students and those on disability benefit, people with mental health problems, carers, and those from specifically located disadvantaged communities.

3.3.
Subject Area

Table 4 maps out the different subject areas available to students on different types of community partnership programmes.

Table 4: Subject areas in different types of community partnership programmes

	N=
	Subject Area
	Creative Industries
	Computing/ IT
	Social/ Arts Envirometal/ Health Sciences
	Communication/ Writing Skills

	11
	HEI

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥Level 7 SCQF
	1
	1
	3

1

4
	2



	15
	FEC

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥Level 7 SCQF
	4


	7

1


	1
	1

	1
	BOTH

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥ Level 7 SCQF
	
	1
	
	

	27
	All Levels
	5
	10
	9
	3


It is apparent that the majority of basic level courses focus on IT and computing skills.  Taster level partnerships focus more on communication and writing skills.  The patterns in these non-accredited programmes are to be expected given the focus on literacy, numeracy and IT (or core skills) as part of the Scottish Executive’s social inclusion and lifelong learning agenda and in CLD Action Plans. 

Of the accredited partnership programmes, those that are  <Level 7 SCQF  and FEC-led are mainly focused on the creative industries.  Much of the subject focus in this area can be explained by the input of Access to Industry (formerly Access to Cultural Industries) to many of these programmes.  In contrast,  ≥Level 7 SCQF partnerships (predominantly in the HEI sector) are more likely to be in the humanities and sciences.  These are rooted in traditional academic disciplines which have been modified for the target group eg. the Certificate in Environmental Justice.

3.4.
Delivery Aspects

3.4.1. Delivery Mode

One way of overcoming barriers to learning is by taking the course out into the community.  Table 5 explores patterns of delivery with regard to different types of community partnership provision. 
Table 5: Location of community partnership programme delivery

	N=
	Location
	On-campus
	Off-campus
	Both
	Work-based

	11
	HEI

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥Level 7 SCQF
	1
	2

2

2
	1

2
	1

	15
	FEC

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥Level 7 SCQF
	3


	8

1

1
	2


	

	1
	BOTH

· Basic Level

· Taster Level

· < Level 7 SCQF

· ≥ Level 7 SCQF
	
	
	1
	

	27
	All Levels
	4
	16
	6
	1


From Table 5 it is evident that in terms of non-accredited partnership programmes, delivery is almost exclusively off-campus in libraries and other community venues including community learning centres.  This is to be expected given the nature of the target groups and aims of basic level and taster type courses.

The majority of basic level partnerships involve FE Colleges delivering courses in Community Learning Centres (appendix 2).  Lauder College is an illustration of this, with a presence in five Community Learning Centres in Fife.  Lauder College provide tutors for those centres mainly delivering SQA units or SVQs in IT.  The situation in Fife is similar to other areas in the South East.  Local authorities are now, in many areas, paying FE Colleges to deliver adult basic education rather than Community Education tutors and providing them with PC labs to do so.  

There is a concentration of college campus delivery in <Level 7 SCQF partnership programmes.  Arguably, this is providing education in the community as many FE Colleges are located in the heart of their communities.  The one case of FE College involvement in HE ≥Level 7 SCQF (template 14), is taught off-campus.  This model is being replicated in the SIP area of South Edinburgh by Jewel and Esk Valley College to a larger cohort of 18 students.  Of the other examples of ≥Level 7 SCQF delivery, five involve teaching off-campus.  HEI-led ≥Level 7 SCQF partnerships are taught both on and off campus.  

Focusing on all partnership activities except those at basic level, eight out of the nine HEI-led cases involved off-campus delivery in contrast to only four of the seven FE College-led partnerships.  Of particular interest is the Certificate in Environmental Justice programme (template 11) as it brought together students from communities around Scotland for its six three-day residential events.  

The partnership involving the Nursing Department at QMUC working with the St Joseph’s Service is interesting in that it provided the only example of work-based learning.  This involved a part-time certificate for formal and informal carers (template 15).

The majority of courses are delivered part-time or are short in nature.  The <Level 7 courses are structured with a maximum of 16 ‘guided learning hours’ (eg. lectures, tutorials and supervised study) and four hours self study.  This should enable students to retain their benefits such as Job Seekers Allowance. 

The Write On course is delivered during weekday evenings but the other 15 courses are taught during working hours.  The timetabling of all the courses was considerate of childcare needs.  Classes tended to be organised around school-friendly hours, especially between 9.30 am and 2pm.

11 out of 16 courses were focused in Edinburgh.  One course (template 11) recruited nationally.  The Borders were under-represented geographically and the level of accredited partnerships in West and East Lothian, central areas and Fife was also low.  Increased partnership activity in Midlothian is due to collaboration between QMUC, Napier University College and Jewel and Esk Valley College (template 12 and Appendix 2).

3.4.2. Teaching Support

From Table 6 it is plain that the majority of teaching in community partnership programmes across all categories is carried out by institutional staff.

Table 6: Responsibility for teaching
	N=
	Teaching
	Community Partner
	FEC Staff
	HEI Staff
	FEC Staff and Community Partner
	HEI Staff and Community Partner
	HEI and FEC Staff

	11
	Basic Level
	1
	7
	3
	
	
	

	4
	Taster Level
	
	
	2
	1
	1
	

	5
	<Level 7 SCQF
	-
	4
	0
	1
	
	

	7
	≥Level 7 SCQF
	-
	1
	3
	
	3
	

	27
	All Levels
	1
	12
	7
	2
	4
	1


FE College staff teach the majority of <Level 7 partnership courses, which is to be expected as the courses are based on campus.  Community partners play a significant role in course tuition in HEI-led ≥Level 7 SCQF partnerships.  This is due to their subject expertise and input (template 11,13) to course design in programmes delivered off campus in three out of seven cases.  There are no examples of partnerships involving teaching by both HEI and FEC staff on the same programme.  

The one case of FE College involvement in HE (template 14), is the second presentation of the HNC Working with Communities by Falkirk College.  Three of the seven cases of ≥Level 7 SCQF partnerships involve Level 7 modules or units (template 10,12,16) whereas the courses in template 11,13,15 are Certificates in Higher Education.

In terms of the non-accredited cases of community partnership activity, it is clear that community partner staff play a role in both teaching and supporting students on taster level courses.  

3.5.
Other Forms of Student Support 

The focus of this section is on accredited and taster level partnership programmes.  Details 

regarding student support were not collected for basic level provision.
Dedicated Support?

From Table 7 it is clear that taster level partnership programmes mainly provide tutor support during class time.  This reflects the short nature of the taster courses and the fact that they are non-accredited.  Accredited partnerships generally have the resources to provide a support worker in the community as well as class tutor support and students are able to draw on mainstream support services in the institutions.  Access to mainstream support services for students on courses taught in the community is less straightforward.  Apart from essential services such as bursaries it is un-clear if students take full advantage of the additional support services.  

Table 7: Student support available in different types of community partnership programmes

	N=
	Student Support
	Only tutor class time
	Community-based Support Worker
	Community-based support and mainstream FEC/HEI student services

	4
	Taster Level
	2
	
	2

	5
	<SCQF Level 7
	
	
	5

	7
	≥Level 7 SCQF
	
	2
	5

	16
	All Levels
	2
	2
	12


The Access to Industry model of community-based support is evident in the five <SCQF Level 7 partnerships.  It involves an independent support worker who is in dialogue with students from a number of courses as well as with the college staff teaching the course.  

Financial Support for Students

The four taster level courses were provided free.  Vouchers for food were provided along with bus passes on the Think Again course (template 3), otherwise there was no additional financial assistance on taster level courses.  In four out of five <SCQF Level 7 courses, students had access to bursaries, travel expenses and hardship funds.  In the fifth <SCQF Level 7 (template 9) programme the students retained their disability benefit.  A student on the Certificate in Environmental Justice course (template 11) accessed the Disabled Students’ Allowance, and the other ≥Level 7 SCQF courses were designed so that students could keep their benefits.  The courses were also provided with no fee to students.  Students on the Certificate for Environmental Justice were given an honorarium of £150 per month.  

Childcare

Taster level courses made no provision for childcare.  Depending on eligibility students could access childcare in the college or have provision paid for elsewhere by the FE Colleges in <level 7 SCQF partnerships.  Childcare was provided on the HNC Working with Communities (template 14) and a crèche was provided on the Family and Society (template 12) course.  Childcare generally proved to be one of the most difficult support issues, with problems concerning its cost, the best location for provision and cut off ages for eligible children.
3.6.
Student Outcomes

The focus of this section is on taster level and accredited partnership activities.  Information on the outcomes for non-accredited partnerships, especially basic level, was not collected or available.
All partners acknowledged the need to track students but the difficulties associated with that meant that information about students’ destinations and progression was lacking or incomplete, often due to a lack of resources.  The patterns for partnership outcomes are varied.  Taster level partnerships tend to promote students to FE level courses, but not exclusively.  <Level 7 SCQF partnerships were clearly effective at promoting students to employment, FE and HE in the FE sector.  There is less progression from ≥Level 7 SCQF partnerships into other HE courses as the programme is often seen as an end in itself.  Students on these courses tend not to continue with their studies and exit into employment using their HE credits or awards.  Most often this is a Certificate in HE.

3.7.
Funding 
The focus of this section is on accredited and taster level partnership activity with information presented by sector in Table 8 on sources of funding.  Detail regarding funding was not collected for basic level partnership work. 

The nature of the funding arrangement often varies between partnerships with an HEI lead and those with an FEC lead.  HEIs with access to WADG Strand 4 funds can provide seed funding which community partners use to attract larger funding awards.  Due to the restrictions of their core funding FECs on the other hand bring themselves to partnerships in order to gain SUMS through student numbers.  

Table 8: Funding sources

	N=
	Funding
	Project 

Funding
	Core Institutional Funding
	Both



	9
	HEI

· ≥Level 7 SCQF

· < Level 7 SCQF

· Taster Level
	5

3
	
	1*



	7
	FEC

· ≥Level 7 SCQF 

· < Level 7 SCQF

· Taster Level
	
	
	1

5

1

	0
	Both

· ≥Level 7 SCQF 

· < Level 7 SCQF

· Taster Level
	
	
	

	16
	All Levels
	8
	
	8


(* Widening Participation Premium is included under ‘Core Institutional Funding’ (relevant only for the OU Openings Template 10)

3.7.1. Accredited Partnership Programmes

FE College activity is paid for by teaching funding (or SUMS) which comes from SFEFC.  In all seven cases the colleges were able to draw down SUMS for the teaching elements of the course (templates 1,5,6,7,8,9,14).  Support provided by the community partner is often dependent on project funding.  This is often vital additional support in terms of providing information, guidance and learning support to hard to reach groups of students.  HEIs can only draw down SHEFC core funding if the course is accredited at SCQF level 7 or above and the students are included in a Faculty’s allocation of FTE funded places.  In reality, the HEIs have funded the bulk of their programmes through SHEFC WADG Strand 4 money.  Project funding plays a key role in all the examples, especially in templates 11,12,13,15 in terms of resourcing student support services and paying for tuition in some cases. 

QMUC, Napier University and Access to Industry accessed SHEFC WADG Strand 4 funding in 2000 for community collaboration. As a result of this QMUC and Napier University were able to broker partnerships and offer to resource community organisations through their respective Maatched and Socially Inclusive Bridging Routes projects.  They developed portfolios of community activity and networks of contacts.  The Access to Industry model, of brokering partnerships and supporting students independently to the FE College is of especial interest, appearing in five out of twelve accredited courses.

Across all partnership types there are a number of other project funding sources, such as the National Lottery Community Fund (template 11), Scottish Arts Council (template 5,9,13), Social Inclusion Partnership funding (templates 1,5), Scottish Executive Pathfinder, European Regional Development Fund, European Social Fund (ESF), SWELL (Scottish Workforce Empowerment for Lifelong Learning)  and the Home Office.  Most of these awards were secured by the community partner.  HEIs are also using their internal Widening Participation Premium budgets to fund community partnership activity for example the Open University in Scotland (template 10), which covered the course fees for black and ethnic minority students enrolled on their programmes.
Sustainability Issues

One of the major stumbling blocks for HEIs is the lack of available core funding.  Teaching below Level 7 on the SCQF is not funded by SHEFC.  ≥Level 7 SCQF HEI led partnerships, (eg. template 11) look to mainstream courses when project funding ends.  This could enable them to access core SHEFC teaching funding.  This requires the HEI to fund students on the course out of its SHEFC allocation of FTE funded places, however.  This will make it hard to recruit the original target group to the exclusion of others as standard entry requirements and admissions policies will apply.  

3.7.2. Taster Courses

Three out of the four taster courses in Table 2 are HEI-led.  These cannot secure core funding from SHEFC as they are non-accredited and not at Level 7 on the SCQF.  One taster course is FEC-led and receives a notional amount of SUMS but is mainly paid for by New Futures Funding, from Scottish Enterprise Edinburgh and Lothian.  Other sources of project funding include Edinburgh’s City Literacies and Numeracy Fund (CLAN), the Royal Mail Stepping Stones fund and the European Social Fund.

Issues of Sustainability

Partnerships offering taster level courses have to manage smaller funding awards over shorter durations.  For that reason the frequency of submitting funding applications can be fairly high.  Funding the support function poses most of the problems for sustainability.  Napier University contributed in-kind administrative support staff time to the Write On course (template 4).  However, there are no examples of courses of this nature being exclusively funded by the FE College or HEI (including through their Widening Participation budgets).
PART
2

Community Partnership Case Studies 

Chapter 4

Access to Interactive Multimedia course
4.1
Course Background

Course Name:

Access to Interactive Multimedia.  SCQF Level 5, non- accredited.  

Course Duration
One academic year, it has been running since 2001.

Course Aims

To introduce black and ethnic minority individuals to the technical skills of Interactive Multimedia and to develop the essential core skills required to access HE (FE or employment).

The course targeted potential students from black and minority ethnic groups.  To be eligible, individuals needed to be British citizens, European Union nationals, refugees or asylum seekers.  Asylum seekers must have lived in the UK for three years prior to the start of the course for purposes other than education and have 'indefinite leave to remain in the UK'.  

Progression routes exist guaranteeing entry into HNC study at Jewel and Esk Valley College or the BA degree of Computing at Napier University.  

While commentators acknowledge that progress has been made with regard to bringing black and minority ethnic students into HE, certain ethnic groups remain more under-represented than others (Woodrow, 2000).  In 1999 Pakistani/ Bangladeshis made up 0.6% of the Scottish population (Labour Force Survey, 1999 in Scottish Executive, 2000), yet UCAS figures for 2000 reveal that only 0.1% of those in Scottish HEIs are from this group (UCAS, 2004).

Course Outline

The course was delivered at Jewel and Esk Valley College and was made up of 15 SQA units in Multimedia and Computing, including Web Page Design, Use of Spreadsheets and Photoshop.

Course Funding

The FE College was able to draw down SUMS for teaching and Skillnet used its Home Office 

funding to pay for the support function.  Access to Industry was able to secure £20K from the Scottish Arts Council for a suite of PCs for students on the course. 

The Partners


Jewel and Esk Valley College: an FE College located in East Edinburgh with a student population of 10,000 in 2003.

Napier University: a post-1992 HEI located on four sites around Edinburgh, with a student population of 13,717 in 2003/04.

Access to Industry: a company limited by guarantee with charitable status funded since 2000 under SHEFC Wider Access Development Grant Strand 4.  It receives £70K per year to widen access to new learning opportunities for disadvantaged and excluded groups.  Access to Industry is based in Wester Hailes, a SIP area of West Edinburgh.  Core funding has been used to lever in additional funds.  The total volume of resources accumulated by 2003 amounts to £1,149,238 (AI, 2004).

Skillnet: an Edinburgh-based organisation which was established in 1996.  It offers a range of services that support black and minority ethnic people as they search for employment and training opportunities.  It is funded by the Home Office, Scottish Enterprise Edinburgh and Lothian, New Futures Fund, Lloyds TSB and the ESF Equal Fund.  In 2003 it had an annual income of £250K (Skillnet, 2003).  In the same year it dealt with 250 clients.

4.2

Partnership Issues

The primary role of Skillnet was to provide student support.  Access to Industry instigated the course and helped co-ordinate the partners.  This included overseeing the service level agreement, chairing meetings and liasing between the partners.

Jewel and Esk Valley College tutors taught the course and provided accommodation.  Staff from Napier University’s computing department attended partnership steering group meetings and arranged student visits to their University.  Effective partnership management was reported to have been aided by Access to Industry which brokered the agreement.  Respondents from Skillnet and the FEC commented that Access to Industry served to ‘level the playing field’ between the ‘large institutions’ and the ‘small community organisation’.

‘You need somebody to chair and in the past it would have been the College chairing it and I can visualise Skillnet not having much power in that partnership.  But because Access to Industry was an independent chair our voice was heard quite clearly.  And I think also the other important thing was that there was a service level agreement where everybody’s responsibilities were written down on paper and people stand up to that.’

Skillnet staff

‘Time and trust are key for partnerships.  There is a clear need for a broker, like AI to urge on the partners, invoke positive criticism, maintain the dialogue, dispel preconceptions and secure foundations.’

Jewel and Esk Valley College Head of Department

The partnership has also benefited from staff continuity over the course’s three year existence.  The expertise gained by staff in relation to the target group continues to be fed back into the programme.  Nevertheless, problems have been experienced. 

At the outset, the course was designed to be delivered in a community setting, namely Craigmillar Community Information Centre, Teleport.  There were problems regarding the maintenance of the suite of PCs at the Centre and determining whose responsibility this was.  As a result, one month into the first year of the course and following consultation with the students, delivery was relocated to Jewel and Esk Valley College.  The (re) location of the course may explain the higher number of students progressing to courses in the college on completion rather than to Napier University.  This poses potential problems for the partner HEI.  A cohort or two that provide no students to Napier University might make continued involvement harder to justify to the HEI’s senior management.  

‘It wouldn't kill it necessarily, if it happened twice in a row (that no students progressed to Napier University) I might have trouble justifying it.’

Napier University Lecturer

Although the students on the course went on familiarisation trips to Napier University, no element of the course was taught on their campus.  Discussions about Napier University’s School of Computing delivering a first year elective module did not come to fruition.

‘The acting Curriculum Development Manager in the College stopped in that role and I had to deal with people in their Computing Department in general.  When I spoke to them they were not interested at all, full stop, in an access course to us. Irrespective of what was in it.  They want to take people, if a student is on an access course they want them to go onto an HNC then HND and then they'd want them to come to us.’

Napier University lecturer
It was also reported that there was a sense among college tutors that the ‘HNC (rather than progression to degree study) is best for these students,’ based on a belief that a commitment to one year’s study is more realistic than four.  The potentially divisive issue of competition for students between the FEC and HEI partners remains.

4.3 Recruitment

Identifying the right kind of curriculum and focus of study is generally thought to be important in attracting under-represented groups.  Students noted that the content of the Multimedia Course was appealing as it might help them to get a better job.

‘The course appealed to me because it had various software packages that I wanted to learn, like Photoshop.  I am a fishmonger at Safeways. But for other kinds of jobs you need IT skills, which are what this course gives.’

Student
Both Jewel and Esk Valley College and Napier University were concerned with the number of black and minority ethnic students represented in their student population.  Working with an organisation such as Skillnet, opened up a dialogue with the target group and may have helped to overcome negative perceptions of FE or HE held.

‘You need to be careful when targeting certain communities as for lots of families they are viewed as evil (FE and HE) places, where sons and daughters are exposed to negative things.  This mistrust of institutions is a big barrier.’

Former Skillnet Guidance Staff

Skillnet were also able to provide credibility as well as specialist knowledge and experience in working with black and minority ethnic communities 

‘We have got a lot of experience in tapping thorny issues like residency, asylum seekers, language issues and cultural identity issues.  We have gained this knowledge through our experience and through our black and ethnic staff.  Empathy from our clients due to this is very strong.  The Colleges just don't have that because they don't have that experience.  From that point we are able to attract large numbers of people to Skillnet because we have that experience and we have got those skills.’ 









Skillnet staff

For these reasons, Skillnet and Access to Industry were responsible for recruiting students to the course.  Strategic advertising and marketing helped to raise awareness of the course through relevant and complementary agencies such as the Black Community Development Project, Linknet and Edinburgh and Lothians Racial Equality Council.  Publicity material was also placed in public libraries and in the local press (North Edinburgh News, the Edinburgh Herald & Post, West Edinburgh News and The Gorgie-Dalry Gazette).  In addition, Skillnet were able to refer some of the 200 or so individuals that it dealt with on an annual basis to the course.

Promotional material for the Access to Interactive Multimedia course stressed that: the course was exclusively for black and minority ethnic individuals; was free and that no previous formal qualifications were required.  What seemed of most significance to the students, however, was that they felt that it was intended for them.

‘Well on the poster they said they were keen to make sure that people from ethnic minority backgrounds were getting access to learning and education in computers.  I suppose what swayed me to this one was it was targeted at a certain group of people and I thought I am one of them, I will apply for that.’

Student

The course has benefited from its own track record.  Increasingly ‘peer recruitment’ or word of mouth has led to students enrolling.  Recruiting sufficient numbers, however, has been less of a concern to some than recruiting ‘the right’ students on to the course.  

‘Recruitment is pretty much open door but we assess people's eligibility criteria first, in terms of their three year residency.  They can obtain bursaries if they have been in the country for three years so we look at that.  We look at their seriousness and their motivation before we take them on board.’

Skillnet staff

Students were interviewed by a panel to determine their levels of motivation and ability.  Such an arrangement seemed effective at ensuring that both learners and partners were committed.  It helped reduce the potential for partner ‘fall-out’ over particular students during the course and, arguably, reduced the likelihood of student withdrawal.

4.4
Student Support

The Student Group

The lack of confidence amongst the target group was identified by staff and students as an issue.

‘I think confidence is the biggest issue.  It causes obvious problems around language.  You can't separate language and confidence in this sort of situation particularly with some of the Chinese origin students.  They seem to be the ones with the biggest language issues and the biggest problems.  But there are students, one in particular this year who is mainland Chinese.  She was very nervous about her level of English before coming on to us but we will take students direct from China who are much weaker than her at English.’

Napier University staff

‘I know that there were one or two in the class that did come along that were considered to be over qualified.  There was, I think she was either Turkish or Iranian one year who came along.  She was a qualified software engineer from her own country, and for her to do an Access to Multimedia Course was patently absurd.  But in this country she had lost all her confidence.  In the end I think we pointed her on to something that was likely to be more productive.  That was crazy.’

Napier University staff

This can be attributed to a number of factors: unfamiliarity with the Scottish education system; uncertainty regarding compatibility of existing qualifications from their country of origin with the employment/ education system
; concerns regarding competency in the English language and cultural perceptions of learning and gender roles within families which can inhibit engagement in learning opportunities.

‘One student needed particular support, especially as initially her family, her husband, was a little wary of the idea of her studying.’

Jewel and Esk Valley College staff

Tutors commented on the high motivation levels of the students:
‘As a group, the Multimedia students are a joy to teach, being that little bit more mature.  They are focused and work hard.  We even had a student who gave birth then came back soon after.  They are more motivated than a lot of my mainstream younger students.’

Jewel and Esk Valley College Tutor

Steps were taken in advance of the pilot to ensure that the staff were sensitised to the needs of the client group.  Skillnet staff reported that informal information sessions were conducted with the College tutors and course leader.

Dedicated Support and Integration

The teaching took place in one room in the college with IT resources, exclusively available to the students.  The students stressed the importance of having their own room and facilities in the College.  Some staff, however, expressed minor concern that more should be done to integrate them into the College environment.  Suggestions such as changing classrooms and using IT resources with the rest of the student body were discussed.

Students had access to student support services at Jewel and Esk Valley College such as: guidance, the job shop, study skills and counselling.  Interviews with students revealed that the services were not widely used although other services such as additional English Language classes for those requiring language support were popular amongst the students.  

‘There certainly is remedial English available, but there is a communication unit in the course so there is English as part of the course.  I think the assumption was that there would be quite a few students, if not most, who would have issues with English.  But there is a limit to how much English you can actually deliver in a year because it is a Multimedia not English course.’

Jewel & Esk Valley College tutor

Peer Support

Peer support was identified as an effective means of increasing confidence levels among the students. Members of the group actively encouraged each other to get the most out of the course.  The tutors highlighted this mentality and how the group motivated itself.

‘The students you spoke to are like the mother and father of the course. You see them stressing to the other younger students that they shouldn’t waste this opportunity.’

Jewel and Esk Valley College Tutor

Practical Issues
Black and minority ethnic students also faced barriers common to other under-represented students such as: financial concerns; lack of awareness of opportunities; poor guidance; childcare and transport difficulties.  Jewel and Esk Valley College, Skillnet and Access to Industry made the following provision for students: access to bursaries (dependent on individual circumstances); childcare costs in some cases; travel costs, and school-friendly course timings (10am-2pm). 

Any issues that the students had could be raised with the Skillnet guidance worker whom they met with every Friday lunchtime.  Two students also served as class representatives and attended course meetings with tutors and other staff.  This facilitated further dialogue between staff and students.  Students were mostly concerned at the start of the course about receiving their bursaries.  One of the main obstacles reported by the students concerned their legal immigration status.  The varied documents that the students presented to the Finance Department of the FE College were often unfamiliar to staff.

‘Without the support of somebody in my position it is likely students would have been put off the course.  There was a lack of awareness (from the FEC Finance Office) to their position, the general attitude being if a case is not straightforward then we don’t want to touch it.’

Skillnet staff

Students and staff found the assistance of the guidance worker invaluable.  Staff felt that early intervention was crucial to the successful retention of students.  However, it was agreed that there was a need for this support to be tapered off over time.  Students concurred: 
‘I think there was more need (for support) at the beginning, because of the practical issues like bursaries and making sure that we had all the information that we needed.’

Student

Staff were keen to reduce the weekly meetings to fortnightly ones. The students’ ability to cope with reduced support was tested after December 2003 when the funding for the guidance worker’s position expired.  

4.5
Course Outcomes

The partnership has evolved and benefited from the experience gained over the three years of its operation.  Partnerships can be fragile arrangements and to survive more than three years is an achievement in itself.  

On a per-capita basis the Access to Multimedia course has proven to be a successful example of community partnership activity that has widened participation to HE.  Over the last two years 23 students have completed the course and 19 of those went on to HE:  15 progressed onto HNC/Ds at Jewel and Esk Valley College; four progressed onto the BA in Computing at Napier University and four went on to employment.

Another major benefit has been staff development and an increased awareness amongst college staff of the different support needs of the students.  Involvement has also resulted in strategic change within Jewel and Esk Valley College for the benefit of the wider student community, notably: the introduction of a prayer room; increased awareness of timetabling issues concerning religious holidays and cultural customs such as extended visits to family overseas.

‘From my point of view what has been good about the course is that the College has started to mainstream some of the support needs of black and ethnic people.  We haven't cracked that yet but at least those issues have been addressed by the College.  I think that some of the staff there have also gained a lot of, have had their eyes opened to the needs and the high aspirations of this particular group, and that is positive.’

Skillnet staff

Although not part of the partnership agreement’s remit, the voluntary organisation expressed the desire for more black and minority ethnic staff to be employed by the FE College in a teaching capacity.  

‘Also start employing more black and minority ethnic individuals within the sector.  That is the one thing that we didn't have tagged on to this model in AI, nothing about employment issues, recruitment exercises and positive action models for Colleges.  How are they going to increase their black staff?  That is a huge issue for them and it is a vital issue to make any progress in terms of access, it's a huge huge issue.’

Skillnet staff

One other important outcome reported by the staff was the development of trust within the partnership.  

‘Your first impression of Skillnet is they have no (student) numbers, so life must be easy for them.  And their attitude was the University doesn’t even bother talking to their students, life must be easy for them.  At the beginning there was this complete misunderstanding of what the other is about.  Now we’ve reached the point where we do have a relatively good understanding.  Occasionally now for example, we get a student coming direct to us from Skillnet, which we wouldn't have had before.’

Napier University staff

4.6 Course Sustainability

A key concern for Skillnet has been meeting the costs of providing student support.  This has been met though external funding which has paid for the guidance worker.  The voluntary organisations have suggested that the model should involve capacity building in the FEC/HEI involved, with the FEC partner mainstreaming the support function in the long term. 

The sustainability of the voluntary organisation’s involvement is complicated because of the ongoing need to apply for funding to support their role.  The core teaching elements are resourced by SUMS which Jewel and Esk Valley College can draw down for the SQA units offered.  
The future of the partnership hinges on funding.  There are plans for the same partnership to run a TV and Radio course using a similar model to the existing Multimedia course.  A provisional start date of September 2004 has been proposed, however, funding needs to be secured to pay for key resources such as the technology.  The Multimedia course is expected to run again, although complications created by the loss of the guidance worker were not resolved at the time of publication.

Chapter 5

Certificate in Environmental Justice

5.1
Course Background

Course Name:
Agents for Environmental Justice, SCQF Level 7 (120 credits).

Course Duration
18 months part-time study, April 2002- October 2003.

Course Aim


To provide a flexible programme of part-time study which enables learners to apply the concepts and approaches of environmental justice to community development in their own localities.  

The course was targeted at activists tackling environmental issues in both urban and rural communities.  People with no experience of HE, people with disabilities and people from minority ethnic backgrounds were encouraged to apply.  Friends of the Earth Scotland wished to build on short-term interventionist approaches, such as responding to crises, and help make campaigns, research and developmental work sustainable.  

Students could progress onto the Combined Studies degree programme offered by QMUC, or use the 120 credits gained to access other Scottish HEIs.

Course Outline


The Certificate of Higher Education in Environmental Justice was developed by QMUC with Friends of the Earth Scotland and included input from Edinburgh College of Art. It was condensed into two large handbooks, referred to as the ‘bibles’. The course was also partly shaped by the learners as part of a negotiated settlement as was the result of discussions involving the HEI, voluntary organisation and learner. This approach to adult learning, often referred to as androgogy, (Knowles, 1984) places the teacher or instructor in the role of facilitator on the premise that the experience, knowledge, interests and needs of adult learners should be respected and should direct and inform the programme. Friere’s (1993) theories on ‘Popular Education,’ that state that the fundamental purpose of education should be to affect social transformation and empower the oppressed, also influenced this programme. It is the adoption of these principles that explains the use of the term ‘activist’ or ‘agent’ rather than student in this case study. 

The course was structured to allow delivery to take place over six residential events.  These were held at the weekends and were located in a selection of different communities.  The intention was to provide contextual understanding of the different campaigns to better inform the learning experience and provide students with a theoretical framework as well as practical advice.

Course Funding

The main funding came from a £300K National Lottery Communities Fund award secured by Friends of the Earth Scotland.  QMUC were able to contribute £17K by using some of their Maatched fund (a SHEFC WADG Strand 4 Project led by QMUC but including other partners who received a funding allocation from the total £70K per annum).  Edinburgh College of Art used £2,500 of their Maatched fund (Edinburgh College of Art received a £10K share of the total MAATCHED fund, Napier University received the remaining £40K per annum) to pay for the input of tutors from their School of Housing and Planning to one-and-a-half modules.  

The Partners

Queen Margaret University College: a post-1992 HEI spread over three sites in Edinburgh, with a student population of 4,516 in 2003.

Friends of the Earth Scotland: one of the largest campaigning environmental organisations in Scotland.  It has existed since 1983 and is funded through grants and member subscriptions. 

Edinburgh College of Art: an HEI categorised by SHEFC as a 'small specialist institution,' located in the centre of Edinburgh with an under-graduate student population of 1150 in 2003.  (The Department for Planning and Housing which provided tutors for the course relocated from Edinburgh College of Art to Heriot-Watt University during the course).

5.2 Partnership Issues
Friends of the Earth Scotland were the principal co-ordinators of the partnership.  Two Course Co-ordinators (operating a job-share arrangement) took overall responsibility for organising the programme.  Both Co-ordinators also lectured on the course and had input into course design.  Students were assigned a Support Worker (two were employed by Friends of the Earth Scotland), who they could contact over the phone about practical issues.  Edinburgh College of Art provided expertise in Planning and contributed to two of the twelve modules.  QMUC was responsible for validating and ongoing quality assurance of the course, enrolling students and providing them with access to student services.  Lecturers from QMUC also taught on the course.  They were identified and selected from different departments by the HEI’s Wider Access Co-ordinator.

‘It was a success, working with the Wider Access Co-ordinator and Head of Subject at QMUC.  It felt like we were being guided to the people who were going to help at QMUC and away from the people who might not be helpful.  It wasn't like approaching the University blind where you'd normally start, working through the bureaucratic structures and taking ages before you got anywhere (in terms of course development).’

Friends of the Earth Scotland staff

One difficulty identified by the staff was communication.

‘Communication is the biggest problem.  There are always things that need to be communicated and if you add the extra loop of another institution then it makes it more complex.’

Friends of the Earth Scotland staff

The complications created by involving a second HEI were limited, however, due to Edinburgh College of Art’s relatively small input.  The Tutors in the School of Housing and Planning at Edinburgh College of Art were funded to cover design, delivery and staff expenses for one and a half modules of the course.  After the tutors became involved with the course, in the summer of 2002 the School moved to Heriot-Watt University to merge with other departments and form the School of the Built Environment.  The initial project funding of £2,500, which was allocated to the teaching budget of the old School of Housing and Planning, did not transfer with the tutors.  This made it difficult for the tutors to continue playing an active role in the course because they were not receiving payment for their work.

‘We had a change of institutions more or less at the same time as we were delivering this and we found out the funding was not coming with us. We stressed the fact that we wanted to cut our input back to the bare minimum.’ 

Heriot-Watt University lecturer

A member of staff from Friends of the Earth Scotland commented that effective communication was so important that the application to secure funding for the course to be delivered again included a post responsible for communication and course administration.  

The partnership used a memorandum of co-operation signed by the three partners to reinforce partners’ roles and accountability.  The memorandum of co-operation was useful in other respects, however, including satisfying the requirements of the course Validation Panel (chaired by QMUC and involving staff from other HEIs).  Accrediting the course was also aided by the fact that the QMUC staff involved were able to navigate their way around the institution, knew about the regulatory framework and were able to draw upon cross-departmental expertise in drafting the proposal document.  The academic background of the Friends of the Earth Scotland staff helped as well.  The lead in time from course development to formal accreditation was six months and staff interviewed expressed surprise at the promptness of the process.

‘We did it very quickly.  I think it was because I know my way about the institution. I think if you are writing a new course you have got to have someone who has a pretty good understanding of the procedures, how the systems work and what is expected in terms of course planning.’

QMUC Head of Department

‘I think a lot people in HE use the regulatory framework as an obstacle, a reason not to do something.  Actually if you turn it the other way round it is something that can support you.’ 

QMUC staff

5.3 Recruitment

The course aimed to recruit 14 students.  Due to the high number and standard of applications (there were 60 applications) QMUC provided additional funding for two more students.  16 students were recruited nationally, drawing two agents from each geographical community or campaign.  This meant that if one agent withdrew from the course their community or campaign would still be represented by the remaining agent.

Environmental activists from urban and rural communities were targeted for recruitment, particularly those with no experience of HE, trade unionists, people with disabilities and people from black and minority ethnic backgrounds.  Existing networks were used to publicise the course, such as ‘What on Earth’ (the Friends of the Earth Scotland Newsletter) and networks of fellow organisations.  These included: community councils; the Scottish Black Workers Forum and in other publications such as ‘Third Force News’.

‘We recruited primarily through networks, put leaflets out through community networks, environmental networks and community councils targeting particular groups.  The networking was targeted to ensure that people knew about the course.’

Friends of the Earth Scotland Course Coordinator
With such a high number of applications, selecting ‘the right’ students was critical.  

‘The criteria was quite tight. You had to be active in your community and you had to have a campaign you were working on.  I think we got the right type of people, whether they were the right personalities is a different thing, but I would say 90%-99% of them were.’

QMUC staff

The activists also had to demonstrate that their community supported their application.  Activists had to give a presentation to the recruitment panel demonstrating that they had the support of their community and were representative of it.  The approach failed to recruit trade union members.  However, this was addressed in the subsequent ‘distance learning’ version of the course, which, was specifically targeted at trade union members.  Friends of the Earth employed a former trade union activist on a sessional basis to raise awareness of the programme.  

‘He knew the culture so he knew who to go to and how to get through the system.  He produced a leaflet that was a bit more trade union friendly than the one we'd produced.  A lot of things like that, there's a cultural barrier that you need to get through.’

Friends of the Earth Scotland Course Co-ordinator

The fact that there was a degree of negotiation in course content and curriculum – referred to earlier in 5.1. - also made the course attractive to potential learners. 

5.4
Student Support

The Students 

Students had difficulty balancing the demands of their campaigns and course work.  The majority of agents had jobs (many were self-employed) outside of their campaigns and therefore had to juggle different commitments.  For other agents their campaign was also their form of employment.  In all cases there were pressures on the agents’ time.

‘It affects your personal life.  I think it is probably a particular kind of person who can actually do it and follow it through.  Not that I’m saying I am necessarily one of them, but it can get personal.  It can get quite ugly at times if you are on the ground, politically involved.’  

Agent

‘I do not have any grievances retrospectively.  I was the first person to try to leave, because I felt I couldn't sustain the course with my family life and the campaign. It was becoming difficult.  I actually wrote and handed in my notice (to the Course Co-ordinator) and was told I wasn't allowed to.’

Agent
The individual represented in the above quote was actively encouraged to stay on the course.  Staff identified the ‘usual student concerns’ regarding assessment and submission of work.  There were issues regarding time management.  Access to the six weekend residential events was a particular problem for two of the students who lived in remote places: Scoraig and Orkney.  Staff reported a reluctance among some students to submit work on time and wondered if some of those who sought extensions did so because they lacked confidence in their work?

Part-Time and Distance Learning 

To ensure continuity between the residential weekends when everyone came together, the students formulated individual learning agreements with their Support Workers.  The face-to-face contact at the residential events, however, was crucial in bringing together a geographically disparate group of students and creating a ‘community of learners.’ 

The whole atmosphere created in weekend residentials breaks down the barriers.  I think it allows for communication to be a lot more intensive.’

Heriot-Watt University Lecturer

Furthermore, the residential events brought students in contact with each other’s campaigns.  Students were particularly interested in practical help and advice on legal issues and processing appeals and were able to learn from the tutors and each other.

‘The residentials were good, especially hearing about other campaigns.  There were linkages to be made and we were able to share good examples of best practice.’

Agent

Students required support between the residential weekends, however, and this did create some problems. 

‘There was always somebody there to help.  It was just a matter of picking up the phone and asking for help if it was needed. I don't know why- sometimes it is not easy to pick up the phone, it is not like being in a talk where the lecturer is there and you can ask them straight away.’

Agent
This was further exacerbated by the location of the support workers in Dingwall and Edinburgh.  Furthermore, the Support Workers were not necessarily knowledgeable about specific issues to do with course content.  This meant that students began by-passing this support and began directly contacting the Course Co-ordinators, who were also teachers on the programme.  The Support Worker based at Dingwall began to feel isolated and resigned from the post.

‘I think realistically we were teaching the students. They built up a relationship with us around a particular issue so it seemed strange to them to then go to somebody else for support.’

Friends of the Earth Scotland Course Co-ordinator

A Negotiated Curriculum
Although students were partly involved in shaping the course’s direction, some wished that it had greater emphasis on the practical elements of activism. 

‘We could have done with a little bit more of the nuts and bolts of the planning system of Environmental Law, rather than the pure academic stuff.  We had very limited time to do this course.  We were all active anyway and we needed the skills today rather than a year or two down the line.’

Agent

The relevance of the theoretical and academic framework became more apparent to them as time progressed, however, including an understanding of the Popular Education principle. 

‘Much of the fictitious stuff (academic theory) is actually becoming relevant now or is still relevant six months or a year later, which is good.’

‘The Popular Education principle is so relevant because without going through these experiences and coming up against some of these things you wouldnae even begin to think to ask the questions.’

Agents

Nevertheless, this flexible which also expected them to help o direct their own learning caused some problems. The Course Co-ordinator felt that a number of students had difficulty grasping exactly what was and was not negotiable.

‘I think what the students were experiencing was 'Oh anything goes it’s very flexible’.  On one hand they felt they could get away with a lot and then on the other hand something would come up that they were told that they couldn't get away with.  Now that's part of negotiating the space, determining what is and isn't negotiable.’


Friends of the Earth Scotland Course Co-ordinator

Practical Needs
A number of financial arrangements ensured that students who could not otherwise have taken part in the course, were not excluded.  Students could access an honorarium (paid out of the National Lottery Communities Fund money) of £150 per month for 22 months.  A contribution for campaign resources of £300 was also available and students' travel expenses were reimbursed.  

Students could contact their assigned Support Worker over the phone about practical issues and they had access to the mainstream Student Services at QMUC. QMUC played an important role in the logistics of student support. One student living in Scoraig, a geographically isolated community, was helped to access Disabled Students Allowance after being assessed for dyslexia in Inverness. The application process exposed funding discrepancies. The Students Awards Agency for Scotland (SAAS) claimed that the student was ineligible for funding because the course was not SHEFC-funded (rather it was funded by project money) and it was not 50% (or more) of a full-time HE course. Staff at QMUC managed to convince SAAS, however, that the student was eligible for funding on the basis that the Certificate in Environmental Justice was accredited to Level 7 on the SCQF and worth 120 credits and constituted a course of HE. It was not clear if the successful award would set a precedent for future funding decisions. 

5.5 Course Outcomes

The course has attracted a lot of publicity and attention.  It was awarded a Guardian Charities Award for 2003 and a number of the agents have been featured in the national press.  Of the 16 students who started the course, four withdrew and 12 successfully completed the Certificate in HE.

Agents stressed that the course played an important role in validating their knowledge and that it increased the standing of their campaigns within the community.  Since graduating the agents have gained access to policy and decision-making bodies because they are no longer dismissed as ‘emotive nimbys’ (NIMBY stands for Not In My Back Yard, a dismissive term for environmental campaigners).  They feel more able to speak the same language as those in powerful positions and engage more effectively with them. 

‘If I can do it and I left school at fifteen and a half and I’m now over fifty having my first attempt at higher education and I succeeded without any problem, then others can.’

‘It gives you the language, I went to the Scottish Parliament’s Environment and Rural Development Committee and gave evidence.  Was I nervous?  Not in the least.’
Agents

‘It has given me a lot more credibility in my community.’

Agent
The partnership has also led to an extension of the course.  The partners secured funding from the EQUAL category of European Social Fund Objective 3 and some continued financial support from QMUC.  In April 2004 a distance-learning version of the course, aimed at trade union activists and geared around work-based learning, was launched.  There are also plans for a second run of the community-based course.  Heriot-Watt University are no longer actively involved in the partnership.  They receive royalties (license fee) from the partnership for the use of course materials written for the first cycle.

Staff involved in the course stated that it contributed to a degree of institutional transformation as well.

‘I think that for Higher Education Institutions it is the way forward.  I really do believe that it is a way of reinvigorating the institution, the curriculum, and the student body.’

QMUC staff

The cross-faculty involvement increased awareness of widening access issues across the HEI, and may have prevented current course champions from being ghettoised. 

5.6 Course Sustainability

Funding is critical to the ongoing success of this partnership. The partners were unable to secure repeat funding from the Communities Fund and are investigating alternative arrangements, one of which involves QMUC mainstreaming provision in the Faculty of Business and Arts. The teaching allocation that QMUC receives from SHEFC could pay for the course (with SHEFC's approval), but it is likely that this would be at the expense of full-time equivalent students (FTEs) on other programmes within the University College. If this were to happen, the course could not exclusively recruit the original target group and would be open to a much broader range of potential students. This would dilute or counter its original aim of recruiting hard to reach groups. This highlights the problems associated with securing sustainable funding for these programmes beyond project funding. 

Chapter 6

Access to Creative Arts
6.1
Course Background

Course Name:

Access to Creative Arts, SCQF Level 4.

Course Duration:
First delivered in 2000/01. It lasts 18 weeks.

Course Aims


To access individuals from disadvantaged backgrounds to FE and HE.  

The target group included: residents of SIP areas, people with mental health problems, black and minority ethnic people and lone parents.  

There were progression routes for students on to specific courses including HNCs and other courses at Stevenson College (as well as other FE Colleges in Edinburgh). Thereafter completion of the related HND at Stevenson College enabled progression on to third year of a Media or Drama studies degree course at QMUC.  

Course Outline


The course was made up of SQA units in Drama and the Creative Arts as well as core skills.

Course Funding


QMUC contributed £7K annually to the Access to Creative Arts Course, using funds available through its Maatched project (a SHEFC WADG Strand 4 project receiving £70K per annum in total).  This money was used to lever in additional funds from the Scottish Arts Council and this paid for the part-time Support Worker based at the WHALE Learning Centre. There was also support for the general running costs at WHALE from the Capital City Partnership and the Wester Hailes Education and Training Management Group (WHETMG).

Stevenson College have been able to draw down core teaching money, SUMS for the course.  As certain students have additional learning needs they were also able to claim SUMS with a 1.8 weighting (Extended Learning Support).  

The partnership met the costs of childcare, either at WHALE or though other providers. WHALE also provided stationery for students. 

The Partners

WHALE Learning Centre: an arts agency promoting lifelong learning and training in Wester Hailes, a SIP area in West Edinburgh.  The agency receives funding from a range of sources for arts projects other than this one and its income for the year ended 31st March 2003 amounted to £276,966 (WHALE, 2003).  

Stevenson College: an FE College operating out of two sites in Edinburgh, the main campus is in Sighthill, South West Edinburgh.  It is the fifth largest FE College in Scotland.

Queen Margaret University College: a post-1992 HEI spread over three sites in Edinburgh, with a student population of 4,516 in 2003.

Access to Industry: a company limited by guarantee with charitable status funded since 2000 under SHEFC Wider Access Development Grant Strand 4 to widen access to new learning opportunities for disadvantaged and excluded groups.  Access to Industry is based in Wester Hailes, a SIP area of West Edinburgh.  Core funding (£70K per year from SHEFC) has been used to lever in additional funds.  The total volume of resources accumulated by the project, 2000-2003 is £1,149,238 (AI Annual Report, 2004).
6.2
Partnership Issues

The WHALE agency formed a partnership with Stevenson College and Queen Margaret University College and Access to Industry managed the partnership.  WHALE provided a Support Worker as the first point of contact for the students and the Centre Manager was responsible for overseeing the course. The majority of delivery took place in the WHALE Learning Centre, in Wester Hailes, South West Edinburgh.  Stevenson College provided the tutors, enrolled the students and were responsible for administering support needs, for instance student bursaries. 

The partnership was managed through a Service Level Agreement written by Access to Industry and revised on an annual basis. This helped to ensure partner commitment to the course and reduced the potential for disruption. 

The Support Worker met with the Course Leader at the FE College on a weekly basis.  The intention was for comments from the Support Worker to be fed back to individual College tutors through the Course Leader. The staff also communicated with each other through e-mail. Some staff felt that communication was one-way as certain tutors responses were intermittent. At times the lack of communication resulted in decisions being taken with limited dialogue.

‘Sometimes I find it quite one sided. I'm providing all the information but I'm not getting enough feedback, especially from the tutors at Stevenson College who I don't meet.’

WHALE staff

The partnership also faced issues of staff continuity. Strong working relationships with staff ‘who knew what the course was about’ had to be rebuilt after staffing and timetabling changes. Introducing new staff to the purpose and nature of the course takes time and requires commitment from both sides. The view was expressed that teaching at the WHALE Centre in Wester Hailes was regarded by some as ‘simply another slot in their timetable’ and that it was not given due priority.

With the benefit of time, however, and by working together staff came to better understand their role in the partnership and the needs of the students on the course. 

‘I think it took a while for everybody to understand their role in the partnership. As a lecturer I wasn't always sure quite where I was in the loop. That's changed completely, we now work in very close partnership I know the people at WHALE they know me and they know the way I work.’

Stevenson College Tutor
‘The staff at WHALE are incredibly helpful and supportive to the lecturers and the students. We now understand the nature of the students and the support they need more than we did.  Initially I think there was uncertainty.’

Stevenson College Tutor
6.3
Recruitment   

The Access to Creative Arts course removed barriers to participation, in a large part due to its curriculum.  It was promoted to potential learners as something that was ‘achievable’ as well as fun and interesting. The Drama component arguably boosted learners’ general confidence levels in addition to equipping them with new skills and knowledge. Students confirmed that the content and focus of the course was a key factor in their decision to enrol. 

WHALE bore prime responsibility for marketing and recruiting for the course. Since 2003 the course has also been listed in Stevenson College’s prospectus. The College can exercise a degree of flexibility regarding student numbers. At least 10 students are required to make the course viable.

WHALE has been mainly responsible for student selection. While the selection process has been inclusive and ‘open door’ in terms of academic ability, the students need to fit the target group profile. 

WHALE’s success in recruiting from within the SIP Postcode area has meant the course has dealt with some very demanding students.  For example, after being approached by a local secondary school, WHALE agreed to enrol three 15 year-old school-leavers.  These students were markedly younger than the majority of students on the course and this affected the group dynamic. New support arrangements had to be adopted to deal with them (see 6.4).  As a result of the ‘open door’ policy, the make-up of the student cohort has varied from year to year and is, to some extent unpredictable. Recruitment for the course has also progressively drawn from outside of the Wester Hailes area.

6.4
Student Support

Diversity of the Student Group

Staff reported that the unpredictability of the student cohort presented certain challenges.  They were required to respond to individual requirements, such as the mobility and resource needs of a student with cerebral palsy. Absence and attendance issues also presented themselves. 

‘I had some absences today, partly because there are three boys on the course who are facing court charges, court appointments and trials.  So they're missing classes because of that.’

WHALE staff
The course and staff proved to be flexible enough to enable a student to re-join after he had served a short prison sentence.  Contact was maintained with this student while in prison and additional support was provided upon the student’s release.

In the first cohort in 2004 there were also a number of school-leavers whose behavioural issues had to be resolved.  Volunteers were recruited to serve as Classroom Assistants to mediate between the older students and the younger students where most of the difficulties arose.  

Importance of the Community Setting and Informal Approach

A number of the students identified the fact that the course was based in the community and that classes were small and personal as positive aspects of the programme.  This relationship-based approach seemed integral to developing learners’ confidence and making them feel comfortable.  Students also used words such as ‘homely’ and ‘welcoming’ to describe the environment.
‘I enjoyed it because it was an intimate group and the tutor knew you on a personal basis.  Sometimes when you get intae a class of thirty the tutor doesnae always know your name and its frightening to speak up and say I've got a problem.’

Student

In addition, tutors acknowledged the importance of being more flexible and relating to their students on an individual basis. 

‘(Initially) it was not working.  When you looked around, it was as if we drove people away.  As lecturers we began to realise that we weren't just dealing with students you'd find in a normal class where there’s always someone with problems, someone who's broken up with their boyfriend, someone who perhaps drinks a little too much.  These students were a bunch of very needy people. We had to account for those needs and we had to be very patient and aware of their needs.’

‘I'm a convert to community-based delivery.  At first I was of the opinion that if they were going to do Stevenson College courses they should come to Stevenson College.  I’ve changed my mind because I’ve seen the benefit that people have gained from working in a small tight group at WHALE, building trust bonds so that they are happy to let their hair down in front of one another and work together in a group.  I have been astonished.’

Stevenson College Tutor

The course was not delivered exclusively in the community, however, and this was felt to be useful. The communications core skills unit was delivered at Stevenson College one day a week and introduced students to the college environment. On occasions, when there were problems accessing the resources at the WHALE Centre, students used the facilities at Stevenson College too.  Arguably, this early exposure to ‘College life’, can help alleviate students’ concerns and anxieties and promote progression to mainstream provision.

Built in Support

The WHALE Support Worker provided a critical link and point of contact for the students.  Early individual interviews were used to produce Personal Development Plans developed by Stevenson College.  Plans were then revisited towards the end of the course.  In addition the Support Worker at WHALE compiled Student Profiles in order to assess potential student needs, such as mental health issues or learning difficulties.  Profiles were confidentially circulated amongst the teaching staff.  Staff reported that this provided them with more knowledge about individual students and helped them plan and manage their class more effectively.  

‘The detailed student profile has bedded down very well.  We have a background sketch of each student before we start the course.  So we know if there is somebody who perhaps is going to get very tired during the class because they're on the tail end of suffering from ME.  So you're not to get irritated they’re not tired because they’ve hit the pub at lunchtime.’ 

Stevenson College Staff

The course also had a built in session with the WHALE Support Worker every Friday to allow student concerns to be voiced and addressed.  Staff reported that attendance for this session was variable.  They felt that students only came when there was a particular problem.

Due to the location of the Support Worker in the WHALE Centre the students were able to access support on a ‘drop in’ basis in addition to the allotted times.  This meant that the Support Worker often put in more hours than the position was resourced for and WHALE staff felt that greater recognition for this work was merited, particularly as it benefits retention.

Volunteers were also recruited to serve as classroom assistants.  Problems between the younger and older elements of the group made mediation important. Three volunteers were recruited, including one who had previously been on the course and had progressed to Stevenson College.  This former-student also served as a mentor.

Course Pitch and Level

The course was designed to be at Intermediate level 2 and Higher including a preparation for HE component, with bi-level delivery planned.  QMUC provided Introduction to Higher Education sessions, involving guidance on HE study and Open Days at QMUC campus.  It transpired, however, that bi-level delivery between Intermediate 2 and Higher Level was not possible for the reasons explained by the college tutor:

‘We started pitching it far too high we were teaching at higher level.  It was too much we were setting them up to fail so we moved it down to Intermediate 2.  We thought that was still too high and as part of the push in Further Education towards lifelong learning we have now dropped it down to Intermediate 1.  That's functioning well and people are happy that it’s attainable.’

Stevenson College Tutor
The reasons for this miscalculation regarding bi-level delivery, the pitch and level of the programme may also be partly explained by College tutors’ unfamiliarity with Intermediate 1 and 2 qualifications and with Higher Still in general when it was introduced. 

‘It happened at the time that Higher Still was introduced and I think staff were unsure. I’ll admit I was one who was still coming to terms with Higher Still and how it fitted together.  Nobody had delivered it before.’

Stevenson College Tutor
As the student body has become ever more diverse, so the accreditation and teaching has adapted. As a consequence the pitch has remained at Intermediate level 1 and retention of some of the hardest to reach students has increased.  The intention to deliver the course at multi-level, where students come out with credit dependent upon their own ability, has not been implemented but remains an aspiration of the partners.

Course Structure

The course structure has evolved considerably over the three years to meet the needs of the students.  For example, the course was shortened from one year to four months as this better-suited the needs of the target group.  The first run of the course involved three week breaks between modules, which created problems because it was not guaranteed that the students would return after the break.
Practical Needs
The partnership made the following provision for practical support arrangements: childcare, either at WHALE or through other providers; the course was timetabled to accommodate benefit requirements (16 hours); students could access College bursaries, travel expenses and mainstream College Student Support Services.  The College devised a timetable (10-12pm, 12.30-2.30pm) which sat outside the mainstream College lesson timings (9-11.15, 11.15- 1.15pm).  WHALE provided stationery and student support needs were also catered for by Access to Industry staff, such as pastoral support.  

The costs of childcare were met by the partnership, originally by WHALE and more recently by the College. In cases where there have been insufficient numbers to make running an on-site crèche viable (the base level is 5) students have been provided with help to find the most convenient care. Such an arrangement can benefit the transition to mainstream provision, because the children are not disrupted and can remain in the same childcare environment.

‘WHALE put them in the nursery which has been good for them because I’m now coming to Stevenson College and they’re still at the same nursery.  They dinnae ken the course has changed for me.  I have to get up earlier but they’re just going to the same nursery so its been a nice experience for them.’

WHALE student
It was also imperative to students that financial issues were addressed early on. 

‘When I first started the course my husband was worried about money.  'Where are we gonna get money fae? This is going to affect everything.’  Eventually I sorted out the bursary.  He accepted it when he realised we were going to be alright financially.’

Student

Delays in receiving funds were responsible for a number of early withdrawals from the course.  Staff at WHALE and Access to Industry highlighted the difficulties facing individuals transferring from benefits to bursaries.  This included a lack of clarity on the financial assistance available.  Teaching staff at Stevenson College stated that they preferred to refer students to the Finance Department due to their greater expertise in this area.

‘Last year I received lots of different information from Stevenson College even from the Finance Department themselves.  So I hesitate to give any financial information to the students.  Encouraging them to go straight to the College Finance Office is one way of making them more independent.’

WHALE staff
Access to Industry staff helped students liase with College staff about their bursaries and were in dialogue with Job Centre Plus on students’ behalf.  However, individual circumstances, and individual benefits staff seemed to be critical in determining whether students were able to retain their benefits or not. Some students reported a lack of support from Job Centre staff.

‘All the Job Centre want you to do is to find a job.  They are not interested if you want to go back to school.  They really don't want you signing on, they want you not signing on if they can help it.  But na they werenae encouraging at all for me to come to Further Education.’

Student

6.5 Course Outcomes

Since its inception four years ago the course has gone through a number of changes in terms of its organisation.  The structure and level of the course has been modified. These changes have been instructive and point to the importance of understanding your aims and objectives and the make-up of your student group.  

Tutors and staff have learned how to be more adaptable in order to cope with different students year on year. They have had many of their assumptions challenged and have come to realise the need for community-based provision, small classes, more individual and personalised support, greater tolerance and flexibility with the target group.  Their assumptions about community–based education were also challenged.

‘(Initially) some of them (College staff) thought there would be endless cups of coffee being made with everyone sitting about having a great time.  Like some kind of oldy-worldy Community Education Centre!’

WHALE staff

The programme has also strengthened the working relationships between the different partners. Stevenson College staff, for example now participate in student induction days and hand out certificates at the graduation ceremony for the course.

‘We settled into an old marriage, into a working partnership.  Now I can happily phone up the Support Worker, e-mail her or the Centre Manager and I can say I've got this problem I've got that problem can we sort it out.’

Stevenson College Tutor

In terms of student outcomes, the course aimed to establish clear routes for progression to mainstream FE or HE provision and enable students to escape the ‘revolving door’ syndrome- where participants move from one project to another without real benefit to their personal situation.  In this it has been successful.  Over the last three years 39 students completed the course successfully.  28 of them progressed to College courses such as NCs and also to HE level study in HNQs in subjects such as TV Operation and Production, Degree foundation in Media Theatre, Art and Design and Performing Arts.  One student progressed to a BA in Media and Drama course at QMUC.  There has also been progression into employment and within WHALE onto the Arts Access course by clients from other WHALE activities and courses.  

Students stressed the importance of ongoing contact with the course tutors when they progressed to mainstream courses in Stevenson College. “The tutors are among the few recognisable faces”.  The course has been less effective at helping students progress to programmes at QMUC or other HEIs, however.  However, some of the partners believe that there needs to be a reassessment of the partnership and aims of the course to address this.  

Measuring success is also complicated because of differing agendas and interpretations of success. Those who do not progress on to mainstream provision or who do not complete the course cannot necessarily be said to have failed.  Similarly, it cannot be argued that the programme has necessarily failed them. 

‘It depends on what your criteria for success is.  In terms of recruiting people who are from disadvantaged areas, suffer from mental health problems or are ethnic minorities and providing them with an opportunity to engage with education and giving them more structure in their lives to enable them to progress then the course is probably quite successful.’

WHALE staff

Furthermore, WHALE does not track students who progress on to Stevenson College or other FECs (eg. Edinburgh’s Telford College) stating that it has insufficient resources to do this.  Stevenson College does track the students internally.  Collating all the data to measure how successful progression has been in terms of retention appears difficult.  It is also hard to measure to what extent the course has affected mainstream FE College approaches to teaching and the retention of these groups.

6.6 Course Sustainability

Funding is a primary concern for future viability, particularly paying for the Support Worker at WHALE since the QMUC contribution has been concluded.  Funding was discontinued after three years in 2004 because of the reduced emphasis on HE in the course due to the student body recruited and the limited number progressing to QMUC.  If the support were mainstreamed and transferred to Stevenson College, the College would need to resource the community-based support element.  Due to the cost of such an arrangement it is unlikely the course will be mainstreamed soon.  Reductions in funding have led to various ‘belt tightening’ measures, such as the withdrawal of money to pay for stationery. Stevenson College have also stopped providing resources for the photography dark room, although students on the course receive the same starter pack as every full time student in the College.  Childcare is another costly business, especially when there may only be one student on the course with childcare needs.  It is still an integral component of the support package, however, which attracts students who could not otherwise participate.  

After the experiences outlined in 6.4 it has been suggested that two Access courses should be offered: one geared towards younger students and another for mature students.  The partnership is considering revising its selection process to identify better ways to manage students with such varied and complex support needs.  Staff continuity can be complicated because the course times are outside the mainstream College periods, the College Course Leader cannot guarantee the same tutors (especially staff not in the Creative Arts Faculty) for each time the course is offered.  There are also other issues relating to the retention of students and selecting the right staff. 

‘The College has a financial incentive, as long as the students are on the course for 25% of the time then the College gets the money.  So this year we've looked at that and thought about our targets.  We’ve agreed with Stevenson College that we need to set percentages of how many people should pass each module.  It’s not just about bums on seats.’

WHALE staff

Applications are being considered for the a bid to the City Literacy and Numeracy Challenge Fund for the course, but of pressing concern to WHALE is the need to secure continued core funding.  Uncertainty over funding is a critical issue in community partnership activity.  How do we resource community partners to help move excluded people into mainstream education? 

The partnership’s experience has demonstrated that it takes time to fine tune a course and align it with the needs and ability of the target group.  What seems to sustain a course is the endeavour and commitment of staff involved and the capacity to respond to an inclusive agenda and shifting challenges.

Chapter 7

HNC Working with Communities
7.1
Course Background

Course Name:
HNC Working with Communities, Level 7 on the SCQF.

Course Duration:
Two years part-time. It has been running since 1997 (delivered on campus for the first four years and in the community over the last three years).

Course Aims


The course aims to validate students’ experience and knowledge as well as equip them with the skills and theoretical understanding to better serve their communities and to help them access employment or degree courses in Community Education.  Students could enter first year of the BA in Community Education at the University of Edinburgh.

The course targeted people with an active involvement in community activism (both those in work and volunteers) with an emphasis on learners excluded from mainstream provision.

Course Outline


The HNC, Working with Communities, is an SQA qualification delivered both part-time and full-time in a number of FE Colleges across Scotland.

Course Funding

The FE College partner (Falkirk College) was able to draw down SUMS for teaching the programme.  The Dawson Area Representatives Association received support for the first year from DEMI (A Scottish Executive Pathfinder Initiative) and accessed SIP funding for the second year. 
The Partners

Dawson Area Representatives Association (DARA): an umbrella organisation for community groups operating in the Bainsford and Langlees communities, North of Falkirk.  This community makes up over 50% of the SIP Area of Falkirk Council.  DARA was established in 2000, and worked closely with the Dawson Estate Management Initiative (DEMI) for the first year of the course.

Dawson Estate Management Initiative (DEMI): funded by Scottish Executive Working for Communities Pathfinder funding for three years from 2000 to deliver services to the local community.  DEMI were involved in managing the neighbourhood of 1,500 households in Langlees through the employment of two caretakers, and also resourced activity in the Dawson Centre.

Falkirk College:  based in the Forth Valley and situated on two sites.  The main campus is in Falkirk and the College operates a Centre for FE in Stirling.  In 2003 the College had 2,500 full-time equivalent students.
7.2
Partnership Issues

The College’s partnership with the Dawson Area Representatives Association (DARA) came about through the work of the Project Co-ordinator based in the Dawson Centre.  The Project Co-ordinator was aware that the course was being delivered on-campus at Anniesland College and contacted the College to see if they could offer the course to community workers in the Langlees area.  Unique to this partnership was the fact that the course was taught part-time in the community with student support provided.

DARA was responsible for recruiting and marketing the course. They also provided student support (in the form of the Project Co-ordinator) and the venue for delivery, namely the Dawson Centre. This is a Community Learning Centre in Langlees, a disadvantaged area of Falkirk, with facilities which include a PC lab and crèche. Falkirk College was involved in the recruitment process, particularly in the selection of students. Their tutors delivered the programme and the College provided other resources such as key texts.

The partnership was not managed by a document or agreement and relied upon the professional relationship developed between the FE College and DARA staff. 

‘I think it was successful because there was a true practical partnership that wasn't lost in academia or theory.  There were people wanting and able to do a course and there were people, myself and others included whose duty and job it was to support them.’

DARA Project Co-ordinator
7.3
Recruitment

Recruitment was co-ordinated by the DARA Project Co-ordinator.  This focused on promoting the course to those already involved in community activism through local networks of voluntary organisations, charities and local authority groups.  A number of workers or volunteers attached to the Dawson Centre, with limited if any formal qualifications were also clear candidates for the course and provided a pool of potential learners.  

The basis for recruitment was an information evening, which the FE College tutors held in the Dawson Centre.  The course was marketed in a way that encouraged learners to participate, stressing the value of their existing practical knowledge. Emphasis was put on a ‘can do’ mentality.

The FE College did not stipulate a minimum number of students to DARA in order to run the course.  Flexibility regarding student numbers sustained the course enabling those students who remained on it to benefit.  In a climate where many colleges dictate course numbers and suspend provision if these targets are not met, the flexibility afforded by Falkirk College is creditable.

The selection process involved an informal group interview to assess the students’ motivation levels.  Individual students’ academic ability was not a constraining factor.  Students did not have to have formal qualifications for entry onto the course but they did have to have experience of working in the community, in youth work, in adult education or in a Community Development capacity.

The partnership experienced difficulty with other professionals who were not part of the course partnership.  Community Education Staff from Falkirk Council, who happened to work in the Dawson Centre, advised individual’s interested in enrolling on the course, not to. 

‘We did have a problem with Community Education staff.  They said we were setting people up to fail, elevating people with no qualifications to HNC level.  But we were of the opinion we were setting folk up to excel because we believed they had qualities anyway.  We felt this course was only rubber stamping their qualities.’

DARA Project Co-ordinator

The Community Education workers also requested that the students sat preliminary tests.  As a result the students’ confidence was undermined and the partners’ motives were brought into question, highlighting the difficulties in working alongside other agencies with different working practices and ideologies.

‘I was told I was not socially competent.  They said ‘We would like you to take an entrance test before you start’.  This wasnae from the College, it was the Community Education Officer, and it threw me.  My confidence just went thwwwump, hit rock bottom and I thought I am not doing the course.  She is saying that I am stupid- I am not doing it.  If she thinks I am stupid then I must be stupid because she is a lot higher up than me.  I am only a Community activist.  She gets paid for her job.’

Student
When recruiting for the second HNC delivered in Denny (also in the Falkirk area), the College used students from the Dawson Centre to address potential students. The use of former students seemed effective in attracting learners as they heard about the benefits of the course from people ‘like them.’ 

7.4
Student Support

Concerns of the Student Group

Staff commented that the student concerns were similar to those of mainstream College students.  Students were worried about assessments and reluctant to hand work in.

‘The first essay they hit us with was 500 words.  I thought I cannae write 500 words, I dunnae even ken where to put the dots never mind anything else.’

Student

Particular attention was paid to assisting the students with core communication skills, although staff’s tolerant and informal approach to grammar and syntax encouraged (rather than discouraged) them.

Importance of the Community-Setting and Informal Approach

Students reported that the community-based delivery of the course was an attractive feature.  They were of the opinion that, were the course delivered at Falkirk College instead of the Dawson Centre, they would not have enrolled.  One student in particular had bad memories of school and had been out of education for twenty years.  These concerns were compounded by access difficulties.  Despite the relatively short distance from Langlees to the College (5 miles), the journey by public transport would have involved two buses and a time commitment that students said they could not afford.

Furthermore, they liked the approach and methods employed by the tutors, both of whom had Community Education backgrounds.  Their approach appealed to students whose enjoyment of the teaching was attributed to the fact that it was ‘not like normal school or college lessons.’

‘I thought I cannae do it and the two tutors said 'you can, come on we'll gie you a hand’.  It became like a family, it wasn't a class anymore.’

Student

Sustained Support

In the early stages students discussed assignments with the Project Co-ordinator before approaching the FE College tutors or submitting work.  The Project Co-ordinator was a useful resource for the students and their familiarity with him enabled personal and academic development.  He was available to them on a drop-in basis being based in the Dawson Centre. 
Support provided by the Project Co-ordinator was also complemented by two tutors. These tutors maintained contact with students over the Summer months by e-mail. This helped to maintain a relationship with the students and sustain their interest over a period when this could have diminished. 

Peer Support

Peer support developed as the course progressed and students began to share their work and compare assignments.

‘There were four of us from this community and we all spoke to each other.  This was another reason why the course was so successful because we kept spurring each other on.’

Student

Student Integration in the College

Students also communicated to each other via e-mail.  The tutors had envisaged a more formalised forum for this and had plans to establish a Virtual Learning Environment.  They hoped that the Virtual Learning Environment would help integrate the students into mainstream College life by making them familiar with College services.  However, technical problems relating to the different networks used by the Falkirk College and the Local Authority (which served the Dawson Centre) ruled this out.

It was also true that despite carrying a student card and being entitled to make use of all the College services and facilities, students were rarely at the Falkirk College campus.

A Student-Centred Approach to the Curriculum

While the course has fixed outcomes and objectives, staff felt that there was still room for expansion and input from the students into the shape of the programme.   Students also felt that they were shaping what was studied by providing input about contemporary policy developments, which they were familiar with through their own work.  

‘We were educating them in a way about Social Inclusion Strategy.  We were able to access the paperwork and the policies to hand over to them so they knew what it was we were writing about when we were handing in assignments.’

Student

Their portfolio work was considered of real benefit to the Dawson Centre with the DARA Project Co-ordinator admitting that he had benefited from the students’ research, which had included surveying residents by questionnaire.  Valuing the existing skills and knowledge of the students can only help encourage and motivate them.

‘The students help by actively researching the community in their portfolios.  It probably saves you money rather than costs you money.’

DARA Project Coordinator

Practical Needs

The partnership made the following provision for students: childcare- there was a crèche on site; free stationery; free lunch and refreshments.  The Centre also used Scottish Executive Pathfinder funds to purchase books creating a mini-library on-site for the students and students had access to an IT lab as well as laptops.  

All the lessons took place in a dedicated room within the centre and the course was delivered over a whole day every Friday between school-friendly hours (9.30am – 3pm).  The students were able to fit their other responsibilities and activities around this.  One drawback of the community base was that there was a lack of understanding of the students’ need to study among other staff and clients of the centre.  Students complained of being interrupted during Friday study times to deal with work problems and issues that had arisen, highlighting the need for protected study time when students study in the same place that they work. These interruptions were not properly managed until the start of the second year. The problem was resolved by students making themselves available to deal with campaign or work-related issues during lunch-time. 

7.5
Course Outcomes 

By the end of the programme, students were empowered and more effective community activists.

‘It is empowering for a lot of community activists, because it gives them the language that they find is used in meetings with professionals.  They will tell you that they can now go in and challenge professionals on the same level platform.’

Falkirk College staff

However, it has to be accepted that some of those completing the course may be lost to their local community.  A number of students progressed from voluntary to paid work, resulting in the loss of voluntary staff at the Dawson Centre. 

A positive outcome is that the course raised awareness amongst students and estate residents of facilities within their own community (and arguably helped to raise the profile of the course).

‘I didn't know the Dawson Centre existed and I just stay across the road.  It was a Council building as far as I was concerned, it was to do with the council, nothing to do with the community.’

Student

In terms of qualifying, six students out of the original 10 graduated from the HNC Working with Communities course. Of these six students: one has progressed onto second year of the BA in Community Education degree at Glasgow University; one is engaged on a work-based degree programme (Link Work to Training); one is working part time as a youth worker; two are now in full-time employment for Falkirk Council (one of whom was formerly long-term unemployed) and another is employed by the Social Work Department undergoing training for a degree.  

Due to withdrawals the number of students on the course levelled at six completing the programme after the first year.  Of the three withdrawals from the first community-based course offered, one left for employment and two students moved out of the area.

The one student who progressed on to the second year of the BA in Community Education programme at the University of Glasgow was assisted in this by the representation made on her behalf by the College tutor.  No formal articulation agreements currently exist for the HNC in Working with Communities that would facilitate progression to the second year of any degree programme.  Locally there are no agreements because the University of Stirling does not offer Community Education degrees and the University of Edinburgh only allows progression into first year (as was the case with the University of Glasgow, but for the specific lobbying by the tutor).

7.6 Course Sustainability

The HNC’s focus towards community activists and workers raises questions about sustainability in terms of recruiting sufficient numbers for subsequent years.  A number of students completing the programme progressed from voluntary to paid worker status resulting in the loss of voluntary staff at the Dawson Centre.  How many times can the course be offered in the same community is a question that organisers need to ask?  

A second run of the programme is currently being offered in Denny, another disadvantaged community in the Falkirk area.  This faces different issues to the original: a more diversified student group; cancellation of sessions in the Denny Community Centre due to public closure days; re-location of the course to Falkirk College at the request of the students.  This raises questions about what we mean by ‘community-based delivery’ as in this scenario the Community Centre proved less accessible than the College which better-served this cohort of students.

‘Of the students in Denny there's only two who work within the project where the class is based; the rest come from other areas.  We have a couple of students from Stenhousemuir and a couple from Bonnybridge so that's maybe why they are less concerned about losing that link and moving into College.  For them they're actually not in their own community they’re in somebody else's community.’

Falkirk College staff

Falkirk College also have plans to transfer and roll out the course to North Lanarkshire in partnership with the Council for Voluntary Organisations and with the involvement of Cumbernauld College.  Falkirk College tutors would work in partnership with Cumbernauld College to provide staff development to enable Cumbernauld College to deliver the course for themselves in the future.  Five other Scottish FE Colleges are currently known to be delivering the HNC mostly, however, on campus.  

Certainly, the HNC provides a transferable model that can be delivered in different communities, assuming that the appropriate community partners can be found.  Any FE College partner can draw down SUMS for teaching, so funding issues relate to resourcing the community partner.  The better resourced the community partner is the more likely it is that the course will be successful.  The success of this model, however, remains contingent upon the partnership and the partners’ commitment.  The nature (and unpredictability) of the student cohort also needs to be taken into account in the planning stage. 

Chapter 8

Write on

8.1 Course Background

Course Name:
Write On, non-accredited. 

Course Duration
The partnership dates from 2002, and the course lasts 10 weeks.

Course Aims


The Write On course targets residents from Lochend and Restalrig (SIP neighbourhoods in North Edinburgh) and aims to re-introduce them to education by means of a writers course. 

The partners developed a Reporters Course for students from the Write On course to progress to.  The Reporters course assists them in producing articles for their local newspaper (The Speaker).  Neither courses carry credit, nor are they directly aligned to other courses for progression.

Course Outline


Over the 10 weeks it is delivered two hours a week, between 7pm and 9pm on a weekday in the Capability Centre located in the community.

Course Funding

The first two Write On courses were paid for by an award of £13.2K from the Royal Mail Stepping Stone Fund (funding for literacy initiatives available since 2001).

The first cycle to be offered in Lochend in 2004 was paid for by (Edinburgh) City Literacy and Numeracy (CLAN) funding.  The Write On course is an element of Napier University’s Wider Access Development Grant Strand 4 funded project: Socially Inclusive Bridging Routes (receives £50K annually).  The University has contributed in-kind funding and covered the costs of marketing and administration from the project funds.  

The Partners

Ripple Project: based in Lochend, A SIP area of North Edinburgh. It has been operating since 1997.  The overall aim is to improve the quality of life for all sections of the Lochend/ Restalrig community.  Ripple is responsible for 12 projects and is involved in a range of activities such as out of school care and a support service for adults in crisis.  It also publishes The Speaker, a free community newspaper.  The income of the Project has grown from £16K in 1997 to £160K in 2004.

Napier University: a post-1992 HEI located on four sites around Edinburgh, with a student population of 13,717 in 2003/04.

Upon completion the students receive a Certificate from Napier University and news of this is publicised in the free local newspaper The Speaker, which is delivered to 4,000 homes.

8.2 Partnership Issues

Ripple were responsible for recruiting to the course, arranging a venue (the Capability Centre) and basic administration.  Napier University staff were responsible for marketing and administration paid for by their WADG Strand 4 funds.  They also designed the course and delivered the material.  

The course was written by Napier University staff in 2002 at the same time that Ripple were planning the first edition The Speaker.  This was and is funded by a Communities Fund (National Lottery) award.  Napier University staff helped with the development of The Speaker in the absence of the editor who had resigned.  This helped them develop a strong and close working relationship in the early stages of the partnership.

The partners also worked together to develop a non-accredited Reporters Course for students to progress to.  The aim was to get students to produce articles for publication in The Speaker.  

The partnership functioned without any written agreement.  In the early stages partners needed to invest more time in meetings to develop the course structure, content and deal with various funding and administrative issues.  As time progressed, however, the partners felt the need to meet less regularly and contact and meetings were scheduled according to need, for example planning a new cohort or adjusting the course.  This arrangement was made possible by the good working relationship between the partners.

8.3 Recruitment

Ripple have an established presence in Lochend and Restalrig and with the distribution of The Speaker to over 4,500 addresses, access to large numbers in the local community.  The course was advertised in the newspaper and featured existing or previous students’ work.  Ripple also distributed leaflets door to door including high rise apartment blocks and hosted local information events. The HEI contributed by designing the promotional material. 

The majority of students discovered the course through the local newspaper.  The students highlighted the advantages of the newspaper as a promotional tool.

‘You are more likely to discard a leaflet than a newspaper because you get so many through the door.’

Student

A six-week feed in period was allocated for recruitment.

There were no stipulations concerning a minimum number of students necessary for the course to run.  The use of project as opposed to core teaching money to fund the course allowed this kind of flexibility.  The partners set a target of 10 students for each run, but numbers have fluctuated over the different presentations.
‘I just think that it is such a brilliant opportunity for people that it would be good to see more people take advantage of it.  Persuading them, reaching them is difficult.  Even though we have managed to attract a lot, we have not managed to attract as many as we would like.’

Ripple staff
There was no selection policy and students were not interviewed.  The recruitment approach was described as ‘open door’.
‘We don't have any interviews or criteria you can just enrol.  This does lead to issues at times. We have had people with mental health issues and alcohol issues and other personal problems.’

Napier University staff

Students identified the absence of assessment as an attractive feature of the course.  The course has had success in recruiting young males from disadvantaged backgrounds, a group acknowledged as hard to reach.  Staff pointed out that one reason young males are attracted to the course is to improve their parenting skills.  

‘I came on Write On so that I could be more helpful for my son with his homework.’

Student
Despite the ‘open door’ recruitment policy and lack of assessment, there were other barriers to participation.  Staff reported that individuals inquired about the course pretending that the query was on someone else’s behalf.  This could be explained by a lack of confidence?


‘Its no for me hen it’s for ma sister, could you tell me about the course.’
Ripple staff

Staff acknowledged that the course set-up also made it difficult to work with students with particular needs, such as people with chaotic lives, or suffering from alcoholism.  Invariably such students are difficult to retain on the course.  Retention was also affected by other factors including the shift patterns and unsociable hours worked by some students. 

8.4
Student Support

Concerns of the Student Group

Staff commented on the importance of keeping the first meeting casual.  That the programme was about ‘writing for writing’s sake’ and that it was non-assessed were important points to convey to people frightened of failure.  

‘I have to say you are apprehensive because you are opening yourself up to people that you don't know.  That in itself is a bit fearful, but after a week or two it is easy.  Really.’

Student

Importance of the Community-Setting and a Personalised Approach

Having the course based in the Capability Centre in the heart of the community was also acknowledged as critical to attracting and enabling students to join.

‘I think that is one of the things we have learnt, you have to go into the community to access the students.’

Napier University staff

Students were also treated like adults and the personalised approach of the tutors was commented upon by the students precisely because it was: ‘not like college tutors.’

As a condition of the CLAN Challenge Fund award in 2003 the partners were obliged to introduce Individual Learning Agreements.  This effectively formalised existing processes which involved students identifying their ‘hopes and fears’.  Staff were concerned some students might perceive the agreements as threatening.  To counter any potential negative side effects of the Individual Learning Agreements, the tutors introduced them after two weeks in an informal manner.

‘We have to have a learning plan, so we call them Individual Action Plans.  We have drawn up non-threatening ones which we tend not to get them to fill in for the first couple of weeks because that can be such a barrier.’

Napier University staff
Teaching Support

There was no specific support worker attached to the course.  Face-to-face contact was limited to the two-and-a-half hours a week that the students met with their tutor.  Tutors made themselves available, however, between classes via e-mail.

Napier University developed professional learning packs, branded with the University insignia, for each student.  These were also designed to foster a sense of ownership and awareness of the HEI amongst the students.  

A Student-Centred Approach to the Curriculum

The experience of the tutors involved has led to the development of what they termed ‘a student-centred approach’.  The teaching style was very visual and students were asked to respond to objects and use personal experiences to inform their writing.  

On-going monitoring and evaluation through the individual action plans also gauged the students’ experiences and informed the development of future presentations of the programme. 

Celebrating success

The curriculum laid great emphasis on unlocking creativity in the participants rather than rigidly analysing syntax and grammar.  This was designed to focus on the positive and encourage and motivate them.

‘They don't bother about pronouns.  You just write what you want to write.’

‘That's what I feel as well you don't have oppression on you to get your grammar correct.’

‘You just write it.’

Students

The partners stressed the importance of ‘celebrating success.’  Graduation ceremonies were held at the end of the programme and Napier University certificates awarded (despite the course being non-accredited).  The local Councillor was also invited along and the event was reported in The Speaker.

Practical Needs

The partnership made the following provision for supporting students: the course was free; it was located in the Capability Centre in the heart of the community and timetabled (7-9pm) to enable those working standard day-time hours to attend.  A resource pack and free stationery supplies were also provided.  

The fact that the course was free was clearly critical to many of the students who had enrolled on the programme.   

‘I will be honest actually if I had to pay I wouldn't be able to come.  I am a single parent and I am sure there are others in the same position.’

Student
Single parents have generally been unable to commit to the course due to the lack of childcare provision.  The partners are currently investigating the possibility of funding childcare, a barrier to a number of potential learners.  The time of delivery is also being reviewed, with a view to running day-time classes to attract people who cannot attend in the evenings. 

8.5
Course Outcomes

The partnership has existed for three years and during that period four Write On courses have been delivered.  After two successful courses and because of the popularity of The Speaker, the partners developed a Reporters Course in 2003.  Two Reporters courses have subsequently been delivered.  35 participants have engaged with the Write On programme over that period, and the course has a 78% retention rate according to the organisers.  

The course has been particularly effective in attracting male learners, a group acknowledged as difficult to attract.

‘We have brought in some very hard to reach people on to this course which has been a great success.  We have brought in single adult males with all sorts of personal problems, with alcohol problems and some have mental health problems.’

Ripple staff
Staff also reported noticeable improvements in students’ confidence levels.  Whether the course has been successful in enabling students to take the next step into mainstream FE/HE provision is unclear, however.  It has been difficult for the partners to measure the impact of the programme as students are not tracked after they have completed the course.  Staff reported that this was due to insufficient resources to complete this task.

Students would have liked the course to have been longer than 10 weeks and wished that they knew more about what they could do after it.

‘Doing something like this on this level is just like doing a hobby.  Trying to force myself into something bigger is an added pressure.  So I am in the middle just waiting, doing this as a hobby and I am enjoying it, but I have to figure out what comes next.’

Student

Other outcomes of the programme have been the forging of closer links between the different partners.  Napier University has invited community stakeholders and representatives onto its Wider Access Reference Group.  This feeds into the HEI’s Wider Access policy and also opens up the possibility of new types of collaboration.  
One other indication of the course’s success has been its appeal beyond the Lochend/Restalrig area.  Napier University has been approached to deliver the Write On course by voluntary organisations based in Oxgangs, and Craigmillar as well as two agencies working with recovering drug addicts (Sorted and Transition).  Napier University staff have been careful to tailor these course presentations to the local community and avoid duplication with existing services in the area, for example CV writing was removed from the curriculum in Craigmillar because Adult Student Link already provide that service.  Note, Napier University also consulted with Ripple Project staff to ensure that they were happy to see Write On rolled out to other communities.

8.6 Course Sustainability 

There is project funding available for another run of the course in Restalrig in Autumn 2004. After this, new sources of funding will need to be found if the programme is to continue.  The difficulty for the HEI is that this activity does not receive core funding because it is not at HE level (SCQF Level 7 or above).  

The partners are discussing the introduction of credit bearing modules which could serve as progression routes from the Write On/ Reporters courses.  Napier University has a suite of five modules worth five credits each (level 7 on the SCQF) which could be suitable. 

The provision of short credit bearing courses delivered in the community would provide an option for progression for students who are not ready to commit to a course delivered in a college or university.  The modules could also attract a small amount of core SHEFC teaching funding (students could also be eligible for Part-Time Fee Waivers).  This would help make the course more sustainable.  Staff from the Ripple Project expressed an interest in the module development.  They felt residents may lack the confidence to enrol for an accredited course but it would make sense to recruit from the existing pool of Write On students.  
The partnership has developed a course with a good track record and as a result Napier University has been invited into new communities to run the programme with different groups.  The issue of future funding, however, is still of prominent concern.

Chapter
9
Good Practice Guidelines

9.1
Good practice and challenges in Community Partnership

This chapter will outline key issues from the case studies.

9.1.1.
Partnership
· Professionalism and shared goals

Professionalism, commitment and a shared understanding of the aims and objectives of the programme are vital.  Inconsistent attitudes projected outside the institution to community partners can undermine relationships.  

· Demonstrate commitment to the partnership

By involving senior staff the institution can demonstrate to partners that it values the partnership.  Senior staff are also better-placed to initiate change and take decisions.

There should be an awareness in the institution/s that although the course is one of many that they offer, it may be the community partner’s flagship project.

· Clear demarcation of responsibilities from the outset
Partners should be clear about their responsibilities and where they begin and cease.  Written agreements such as Service Level Agreements clarify issues of partner input and can make partners more accountable.

· Effective communication

Partners should ensure that there are clear lines of communication and that all partners are involved in decisions and kept abreast of changes.  Information provided to the students from the partners should be agreed and consistent.

· Benefits of a broker

The Access to Industry broker model (templates 5,6,7,8,9) can benefit partner dialogue.  An independent chair can: urge on the partners; invoke positive criticism; maintain dialogue; dispel pre-/mis-conceptions and secure foundations.  

· Resourcing community partners

Use of institutional resources and funding to resource community organisations can serve a number of purposes.  It can enable the development of courses closely aligned with student needs and interests.  It also sends out a clear message about the institution’s intentions regarding community partnership.

· Adopt a ‘student centred approach’

Partners need to be open about their institutional recruitment agendas and expectations for students enrolling on and completing the course.  Decisions about progression to different courses and institutions should also be determined by what is in the best interests of the student.

9.1.2.
Recruitment

· Adopt a ‘first through the door approach’

When targeting hard to reach groups it is rare for 100% of students to exactly fit the criteria.  Partners need to adopt a flexible approach to recruitment which is biased towards their target group.  Arrangements should be geared towards ensuring they are given first refusal.  Invariably other students not meeting the full criteria will have their own needs, which led them to the course.

· The importance of ‘peer recruitment’

The quality of the programme and positive student experiences of it are critical in helping to publicise your programme. Courses can be effectively promoted through ‘word of mouth,’ particularly amongst certain hard to reach groups such as ethnic minorities. 

· Use of community networks to recruit

The more joined-up recruitment strategies are the more effective they will be.  Courses should be promoted using relevant voluntary organisations, Local Authority departments, and community newspapers.  Community organisations provide the legitimacy for institutions in areas and with groups with whom they may have no track record.  

The partners should also consider placing promotional material or using staff or former students in strategic locations such as shopping centres/ newsagents and Community Centres. Benefits Agencies should also be made aware of courses and asked to help where appropriate.

9.1.3.
Location and Pitch

· Community location (or not)?

Community-based delivery can remove barriers of access for hard to reach groups.  The decision to locate delivery in the community should take into consideration: the resources and facilities available; the experience of staff involved in community-based delivery and the geographical location of the target group. (Are they local to and members of the targeted student community?)

· Joint negotiation of curriculum

In some ≥Level 7 SCQF partnerships partners and/or students may inform the content of a course.  This increases joint ownership of the course and can better fit the needs and interests of the students and their community and improve student motivation and commitment. Nevertheless, tutors need to provide clear guidance and instructions, making it clear to students what elements are/are not flexible and negotiable, particularly on accredited programmes. 

· Be reasonable about the pitch

A level appropriate to the target group should be chosen through communication with students and the relevant community organisation.  Partners should be realistic about student preparedness and what is achievable in order to retain them and provide a positive learning experience. Re-engaging with students who have withdrawn is extremely difficult.

9.1.4.
Student Support

· Importance of ‘building relationships’
A key responsibility for both support staff and tutors is the development of ‘working relationships’ with individual students.  Tutors need to engage with students outside of the actual lessons.  It is the minutiae of teaching and personal approaches that can inspire hard to reach groups and make the real difference between ‘success’ and ‘failure.’  

Tutors can become the recognisable face of the institution and this can have longstanding impact.  For students who progress to mainstream provision, those tutors may be their points of reference in what are large institutions. 

· Importance of early intervention 

Initial investment in student support is critical to the long-term success of a course and the personal development of the students.  Partners should ensure that arrangements are in place and that the early classes have due emphasis on welcoming, familiarising and reassuring students about the course’s intentions and their involvement.  This can, and perhaps should, be reduced over time to encourage the students to become independent, eg. finding things out for themselves to enhance their progression prospects. 

· Importance of tutor’s approach

It is important that tutors and staff involved in delivery are mindful to be encouraging at all times. This helps motivate students and raises the self-confidence.

· Flexible nature of support
Systems of support and course delivery which are flexible are more able to deal with changing student needs and the unpredictability of hard to reach student cohorts.  This may involve accommodating students who are absent for periods due to external factors and putting in additional support to help them re-join the programme.  Although resource intensive, this approach can be effective in improving student retention. 

· Adopt an appropriate timetable

Consider the needs of the target group, such as child-care and the working day when designing the course timetable.  If targeting lone parents it is advisable to spread the course over the school day (eg. 9.30am to 2pm), enabling parents to drop off and pick up their children around the course.

· Clear student finance arrangements

Fee waivers, bursaries and free courses can attract individuals who would either be unable to afford fees and/or unlikely to pay for education.  
It is important to have dialogue in partnerships between the community-based support workers and the mainstream student support services, for example the College Finance Department.  Without effective dialogue, students’ financial circumstances can suffer to the extent that they are forced to withdraw.  Joined-up practice between partners is key.

Partnerships should make a point of dispelling financial misconceptions which students may have that relate to the course in question or to further study. Information needs to be clear, concise and non-contradictory within the partnership arrangement.

The case studies have also highlighted the discrepancies and varied interpretation of eligibility criteria for Job Seekers Allowance.  Partnerships need to engage in dialogue with Job Centre Plus and Benefits Agencies to clarify eligibility rules for students and promote courses and their compatibility with benefits.  

· Childcare

Providing childcare is expensive, particularly if the take-up on the programme is low. It can be more appropriate to provide a transferable sum which mothers can take to relevant childcare providers and spend accordingly.  This approach can benefit continuity: if mothers progress onto mainstream provision their children can remain in the same childcare surroundings.

9.1.5. Tracking and Student After-Care and Support 
· Partnership’s responsibility to develop ‘next steps’ for students
Partners should cater for student progression in their course arrangements to FE, 

HE or employment and provide information appropriate to the student.

· Evaluation

There is a lack of information about the destination of students once they complete a programme, and whether they have progressed to mainstream educational provision or employment.  Anecdotal evidence indicates that a number of students who do progress to mainstream HE provision withdraw. Student after-care and ‘mobile support’ models should be explored to inform course development. Issues to do with resourcing this and whether this should be independently assessed should be considered.

9.1.6. Planning and Sustainability
· Difficulty pairing up planning and funding cycles
Partnerships should work to overcome barriers related to the longer planning and funding cycles of FE and HE institutions compared with voluntary/ community organisations.  

There is a need to forward plan and look for more or new sources of funding before the project runs out.  One option may be to mainstream some of the costs.  For example in HEIs ≥Level 7 SCQF courses could be incorporated within Faculty full-time equivalent allocations and core-funded by the institution.  Staff in community organisations could be seconded to the institution and continue to provide the support.  This may not be an option for taster level courses, however.

Broader institutional change

Learn from your community partners’ experience and consider inviting them to join wider reference groups that might impact on your institution’s policies on widening access.

· Product and brand development

Courses attract the attention of other potential partners and organisations as well as students.  Organisations want to be associated with success so models of good practice should be publicised as they are attractive to new communities and organisations.  This can also be used to help lever in additional funds from other sources and help roll out the programme.

· Student target population 

Partnerships should undertake risk assessments to determine the size of target groups.  The target group may be of insufficient size or too specific to sustain more than one cycle in a given community.  This is significant when considering the merits of community-based delivery.  The partnership could roll out the course to other communities forging new partnerships, however.
· Strive for best value

Partnerships should look for best value in their costs.  Staff costs should be negotiated around standard institutional competitive tender rates and in-kind contributions maximised.  
Chapter 10

Summary and Recommendations

10.1
An Overview of Current Provision

The mapping exercise revealed that in the South East, FE Colleges are more active in community partnership activity overall but HEIs have greater involvement in work accredited at HE level.  FE Colleges are more active in provision at basic level and <Level 7 SCQF; HEIs in taster level and ≥Level 7 SCQF programmes.  Only a few HEIs are operating in this area, however.  In the FE Sector, activities accredited below SCQF level 7 are also focused in a few institutions.  

In terms of geographical spread there is a lack of accredited partnership activity outwith the city of Edinburgh, particularly in remote areas such as the Borders and in Fife and the Forth Valley.

HEI Sector

The introduction of various funding packages including the Widening Participation Premium and the SHEFC Wider Access Development Grant Strand 4 coincided with the beginning of the majority of the community partnership activity in the HEI sector.  Most of it is focused at SCQF level 7 or above (with a few examples of short taster to HE courses). Much of this is delivered off campus by the institution’s own lecturing staff in traditional academic areas such as: humanities; science; and more recently, environmental science.  Off-campus delivery makes accessing mainstream student services problematic for learners. In terms of other forms of student support, very often a community support worker is employed to work with learners on the accredited programmes (short taster courses, in contrast, rely upon student/tutor class contact time). 

As noted, funding for these activities has largely been secured by a few motivated individuals through project funding: 14 of the 16 accredited and taster level partnerships depend upon project funding for widening access to HE, explaining the focus on specific hard to reach groups.  Reliance on short-term funding clearly presents major concerns when considering the sustainability of these partnerships.  Negotiating the transition to core funding drawing upon the full-time equivalent (FTE) allocation from SHEFC is problematic. In the transition the targetted focus of the courses may be lost or diluted. 

FE College Sector

The majority of accredited FE College activity in community partnership work is concentrated at Level 5 and 6 on the SCQF and is most often focused on access to the creative industries - which can largely be explained by the input of Access to Industry to these programmes as well as learner interest in this area.  Provision is generally delivered on campus by college staff and supported by core funding (or SUMS) as well as supplementary project funds. Focus is largely on helping students to progress to mainstream HNQ programmes within the college. There is only one known example of an FE College delivering a taster level course in the time-frame of the project. 

FE Colleges are also well represented in terms of providing basic level partnership programmes based around the following areas: literacies action plans; basic IT in outreach centres as part of College Community Access Programmes.  Increasingly Local Authorities are paying FE Colleges to deliver adult education and leisure-based education in community locations.  These programmes place less emphasis on targeting specific groups and are open to anyone with an interest in participating.  Funding is based on student numbers and students may or may not be eligible for a fee waiver.

Student Outcomes

In terms of student outcomes, the emphasis in ≥Level 7 SCQF partnership programmes varies between successful completion, seeing the award as an end in itself or (in few instances) progression onto further study.  <Level 7 SCQF partnerships have been effective at providing routes to employment or onto HNQ provision in FE Colleges.  Taster level partnerships tend to promote students to FE level courses, but not exclusively.  All partners acknowledged the need to track students but the difficulties associated with that meant that information about students’ destinations and progression was lacking or incomplete.
10.2
 The Future
Clearly FE Colleges and HEIs have been playing a valuable role in targetting hard to reach groups through community partnerships, albeit in different ways.  FE Colleges can offer a continuum of progression pre- and post- access in the college and can use their location in the heart of communities to target under-represented groups.  HEIs tend to deliver HE or pathways to HE by off campus or outreach work.  Both approaches are valuable in raising awareness of the benefits of education to the wider community through word of mouth and through the provision of positive role models.  Patience and commitment are clearly required, however, to ensure that longer term cultural shifts in hard to reach communities are achieved.

Working with different groups of students in different ways is also likely to affect institutional change, again over the longer-term. The limited numbers currently engaged in community partnership activities can help build new capacity by inspiring their non-active colleagues. Existing teaching and learning practices in colleges and HEIs may also be challenged by the different traditions of adult and community approaches and an appreciation of the needs of excluded and marginalised groups may be gained.  This has been further aided by the input of community partners into institutional wider access reference groups which some have been invited to join. 

Strategic Development

At present there are clearly pockets of activities in certain institutions, in certain departments and in certain subject areas in the South East. Activities are also restricted to certain geographical locations with those in more remote areas being un-catered for.  Plainly, much more remains to be done. 

Building capacity in the sector and supporting new developments in targeted areas and with particular groups is patently desirable. Disseminating this report and using the case study materials in Section 2 to develop Staff Development tools may be helpful in achieving these aims by facilitating discussion and sharing good practice and challenges encountered and overcome. 

Working in a more joined-up way and at a more strategic level is also desirable. FE Colleges and HEIs need to work out how to effectively align themselves with the new structures of Community Planning to ensure that there is no duplication or overlap and that regional priorities (or ‘gaps’ in provision) are identified and addressed. A clear demarcation of responsibilities and appropriate levels of activity is required, especially as HEIs and FE Colleges are now accountable for their community work to HMIE.  HMIE can inspect any publicly funded organisation involved in providing education at all levels in the community, including CLD, and have a role in providing quality assurance.  Evidence from inspections and reviews is used to identify and encourage the adoption of best practice and to inform educational developments and policy formulation.  

Evaluating current community partnership programmes in the South East and tracking students on them to see if they progress to mainstream provision and are retained in the system would also be informative.  In particular it would help the sector better understand the support needs of students making (or thinking about making) the transition. There are perhaps particular issues for students participating in outreach activities who may be less inclined to access the mainstream student support services that are notionally available to them?

Effective engagement by institutions should also complement work being done by an SCQF Working Group to recognise and accredit informal and community-based learning.  If HEIs and FE Colleges increase their work with community organisations there is potential for the sectors in post-secondary education to become more joined-up thus benefitting student transfer and progression to mainstream HE study.  

Funding

Securing longer-term funding is critical if current activities are to be sustained, especially in HEIs which are more dependent upon short-term project funding to pay for non-accredited learning. The input of community partners is also heavily reliant on project funding to pay for additional learner support costs. The end of WADG Strand 4 grants in December, with the SHEFC funding allocation being passed to the Forum, places responsibility on the Forum to develop a regional strategy that will support community partnership activities. The issue of sustainability for any new (or continuing) programmes is still a challenge, however, and needs to be at the forefront of any strategy. For this reason, this report welcomes SFEFC’s and SHEFC’s current  ‘root and branch’ Review of Widening Access to and Participation in Lifelong Learning.’ This allows for discussion on more sustainable and alternative funding mechanisms to support community partnership activity whether this might be: new premiums for working with communities (and community partners); conditions being placed on existing widening access premiums; alternative mechanisms such as credit-based funding or the core-funding of non-accredited activity; learner entitlements or credits to ‘buy’ provision for certain disadvantaged groups.

KEY RECOMMENDATIONS

· There should be due consideration given to creating a framework for SESWARF to work more strategically in the South East given the current reliance on project funding, the end of WADG Strand 4 funds and responsibility being passed to the regional forums to work with communities.  This would/may involve:


Disseminating the findings of the CLaSS Report to all stakeholders including the Higher and Further Education Funding Councils, the Scottish Executive, and stakeholders in Community education as well as the partners in community partnership activities to inform policy and discussion. 


Development of Staff Development tools using the material in the report to highlight good practice and facilitate the discussion of challenges and solutions to help build capacity in the sector.


Development of community-based programmes based on an awareness of current gaps in provision with regard to geographical areas and particular hard to reach groups.


Consideration should be given to how the Forum can most effectively fund and support community provision in the South East. This might involve working with or employing the services of existing brokers, such as Access to Industry, or looking at exit strategies for former WADG Strand 4 projects and setting up a new Forum-wide scheme which invites tenders.  Levering in funds from large funding bodies, such as ESF, ERDF and the Lottery combined with matched funding could also be explored.


Dialogue with key organisations such as the SIPs, CPPs, SCVO, EVOC, Communities Scotland, Voluntary Groups and Local Authorities to help SESWARF’s FE Colleges and HEIs engage effectively with local and regional plans to develop provision.  


Evaluating new and existing community-based programmes and tracking students to assess the impact of these initiatives to inform current and future activities. Ensuring that students are supported at the stage of transition is critical and also needs to be better understood. 

· SESWARF should give due consideration to resourcing a dedicated post within SESWARF to take forward the work of the Communities Steering Group as proposed above. A more strategic and student-centred approach would help maximise potential and build capacity in the South East. 
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APPENDIX 1- Community Partnerships Templates: Taster Level; <SCQF Level 7 and ≥Level 7 SCQF

Taster Level

	1
	Programme/Course Information

	Name/title 
	Partners in Education (PIE) 

	History
	Pilot was run in 2000/1

	Aims 
	Target group  Less than 30 years old with insecure accommodation (homeless) also people with drugs problems.

Admission Policy  No previous academic qualifications required

Objectives  To progress students onto courses in FE or employment.  

	Partners and their roles 
	Edinburgh’s Telford College  course management, delivery 

Four Square  (previously Edinburgh Campaign and Services for the Homeless -ECSH), deliver course, support students
YMCA (Wiston Lodge) Borders, host a team/ confidence building weekend

	Programme delivery


	Where is it delivered?  Outreach basis tutored by Four Square in rented venues across Edinburgh.  Residential confidence building session in the Borders (Wiston Lodge)- two sessions of 3 days.

When is it delivered?  Over 6 months

Who delivers it?  Edinburgh’s Telford College tutors deliver NC Modules- Developing Personal effectiveness, Job Seeking Skills, Introduction to people and society, Communications Units

Is it credit-rated/leveled within the SCQF? Level 1- National Units

	Student support
	Guidance/mentoring?  Each project worker takes a case load of 8 students, providing individual support

	Funding/ resourcing


	Staffing  Funding for the pilot came from Edinburgh Youth SIP (Social Inclusion Partnership) in 2000/01.  Then New Futures Fund–which has a focus on 16-34 age group particularly with drug problems from SEEL (Scottish Enterprise Edinburgh and Lothians)- agreed funding until June 2004. (Edinburgh’s Telford College matches SEEL money through in-kind payment of staff time).

The cost of £250K a year covers full time (FT) Project Manager, FT assistant, 2 project workers and a teacher.  Edinburgh’s Telford College takes £15K to cover tutors cost, learning support costs and the FEC’s Community Team Leader time at meetings.  Telford can also claim SUMs from delivery of 2 ½ SQA Units over 6 months. 

Student support  Provided by 2 project workers from Four Square funded through New Futures Fund. 

Venue  Arranged through Four Square

	Outputs/ Outcomes
	Student outputs

Take-up this cycle - (not provided) previous = 16
Drop-out - around 33%, many due to personal problems

Progression- From the first cohort which ended in 2001, of the 16 enrolments 8 gained some NC modules, 4 completed the course (1 of whom went onto further education, two went into employment) Of the 4 dropouts 2 returned the next year.

Outcomes  Accessed students to education, built self confidence and helped breakdown isolation experienced by the homeless.

	Project Future,

Sustainability 
	Investigating future funding post June 2004.

	Contact information
	Jenny Ewing, jenny.ewing@ed-coll.ac.uk 0131 332 2491, www.ed-coll.ac.uk, Lorraine Bird, Four Square 0131 225 6662  


	2
	Programme/Course Information

	Name/title 
	Community Based Adult Learning Programme- (non-accredited) 

	History
	Since September 2003

	Aims 
	Target group  Adult learners from under-recruiting areas for Stirling University (post code based), unemployed, under employed, learners who traditionally would not/could not access HE.

Admission Policy  No previous academic qualifications required

Objectives  To increase awareness of Stirling University and what it has to offer in terms of degree options, supported study and flexibility.

	Partners and their roles 
	University of Stirling- needs assessment, course design, secure funding, delivery, evaluation and monitoring, follow up tracking

Denny Community Flat, EdZone Raploch, Ace Project, Cornton, Stirling Council Community Learning and Development Adult Learning Team, Wider Access to Schools Project, Denny, Lauder College, Clackmannan College  recruitment, venue and support

	Programme delivery


	Where is it delivered?  Creative Writing is delivered in Cornton.  Local History in Raploch.  Sociology in Denny

When is it delivered?  8 week duration, 2 hours delivered once a week at night, courses scheduled for September 2003 and January 2004.
Who delivers it?  Creative Writing in Cornton is taught by an English Studies staff member, the Introduction to Sociology (Denny) course is taught by a tutor specifically recruited for the programme.  The Local History (Raploch) course is taught by a SSS (Scottish Summer Schools) and OAU/CS tutor (Other Academic Units)/(Continuing Studies). 
Is it credit-rated/leveled within the SCQF?  Pitched at Level 5, but not accredited.

	Student support


	Guidance/mentoring  The community partners provide support to the learners.  Each course includes input about the University of Stirling and study options there. The evaluation session provides an opportunity to request follow up information. 

Travel costs  Local venue, so travel is not an issue

Financial Support  The course is free

	Funding/ resourcing


	Staffing  The programme cost is £15K in total, including all staff costs, and the tutor cost, at £19.65 per hour.  The funding comes from the University of Stirling Wider Access Department’s funds.  A Community Development Worker has been employed to work 10 hours a week on this programme.

Student support  No additional cost/ provision.

Venue  Fixed costs of venue and recruitment covered by partner agencies.

Other  Students are brought up to the University of Stirling  campus on familiarisation visits, and introduced to the University of Stirling Access Course.

	Outputs/ Outcomes
	Student outputs 

Take-up this cycle -For Creative Writing- 7 students (5 female, 2 male) – 6 returners, Sociology – 7 students (6 female, 1 male) Local History – 8 enrolled
Drop-out  - 1 student
Progression -No data

Outcomes  There is emphasis on the University of Stirling Access course, but other FE options are also encouraged and the next steps to HE are made clearly visible.  A tracking system is under-development, it is intended to record changes in student perceptions of the university as well as future study intentions.

	Project Future,

Sustainability 


	One intention is for experience gained in delivering the programme about student needs, support issues and barriers to better inform the university’s strategy for planning and development.  The feedback from students and information gained through evaluation, needs assessments and the tracking system will be used as a basis for future funding applications.  Current funding for this programme comes to an end in February 2004.

	Contact information
	Jim Bradley, j.g.bradley@stir.ac.uk  01786 467954 www.stir.ac.uk  


	3
	Programme/Course Information

	Name/title 
	Think Again (Pre-Access Level, students gain a Napier University Certificate)

	History
	3 years since April 2001 – 3 programmes delivered

	Aims 
	Target group  Ex-offenders 
Admission Policy  No previous qualifications required, Apex, social work etc referrals.  Apex and Napier University Project Managers interview all those who register an interest.

Objectives  To build confidence and self esteem and develop transferable skills.  There are sessions which introduce the opportunities offered by further study in FE/HE as a progression option.

	Partners and their roles 


	Napier University  delivery, programme design, support and guidance, write funding proposals e.g SHEFC and ESF on second programme-funding/ budget control.

Jewel & Esk Valley College  guidance input and communication sessions during first 2 programmes.
Apex Trust Scotland  Edinburgh, venue, recruitment, specialist delivery, guidance and support.

	Programme delivery


	Where is it delivered?  10 weeks at Apex Services Lothian, Bonnington Business Centre, Leith, 2 weeks at Napier University

When is it delivered?  1 programme per year April 26th  –July 4th in 2003 

Who delivers it?  The Apex Project Coordinator delivers the course content relating to the Criminal Justice System, conducts one to one development sessions, determines conviction relevance in relation to future career progression and helps students to write disclosure letters.  Napier University staff deliver (on the Apex site) taster sessions in communications, stress management, study skills, project planning and group work centred around a photography project.  In the first two programmes a Jewel and Esk Valley College tutor delivered modules of an SQA communications unit.  A two-week part of the programme is based in the HEI delivered by Napier University staff.

Is it credit-rated/leveled within the SCQF?  No. 

	Student support


	Guidance/mentoring  Many of the students are Apex clients with appointed Guidance Workers, other students have social workers.  The Project Co-ordinator at Apex provides additional guidance.  The Napier University Project Manager and staff from the Student Careers Service also provide specialist support and guidance.  The Project Manager meets with the students once a week on Friday morning for a feedback session in addition to the sessions delivered.  Students from previous years are used as ‘ambassadors’ returning to speak to students.  To facilitate progression a half day visit is made to Stevenson College with a tour and lectures.  

Childcare assistance   Was offered for the first time with the most recent cohort.

Travel and Subsistence  Bus passes and £4 a day food allowance is issued, students are also given food vouchers when for the Napier University course section. 

Financial Support  All course materials are provided for the students, external activities are funded and the course is free.

	Funding/ resourcing


	Staffing  Costs cover the Project Coordinator from Apex and the time of the Manager in Napier University as well as tutor time.  One course costs Apex £10K (which is claimed from Napier University) and costs Napier University £20K (including staff payment, the cost of the venue, overheads and rental of the Napier Sports Dome).  The University was successful in having an ESF funding bid for one programme but subsequent applications have not been successful.  A staff development session was delivered by the Apex ASSERT team at the onset of the programme to provide some background on the legal aspects of working with ex-offenders to Napier University staff involved with the delivery of ‘Think Again’.
Student support  Included within total costs above, plus additional support offered by Napier University as in-kind contribution.

Venue  The fixed costs at Apex are shared, variable costs (student materials and visits) are paid by Napier University through Wider Access funding.

	Outputs/ Outcomes
	Student outputs

Take-up this cycle - 9 (30 over 3 programmes, Age range 20-57, 29 males 1 female)

Drop out - 40%

Progression- 9 students progressed on to courses in local FECs, a former student gained a distinction in their HND in 2003 and moved on to degree level study at the Scottish Agriculture College.  Other students progressed into employment.

Outcomes  Increased self awareness and confidence among students.  Students successfully progressed into work and FE.  

	Project Future,

Sustainability 


	A private donation has been given specifically to run the fourth ‘Think Again’ programme.  The course is to run between April and July 2004.  Delivery of further programmes is dependent on additional funding, an application has been made to the Esmee Fairbairn Foundation.

	Contact information


	 Jan Tunnock, Community Projects Manager, Napier University j.tunnock@napier.ac.uk , 0131 455 6037, www.napier.ac.uk/dept/lls/wideraccess , Aidan McCorry  Depute Director,  Apex Scotland , www.apexscotland.org.uk 


	4
	Programme/Course Information

	Name/title 
	Write On (students receive Napier University Completion Certificate) No credit

	History
	September 2002 - 4 Programmes 

	Aims 
	Target group  Individuals in the Lochend, Craigintinny, Restalrig area of Edinburgh who wish to develop their writing skills for life and learning.

Admission Policy  No previous qualifications required 

Objectives  Confidence building amongst participants and the development of writing skills.  Students are encouraged to submit articles/stories/poems to the local community newspaper ‘The Speaker’.  To facilitate the development of a ‘learning community’ and an interest in lifelong learning.  There are opportunities for progression onto a ‘Reporter’s Programme’ aiming to develop a pool of volunteer reporters for ‘The Speaker’- there are no direct progression routes.

	Partners and their roles 
	Napier University  Course development and design, joint funding bid, delivery

The Ripple Project  Lochend- joint funding bid, recruitment, student registration.  

	Programme delivery


	Where is it delivered?  New Trinity Centre, Capability Scotland Day Care Centre, Restalrig

When is it delivered?  Two cohorts per year, length of course is 10 weeks. Sept-Dec, Jan-April

Who delivers it?  Napier University staff  

Is it credit-rated/leveled within the SCQF?  No

	Student support


	Guidance/mentoring  There is no external support outside the two hour contact each week but students are encouraged to contact tutors if they require help on pieces they are writing.  Talks are also given to Write On students by students on Publishing and Journalism degrees at Napier University.  

Financial Support  Students are provided with folders, writing and learning materials free, and the course is free.

	Funding/ resourcing


	Staffing  Two members of Napier University staff are involved in the development and delivery.  In years one and two the Royal Mail funded two courses through an award of £14.3K.  Napier used SHEFC Wider Access Development Grant Strand 4 money to cover the costs of delivering an additional two courses whilst seeking additional funding.  
Venue  Funding met the fixed costs of providing a venue

Other  Administrative costs for registration provided to Ripple with marketing costs met through funding.

	Outputs/ Outcomes
	Student outputs

Take-up this cycle -9 students, 26 engaged in programme over previous 3 cohorts

Drop-out- 78% average retention rate over all courses

Progression -Majority of first cohort have progressed on to the community writing group and the Reporter’s Course.  Future Write On students will have the opportunity to take their writing skills to a higher level and to embark on a credit-bearing module, which will be assessed by a reflective learning log, written pieces and a presentation. The University has developed five credit-bearing modules, at Level 7 on the SCQF, which Write On students could progress to.
Outcomes  A wide range of features, articles, interviews, stories and poems published in ‘The Speaker’.  The first cohort formed a ‘Community Writing Group’ supported by Napier University staff and other cohorts are joining this to form a ‘community of learners’.  The course has developed confidence, self esteem and allowed participants to enjoy writing.  Funding has been secured to ‘roll out’ Write On to Craigmillar and Oxgangs during 2004.  It has attracted a high percentage of male participants, a group acknowledged to be ‘hard to reach’ and engage in this type of lifelong learning.

	Project Future,

Sustainability 


	In 2002 The Ripple Project received National Lottery funding to establish a community newspaper.  CLAN funding will enable the delivery of two Write On courses in Lochend in 2004 and also thanks to CLAN funding, it is now set to ‘roll out’ good practice to Craigmillar starting 25 Feb 2004, working with recovering drug addicts through the Transition and Sorted drugs projects and with residents from Oxgangs later in 2004.  

	Contact information


	Jan Tunnock, Community Projects Manager Wider Access Unit, Lifelong Learning Services, Napier University, j.tunnock@napier.ac.uk, www.napier.ac.uk/dept/lls/wideraccess 0131 455 6037 Liz Ferguson, Manager, The Ripple Project and Editor ‘The Speaker’, 0131 554 0422


<Level 7 SCQF

	5
	Programme/Course Information

	Name/title 
	Access to Creative Arts
(NQ Certificate in Creative Arts at Level 4 on the SCQF)

	History
	Since 09/2000- Now in 4th year.

	Aims 
	Target group  Students from SIP areas, older than 16 years, ethnic minorities, students with mental health support needs and people with disabilities.

Admission Policy  No previous academic qualifications required.

Objectives  Progress onto NQs or HNQs within the Faculty of Creative Arts at Stevenson College or other FECs, and thereafter BA in Media Studies or Drama Studies at Queen Margaret University College.

	Partners and their roles? 
	Stevenson College course delivery, design, childcare, recruitment and support

WHALE Wester Hailes Arts and Leisure recruitment, materials, accommodation and student support 

Queen Margaret University College (QMUC) funder, guidance

Access to Industry Edinburgh- partnership broker, student support

	Programme delivery


	Where is it delivered?  WHALE Centre, 30 Westburn Grove, EH14 2SA (4 days of the week) Wednesday IT and Communications components are delivered at Stevenson College

When is it delivered?  4 month duration from September to January and repeats from January to June.

Who delivers it?  Stevenson tutors, team of 7 tutors each deliver 2 hour sessions
Is it credit-rated/leveled within the SCQF?  Intermediate 1 (SCQF-Level 4) & Intermediate 2 (SCQF Level 5).  The intention was to make the course flexible to match student ability through bi-level delivery (Intermediate 2 and Higher), however it is primarily pitched at Intermediate 1.

	Student support


	Guidance/mentoring  Provided by WHALE Guidance Worker (Stevenson College services are also an option), once a week meetings as a group.  One to one meeting every two months and support is also accessible on a casual drop-in basis. At the outset the worker meets with all students to compile a student profile for staff and the students commit to a Personal Development Plan- listing long/short term goals.

Childcare assistance  Provided by Stevenson College, in WHALE building or students can use a transferable sum in other Crèches.  Cost per student is £1200.

Financial Support  Depending on eligibility, college bursary, can retain benefits.

	Funding/ resourcing

. 
	Staffing  Costs absorbed by existing systems: Stevenson College timetable 7 different tutors- draw down 1.8 SUMs for individual students each one can attract Extra Learning Support (extra learning support) funding (from SFEFC).  Base class size for operation is 10.  

Student support  WHALE 0.5 guidance worker is paid for by WHALE and project funds- QMUC £7K (Maatched project) annually for the last three years.

Venue  Materials and the accommodation are funded by WHALE through their project funds, and from Scottish Arts Council money and Wester Hailes SIP money.

Other  WHALE used to provide stationery, but this has been cut back, to the bare minimum.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle -18

· Drop-out  -2

   Progression- Over the last 3 years 39 students completed the course successfully.  Of those 28 progressed to FE onto TV Operation and Production, Degree foundation in Media Theatre, NC Art and Design, NC Performing Arts and 1 student has gone on to a BA in Media and Drama in QMUC

Outcomes Recruiting students from under-represented groups, increasing confidence within these students.  The fact that it is a short and active course helps the students to achieve units and progress onto FE faster.

	Project Future,

Sustainability 
	The course is advertised in Stevenson College’s prospectus but mainstreaming has not occurred yet.

	Contact information


	Aileen Tan, aileen@whalearts.co.uk, 0131 458 3267, www.whalearts.co.uk , Carol Fyfe, cfyfe@stevenson.ac.uk 0131 535 4806 www.stevenson.ac.uk ,Jon Gray, aci@hotmail.com  0131 442 1042 www.accesstoindustry.co.uk  


	6
	Programme/Course Information

	Name/title 
	Access course to Graphic Design (National units at Intermediate 2 and Higher level) 

	History
	Since Sept 2002

Now 2nd Cohort

	Aims 
	Target group  Students from SIP areas, older than 16 years, ethnic minorities, students with mental health support needs and students with disabilities.

Admission Policy  Interview with panel, no previous qualifications required, portfolio is considered.

Objectives  Articulated links onto HNC in Graphic Design and Digital Media at Edinburgh’s Telford College or onto first year of BA in Graphic Design at Edinburgh College of Art. 

	Partners and their roles 
	Access to Industry  (AI) broker / joint recruitment/ student support

Edinburgh’s Telford College  joint recruitment / delivery/ design/ provide venue

Edinburgh College of Art  input guidance, facilitate progression, workshops and Summer School.

	Programme delivery


	Where is it delivered?  Edinburgh’s Telford College, North and South Campus

When is it delivered?  Sept 2003– June 2004 (1 academic year)

Who delivers it?  Edinburgh’s Telford College Tutors
Is it credit-rated/leveled within the SCQF?  Level 5 and 6 on the SCQF

	Student support


	Guidance/mentoring  Primarily provided by AI (Stevenson College Facilities are also an option), once a week meetings as a group, there are one to one meetings every two months with the students who commit to a Personal Development Plan- listing long/short term goals.  Support is also accessible on a casual drop in basis. 

Childcare assistance  The FEC covers childcare needs for the students on the course.

Travel costs  The FEC covers travel costs for those students that are not eligible for a bursary.

Financial  Students are eligible for bursaries disbursed by the FEC.

	Funding/ resourcing


	Staffing  Edinburgh’s Telford College– 2 Main lecturers / 2 Core Skills staff paid for by existing systems- SUMs 

Student support  Covered by AI Project Officer 

Venue  Materials and accommodation are provided by the FEC, the students receive extra funding for materials.

Other AI provides partnership brokerage, oversees the Service Agreement and plays a role in student support, paid for by their Wider Access Development Grant Strand 4 core funding from SHEFC.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle- 12

· Progression- In the First year 7 students completed the course, 2 progressed to HE in Graphic Design and Product Design in Glasgow; 2 progressed to FE onto an HND in Graphic Design and Advanced Diploma in Graphic Design at Telford College and 3 progressed into jobs.

Outcomes Recruiting students from under-represented groups, increasing confidence within these students.  During the course, the students have the option of selecting modules based on their ability, this increases their confidence, feelings of achievement and the general development of the group.

	Project Future,

Sustainability 
	The recruitment for the next academic year is due to start in March 2004.  The Curriculum team is revising the programme in order to improve the service and match all the students’ needs.

	Contact information
	Alex Gun, Edinburgh’s Telford College 0131 332 2491,  Agunn@ed-coll.ac.uk Jon Gray, 0131 442 1042 mail@accesstoindustry.co.uk www.accesstoindustry.co.uk 
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	Programme/Course Information

	Name/title 
	Access course in Modern Musicianship (National Certificate Qualification)

	History
	Since January 2002, Now 3rd Cohort

	Aims 
	Target group  People from SIP areas, older than 16 years, ethnic minorities, people with mental health support needs and people with disabilities.

Admission Policy  Audition with panel, no previous qualifications required but the students must play one of the following instruments: Guitar; Drums; Bass guitar or be able to sing.

Objectives  Articulated links onto HNC in Modern Musicianship or HNC in Dance Music Production at Jewel and Esk Valley College.

	Partners and their roles 
	Access to Industry   broker / joint recruitment/ student support 

Jewel and Esk Valley College  joint recruitment / delivery/ design/ provide venue

	Programme delivery


	Where is it delivered?  Jewel and Esk Valley College Milton Campus, Edinburgh

When is it delivered?  One academic year

Who delivers it?  Jewel and Esk Valley College Tutors

Is it credit-rated/leveled within the SCQF?  Level 5 and level 6 on the SCQF.

	Student support


	Guidance/mentoring Primarily provided by AI (Stevenson College Facilities are also an option), once a week meeting as a group, there are one to one meetings every two months with the students who commit to a Personal Development Plan- listing long/short term goals.  Support is also accessible on a casual drop in basis. 

Childcare assistance  The FEC covers childcare needs for the students on the course.

Travel costs  The FEC covers travel costs for those students that are not eligible for a bursary.

Financial  Students are eligible for bursaries disbursed by the FEC.

	Funding/ resourcing


	Staffing  Jewel and Esk Valley College One Technical staff/ 6 course lecturers/ 3 Core Skills staff paid for by existing systems- SUMs.

Student support  Covered by AI Project Officer.

Venue  Jewel and Esk Valley College, Milton Road Campus.

Other  AI provide partnership brokerage, oversee the Service Agreement and play a role in student support, cost is covered by their core funding from SHEFC.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle - 9

· Drop-out - 4

· Progression- Over the last 2 years, 16 students completed the course successfully and 7 of them progressed to FE onto HNC/Ds in Modern Musicianship, Dance Music, TV Operation and Production and a Certificate in Sound Engineering.

Outcomes  The fact that the students have to play an instrument makes the recruitment very difficult in the context of the client group.

	Project Future,

Sustainability 
	Due to the demand, in the next academic year the course will focus on Music Production Technology.  The recruitment for this course is due to start in March 2004. 

	Contact information
	Jackie Doody, 0131 657 7231, Jewel and Esk Valley College,www.jevc.ac.uk . Jon Gray, 0131 442 1042 mail@accesstoindsutry.co.uk , www.accesstoindustry.co.uk 
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	Programme/Course Information

	Name/title 
	Access course to Higher Education in Computing and Interactive Multimedia.  The course has not been credit rated.  Students are awarded SQA units if they pass and receive a RET listing the units successfully undertaken.

	History
	Since Sept 2001, Now 3rd Cohort

	Aims 
	Target group  Black and minority ethnic individuals, particularly those with no previous experience of HE.

Admission Policy  Interview with panel, no previous qualifications required.

Objectives  Articulated links onto HNC/HND in Interactive Multimedia at Jewel and Esk Valley College or on to first year of BA in Computing at Napier University.

	Partners and their roles
	Skillnet  Edinburgh, joint recruitment, student support and course design.

Jewel and Esk Valley College  joint recruitment, delivery, design and provide venue.

Napier University  input guidance, facilitate progression and course design.

Access to Industry  (AI) broker, student support and course design.

	Programme delivery


	Where is it delivered?  Jewel and Esk Valley College Milton Road Campus.

When is it delivered?  Sept 2003– June 2004 (1 academic year).

Who delivers it?  Jewel and Esk Valley College Tutors- with input from Napier University introducing HE and the option of degree study- through structured visits.

Is it credit-rated/leveled within the SCQF?  Level 5 and 6 on the SCQF.

	Student support


	Guidance/mentoring  Part-time Skillnet guidance worker provides core guidance- meets with students every week for 20 minutes 12.05-12.25 at Jewel and Esk Valley College.  Guidance worker also liases with FE/HE staff.  In an aim to increase student independence the guidance worker intends to taper down support to once every two weeks.  Students are also encouraged to access mainstream Jewel and Esk Valley College Student Services.

Travel costs FEC pays for transport.

Financial Students are eligible for bursaries disbursed by the FEC.

	Funding/ resourcing

 
	Staffing  Jewel and Esk Valley College– 3 Technical staff/ 2 Core Skills staff paid for by existing systems- SUMs.  No additional weighting.  A single cost figure was not provided because of ‘the difficulty of calculating on-costs’ (additional costs directly associated with the activity).

Student support  Jewel and Esk Valley College induction programme, FEC covers cost. 1 part time employee Skillnet 17 hrs per week.

Venue  12 computers- supplied by AI (through £20K award from the Scottish Arts Council), Jewel and Esk Valley College provides a dedicated room (open 6 days a week from 9am to 9pm).

Other  AI provides partnership brokerage, oversee the Service Agreement and play a role in student support, cost is covered by their core funding from SHEFC.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle -13

· Drop-out- 2

· Progression- Over the last 2 years, 23 students completed the course successfully. From those 15 passed on to the HNC/D in Multimedia and Digital Design, 4 progressed to the BA in Computing at Napier University and 4 progressed to employment. 

Outcomes  Mainly female students high completion levels can be attributed amongst other factors to the high motivation levels of the students. 

	Project Future,

Sustainability 


	The support role of the Skillnet member of staff is dependent upon award funding for the organisation as a whole.  The same partnership group attempted to launch a Radio and TV Access course also aimed at black and minority ethnic groups.  It was to begin in August 2004, however it did not run as funding could not be secured. 

	Contact information


	Jackie Doody, JDoody@jevc.ac.uk 0131 657 7231, Jewel&Esk Valley College,www.jevc.ac.uk , Fergus Timmons 0131 475 2451 skillnet@btinternet.com , www.skillnetedinburgh.org.uk, Jon Gray, 0131 442 1042 aci@hotmail.com , www.accesstoindustry.co.uk Tim Musson, t.musson@napier.ac.uk  www.napier.ac.uk  
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	Programme/Course Information

	Name/title 
	Studio 11 Art and Design Course (Award is a Higher in Art and Design)

	History
	Apr 2002 - Mar 2003 (funded previously from Jan 2001 – Mar 2002)

	Aims 
	Target group  Unemployed people with mental health problems who have artistic or creative flair, older than 18 years.

Admission Policy  Students must meet one of the following criteria:  Artistic ability to develop to the level of Intermediate 2 or Higher; Mental health problems or Produce art portfolio that is approved by the Board of Arts Mentors.

Objectives  To offer training and support to students to enable them to achieve up to a Higher level art qualification and potentially progress thereafter.

	Partners and their roles 


	Studio 11 Forth Sector (mental health training organisation), Edinburgh, management, recruitment, course delivery, student support and accommodation for delivery.

Edinburgh’s Telford College  contribution towards Art Project Worker salary, delivery of photography, communications and local investigation units, venue, materials, SQA student registration

Pefferbank Day Centre venue and equipment.

Access to Industry (AI), recruitment, student support, partnership broker and facilitator.

Board of Arts Mentors 7 providing in-kind time.

	Programme delivery


	Where is it delivered?  Edinburgh’s Telford College, Pefferbank Day Centre, Edinburgh and Forth Sector, Edinburgh.

When is it delivered?  1st April 2002- 31st March 2003 (and previously 1st January 2001 – 31st March 2002).

Who delivers it?  Studio 11 Arts Project Workers and sessional tutors delivered Art and Design modules.  FEC staff delivered Photography, Communications and Local Investigation modules.

Is it credit-rated/leveled within the SCQF?  Level 6 on the SCQF.

	Student support


	Guidance/mentoring  Two Arts Project Workers provided guidance and support to students – drew up Personal Development Programmes.  AI provide advice and support too.

Childcare assistance  None required/ no additional provision.

Travel costs  Forth Sector provided an allowance for travel costs

Financial Support  None apart from travel costs, all the students were on disability benefit.

	Funding/ resourcing


	Staffing  Programme cost £67K, Scottish Arts Council’s contribution was £39K, remainder made up by partners and charitable trusts.  Project Management, one day per week, Finance Officer, one day per month, 2 Arts Project Workers, one worked 4 days a week, the other 3 days a week, 7 Arts Mentors and 2 Visual Arts Tutors, one day per week for 16 weeks.  FEC Tutors provided the course delivery described above.  This covered the cost of one cycle- April 02- March 03.

Student support  Arts Project Workers provided support.  Not possible to itemise as support was an integral part of the project.

Venue  Edinburgh’s Telford College, Pefferbank Day Centre and Forth Sector, in-kind  matched contributions therefore very difficult to quantify.

	Outputs/ Outcomes
	Student outputs  (April 02 – March 03)

· Take-up- 24

· Drop-out - 34% drop out rate (due to deteriorating health)

· Progression -4 students achieved their higher (5 achieved their higher in the previous year)

3 students completed 2 Int 2 modules, 2 students completed 1 Int 2 module, FE – 2 students progressed onto Leith School of Art, 1 student onto p/t Fine Art degree at ECA.

Outcomes  Course accessed under-represented group, which demonstrated high motivation levels according to their health.

	Project Future,

Sustainability 


	Forth Sector funding could not support the project beyond 2003, as Scottish Arts Council funding criteria changed and neither the Department for Social Work, Health or Community Education felt the project fell within their remit.  Also the partnership did not submit a European bid due to bureaucracy difficulties.  Studio 11 continues in a non-accredited format with fewer Support Staff.

	Contact information


	Collette Maxwell, Colette.Maxwell@forthsector.org.uk, 0131 539 8056, www.forthsector.org.uk , Althea Duff, 0131 657 7321 www.ed-coll.ac.uk, www.eca.ac.uk, Jon Gray aci@hotmail.com . 0131 442 1042 www.accesstoindustry.co.uk    


≥Level 7 SCQF
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	Programme/Course Information

	Name/title 
	‘Openings’ (to black and minority ethnic learners with local community support)- Level 7 SCQF

	History
	Nov 2002-April 2004

	Aims 
	Target group  Black and minority ethnic individuals.

Admission Policy  For students who have not studied at this level before, or adult returners who have studied at this level before.

Objectives  The project has two related objectives:  to introduce learners to the prospect of learning at HE level through ‘bite sized’ chunks to facilitate progression onto other access courses, FE or HE and to explore how recruitment and support can be enhanced through partnerships with Black and Minority Ethnic agencies.

	Partners and their roles 


	Open University Scotland  design materials, fund project worker, recruit, deliver material, provide support

Black Community Development Project  Edinburgh

Greater Govan Asylum Seekers’ Support Group  Glasgow

Linknet  Edinburgh

Skillnet  Edinburgh

Youth Counselling Service Agency  Glasgow (Pollockshields)

Stevenson College  (English for Work & Training in Scotland) All responsible for targeted recruitment and in some cases support of learners

	Programme delivery


	Where is it delivered?  Distance delivery, students use a learner’s pack, a computer is not required

When is it delivered?  Courses start 4 times a year, March, May, July and September with each course lasting for a maximum of 20 weeks.  There were three groups of students for each of the March, May and September presentations.

Who delivers it?  The Open University in Scotland

Is it credit-rated/leveled within the SCQF?  Each Openings course (of which there is a selection of 6 presently- to be eight by September 2004) has three written assignments and is worth 10 SCOTCAT points, which can be used towards a qualification. All students submitting at least one assignment receive a Statement of Course participation. Level 7 on the SCQF.

	Student support


	Guidance/mentoring  Open University tutors provide support over the telephone.  With this project the tutors provided additional telephone support above normal Openings levels.  In exceptional cases provision of local support by the community organisations was made available.

Financial Support  Each Openings course costs £75 (subject to review in August 2004).  There are free places for those receiving a range of state benefits.  All students on the project had free places.

	Funding/ resourcing


	Staffing  Tutors are paid for by existing OU systems as is the management of the project.  The part-time Project Worker and evaluation of the project is funded by the OU Widening Participation Programme.

Student support  For Project Worker see above, Community Partners met their own costs of staff time for meetings/ recruitment/ course promotion.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle- 31 students were recruited, but only 21 started the ‘Open to Change’ course

· Drop-out- 10 due to finding employment or having been accepted on other courses

· Progression -Tracking of students is currently being undertaken

Outcomes  It was hoped that the community agencies would provide support for students by facilitating self-help groups within their centres, in practice this did not often occur.  Investigating this aspect of the project is part of the evaluation.

	Project Future,

Sustainability 


	Initially it was decided not to fund course fees from the project but to support eligible students to apply for free places. This was to make the activity straightforward and cost effective to mainstream.  However, as most students had difficulties with accessing free places through OU procedures, it was decided to fund all students on the project.  The OU in Scotland has identified the need to address these issues.  Activities were designed to inform future initiatives and approaches regarding widening participation to OU provision, taking into account that the OU’s remit does not include pre-access work.  The project is currently being rolled out in the West of Scotland and plans are in place to mainstream the project.  A full evaluation of this project will be available from June 2004.

	Contact information
	Michelle Hynd, 0131 549 7128 M.L.Hynd@open.ac.uk, www.open.ac.uk www3.open.ac.uk/near-you/Scotland
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	Programme/Course Information

	Name/title 
	Agents for Environmental Justice (Certificate in Higher Education)

	History
	April 2002- October 2003, (18 months)

	Aims 
	Target group  Aimed at urban/ rural activists from communities experiencing environmental injustice.  Imperative to selection that students are activists or involved actively in the community and have the support of their communities.  The following were encouraged to apply: those with no experience of HE; people with disabilities and people from minority ethnic backgrounds.

Admission Policy  Based on application form and interview.

Objectives  Potential to progress onto U-Grad study, even Post-Grad at Centre of Human Ecology (OU Accredited) or HE provision elsewhere in Scotland.  Professional recognition for award.  

	Partners and their roles 


	Friends of the Earth Scotland  (FoES) facilitated 6 weekend residentials, designed course and delivered modules.

Queen Margaret University College (QMUC) provided accreditation, delivered modules- provided facilities and student support.

Edinburgh College of Art  delivered one of the 11 modules.  

	Programme delivery


	Where is it delivered? Divided between QMUC and locations selected by FoES to represent students areas of activism for the 6 weekend (3 day) residential courses- one every 3 months.

When is it delivered? April 2002 Duration 18 months (p/t)

Who delivers it? Eurig Scandrett and Tara O’Leary joint Head’s of Community Action (FoES) wrote the course. Delivered by FoES, QMUC staff and 1 module by Edinburgh College of Art

Is it credit-rated/leveled within the SCQF? Level 7, students obtain a Certificate of Higher Education in Environmental Justice (120 SCOTCAT points).

	Student support


	Guidance/mentoring  Each student was assigned an Academic Tutor for professional and academic support at QMUC- main support was provided by FoES Project Co-ordinators and Support Workers.

Childcare assistance  This was covered by funding received from the National Lottery.

Travel costs  This was covered by funding received from the National Lottery.

Financial Support  Students received an honorarium worth £150 a month (over 22 months).  FoES worked on an individual basis with students to provide the best package, considering benefit constraints.

	Funding/ resourcing


	Staffing  £300K from the Community Fund (National Lottery) to FoES for the Agents of Environmental Justice project.  £20K from QMUC through Maatched project (SHEFC funded) primarily for teaching.  11 modules were taught, mainly by FoES staff, QMUC taught 2 modules and had input in 5.  Edinburgh College of Art were involved in 1

Student support   Students had access to QMUC mainstream provision, for example students were supported to successfully apply to the Disabled Student Allowance Scheme.  Each student honorarium was funded by FoES’s core award from the Community Fund (National Lottery).

Venue Weekend Residentials (3 days) arranged in 6 different community bases, cover students community areas- FoES funded, QMUC provide rooms for their modules.

	Outputs/ Outcomes
	Student outputs

· Take-up - 60 applications.  16 students selected, 50% had no previous experience of HE

· Drop-out -4 dropped out 12 students graduated

· Progression -No direct progression outlet

Outcomes Course received 3rd Place Award from the Guardian UK Charities Competition 2003.  It also developed networks of activists.

	Project Future,

Sustainability 


	Funding was secured from SWELL to develop a web-based version to be accessed on-line by members of trade unions as a means of work based learning-this is recruiting in February 2004.  A pilot will run in April 2004 with 12 free places; funding is also being sought for a second presentation of the community-based course from the Communities Fund or to mainstream the course in QMUC.

	Contact information


	Mark Wilkinson- 0131 317 3000 – mwilkinson@qmuc.ac.uk, www.qmuc.ac.uk , Eurig Scandrett, escandrett@foe-scotland.org.uk , 0131 554 9977www.foe-scotland.org.uk , Harry Smith, www.eca.ac.uk
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	Programme/Course Information

	Name/title 
	‘Family and Society- an Introduction to Sociology and Learning Strategies’ (eq. 25 SCOTCATs)

	History
	Start date March 2004 (Part of Progress Through Learning Midlothian- evolved over 3 years)

	Aims 
	Target group  Adults from disadvantaged communities in Midlothian >18, ideally with no previous HE experience.

Admission Policy  Older than 16 years. Post code restrictions, must be from Community Economic Development (CED) areas of Mayfield, Easthouses, Gorebridge and Woodburn.  Looking for progression of students from the ‘Our Family Matters’ pre access course centred around the family.

Objectives  Provide an aaccredited taster of HE, raise aspirations, with the potential for progression onto FE or HE, at Napier University, Queen Margaret University College or Jewel & Esk Valley College.

	Partners and their roles 


	Napier University  Curriculum development, guidance, delivery, funder, employer of project Development Worker 

Queen Margaret University College  (QMUC) Curriculum development, guidance, delivery, funder.

Midlothian Council  recruitment and childcare.

Jewel and Esk Valley College  input guidance.

	Programme delivery


	Where is it delivered?  To be delivered at New Dalkeith Campus, Midlothian

When is it delivered?  February 23rd 2004, 1 day a week for 12 weeks (Easter Break), family friendly hours.
Who delivers it? A Napier University tutor delivered the Sociology component and Learning Strategies Module, with visits from the staff of QMUC and Napier University involved in the design of the material.

Is it credit-rated/leveled within the SCQF? Level 7, 25 credits [One full time year = 120 credits]

	Student support


	Guidance/mentoring?  Project Worker provides support, both academic and personal.  Sessions arranged with QMUC and Napier University Guidance staff as requested.

Childcare assistance  Crèche Provided by Midlothian Council. 

	Funding/ resourcing


	Staffing  QMUC provide £7K and Napier University provide £7K, plus in-kind contributions for curriculum development.  Midlothian council raised funds through an ERDF (European Regional Development Fund) application with partners.

Student support  In-kind contribution for guidance sessions by QMUC staff and Napier staff.  The Project Worker is funded through ERDF and matched funding.

Venue  Arrangement between Midlothian Council and Dalkeith Campus  

Other  The Project Development Worker based at New Leaf Midlothian is also coordinating ‘Our Family Matters’ pre-access courses, aiming to run 8 courses across 3 areas before Sept 2005- each lasting for 12 weeks (3 hours a week).

	Outputs/ Outcomes
	Student outputs?

· Take-up – 9 

· Drop-out - 2

· Progression- 2 to Newbattle Abbey, 2 to Jewel and Esk Valley College (HNC Working with Communities/ HNC Social Sciences) and 5 students still to decide between study or employment.

Outcomes To raise participation levels in HE/FE in key areas of Midlothian with low participation levels in HE, amongst under-represented groups and to build the confidence of learners.  The Napier University ‘Learning Strategies’ module (worth 15 Level 7 SCQF credits) was originally delivered in partnership with the Adult Education Team at Platform Adult Education Centre in Wester Hailes (2 hours per week over 10 weeks).  The partnership effectively transferred it to the Midlothian context. 

	Project Future,

Sustainability 
	To tie in with feeder ‘Our Family Matters’ courses, of which 8 will be run across 3 areas by September 2005 there is potential for more HE delivery in the region.  

	Contact information


	Lydia Kerr, Lydia.Kerr@midlothian.gov.uk, 0131 217 3455,Lucy Macleod, l.macleod@napier.ac.uk, www.napier.ac.uk , 0131 455 6145, www.napier.ac.uk/depts/lls/wideraccess , Mark Wilkinson, mwilkinson@qmuc.ac.uk , www.qmuc.ac.uk 0131 317 3163, Alex Galloway, Agalloway@jevc.ac.uk  www.jevc.ac.uk , 0845 850 0060 
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	Programme/Course Information

	Name/title 
	Certificate in Creative Media Practice (Certificate in Higher Education)

	History
	Began in September 2002 

	Aims 
	Target group  Focus on ‘hard to reach groups’, no previous HE experience, older than 18 years.

Admission Policy  Determined by interview, no previous academic qualifications required. Admission to the course is structured to encourage those without formal qualifications to consider applying.

Objectives  Potential to progress onto a Media Studies degree at Queen Margaret University College (QMUC), or perhaps transfer to an FE College.

	Partners and their roles 
	Pilton Video  recruitment of client group, involved in management of course and course delivery.

QMUC provide support, input into course design, accreditation and delivery.

	Programme delivery


	Where is it delivered?  Pilton Video- Castlebrae Community High School, Wester Hailes Education Centre (WHEC) and at QMUC.

When is it delivered?  15 Sept 2003- for 2 years. 10-12am, 1-3pm.  Over 2 years four 15 week modules are delivered (2 a year), between 10-12am, and 1-3pm

Who delivers it?  Pilton Video and QMUC staff and professionals in the field.

Is it credit-rated/leveled within the SCQF?  Level 7on the SCQF. 

	Student support


	Guidance/mentoring  Students can access Student Services at QMUC, in particular the Special Learning Service.

Financial Support  Students cannot claim Mature Students Allowance as the course is not SHEFC funded, however they can claim Disabled Students Allowance. One student has taken up accommodation in QMUC halls.

	Funding/ resourcing


	Staffing  QMUC have contributed £24K over 3 years- (buys QMUC Lecturer staff time)- arranging accreditation.  Pilton Video secured £69K from the Scottish Arts Council for the course.
Student support  No Course fee, cost comes out of main budget Part-time course >16 hours, students can retain external benefits.

Venue Pilton Video pay for facilities at WHEC and Castlebrae Community High School, Edinburgh.

Other The First year of course was non-accredited, the 12 students now in their second year are undergoing AP(e)L (Accredited Prior Experiential Learning) to credit their first year’s work. For the 12 students currently in first year the course is accredited.

	Outputs/ Outcomes
	Student outputs

· Take-up - 12 students this cycle

· Drop-out - 0

· Progression - No graduates from course yet

Outcomes The project has taken Higher Education outside of its traditional setting accessing an under-represented group to HE.

	Project Future,

Sustainability 
	The project has benefited from showcase events, such as screenings of finished short films at the Filmhouse Edinburgh raising its profile.


	Contact information
	Graham Drysdale, gdrysdale@piltonvideo.org 0131 343 1151,www.piltonvideo.pwp.blueyonder.co.uk 

Mark Wilkinson, mwilkinson@qmuc.ac.uk 0131 317 3000 www.qmuc.ac.uk 
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	Programme/Course Information

	Name/title 
	HNC Working with Communities (worth 120 credits)

	History
	7 years (3 years in a community based setting)

	Aims 
	Target group  People with work experience in the community, who are actively involved in community organisations. 

Admission Policy  Mature students may be assessed by AP(e)L (Accreditation of Prior Experiential Learning), selection is based on interview, no formal academic qualifications required.  

Objectives Further study at HE level, or employment using the HNC as a transferable validation of their work/ experience to date.  There is an informal agreement with the University of Edinburgh for progression onto first year of the Community Education BA degree (part-time mode).

	Partners and their roles 
	Falkirk College, recruitment, delivery, design

Dawson Area Representatives Association, (Dawson Estate Management Initiative), Langlees Falkirk, (2nd Cycle) Denny Community Project, Falkirk, partners in both cases provide venue, support and involved in recruitment.

	Programme delivery


	Where is it delivered?  This cycle- Denny Community Project, first cycle- Dawson Centre

When is it delivered? This cycle- September 2003- June 2005, first cycle- September 2001-June 2003
Who delivers it?  Falkirk College tutors, 7 hours per week over one whole day.
Is it credit-rated/leveled within the SCQF?  Level 7 on the SCQF.

	Student support


	Guidance/mentoring- Centre Staff Support, the remainder is provided by Falkirk College Tutors- tutorial support is built into course programme including one-to-one and group tutorials and supervised study time.  There was more extensive support in the community partnership with DARA including IT facilities and childcare, less so in Denny.  Students in the first cohort delivered in Langlees spoke to the Denny group about the course.

Financial Support- No additional provision on top of the standard fee waiver status.

	Funding/ resourcing


	Staffing- 2 Tutors from Falkirk College, provided on outreach basis, covered by SUMs.  The staff time of the DARA Project Co-ordinator was already paid for.

Student support- DARA accessed £604 for subsistence/travel costs and meals as well as £500 for materials from DEMI (Scottish Executive Working for Communities Pathfinder Initiative) in the first year 2001-2002.  £672 was secured from local SIP money (the ‘Empowering Communities Fund’) for the second year 2002-2003 for similar subsistence costs. 

Venue- Accommodation is provided free of charge by community partners. IT support was provided by the Dawson Centre in the first cycle for the community based HNC.  There is limited IT support from Denny for the present cohort (2003-05).

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle- 16 (majority from Denny/Bonnybridge, although some travelling from Boness and Stenhousemuir).

· Drop-out  -8

· Progression- Of the 6 who finished from the previous Dawson Centre cohort (10 take-up), one progressed in to 2nd year of BA in Community Education at the University of Glasgow, one is currently undertaking Linked Work and Training Course, two are in full time employment, one is employed by the Social Work Department undergoing training for a degree and one is in part-time employment as a Youth Worker.  

Outcomes- The HNC has been successful in accrediting community workers, and offering progression opportunities.  However, collaboration with local HEI (the University of Stirling) is complicated because they do not offer a BA degree in Community Education.

	Project Future,

Sustainability 


	The course will be evaluated at end of this year, as part of the normal 5 year evaluation cycle for Higher National Qualifications.  So changes may be implemented nationally.  Jewel & Esk Valley College are delivering the course on an outreach basis in South Edinburgh to 18 students, one of 5 FECs according to SQA either looking to or actually delivering the HNC in 2004.  

	Contact information
	Yvonne Bradley, Yvonne.Bradley@falkirkcollege.ac.uk 01324 403289, www.falkirkcollege.ac.uk , Frank McChord, 01324 501474 Dawson Area Representatives Association www.dawsonara.org.uk 
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	Programme/Course Information

	Name/title 
	Higher Education Certificate for Carers (Certificate of Higher Education)

	History
	2 years

	Aims 
	Target group  Carers working in a variety of different health and social settings, both paid and unpaid.

Admission Policy  Queen Margaret University College (QMUC) standard conditions exist: 3 passes at SQA Higher Grade, 2 passes at SQA Standard Grade but will consider students with no previous qualifications.  Admission to the course is structured to encourage those without formal qualifications to consider applying.

Objectives  To provide formal academic accreditation to benefit them in their work, students may progress within QMUC, there are opportunities on the Joint Degree Scheme.

	Partners and their roles 
	Queen Margaret University College  (QMUC), design, delivery, venue, recruitment, secured funding

St Joseph’s Service  design, student referral, and secured funding.

	Programme delivery


	Where is it delivered?  QMUC, Edinburgh

When is it delivered?  Sept 2003 (for 18 months), course is run on a part-time basis, students may take up to 6 years to complete it.  Flexible delivery during day-time and night-time.

Who delivers it?  QMUC and St Joseph’s staff
Is it credit-rated/leveled within the SCQF?  Level 7 on the SCQF.

	Student support


	Guidance/mentoring  Students can access the mainstream Student Services at QMUC, and are also assigned a mentor in the workplace who provides ongoing support.

Childcare assistance  Carers can receive assistance with childcare costs and also costs for dependents care via QMUC’s Maatched project.

Travel costs  Travel expenses are covered
Financial Support  Free ‘day release cover cost’ is provided to support the carers.  Students can also claim a Part-time fee waiver. 

	Funding/ resourcing


	Staffing  QMUC receives SHEFC funding for teaching,  QMUC Maatched project provided £10K to support the equivalent number of part-time student teaching hours as 15 full time.  The course attracted a further £59K from SWELL (Scottish Workforce Empowerment for Lifelong Learning).  

Student support  Mainstream QMUC Student Services is covered by existing systems, the workplace mentor does not come with a cost. 

Venue  QMUC cover fixed costs of accommodation.

Other  In the first year, students were charged for the course and there was no ‘day release cover cost’ to support the carers.  The cost was therefore relatively high and consequently course take up was low.

	Outputs/ Outcomes
	Student outputs

· Take-up this cycle -13

· Drop-out -2

· Progression -7 students will graduate in November 2004, other four students still to complete the course.

Outcomes  The course aims to open up educational opportunities to carers through flexible provision and good support arrangements.

	Project Future,

Sustainability 


	The course runs parallel to another short course offered by QMUC in the Health & Social Sciences School a PACE (Partnerships in Active Continuous Education) initiative.  It is funded by Nutricia, promoting ‘healthy eating awareness’ there is also support from VOCAL (Voice of Carers Across Lothian) and other Carers organisations.  There are 4 courses each worth 2.5 units, aimed at informal carers with a nutrition component.  Maatched provided funding of £11K to fund one cohort through. 

	Contact information
	 Martina Balaam, mbalaam@qmuc.ac.uk, 0131 317 3234, www.qmuc.ac.uk, Mark Wilkinson, mwilkinson@qmuc.ac.uk, 0131 317 3163
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	Programme/Course Information

	Name/title 
	Computing 1 

	History
	An existing module, Computing 1 was offered to black and minority ethnic students in collaboration with Skillnet Edinburgh.

	Aims 
	Target group  Black and minority ethnic students living in Edinburgh.

Admission Policy  Open admission

Objectives  To encourage black and minority ethnic students to consider HE and the courses offered by the Office of Lifelong Learning at the University of Edinburgh.

	Partners and their roles 
	Skillnet Edinburgh- student recruitment and course promotion.

University of Edinburgh- course delivery and student support.

	Programme delivery


	Where is it delivered?  Office of Lifelong Learning, University of Edinburgh.

When is it delivered?  15th May – 26th June 2003

Who delivers it?  Office of Lifelong Learning Staff.
Is it credit-rated/leveled within the SCQF?  Level 7 (5 credit points).

	Student support


	Guidance/mentoring- There is additional support provided by the tutor, and sessions on HE study also provided.

Financial Support-The course is free if the students qualify for a fee waiver.

	Funding/ resourcing


	Staffing- Details not provided
Student support- Details not provided
Venue- Office of Lifelong Learning, University of Edinburgh.

	Outputs/ Outcomes
	Student outputs (most recent cycle)

· Take-up this cycle- 10

· Drop-out  -Details not provided

· Progression- Details not provided

Outcomes- Details not provided

	Project Future,

Sustainability 


	Tbe partnership derived additional funding (details not provided) to complement the teaching money drawn down through fee waivers from the Martha Hamilton Trust, an internal University of Edinburgh trust. 

	Contact information
	Paul Powrie, CPE Co-ordinator, University of Edinburgh, paul.powrie@ed.ac.uk
0131 650 4400, www.ed.ac.uk 


APPENDIX 2- Basic Level Partnership Activity 

	Name/title
	Partners
	What is delivered?
	Where is it delivered?
	Objectives
	Contact Details

	Click Clackmannan for IT
	Clackmannan College, CLICK Learning Centre
	Basic IT and SQA Units in Computing.
	CLICK Learning Centre, Alloa, Fife
	Personal development, for enjoyment and attracting non-traditional learners
	Pat Bow, Clackmannan College, pat.bow@clacks.ac.uk 

01259215121

	CYBIL
	Napier University, Edinburgh’s Telford College, East Lothian Council, Midlothian Council and voluntary organisations.
	Range of courses aimed at developing capacity of local community groups and their individual members, e.g. crèche work, IT, committee skills and one off sessions about learning difficulties or alzheimers.  
	Focus across East and Mid Lothian.  Staff are involved from local organisations to deliver in isolated communities.
	Capacity building in voluntary organisations in the Lothians. 
	Lucy Macleod, Napier University, l.macleod@napier.ac.uk
01314556145

	Community Cluster Programmes
	Lauder College- Fife, 

Fife Council
	Core skills, basic IT, ECDL, with potential progression to National Certificate or SVQ level.
	Lauder College staff and resource 5 Community Learning Centres in Fife: Lochgelly, Tryst Centre; Valleyfield Community  Centre; Parkgate Community  Centre and Cowdenbeath
	Engage non-traditional learners, people on benefits, women returners.  Articulated routes exist for potential progression to SVQs.
	Christel Law, Lauder College

claw@lauder.ac.uk
01383 845 010 



	Education Works
	Borders College, 

Borders Council
	ECDL and Basic IT, accessed on a drop in basis.
	Peebles, Jedburgh and Galashiels Learning Centres.  Borders College staff the facilities from 9am-5pm Monday to Friday and also Saturday morning.
	IT and literacy/numeracy training for the community,
	Len Hammersley

Borders College 

lhamm@borderscollege.ac.uk
08700 505152 



	‘A Radical Approach to Scottish History’
	Ca(i)re, University of Edinburgh, Office of Lifelong Learning


	History Course
	Eric Liddle Centre, Morningside, Edinburgh.
	Targets 12 carers in receipt of benefit with no previous experience of HE.
	Paul Powrie

Edinburgh University

paul.powrie@ed.ac.uk
0131 650 4400

	‘Older adults and citizenship’
	Southside Community Project, University of Edinburgh, Office of Lifelong Learning


	10 talks on democracy and citizenship.
	Southside Community Centre, Edinburgh.
	Engage older adults in education.
	Paul Powrie

Edinburgh University

paul.powrie@ed.ac.uk
0131 650 4400

	‘Community Courses’
	Jewel and Esk Valley College, range of local schools and community learning centres
	Open Computing,

PC Passport
	12 different community venues, ranging from schools to community learning centres.
	Access community learners to training/ education mainly in IT.
	Linda Campbell

Jewel and Esk Valley College

Lcampbell@jevc.ac.uk
01315677302

	‘Community Access Programme’

	Falkirk College, Stirling Council, Falkirk Council, 

And various community organisations
	SQA units, basic skills, SVQs and ‘interest-based learning’ courses.


	18 different community venues, ranging from schools to libraries.
	Access community learners to training/education mainly in IT.
	Kirstine Cavin

Falkirk College

Kirstine.cavin@ falkirkcollege.ac.uk 

01324 403000



	‘Local Collaborative Programme’
	Cumbernauld College, North Lanarkshire Council and East Dumbartonshire Council
	Core skills, professional awards and SVQs. 
	Community venues in North Lanarkshire and East Dumbartonshire.
	Community Learning Workers recruit for courses, and then the Local Authority sub-contracts delivery to the FEC.
	Kathleen Dixon,

Cumbernauld College

kdixon@ cumbernauld.ac.uk 

01236 731811

	IT/ Community Up-skilling West Lothian College
	West Lothian College and range of community partners- Unity House, Bathgate, Winchburgh Ability Centre, Fauldhouse Community Centre, Strathbrook Partnership Centre, Bridgend Community Centre, Bathgate House, Job Centre Plus


	Basic IT and FE taster modules. 
	Unity House, Bathgate, Carmondean, Fauldhouse, Strathbrook Centre, Bridgend Community Centre,Bathgate House, Job-Centre Plus.


	Engage unemployed males (Unity House), people with special needs (Winchburgh Ability Centre), women with mental health difficulties (Bathgate House), unemployed/ those on incapacity benefit (Job-Centre Plus)  and the community (remainder) with IT training/ learning.
	Andy Murray

West Lothian College

Amurray@west-lothian.ac.uk 

01506418181

	‘Our Family Matters’
	Napier University, Midlothian Council, New Leaf, Queen Margaret University College,

Jewel and Esk Valley College
	Course based around family issues/ rights, delivered over 12 weeks, 3 hours a week.  Delivered by Community Education staff.
	‘Community of Economic Deprivation’ areas of Midlothian- Gorebridge, Easthouses, Mayfield, Woodburn.
	Targets single parents, with no previous experience of HE.
	Lydia Kerr

Progress Through Learning Midlothian,

Lydia.Kerr@ midlothian.gov.uk 

0131 271 3292




APPENDIX 3: List of SESWARF Members

HEIs

University of Edinburgh

Edinburgh College of Art

Heriot-Watt University

Napier University

Queen Margaret University College

University of Stirling

FECs

Borders College

Clackmannan College

Cumbernauld College

Edinburgh’s Telford College

Falkirk College

Jewel and Esk Valley College

Lauder College

Newbattle Abbey College

Oatridge Agricultural College

Stevenson College

West Lothian College

Affiliate Members

Open University of Scotland

Scottish Wider Access Programme East (SWAP)

Access to Industry

Lothian Equal Access Programme for Schools (LEAPS)

APPENDIX 4: List of Audit and Case Study Respondents

Audit Respondents

HEIs

Burgitta Macdonald
Head of First Year, Edinburgh College of Art

Jim Bradley
FE and Continuing Education Co-ordinator, University of Stirling
Katla Helgason
Assistant Director, Open University Scotland

Michelle Hynd
Senior Student Services Assistant, Open University Scotland

Kay Forsyth
Project Manager University for Children and Communities, Aberdeen

Mark Wilkinson
Head of Student Services and Widening Participation, QMUC

Alan Butchart
Assistant Registrar, QMUC

Jan Tunnock
Consultant, Wider Access Department, Napier University
Lucy Macleod
Head of Wider Access Development, Napier University

Janet Rougvie
Wider Access Manager, Heriot-Watt University

Paul Powrie
CPE Co-ordinator, University of Edinburgh

FE COLLEGES

Alex Galloway
Community Services Section, Jewel and Esk Valley College

Jackie Doody
Head of School, Jewel and Esk Valley College

Des Martin
Assistant Principal, Oatridge Agricultural College

Dr Elaine Petrie
Director of Access and Student Services, Falkirk College

Kirstine Cavin
Community Access Officer, Falkirk College

Jenny Ewing
Community and Schools Development Officer, Edinburgh’s Telford College

John Allan
Vice-Principal, Clackmannan College

Len Hammersley
Assistant Principal, Borders College

Mhairi Laughlin
Assistant Principal, West Lothian College

Norah Fitzcharles
Assistant Principal, Newbattle Abbey College

Pam Gregory
Curriculum Manager, Cumbernauld College

Ann Taylor
Assistant Principal, Cumbernauld College

Celia Barron
Counselling Service, Stevenson College

Caryn Walkey
Student Advice Centre Manager, Stevenson College

Carol Fyfe
Curriculum Leader Media and Audio, Stevenson College

Veronica Ferguson
Partnership Development Officer, Stevenson College

Christel Law
Development Manager, Lauder College

COMMUNITY GROUPS/OTHER RELATED

Mike Greenlaw
Arts Co-ordinator, Craigmillar Community Arts

Colette Maxwell
Project Manager, Forth Sector, Edinburgh
Fergus Timmons
Ex-Manager Skillnet, Edinburgh
Sylvie Henocque
Ex-Guidance Worker, Skillnet, Edinburgh

Sian Fiddimore
Ex-Manager, WHALE, Edinburgh

Aileen Tan
Support Worker, WHALE, Edinburgh

Jon Gray
Manager, Access to Industry

Phil Denning
HMIE for Community Education

Ruth Howard
Co-Director, SWAP-East

Ian Perry
Chair Wester Hailes Training and Managers Group/ Depute Leader City Council

CASE STUDIES

Access to Interactive Multimedia course

Fergus Timmons
Manager Skillnet, Edinburgh

Andy Stentiford
Lecturer, Jewel and Esk Valley College

Tim Musson
Lecturer, Napier University

Jon Gray
Manager, Access to Industry

Certificate in Environmental Justice

Eurig Scandrett
Course Co-ordinator, Friends of the Earth Scotland

Simon Hackin
Researcher/ Student Support, Friends of the Earth Scotland

Harry Smith
Lecturer, School of the Built Environment, Heriot-Watt University

Christine Raffaelli
Head of Centre of Modular Access Programmes, QMUC

Access to Creative Arts 

Sian Fiddimore
Ex-Manager, WHALE, Edinburgh

Aileen Tan
Student Support, WHALE, Edinburgh

Jo Whelan
Lecturer, Department of Creative Arts, Stevenson College

HNC Working with Communities 

Frank McChord
Project Co-ordinator Dawson Area Representatives Association

Yvonne Bradley
Lecturer, Falkirk College

Write On

Liz Ferguson
Project Manager, RIPPLE, Edinburgh

Jan Tunnock
Consultant, Wider Access Department, Napier University

APPENDIX 5: Audit Interview Questions- Community Learning and Student Support

Question / Prompt

How is your institution/ organisation involved in community partnership/ outreach?

· History?
· Where?
· With Who?
· Why?
What is your personal involvement in this work?

· Responsibility

· Reporting

· Liasing

· Opinion

Describe the nature of your community wider access programmes/ opportunities?

· What is delivered?

· How are they organised?

· How many students?

· Course structure? –start/finish

· How is it funded?

· Problems/ Solutions

How do you support the participants/ learners?

· Who provides support? 

· Where and when?

· What are the student’s difficulties?

· How are difficulties addressed?

· How is it funded?

What have your experiences of partnership working been?

· How is communication facilitated?

· Is a broker essential?

· Problems associated with different work cultures/ organisation of partners

· Has it improved with time?

· What was integral to success and what caused problems?

Issues Arising

· How do you approach sustainability?
· Do you have senior management’s backing?
· Strategies for further development of programme?

APPENDIX 6: Case Study Interview Schedules – Staff and Students

INTERVIEW SCHEDULE: 





‘STAFF’
INTRODUCTION








· Hello, my name is Seamus

· Thank you very much for agreeing to participate today.  This research is very important to my overall report on community partnership in wider access and I appreciate your participation.

· Background to CLaSS

· Investigating models of partnership between universities, colleges and community groups in courses, designed to remove barriers to higher education and create new learning opportunities.  Also to identify student needs and how we can support them.

· I am researching case studies in community partnership, in order to highlight good practice and identify challenges faced.  It is hoped practitioners in the field will be able to relate with experiences of certain case studies, perhaps more with one than another, and learn from them.

· For your information I should say I intend to consult with each partner involved in the case study.

· You may notice the recording equipment I hope this is ok?  It is being used to capture the richness of the data.

· Anything that is spoken about will be treated as strictly confidential and will only be used for the purpose of the report.  You will not be named, however, as there are a limited number of case studies, it is not inconceivable that people could deduce your identity.

· I have some broad questions I would like you to consider, I will work my way through these to ensure they are all answered and then may return to certain issues if time permits at the end.

· Please respond in your own time, feel free to pause and consider your comments.  I will merely put forward new questions for you to respond to.  Also for the purpose of recording, could you be clear in your responses… Thank you.  


TOPIC 1.
ROLE/CONTEXT






· What is your position

· Give me a brief overview of the course.

Aims, objectives, target group age/ partners/ evolution

· Tell me about your involvement with the course

time/ responsibility/ relationship to other aspects of your job

TOPIC 2.
EXPERIENCES






· How successful do you think the course has been?

In terms of meeting its aims/ objectives

· What has been critical to its success?

· What didn’t work so well?

· What changes have you made/ plan to make- if any?

· Now we will go on to look at the issues of partnership and support in more detail

TOPIC 2. 
DELIVERY/ PARTNERSHIP




· How have you found working in partnership?

· What have you found most challenging?
Why- examples?

· What has and hasn’t worked well?

· How is the course financed?

TOPIC 3. 
SUPPORT







· Have you been able to assess the support needs of the students? 
· Tell me about the recruitment and retention/ progression for the course.

Have you monitored this?

· What extra help would be useful- to you or the students?

· Do you have future plans?

How do you see the partnership developing

CONCLUSION








Thank you very much for your time and the valuable contributions you made, your contributions to the research are very much appreciated.  All the best.

FOCUS GROUP SCHEDULE: 




‘STUDENTS’
INTRODUCTION








· Hello, my name is Seamus

· Thank you very much for coming today.  This research is very important to my overall report on community partnership in wider access and I appreciate your participation.

· Background to CLaSS

· Investigating models of partnership between universities, colleges and community groups in courses, designed to remove barriers to higher education and create new learning opportunities.  Also to identify student needs and how we can best support them.

· I am researching case studies, such as this course, to highlight good practice and challenges faced.  It is hoped practitioners will be able to identify with issues raised and learn from them.

· You may notice the recording equipment I hope this is ok?  It is to help me manage the data that comes out of this focus group.

· Anything that is spoken about will be treated as strictly confidential and will only be used for the purpose of the report.  You will not be named, however, as there are a limited number of case studies, it is not inconceivable that people could deduce your identity.

· I have a set of broad questions I would like you to discuss, and some more specific ones.  I will work my way through these to ensure they are all answered and then may return to certain issues if time permits at the end.

· Please discuss as a group.  I will merely put forward new areas for discussion, and also for the purpose of recording, could you try to speak one at a time…Thank you.  

· Ice breaker- Okay, if we could begin by introducing ourselves, giving our …

NAME

Background

What doing before/after course


TOPIC 1.
EXPERIENCES





· Tell me about what you thought about the course

· What did you enjoy about the course

· Was there anything you did not enjoy about the course

· What do you feel you got out of the course

TOPIC 2.
RECRUITMENT






· How did you hear about the course?

word of mouth, leaflets, 

· Tell me what attracted you to the course- at that point in your life?

i.e. As opposed to core provision

· How did you feel about doing the course?

apprehensive, excited 

TOPIC 3. 
LEARNING







· What has your experience of the teaching been?

approachable, helpful, mode of delivery
· How have you found the course organisation?

content, subject area

· Has the course changed your attitude towards education?

progression- employment/HE

TOPIC 4. 
SUPPORT







· Did you receive any help with living costs/ travel/ your studies on the course?

financial, academic, personal

· Tell me about what help you needed?

bursaries, 

· Given the chance would you change anything about the course?

CONCLUSION








Thank you very much for your time and the valuable contributions you made, your contributions to the research are very much appreciated.  All the best.

� The NARIC- National Recognition Information Centre for the UK is the official source of information and advice on the comparability of international qualifications from over 180 countries worldwide with those in the UK.  UK NARIC is the national agency under contract to the UK Government Department for Education and Skills.  It exists to aid integration of foreign qualifications, in practice it is a complex undertaking, and general awareness and understanding of the resource could be higher. � HYPERLINK "http://www.naric.org.uk" ��http://www.naric.org.uk�
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