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Introduction

The term ‘adult vocational guidance and counselling’
 includes but is neither a synonym for ‘adult educational guidance’ nor for ‘information and advice’. Guidance is, or should be, holistic, impartial, client-centred and voluntary on the part of the user or client, and we
 must make it clear at the outset that it is not the raison d’être of guidance to steer people towards lifelong learning but to give them the skills with which to make choices - choices which may indeed lead to decisions not to return to learning in the formal sense. It is not a domain assumption of this position paper that lifelong learning, as too often defined in the narrow sense of vocational learning, is a panacea for all social and economic ills. 

Learning in its widest, truest sense, however, can raise self-confidence and provide an enjoyable, interesting experience and enhance life. The guidance process itself provides ‘learning experiences to enable clients to acquire knowledge, skills and competencies related to making personal, educational and career decisions’ (Clark, 1999, p. 10). Furthermore, for those who do choose to return to learning, good quality guidance is extremely important in the negotiation of the maze of learning opportunities currently on offer and their costs. For people at risk of social exclusion such guidance may be indispensable. 

A range of factors contributes to social exclusion, and people of all ages may be excluded from participating in the normal social and economic life of the country in which they live. In a modern economy, the single greatest symptom of social exclusion is likely to be low income, arising from unemployment or precarious or low-paid employment. Poverty and social exclusion are not, however, synonyms. Other attributes of social exclusion include lack of access to employment, education and the kind of social life regarded as normal; lack of access to informal networks that provide information such as the availability of jobs or courses; lack of contact with officialdom apart from welfare and policing agencies; and vulnerability to crime either as victims or perpetrators (Mulgan
 in Lloyd, 1997) 

Furthermore, ‘social exclusion’ means that processes are at work outwith the control of the individual. People rarely, if ever, ‘exclude themselves’; and the popular myth of the ‘socially excluded’ or the ‘underclass’ as young, male and feckless is far from the reality. In fact, the excluded are heterogeneous. They include: 

the immobilised - the carless, the infirm, the disabled, the chronically sick, the carers for the young and the old, and those too shy or frightened to walk the streets in the dark or the light ... the unemployed and the under-employed ... the under-achievers, the under-qualified, the unskilled, the uneducated and the unfulfilled ... those who cannot cope with the basic routines and obligations of daily life; the homeless, the badly-housed, the demoralised, the demotivated and the distrustful ... the unaspiring and the hedonists ... the brutal, the bent and the villainous. What, if anything, they all have in common is their confusion, their frustration, their disillusionment, their low self-esteem and their alienation (Jones 1997).

We would add those who are disadvantaged by age, sex, class, postcode, ethnicity, religious background, employment status, illiteracy, rurality and refugee status.

Social exclusion and lifelong learning

One of the problems facing the socially excluded is the difficulty of access to lifelong learning which, in an era of structural unemployment and rapid technological and social change, is increasingly seen as necessary for individuals wishing to gain, change or progress in employment, especially given the correlation between unemployment and low levels of formal education, and the trend towards higher skilled jobs. In some cases, the need is rather to update skills (for example, in the case of labour market returners), to acquire recognised qualifications and/or the national language (notably, in the case of refugees and other immigrants) or to regain confidence or learn new ways of performing tasks (as when an individual becomes disabled).

Whether or not this is realistic for many existing jobs, employers are now looking for pre-recruitment skills other than the job-specific: foundation skills such as reading, writing, listening and speaking; creative thinking, decision-making, problem-solving, learning; and display of responsibility, self-esteem, self-management and integrity; and key competencies such as planning and organising, interpersonal skills, information use, understanding of complex systems and familiarity with a range of technology (Wickens 1996). A few employers look also for employees’ knowledge of their own learning style (interview with Director of the CBI Scotland, 1997).

In addition to such skills, paper qualifications are often - though not always - felt to be necessary and certainly provide a handy shortcut for employers assessing the claims of competing candidates. In particular, there is little doubt that the possession of a university degree, for those who take it at a relatively early age,  is invaluable in both finding employment and in enhancing promotional prospects. A recent follow-up survey of Scottish graduate destinations, confirmed by employers’ reports, found that more than half the 1992 graduates had doubled their salaries in the four years since first entering employment (Levey & Mackenzie 1996). Furthermore, the expansion in the number of university graduates in countries like the United Kingdom mean that more employers expect to recruit graduates. One study found that half the managers surveyed predicted that the proportion of graduates in their establishments would increase over the next five years, in most cases by graduates replacing non-graduates in jobs which are becoming more technically sophisticated (Nove et al. 1997). 

The evidence concerning mature entrants to higher education (HE) is, however, less clear-cut. A survey
 of adult returners found that the majority who had chosen HE felt that they had benefited from acquiring a degree, had the support of their current employer or had left employment in order to return to education and had very clear ideas about their choice of course; whereas those who had entered HE from unemployment and/or with little idea of what their degree course might lead to remained unemployed or underemployed and in some cases were disillusioned with the outcomes if not with the learning experience (Clayton 2000). 

For the few people from groups at risk of social exclusion who do enter HE, guidance on choosing the course most suitable to their needs and learning preferences is essential in order to minimise the risk for individuals of investing time, money and self-esteem in a learning project which may not bring about desirable outcomes.

Although widening participation in HE is preferable to it remaining the province of a small élite, there are potentially serious consequences of the growing preference for graduate qualifications. Not only might sub-graduate qualifications, which are suitable to the needs and temperament of many individuals and to society as a whole, lose their value; but the least likely to access HE are those on the margins of society and the economy. 

For the majority of disadvantaged groups, however, the issue is not access to HE but access to any form of lifelong learning. Three kinds of barriers commonly referred to are institutional, situational and dispositional. The illustrations which follow are necessarily brief, since the focus of this position paper is on the role of guidance; but in order to understand this role, it is important to recognise the range of barriers.

Institutional barriers

For groups at risk of social exclusion, including older adults, less affluent and well-educated people, women with dependent children, ethnic minorities and rural populations, participation is low where: institutions do not provide appropriate courses; a middle-class, ethnocentric ethos is pervasive; timetabling and lack of child-care provision do not recognise the needs of women; courses are located far from home; fees are high; disabled access is poor (including access for the visually and hearing disabled); and there are few support structures, including the provision of information and advice (McGivney 1993; Park 1994). 

Thus the difficulty of access arising from institutional barriers on the part of learning providers is one reason for non-participation. The blame for some of these barriers, however, lies not with the providers themselves but with the rules under which they operate. For example, access to education for those on benefit was limited by the rule whereby entitlement to benefit ceases if the recipient takes courses totalling more than 16 hours per week. This limited the capacity of people with low qualifications to upgrade them through further education, even though this form of education has been identified as of great potential benefit (Further Education Funding Council 1997). Even well-qualified women returners often need to update their skills but may find themselves in a difficult position when their husband’s income disqualifies them from benefiting from free education and training.
Institutional barriers also arise from employers’ policies on training and support for vocational education. Despite regional variations in degree of participation, the British pattern (which is typical of industrialised countries) is clear: those in classes A and B (professional/technical) have the highest participation rates (42%), followed in turn by class C1 (skilled manual workers - 37%), C2 (semi-skilled - 29%) and C3 (unskilled - 17%). Those in higher income-groups can not only better afford to finance their own learning but are the most likely to be selected for retraining (McGivney 1993; Park 1994). In general

someone with a degree is eight times more likely to receive job-related training than someone without any previous qualifications. Barriers to learning are firmly entrenched ... Many also have negative associations with education based on their previous experience. The result is a vicious spiral exacerbating inequality of opportunity: the less people’s potential is fulfilled, the less able and motivated they are to develop themselves (Hillman 1997).

Age and gender
 also play a part. Young people have relatively high rates of participation, whether in work-related training or in other forms of adult education, a trend found elsewhere (except Finland) and since at least the 1920s, and a majority of adult students under 40 are on credit-bearing courses  (McGivney 1993). The 1993 Individual Commitment to Learning (ICtL) Survey found that over the previous 3 years, and excluding full-time students, 60% of those involved in vocational learning (defined as any learning relevant to a job or to getting a job) were in their 20s (Park 1994). In the United Kingdom, although adult students now make up large and increasing proportions of students in further and higher education, they tend to be younger adults, particularly in the case of men. Women are much more likely than men to fund their own vocational learning (Clayton & Slowey 1996). To put it simply, and not wishing to overlook honourable exceptions, employers tend to favour young, well-educated men.

Situational barriers

Those most in need of education and training to enhance their life-chances are the least likely to participate in it, and often because their situation prevents them from doing so. Examples of such situations are life in rural or other remote areas; disability; low-paid, low-skilled employment; lone parenthood; and homelessness. 

Rural areas, defined as those with low population density and poor access to urban areas, either because of distance or lack of affordable transport, are often affluent ones, especially where they are within commuting distance of cities; but many rural families live on or below the poverty line. Living in generally affluent areas means there is a lack of support services, public transport and low-cost childcare. It may simply be impossible to access formal learning. To a lesser extent people in outlying housing estates face similar problems of remoteness through lack of funds to travel; but the greater population density and visibility of the problems of such areas more frequently attract outreach provision. 

Disability, whether physical, psychological or learning, arises principally from social factors. Disabled students face particular difficulties where wheelchair access is required and this is particularly marked in the older universities. Facilities for hearing- and visually-impaired students are rarely available as a matter of course (the Open University is a trendsetter in this respect), although higher education institutions (HEIs) are increasingly addressing these issues. Part-time and distance education is sometimes most suitable to the needs of disabled students but bursaries for part-time students are so far limited in number relative to the demand for them.

Insecure employment status or low pay and level of skill inhibit learning in a variety of ways. Research conducted in Germany on unskilled male workers has equal relevance in the UK: barriers to lifelong learning include bad experiences at school, lack of confidence in their ability to learn, commitment of energy to family difficulties arising from poverty, lack of opportunity for employer-financed training and lack of money to finance their own (Beer 1997). These barriers affect women, who form the bulk of the adult poor, even more (though it has to be noted that female participation in non-vocational learning far outweighs that of men). Those who have children, especially those who are lone parents, or care for elderly relatives, find participation in learning particularly difficult. A major reason is the shortage of affordable good-quality childcare; but their situation often breeds low self-confidence, especially since low-paid workers have little access to training. Where training is available, women are often inhibited from participation by their previous education, financial situation (especially for the expensive training for management), child-care problems and inflexible programming. Ethnic minority women, especially immigrants and refugees, face problems in accessing learning. Language is the biggest, but not the only, barrier. For example, some fear to travel on public transport to attend college courses (Clayton 1995).

Education would appear to rank low in the hierarchy of needs of homeless people
, who often suffer problems such as alcoholism, drug abuse, mental health problems, family/marital breakdown, English as a second language, lack of qualifications, disability, age (including those who are too young to receive state benefits), criminal record, past physical or sexual abuse, and literacy/numeracy problems.

Dispositional barriers

For some education is felt to be ‘a waste of time’ or ‘not for the likes of me’, although job-related training, if offered, may be a more attractive, because more obviously relevant and useful, proposition. It would be a mistake, however, to equate all non-participants with the socially excluded. Some people simply choose not to participate in courses, preferring to spend their free time in other ways, including informal or self-directed learning which is not recognised as such (Tough 1993); but the patterns that emerge on analysis of participants suggests that wider cultural, social and economic factors play an important part in influencing and constraining personal choice. Participation ‘is not merely a function of socio-demographic variables ... Rather it has something more to do with perceptions of power and self-worth mediated through the instrumentality of these variables’ (McGivney 1993, citing Courtney). What appear to be dispositional barriers, then, may often be essentially institutional or situational, or a mixture of both which is hard to disentangle. So to what extent can guidance facilitate participation in lifelong learning?

Adult vocational guidance and lifelong learning: the possibilities

Guidance, as stated above, is an impartial, holistic, client-centred service which works primarily with individuals who use the service of their own free will. The importance of such guidance for lifelong learning has been recognised, to varying extents, in a number of documents. For example, the National Advisory Council for Education and Training Targets (NACETT) (1997) pointed out that it was important for people to do the ‘right’ learning to get them where they wanted to go, making careers education and guidance vital for people of all ages. The Kennedy Committee (1997) emphasised the need to give priority for educational opportunities to those who benefited least from education in the past and one of its key recommendations was for a national entitlement to a coherent system of information and guidance, as essential to widening participation. The Fryer Report (1997) included among its recommendations ‘the provision of up-to-date, accessible and impartial information’. 

Since 1997, there has been a range of initiatives to meet some of these objectives, including the Learning Direct helpline giving information on local learning opportunities; the inclusion of guidance in the New Deal and Employment Zones; the inaptly-named University for Industry; and the new Connexions Service. Although welcome, these are limited in various ways. Information, though essential, is not guidance; and guidance is not a naturally ally for the coercive element in the New Deal. 

The functions of guidance as laid out by the Adult Educational Guidance Initiative Scotland (AEGIS) (1995, pp 24-6) include:

· providing information

· helping people interpret information and make choices

· helping people find out what they want and need and work out various ways of meeting their wants and needs

· helping people’s ability to choose opportunities appropriate to their personal, educational and vocational development

· providing learning experiences to help people gain the skills needed to make decisions and transitions

· supporting people in dealing with educational institutions or employment agencies, in a way that encourages them to do it by themselves another time

The list so far focuses on the relationship between the guidance service and the user or client. AEGIS, however, made some important additions of direct relevance to this paper:

· advocating (directly negotiating with institutions or agencies on behalf on a user)

· networking (establishing links, formal/informal and keeping regular contact with a range of agencies and individuals)

· gathering information on unmet or ill-met needs of users, so that provision can be adapted or developed

These three elements place guidance not only within the service itself but at the interface between the service user and, among others, the local providers of education, training and employment; the communities in which the most vulnerable people live; and the agencies which have regular contacts with those who are socially excluded. To be effective in this role, guidance services need to go beyond mere networking and into active partnership with relevant social actors - and many have done so. 

There are many forms that such partnerships can or do take:

· adult guidance networks whose members include school, college and university guidance services, the Careers Service, services for adults run by employers and intermediate labour market organisations, government agencies such as the Employment Service and the voluntary and private sectors. Collaboration includes networking to aid effective referrals of clients; joint marketing to publicise guidance generically in the local area; joint bids for project funds; harmonising procedures and defining quality standards; sharing and exchanging skills; and integrating services and area funding. Such networks are funded by the state in Wales and Scotland. 

· partnerships with local providers of learning allow a two-way exchange of information. Not only is the guidance service aware of learning opportunities, the learning provider can be made aware of the types of courses that are needed. In some cases such courses can be delivered in the guidance service premises or at an outreach location.

· partnerships with employers, employers’ organisations such as Chambers of Commerce and local economic regeneration agencies. These are vital for maintaining up-to-date labour market information, speedy notification of vacancies, work placements and so on. Workplace learning initiatives also need encouragement and support (Sutherland 1998), as does the recognition that older workers constitute a potential resource rather than a burden (Ford 1996; McKay & Middleton 1998).

· partnerships with trade unions. Low-earning fully-employed workers are a hard group to reach. Notwithstanding all are not trade union members, there is great potential, albeit largely unrealised, for working with trade unions as these exist to serve the interests and needs, including education and training, of their members (Payne & Thomson 1998). Trade unions are in a good position both to advocate and, with proper training, deliver information, advice and guidance to employees as well as communicating the value of lifelong learning both to employees and employers. Trade union activists could be trained quite quickly in activities associated with guidance: providing information; pointing individuals to sources of professional guidance; encouraging and supporting learners; conducting learning needs analyses; and negotiating provision with employers (Ford and Watts 1998). Non-union members are likely to hear of these activities from unionised colleagues.

· active collaboration with other agencies such as Social Work departments, the Immigration Department, the probation service or the prison service. These can be even more valuable than networking and referrals. Prisoners, for example, may well become isolated on discharge but will know of at least one service they can contact on leaving prison. Guidance for homeless people needs to involve collaboration with housing agencies.

· involvement at some level of non-guidance personnel working in official agencies, public libraries, such as the police and housing associations (Watson & Tyers 1998), local councillors, ‘health and social workers, home care workers, health visitors and district nurses, doctors, probation officers, those working in religious organisations and union officials (and) such initiatives as family learning centres, family literacy schemes, neighbourhood projects, community education, community development and home-school liaison’ (Blackwell 1998; Jackson & Haughton 1998).

· involvement with community organisations, tenants’ associations, women’s centres and so on. These can help to reach people with little contact with officialdom. In addition, part of the value of using local people, including those who themselves are members of socially excluded groups, is that this enables their voice to be heard: they can make their own expert input. Thus guidance services can act as a link between disadvantaged people and policymakers where there is no other direct link.

· contact with the many local black and ethnic minority organisations (over 15,000 in Britain). As one activist is quoted as saying, ‘There are groups who travel to the other side of the world to make links, but who have not met a Black group down the road’ (Ferdman 1998:38).

· offering basic guidance training to local people, as well as the personnel of other agencies, who can become ‘barefoot guidance workers’ (Tuckett 1997)

· closer links with organisations working directly to combat social exclusion, such as refugee networks, the Refugee Councils, Shelter and the Poverty Alliance in Scotland 

Working through community groups will not reach all individuals: ‘the same factors that inhibit a long-term unemployed person finding a job also appear to inhibit their involvement in voluntary and community activity’ (Macfarlane 1997:65). So the challenge remains of access for those who are isolated. Other possibilities here include befriending and mentoring schemes, using existing and past clients as well as community-based workers and collaborators.

The pitfalls, as well as the importance, of working with non-guidance agencies and groups are highlighted by Watts and McCarthy (1997). It is not always easy to identify the appropriate individual and agencies and the delivery of advice and guidance proper requires specialist training and experience (Watson & Tyers 1998). Although the majority of public libraries deliver open learning, training in educational guidance has not developed as rapidly as learning provision (Allred 1998).

Nevertheless, carefully designed collaboration can overcome some of these difficulties. ‘The deliverers of these first-stage services do not need to be highly qualified; they do, however, need to be visible, accessible and locally credible’ (Tyers, letter, 15/07/98; see also SWA Consulting 1998). It is advisable, therefore, to focus on existing community groups which already have a high profile and a positive image, thus reducing the lead time for activities. The level of commitment and the vital necessity for communication between all partners must be agreed at the outset and it is crucial that the people and organisations involved be fully involved at every stage (Watson & Tyers 1998).

Adult vocational guidance and lifelong learning: current limitations

In an ideal world, everyone who needed it would have free access to a vocational guidance and counselling service, which in turn would be at the centre of a network of agencies and organisations with the resources to offer lifelong learning to those who most need it but find it difficult to access. This would enable guidance services to move beyond working to remove dispositional barriers into collaboration to remove institutional barriers and ameliorate the effects of situational barriers.

The current situation is very different. This is not to disparage the many fine examples of services which have transformed themselves from traditional careers guidance services for young people into all-age services encompassing a wide range of resources and approaches, or the voluntary sector community-based guidance initiatives which are found in the poorer areas of many large cities, or any other guidance service which fulfils the AEGIS criteria.

The issues that we believe should be addressed are the following.

Seamless services

Guidance should appear to the client as a seamless service, but too often this is not the case. Already we see some New Deal clients being passed from pillar to post - one client was referred successively to three different organisations. The more vulnerable the group, the more important this is. On the other hand, it is important that services do not try to retain clients who have exhausted their expertise. Progression and the development of independent learning skills are extremely important. If a client is better served in the long run by perceiving that the service is not seamless, and being referred to another agency or provider, so be it.

Specialist and mainstream services

On the one hand, there are many examples of excellent services dedicated to and specialising in a particular client group, in some cases at least partly run and staffed by, for example, ethnic minority personnel, ex-refugees or lone parents. Their friendly, helpful and empathic approach is undoubtedly an advantage, as is the ability in some cases to speak the client’s own language, given the expense of interpreting services and the time taken to arrange interpretation. Some client groups, such as refugees and physically disabled people, have special technical needs. 

On the other hand, dedicated services in practice rarely have secure or adequate funding and are particularly vulnerable to funding cuts. There is a case for mainstreaming all guidance services. This would facilitate uniformity of service and quality control, ensuring that no-one would be disadvantaged by living in one area rather than another. If mainstreaming takes place, service personnel need training in the special needs, capacities and problems of different client groups. At the same time, stereotyping should be avoided: a good service should recognise both the special problems people encounter as members of certain groups or of a particular sex and the differences between individuals, including personality, aptitudes and interests. An alternative would be national dedicated services for particular target groups but strongly tied into local adult guidance and other networks.

Staffing and training

There is a shortage of trained and qualified guidance practitioners relative to the demand for guidance. In the past this was a graduate career concerned primarily with young people, but a single system of National Vocational Qualifications (NVQs) for guidance practitioners has been developed, which includes subgraduate as well as graduate levels. The reason we advocate the continued involvement of practitioners with poor formal qualifications is that some of the best services arise out of the grassroots level and thus offer an empathic holistic service which treats people as equals.

Whether staff are paid or voluntary, access to training on an ongoing basis is vital for all involved in the service. Training in handling enquiries from people with low confidence or self-esteem should be extended to all staff who have any contact with the public, including receptionists, cleaners and janitors; and vocational guidance training should include sociological as well as psychological awareness of the situation of people at risk of social exclusion. Practitioners must have good local information and be trained in collecting and maintaining it. Training should also be given in enhancing access to people who are hard to reach.

Evaluation

It is extremely important that formal as well as informal evaluation take place on a regular basis, to assess how well services are being delivered, but so far this is the exception rather than the rule (Bysshe 1998). This should not be confused with evaluation of outcomes.

Funding

Too many good services suffer through short-term, multiple funding, which harms the quality and continuity of programmes and of personnel, and necessitates valuable time spent on fund-raising; furthermore, outreach activities are usually the first to suffer when a service experiences reductions in funding. Too often guidance tends to consist of a series of short-term measures which end when the funding ends, involving loss of expertise and the need by new services to ‘re-invent the wheel’. People need long-term support, not short-term projects. ESF funding has proved of major importance but this will not continue to be a viable substitute for national funding. 

Funding, whether for national or local services, should not only be more stable and long-term, it should also be increased to allow outreach, continuing staff training, grants for disadvantaged clients and follow-up of clients who have left the service for the purpose of feedback, evaluation and the improvement of practice; and provision must be available for all in need. Whether funding emanates from central government, local government, or any other source, or a combination of any of these, the funding process should appear ‘seamless’ to the service and necessitate dealings with a single official body. 

A statutory service for adults

The OECD (1995) recommended that unemployed people should have the right to one hour per month of vocational guidance, and that there should be one counsellor for every 100 unemployed. We would argue that guidance should be freely available not only to the unemployed but also to those in ill-paid insecure jobs and people on low incomes but not registered unemployed.In general, guidance provision is very poor and unevenly distributed: in some areas there is none, in others there is duplication of services, leading to unhelpful competition and potential confusion for the client. Unfortunately the competition between different guidance providers, including those linked to educational providers, raises questions about the impartiality of their guidance. Above all, the market model of guidance is not suitable for combating social exclusion. 

A core network of adult vocational guidance services should be made statutory. Ideally, there would be centrally-funded services in all regions, linked to Learning Direct and other relevant national initiatives, and involving all relevant agencies, including education and training providers, employers, trade unions, careers services, Local Enterprise Companies, local economic regeneration bodies and so on, but staffed by impartial guidance officers with relevant experience and training. Each service should have an outreach arm and access to mobile services, as well as a strategy of training people to give information and advice locally, in workplaces and so on.

Access to guidance should be open-ended and lifelong, with the proviso that the ultimate purpose of guidance is to help the client progress and make his/her own choices and decisions. Given the prospect, however, that labour market demands will continue to change, people need to be able to return to the service when necessary. It should be free to those who cannot afford to pay.

Beyond funding: the role of the government

The issues raised in this paper involve more than an increase in funding for guidance and the establishment of a statutory service for adults. If guidance can help bring down the dispositional barriers to lifelong learning, that is only part of the problem. Institutional and situational barriers are largely beyond the power of guidance services as well as beyond their remit, except in the limited case of advocacy for individual clients. Nevertheless guidance services can provide valuable feedback to learning providers on institutional barriers to access and work with them to bring about change; but without support from the government such feedback will have a limited impact. Similarly, providers of guidance can work with employers in order to facilitate access to guidance for low-paid workers; but it is the state which must persuade employers to distribute training and support for vocational education more equitably among their employees.
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� The term ‘guidance’, which will be used below, should be taken to mean ‘vocational guidance and counselling’.


� This position paper is based largely on research conducted by a number of overlapping European partnerships, including the author (who also coordinated the research), Silvana Greco (Italy), Vaclav Klenha (the Czech Republic), Paul McGill (UK), Eija Mäkelä (Finland), Peter Plant (Denmark) and Mary Ward (Ireland) and funded by the LEONARDO da VINCI Programme of the European Communities; the Fondazione Regionale Pietro Seveso, Milan; DHV CR, Prague; the Vantaa Institute for Continuing Education, University of Helsinki; the Royal Danish School of Educational Studies, Copenhagen; the Department of Management Studies, University College Cork; and the Department of Adult and Continuing Education, University of Glasgow. The views expressed here do not necessarily reflect those of our funders.


� Founder and director of the Demos policy centre in the United Kingdom


� This was the Outcomes of Adult Return to Learning Survey, funded by the Scottish Higher Education Funding Council (SHEFC) and conducted by Professor Maria Slowey and the author. The interviewees were selected in a variety of ways: some at random from lists of students who had undertaken certain lines of study in a given year; others selected by four large employing organisations who cooperated in the study. Not all the interviewees in the whole survey had returned to HE.


� The term ‘gender’ refers to the social effects of an individual being of male or female sex.


� This includes not only the street homeless or those with temporary accommodation in hostels, but also the invisible homeless, for example, those sleeping on the floors of the homes of friends or relatives.





