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Section 1:  Introduction

Context and Background to Research
Research Context and Project Aims

This report describes the Promoting Independence Project funded through the Objective 1 European Social Fund between April 2003 to March 2005. Subsequently, the project was granted additional funding to extend the project by 2 months making the pilot project 26 months in duration. It was developed with an emphasis upon increasing the potential of school leavers with learning disabilities to gain access into the competitive labour market. Historically, people with learning disabilities have been among the most disempowered members of our society, experiencing segregation and marginalisation from mainstream community activities
, high levels of unemployment,
 often leading unfulfilled and empty lives void of ‘meaningful’ and engaging activities.

This project was a partnership project between Trinity Fields School and Resource Centre, MENCAP; Gwent Health Authority, the County Borough of Caerphilly; and the Welsh Centre for Learning Disabilities, Cardiff University. The purpose of this project was to enhance the employability of young people aged 14-19 with severe and complex learning disabilities by establishing at an early age an expectation in parents, educators, health and social care professionals, that paid work in the community is a realistic option for the disabled teenagers on leaving full time education. A study in Wales showed that as few as 5% of young adults with a learning disability were obtaining paid jobs in the community on leaving secondary education
. Most of the teenagers end up in heavily subsidised day services, with little prospect of community participation. More recently, research has begun to suggest that an investment in the earlier years of young people with learning disabilities may pay big dividends in enabling clients lead more independent and meaningful adult lives. 

The project aimed to work with 101 individuals with the following objectives: 
· To develop an infrastructure of inclusive services which will provide the basis for a sustainable model;

· To work in partnership with all relevant agencies, voluntary organisations and parents to foster cross agency partnerships and ensure effective service delivery;

· To raise employer, parent and agency awareness by establishing circles of support and stakeholder forums; 
· To implement a person centred approach based on individual choice, circles of support and the opportunity to access and try out different jobs;

· To utilise current research indicating good practice in these areas;

· To conduct research using objective and qualitative methods to provide objective and thorough evaluation of the approach for dissemination and replication purposes.

This would be achieved by the following interventions : 

· Conducting an initial assessment of vocational skills, aptitudes and preferences through vocational taster courses, the development of independent living skills through Occupational Therapist (OT) and Clinical Psychologist assessments;
· Developing a personal life plan for each beneficiary through inter-agency team working with the individual, and their families/carers to develop a person centred plan for each teenager. This would be based upon the ‘Circles of Support’ approach; 

· Through implementing a pre-vocational training and work placements approach, utilising using MENCAP Pathways job training systems, ICT work skills training, and enterprise schemes;

· Through independent living skills development involving mobility/travel training, relationship/social skills development, and self-care/home management skills and citizenship;
· Through supported community inclusion to foster greater acceptance in the workplace through experience in mainstream/community settings and outdoor activities to enhance self-esteem, problem solving skills and team working.
The Need to Develop Transition Procedures from School into Work. 
For most adults with a learning disability in the UK, the options for accessing progressive routes into paid employment are severely restricted. As of 2004, it could be estimated that only 12% of adults with learning disabilities were in paid employment
. One problem is that few school leavers with learning disabilities are moving directly into paid work. The majority of school leavers either move into local ATCs, or, more recently, colleges of further education. 

Adult Training Centres (ATCs) still represent the biggest day time activity for people with learning disabilities in the UK and the vast majority of most people’s time is spent in segregated activities, taking place mainly inside the centre buildings, and where they do occur in outside locations, they usually involve congregations of people with learning disabilities, often undertaking activities completely separately from their non-disabled peers. Many of these activities are also atypical if they are compared to those undertaken by their non-disabled peers, involving large amounts of Arts and Craft, Recreational and Therapeutic activities.

More recently, there has been a move towards people with learning disabilities accessing college courses on leaving school. However, the extent that these routes are providing valid opportunities for people to progress into employment is questionable. Many students fail to gain a qualification beyond that of foundation level and few go on to use their newly learned knowledge to develop their careers beyond the learning stage. One consequence of this has been that students have tended to move from one course to another without progressing into employment, or, end up attending a local ATC. As with ATCs, most of the college courses accessed by this client group tend to consist of congregated groups, without the full involvement in college social life. 

Transition policy for this client group begins at age 14 in line with the National Services Children’s Framework
 by identifying the potential need for social service support, and potentially the support that will be required from adult day services. At age 16/17 a review takes place to determine the best service for the client on leaving school and the responsibility for planning future care lies with Social Services Care Managers. The plans generated are fed into the care procedures. However, the options available to school leavers are more often restricted to attending segregated college courses or those activities taking place within local ATCs. Research has indicated that the lack of options effectively undermines transition planning for this group, as the aspirations of those leaving school are restricted to the limited options available
. This is not only disheartening for those entering adult day service provision, it also acts as a powerful disincentive for Teachers, Parents and Carers, in developing long term transition plans based upon individualism and personal choices and a variety of community based activities.

In 2005, the Government published the 14-19 Education and Skills White Paper.  The White Paper sets out clear proposals for reform, which intend to build on the strengths of the existing system that will:

· Secure the basics (functional skills);

· Stretch every pupil to their full potential; 

· Offer a high-quality vocational route; 

· Re-motivate the disengaged; 
· Prepare all young people for the world of work.

Towards Coherent Transition Strategies 
Recent policies have focussed upon modernising day services create a pattern of provision that more accurately reflects the diversity of interests, aspirations and needs of this client group. This would require a significant shift in the way that most local adult day service provision is delivered. More effective strategies for enabling school children with learning disabilities to explore the potential choices and options available to them as they move into adulthood would have to be developed. This would include community based activities involving work, leisure, recreation and life long learning opportunities, and a redefinition of the roles of those delivering traditional day service activities for this client group towards providing support in community locations.   

These revised service goals are based on the concept of ‘model coherency’1 that has been widely used to assess the current situation in day service provision. This gauges the extent to which service provision is based around activities that could be considered ‘typical’ in terms of what the majority of the population do during the day. For example, most people work during the day, in paid jobs in community locations, and are taught by experts and co-workers in the job, and are managed by those with supervisory responsibility in the company. Similarly, education usually takes place in a learning environment such as a college, with other mostly non-disabled students and it typically leads to some form of accredited qualification that is linked to the career aspirations of the learner. A coherent service, therefore, is one which reflects a ‘Culturally Valued Analogue’ (CVA), representing what is typical and valued by most of us in terms of what we typically do during the day.
Person Centred Planning and Transition

In their document “Designing a learner centred curriculum for 16- to 24-year-olds with learning difficulties”
 the Welsh Assembly Government acknowledges the importance of developing school curriculum specifically for young teenagers with learning disabilities. They stress the need  for a more flexible and balanced approach to the education of 14-19 year olds, providing a wider range of experiences which will suit the diverse needs of these youngsters in Wales. The guidance offers a model for planning a curriculum for individual learners who are operating mainly or entirely below level 1 of the national qualifications framework. It states that:

“These learners may be in a school, college or work-based training environment and recognises that many schools, colleges and training providers have developed their own curriculum. Recognising that learners in the post-16 phase of education could be following many different learning pathways, this guidance suggests that planning the curriculum should start with the learner’s aspirations, wishes and needs. This will help providers: avoid making assumptions about what is best, open up and extend the learner’s horizons and possibilities and help the learner prepare for adult life.”

The guidance also acknowledges the importance of taking account of what a learner has

already experienced and achieved and of building on prior attainment. It states that 

“The importance of achieving a balance in the curriculum between being learner-centred and programme-centred. This guidance is intended to have an integrity and distinctiveness of its own importance of preparing students, with whatever support is necessary, to be as fully equipped as possible to face the challenges, demands and choices that a more ‘open’ post-16 phase of education will provide. Of particular interest to those involved in key stage 4 curriculum planning and provision will be the values which frame the post-16 guidance. These cover four key aspects of people’s lives: ’respect’, self-determination, inclusion and fostering relationships.”

It therefore underlines both the importance and necessity of linking 14-16 transition planning, with post 16 work based career oriented activities. One indicator of good practice that clearly links these aims to school transition is the delivery of Person Centred Planning approaches (PCP). PCP has a battery of methods including the use of Circles of Support
, MAP and Path
 and generally methods to enable individuals to make self determined choices.
 

Innovative approaches would suggest that if the PCPs that are generated can be translated into day service practice, then this leads not only to a more diverse experience for the users, it also increases the potential for a seamless transition approach where individual choices have real and tangible outcomes for the individuals as teenagers, and on their future adult life experiences. Importantly, they also have the potential to feed directly into school transition plans and through this, into coherent plans for developing post-school career progression. 

However, one of the biggest problems facing people with learning disabilities is having adequate experience on which to base their choices. For example, in order to exercise control in selecting a career, people need to be aware of what is available to them in the jobs market and what these jobs entail, and be aware of their own abilities and limitations in fulfilling the demands of these jobs. It also implies that people will have a set of career aspirations and will apply a strategy for achieving these aims. The segregation of people with disabilities has hindered this goal, undermining their potential to make decisions about their careers based on their experiences and expectations and seriously undermining their potential to select their choice of activities in a psychologically empowered and self-realising manner.
 In short, a person is not able to make a choice to go to work in a factory if they do not realise that such a job exists, or, if they had never seen the inside of a factory. The same barriers exist around making choices about educational courses and curriculum, as well those around hobbies and leisure and recreational activities. 

This has important implications for the delivery of the PCP approach. There is a need to ensure that the activities available for the person to choose from, are typical of those that occur for the general population and reflect those activities represented through the CVA. This involves the PCP facilitator and or service providers enabling the students to have opportunities to experience first hand a range of opportunities available within local community settings. One development, therefore, that fits well with the PCP approach is the use of ‘community tasters’ in work, leisure and recreational activities. One aim of this pilot project will be to find effective ways of accrediting what the teenagers have learned in the workplace, and to find effective ways of feeding what the teenagers have learned into PCPs and their school curriculum activities. 

A further hindrance to the smooth transition for this group from school into work, are the low expectations among the general community about the potential of people with learning disabilities to participate in mainstream community options. This often extends to those involved in direct service provision, such as teachers, parents, care planners and day service staff. One reason for this is that it is often assumed that in order for this group to join in mainstream community activities that they will require ongoing one-on-one supervision from day service staff and the resource is not available. However, research has shown that, given the appropriate type of support, then people with learning disabilities can become more independent in community abased activities s such as paid work.

Transition and Supported Employment

Work-experience and part-time paid work from about the age of 16 years is frequently part of the transitional path that typical young people take as they move into adult life and employment. They may begin this by undertaking work based activities through their school curricula, and paid work activities such as baby-sitting or a newspaper round and later, Saturday or after- school work in local businesses. The experiences they have in these jobs help them to determine their personal vocational strengths, gauge their future employment interests, and appreciate a degree of financial independence for the first time. Young people also begin to be independent actors away from school or parents, they learn about the world of work, and what is required in terms of their behaviour. This is acknowledged by the recent Qualifications and Curriculum Authority (QCA) guidance which offer advice on support for 16 to 19 year olds.

Many young people with a disability do not have the opportunity to take on these early employment roles. Any barriers to integration that occur through separate schooling are amplified with this omission. While work experience and job tryouts may be introduced later when they are adults, there is frequently an age discrepancy for disabled adults who find themselves’ mixing with teenagers in these exploratory entry-level positions. Few support models exist which enable young people who need one-to-one support to experience paid part-time work appropriate to teenage life. The Promoting Independence project aims to redress this imbalance by developing the support services required to enable teenagers with learning disabilities to access and experience paid integrated employment opportunities that are typically obtained by their same-age non-disabled peers.

Again, these concerns have been recognised in the Welsh Assembly’s 14-19 Pathways Wales initiative and reiterated in the non-statutory framework for work related learning
, to underline educational commitments that should be provided to all students at key stage 4 (14 to 16 year olds) surrounding work based learning. This includes developing work based opportunities and accreditation procedures that acknowledge the roles that work based learning plays in developing career aspirations and awareness:
“Work-related learning is a significant aspect of the 14-19 curriculum. It is important that schools and colleges are aware of what work-related learning means for different students in different contexts. From September 2004 onwards it is a statutory requirement for all schools to provide all students at key stage 4 with work-related learning. Some schools and colleges will also want to ensure that students have the opportunity to build on this learning post 16.”
The development of supported employment initiatives have significantly increased the numbers of people with learning disabilities progressing into paid work in the UK (about 7%), the USA (over 35%), Canada (about 37%) and Australia (over 65%).
 This approach involves matching each job seekers abilities and work preferences to available jobs, providing initial one-on-one support until the person is able to work independently, and follow-up services to maintain contact with both the employer and employer. 

The supported employment approach has also been directly applied to those attending school. For example, the Youth Supported Employment Project (YSEP)
 aimed to enable students with a learning disability, attending special schools in the 16 to 19 age group, to obtain paid part-time jobs in the community typical of those obtained by non-disabled teenagers within their age group. However, support on the jobs was provided by non-disabled peer students attending ordinary schools, rather than an adult job coach. In the UK, the YSEP project enabled 16 teenagers to obtain and learn a variety of part time jobs and undertake those jobs without the need for ongoing support of their peers. The peer support model can also be usefully extended to include peer support in other community locations (eg, youth clubs, local libraries, sporting events and so on). Two obvious advantages of the peer support model is the potential it provides for the beneficiaries to extend their existing social networks to include that of their same age non-disabled peers, and that ‘same age’ peers are more conducive for enabling the clients to fit in socially with less stigmatisation. 

Independence Skills

Another indicator of good practice in Transition from School is enabling teenagers to develop skills that can be usefully applied in community locations. The need for ‘independence training’ stems not only from a lack of exposure on the part of the teenagers in typical locations, but also because many people with learning disabilities have problems interpreting the way that information is organised in community locations. Catching a bus to work or a local youth club, for example, involves number recognition and reading skills, as well as the basic mobility skills to walk to the bus stop and get on and off the bus. Therefore, two models of good practice in this area are the delivery of travel training, to enable people to travel too and from community activities and the delivery of social skills training, to prepare the person in the often unwritten rules of communicating and getting on with others. 

The Need for Systematic Research
There is a continued need to develop a systematic approach to research and project development to develop models of good practice with the potential to be repeated in other geographical locations, especially those within the UK as a whole. Previous research has focussed on case study outcomes, without fully describing the approach employed, the level and type of disabilities of the beneficiaries, and the impact on the lives and expectations of Teachers’, Parents’, Project Team and beneficiaries.’

Similarly, few studies have addressed the extent that the projects impacted on the social networks of the teenage beneficiaries. The importance of social networks for this age groups cannot be stressed enough. Typically, these age groups develop relatively large social networks, both in and out of school, which, apart from providing age appropriate friendships, also helps to mould their individual identities, establish role models, and develop their expectations about their future roles as adults in the community.  In short, it is in this period that children develop with their same age peers into young adults. Despite this, there are few detailed investigations into the extent that these networks develop for schoolchildren with a learning disability and the impact that segregated schooling plays on these. 

Promoting Independence Outline

Local Context
The project was set up and run from Trinity Fields Special School, located in Ystrad Mynach under the Caerphilly Local Education Authority in the South Wales Valleys. The County Borough of Caerphilly was formed in 1996 from two districts, one of which was part of the former Mid Glamorgan County Council, the other having been part of the former Gwent County Council. Caerphilly has a population of 170,000 and a school population of about 30,400. There are 16 secondary schools, 80 primary-phase schools and one special school (Trinity Filelds). All schools with infant classes have nursery provision. The Local Education Authority (LEA) provides Welsh-medium education in eight primary schools and one secondary school. 

The extent of deprivation in the area is well documented. The borough has a high rate of population migration, compared to other areas of Wales, estimated to stand currently at 6.2%. It is also one of the most socially deprived areas in Wales. Levels of unemployment are consistently high, especially in the upper part of the Rhymney Valley. As a consequence of the deprivation resulting from unemployment, low levels of income and high levels of long-term illness, 13 of the wards are designated ‘Communities First’ areas by the Welsh Assembly Government. 

The Caerphilly County Borough Council regards education and training as one of its four main corporate strategies. It is currently estimated that 29% of the working population in the borough have no qualifications while only 43% of 15 year olds achieve 5 or more GCSE grades A - C or equivalent; and in addition, it has fewer than average numbers entering higher education. The Education Strategic Plan describes its four cornerstone values as: raising standards; inclusion; lifelong learning; and making a positive difference. 

Trinity Fields opened in September 1998 as a purpose built special school and caters for up to 140 children aged 3-19 who experience severe, profound and complex learning disabilities. The school is organised into primary and secondary phases and provides learning based on the national curriculum and multisensory learning approaches. It also has a strong emphasis on therapeutic activities. During the course of the project referrals were also received from other local schools in the area including St Cenydds, Pontllanfraith and Lewis Girls Comprehensive Schools also located in the Caerphilly Borough, Heronsbridge Special Schoo,l located in Bridgend and a local College of Further Education. 
The levels of deprivation in the area throw up a number of challenges when trying to develop employment and community based opportunities within the Borough for this client group. The culture of alienation and disengagement that exists within some communities in Caerphilly, coupled with the low rates of academic attainment can reduce the expectations within families that their disabled son or daughter can progress into life-long learning opportunities to attain qualifications or develop skills that could enable them to progress into work. Similarly, the high levels of unemployment, coupled with the dependency of many on welfare benefits, can make families hesitant to pursue learning opportunities and a job. The extent of deprivation within the area has led to the introduction of a variety of community projects, funded through a combination of the European Social Fund (Objective 1), and centrally funded initiatives through the WAG’s ‘Regeneration’ scheme, the ‘Communities First’ initiative.
 

The Project Team 
The project was overseen by two groups: a Project Management Steering Group to oversee and sanction the procedures and strategies adopted on the project; and an Operational Steering Group, to develop and formulate strategies and approaches with the project team. Interviews for appointing the project team took place throughout April and May 2003. 

The original project team consisted of 9 staff. A Project Manager, to oversee project development; A Project Administrator, a Person Centred Planning Co-ordinator; an Occupational Therapist; a Psychologist; 2 Job Coaches, to raise awareness and provide work experience; an Outward Bound Co-ordinator, to develop a link with the Duke of Edinburgh Award Scheme; and a Youth Worker to develop opportunities for the beneficiaries to gain access to local youth facilities, such as youth clubs; and an expert in Information Technology to develop a web site and provide PR materials. The project experienced a high staff turnover with the IT co-ordinator leaving at month 6; the OT leaving at month 11; and the DofE co-ordinator leaving at month 13; and one Job Coach leaving on maternity leave at month 14. Subsequently only the Job Coach and OT were replaced. 

Research Aims

· To identify the characteristics of those participating and benefiting from the project;
· To describe the methods and process of project implementation against the stated aims and objectives of the project including community participation and increased awareness of community options;
· To describe the roles and activities of those running the project;
· To describe the changes that occur due to implementation including community participation and increased awareness of community options, and to evaluate these in the context of socially valued roles in the community. 

Research Questions

· What are the characteristics of the participants in the project and how are they selected?

· What impact does the project have on the type and locations of the activities of the teenagers?

· What impact does the project have on the expectations and attitudes of the parents of the participating teenagers?

· What is the extent of community integration of the teenagers engaging in community activities through the project?
· What are current social networks of the beneficiaries and what impact does the project have on these?
· Are the new activities generated through the project a positive and meaningful experience for the participating teenagers?

· What is the nature of the support offered to young people by those implementing the project?

· What are the strengths and weaknesses of the process of implementation?

· What are the views of the teachers, parents and participants of the impact the project has had and on the way ahead?
· What lessons can be learned?
Section 2: Research Framework and Method

Beneficiary Characteristics
The main target group for the research was all 76 students aged between 12 and 19 attending Trinity Fields School. In addition, it was expected that the project would involve other students with disabilities attending other local schools. The researchers set up a database to record the gender, age and the dates that participants started on the project. The performance scores on the internal school assessments were used to gauge the level of disabilities of beneficiaries.
 From these, each student’s score can be ranked in order of their overall performance within each class. This enabled the researchers to identify differences in the rank scores of those students who had been referred to the project, with those who had not. In addition, it was intended to use the Inventory for Client and Agency Planning to assess the levels of dependencies of the students participating in the project.
 This is a standardised assessment tool that is completed by somebody who knows the person well. It records detailed information regarding the nature and extent of support that each person would require on a number of daily living skills across a number of ‘skill domains’. These include Motor Skills, Social and Communication Skills, Personal and Community Living skills and Academic skills.
Amount, Type and Location of Activities

An Activity Timesheet (Appendix 1) was developed for completion by the project team to provide a description of the activities undertaken by the beneficiaries and staff. This enabled the researchers to identify and track the activities provided to the participants in terms of the ‘type and amount of support.’ It also provided basic information about the numbers of beneficiaries involved in the project over time, the gender balance and ages of the beneficiaries. 

The Activity Timesheets also enabled the researchers to monitor the location of the activities and identify whether they took place inside or outside of the school buildings. It also provided information to gauge the extent to which the beneficiaries were undertaking activities in ‘integrated’ community locations. Integration was defined as a person being in locations where the proportion of disabled to non-disabled people is roughly equivalent to those found in the general population (about 1 in 6). Where the activity involved only the person and a project team member, then this was coded as ‘not applicable’. High degrees of integration were indicated when clients were involved in activities without other disabled people, and in the presence of their non-disabled peers. Activities involving both disabled and non-disabled participants in activities that took place outside of the school was coded as ‘partially integrated’, while those activities involving only other disabled participants was categorised as a ‘non-integrated’.
The start and finish times of each activity were also recorded on the timesheets. This allowed the researchers to compute the total number of ‘person hours’ attributed to each location and provide an indicator of the amount of time the beneficiaries and project team spent on different types of activity and locations. This approach more accurately reflects the balance of activities, compared with frequency counts (e.g., counting the number of times an activity occurred in a particular location), which take no account of the activity duration. 

The timesheets also allowed an analysis of the extent that staff support was direct (i.e., directly supporting the person one-on-one or in a group activity) or indirect (i.e., activities that did not directly involve a beneficiary, such as filling in timesheets and staff supervision meetings). The project team were provided with a key for coding their activities on the project (Appendix 2). The administrator implemented and recorded the data onto an Excel Database developed from a prototype timesheet. This was then translated onto an SPSS
 package by the research team for analysis. 

Stakeholder Views
The research sought to ascertain the views and opinions of the project team, the beneficiaries and their parents, as well as the Teachers at Trinity Fields. Interviews were conducted with each member of the project team at months 3, 9 and 15. In addition, a focus group was conducted at month 24. These interviews focused on the following themes: respondents understanding of the project aims and goals; identification of people’s main roles and activities in the project; the number of beneficiaries they were working with at any one time; an explanation of how they were working with the beneficiaries; identification of the main barriers faced on the project; an explanation of what had worked well; and a summary of their expectations for the beneficiaries on leaving school.  

A questionnaire was devised and sent to all parents with children aged 14-19 attending Trinity Fields regardless of whether their child had participated in the project. The questionnaires were sent at regular 7 monthly intervals at project months 3, 10, 17 and 24 (Appendix 3). The questionnaires asked parents to: identify their ‘expectations’ for their children on leaving school; to identify the extent and nature of their child’s social networks by identifying the number of close friends their son or daughter had; and to identify the impact that the project had had, if any, on their personal lives as a family. For the purposes of the research ‘close friends’ were defined as those who regularly visited the beneficiary outside of school hours for social and recreation activities (e.g., playing games, watching films or conversing), who are not members of their immediate family. Although it is understood that the beneficiaries may have close friends at school, it was important to explore the extent to which the teenagers were developing friendships with their same age peers, outside of school hours as a result of the project. Parents were also asked to report the extent that the close friends identified had a disability and whether they were in the same age group (within 2 years of the client’s age). Supplementary telephone interviews were also conducted and targeted at parents who had not returned the questionnaires to further increase information gathering. 
Beneficiary views were canvassed through the PCP procedure and through a focus group conducted by the researchers (Appendix 4). The beneficiaries were asked to explain what they had done on the project and who with; explain how they had benefited from the activities undertaken; explain things they liked and disliked about the activities; and describe what they wanted to do when they left school. Teacher views were canvassed via a questionnaire at project months 3, 9, 15 and 24 (Appendix 5). The questionnaire asked the teachers their views on how successful they felt the project was at enabling students to get a paid or unpaid job; to gain greater access into community locations and lead to increases their social networks. The teachers were also asked whether the project had had any impact on their expectations for the students on leaving school and to gauge the extent that the project was having an impact on the students’ school curriculum.

Section 3: Research Findings
Beneficiary Characteristics

Number of Beneficiaries 
The project team reported working with 90 beneficiaries over the period, which fell just short of the original project aim of working with 101 students. Figure 1 shows the growth in numbers of those participating in the project over the 26 month duration. It shows that the first beneficiaries joined the project at month 3, with months 1 and 2 being taken up with hiring the project team and developing project materials and procedures. 

The data suggest that there was a consistent growth in the number of beneficiaries up to Month 12, with over half of the project target (64 beneficiaries) having been achieved. The number of beneficiaries joining the project then slowed over the next 12 months, with the project team reaching 88 beneficiaries by month 24 with an additional 2 more beneficiaries joining the project within the two month extension period. The slow-down in the rate of beneficiaries observed is predictable given that an increasing amount of resource was being targeted at those beneficiaries already participating in the project, and that available resources were reaching a ceiling limit. Given that the project also suffered from a high staff turnover rate, this is a creditable performance. 

[image: image13.wmf]Figure 1: Growth in the number of students participating in the project – April 1st 2003 to June 30th 2005
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Ratio of Males to Females
Figure 2 shows the ratio of males to females participating in the project. Seventy percent were young males. This figure is slightly higher than proportional gender split within the school, where 62% of students are male, and reflects the higher incidence of males to females of people with learning disabilities nationally.

 Figure 2: Ratio of Male to Female Beneficiaries
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Age Distribution of Beneficiaries

The beneficiaries participating in the project ranged from 14 to 19 years of age (average 16 years). Figure 3 shows the proportion of students falling within each age category at project month 12 and at month 26. It shows that at project month 12 nearly two-thirds of the beneficiaries were aged 16 years or younger accounting for 67% of all beneficiaries. This suggests that project staff were investing in the younger age group to allow more time for the project to impact the youngster’s lives prior to them leaving school. Consequently, only 3% of the beneficiaries were aged 19 at month 12.  

Figure 3 also shows that the distribution of ages had shifted by month 24 as beneficiaries progressed through the project. It suggests that the highest proportion of beneficiaries were now aged 17 (20%) and 18 (24%) years. The data also shows that 16% (16 young adults) had left school by the project close. It would be interesting to see whether the project had made a significant impact on the activities of these beneficiaries on leaving school.  Although the age of the beneficiaries had shifted to an older group at month 24, compared to month 12, Figure 3 also shows that the team were working with new beneficiaries aged 14 (11%) and 15 between months 12 and 26. This suggests that the project team were investing time in youngsters who would be leaving school after the planned project completion date. This indicates a willingness to invest support with younger children, looking to accrue longer-term benefits for those youngsters as the project develops over time, and beyond the currently specified project period. 

Level of Disability

It was not possible to obtain objective information about the level of disability of all those who accessed the project. Implementation of the ICAP questionnaire raised ethical concerns among the staff and proved to be impractical to implement on the full beneficiary group. However, internal reports generated through the PACE assessment procedure and the implementation of the ICAPs by the job coaches for job matching purposes, meant that at month 12, the participants could be ranked according their level of achievement within their class and according to the amount of support required as indicated through the ICAPs. Also, it was possible to make a comparison of achievement levels at this stage, between those who had been referred to the project and those who had not. 

Figure 3: Age distribution of beneficiaries at months 12 and 26
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Figure 4 shows the performance ranks of those who have participated in the project, compared to those who have not at month 12. Those students obtaining a high rank of 10 are perceived as being the most able and those ranked at 1 being the most severely disabled students. The results suggest that the participants involved in the project at this time consistently achieved higher ranks than those children who were not. This difference was statistically significant (P<0.05), suggesting that those selected for the project are significantly more able than those not being selected for the project.

Figure 4: Comparison of performance ranks for participants and non-participants (Rank 1 = most severe disability, Rank 10 = mild/moderate disability).
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The scores obtained through the ICAPs support this view, with all but 2 of the clients identified as requiring infrequent assistance in daily living. The 2 clients identified as requiring frequent levels of support were described as exhibiting challenging behaviours, although these were not perceived as a major problem. The emphasis on those students with higher abilities is understandable, and it may reflect the project teams’ desire to enable quick success and build confidence within the team. However, it may also reflect the low expectations of those making referrals to the project and could signify that certain youngsters were being denied opportunities to access the project. 

Amount Type and Location of Support Provided

Schools Attended

Figure 5 shows the breakdown of the schools attended by the participants. It shows that the majority of beneficiaries who participated in the project attended Trinity Fields School. This represented 83% of the original list of 63 students identified within the school aged 14 to 19 at project month 1. It also shows that over 1 in 5 of the beneficiaries (24%) were spread across 5 other local schools. This demonstrates that the team had developed an effective strategy for connecting with and involving other schools in the project, including beneficiaries attending mainstream schools and the local mainstream college. 
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Figure 5: Schools attended by students
Type and Nature of Activities

The overall amount of hours reported by the project team totalled 9,948 enabling an accurate reflection of the extent and type of support offered to the beneficiaries over the duration of the project. Figure 6 shows that 40% of activities (3,937 hours) were spent on activities that did not directly involve the beneficiaries, and 60% of all activities provided involved direct contact with them. It also shows that the largest proportion of activities took place outside of the school buildings (66%), with the largest amount of time being spent in outside locations with direct support. This suggests that activities had the prospect of involving the beneficiaries directly in activities in potentially integrated community locations. 

Figure 6: Percentage of direct verses indirect support by location
[image: image18.wmf][image: image19.wmf]0

0.5

1

1.5

2

2.5

3

3.5

4

4.5

Paid job

Atc

Unpaid work

College of FE

Inactive

Sheltered Workshop

Month 3

Month 9

Month 15

Month 24

[image: image20.wmf][image: image21.wmf]0

0.5

1

1.5

2

2.5

3

3.5

4

4.5

Paid Work

Live Independently

Unpaid work

College of FE

ATC

Live at home

Referred - Month 6 

Referred - Month 12

[image: image22..pict]
[image: image2.emf]
Activities – Indirect Support by Location
Figure 7 represents a breakdown of indirect activities that did not directly involve the beneficiaries. It shows the percentage of each type of activity that took place inside and outside of the school grounds. It suggests that the highest amount of this time involved ‘Team Planning Meetings and Discussions’ within the project team accounting for 1,452 person hours of support (37% of all indirect support time). Unsurprisingly, most of this type of activity took place inside the school buildings (96%), reflecting the location of the teams accommodation. The large amount of time given to this type of activity may reflect the time required to establish and develop ways for joint working that could usefully combine the collective skills of the project team. This type of activity often involved project group planning sessions, usually led by the Project Manager, for establishing and developing a collective understanding of the aims and visions of the project, and methods for collective joint working.  In support of this, the data also shows that a significant proportion of indirect time was taken with staff supervision meetings (10%). This included both the project team being supervised by the Project Manager and the Project Manager’s supervision meetings with the Project Leader. 

The second highest proportion of indirect time was spent on ‘Administration’ activities (27%). This included completing timesheets, entering beneficiary details onto a data base, filling out the research forms and working out financial budgets. As with all European projects of this type, administration must be viewed as a priority project activity, and reflects one of the downsides of E.U. project funding.

Figure 7: Breakdown of indirect support time by location
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It is also clear that the team spent some time in ‘Training’ events (4%) This included training in Social Role Valorisation and Person Centred Planning approaches, as well as attendances at conferences on Transition and Transition Planning. The relatively small proportion of training undertaken by the project team may reflect the diversity of expertise that already existed within the project team and explain the large amount of information sharing that occurred between the group via discussions and meetings. The project team also spent some time making ‘Presentations’ outside the school buildings, this accounting for 3% of all indirect support time, with 80% of this type of activity taking place in locations outside of the school buildings. Presentations were made to local organisations including National Children’s Homes, Local Social Service Departments, and a Presentation about the project to the local Rotary Club. The data also suggests that a number of presentations occurred within the school to the Teachers. This suggests willingness on the part of the project team to disseminate and share information, as well as a desire to increase, co-operation with other potential stakeholders. 

Figure 7 also shows that a significant amount of activities were categorised as ‘Other’ (16%). This included a wide range of activities including working within the School on teaching activities, meetings and interviews with the project researchers, and shopping for equipment and materials for the activities, and fire duty. 

Activities - Direct Support by Location
Figure 8 provides a summary of direct support time broken by activities. It shows that a rich diversity of activities took place. It suggests that the highest proportion of time was taken up with ‘Job Coaching’ activities (22%), involving direct one-on-one direct support in work experience and paid work opportunities. This is unsurprising given that there were between 2 and 4 job coaches employed at any one time over the duration of the project. This demonstrates that, in line with the Objective 1 Funding criteria, that the project placed a focus directly upon employment related activities. This is supported by the fact that 6% of activities also involved ‘Job Searching’ activities, with job coaches and other members of the project team attempting to secure work experience and/or paid work opportunities in mainly outside locations. 

These opportunities include work experience for a 17 year old young woman for 2 hours per day once a week in a local ‘Pizza Hut’, with duties including serving customers, collecting plates, and directing people to tables in a restaurant; work experience for a 15 year old female in a hairdressers, between 10 am and 3.30 pm once a week. This included making tea for staff and customers and sweeping and tidying up. In one instance an 18 year old secured a 6 week period of work at going rates of pay for the job, after undertaking work experience in a Blockbuster video store. In all of these work placements the beneficiaries were working independently or, with the help of co-workers, following an initial period of one-on-one support by one of the job coaches. Providing work experience has been shown to be a model of good practice in enabling people with learning disabilities to develop informed choices about preferred jobs, based upon their own experiences in real worksites. This has the potential to feed into the student’s person centred plans, enabling employment services to target jobs which best suite each student’s interests and abilities. It also has the potential to increase the client’s own, and others expectations, of what the young person is capable of achieving when they reach school leaving age. 

Figure 8 also shows that ‘Skills Training’ activities accounted for a further 8% of activities offered through the project. This comprised of enabling the beneficiaries to learn both practical and social skills (24% and 76% respectively). Examples of this type of activity included teaching beneficiaries to open bank accounts, visits to local community locations, such as Thorpe Park, learning to shop independently, and learning to control aggressive and sexually inappropriate behaviours. It also included the OT providing independent living and social skills to some, including working with one client to socially interact more when they attended the local youth club, and developing independent shopping and cooking skills. 

Figure 8: Breakdown of activities involving direct support

[image: image30..pict]
[image: image4.wmf]nas9d

avoH

800

1000

13500 -

Ovege WOnree






 

A large proportion of this type of activity involved ‘Travel Training’, this constituting 4% of all direct support time. This was primarily undertaken by the Occupational Therapist and the two Job Coaches. The majority of this activity was spent training participants to travel independently too and from integrated workplaces, demonstrating a collaborative approach between the project team by combining the life skills training of the occupational therapist, with the job coaches expertise in supporting the participant in the workplace. It is also in line with the main project aims of enabling school leavers with a disability to develop and realise their employment potential and to become more independent in their ability to travel between locations. 

Figure 8 also shows that a large proportion of time was spent on ‘Leisure and Recreational’ activities (7%). However, unlike the majority of leisure and recreational activities that take place in traditional adult day services, these activities offered through the project mainly involved enabling the beneficiaries to access local community facilities. This included access to local drama and dance groups, youth clubs, day trips to Barry Island and individual visits to local cafes. The relatively small proportion of inside leisure activities was largely accounted for by the ‘Summer School’ activity, which mainly took place within the school grounds. 

A significant proportion of time was also spent on ‘Assessment’ activities. These included initial assessments of each beneficiary to determine the best course of activities to pursue on their behalf, and follow-up assessments, for collecting further information about the beneficiaries’ to determine a person centred plan of action. This category also included vocational profiling activities, with job coaches attempting to discern the beneficiaries work preferences and abilities in order to target suitable jobs. Encouragingly, 70% of time spent on this activity took place outside of the school buildings. This reflects best practice, suggesting that assessment was taking place in ecologically valid locations, as the beneficiaries undertook activities. This provides a better representation of what the beneficiaries are capable of doing, compared to traditional psychometric testing and ability based questionnaires, which sometimes underestimate what people could do given the appropriate type of support, and often concentrate on people’s limitations, rather than their abilities. 

Figure 8 also shows that there was a significant amount of time spent on ‘Home Visits’ with the beneficiaries and their carers/parents (7%), with the overwhelming balance of this activity taking place outside of the school grounds (99%). Again, this is encouraging; parents play a crucial role in determining the destinies of their children. The project was able to extend their participation beyond the more formal settings of parent days and meetings within the school, offering opportunities for families to become more engaged in helping to develop and plan their son or daughters future. Research has shown that the successful transition from school into meaningful adult lives can be greatly determined by the extent that parents are encouraged to participate and contribute in the planning process.

The project team also spent a significant amount of time in ‘Meetings the Parents and Beneficiaries’ (9%). Much of this activity involving direct support was taken with PCP planning activities, sometimes with a parent or advocate present, but mostly involving just the beneficiary. Interviews at home were also conducted by the job coaches and the youth worker. Activities which accounted for a large portion of inside activity included meetings within the school with beneficiary pupils, and PCP activities, with the planner working alongside the beneficiary through Circles of Support and MAP approaches.

A large proportion of ‘Preparation’ activities also occurred, accounting for 7% of all time spent on direct activities. This category included activities such as Preparing for PCP meetings, which involved the PCP person developing pictorial aids on the computer to assist those who had difficulty reading and remembering things to make choices and developing Circles of Support networks. It also involved gathering equipment for outward bound activities, and planning for meetings and group sessions with the participants. The majority of Preparation activities took place inside the school buildings (76%). 
Extent of Support Provided to the Beneficiaries

Each beneficiary received a mean average of 110 hours of support when both direct and indirect support time is taken into account and 67 hours of support when only direct support time is calculated. Figure 9 shows that there was a wide variation in the amount of support provided to each beneficiary on the project (Range = 0.5 to 420 hours, median = 37.8 hours). It shows that the largest proportion of beneficiaries received less than 10 hours support over the duration of the project this accounting for 29 beneficiaries (32%). This may partly reflect the fact that many of the individuals had received preliminary assessments and were waiting to be more fully involved in the project. It also reflects the fact that the beneficiaries entered the project at different times, therefore, some participants had been involved for a longer period than others and had received more support time. This notion is supported by the data, which shows that all of the six participants receiving over 200 hours of support began their participation in Month 2 of the project, while over 50% of those receiving less than ten hours joined the project following month 16.  This reflects the reality of a phased project where intensive input is required by young people.

Figure 9 also shows that 23 beneficiaries (26%) received between 11 and 50 hours of support. The remainder of beneficiaries received significantly higher amounts of support, with 48 beneficiaries (42%) receiving over 51 hours of direct one on one support time. Of these, 18 beneficiaries received between 51 and 100 hours of support, 13 received between 101 and 150 hours of support (14%), and the remaining 11 beneficiaries received more than 151 hours of support each, with 1 beneficiary receiving 420 hours of support over the duration of the project. 

Interestingly, no correlation was found in the data between the level of disability of the participants and the amount of support provided. Infact, the results suggest that participants who were perceived as having high ability levels were more likely to receive more support. This notion is supported by the fact that all 6 of those receiving over 200 hours of support, were rated as requiring infrequent or no assistance in daily living through the ICAP forms. This reinforces the notion that some students, with higher support requirements, may have been being overlooked by the project.
Figure 9: Extent of support provided to each beneficiary


[image: image5.wmf]
Figure 10 shows that, although 29% of the beneficiaries received support from only one member of the project team, the vast majority received support from more than one source. Twenty-one percent had received support from 2 team members, and the remaining 50% had received support from between 3 and 8 project staff. In 8% of cases, the beneficiaries had received support from all 8 members of the project team. These results confirm the extent that joint working was taking place, with different beneficiaries receiving targeted support from a variety of specialists.  

Beneficiary Integration
Traditionally, adult day services, despite locating many activities in outside locations, usually involve congregated group activities. If Promoting Independence is to reverse this trend, then it would be expected that the beneficiaries would be gaining access to activities in integrated environments, involving their non-disabled peers. Conversely, activities that take place outside of the school buildings but involving groups of disabled people can be considered as poorly integrated activities. 

Figure 10: Source of support to beneficiaries across the project team


Figure 11 shows that of those activities taking place outside of the school buildings, over half were in what can be considered to be integrated environments involving only other non-disabled participants (52%). Of the remaining activities, 37% involved both disabled and non-disabled groups of people and only 11% were in what could be considered non-integrated settings, taking place exclusively with other disabled students. This shows that an effort was being made on the part of the project team to include the beneficiaries in activities with their non-disabled peers, in integrated environments. This has the potential to create a diversity of choices for the student, accustoming them and their parent/carers to undertaking activities other than those provided through the school, and creating the potential to establish, at an early age, social networks that extend beyond the beneficiaries’ immediate school friends and families. 

Figure 12 Shows a breakdown of integration by the type of activities undertaken by beneficiaries, and the proportion of time that involved, and did not involve, other people with a learning disability. It shows that certain enabled more integration with non-disabled people than others. It shows that 7 of the 8 activities summarised mostly took place in integrated environments. This included ‘Community Visits’ (85% of the time), ‘Skills Training’ (64%), ‘Job Coaching’ (98%), usually taking place in fully integrated work settings, ‘Travel Training’ (96%), ‘Meetings’ with the beneficiaries and their Parents/Carers (90%) and Home Visits (65%). ‘Assessment’ also mostly took place in integrated settings (68%) suggesting that, in line with best practice, most of this type of activity was taking place in ecologically valid environments. This is important, research has shown that assessment based on third party interviews and questionnaires, often underestimate what people with disabilities are capable of doing given the opportunity to engage directly in activities and provided with the right type of support. The fact that ‘Initial Assessment’ and ‘Care Planning’ occurred more often without other people with disabilities being present reinforces the point that in these activities the project team were working directly one-to-one with the participants, in integrated environments and locations. 
Figure 11: Extent of integration of the beneficiaries - Amount of direct contact time (percentage of person hours) spent outside of the school buildings

Figure 12: Extent of integration broken by activities undertaken

Only ‘Recreation and Leisure’ activities scored relatively poorly on integration, with 1 in 4 of these activities taking place in integrated settings, a further half being partially integrated and the remaining 1 in 4 in non-integrated settings involving only disabled participants. Further analysis of the activities involved in this category showed that a large proportion of time was spent on ‘Summer School’ activities. This involved leisure and recreational activities, often in segregated groups inside the school grounds. Furthermore, many of the ‘Outward bound’ activities, associated with the DofE award, took place in only partially integrated activities involving, in the majority of cases, more people with a disability than without. This may undermine the potential of these activities to enable the participants to communicate with non-disabled peers and other students undertaking the activity and creates a negative image of those involved. The challenge for both of these activities will be to encourage larger numbers of people without learning disabilities to become involved, so that the proportion of people with and without disabilities approximates more closely to the number of people with disabilities in the general population.  

Friendship Networks

Data from the PI project suggests that many of those attending the school had few close friends who visited them outside of school for recreational activities. Figure 13 shows that over half the children were reported to have no close friends who visited the house for recreation outside of the immediate family circle. More encouragingly, 35% of parents reported that their child had between 1 and 4 close friends, with the remainder having over 4 (range= 5 to 11). Anecdotally, when the questionnaire was distributed to a group of 14 to 17 year olds attending a local youth club, the average number of close friends reported was 7.4 close friends per youngster (from 22 returned). Although more research is required in this area, these findings suggest that there is a significant disparity between the friendship networks of children with learning disabilities and their non-disabled peers. 

Figure 13:  Percentage of close friends reported by parents
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Further analysis of the data showed that the project had no significant impact on these social networks as evidenced through the questionnaires. Later case studies revealed that some particular friendships had emerged as a result of the project, but the overall impact appears to have been slight.  

Extent of Peer Friendships

Figure 14 shows the extent that the close friends reported by parents where in the same age group and were disabled. It suggests that just over half of their friends were disabled, and that just over half of the close friends reported had a disability and, were within the teenagers age group. When the numbers Figure 14 also shows that when the number of friends without a disability and of the same age were calculated for each student, less than 1 in 10 (95%) were of the same age and did not have a disability. This reinforces the importance to provide children with opportunities outside of school to mix with children in their age group, in more integrated surroundings. 

Figure 14: Percentage of close friends without a disability and of same age.

[image: image7.emf]
These findings support other findings
 suggesting it is difficult to establish social networks for the client outside of the activities being set up through the projects and indicates the need to find ways of enabling the clients to bond more fully with those peers they are undertaking activities with on the project. This said, there is no way of telling whether the project will have a longer term effect on these networks, should the teenagers move into integrated environments at post school age. This does not, however, preclude the need to develop more creative ways of enabling these youngsters to gain access to a wider friendship network during their teenage years.  
Parental Views

Parental views were canvassed through the questionnaires (Months 3, 10, 17 and 24), and two focus groups conducted by the researchers during months 22 and 24. The questionnaire return rates were generally high, with 45 from 73 returned at month 3 (62%), 49, out of 81 at month 10, (60%), 35 of 69 sent at month 17 (42%), and 45 out of 73 sent at month 24 (61%). 

Overall Impact of Project on Parent Carers

Figure 15 shows the reported impact that the project had on the beneficiary and their parents, carers and families. The figures in brackets represent the results at project month 12. It shows that over the project duration the project had an increasingly positive impact with 17% of parents/carers reporting that the project had had a ‘major’ impact on their lives, compared to only 5% at month 12; and 42% reporting a ‘significant’ impact, increasing from 12% at month 12. This suggests that the work of the project team was generally perceived to be beneficial to the young people and their families. 

Many of the comments made by parents support this view. For example, one parent, whose son had moved from Trinity Fields into a full time paid job, commented:

“Without Promoting Independence he would not have achieved his position in the job. It has given his self-esteem a major boost and given him the prospect of independence that a short time ago was unthinkable”
Another parent whose daughter had received travel training from within the team reported:

“The project has got him used to travelling on the bus between his home and his Nan’ in Bargoed , which has given him a more independence.”

Another parent commented:

“Promoting Independence has been a major lifeline to us during this time. I had major concerns regarding A’s mental health, which was resulting in him becoming isolated. The project team have worked wonders, and while A still has a way to go, he is a happier child for their input.”

Figure 15: Reported Impact of Project at months 12 and 24.
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Yet another parent commented:
“B is now competent at dressing and eating himself without the autistic tendency of doing things out of order. He also now has basic communication skills, he’s more sociable and willing to enter a public place that is chaotic and noisy.  Basically, our withdrawn child has developed into a socially well behaved young man whom we can be proud to take anywhere.”
Another Parent commented:

“Person Centred Planning focussed the family and a close circle of friends to 6 things C wanted to do. By the end of this month we will have completed the first steps in the plan for the next 6 months. He has enjoyed a 6 session work experience, is currently accessing a drama group, and is currently being travel trained. Without this project C would have had none of these experiences. He very much wants to be out there doing what he sees his peer group doing.”

The numbers of those claiming that the project had had some a significant impact or better is impressive and is of immense credit to the project team. Parents also raised concerns about their child leaving the support of the project when they leave school. This comment is representative of others :

“My big concern is looming large; C will be 20 in January. There is nothing that will continue after this. Even ordinary youngsters take until their mid 20’s (and later) to get themselves sorted out; Job, home social life etc…. What chance does C have without this sort of project?” 

Another person was hesitant to complain :
“Sorry to be negative, but without the support avenues of opportunity this project has brought I am very scared for the future.”

Although most of the comments made by the parents were encouraging, 23% of parents and carers of the beneficiaries rated the project as having ‘little or no impact’. Many parents felt that they had not been kept up to date and had little say in what their son or daughter did during the project. Some parents complained that they had received no information regarding what the project was about. As one parent stated: 

“I heard about the project from a flier and that was it. I received no other information regarding what the project was about, or what was happening on it.” 

Another parent stated:

“This is the first time (the focus group) that we have had the chance to talk about what is happening on the project and what it is about”. It would have been nice to be included more even if my son was not directly involved in the project at the moment.” 

During the parent focus group, those Parents whose sons and daughters had not been involved in the project were, understandably, annoyed. One parent commented that there seemed to be no rationale for deciding who was eligible to take part in the project. Another said that the project was only supporting the most able children and excluding those with higher support needs, including her son. 

These comments suggest that there was a need to include the parents more in the planning and implementation of the project. Research has shown that the engagement of parents, especially those of a younger age, is crucial for taking the modernisation of day services forward, and that there are advantages and added value in creating effective procedures to allowing the opinions and views of the parents and carers to feed into care plan packages and person centred planning arrangements.

Impact on Parent/Carer Expectations

Figure 16 summarises the beneficiaries parent/carer’s expectations over the course of the project as reported on the questionnaires. It shows that there were no significant changes in rating on any of the categories over the project duration. Although this could be viewed negatively, it remains to be seen whether these expectations change in the longer term as the project works more closely with the beneficiaries of a younger age and as the beneficiaries move into adulthood. 

Figure 16: Average rank scores of parent expectations over the project duration

The results suggest that, overall, most parents expected their son or daughter to remain living in the family home following school (mean=4.35) and few were optimistic that the beneficiaries would live independently in the community.  Figure 16 also shows that the parents and carers had high expectations that the beneficiaries would attend a college of further education on leaving school (4.35), and many rated this as a higher expectation than attending a local day centre. This follows a national trend of school leavers with learning disabilities progressing into colleges, rather than ATCs. This is encouraging, as college represents a legitimate and typical route to increase the beneficiaries’ marketable skills and develop wider social networks. However, research has identified a lack of progression through many of these formal college routes. This stresses the continuing need to extend transition planning beyond the school to include developing integrated courses and activities within the college and progressive routes into mainstream activities including employment. 

Figure 16 also shows that overall the parents/carers felt that their child’s chances of obtaining paid or unpaid work was ‘neutral’ to ‘poor’ (mean 2.5 for each), suggesting the need to work more closely with parents to raise their expectations and awareness of the potential range of integrated environments and independence this activity can provide. Interestingly, most parents were adamant that the clients would not stay at home and do nothing all day on leaving school (mean=1.8 suggesting  ‘poor’ to ‘no chance’).

Project Team Views

Major Successes

One of the key successes of the project, identified by the project team, was the development of joint working between the team members. At the start of the project, staff reported that they were unclear as to how the different specialist roles within the team would merge and combine to deliver a coherent service. However, over time, as each member of the team became more familiar with their own roles and those of their colleagues this had changed. This notion is supported by Figure 10 that showed that most of the beneficiaries had received support from more than one member of the project team, and in some cases the clients had received support from all the team members. 
The team provided many examples of the development of compatible roles and joint working. Person Centred Planning approaches had fed into the Job Coach role, by enabling some beneficiaries to identify their preferences for work, determining and directing the types of job targeted by the job coaches. The PCP role had also produced ‘Life Stories’, that had fed into the one-on-one discussions and sessions between the Psychologist and some of the beneficiaries. In other instances the work of the OT had identified one person who displayed inappropriate sexual behaviour. This had led to one-to-one sessions with the beneficiary, their parents and the project Psychologist to help them address these issues. Another example of joint team working was the use of the OT to support the beneficiaries to travel independently. This had freed up the Job Coaches to concentrate on supporting the beneficiaries in work settings, and had led to some beneficiaries travelling independently to the work sites and other locations.  

The group had also developed links with other agencies including not only other local schools and colleges, but also links with Employer Groups, Social Services Departments, National Children’s Homes, and the Integrated Children’s Service. Here again, joint working was feeding into the practices of these agencies. For example, the details from Vocational Profiling undertaken by the job coaches, along with some PCP information, was informing the local college about the types of activities and careers that the beneficiaries wished to pursue.  The hope is that this would lead to a more individualised programme of courses on the part of the college, with the beneficiaries more engaged in integrated teaching and social activities associated with typical college life.

The group was also beginning to establish links with local adult services, developing lines of communication to pass information between the project team the beneficiaries, and those responsible for delivering day services.  This can be seen as very encouraging, research suggesting that, if individualised plans developed during people’s childhoods and throughout schooling can be operationalised, then this can lead to day services tailored more specifically to individual choices.  

By April 2005, Person Centred Planning activities had taken place with 10 individuals.  Three of these had linked up with a peer supports project being run within the school. This had had a number of positive outcomes including establishing a wider social network for the beneficiaries, providing in one instance the opportunity for the beneficiary to go swimming with a group of their non-disabled peers. Joint working was also being established via the ‘Circles of Support’ approach. Three beneficiaries had been enabled to develop their circle and these often involved a cross section of stakeholders, including Parents, Teachers, close friends of the beneficiary and the PCP coordinator. In one such session, the Circle of Support had led to a beneficiary deciding whom they wanted to invite to their birthday party. Previously, the beneficiary had been told by others whom would to be invited to events in his life. In this case 32 individuals attended. In one instance, the PCP planner had identified one beneficiary’s love of music, and consequently, was able to help the person to appear on the televised version of Top of the Pops. 

Another success that had developed from the project was the establishment of a series of job tryouts. These are short ‘tasters’ (i.e., short, unpaid, time-limited work experiences) that took place in integrated work sites to allow job seekers to sample a variety of different jobs and work cultures. These have been put forward as opportunities to enable people with learning disabilities to learn what jobs are available, identify their skills, and make self-determined decisions about the jobs they choose.
 They are also not dissimilar to what happens in ordinary schools were older children embark on work placements to get a feel for what it is like to work and develop informed preferences about their future careers. As of April 2005, the job coaches had negotiated 6 tryout sites in diverse work places including work in the music department in ASDA, a local Recycling Plant and a local McDonald’s.  

The group perceived that the biggest success of the project had been one of the beneficiaries who had obtained a full time job working with a recycling team on leaving school. This was the first pupil in many years to go directly into full time paid employment from Trinity Fields School. This success was made greater by the fact that the parent of the beneficiary did not think that it was possible for her son to obtain and keep a full time job. Since then, her expectations have completed a full circle and she now believes that he will be employed throughout his adult life and she has become one of the strongest advocates for the project. Many of the successes identified by staff during the project involved the beneficiaries learning skills that increased their potential to be independent from outside help. This included teaching one beneficiary banking skills, so that they could withdraw money from the bank teller, or, from a Cash Point. One person had been enabled to join the local library and had been supported to learn how to take out and check-in books. The OT had worked with this same person to develop their travel training skills and they were now able to go to the library independently and are applying for a bus pass.  
Another individualised success of the project had been to enable one young male beneficiary to access a local integrated youth club via the Youth Worker. This had enabled the beneficiary to ‘learn how to play’ and how to knock on a friend’s door to see if they wanted to come out to play. One positive knock-on effect of this had been that the beneficiary had learned how to travel independently too and from the youth club and was now generalising these skills to travel to other local areas.  The group also highlighted the teams’ success in enabling a beneficiary to access a local dance group. The beneficiary had reportedly grown in stature since attending. At first they would not accept the support of others in the dance group and instead relied upon the support of the Youth Worker. Over time, however, the beneficiary had begun to grow in confidence and stature and was now attending independently and with the acceptance of support from others in the class. 

Barriers and Issues Raised
The project team raised a number of issues that they felt acted as barriers to the main aims of the project. One concern that was consistently raised by many in the project team was that they felt unclear about their roles within the overall project. This took two forms: first, the relatively new approaches adopted in parts of the project meant that some of the team had little prior knowledge or expertise in the specific roles they were employed to undertake. Second, given the diversity of expertise of the different team members, many found it difficult to perceive their own roles in relation to the rest of the team. These issues are understandable given that the project aim was to test out and develop collaborative partnerships between the team members. This ‘organic’ approach meant that it took some time identify compatibilities and opportunities for joint working within the project team and was linked to the large proportion of time spent in indirect support.. 

Over time, however, each team member’s role had become clearer as they learned about each others and their own roles, and through ongoing planning meetings utilising MAP and Path techniques to reiterate the overall aims of the project and plan a way ahead for joint working and collaboration. By month 14 of the project, the project team felt that they had not only developed their own expertise within the project, but also more fully understood their own roles and those of the other team members. They had also developed many compatible and complimentary roles. This is supported by the fact that, by project month 24, all of the team felt that joint working within the team had been one of the projects’ biggest successes. 

The attitude of some of the parents and teachers was identified as a major barrier towards the project aims. Some parents, it was felt, had no expectation that their son or daughter could become more independent and some were being overprotective and/or non-supportive. This could reflect the fact that many parents expressed feelings of isolation and exclusion from the project. Many in the project team acknowledged that more work could have been undertaken to develop parent forums and focus groups and to keep parents on board and up to date as the project progressed. This suggests the project did not fully embrace the opportunity to assist parents to organise themselves to become more active and engaged in the implementation of the project. This is supported by the fact that the first parent focus group occurred at month 20, and was convened by the researchers. 

Similar barriers were reported for some of the teachers who were perceived to have negative views about the project and some were reportedly not completing the forms developed to refer students to it. Some teachers reportedly viewed the project team as an extension of Trinity Fields curriculum. The location of the project within the school grounds added to this perception; often, project team members had been drawn into performing school duties as cover during teacher absences or for special events such as school plays. Some of the team felt that the teachers had not been provided with enough information during the first 12 months of the project. This was a view supported by the teachers as described in a later section. Unsurprisingly, one of the biggest barriers reported by the project team were the high staff turnover rates. This had not only resulted in periodic gaps in the provision offered, but also had time implications and new team members and existing ones having to form new working relationships. The project team felt that they were able to cope with this issue, offering induction training and moulding the expertise of the new employees, with those of the project team as a whole. 

The project team also identified barriers to the beneficiaries undertaking part-time paid work for the students. The job coaches had managed to secure some paid part time work opportunities, but the students were considered by the project team as either unwilling to take the jobs, were not considered ready for work, or had not reported their desire to work through their personal plans. The low expectation of parents was also seen as a significant factor in preventing the beneficiaries from moving into part time paid work. Many parents did not believe their son or daughter could work for pay at competitive production levels. This suggests a number of issues relating to how the project members, beneficiaries and parents perceived the possibility of paid work as an option. Given the success of other projects in achieving these goals, a way should be sought to overcome these barriers.

Beneficiary Views

A total of 11 beneficiaries took part in the focus group and their views were recorded by the group facilitator. Virtually all the beneficiaries said they would like a paid job when they left school, while the remainder expressed a preference to go to college and then into a paid job. The beneficiaries were also explicit about the type of careers they would like to pursue. This included working in an office, joining the Police, work in the local McDonalds, working on delivery lorries, and becoming a Postman. Others had enjoyed certain aspects of their work experience including stacking shelves in a supermarket, handling books in a library, and working in Blockbuster Video Store. One beneficiary had enjoyed going out in the Post Vans and the fact that they finished work early at midday. 

Some of the beneficiaries who had been on the job taster sessions were also able to indicate the areas of work that they would not like to pursue. This included working in a factory, which one beneficiary had found a “noisy and messy” working environment and undertaking work experience in McDonald’s led one beneficiary to state that they had felt overwhelmed by the pressure of that job. Most of the beneficiaries who had taken part in the job tasters stated they would have liked to have tried more jobs out in order to develop their work choices.  

This is an encouraging result, and it suggests that the expectations of the beneficiaries obtaining paid work on leaving school or college had been raised by the project, and that the beneficiaries were developing preferences about the sorts of jobs they would and would not like. It remains to be seen whether these aspirations will be realised. However, the specific nature of the preferences expressed by the beneficiaries has the potential to feed into college courses that match their career aspirations and create specific areas for job targeting through adult supported employment services.

The beneficiaries also pointed out other aspects of the project that they had enjoyed or benefited from. This included learning money handling skills, becoming more independent through travel training, working on computers, especially learning how to surf the internet, and learning what is appropriate and inappropriate behaviours in certain social contexts. All of the beneficiaries stated that the project had helped them to develop their skills and in some cases, people reported that their experiences had helped them to become more confident about leaving school and had helped them to learn how to talk to people other than their school friends.  

Teacher Views

Teacher views were canvassed from questionnaires sent out at months 3, 9, 15 and 24. Generally, the teachers views were positive about the project. As one teacher stated

“Some very positive results have been seen with some pupils. I look forward to seeing the project grow and being a part of it.”

Another teacher stated:
“The project has filled the gap between school and adulthood.” 
And another:

“All 14 to 19 year olds will be involved. This will impact the curriculum delivery within classes.”
As with the parents, the project appeared to have little impact on the expectations of the teachers. This is shown in Figure 16 which suggests that the highest expectation of the teachers was that the beneficiaries would leave school and attend a college course, followed by attending a local ATC with the expectation of  the beneficiaries obtaining a paid job being the lowest expectation. 
Figure 16 :  Teacher expectations for Trinity Fields pupils – Mean rank

Also in line with the parents’ comments, many teachers felt isolated and disengaged from the project. As one teacher commented:

“I would like to know more about the project and the peoples’ roles who work in the team.”

Others stated:
“ I was absent when the team did the presentation, so I do not know what PI is all about.”

“We need more information to keep us up to date.”

“I have lost track as I am not directly involved.” 

“The project has not been well explained.”

Some of the teachers felt that the project was not relevant to them. As one teacher stated:

“Working in early years I have no contact with the project.”

And another:

“I work with 13 year olds so the project is not relevant to me.”
This suggests that, as with parents, there was a need to involve the teachers more in feedback sessions and in disseminating the outcomes and goals of the project on a regular basis to a wider teacher group. Despite this, some of the teachers reported that that the project had had a positive impact on the beneficiaries. One teacher stated: 

“Since P had been on the project he has really come out of himself. He is more confident in his lessons and generalises what he has learned through his work experience to his classroom activities.”
Other teachers highlighted the impact that the project had had on the curriculum, especially for the 16 to19 age groups. This included undertaking work-experience as part of the work preparation course, attending meetings with the PCP coordinator, the OT and the Psychologist and extending curriculum activities to include personal development in community locations and travel training activities. Some teachers suggested that they viewed the project as an extension of school activities and that the project team filled gaps when there were staff shortages. This reinforces the views made by the project team that often they were perceived by the teachers to be additional teaching staff and not a project operating separately from the main school curriculum.   

Section 4: Discussion, Conclusion and Recommendations

Discussion

Overall, the project fulfilled many of the aims established for the project. There was a steady growth in the numbers of students gaining access to the project which peaked at 90 beneficiaries at month 26, with, on average, each beneficiary receiving a significant amount of support from the project team. Although this fell short of the main project target, it was a commendable achievement given the high staff turnover rates. The beneficiaries were aged between 14 and 19, and there was a willingness within the project team to make an investment in those entering the project, who would not be destined to leave school during the project duration. Again this is encouraging, having the potential to feed into 14-16 transition plans and feeding into 16-19 plans for future service take-up. The proportion of male to female beneficiaries was also representative of those attending the school as a whole, which is encouraging as many previous work oriented projects have been biased towards male participants. 

Perhaps the biggest achievement of the project had been to establish coherent working patterns between the team members. This is represented not only in the opinions of the project team, but also in the fact that many beneficiaries had received support from a number of project team members. The evidence suggests that the support being offered was mutually complimentary and fed into a more coherent overall support strategy for these beneficiaries. This is also supported by the fact that the largest proportion of indirect support time was spent in meetings to discuss ways to progress with each beneficiary, developing coherent and agreed set of goals and objectives, and becoming acquainted with each other roles within the project. This is particularly encouraging given that in the early stages of the project the team members were often unclear of their roles and those of the other team members. These collaborative roles should be mapped and put forward as good practice for future projects seeking to provide a mix of support expertise.

The project had also managed to involve other local schools, extending the beneficiary group beyond Trinity Fields and establishing collaborative links with local school heads and teachers and was also beginning to establish links with local adult services, developing lines of communication to pass information between the project team the beneficiaries, and those responsible for delivering day services. This can be seen as positive because, if individualised plans developed during people’s schooling can inform further inclusion efforts by adult day or other services, this can only help consistency and progress for the individual. 

The project had also managed to deliver a large number of activities that took place in integrated settings outside of the school buildings, occurring during the day, at weekends and evenings. This is supported by results that showed that only 11% of time spent in activities with direct support did not involve other non-disabled people and took place inside the school grounds. In fact, over half of the activities involving direct support took place in integrated community settings. This had had a direct impact on the school curriculum with students in the 16-19 age group undertaking activities such as work experience, travel training and developing their social skills and competencies.  

The majority of direct support time was also delivered outside of the school buildings and took place in a variety of work-experience placements and local leisure and recreational locations. Such activity has the potential to enable the beneficiaries to extend their social networks, establish role models, and develop their independence skills based in ecologically valid settings. Other activities provided were directly aimed at enhancing the potential for the students to learn skills that would enhance independence in travel and increase their likelihood of getting on socially in integrated environments. Encouragingly, much of the direct assessment that took place was also conducted while the beneficiaries took part in integrated community activities. This extended to home visits, as the team attempted to coordinate their planning take into account parent views and opinions. 

The perceived impact of the project was also impressive, with over half the parents/carers reporting that the project had had a significant or major impact on the beneficiaries’ lives’. This impact was cumulative, with parents reporting a bigger impact as the project progressed. Among the successes reported by parents was increased self-esteem and independence, increases in engagement in activities and motivation and in some cases, especially one parent whose son had obtained a full time job on leaving school, raising parental expectations about their child’s potential to new heights.  This was encouraging not only in terms of the positive benefits the project had for the beneficiaries, but also in terms of the potential to recruit parents to advocate on behalf of the project. 

Issues Arising
Despite the many positive outcomes of the project, a number of issues also emerged that need to be raised and addressed for information for future projects of this nature : 
Level of Disabilities of the Beneficiaries
Two issues arise around the levels of disability of those accessing the project. The first relates to the potential of the project to report the level and type of disabilities of those accessing the project in an objective way. In this project it was not possible to get a comprehensive and objective description of the levels of beneficiaries being served by the project. Ethical concerns were raised by some in the project team about the nature of some of the questions contained in the ICAPs. This has three negative outcomes: i) it limits the scope for disseminating the results in professional journals that have strict guidelines for reporting empirical research based upon objective descriptions of the beneficiaries served; ii) it limits the potential to generalise the project findings to other groups of individuals with learning disabilities; iii) it limits the scope to make accurate predictions about likely outcomes using level of disability as a dependent variable. The second issue raised by the results that were based on the available ICAP and PACE scores, was that those accessing the project tended to be the more able young people in the school. This is also supported by parental views and is understandable given the innovative nature of the project and the need of the project team to demonstrate success. It is also a bias found in many adult services including supported employment provision. However, there is a constant need to ensure that transition projects of this kind, and the opportunities they provide to students, do not exclude those teenagers and their parents/carers perceived to have significant and complex support needs. 

Employment Outcomes  

Despite the employment focus of the project, the uptake of paid work on the part of the beneficiaries both during and following school was generally poor. One person had moved from school into full time a paid job working with a recycling team, while another had received a part time job in a video store while at school.  While this in an encouraging improvement on the numbers moving into paid work who had previously left the school, the project had failed to have a significant impact by failing to convert the work experience delivered by Job Coaches into paid work opportunities. 

The barriers identified in this area reflect those often expressed in other projects. Some members of the project team and some parents felt that many of the beneficiaries were not ready for work. Research in the area of supported employment has shown that procedures that attempt to make the clients ‘work ready’ can act as a significant hindrance to their progression into work as the criteria used to gauge the extent of ‘readiness’ is often based upon a comparison with the perceived abilities of their non-disabled peers. Research indicates that if students are carefully matched to the jobs they obtain and provided with the appropriate levels of support, then they can, at an early age, hold down paid jobs typical of their non-disabled peers.

 A further barrier identified by some project members, was that the desire to obtain paid work was not represented in some of the beneficiaries personal plans. This has a number of implications. First, it assumes that the choices made by the beneficiaries are based on awareness and understanding of what paid work entails and the benefits and value attributed to it by the rest of society. Low expectations, coupled with the segregate and congregate nature of the activities undertaken by the students, can seriously undermine the potential to make an informed choice around work. This suggests a need to link person centred plans with activities associated with the ‘Culturally Valued Analogue’ through the provision of paid employment and all it entails and developing a greater awareness of the value, pay and independence that paid work can provide. By the end of the project, almost all of those who attended the beneficiary focus group expressed a desire to progress into paid employment. It remains to be seen if these desires are reflected in the individual’s PCPs and carried through when they leave school and.

The consistently low expectations of some parents were also seen as a significant factor in preventing the beneficiaries from moving into part time paid work while at school. Many parents did not believe their son or daughter could work for pay at competitive production levels. This suggest a need to connect more fully with the beneficiaries and parents and to develop informing strategies that make the prospect of paid work more appealing the students and more credible to parents. It also suggest a need to increase the expectations of those on the project team to believe more fully that the outcome of paid work for students in this age group is a proven possibility. 

Parental Involvement

Although many of the parents and carers whose sons or daughters had been project beneficiaries reported positive overall outcomes, many felt disengaged from the project and in some cases excluded from it. Good practice has indicated that the potential for young adults to achieve their goals and aspirations and lead meaningful adult lives is enhanced significantly if parents and carers are enabled to be more engaged in the transition planning process. If parents are enabled to organise themselves they can become strong advocates for the clients, disseminators of good practice, and make demands for their sons and daughters in ways that service providers cannot. The results suggested that the project needed to develop parent groups to share knowledge and information about best practice and to have more say in the way that transition plans are formed and in shaping post 19 services to be more coherent and reflective of the clients’ individual aspirations. This can also raise parental expectations about what is achievable given innovative and creative methods of support and lead to joint working practice where parents are perceived by staff as advocates and not barriers to progression and parents perceive service staff as potential agents of innovative service delivery. 
Friendship Networks

Despite the provision of potentially integrative activity, the extent of the social networks experienced by both the teenagers who participated in the project and those who did not, were narrow and did not reflect the wider social networks developed by their non-disabled peers. Developing these extended networks has proved problematic in previous initiatives, including those that employ peer support approaches, and it remains to be seen if these networks expand due to increased independence as a result of the project as the beneficiaries leave school. Enabling clients to extend their social networks beyond those of their disabled peers should be a priority for any future projects. It is clearly not enough to support activity outside of the school. Selection of activity and settings, and the way in which setting organisers and non-disabled people participants are prepared to share their environment, needs to be sensitive to the aim of furthering social inclusion.

Relationship with Teachers 

Overall, the teachers were positive about the project and its impact on the beneficiaries. However, like the parents the teachers complained that they had been poorly informed about the main goals of the project and the progress being made. This had resulted in many teachers viewing the project with suspicion and unease and may have contributed to the misconception by some teachers that the project team were available to compensate when teacher shortages occurred. The locality of the project within the school may also have contributed to this perception, suggesting that future projects do well to establish their main headquarters outside of the school grounds within a local community location. Also, greater dissemination of the project objectives to the teachers in other participating schools may have overcome the misconception reported by teachers working with youngsters younger than 14 that the project was irrelevant to them. 

This may encourage the development of a regional strategy towards transitioning and assist in the long-term development of the project beyond the funding term. It also offers the potential to feed into the college curriculum to create a more individualised pattern of courses for school leavers, based on their own preferences and individualised transition plans. This may open the way for more integrated mainstream college courses for the clients, and opens the way for the college and adult day services to formulate a strategy of support in the college to become more inclusive in the social aspects of college life, maybe through the peer support model.
Recommendations

The project had fulfilled many of the project aims and provided examples of innovative practice that model good practice. It also raised many issues that need to be addressed by projects developed in the future. On the basis of this the researchers suggest that transition would be helped by schools:

· Developing potential to feed community-based experiences into the 14-16 and 16-19 school transition planning to help guide future decisions;

· Establishing coherent patterns of working between project team members with a diverse base of expertise and skills, through MAP and Pathways exercises and regular team meetings and discussions;

· Developing links with other special and mainstream schools and colleges to increase the collaborative boundaries beyond those of the host school;

· Developing a balance of activities that take place outside of the school buildings in integrated community locations including work experience, paid part time work, youth clubs, local dance classes and also other local leisure amenities such as libraries and through these develop the potential for students to establish wider social networks and develop non-disabled peer role models;

· Establishing skills training programmes for young people to encourage independence and social inclusion. This includes the establishment of travel training, working with those with aggressive and sexually inappropriate behaviours, and developing life skills involving independent shopping and banking opportunities;

· Developing ecologically valid assessment procedures based upon each student’s ability to perform in community based activities including work, leisure and recreational activities;

· Establishing contact with parents and carers in support of their son/daughters participation in community-based activity;

· Establishing objective indicators of the levels of disability for objective write-up and dissemination;

· Setting targets for numbers of beneficiaries that include some students considered to be among the most disabled in the school;

· Establishing links with post 19 provision to ensure transition plans feed into adult day service provision and Colleges of Further Education;

· Establishing the provision of paid work as an essential component in future projects and link this with the peer supported employment approach;

· Working closely with parents, project team members and teachers to raise expectations and awareness about the potential of supported employment;

· Ensuring that opportunities provided are based upon a ‘Culturally Valued Analogue’ so that beneficiaries can make informed decisions regarding their choice of work, leisure and recreational activities based on their experiences in typical activities and feed these into PCP and transitional plans; 

· Establishing parent forums and encourage their active engagement in the planning, and implementation of the project and to keep parents up to date with how projects are progressing;

· Exploring new and innovative ways of enabling students to develop their social networks to include more friendships between the teenagers with a disability and their non-disabled peers;

· Making frequent presentations to teachers to keep them up to date with progress, to encourage their input; and to make suggestions about how the project can be moulded around current school curriculum activities;

· Establishing a base outside of the school grounds to avoid any project as being seen as an extension of current school activity.

	Beneficiary
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(Day Month Year)
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Department:

Staff Name: 






Project Name:

Signed ………………………………………………             Manager’s Signature ……………………………………  Date signed…………..
Appendix 2

Key for Completing Timesheets (from June 1 2004)

1. Initial Assessment (e.g., ICAP, Care Planning Assessment, etc…)

2. Follow-up Assessment (e.g., ICAP, Care Planning Assessment, etc..)

3. Collecting further information (please specify – eg, meetings with Parents, Teachers etc)

4. Circle of support meetings

5. Person Centred Planning meetings

6. Administration – client focussed (copying/updating client files)

7. Administration – Other (e.g., Timesheets, funding stuff, etc..)

8. Telephone calls (please specify; Parent, Teacher, Client, Employer, Team member, etc..)

9. Home visits

10. Discussion (please specify; Parent, Teacher, Client, Employer, Team member, etc..)

11. Meetings (please specify; Parent, Teacher, Client, Employer, Team member, etc..)

12. Leisure activities with client (Youth club, Bowling, Cinema, etc…)

13. Recreational/outward bound (Specify; Physical Recreation)

14. Practical skills training

15. Social skills training (specify – Travel Training, Shopping, etc…)

16.  Preparation for activity (setting-up materials, developing PCP on computer, etc..)

17. Staff training event

18. Looking for paid employment (e.g., visits to worksite, meetings with employers at job)

19. Looking for work experience

20. Job coaching

21. Dropping off or collecting beneficiary from work place

22. Work in school (eg, teaching in class, fire duty, presentation to class)

Project Co-ordinator

23. Networking with colleagues from other agencies

24. Presentations to other agencies

25. Financial planning and budget preparation

26. Staff supervision (please specify formal or informal)

27. Recruitment and selection

28. Child protection

29. All Other (please specify)

Appendix 3: Confidential Parent Questionnaire

Your name:




(age)

Date:

Your Son/Daughter’s name:



School attended:

Your Expectations

1. Which of the following options do you expect your son/daughter to do when they leave school During the Day? (please tick, can tick more than 1) 


Attend a Sheltered Workshop



Get a paid job 




Attend a College of Further Education 

Attend a Day Centre


Live Independently in the Community

Get an Unpaid Job


Stay mostly at home with 



Move into group house

Family or Carers


Remain living in family home



Other (please describe)
2. How do you rate your son/daughter’s chances of achieving the following when they leave school? (Please tick):
	
	Very good
	Good
	Neutral
	Poor
	No Chance

	Getting a paid job
	
	
	
	
	

	Living independently in the community
	
	
	
	
	

	Getting an unpaid job
	
	
	
	
	

	Attending a college of Further Education
	
	
	
	
	

	Attending a Day Centre
	
	
	
	
	

	Remain living in Family home
	
	
	
	
	

	Attend a Sheltered Workshop
	
	
	
	
	

	Do nothing stay at home
	
	
	
	
	

	Other (please describe)
	
	
	
	
	


Social Networks and Leisure Activities

3. Outside of the family circle, how many close friends does your son/daughter have?

(e.g. those he/she goes out with or who make regular visits to your house)



Number of close friends
4. How many of these close friends has a disability?


Number of close friends with a disability 

How many of these close friends are the same age as your son/daughter? within 2 years)


Number of close friends same age 

5. Please indicate which of the following activities your son/daughter does which does not involve their school:

	Activity
	Please tell us what they do

(e.g. football, chess club, bingo, ten-pin bowling)
	Please tell us the day and  time of the activities
	Does the activity take place with other children with disabilities?
	Does the activity take place With family and close friends?

	Sport
	
	
	
	

	Shopping
	
	
	
	

	Youth Club
	
	
	
	

	Disco
	
	
	
	

	Go for walks
	
	
	
	

	Pub/Bar
	
	
	
	

	Cinema
	
	
	
	

	Clubs (chess, reading, scouts)
	
	
	
	

	Hang out with friends
	
	
	
	

	Other (please describe)
	
	
	
	


Impact of Promoting Independence project


Yes

No


6. Have you heard of the Promoting Independence Project?

Have you had contact with the project?

Please indicate what impact the Promoting Independence Project has had upon you or your child’s life (please tick)


Major impact

Some impact 

Little impact

No impact



Please explain


Any other comments

Appendix 4

Questions for Project Team Members

Promoting Independence Project.

Training Room.  Trinity Fields School. 27th April 2005.
1) How has team working developed throughout the course of the project?

2) What part of team working has worked well?

3) What parts of team working could have worked better? 

4) What have been the major successes of the project?

5) What have been the biggest disappointments of the project?

6) What impact has the project had on you personally?

7) What impact has the project had on those around you? 

8) What have been the biggest barriers facing you?

9) How do you feel we could best overcome these barriers?

Any other Issues

Appendix 5: Confidential Teacher Questionnaire

School attended:



Date of Completion:

1) How well do you feel you understand the ‘Promoting Independence’ project?


Very well 

Well 

Not Well

Not at all  


2. Given what you know of the project, how successful do you feel it will be in achieving the following aims? (please tick):
	
	Very successful
	Moderately successful
	Not successful

	Enabling students leaving school to obtain a part time or full time paid job 
	
	
	

	Enabling students attending school to obtain a part time paid job
	
	
	

	Enabling students leaving school to gain greater access to integrated community facilities (e.g. disco, cinema, youth club)
	
	
	

	Enabling students attending school gain greater access to integrated community facilities 
	
	
	

	Enabling students leaving school to increase their social network of people who do not have a disability
	
	
	

	Enabling students attending school to increase their social network of people who do not have a disability
	
	
	

	Any other comments:




3. Please rank in order (from 1 to 6) what you feel most students (with disabilities) will do upon leaving your school?

in your school leaving school? (where a rank of ‘1’ represents most school leavers and a rank of ‘6’ represents the least number of school leavers)







Rank

Attend a Day Centre


Get a paid job


Get an unpaid job




Attend a College of Further Education

Relatively inactive, stay mostly at home

Attend a Sheltered Workshop

4. How much effect is the project having on current school activities?


Major effect

Some effect 

Little effect

No effect


5. Please use this section to make any additional comments you have about the project


Thank you for completing this questionnaire.
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Appendix 1 – Activity Timesheet
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