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This piece of work was commissioned by 
Highlands College in Jersey. Leading academics 
at the IOE, UCL’s Faculty of Education and Society, 
completed a review of international best practice 
and drew on research evidence in key areas which 
cover: enrichment and global citizenship; future 
and digital skills; health and wellbeing; mentoring 
and coaching; and next steps into employment, 
further and higher education. Informed by 
the specific interests of the college, previous 
work undertaken by the Edge Foundation and 
guidance from Dr Lynne Rogers, it was agreed 
that the literature would focus on particular case 
studies (Australia/New Zealand, Canada, Finland, 
Scotland, US, International Baccalaureate, Northern 
Ireland and England), as an initial point of inquiry 
from which to investigate and build upon. This 
information confirmed the proposed approach to 
the College’s developing curriculum offer.

The full report including all literature is  
available here.

This executive summary sets out the key messages 
from the literature reviews undertaken. 
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�Holistic Educational Frameworks 
and the Development of 21st 
Century Skills
Internationally there is a broad consensus that the 
curriculum offer for young people needs to be refreshed 
for young people to thrive in the world when they move 
into employment. Particular attention has been given to 
the importance of 21st century skills or competencies in 
recognition that subject siloed, high content knowledge-
based curricula are not in themselves sufficient. These 
broader learning goals, often referred to as non-
cognitive skills, capabilities, competencies or 21st century 
skills include critical thinking, problem solving, creativity, 
curiosity, interpersonal and communication skills, self-
regulation, grit, entrepreneurial skills, teamwork and 
craftsmanship.

Similar to the approaches taken to career education 
discussed in Next Steps, there are three different 
approaches to implementing curriculum frameworks 
that focus on 21st century competencies: adding 
new subjects or new content within existing subjects, 
integration as cross-curricular competencies or 

transforming the curriculum (Voogt & Pareja Roblin, 2012). 
Alongside this are considerable pedagogic challenges 
that require a shift from teaching as the transmission 
of knowledge to learning environments that focus on 
authentic learning activities, collaborative learning, 
problem solving and one in which students actively 
construct knowledge.

In Finland, for example, transversal competences have 
been emphasized since 2014 and have been integrated 
into the aims of various school subjects. They include: 

1.	� thinking and learning to learn

2.	 cultural literacy, communication and expression

3.	 managing daily life, taking care of oneself and others

4.	 multiliteracy

5.	 ICT-skills

6.	 entrepreneurial and work life skills

7.	� participation and building sustainable futures  
(Finnish National Board of Education, 2016).

They are emphasized in collaborative classroom 
practices through engaging students in multidisciplinary, 
phenomenon- and project-based studies. Underpinning 
the implementation of the curriculum was a sustained 
teacher education development programme which 
offered a supportive environment for teacher educators 
and teachers to familiarize them with 21st century 
competences and to help them plan teaching and 
learning strategies that support these competences 
(Müller et al., 2010).

Successful implementation of new educational 
frameworks requires strong stakeholder engagement, 
professional training and development for staff 
and a clear vision. There remain challenges in 
reconceptualising assessment of 21st century 
competencies in a meaningful way. 
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Mentoring and Tutoring
The mentoring of students is an extremely popular 
intervention throughout the world. Mentoring 
programmes worldwide vary depending on whether 
they are based in schools, colleges or the community, 
on the type of support offered, whether informally or on 
a weekly basis, the duration of the programme, and on 
the aims of the mentoring provision, such as academic, 
behavioural, cultural, interpersonal, psychological, and/or 
vocational goals. Within this variation there is a consensus 
of three key elements:

1.	� The mentor is someone with greater experience than 
the mentee,

2.	� The mentor offers guidance or instruction to facilitate 
the mentee’s growth and development, and

3.	� The importance of the emotional bond between 
mentor and mentee.

Meta-analyses have drawn attention to the positive 
impact of mentoring in relation to emotional, behavioural 
and educational domains (DuBois et al., 2011). There is 
evidence that mentees are likely to perform better than 
their non-mentored peers (Eby et al., 2008) and they 
report positive interpersonal relationships (DuBois et al., 
2011; Eby et al., 2008). 

The duration of the mentoring relationship is important. 
Mentoring relationships over one year, with frequent 
and consistent meetings, are associated with better 
outcomes (DuBois et al., 2011; Farruggia et al., 2011; 
Rhodes & DuBois, 2006). Those of short durations are 
associated with negative outcomes, including a decrease 
in global self-worth and self-esteem. 

Mentors and mentees need to be matched appropriately 
and with thought (DuBois et al., 2002; 2011). Research 
suggests that matching mentors and mentees based on 
similar interests is more important than matching on race 
or ethnicity.  

The recruitment of mentors, the training offered, and 
their ongoing motivation are all factors that contribute 
to effective programmes (DuBois et al., 2011). Ongoing 
training is imperative to sustain mentoring relationships 
and ensure good-quality relationships (DuBois et al., 
2002). International research (e.g. DuBois et al., 2002; 
Rhodes et al., 2000) has found that parental support and 
involvement in mentoring enhanced the effectiveness of 
programmes.

Decisions need to be made about the aims of the 
mentoring programme, whether this is one-to-one or in 
groups, face-to-face or online, and how provision needs 
the meets of all young people. The literature also draws 
attention to the importance of evaluating mentoring 
provision. Examples of frameworks for evaluation can be 
found in MENTOR (2015) and Taylor et al. (2017).
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Health and Wellbeing
For over twenty years the health and wellbeing of 
children and young people has become an increasing 
concern and focus in many jurisdictions across the world. 
Alongside this schools and colleges, policy makers and 
governments have become aware of the importance of 
education in developing students’ wellbeing and health 
in addition to academic outcomes and performance.

Overall, the literature suggests that:

1.	� Students with better health and wellbeing are likely to 
achieve better academically.

2.	� Effective social and emotional competencies are 
associated with greater health and wellbeing, and 
better achievement.

3.	� The culture, ethos and environment of a school 
or college influences the health and wellbeing of 
students and their readiness to learn.

4.	� A positive association exists between academic 
attainment and physical activity levels of students 
(Public Health England, 2014, p. 4).

Since the late 1980s there has been a shift in approach to 
health and wellbeing, from focusing on the behaviour of 
the individual to a more holistic approach that recognizes 
the wider social, environmental and political influences 
on health (Langford et al., 2014). Consistent with the 
ecological-systems perspective (Bronfenbrenner, 2005), 
this approach sees schools and colleges as a part of 
the wider community, and wellbeing as a function of 
the interactions between various levels of the system, 
thereby making its promotion a shared responsibility. 
The strength and efficacy of a whole-school or college 
approach lies in its holistic approach that emphasizes 
consistency in policies and practices, and wellbeing 
promotion as a shared responsibility of all (Weare & 
Markham, 2005). 

Generally, the evidence from several meta-analyses for 
whole institutional approaches to supporting health and 
wellbeing is positive. Well-implemented programmes 
strengthen social and emotional skills such as stress 
management and decision-making; enhance attitudes 
to school or college and higher academic performance 
(CASEL, 2008; Durlak et al., 2011; Weissberg et al., 2015).

Colleges and schools have an important role to play in 
supporting the health and wellbeing of their students. To 
do this effectively requires a whole institutional approach 
that is sustained and embedded in the culture and 
curriculum across an institution over time. This includes 
inclusive institutional policies where students and staff 
are afforded meaningful opportunities for signposting 
and support; pedagogic approaches that embrace 
collaborative approaches to teaching and learning 
including role plays and peer to peer learning; the 
fostering of student voice and community and parental 
engagement. Important too, is that institutions foster 
an approach to health and wellbeing that includes and 
recognizes the needs of teaching and non-teaching staff.
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Enrichment and Global 
Citizenship
Enrichment activities including global citizenship 
education (GCE), enterprise and entrepreneurship and 
youth social action broaden the experiences of young 
people while in education and support the development 
of social, physical and intellectual skills. Evidence suggests 
that they enable young people to develop wider social 
networks and support the development of transferable 
skills. Several studies have identified an association 
between engagement in enrichment activities and 
better academic achievement and higher academic 
aspirations (Blomfield & Barber, 2010; Mahoney et al., 
2003; Pitts, 2013) although this is not always the case (Farb 
& Matjasko, 2012). Research also suggests that engaging 
young people in enrichment activities can be a means 
to enhance feelings of belonging within the school or 
college community (Blomfield & Barber, 2010; Martinez et 
al., 2016).

In many countries the development of entrepreneurship 
and entrepreneurship education is seen of key 
importance within upper secondary education and is 
strongly linked to 21st century skills, such as critical and 
creative thinking, problem-solving, communication and 
collaboration and digital literacy (Foundation for Young 

Australians, 2016; World Economic Forum, 2016) in addition 
to developing non-cognitive skills such as teamwork.

Distinctive to FE, given the large size of colleges and the 
high level of industry and technical equipment on site, 
is how colleges can become anchor institutions in their 
locality often in support of community regeneration and 
social cohesion. At South Eastern Regional College in 
Northern Ireland, in an innovative approach to college 
induction, students work on enterprise activities where 
problems are sourced from local companies who are 
keen to have new ideas presented to them (Irwin, 
2019). There are links here to youth social action which 
can involve formal or informal activities for example 
volunteering, fundraising, giving time to a charity, 
mentoring, supporting people, helping improve the local 
area and campaigning for social causes (Bratsa et al., 
2020). Indeed, youth social action in England is now seen 
as a significant part of contributing to careers education 
in addition to the benefits to the local community and 
beyond (Birdwell et al., 2015).

Overall, the evidence suggests that to be effective 
GCE needs to be fully embedded across schools or 
colleges, viewed as a priority and teachers need to have 
received professional development. It is apparent that 
young people are interested in GCE and do want to 
make a difference to the world (see for example, Bourn, 
2016), yet there remains limited research about how the 
implementation of GCE in schools and colleges impacts 
on the breadth and depth of student learning about 
global issues (Arts, 2020; Buchanan et al., 2018).

Young people are engaged with the world that they 
live in and yet inequalities of access are seen across 
many areas of enrichment. Efforts to embed enrichment 
activities within educational institutions need to take 
proactive steps to ensure that all young people can 
participate. Like other literature reviews in this series 
facilitatory pedagogic approaches that foster enquiry-
based learning underpin effective practice. Pertinent here 
is the importance of teacher dispositions and experience 
especially in relation to GCE and entrepreneurship.
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Next Steps into Employment, 
Further and Higher Education
Where careers education, information, advice and 
guidance (CEIAG) work well, then the provision of high 
quality, impartial, accessible, and personalized advice 
is key to supporting transitions into education, training 
and employment (Hooley et al., 2012; Keele et al., 2020). 
Effective careers education can also result in a range of 
other positive outcomes for young people including the 
promotion of motivation and positive attitudes towards 
learning (Harkins, 2001) and enhanced self-awareness 
(Palladino Schultheiss, 2005), in addition to acting as a 
tool for promoting social equity (Archer et al., 2014) and 
social mobility (Hutchinson, 2012). Problematic then is 
that internationally there are concerns about the quality 
of CEIAG (e.g. Australia: Gonski et al., 2018, Canada: 
Connelly et al., 2013, and the US: Jacob, 2017). Provision 
varies in terms of quality and quantity, it often reflects 
old paradigms of work and tends to focus on subjects 
and courses that follow a linear pathway rather than 
encouraging young people to take a broader career 
outlook (Gonski, et al., 2018). Enabling young people to 
make the right choices is central to successful transitions 
into higher education (HE), training or work. 

The evidence suggests that quality CEIAG and 
preparation for progression to employment, further 
training or HE is personalized, makes strong connections 
with employer engagement and the world of work and 
necessitates staff training. CEIAG needs to be recurrent 
and increasingly should enable young people to develop 
career management skills to enable them to navigate the 
many challenges that they will face throughout their lives. 
Within a rapidly changing career future, and the spread 
of possible occupations, the new challenge for careers 
education and guidance is therefore to support young 
people, their parents and teachers to a) understand 
occupational change and b) corresponding skill change 
and c) make rational decisions about academic, technical 
and vocational routes into employment.

Employer engagement is an essential aspect of enabling 
young people to consider multiple pathways for their 
post-18 transition. Employer engagement as part of 
careers provision includes mentoring activities, enterprise 
competitions, work experience, job shadowing, 
workplace tasters, and employers setting briefs for 
project work (Mann et al., 2018; Williams et al., 2018). 

Employer engagement increases young people’s 
understanding of jobs and careers and thereby helps 
young people decide what to study and where. It 
provides the knowledge and skills demanded by modern 
workplaces such as problem-solving and team-working. 
Through work experience and placement opportunities, 
young people gain the knowledge and skills required 
for successful college to work transitions and through 
engaging employers to support teaching resources, it 
enables young people to see the connection between 
what they learn at college and employment outcomes 
(Mann et al., 2018). 

Employer engagement also offers valuable opportunities 
for teachers to keep up to date with industry standards 
and requirements, to understand different and 
emerging occupations, to update their understanding 
of contemporary work-based practice and to enrich 
the curriculum offer by embedding authentic activities 
(Rogers et al., 2020). Allied to this are the benefits from 
teacher externships. In Australia, for example, teachers 
undertake an industry-based work placement relevant to 
their subject area. They work with industry professionals 
to design learning activities and participate in industry 
supported workshops, online courses, or conferences. 
The partnerships enable teachers to develop their skills 
so that they can enrich the curriculum and equip teachers 
with the latest research and industry relevant knowledge 
(Education Services Australia, 2018).
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Future and Digital Skills
Continued advancements in technology-driven 
transformations are impacting on education, the economy 
and society world-wide. New careers are emerging while 
others disappear. Many countries have skill shortages and 
yet at the same time skill mismatches are growing.

Education has a role to play in preparing young people 
for digitally driven work and must also empower young 
people to gather the understanding and resilience 
that will enable them to become lifelong learners who 
continually develop digital competencies, in addition 
to other demands of the changing world of work. It 
is therefore disappointing that despite the promises 
of digital education and the amount of investment 
internationally, the evidence about the impact on student 
learning outcomes remains mixed. Undoubtedly there 
are challenges with the quality of the research evidence, 
in part due to the complexity of different contexts and 
conditions, and yet, there are numerous examples of the 
benefits of digital innovation identified in the literature 
which demonstrate future potential.

The digital transformations brought about by the 
Covid-19 pandemic have accelerated change within 
education, including alternative credentials, such as 
micro-credentials, digital badges and nanocredentials. 
For the most part, alternative credentials have been the 
province of higher education with an emphasis on the 
importance of technical education and skills development 
and the need for increased flexibility and responsiveness 
to the needs of employers and society. There is, 
however, growing interest across schools and colleges 
in alternative approaches to credentials particularly since 
these may better support the assessment of 21st century 
or transferable skills (Gibson et al., 2015), the possibilities 
for the types of activities that are assessed in addition to 
formative and summative feedback (Newby & Cheng, 
2020) and the potential to recognize learning across many 
contexts both in and outside of school or college.

Governments internationally are renewing digital 
education strategies. Several digital capability frameworks 
have emerged specifically for educators, in addition to 
those for citizens and students and attention is being paid 
to pedagogical approaches that support the embedding 
of digital education. 

Effective skill needs anticipation is essential here also in 
underpinning policy directions and decisions. Successful 
skill needs anticipation systems share several features. 
They are focused on a specific problem; clear about the 
main objectives, whether these are to support policy 
making and contribute to strategic planning or to provide 
data for better-informed career choices, or both, user-
oriented, stakeholder owned and well-coordinated. In 
addition, they make effective use of institutional platforms 
for social dialogue on education and training and can 
rely on competent institutions and expert networks. 
These systems have good data coverage and are able 
to produce assessments for all levels – macro, sector, 
subnational (ILO et al., 2017).

Central to maximizing the potential of digital 
technologies in education will be the empowerment 
of teachers through developing skills and confidence 
so that students can flourish now and in the future. 
It is unlikely that one-off individual institutionalized 
approaches will be sufficient, rather attention needs to 
be paid to developing digital educational ecosystems 
that embrace multiple stakeholders in a meaningful way: 
collaboration is central to this.
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