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Abstract 

Random Responses? Understanding sexually exploited young women’s 

relationships with secondary education. 

 

Helen Doreen Rawden 

 

This thesis aims to explore the relationships that young women who have experienced, 

or have been at risk of child sexual exploitation (CSE), have had with secondary school 

education. Previous studies of CSE have not dealt with the effects on young women’s 

education during and following CSE. Therefore, the educational outcomes for this cohort 

of young women are poorly understood. To respond to this gap in knowledge, this thesis 

asks questions about the educational and labour market experiences of young women 

who have experienced CSE during their secondary school years. In the light of those 

experiences, what are the policy and practice implications, and what effect does 

experiencing CSE have on young women’s perceptions of their aspirations for their 

future.  

   

Interviews have taken place with nine young women who have experienced CSE,16 

specialist CSE voluntary sector key workers and three professionals variously working in 

safeguarding children and in Pupil Referral Units (PRU’s). As a result of these interviews, 

this study has discovered concerning levels of school exclusion and referral to PRUs 

among young women who experience, or who are at risk of CSE during their secondary 

school years. This thesis argues that the experiences of sexually exploited young women 

are not being taken into account when decisions are made about their education and that 

their right to an adequate education is not being met. 

 

A search of historical literature established that the identification of behaviour among 

female pupils, which can be recognised as CSE was documented in the Newsom Report 

(1963). A review has been undertaken to establish how far CSE policy and procedure 

has advanced to meet the needs of sexually exploited young women since the 

recommendations made by Melrose, Barrett and Brodie (1999). Conclusions have been 

drawn from the literature of the previous decade that there has been a lack of attention to 

the educational outcomes of young women experiencing CSE. 
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Two theoretical foundations underpin this research: firstly, a Feminist Constructivist 

Grounded theory approach to women who have experienced sexual violence, 

contributing to recommendations for policy change that will benefit young women. 

Secondly, the thesis employs Social Pedagogy, in terms of the relationships which can 

be built with young women who have experienced CSE, to support their engagement 

with education. This is supported by consideration of the discourse on the rights of a 

child to an education appropriate to their needs and aspirations.   

 

This thesis concludes that young women’s education is liable to be damaged by 

experiencing CSE and that there is not enough knowledge to resolve this problem. 

Further research is required to understand what is involved in ensuring that sexually 

exploited young women’s rights to education are being met.  
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Glossary 

1. This thesis adopts the United Nations definition of a child as a human under the 

age of eighteen, also the age of majority in the United Kingdom. 

2. The young people participants in this research are referred to as young women. 

3. Child, pupil and girl are used where it is appropriate to refer to the literature and 

legislative guidance. 

4. Professionals working for voluntary sector child sexual exploitation services are 

referred to as Key Workers.  

5. Child Sexual Exploitation (CSE) is an umbrella term for the many ways that an 

older child can be groomed and sexually abused with reference to the accepted 

Government definition. 

6. Child Sexual Abuse (CSA) is used where it is applicable to refer to other forms of 

sexual abuse of children, including children abused in families. 

7. In circumstances where adults sell sex the term ‘sex worker’ is used as described 

by the English Collective of Prostitutes.  

8. Trafficking is defined in accordance to the “Protocol to Prevent, Suppress and 

Punish Trafficking in Persons Especially Women and Children, supplementing 

the United Nations Convention against Transnational Organized Crime”, and 

abbreviated to the Palermo Protocol. 

9. Where the law relating to sexual offences and convictions of perpetrators is 

discussed, this will allude to English Laws unless otherwise stated. 

10.  Looked after Children are referred to as children in care, LAC is used as an 

administrative term, as used in literature and legislation.  
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The Definition of Child Sexual Exploitation. 
 

The most recent definition of child sexual exploitation was published by the Department 

for Education in February 2017 and recognised in UK policy.  

Child sexual exploitation is a form of child sexual abuse. It occurs where an 

individual or group takes advantage of an imbalance of power to coerce, manipulate 

or deceive a child or young person under the age of 18 into sexual activity (a) in 

exchange for something the victim needs or wants, and/or (b) for the financial 

advantage or increased status of the perpetrator or facilitator. The victim may have 

been sexually exploited even if the sexual activity appears consensual. Child sexual 

exploitation does not always involve physical contact; it can also occur through the 

use of technology. 
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SECTION ONE 

1 Chapter 1:  Introduction and Rationale. 

1.1 Introduction  

This thesis investigates the experiences of young women who have lived through child 

sexual exploitation during their adolescence, coinciding with their secondary school 

education. The term ‘young women’ is used to characterise the participants even though 

their ages range from 13 years to young adulthood. This reasoning came about because 

these young women have all experienced sexual exploitation during their secondary school 

years and wanted the opportunity to speak about their experiences. They had common belief 

that others could benefit and learn from the information that they shared and there was little 

difference in their capacity to express themselves from the youngest to the oldest. Therefore, 

it seems right to provide them all with the mature title of young women, rather than separate 

them by date of birth into children, girls and women. In some sections the terminology child 

or girl is used when referring to literature. This introductory chapter will provide a rationale 

for the study, by giving an overview of the state of policy, practice and research.  

 

Child Sexual Exploitation (CSE) has been studied extensively since the early 2000’s. As a 

result more is understood about power and grooming and the complexity of vulnerabilities 

which cause children to experience CSE. These might include links to being in care, 

domestic violence, bullying or low self-esteem, also, push and pull factors where issues such 

as family breakdown, going missing, drug and alcohol use might ‘push’ a young person 

towards an abuser and the ‘pull’ that that abuser holds for the young person (Pearce, 2009; 

Dodsworth, 2015). For example, offering the prospects of love and affection, a place to stay, 

money that offers a sense of having control (Dodsworth, 2014). The participation of sexually 

exploited young people in research has improved knowledge of what is required from 

services and how the criminal justice system responds to sexually exploited young people 

(Melrose, Barrett and Brodie,1999; Swan and Balding, 2002; Pearce, William and Galvin, 

2002; Pearce, 2007; Pearce, 2009; Jago et al. 2011; Becket et al. 2013; Radford, Allnock 

and Hynes, 2015; Pearce and Beckett, 2018) and represents a growing area of research 



2 
 

interest. CSE is also an area of continual review by the criminal justice system for England 

and Wales, the most recent reviews, at the time of writing this paper, taking place in 2015.  

Over the past decade a series of high profile CSE investigations and prosecutions have 

taken place. The College of Policing website discusses difficulties such as delayed reporting 

and children presenting in the first instance as an offender or being reluctant to give 

evidence, acknowledging that CSE is a very complex crime (College of Policing, 2018). A 

legislative framework was drawn from a series of offences under the Sexual Offences Act 

2003 (SOA 2003), sections of various Border and Immigration Acts and the Modern Slavery 

Act 2015, but the difficulty remained that there was no exclusive offence of CSE available, 

adding to problems of understanding how many children have experienced CSE.  

The revision of parts of SOA 2003 have been effected through the Serious Crime Act 2015 

(SCA 2015) which has connected the terminology ‘sexual exploitation of a child’ to distinct 

offences against children. For example S.47/48 of SOA 2003 referred to child prostitution 

and child pornography. Both of these terms have been replaced at S.68 SCA, by ‘sexual 

exploitation of a child’. However, CSE remains a broad area of criminal activity and often a 

jigsaw of offences need to be fitted together in order to pursue a criminal conviction under 

SCA 2015 (Beckett, Holmes and Walker, 2017). 

Beckett and Walker (2018) discuss the distance between the SCA 2015 definition which 

exchanged the terminology of child prostitution and child pornography for sexual exploitation 

of a child, and how it does not clearly incorporate the official description of CSE (see page 

XV, above). The presence of tangible victim benefit and identifying how a child perceives 

that their needs are being fulfilled by the abuser remains unclear, creating associated 

problems of identifying whether CSE or CSA has occurred. Beckett and Walker (2018) 

further consider how to identify perpetrator gain, simply identifying sexual gratification is 

likely to muddy the difference between CSE and all sexual abuse of children. If there is no 

gain for the child this poses the question of whether the offence is CSE or CSA. This debate 

reflects the difficulties in truly understanding the identity and prevalence of abuse of children 
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through child sexual exploitation and the complexities of producing numerical evidence for 

CSE. The difficulties of differentiating CSE and CSA, will also affect access to the services 

that a child or young person might be able to benefit from. They may rely upon generic 

mental health and GP services or access sexual assault referral centres or third sector 

specialist services offering a variety of specialisms, but which are not universally available 

(Warrington with Beckett et al., 2017).      

Because what is known about numbers of children and young people affected by CSE are 

generally taken from police and court records, current understanding is probably 

underestimated as it is not known how underreported the existence of CSE might be. 

Prevalence is difficult to assess because of the diversity of types of CSE recorded. For 

example, gang related, older perpetrators operating in crime rings or single perpetrators and 

peer on peer abuse. This range of criminal activity can cause confusion where a lack of 

knowledge exists (Radford, Allnock and Hynes, 2015; 2015b; Kelly and Karsna, 2017). 

What little is known about the effect of CSE on children’s education is detailed in the 

snapshot study in 2011 by Jago et.al. This study identified 1065 cases of CSE which were 

known to organisations on a single day and included a question about attendance at school. 

Kelly and Karsna (2017) identified that the Department for Education is responsible for 

maintaining data on children’s services, but that it does not collect data on CSE or CSA, only 

on school absence. How many absent children are experiencing CSE, or if CSE is a 

contributory factor to their absence from school is not known. This thesis will suggest that a 

young woman could have her education disrupted by CSE. However, to date, the impact of 

CSE on school attendance has not been fully investigated and this report intended to obtain 

data which will contribute to filling this critical gap in research. 

The Jay Report (2014) made a conservative estimate that 1400 children had been victims of 

CSE in Rotherham between 1997 and 2013 and acknowledged that abuse was ongoing. 

However, there needs to be caution in accepting these figures as it would be more useful to 

understand how they were derived across the 16 years and how the population of young 
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people is represented, for example experiencing abuse by adults, gangs or peer-on-peer 

abuse.  

The Child Exploitation Online Protection (CEOPS) Command, part of the National Crime 

Agency (NCA)1 mentioned on their website that in 2012-13 they received 18,887 reports 

which related to potential CSE. 790 children were made subject to safeguarding from their 

investigations.  

As a result of the exposure of the sexual abuse of children and adults by Jimmy Saville and 

Stuart Hall (Smith, 2016), 28 National Health Service (NHS) enquiries and one BBC enquiry 

opened (Gray and Watt, 2013; Lampard and Marsden, 2015; Smith, 2016). The numbers of 

young people sexually abused and exploited will probably never be fully understood, but 600 

people gave evidence in the Police investigation.2  

In 2016 disclosures began to appear through the media into the sexual abuse of children in 

football. This review is not complete, but to date 2807 referrals to the Police via the NSPCC 

helpline have been received. The Police advise that this number should not be equated with 

the possible numbers of victims (National Police Chief’s Council, 2018)3.  

 

1 http://www.nationalcrimeagency.gov.uk/about-us/what-we-do/child-exploitation-online-protection-
ceop (Accessed, 2nd October 2018) CEOP works with child protection partners across the UK and overseas to 
identify the main threats to children and coordinates activity against these threats to bring offenders to 
account. We protect children from harm online and offline, directly through NCA led operations and in 
partnership with local and international agencies. 
2 file:///C:/Users/Owner/Documents/PD%20Downloads/Saville/yewtree-report-giving-victims-voice-
jimmy-savile.pdf (Accessed 2nd October 2018) Operation Yewtree is being led by the MPS Child Abuse 
Investigation Command. There is currently a team of 30 detectives involved in the three strands of the 
investigation. These are defined as ‘Savile’, ‘Savile plus others’ and ‘others.’ This report is concerned 
only with allegations relating to Jimmy Savile. 
3 
https://www.npcc.police.uk/NPCCBusinessAreas/OtherWorkAreas/OpHydrant/OperationHydrant.aspx  
(Accessed, 2nd October 2018) 
Operation Hydrant is a coordination hub established in June 2014 to deliver the national policing 
response, oversight, and coordination of non-recent child sexual abuse investigations concerning 
persons of public prominence, or in relation to those offences which took place within institutional 
settings. 
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It is difficult to draw any conclusion about the prevalence of CSE from these high profile 

reports. CEOP’s offers a clue to the reporting of online abuse and Jimmy Saville and the 

football investigations are providing a picture of ongoing child abuse from the 1970’s or 

earlier. Jay (2014) is mainly concerned with on street grooming following a particular pattern. 

These investigations demonstrate the complexity of CSE and CSA, they tell us that child 

abuse is not new but that investigations can only tell us about reported crimes. The voluntary 

sector CSE services most probably hold data on CSE that has not been part of Police 

investigations, because some young people who are identified as experiencing or at risk of 

CSE will not be willing or able to provide evidence of the abuse that they have experienced. 

What is not clear from these figures is the prevalence of CSE in the contexts in which it is 

occurring: online, on-street, one-to-one, or peer-on-peer.  

The NSPCC report ‘How Safe are Our Children’ (2015), identified that the number of Police 

recorded sexual offences against children increased by 39% in England and 13% in Wales 

between 2012-14. However, it must be acknowledged that the increase in reported offences 

might have been associated with an increased awareness of CSE and children having 

improved confidence to report due to the growth of specialist support services (Jutte et al. 

2015). Despite the increased importance placed upon identifying victims and perpetrators of 

CSE, there remains a paucity of evidence useful to research.  

Kelly and Karsna (2018) reporting on the unreliability of data collected from statutory 

services and the criminal justice system, concluded that identifying characteristics of 

CSE/CSA may shift over time making historical identification difficult. Even taking into 

account regional variations of how CSE/CSA are recorded, there remains a lack of 

knowledge about how many young people do not report abuse or do not report until 

adulthood. In the Kelly and Karsna (2018) scoping exercise, their data suggests that 15% of 

girls and 5% of boys experience some kind of sexual abuse before their 16th birthday, but 

they also discuss that international assessments of the prevalence of CSE/CSA might be as 
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high as 30% of girls and 23% of boys. Crucially, there is little published information which 

attempts to understand the extent which CSE/CSA might impact children’s education. 

The NSPCC (2015) paints a very comprehensive picture of what is going on to protect 

children from CSE, but the difficulty remains that there is not a true estimate of the scale of 

children experiencing the crimes that come under the umbrella term CSE. Studies over the 

previous decades have provided a considerable amount of literature about CSE, but very 

little which answers whether young women who experience CSE are being disadvantaged 

by the effect of CSE on their education. This thesis will make a significant contribution to 

filling these gaps in knowledge. The following section introduces the structure of this thesis 

and the contents of each chapter. 

1.2 Forthcoming chapters 

Chapter two consists of a two part literature review. Part one embarks on a brief historical 

overview of compulsory education in England and the challenges that women have faced to 

find their place in the English education system. During this literature review a search was 

made for any references that suggested schools were aware of CSE prior to 1999. The 

second part of the literature review determines how far our understanding and practice 

relating to CSE has travelled since the recommendations made by Melrose, Barrett and 

Brodie in 1999 in ‘One Way Street? Retrospectives on Childhood Prostitution’. The review 

builds upon the four areas of recommendations: voluntary and statutory services; law and 

policing; education; and the labour market and welfare provision. 

Chapter three details the theoretical foundation to this thesis. A feminist constructivist 

grounded theory approach has been taken to give a voice to the participants in this study. 

This approach allows participants’ narratives to influence the conclusions that I have 

reached. In chapter four, the methodologies employed to collect and analyse data are 

detailed along with the ethics of collecting data from sexually exploited young women. This 

methodology chapter includes a section introducing the participants of this study, young 

women, voluntary sector Key Workers and professionals working in education.  
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 Chapter five introduces the participants’ accounts of their school experiences, including a 

detailed study of four young women’s narratives. It discusses their experiences of school 

exclusion and the role that school uniform rules can play in engagement with school. 

Chapter six engages with the praxis of specialist Key Workers and asks if social pedagogy is 

evident in their relationships with their service-users. Chapter seven introduces Pupil 

Referral Units and asks if these institutions can be beneficial for young women recovering 

from CSE, or if they are male dominated milieus difficult for young women to navigate. The 

findings chapters end with accounts from the young women’s narratives about their own 

personal goals and ambitions for their futures. 

This thesis ends at chapter eight, drawing together conclusions that have been made by 

involving the participants narratives. The recommendations that I have made include 

suggestions offered by the participants of all ages, for changes to policy and practice, and 

recommendations for further research.     

1.3 CSE policy and procedure 

Looking back to 2000 one of the most significant Government documents was ‘Working 

Together to Safeguard Children from Prostitution’ (Department of Health, 2000). This 

guidance was intended for the Police, social services, health and education. Policing 

followed by social care has seen the most improvements, including a move away from 

criminal justice towards child protection for young people experiencing CSE. This is 

discussed in the literature review through the recommendations made by Melrose, Barratt 

and Brodie in ‘One Way Street’ (1999). 

The purpose of the Department of Health (2000) guidance was to: 

 Recognise the problem. 

 Treat the child primarily as a victim of abuse. 

 Work together to prevent abuse and provide children with strategies and 

opportunities to exit from prostitution. 
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 Investigate and prosecute those who coerce, exploit and abuse children through 

prostitution. 

This is probably one of the first policy documents to recognise and mention the word ‘exploit’ 

with regard to children involved in prostitution. The intention of ‘Working Together’ 

(DoH,2000) was to begin decriminalising children who were selling sex. Children’s legal 

position did not entirely change until the advent of the Sexual Offences Act 2003 (SOA 

2003), which made it a custodial offence to pay any child under the age of eighteen for sex. 

SOA 2013 is now revised at SCA 2015, removing all wording relating to child prostitution and 

child pornography.  

These guidance and legislative documents moved the intent to prosecute away from the 

child and onto the perpetrator for the first time. Instead sexually exploited children were to 

become the focus of child protection legislation in accordance with the Children’s Act 1989. 

The legislation placed a responsibility on Area Child Protection Committees (ACPC), now 

Local Safeguarding Children Boards (LSCB’s)4, for protecting children involved in 

prostitution. ‘Working Together’ (DoH, 2000) maintains that services should work together 

and share information about children at risk or involved in prostitution. A suspicion that a 

child is at risk or experiencing prostitution should always trigger local safeguarding protocols. 

‘Working Together’ (DoH, 2000) briefly mentions that children should be listened to as they 

might have insight into how they became involved in prostitution and they may know what 

help they need to make an exit from prostitution. 

The fundamentals of this guidance remain in place today, categorically stating that any 

concerns about CSE should be reported to children’s social services immediately. Each local 

area will have its own protocols based on national guidance and legal responsibility. On 

 

4 A Local Safeguarding Children’s Board is a multi-agency body which is set up in each Local 
Authority. It is chaired by someone independent of the Local Authority. It’s role is to promote the 
safeguarding of children. The future of LSCB’s is currently under review by the Government. 
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receipt of a report, children’s social services should agree a course of action within twenty 

four hours. This might be that no further action is necessary, that the child is referred to an 

appropriate service, or a Section 47 enquiry is initiated. A Section 47 enquiry is a Social 

Worker led enquiry to assess and decide what type of action is required to safeguard a child. 

The DoH (2000) guidance still allowed for a child who ‘persistently’ returned to prostitution to 

be prosecuted. This option disappeared with SOA 2003 and the language was further 

clarified in SCA 2015 in relation to loitering, as described in the Street Offences Act 1959. 

The 2015 Act makes it clear that loitering or soliciting for purposes of prostitution now 

correlates to the actions of persons over the age of 18 years only and cannot involve a child 

being charged. Beckett and Walker (2018) acknowledge that the concept of CSE and the 

crucial role that CSE terminology has played in shining a safeguarding light on adolescents 

who were formally regarded as immoral and having criminal intent, has been extremely 

useful. However, it may be time to revisit the idea of CSE as a separate form of abuse from 

CSA because the concept of ‘exchange’ in the definition fails to encompass the complexities 

of children’s experiences of sexual abuse. In light of my conversations with specialist sexual 

exploitation outreach workers in chapters four and six and the challenges and practicalities 

that they encounter during their work, I believe that they would make a valuable contribution 

to this debate.    

Following on from the DoH (2000) legislation the next, and probably most enduringly 

important policy guideline for safeguarding sexually exploited young people, came from the 

Department for Children, Schools and Families (2009) ‘Working Together to Safeguard 

Children from Sexual Exploitation. Supplementary Guidance to Working Together to 

Safeguard Children’. This document is regularly updated and the most recent version, 

released in 2017, uses language that would not have been recognised in 2000. It begins by 

describing CSE as a crime which can be devastating for children and their families. This is a 

huge improvement from the language of the DoH 2000 guide which was still unsure if the 

child victims were offenders or not.  
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The word victim is sometimes contested by some young people who have experienced 

sexual offences because it is interpreted as powerlessness, especially when discussing 

‘vulnerably’ to CSE. Some young women might consider that they have made choices, albeit 

in constrained circumstances (Melrose, 2013; 2013b; Dodsworth, 2014b). The ‘Interagency 

Working Group'5 (2016) recommended that for legal purposes the terminology ‘victim’ should 

mean ‘a person recognised by law to access services and compensation’ (IWG, 2016). In 

that context, the word victim is used from time to time in this thesis. 

Much of the 2017 guidance is taken up with describing how CSE might occur, including 

discussion of how to manage child perpetrators. The statutory functions of the Children’s Act 

1989 remain in place, but the 2017 guidance extends responsibility for responding to the 

indicators of CSE to everyone who works with children in any capacity. It places 

responsibility on practitioners for considering prevention strategies and recommends CSE 

training for members of the children’s workforce. It also states that children should have 

early education about CSE and that there should be provision for continuity of learning as 

they mature. 

Legislation over the last two decades has adopted a more holistic and conciliatory tone 

towards young people who experience CSE. However, apart from advising that education is 

part of the multi-agency protocol for managing CSE, it makes no mention of school 

specifically managing pupils who might be coping with adversity due to CSE. The findings in 

this report conclude that the real benefit of current CSE policy protocols are diminished for 

the young person who experiences CSE, because they do not offer firm guidance for an 

inclusive recovery policy, especially one which safeguards the young person’s education. 

The following section examines what rights a child ought to be able to draw upon so that 

 

5 Terminology Guidelines for The Protection of Children from Sexual Exploitation and Abuse (2016). 
Adopted by the Interagency Working Group in Luxembourg, 28th January 2016. ISBN 978-92-61-
21501-9   
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they can maintain access to an appropriate education which permits them to grow and 

develop in a safe environment. 

1.4 The right to an education 

The Universal Declaration of Human Rights6, Article 26, supports the right to an education.  

It states, 

1. Everyone has the right to education. Education shall be free, at least in the 

elementary and fundamental stages. Elementary education shall be 

compulsory. Technical and professional education shall be made 

generally available and higher education shall be equally accessible to all 

on the basis of merit. 

2. Education shall be directed to the full development of the human 

personality and to the strengthening of respect for human rights and 

fundamental freedoms. It shall promote understanding, tolerance and 

friendship among all nations, racial or religious groups, and shall further 

the activities of the United Nations for the maintenance of peace. 

3. Parents have a prior right to choose the kind of education that shall be 

given to their children. 

Having an adequate education supports the achievement of further rights, Article 23, a right 

to work and Article 25, a right to an adequate standard of living. Rights are interconnected 

and without one it is often difficult to benefit from others. Rights are not limited to adults and 

 

6 The Universal Declaration of Human Rights was proclaimed by the United Nations General 
Assembly in Paris on 10 December 1948.  http://www.un.org/en/universal-declaration-human-rights/ 
(Accessed 23rd December 2018) 
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The United Nations Convention on the Rights of the Child7 (UNCRC), confers a set of 

entitlements on children among them are: the right to an education; the right to protection 

from harm; and that children’s opinions should be listened to. It is essential that this ethos is 

present when schools are dealing with absent or problematic young women who might also 

be at risk of CSE, if their wellbeing and education are to be properly understood.  

UNCRC (1989) Article 28 declares ‘that all state parties should recognise the right of the 

child to an education’. The Convention came into force in the UK on the 15th of January 

1992, pronouncing that education should support the child’s human dignity and capacity to 

learn in an appropriate manner. Article 12 (1) declares that state parties should ensure that 

children who are capable, should be able to express themselves over matters which affect 

them and that their views are listened to. The EU Charter of Fundamental Rights8, Article 

24.3, maintains that member states recognise that the child has a right to such care as is 

necessary for their wellbeing, although not necessarily a clear right to an education. In 

England the Office of the Children’s Commissioner (OCC)9  exists to oversee children’s 

rights to be heard. However, efforts should be made at local levels to ensure that the 

individual child’s rights are upheld, and their voices heeded in matters that directly affects 

them (Harris, 2009). Research participants in Dodsworth (2014) deliver a compelling 

message that young women who have experienced CSE want their own voices heard non-

 

7 United Nations Convention on the Rights of the Child was ratified by the United Kingdom 
Government 16th December 1991 and came into force on 15th January 1992. A child is anyone under 
the age of 18 years. How it is implemented can be found at: 
https://www.gov.uk/government/publications/united-nations-convention-on-the-rights-of-the-child-
uncrc-how-legislation-underpins-implementation-in-england 
 
8 https://ec.europa.eu/info/aid-development-cooperation-fundamental-rights/your-rights-eu/eu-charter-
fundamental-rights_en 
(Accessed 23rd December 2018. 
9 https://www.childrenscommissioner.gov.uk/ (Accessed 23rd December 2018). The current Children’s 
Commissioner for England is Anne Longfield OBE. She speaks up for children and young people so 
that policymakers and the people who have an impact on their lives take their views and interests into 
account when making decisions about them. Independent of Government and Parliament, the 
Children’s Commissioner has unique powers to help bring about long-term change and improvements 
for all children, particularly the most vulnerable. 
 



13 
 

judgementally, but also, that they are willing to share their own expertise from their own 

experiences to help their peers. 

In England, children have no recognised rights in relation to their individual education at the 

schools that they attend, and the child’s right is not established in law. The responsibility lies 

with the parent or carer to ensure that they attend their allocated school place (Section 7 

Education Act, 1996; Parson’s 1999; Harris, 2009; McCowan, 2012). Attendance is not a 

legal obligation if a child is not enrolled at a school. Parents and carers can chose to educate 

their children at home with little supervision and they can refuse Local Authority visits for the 

purpose of education, although the Education Act 1996 states that Local Authorities should 

intervene if a child is not receiving an education (Children’s Commissioner, 2017). This 

suggests something of a dichotomy in the legislation. Children are expected to go to school 

but have no rights to demand to go to school. On arrival in education children have no 

discreet rights which guarantee them any particular quality of education. Local Authorities 

decide upon individual need and adequacy.  

Education plays a critical role in rights, the relationship between literacy and being able to 

judiciously understand ones entitlement to rights is identified as important (Freire,1968; 

Harris, 2009; McCowan, 2012). The EU Charter on Fundamental Rights, Article 24, also 

supports children as rights holders10. The Charter endorses children’s rights to be listened to 

and have their views taken into account according to their age and maturity. This is 

important when decisions can have a lasting impact upon educational outcomes (Brodie, 

2001; Pearce, 2007; Harris, 2009; Children’s Commissioner, 2013). The DfE (2012) 

guidance for school Heads discusses situations where a child might be excluded from school 

 

10 http://fra.europa.eu/en/charterpedia/article/24-rights-child 1. Children shall have the right to such 
protection and care as is necessary for their well-being. They may express their views freely. Such 
views shall be taken into consideration on matters which concern them in accordance with their age 
and maturity. 
2. In all actions relating to children, whether taken by public authorities or private institutions, the 
child’s best interests must be a primary consideration. 
3. Every child shall have the right to maintain on a regular basis a personal relationship and direct 
contact with both his or her parents, unless that is contrary to his or her interests. 
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and highlights the importance of encouraging children to participate in all stages of the 

exclusion process, taking into account their age and understanding. 

Through my experiences of managing a CSE service and conducting Masters research 

(Rawden, 2012) there is an implication that there is a gap in knowledge around CSE and 

young women’s educational outcomes, which in turn have implications for their rights and 

their futures. A set of key questions have been developed to aid this research. These are 

scheduled below.  

1.5 Research questions 

The key questions driving this research are: 

1. What are the educational and labour market experiences of young women who have 

experienced CSE during their secondary educational years? 

2. In the light of their experiences, what are the policy and practice implications regarding 

the most effective forms of educational support for young women who have experienced 

CSE? 

3. What effect does CSE have on the perceptions of young women towards their own future 

aspirations? 

It is helpful to break these three questions down a little more into objectives which define the 

primary research and theoretical framework of this thesis.  

 Are there barriers which prevent young women continuing their education after 

experiencing CSE? 

 What support methods help young women to remain in contact with education when 

they experience CSE? 

 What role do support services have in intervening if young women experiencing CSE 

are also having difficulties with education? 

 How do schools respond to young women’s experience CSE during their secondary 

school years? 
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 What are the implications for young women’s aspirations, ambitions and futures in 

the labour market or further education after experiencing CSE?  

This study has emerged from a concern that that by being abused through CSE, the 

opportunity of an individual young woman to achieve her potential is diminished, and the 

rights of a young woman to an education are compromised (Harris, 2009; Pearce, 2009; 

Children’s Commissioner, 2013). As a practitioner and head of a CSE service, I became 

concerned that adolescent girls were experiencing inconsistent responses from their schools 

following suspicion of, or disclosure of, CSE, and that some were giving up on education or 

being excluded. Jonsson and Svedin (2012), in one of the few direct contributions to this 

subject, reported that up to a year of schooling can be lost to children experiencing online 

abuse. Previous CSE research has failed to consider the social dimensions and potential 

impact of missing periods of schooling for this cohort of young women, or if CSE is causing 

some young women to become marginalised within the educational system. 

Current debate in education frequently centres on league tables, GCSE results and the 

proliferation of Academies and Free Schools. The Government introduced performance 

measures called Progress 8 in 2016, and schools are measured upon pupil attainment in 

eight key subjects (DfE, 2018). The Department for Education (DfE), in response to some 

schools querying the scoring system does admit that children with low attainment can distort 

school achievement. This is unhelpful, because it only describes children as having 

extremely negative progress scores due to experiencing long term illness, stating that no 

school ought to have more than one or two of these pupils on its rolls at any one time (DfE, 

2018). It makes no mention of pupils experiencing other adversities. Alternative education 

and Pupil Referral Units (PRUs) are excluded from Progress 8 reporting, presumably 

because pupils in these institutions are expected to have difficulties which lower their 

outcomes. This raises worrying implications that the Department for Education expects 

children facing childhood adversity to move from mainstream schools (DFE, 2018). Progress 

8 is very new and there is little published information about whether it will be 
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disadvantageous for pupils who have disrupted education. Reay (2017) discusses how 

Academies and Free Schools find ways to covertly influence school intake and that setting 

and streaming further marginalises already disadvantaged children. 

In this study I aim to explore if experiencing CSE during secondary school increases risk of 

poor outcomes, and by meeting with people who support sexually exploited young women, 

explore who is shining a light on their education. In the next section the rationale behind the 

research questions designed for this enquiry is set out. Including how my own background, 

professionally, educationally, and personally has influenced my interest in this subject.  

My professional curiosity, leading to researching for a professional doctorate, began in 2008 

and led to my founding a voluntary sector service for children and young people 

experiencing CSE. Prior to that I had worked for some years in homelessness and 

substance misuse. I became interested in the lived experiences that led women to becoming 

involved in drug dependency and prostitution. From their narratives I began to understand 

that it was not unusual for them to have had experiences in childhood similar to what we call 

CSE. These women influenced my decision to introduce a CSE service into the locality with 

the idea of offering early intervention and support to children who were experiencing 

childhood disadvantage similar to those women who had shared their histories with me.   

From 2008 I managed front line staff and became familiar with service-users over an 

extended period, sometimes more than two years. Disruption to education and poor 

educational outcomes occurred with enough frequency for this to become a topic of 

conversation in case reviews. Young women were failing to finish secondary school and gain 

any qualifications, and others were diverted into inappropriate courses below their capability. 

The consequences were that they might have difficulty when entering the job market to 

secure jobs or career pathways that matched their capability and satisfaction. However, what 

remained unclear was the nature of the educational experiences of young women who had 

experienced CSE during their secondary school years and what were the implications of this 

for their futures, the schools they attended and support services that worked with them. 
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My professional experiences prompted me to undertake a Masters degree in 2010, 

conducting a small-scale study into the educational outcomes of sexually exploited children. 

This study involved 11 young participants, 10 females and one male. What the literature 

review confirmed was that there was a paucity of knowledge about how CSE affected their 

education and this thesis directly addresses this issue. I discovered evidence of some 

excellent practice, but unfortunately the majority of the participants recounted a poor school 

experience stemming from a lack of consistent support, misunderstanding of the signs of 

abuse and a lack of attention to their educations by others who had a duty of care towards 

them (Rawden, 2012). Carrying out this limited study convinced me that that there was more 

to be understood about what was happening to young women who experienced CSE during 

their secondary school years and led to the decision to undertake a professional doctorate. 

1.6 Personal Interest 

While my professional experience is clearly a major driver for this study, the rationale for the 

research is also located in my own educational experiences and outcomes. During the 

course of writing and researching this thesis I have used clinical supervision to help me 

understand how my experiences might be influencing my processes by revisiting my own 

history. There is a relevant body of feminist literature where the authors reflect upon their 

own schooling histories in the context of their class. This has been helpful in reflecting on 

how my own experience is significant as a researcher. 

Willis (1977), Walkerdine and Lucy (1989) and Reay (2017) reflect upon their own histories 

of journeying from a working-class background into grammar school and university or 

remaining in manual labour. They discuss the impact of middle class aspirations being 

imposed upon working class girls, isolating them from their working-class peers. They are 

critical of the class system and their more privileged contemporaries. Reading their texts 

created a need to understand the impact of my own history of not entering higher education 

until midlife, returning to education to study Law at the Open University in 2000.  
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My long journey to higher education came about as a result of a combination of the social 

attitudes prevalent in the northern working-class world that my family inhabited and the 

secondary modern school that I attended. This was a world that raised barriers to making a 

journey from school to university for young women who were told that it was not possible 

and who did not know anyone else who had made that journey. The attitudes that I 

remember included the sense that there was less need to educate girls because they would 

marry and raise a family. Women’s salaries were considered less important in the home, 

often described as ‘pin money’ by the women themselves. The principle of ‘know your place’ 

was present in schools and homes. Through reflection, I have begun to understand how my 

own life experience has drawn me to explore and conclude that the education of all young 

women is of vital importance. I have a professional and academic desire to understand what 

is going on with the educations of sexually exploited young women. It seems that the rights 

to an education in England are unconvincingly applied and according to findings discussed 

in the next and later chapters, easily overturned.    

1.7 Summary 

This introductory chapter has examined the limits to understand the extent of CSE. The 

universal right of the child to an education has been established and child protection policy 

related to CSE has been examined. Next, this thesis undertakes a two part literature review. 

The following chapter consists of a short historical synopsis of women’s education between 

1870 and the present day, as a reminder of how far women’s education in England has 

come and how far some aspects of female education still has to go. During the first part of 

the literature review a search was made for any references to CSE in education legislation or 

in relation to young women’s education and a reference from the 1960’s was discovered. 

The second part of the literature review examines the recommendations originating from 

‘One Way Street? Retrospectives on Childhood Prostitution’ (Melrose, Barrett and 

Brodie,1999) and how those recommendations have been implemented in the previous two 
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decades, with a focus upon the recommendations relating to education and the labour 

market.  
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2 Chapter 2: Literature Review 

Part 1: A Short History of Women’s Education 

2.1  Introduction 

This literature review is written in two sections, the first section consists of a historical review 

of women’s education since the start of compulsory state education. This is followed by the 

development of legislation, over the previous twenty years, involved with CSE and how this 

affects young women’s education and opportunities in the labour market. 

Section two of this chapter is led by ‘One Way Street? Retrospectives on Childhood 

Prostitution’, (Melrose, Barrett and Brodie,1999). This study was part of a campaign to bring 

the subject of child prostitution to public awareness and made important recommendations 

to effect sustainable solutions to young women being sexually exploited. In ‘One Way Street’ 

it was noted that young women were engaged in selling sex several years before the end of 

their compulsory schooling. Negative educational outcomes were a factor in the lives of 

many of the young women who participated in the study. The recommendations in ‘One Way 

Street’ are revisited to explore how legislation has responded to the findings in this study 

over the previous two decades. 

It is recognised that there are different approaches to reviewing literature and this is not a 

systematic review. This literature review should be understood as a cross-disciplinary 

narrative review that aimed to scope the literature relating to the relationship between child 

sexual exploitation and young women’s educational experience. 

While developing the literature review, it became apparent that the historical perspective was 

important, therefore no date boundaries have been established. The review has been limited 

to the UK because of the specific language and policy understanding of child sexual 

exploitation and the earlier terminology of child prostitution.  

The literature review has not relied upon historical texts about education, although legislative 

reports have been reviewed to understand the political attitudes of the day. It has drawn from 
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academic literature relating to the sociology of education. Texts which have been chosen are 

concerned with women’s experiences of school and societal attitudes which shaped 

women’s post education ambitions. A key line of enquiry has been looking for any early 

references that demonstrate that schools have recognised the sexual abuse of female 

pupils. 

The Discover database was used to search for relevant literature. Key words presented 

difficulties because inputting child sexual exploitation and education generally found 

literature relating to preventative education rather than young people’s experiences. Random 

word searches in Google and Google scholar discovered nothing relating to English 

education and schools and sexually exploited pupils. Some general terms were used such 

as Pupil Referral Units, alternative education, school uniform, girls, women and education 

but these provided few links to CSE and young women’s educational outcomes. Terms 

including youth work, identity, choice and victimhood alongside gender, female, girl and 

woman provided important results for research texts relating to sexual exploitation, gender 

and vulnerability but these rarely discussed women’s education. Therefore it was necessary 

to be more inventive and search the indexes of works relating to CSE for any references to 

schooling. This involved combing the indexes and bibliographies in published works from the 

previous two decades and occasionally older. These were generally works on adolescence 

and feminist and women’s rights publications from authors such as Carlen (1976,1998), 

Colman (2007), Colman and Hagel (2011), Dyhouse (1981, 2013), Nicholson (2015), Pearce 

(from 2002). This method utilises a snowballing effect, travelling backward in time, as newer 

texts passed me on to contemporaries, or to older texts such as Sharpe (1976), Stanworth 

(1983) and Walkerdine (1989). However, despite a lengthy search of informative reading 

about young women and their education and rights, there remained limited references to 

sexually exploited young women and their position in relation to their schooling. 

Government archives were searched for statistics, education reports and Acts. Beginning 

with one or two books about the history of girls education and women’s rights in law, 
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bibliographies and links to online searches provided a source of further reading. A selection 

of educational reports, for example the Haddow Report 1926, The Newson Report 1963 and 

the Plowden Report 1967, were scrutinised in detail for any reference to rules or behaviour 

that might be subscribed to CSE.  

It became clear that it was not possible to have a historical discourse about the education of 

women without some references to middle and working-class terminology (Reay, 2017). For 

reasons of regulating morality, rather than for improving social mobility, the education of 

working class children has been historically closely controlled (Foucault, 1978; Walkerdine 

and Lucey, 1989; Carlen, Gleeson and Wardhaugh,1992; Reay, 2017). However, 

determining any link between class and CSE is problematic because any child, from any 

social background can become vulnerable to grooming for CSE (Dodsworth, 2012; Pearce, 

2009).   

The following sections explore women’s educational experiences and progression since the 

introduction of the Elementary Education Act 1870.  

2.2 The development of compulsory education in England 

Girls educations have historically been located in the home, with clear demarcation between 

the private, mainly female, and public, mainly male spheres of life (Sharpe, 1976; 

Dyhouse,1981). Girls today have many more options, but how far do these advances go 

when sexual exploitation occurs. Girls have been the subject to moral panics relating to their 

sexuality in recent times, around subjects such as teenage pregnancy and female drinking 

(Dyhouse, 2013). This chapter examines how norms and attitudes to girls and young women 

and their education have regularly been contested, as an aid to understanding responses to 

sexually exploited young women in school in the present day.       

The Elementary Education Act 1870, also known as The Forster Act, delivered compulsory 

schooling for children in England and Wales for the first time, placing an obligation on 

parents to ensure that their children attend school, and this basic rule remains unchanged 
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today. Reay (2017) notes that following the 1870 Act, schools servicing working class 

children remained inferior to those serving the middle and upper classes. This condition has 

not entirely disappeared because selective education, grammar schools, social mobility and 

property prices play a part in who can access the schools which look most desirable as a 

result of the introduction of league tables.  

Following the introduction of compulsory schooling, school boards appointed attendance 

visits by a new group of professionals, ‘the school board man or woman’ and in due course 

the Education Welfare Service. However, these were aimed at the regulation of boys 

attendance. Girls who remained at home to assist with domestic duties were rarely 

scrutinised to the same degree as boys (Carlen, et.al. 1992). This relaxation of regulation 

was particularly applicable to working class girls, even feminists lobbying for freedom of 

access to education for women were not universally supportive across the classes. Dyhouse 

(1981) describes Edwardian educationalist Clara Collet addressing the Bryce Commission 

on Secondary Education in 1894. Collet11 pronounced that working-class girls should have a 

different curriculum to that of young women from the middle classes. Collet adopted a point 

of view that a working-class girl’s aspirations lay with unskilled work as a forerunner to 

achieving married life and useful domesticity. In 1908 the Board of Education agreed that 

girls should have two years of pure science education but that girls over the age of fifteen 

could drop science and mathematics in favour of concentrating on domestic science 

(Dyhouse,1981), limiting girls access to the sciences in higher education. Collet thought that 

offering scholarships to working class girls simply gave them unrealistic aspirations which 

would prevent them from being happy with their lot in life (Dyhouse,1981), this made little 

difference because poorer girls usually left school well before they could benefit from higher 

education.  

 

11 C, Collet. Memorandum on the education of working class girls. Presented to the Bryce 
Commission on Secondary Education (1894). (Dyhouse, 1981. P.204). 
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For schools to access Government grants it became compulsory for girls’ curriculum to 

include needlework and cookery. It was common practice for schools to only enter girls for 

just one examination at the end of elementary schooling, so for most girls there was little 

choice where their careers lay. Working class girls were assumed to have limited abilities 

and were destined for service or marriage. Added to the curriculum was emphasis on 

training girls for domestication and bringing up families. In the 1950’s ‘beauty’ became a 

subject of study for secondary’s school age girls. Sharpe (1976) acknowledges that the 

consequences of a domesticated curriculum are that it becomes unfeminine to be clever and 

that overachievement might prevent a girl from getting a boyfriend. It was not unusual for 

girls who experienced difficulties in secondary school to have their academic abilities 

overlooked. This is not dissimilar to girls experiencing adversities today being diverted into 

‘hair and beauty’ or ‘childcare’ without regard to their aspirations and abilities in our twenty 

first century curricula (Barnardo’s, 2013).   

The Haddow Report (1926) which focused on extending secondary education to all children, 

discussed biology instruction for girls, but managed to avoid any mention of sex or human 

reproduction. It suggested that girls are taught hygiene in the sense of keeping the ‘human 

organism’ and the home clean and healthy. Additionally, housecraft was written into a large 

part of girls’ curriculum, offering the concept that good housewives are essential to a healthy 

nation (Dyhouse, 1981; Walkerdine and Lucey, 1989; Reay, 2017). 

There were other voices supporting a good general education for working class girls to lift 

them out of domestic drudgery. In 1918 Rebecca West responded to male attempts to blame 

uneducated mothers for high levels of infant mortality. She argued that these women were 

being disadvantaged by only focussing upon their lack of educational attainment and 

through a desire to regulate their lives. Instead there should be attention to their social 

circumstances, and that there was a lack of understanding of what the lives of these women 

were like (Dyhouse, 1981). Since the commencement of compulsory education, pressures 

were consistently placed upon working class mothers to regulate the behaviour of their 
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children towards learning. Where they were thought to have failed to ensure compliance, 

mothers own lack of education was used to reinforce a sense of failure. The mother was 

therefore constructed as a social regulator (Dyhouse, 1981; Walkerdine and Lucey, 1989). 

Walkerdine and Lucey (1989) discuss the blame extended to working class mothers 

because their daughters were failing to make gains in the education system.  

Contemporary Edwardian movements, such as the socialist feminists of the period, seemed 

to give up on uniform educational provision, suggesting that working class girls might fare 

better being educated through trade union movements. This was perhaps reflective of the 

continued insecurity of these same feminists with their own endeavours to become 

recognised as equals in an education system, especially trying to break into higher 

education, where women were dependent upon male paternalism (Dyhouse 1981). Even for 

middle class girls who achieved academic status, sex was a formidable hurdle. They often 

had to contend with the conflict between choosing celibacy, or a marriage where academic 

wives accepted a lessor status, domesticity taking priority over their intellectual ambition.  

Out of middle class aspiration, rose women who would work in the professions regulating the 

morality of working class women. Middle class women began to take up opportunities 

outside the home in professions such as teaching, public health and social work (Walkerdine 

and Lucey, 1989). When girls were displaying sexuality, or were identified as sexually 

knowledgeable, there is little evidence that female educationalists had a more sympathetic 

outlook towards their fellow females, even when coercion into sexual activity existed. In the 

post 1870 literature that was examined, there is virtually no reference to sex as a reason for 

young women giving up on school, although it is known that women have been prostituted 

and abused from childhood and that pregnancy has almost always been a reason for a girl to 

leave school.  

2.3 A New Welfare State 

During the second world war, women were briefly drafted into the labour force, however, 

once the second world war was over, women discovered that they were being laid off in their 
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thousands. Their labour was no longer required by the state. Some became disillusioned 

with the world of work when they saw their salaries reduced to half that of the men returning 

to the labour market. They realised that they were not included in Keynesian ideals of full 

employment, which focussed upon ‘full male employment’. In 1942, a new welfare state was 

established which lifted many working-class homes out of absolute poverty. This new social 

offer was built upon the concept that women stayed at home to care for the family, ensuring 

that the ‘male’ breadwinner was supported.  Women did not really return to the labour 

market in any numbers until the 1970’s (Sharpe, 1976). Most day nursery provision was 

closed down after the second world war, sending women a message that they should return 

to childcare because children were happier and less likely to become delinquents if their 

mother cared for them. These messages were primarily destined for the ears of working 

class women (Nicholson, 2015).  

In the 1950’s academic girls were still reminded that their education carried less importance 

than boys. When girls made it to sixth form it was not unusual for them to be restricted to 

sitting two A-levels, instead of the three usually required for university. Girls were steered 

towards teacher training college as a better career for young women and learnt early in their 

lives that boys were better than girls (Dyhouse, 2013). A young woman who grew up with 

brothers said,  

‘To be born a girl is to be born a second-class citizen’.  

Nicholson (2013 p.405).   

Sex education was restricted in the 1950’s and girls were kept in the dark about their 

sexualities. Secondary education was focussed on the presumption that all young women 

had a natural interest in their personal appearance, relationships and finding a boy to marry, 

something that they seemed to be expected to achieve without understanding sexual 

relationships (Sharpe, 1976). Young women who were ‘seduced’ into pre-marital sexual 

activity were usually blamed for not having the common sense to avoid sexual intercourse, 
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even though young women were left in the dark about their own reproductive systems. 

Pregnancy outside of marriage generally resulted in the young woman being sent to a 

mother and baby home before the pregnancy was visible. A young woman would return with 

some story to account for her absence, minus her child, who would have usually been 

placed for adoption. The opportunity for a young, single mother to keep her child was 

negligible, unless they were incredibly resilient to moral reprobation and had access to some 

finance. There was little opportunity to return to jobs, professions were rendered impossible 

and their careers were frequently ruined. Walkerdine (1997) notes that in the 1950’s the 

majority of studies about class involved boys’ educations and male social mobility through 

grammar school opportunities. Even when girls passed the eleven plus, the boys received 

more attention in school, particularly in maths and sciences, which were not seen as 

feminine subjects (Walkerdine, 1989). 

Nicholson (2015) talks about how sexuality was more openly discussed in rural locations [in 

the 1950’s] than in suburbia. But more relaxed talk did not make it any more acceptable for 

women to have a sex life, in fact there was a brutality in the language. Quoting a young male 

in a rural farming community,  

‘If they are old enough to bleed they are old enough to fuck’.  

(Nicholson, 2015, p.152). 

 Men were hardly reprimanded for their role in the event and sexual abuse was hidden in 

remote landscapes such as the fens. It is important to reflect here that this is very recent 

history. It is not unreasonable to believe that such attitudes are still present in the twenty first 

century. 

2.4 Early Identification of CSE in Literature 

While searching educational literature for references about the sexual exploitation of girls 

and young women on or off school premises since The Forster Act, the earliest examples 

found were in The Newsome Report in1963. These state, 
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‘I think that many of the ‘fringe’ girls are saved from sexual intercourse by the fact 

that the young men who approach them do so quite openly. They make the request 

in the first moment after meeting the girls in the street; and, unless the girls give 

immediate consent, they leave them to find a readily obliging partner. If there were 

‘petting parties’ first, the situation could be very different’. 

Speaking of a school in Yorkshire: 

‘Sexual laxity is rare in this district under school leaving age. I have had no schoolgirl 

mothers and only three girls who tried their hand at soliciting or got into the company 

of a prostitute by choice’. 

‘There is concern, however, about the relationship of some of girls with older youths 

and men outside school. Most Heads acknowledge that they simply cannot assess 

the size of the problem; some incline to think it is smaller than the girls loose chatter 

and outwardly precocious behaviour suggests’. 

The Newsom Report (1963, pp. 20 -21) 

The Newsome Report discusses girls going before the courts due to their need for moral 

care and protection. This seems to be one of the first indications that school staff had 

noticed signs of what would now be termed CSE, although no attention seems to have been 

paid to the males involved. Jackson and Marsden (1986, 3rd ed.) conducted interviews in 

1962 and the following quote is from a middle class young woman in the fifth form of a 

grammar school. Her peers, whom she is describing, are from working class homes and are 

expected to leave school at the end of the school year, 

‘All they are interested in is growing up as quick as they could and getting out. Going 

out with boys and wearing high heeled shoes. They wanted to leave school. They 

always seemed much older than I did. I felt immature with them. I always felt I was 

one step behind. All the way up the school I was one step behind. They were going 
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out with boys much older than themselves and having experiences that I’d never had. 

I knew they could handle situations I couldn’t handle, I felt more immature than them’. 

(Jackson and Marsden, 1986, p.45) 

These young women could be the same young women described in Newsom (1963) as 

‘hanging around’ outside school with older males. There is a lack of curiosity and expectation 

about the lives of working class young women. 

Elsewhere The Newsom Report (1963) introduces a somewhat more progressive dialogue, 

discussing girls having careers. However, this is a strictly gendered approach suggesting 

that good jobs for girls might be in offices, clothing factories or retail. Domestic training still 

featured in girls’ curriculum. Sex education is more or less absent, although Newsom (1963) 

suggests that schools should employ married female teachers. Marriage is assumed to 

equip women to discuss sexual relations ‘frankly’ with pupils. Between 1951 and 1961 

almost 85% of girls aged between 14 and 24 were working. But many said that young 

women did not earn enough to support independent living. They said that it would not have 

been possible for a single mother to work and support herself and her children, so they 

accepted offers of marriage as quickly as they could. The labour market kept women firmly 

dependent upon fathers and husbands (Nicholson, 2015).  

Throughout the history of educating girls, there is an emphasis upon encouraging girls to 

seek men to marry. At the heart of this process is educating girls to be pretty, interesting and 

attractive to men. At the same time, they must remain ignorant of their own sex and sexuality 

and on no account enter into a sexual relationship before marriage. Over half a century later 

the same muddled messages exist in sexualised images in media and fashion selling young 

women a sexualised version of ‘girl power’ (Coy, 2009). These are mixed with the slut and 

slag semantics of disapproval and labelling sexualised females as not having the mental 

capacity to run their own lives (Pearce, 2009).   
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The Plowden report (1967, s.11) suggested that in adversity, girls had a greater resilience 

than boys. Wood (1987), discussing inter-gender conflict in the classroom, concluded that 

the view from the staffroom was that girls are generally more docile than boys and when 

boisterous behaviour from girls was presented, it was considered out of character and more 

troublesome to manage. Nevertheless, when girls are quieter, they are positioned as less 

academic than boys. Girls are allowed into masculine spaces provided that they retreat into 

non-threatening femininity, thus excluding themselves from subjects perceived as masculine. 

Girls who do well in academic subjects are described as ‘hardworking girls’ whilst a boy is 

described as ‘clever’(Ibid). In capitalist, neoliberal society, vocational training is aimed at 

providing a pool of skilled workers, signifying that the limited offerings open to girls, mainly 

domestic or beauty, reduces them to a lesser usefulness as citizens (Paule, 2015). This is 

not so different to the situations of middle class women interviewed in the 1950’s who had 

achieved university degrees, subsequently dropping ideas of careers when they married, 

leaving them feeling as though they had wasted their talents (Nicholson, 2015).  

The Plowden Report (1967) described less difference in the curriculum subjects taught to 

girls and boys. Even so, James Callahan, then Prime Minister, speaking at Ruskin College in 

1976, queried why so many girls abandon science after leaving school. Walkerdine (1989) 

suggests that there was no evidence that girls in top sets in secondary school were less able 

at mathematics, but that working class girls were still being steered towards more traditional 

feminine professions than middle class girls. There was also evidence that teachers directed 

negative comments towards boys for their behaviour, but girls received more criticism 

towards the quality of their work, reducing their confidence in themselves. Female maths 

teachers also said that that they had less confidence in their skills than their male 

colleagues. Teachers and parents had a similar bias towards boys superiority in 

mathematics, leading to feminine mathematics and science being directed towards the 

home, calculating decorating materials and managing household budgets. These skills 
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downgraded as less important than those required for the workplace or laboratory 

(Walkerdine 1989).   

Recent research into barriers to girls entering Stem12 careers (MacDonald, 2014; UNESCO, 

2017) continues to find obstructions to girls taking up ‘masculine’ professions such as Stem 

maths and sciences. Only 35% of young women in the UK choose Stem subjects compared 

to 94% of boys. This is reflected in University courses: 9% of girls applying for Stem 

subjects, compared to 29% of boys (Wise, 2018)13. Women working in engineering in the UK 

experience a pay gap on average £1.36 per hour lower than average male pay. Girls from 

lower income groups are the least likely to believe that science and technology is for them. 

(MacDonald, 2014).   

What this review has discovered is that there was some very limited evidence of schools 

awareness of young women’s sexual exploitation but that it is not recognised as such. The 

focus centred upon the morality of the young women, rather than harm they were exposed 

to, this seems to be particularly directed towards the choices made by working class girls 

who left school as soon as they were able. Their experiences were accorded less 

significance than their peers who were embarking on a more academic route. However, 

reference to ‘petting parties’ and schoolgirls ‘choosing’ to solicit for sex being mentioned in a 

significant education report, places early references to CSE in the context of societal 

attitudes toward young women who were thought to lack a moral code and might require 

their freedom restricting, by the courts if necessary (Newsom Report, 1963; Dyhouse, 2013).  

The following section continues with a review of literature since 1999, exploring how 

experiencing child sexual exploitation is influencing issues affecting the experiences of girls 

and women in their relationships with services, education, welfare and the labour market. It 

 

12 STEM subjects are Science, Technology and Engineering.  
13 https://www.wisecampaign.org.uk/ WISE is the campaign for gender balance in science technology 
and engineering. 
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examines how policy and practice responses have changed during the previous decade. 

This has been achieved by taking as its starting point ‘One Way Street? Retrospectives in 

Childhood Prostitution’ (Melrose Barrett and Brodie (1999). ‘One Way Street?’, made 

significant recommendations which contributed to the changing world of CSE policy and how 

policy should be applied in practice. ‘One Way Street?’ is abbreviated to OWS for 

convenience throughout the rest of this report. 

Part 2: A Reflective Literature Review into ‘One Way Street? Retrospectives on 

Childhood Prostitution. 

2.5 Introduction 

The first section of this literature review has discussed gender in the context of education 

and social attitudes to the sexuality of young women and how both of these issues related to 

the rationale of this research. In this section the review turns to how CSE has been 

conceptualised in research over the previous two decades to understand how the current 

definition of CSE, and responses to CSE, have developed in light of changing knowledge, 

legislation and official safeguarding guidance.     

Although several research studies have included both male and female participants for their 

reports, identification of females predominate in CSE. Boys are still a minority in most 

reports, so the research remains valid to this enquiry.    

Re-reading ‘One Way Street’ (Melrose, Barrett and Brodie, 1999) nineteen years after 

publication, it is noticeable how relevant the issues are to those working to help young 

people exit exploitative situations. OWS has been chosen over other seminal works for the 

precision of its timing and methodology. It is impossible not to be struck by the candid voices 

of the young people speaking out from the pages and the unequivocal recommendations 

made by the authors to the Government of the day. The relevance of the four broad areas 

that it addresses, the voluntary and statutory services, law and policing, education, welfare 
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benefits, and the labour market, remain central to ensuring that young lives are not 

irreversibly damaged by sexual exploitation.   

There is a lack of evidence about CSE and what is happening in schools, this thesis 

highlights how little is known about the educational outcomes of young women who have 

been sexually exploited during their secondary school careers. The only source of published 

statistical evidence about what is happening in the school careers of sexually exploited 

young women comes from ‘What’s Going on to Safeguard Children and Young people from 

Sexual Exploitation? How local partnerships respond to child sexual exploitation’. (Jago et al. 

2011). The little that we do know about the effect of CSE on children’s education is largely 

derived from the snapshot study by Jago et al. (2011), which identified 1065 cases of CSE. 

These were cases identified by organisations on a single day and the enquiry included a 

question about attendance at school. ‘What’s Going On’ depended upon the voluntary sector 

and Local Safeguarding Children Boards (LSCB) volunteering data. The data predominantly 

related to young women, only 8.6% of reported cases in the Jago et al. (2011) study were 

male, just 459 cases included the child’s educational status at the time of reporting. Of 

these, 236 attended full time education, 35 attended part time, 59 were reported as not in 

any education, six were temporarily excluded, 46 were attending Pupil Referral Units (PRUs) 

and 56 children were claimed to have been regularly truanting. A further 21 children were 

described as having ‘other’ reasons for not being in school. In the cases of 606 children, no 

data on their education was collected. This limited study suggests that young women may be 

having their education disrupted by experiencing sexual exploitation. The following section 

will review the recommendations from OWS and explore what has happened in CSE since 

1999 from Government legislation, reports and literature.  

2.6 Shifting Discourses. 

A strong theme of this literature review is the shifting parameters of discourse regarding the 

abuse of children through prostitution. The term prostitution has been largely removed from 

professional vocabulary, although ‘commercial sexual exploitation’ is occasionally used. CSE 
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is more often the terminology for all children who swap, sell or who are coerced into sexual 

activity by people who exert power over them. The Luxemburg Guidelines (2016)14 state that 

it is important that terminology does not ‘encourage, incite or propagate stereotypes that are 

harmful to a child’. Terminology should be consistent and commonly understood by people 

responsible for the protection of young people, prevention of abuse and detection of 

perpetrators.  

Melrose (2013) considers that care needs to be taken with changes in terminology or the 

socio-economic reasons for children and young people selling sex could be missed. It is 

important that the positioning of children as agents who sometimes sell sex is not absent, 

because only assigning victimhood and not listening to why choices are made is denying 

these young women a voice in their futures (Dodsworth, 2015; Coy, 2016). While 

acknowledging and including children who sell sex in this thesis, along with contemporary 

identification of CSE, it is vital to appreciate that there are varied routes into all types of 

exploitation. An inability to discuss different routes in, including young women’s agency in 

deciding to sell sex, results in a risk of reducing routes out (Dodsworth, 2014). A conceptual 

shift in the discourse around older children, above the age of sexual consent, supports better 

understanding of the contextual risk outside of the home (Coy, 2016; Firmin, 2013, 2017). 

Sexual exploitation and sexual abuse of older young people taking place outside of the 

home often places young people in neighbourhoods, school and peer relationships where 

there is risk. This wider environment needs to be part of the narrative and not just the direct 

sexual relationships that young people form (Firmin, Warrington and Pearce, 2016).  

Especially when environment contributes to experiencing multiple disadvantage, placing 

young women at increased risk of developing poor coping strategies and mental health 

problems which increase with age (Jago et al., 2011; Radford et al., 2011).  

 

14 Terminology Guidelines for the Protection of Children from Sexual Exploitation and Sexual Abuse 
2016. Adopted by the Interagency Working Group in Luxembourg, 28 January 2016.Availabe at: 
http://luxembourgguidelines.org/ (Accessed 17th July 2019) 
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Disadvantage is commonly depicted as suffering violence or poverty but can also refer to 

other forms of marginalisation in services. All of the participants in OWS reported leaving 

school early. In the following review the recommendations made by OWS are addressed 

individually and mapped against legislation to decide how much progress has been made. 

UNCRC Article 12 protects the rights of the child to be listened to and have their views taken 

into account when decisions are being made about them. Giving young people opportunities 

to provide their opinions about what sort of CSE services they want is a recent development 

(Warrington, 2013; 2013b; Pearce, 2017; Warrington with Becket etal., 2017). When this 

review of CSE literature was begun, the Young Researchers Advisory Panel at the 

University of Bedfordshire, working with the Alexi Project, had not published their creative 

work. This ‘CSE Principles Comic Project’ (2017) suggested 10 principles for working with 

children who have experienced CSE. These are too important to ignore, therefore, at a late 

date, they have been included and linked to the recommendations made by OWS. The ‘CSE 

Principles Comic Project’ can be downloaded to print and share from the University of 

Bedfordshire15 

2.7 Statutory and voluntary provision of services to meet the needs of young 

people involved in CSE. 

‘There is a need for street-based, young-person centred services which provide 

opportunity for counselling, a chance to explore victimisation and offer long term 

support, by providing education facilities; careers guidance; help with housing and 

welfare benefits; help with drugs and childcare; detoxification facilities and needle 

exchange schemes’. 

 (Melrose Barrett and Brodie,1999, pp.87-88).  

‘CSE Principle #1: ‘We Want and Need Services’. 

 

15 https://www.alexiproject.org.uk/participation/cse-principles-comics (Accessed 5th January 2019) 
The ten principles in postcard format are available for free to print and share with young people. 
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(CSE Principles Comic Project, 2017) 

The two statements above are from two different research projects, separated by twenty 

years. In relation to the first quote, some of the participants in OWS thought that nothing 

would have made any difference to their being exploited. They reported themselves as wilful 

and unwilling to listen, words with negative connotations. It is only possible to understand 

why they are wilful and unwilling to listen if there is a real understanding of what has 

happened in their lives, and it is worth exploring the meaning behind these words. Wilful can 

also mean determined, suggesting a more positive quality. Unwilling to listen could result in 

experiences of not being listened to. By exploring young women’s experiences and the world 

that they inhabit, it becomes imaginable to reflect upon the choices that they make 

(Freire,1968; Pearce, 2013; Warrington, 2013). If professionals with power over young 

women’s lives do not make the effort to listen, it is difficult to know why the young women 

would listen to them. Article 12. UN. Rights of the Child, states that children have the 

inviolate right to be listened to in matters that affect them and for their views to be taken 

seriously. Findings that young women want to be listened to are consistent in research 

(Brodie with D’Arcy et al., 2016; Warrington with Beckett, 2017; CSE Principles Comic 

Project, 2017).   

The Newsome report (1963) depicts single young women who showed an interest in sexual 

activity as morally lacking and efforts to control their lives were often made through the 

courts if necessary. This paradigm has in most quarters retreated and where young women’s 

sexual activities show signs of coercion, transaction and power differentials, young women 

are now likely to be identified as victims of abuse. But research with young people 

challenges polarised views on responsibility and victimisation, suggesting instead that 

sexually exploited young women have individual identities and varying senses of agency and 

self-determination, depending upon the resources that they can draw upon. (Dodsworth, 

2012; 2014b; 2015; Coy, 2016; Firmin, Warrington and Pearce, 2016). 
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Vulnerability as an ‘identity’ is not always chosen by women themselves but can be 

conferred where institutions demand that women should be their own agents of change, but 

do not challenge the ‘structural determinants that shape and create’ the difficulties in young 

women’s lives (Cross and Warwick-Booth, 2018). Sexually exploited young women risk 

being constructed as both vulnerable and needing help and as a problem requiring a 

solution (Dodsworth, 2015). Age as a determinant of victimhood is questionable, it should 

not be automatically assumed that all young women under 18 years who sell sex, no matter 

how constrained their choices, are not making any decisions for themselves, or that women 

over 18 years are never exploited through sex work (Melrose, 2013; Coy, 2016). Some 

young women who have decided to seek justice through legal remedies, might identify as 

victim in the legal sense, but experience empowerment through their actions (Warrington, 

2013, 2013b; Warrington etal. 2017) - even if these reports unanimously describe a legal 

system that requires improvement if sexually abused young people are going to have 

confidence in it. 

In Dodsworth (2014b) women sex workers had constructed different identities for 

themselves, depending on their ability to adapt to adverse circumstances and build 

resilience. For some of the women positive relationships when they were young helped them 

to own identities other than as sex workers, or to accept their sex work as a choice for 

financial improvement, just one of the many things that they did. For other women who had 

had few positive experiences to draw upon, sex work was accepted as an inevitable way of 

life that they could not see any exit from (Ibid). Neo-liberal social structures demand that 

individuals take control of their lives, but can also impose barriers to change, defining 

women who are different from a normative gendered idea of femininity as both vulnerable 

and a threat (Cross and Warwick-Booth, 2018). 

Negative experiences in youth, neglect and violence within families and/or risky and 

dangerous ex-familial environments and peer groups are identified factors that contribute to 

negative outcomes for young women who experience CSE (Dodsworth, 2015; Firmin, 
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Warrington and Pearce, 2016). As a result sexually exploited young women require time and 

opportunity to build trusted relationships so that they can make informed and positive 

decisions for themselves. Hayden (2007) suggests children might externalise their problems 

through behaviour that is viewed as problematic, but is also context dependent and partly a 

matter of perception by the observer. It is not enough to target the individual as in need of 

protection, child protection has to be extended to the context of how and where they live 

their lives (Firmin, 2013, 2017; Firmin, Warrington and Pearce, 2016). It is necessary to 

understand young women’s stories rather than turn them into problems of vulnerability so 

that specialist services are not a means of making change by attempting to control women’s 

lives (Cross and Warwick-Booth, 2018). Rather services should make sense to the young 

women who use them, involving what needs to change in their communities and the 

institutions that they access, as well as providing the chance to pick up interrupted education 

and improve access to training and jobs.   

Studies over the previous two decades leave no doubt that child-centred, youth-work based, 

outreach services, of the type often delivered by the voluntary sector can help young people 

who are experiencing CSE, substance use, and associated personal difficulties (Melrose and 

Barrett, 2004; Fletcher and Bonnell, 2008; Pearce, 2009; Jago et.al., 2011; Harris and Roker 

et.al., 2017; Lloyd and Fritz, 2018). Participants in the Dodsworth (2014) study said that it 

was important to have access to support services. They qualified this by indicating that 

services should be prepared to have flexible access so that they can dip in and out when 

they need help. Jago et al. (2011) discussed the importance of youth services at multi-

agency tables because Youth Workers have experience of working with children who may 

not realise that they would benefit from help, but the report notes that youth-work is likely to 

receive funding cuts and become less street based (Factor, 2016). The changing face of 

youth-work is evidenced in the National Citizens Service16, which is the recipient of large 

 

16 https://www.ncsyes.co.uk/ A youth provision for 15-17 year olds. It comprises a 4-5 week 
programme in school holidays and currently costs £50.00 per child per programme. 
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amounts of youth funding and is a fixed period experience rather than a community 

provision.    

At around the same time as OWS was being researched, Barnardo’s, a national NGO, was 

introducing CSE outreach projects. In 2011, Barnardo’s published ‘Puppet on a String’ 

recommending the four A’s: Access, Attention, Assertive [outreach] and Advocacy as a 

beneficial method of assisting young people to exit CSE. Since 1999 a number of CSE 

services have developed across the UK, many of which can be located through the National 

Working Group (NWG)17, an umbrella body for the CSE industry. However, secure public 

funding for these services is limited and often reactive to emerging crisis, exemplified by a 

large amount of money being made available in Rotherham in the wake of the Jay Report 

(2014) (Jago etal., 2011; Barnardo’s 2014; Department for Communities and Local 

Government, 2015).      

The voluntary sector response to CSE has been placed under intense scrutiny by the ‘Alexi 

Project’ evaluation team at the University of Bedfordshire (Harris et al., 2017). The report 

recommends the commissioning of voluntary sector services co-located in statutory hubs, 

because the voluntary sector can provide, 

‘Improved sensitivity to the experience and support needs of children and young 

people’. 

(Harris, et al., 2017, p.6) 

The Alexi Report continues to qualify this by saying that the Hub and Spoke model, 

notwithstanding its benefits, loses the advantage of casual drop-in engagement with young 

people. There is an urgent need to provide both co-location and casual services for young 

 

17 https://www.nwgnetwork.org/ The NWG is a charitable organisation located in Derby. It covers 
voluntary sector, statutory and private companies working in the field of CSE. It provides advice, 
training and members services. It seeks to influence national CSE strategies. It has a Youth Advisory 
Board. 
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people. Many of the Key Workers who took part in this study had backgrounds in children’s 

social care, young people’s substance misuse services, youth services and sexual health 

services before they came into CSE services and were knowledgeable and able to help in 

multiple ways. This is similar to the idea of a ‘one stop shop’ which young women in OWS 

said would be beneficial if advice was all in one place.  

Dodsworth (2014b) discusses how trusted services can provide a ‘secure base’, a ‘non-

judgemental’ relationship which can allow women space and time to determine identities that 

are not ‘the other’ or ‘damaged’. A sense of a being able to make a positive appraisal of 

oneself can lead to empowering and women choosing what is right for them, rather than 

what they believe life has dealt them. Cross and Warwick-Booth (2018) question if support 

services equate with service users accepting a position of vulnerability. However, in their 

analysis of a support service for young women with problematic lives, the report said that 

service users valued the service and viewed it positively, recalling how they realised 

educational achievement through their experiences of the project, something participants all 

said was important to them. It is vital that sexually exploited young women are given the 

resources to recover coping strategies, so that they can avoid drifting out of school early.    

The value of the provision of accessible services of the type described in OWS in 1999 was 

echoed in 2017 by the ‘Young Researchers Advisory Panel’, at the University of 

Bedfordshire. This value became number one of the CSE Principles Comic Project (2017), 

the principles themselves an outcome of a series of young people’s focus groups. In 

designing the principles, young people reiterated their ability to articulate what they require 

from services (Warrington, 2013; Dodsworth, 2014; Beckett and Warrington, 2015).  

 ‘If you have to come [travel] this far, are there enough services?’  

(Young Person, the Alexi project) 

This reinforces the message that accessible services are still not available to all those young 

people who need them. 



41 
 

2.8 The erosion of youth services 

There is good evidence that universal youth-work, a vehicle for reaching young people 

reluctant to use formal services, has become target driven and tied to measurable 

outcomes, focusing on gaining skills rather than living well, service delivery being the 

prime focus rather than the building of trusting relationships with young people (Jeffs 

and Smith, 2008; Factor, 2016). Youth services have become more like education, 

making them less accessible at street level. This trend is especially worrying when 

participants in OWS told the research teams how they were reluctant to engage, and 

required flexibility from services. Youth Work is a relationship-based profession which 

strives to be anti-oppressive and anti-discriminatory taking a social pedagogical 

approach over a formalisation of education (Freire, 1968; Jeffs and Smith, 2008; 

Factor, 2016). This is especially important for young women who might be out of 

mainstream education due to experiencing CSE.  

Jago et al. (2011) discuss the importance of the youth services in understanding how to 

engage sexually exploited young people in protective services but also acknowledged 

that these services are being subjected to stringent cuts. The National Youth Agency 

(2014) and Unison (2016) report that in some parts of the country youth services are 

disappearing. Factor (2016) provides the following figures about funding for youth 

services nationally: from 2012 -13 a cut of £103M for youth provision followed by 2013-

14 funding reduced from £712M to £627M, a 12% cut. The trend continuing with 

council spending on youth services down to £390M in 2016-17 reported by the 

Guardian Newspaper (Booth, 2018). 

Recent national news has reported a move to engage more young people in uniformed 

services, a further 5,500 extra places are to be made available from 2018. These services 

have been allocated a Government £5M budget. In particular the Government wants to 

encourage disadvantaged youth to take up places in Cadets, Scouts and Guides (Booth, 

2018). As popular as this might be for some young people, it fails to provide a choice of the 
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casual drop-in criteria that sexually exploited young women, with a variety of support needs, 

have continuously said would benefit them (Melrose, Barratt and Brodie,1999; Swan and 

Balding, 2002; Melrose and Barratt, 2004; Pearce, 2009, Dodsworth, 2014). 

2.9 Careers services    

Long term provision of accessible education and careers guidance can support young 

people exit exploitative situations, but they must be accessible on young people’s 

terms, otherwise they risk rejection. This assertion was made in ‘Safeguarding Children 

Involved in prostitution’ (DoH, 2000). In 2000 the Government introduced the 

Connexions Service18, a wraparound careers services for young people, often 

delivered by people who had been involved in youth-work and providing a bridge 

between school and young people’s lives outside of school. Connexions practitioners 

frequently left the office to engage reluctant young people. The approach was holistic, 

helping with associated concerns such as housing and benefits. By 2012 this service 

had almost disappeared due to the relocation of responsibility for funding to local 

Government, which was at the same time having to find harsh budgetary savings 

across most areas of services. The responsibility for careers-guidance is currently in 

the hands of individual schools and/or accessed primarily through two online sites, the 

National Careers Service19 and PLOTR20, recently upgraded to Start. The drawback 

being that there is no personal guidance and to navigate them, they require access to 

the internet and some IT skill.  

Barnardo’s (2013) found that the provision for young people not in education, 

employment or training (NEETS), still remained in most areas. Problematically, support 

 

18 https://www.nao.org.uk/wp-content/uploads/2004/03/0304484es.pdf Now archived. Designed to 
help 13-19 year old (up 24 for young people with disabilities) with impartial advice during their 
transition to adulthood. Primarily as a careers advice service. 
19 https://nationalcareersservice.direct.gov.uk/ 
 
20 https://guest.startprofile.com/ Apparently PLOTR is now Start. Start is a free and comprehensive 
digital platform, offering schools and colleges a single starting point to help simplify and improve 
careers guidance in schools. 
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for the cohort of young people in the next category from NEETS were the poorest 

served. Young people who were not keen on school, but tended to keep their 

attendance at school, achieving little in exams, experiencing disruption or illness or 

coming from low aspirational families. These young people said that schools offered 

very little career advice, sometimes one day of advice and if you missed it ‘that was 

that’. Advice available to young women not in academic streams can be of a gendered 

nature. Frequently the only options on offer are childcare or beauty (Ibid).  

In terms of accessing support to exit sex work or exploitation the Connexions Service 

might have offered a short, but nevertheless an important, window of opportunity to 

engage young people disengaged and excluded from school. Those opportunities are 

now considerably worse. This is particularly concerning in light of the Children’s Society 

report (Pona and Baillie, 2015) ‘Old enough to know better? Why sexually exploited 

older teenagers are overlooked’. This report crucially discusses evidence that females 

aged 16 to 17 years are at the most significant risk of being a victim of a sexual 

offence, but recognition is muddled and there is confusion by children and adults about 

how consent is understood (Pearce, 2013). Systematic evaluation of the coercion and 

manipulation of older young people should be held in mind and scrutinised when 

dealing with over sixteen’s (Jago et al., 2011; Pearce, 2013). Young women in this age 

group are less likely to have access to therapeutic support, yet this can be a crucial 

time in entering further education. The support of non-judgmental youth services can 

be vital, but they are a diminishing resource. These vanishing resources do nothing to 

assist in the goal of bringing together multi agency working groups to assist children 

recover from CSE. The next section examines the growth of multi-agency working to 

safeguard children from CSE, which OWS recommended in 1999 and should be 

inclusive of youth services.   
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2.10 Joined-up Working 

 ‘In accordance with Home Office/Department of Health Guidelines (1998), Local 

Authorities and social services departments should work in conjunction with 

Police, education, health and youth services and voluntary services to ensure the 

welfare of the child’.  

(Melrose, Barrett and Brodie 1999, p.88) 

‘CSE Principle #2. Show us you care’.  

(CSE Principles Comic Project, 2017) 

Working together in multi-agency teams is been recommended as the best way to support 

children at risk of CSE (Pearce, 2009; Jago et al., 2011; Beckett, Holmes and Walker, 2017). 

Joined-up working has been an area of progress since OWS made this recommendation. It 

has two ways of working: at child protection casework level and at strategic level. Pearce 

(2009) recommended a central Government model for universal use. By 2011 it was evident 

that progress in this area was slow. Jago et al. (2011) recommend that LSCB’s develop 

strong partnerships to deliver CSE strategy but found during the collection of data for the 

2011 report, that only 55% of LSCB’s had a specific CSE protocol in place.   

At case-work level multi-agency teams are recommended to support individual sexually 

exploited young people. Pearce (2009) suggests that these teams should not just be 

dominated by child protection, although that is always a priority. Education should be a 

member and these teams should be holistic in nature, focussing on all of the young person’s 

needs. Firmin (2013) argues that specialist CSE voluntary sector organisations should be 

included, especially for sixteen and seventeen year olds, who may be at risk of being 

referred to adult services which may not meet their needs. Although inconsistency still exists 

in multi-agency teams, they are a big step forward since the OWS recommendations, but the 

model is unpredictably applied from one area to another.  
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Young people and parents21 often feel excluded in these meetings, and do not feel listened 

to when decisions are being made (Warrington and Brodie, 2018). The inclusion of voluntary 

sector services in multi-agency teams is important because these are the representatives 

who are most likely to be providing holistic support to young people and will understand their 

health, housing and educational needs and can advocate the young person’s views. It is 

also important that education is not simply included, but that the representative also knows 

and is trusted by the young person and can speak for them if decisions are being made that 

might affect their education (Pearce 2009, Jago et al., 2011; Harris and Roker et al., 2017; 

Beckett et al., 2017). 

Ahern, et al. (2017) discusses the perspectives of social workers and police officers who try 

to build rapport with sexually exploited young people and suggests that there is a lack of 

research in this area. Workers in positions of authority acknowledge that sexually exploited 

young people are likely to be resistant to their attempts to engage with them, the difficulty 

being that to build a trusting relationship might take a long time, one or two years being 

cited. This places intense pressure upon statutory services, and it is often not economically 

viable, especially when new cases of suspected, but non-disclosed CSE, continue to arise 

and require investigation. This raises issues of who should work with sexually exploited 

young people prior to disclosure. Commissioners should build protocols for co-delivery of 

services which are reviewed regularly, Harris and Roker, et al. (2017) also suggest that more 

research is required into co-location, structures, allocation of resources and effective policy. 

Co-locating voluntary sector CSE workers into Local Authority children’s services or Police 

CSE teams is also recommended because it ensures that voluntary and statutory staff 

working with the same child know each other. Co-location supports good referral pathways 

and can improve young people’s acceptance of services, although it does not provide the 

 

21 Where parents are mentioned this includes carers, kinship care, foster care, Local Authority care 
and anyone who has taken responsibility for the day to day caring of that child. 
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casual drop-in services that some young woman have said that they prefer (Harris and 

Roker et al., 2017). 

The second recommendation for multi-agency teams at strategic level, refers to a local 

structure which may be based on Police constabularies, local authorities or LSCB 

geographic areas. The strategic groups share intelligence about young people and 

perpetrators, sometimes review cases but mainly plan CSE strategies for their area. They 

are usually made up of statutory services such as children’s social care, health, Police, youth 

offending, sometimes education and sometimes the voluntary sector CSE service. But a 

number of areas do not have a voluntary sector service and in a number of areas where 

there is a voluntary sector service they are not invited to multi-agency meetings. 

The young person’s voice is almost always absent from strategic meetings. Some young 

women find attending a meeting where they are the only young person present is daunting 

and their own ‘expertise by experience’ is not always recognised (Pearce 2009, Jago et al., 

2011; Warrington, 2013). 

Young people expect multi-agency teams to manage their information so that they do not 

have to keep telling their story to different people. They want to be kept informed about who 

their information has been passed to and what is being actioned on their behalf, they ask for 

services to work with them, not for them or against them (CSE Principles Comics Project, 

2017). The development of CSE strategies and specialist teams are a huge step forward 

from OWS in 1999, when young women would be unsure if they were going to be met with 

child protection concern or criminal justice legislation. However, there is still a long way to go 

to ensure that young people have services, consistently applied across all Local Authorities, 

matching the service principles that they have expressed as necessary for their wellbeing 

(Pearce, 2009; Jago et al., 2011; Beckett et al., 2017; Harris with Roker, et al., 2017; CSE 

Principles Comic Project, 2017). 
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2.11 Using the Care System to safeguard from CSE 

‘Thought should be given to the combinations of young people being looked after   

together. Carers should be informed of any involvement in prostitution. Peer-

mentoring and Peer-education schemes should be provided’.  

(Melrose, Barrett and Brodie, 1999, p.88) 

‘CSE Principle #4. Share information about us in a responsible and sensitive 

way.’ 

(CSE Principles Comic Project, 2017) 

This recommendation involves sharing knowledge about young people wisely so that they 

are not moved into unsafe accommodation, that carers are kept fully informed and that peer-

mentoring is important to young women who have experienced CSE (Pearce, 2009; 

Warrington, 2013; Dodsworth, 2014). One-half of the participants in OWS said that they had 

become involved in prostitution through peer group association. One quarter on a freelance 

basis and the remainder as a result of coercion. While it is vital that young people are kept 

safe, it is essential that young women identified at risk are not just packaged up in to a 

convenient ‘safe’ location.  

Jago et al. (2011) called on the Department for Education to assess the appropriateness of 

accommodation for looked after children who experience CSE, but there are no nationally 

collated figures to support decision making. Jago et al’s (2011) research found that 55% of 

their sample of young people who were in Local Authority care and reported having 

experienced CSE lived in residential children’s homes. Nationally, only 8% of the whole 

population of children in care live in residential care homes (Schofield, Larsson and Ward 

(2017), suggesting that children in the care system are disproportionally affected by CSE. 

This is especially concerning when Local Authority data provides a flawed picture of how 

many children are on child protection plans due to CSE/CSA. Neglect and emotional abuse 

remain the most frequent forms of abuse identified, in 2017/18, 68,780 children were on a 



48 
 

child protection plan because of neglect and emotional abuse, of these 2,960 were identified 

as experiencing CSA/CSE (Parke and Karsna, 2019). As data from Local Authorities and 

police records are most likely incomplete (Kelly and Karsna, 2018), it is not possible to 

extrapolate how often children’s social care place children experiencing CSE into residential 

children’s homes or foster care. The care system might be utilised because of a perceived 

need to remove young people from sexually exploitative situations, or a ‘disruption by 

distance strategy’ is employed (Shuker, 2013). This seems paradoxical and according to La 

Valle and Graham with Hart (2016) there remains inconclusive evidence that moving 

children far away from where they have been sexually exploited is the best way to manage 

risk or CSE.  

If the care system is used solely to control young people’s behaviour without ensuring 

access to therapeutic support, young people are going to remain vulnerable to CSE (Brodie 

and Melrose et al., 2011; Beckett, 2013, Shuker, 2013; Schofield, Larsson and Ward, 2017). 

If young people are subject to multiple moves and changes of Social Workers and Care 

Workers, they are not going to form the positive attachments that reinforce resilience and 

protective behaviours that help them move away from exploitative relationships (Pearce, 

2009; Brodie and Melrose et al., 2011; Beckett, 2013; Shuker, 2013; Dodsworth, 2014b). 

Frequent moves are not beneficial to young people who have experienced the chaos of 

being trafficked from place to place by perpetrators. They are likely to find moving to new 

placements disruptive and upsetting (La Valle with Graham and Hart, 2016). Schofield, 

Larsson and Ward (2017) conclude that although policy tends towards short term 

placements, a long term approach which offers the young person time to feel included in a 

‘family’ can support the construction of a positive identity and the resilience to make the 

transition into independent living.  

Parents might have feelings of failure and guilt that they could not protect their children if 

they are placed in care. Experiencing CSE is not necessarily an indicator of poor parenting 

or abuse at home and there is risk that young people will lose the protective factors of family 
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and friends (Pearce, 2009; Shuker, 2013; D’Arcy et al., 2015). La Valle and Graham with 

Hart (2016) suggest that keeping parents involved and in the picture while their child is in 

care is important. Children in residential care have suggested that keeping positive contact 

with one family member can reinforce their sense of identity and agency (Scofield, Larson 

and Ward, 2017).  

It is equally important that the care placement is informed of risk if there is parental 

involvement in the young person’s vulnerability to CSE. Beckett (2013) notes that where 

young people experiencing CSE are clustered together, staff might normalise risky 

behaviour. Residential homes might be targeted by perpetrators and there is a risk that 

sexually exploited children might be co-placed with children with sexually harmful 

behaviours. Moving young women away from their community without understanding the 

context of their lives limits preventative work which can make that community safer for all 

children and it does nothing to stop the actions of abusers (Coy, 2016; Firmin, Warrington 

and Pearce, 2016).    

If young people are sent to secure accommodation because they have been sexually 

exploited this may be interpreted by the young person as punitive and risks the young 

person resisting building relationships that would help them to be able to make the changes 

necessary to keep them safe when they leave secure care. Removing any sense of agency 

by placing a young women in a secure regime reinforces a sense of victimhood and loss of 

self-worth. Children can be sent to secure care under Section 25 of the Children’s Act 1989 

because they pose a significant risk to themselves, or others, or a custodial sentence by a 

court. This suggests control to young people sent to secure accommodation due to risky 

behaviour. Girls are more likely than boys to be given a secure placement, because of 

worries that they are higher risk of sexual harm and absconding (Shuker, 2013). This is 

inconsistent reasoning resulting in young women who are vulnerable co-located in a regime 

designed for young women who have committed criminal offences.  
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The problems discussed above relating to children’s residential care can be duplicated in 

foster care placements that result in multiple moves, preventing secure attachments being 

made and disrupting relational therapeutic provision from specialist services. Further to 

these difficulties for young people, OWS highlights the need for carers to be made fully 

aware of all of the risks that exist in a young person’s life when they begin looking after 

them. Equally important to the young person is to know who is being told what information 

about them and feeling that they have some control over this (Warrington, 2013, CSE 

Principles Comic Project, 2017). Brodie and Melrose et al. (2013) found that residential and 

foster carers often lacked training to manage the care of sexually abused children, resulting 

in absence of confident language to discuss sexual issues. Specialist support services are 

able to provide CSE educational programmes in residential settings and individual support to 

sexually exploited young people in care, but CSE services are patchy and non-existent in 

some areas (La Valle with Graham and Hart, 2016). Moving young people out of their own 

areas to break relationships with perpetrators becomes problematic for the host areas 

because there is no requirement for the hosting home or the placing authority to inform 

Police services that vulnerable young people have been homed in their areas.    

Previous studies of CSE and the care system have not made many references to the 

education of sexually exploited young people when they enter or leave care. La Valle with 

Graham and Hart (2016) mention that since there has been progress in identifying CSE, the 

care system has experienced ‘new’ entrants who are not ‘typical care kids’, and that they 

had very diverse educational backgrounds. Many sexually exploited children arrived in care 

with little interest in education. It was not unusual for these children to have had previous 

good grades but had missed considerable amounts of schooling and many had been 

excluded from school (Ibid). Being in care gave some young people time to pick up on 

education and regain their aspirations, which can be a protective factor in their recovery. 

Similar advantages happen to some children with emotional behavioural problems when 

they are given support by being educated in small groups in alternative settings (Michael and 
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Fredrickson, 2013). O’Higgins, Sebba and Luke (2015) reported that although there has 

been a common assumption that children in care do badly at school, this is not exactly the 

case. Children bring into care with them their histories which often include factors which 

have been harmful to their education. When these are taken into account, there are some 

equalising of outcomes. In the general population, family, school and community play a part 

in children’s performance at school and children going into care have possibly also 

experienced deprivation, neglect and maltreatment which will have affected their education 

before entering care. As La Valle and Graham with Hart (2015) have suggested, the care 

system can offer strength, so that children can re-engage into education, provided that there 

is stability and due regard to suitability of placements. 

Children benefit from a gradual return to school, building up attendance over time until the 

child can cope with a full timetable (Michael and Fredrickson, 2013; La Valle with Graham 

and Hart, 2016). Some residential care homes and all secure settings have a school on site 

where children can learn in small groups or one-to-one with a tutor similar to alternative 

education, which many children who have experienced CSE find helpful to begin with 

(Michael and Fredrickson, 2013). This is a further reason for the care system to provide 

enough time in placement for children to settle in and catch up with their education. Longer 

term placements can help young people who have experienced multiple adversities 

construct a positive identity and develop resilience and the security of a sense of belonging 

(Schofield, Larsson and Ward, 2017). Shuker (2013) recommends that children’s services 

consider twelve to eighteen months or longer so that children have chance to rebuild their 

lives. This is similar to the time frame that Jonnson and Svedin (2012) consider is necessary 

to enable sexually abused children to settle back into school. Where children in care are 

given the opportunity to settle and stay in one home for a substantial length of time important 

relationships with staff can be established. Children who may have spent their short lives 

identifying as victims and as bad or naughty, moved from home to home, are able to make 

positive changes through achievement. Scofield, Larsson and Ward (2017) reported that 
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achieving in education and work was important, because it gave young people the capacity 

to feel more in control of their lives. When decisions are being made about the best care 

placement for young people, their educational experiences should be a consideration. As 

discussed above, using the care system to disrupt CSE is not in the best interest of every 

child, but if it brought stability and there were good educational benefits, this might 

sometimes mitigate risks of the care system. 

Whether or not the care system has improved it’s protective factors for exploited young 

women has had limited research. There has most probably been some improvement since 

OWS due to other factors, such as the changes in legislation which have lifted the blame 

and criminality from sexually exploited young women and should have resulted in care only 

being used as a protective environment, although the elements of control and punitive 

regulation in secure accommodation will remain. The report from La Valle with Graham and 

Hart (2016) offers some hope that for children who are out of education, they may be able to 

make a graduated return in a therapeutic environment, provided they are afforded a stable 

placement over a sufficiently long timeframe (Shuker, 2013; Schofield, Larsson and Ward, 

2017). The final recommendations for voluntary and statutory services were that peer-

mentoring and peer-mentoring education should be available to young people exiting child 

prostitution.  

2.12 Peer-mentoring 

In Dodsworth (2014), young women said that they would appreciate the opportunity to use 

their experiences of exiting exploitative situations to help other young people who had not 

found their way out. Mentoring is traditionally considered to be an older, experienced person 

offering support and advice to a younger, less experienced person, for example a youth-

worker and an adolescent. But in peer-mentoring the age difference in not necessarily so 

great (Mezey et al., 2015; Buck, Lawrence and Ragonese, 2017.) It is also important to 

differentiate between service-user participation and peer-mentoring. Service-user 

participation can be involvement in a range of activities at a specialist service in order to help 
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young people build a trusting relationship with Key Workers who are available to help them 

exit CSE (Pearce, 2009). Further developed, participation involves service-users in decision 

making processes, about themselves and their futures and about the way that services are 

delivered (Warrington, 2013; 2013b; Warrington et al., 2017). In these two scenario’s 

specialist Support-Workers or Key Workers are available to support and guide the young 

people. 

Peer-mentoring and peer-education directly involves survivors of CSE offering support to 

attend creative activities or one-to-one mentoring (Buck, Lawrence and Ragonese, 2017). 

Peer-mentoring and peer-education can be successful where young women are reluctant to 

trust services but are willing to accept help from someone who has experienced what they 

have experienced. Peer-mentoring and education have the ability to build protective factors 

into the lives of young people experiencing adversity (Beckett, et al., 2013; Jay, 2014; Mezey 

et al., 2015; Buck, Lawrence and Ragonese, 2017; Bovarnick with D’Arcy, 2018). Involving 

peers in mentoring and education in areas of CSE and sexual violence is relatively new 

(Buck, Lawrence and Ragonese, 2017; Bovarnick and D’Arcy, 2018). But there are 

suggestions that in peer-mentoring young people develop agency and power to make 

change. Young people who have been involved in peer-mentoring or peer-education 

projects have said that it makes them feel ‘valued, supported and visible’ (Buck, Lawrence 

and Ragonese, 2017). This is particularly important for young people who have had 

experiences which took away their power and agency (Beckett et al., 2013; Bovarnick and 

D’Arcy, 2018). 

In any peer-mentoring scheme, the effect that mentoring has on the peer mentor is 

something that requires to be taken very seriously. It is possible that flashbacks and trauma 

can result, and peer mentors require their own support, peer-mentoring is not a cost cutting 

option for services. Prior to becoming a mentor a sense of self which has allowed the person 

to develop strategies to cope with future events which cause them to reflect on ‘painful 

memories’ is a significant factor in resilience (Dodsworth, 2012). Well supported peer 
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mentoring projects are reported by young volunteers to make them feel valued, supported 

and visible, things that were not in their lives when they were being sexually exploited (Buck, 

Lawrence and Ragonese, 2017). Young people who experienced peer-mentoring and peer-

education said that it felt relaxed, not rushed, the mentors understood the geography of 

where they lived their lives. Young people enjoyed going out or attending groups with their 

mentors support, which were helpful to regaining confidence and resilience (Mezey etal., 

2015; Buck, Lawrence and Ragonese, 2017). 

Young people speaking in OWS said that they were reluctant to listen to anyone and that 

they required flexible and open services delivered non-judgementally. It seems like peer-

mentors by experience would have offered additional options for these young people. Peer-

mentoring is relatively new to CSE and it has taken around fifteen years since OWS for a 

few services to begin to appear. Problematically they are located in the voluntary sector, 

often with short term and insecure funding, which is not helpful to providing the long term 

relationships that sexually exploited young people require. For this recommendation it is 

probably sufficient to say that there are movements towards peer-education and peer-

mentoring, but it is somewhat behind the advances that youth participation has made.  

2.13 Gaining Justice 

‘In accordance with Home Office/ Department of Health Guidelines (1998), 

young people should be provided with care and protection under the 

Children’s Act 1989 and not conviction by criminal law’.  

(Melrose Barrett and Brodie, 1999, p.88)  

Since 1999 the greatest gains for young women experiencing CSE were made in the area of 

law and policing. Pearce (2009) wrote that cautions for soliciting were routinely given to 

children as young as fourteen. Between 1989 and 1993 under section one of the Street 
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Offences Act 195922, 1758 cautions and 1435 convictions were issued to children for 

soliciting offences. There is no evidence that being criminalised had a cautionary effect upon 

young people who supported themselves by sex work, but it did ensure that young people 

lacked confidence in the Police to protect them. A change in policy arrived with 

‘Safeguarding Children Involved in Prostitution’ (SCIP) Guidance (DoH, 2000). This 

guidance lifted the oppression of criminalisation from children involved in sex work and made 

them subject to child protection. SCIP guidance also recommended that education, work and 

training were viable routes out of prostitution for children. Sadly, the dichotomy of children 

being excluded from education because CSE has affected their lives still occurs and is 

discussed in the findings chapters.  

The SOA (2003) legislated for a range of offences that the Police and CPS could draw on to 

prosecute offenders, along with new legislation around trafficking and modern slavery. SOA 

(2003) made it an offence to pay a child for sex. CSE policy and procedure has been 

discussed in chapter one, section 1.3.  The Serious Crime Act 2015 replaced the 

terminology of child prostitution with Child Sexual Exploitation, ending the suggestion that a 

child could be responsible for their own abuse. A lack of clarity remains, however, between 

what constitutes sexual exploitation of a child and what constitutes sexual abuse of a child. If 

there is confusion around terminology a consequence can be that a victim is bounced 

around services without any clarity over who is responsible for providing support (Beckett 

and Walker, 2018; Radford, Allnock and Hynes, 2015; 2015b; Kelly and Karsna, 2017). This 

gap between the accepted description of CSE and the SCA (2015) has resulted in difficulties 

capturing data relating to CSE crimes and there has been little research into ‘what works’ in 

the policing of CSE (Allnock, Lloyd and Pearce, 2017). 

 

22 http://www.legislation.gov.uk/ukpga/Eliz2/7-8/57/contents (Accessed, 2nd October 2018). An Act to 
make, as respects England and Wales, further provision against loitering or soliciting in public places 
for the purpose of prostitution, and for the punishment of those guilty of certain offences in connection 
with refreshment houses and those who live on the earnings of or control prostitutes. 
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A series of major trials in Rochdale, Derby, Rotherham and elsewhere and the Jay Report 

(2014) have illustrated how badly sexually exploited children have been treated by policing 

and the courts. Young witnesses in court cases say that the courts require improvement 

before their experiences can become less traumatic (Warrington, 2013; Beckett and 

Warrington, 2015; Warrington with Beckett et al., 2017). But tremendous strides have been 

made in two decades, from a situation where a young woman under the age of sexual 

consent could appear in court on a charge of soliciting, to a situation where young people 

are working in partnership with the Police to improve their experience of the criminal justice 

system, see for example, ‘The Marginal Gains Project’, Walker, J. (2016), that provided a 

forum where young people who had experienced CSE were able to meet as experts by 

experience with members of the Police Force. Informing the police how young witnesses 

should be approached and managed within the criminal justice system. Something that could 

not have been imagined in 1999.   

‘Relationships of trust should be established with young people so that they feel free 

to report crimes against them’. 

(Melrose Barratt and Brodie, 1999, p.88) 

‘CSE Principle #9. Try and make sure that we see and talk to the same person’.  

(CSE Principles Comic Project, 2017) 

The changes to how young people who are sexually exploited are regarded by people in 

authority has been discussed above. There have been improvements to the conditions 

where young people can have dialogical space that is not oppressive and can make 

complaints to the authorities and witness their abusers taken to court, although this is still too 

rare. Constantly having to retell stories demonstrates a lack of respect and makes young 

people’s contributions feel undervalued (Pearce, 2009; Beckett and Warrington, 2015). CSE 

Principles #9 requests adults in authority to do their upmost to ensure that young people 

giving evidence are not subjected to a constant stream of new faces. A young person said, 
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‘Sometimes you have to keep retelling your story over and over again to different 

police officers because they keep switching and assigning different officers to your 

case’.  

(Young person, ‘Making Justice Work’, 2015)   

An advancement in supporting sexually exploited young people to be recognised by the 

criminal justice system has been through developments in understanding sexual consent 

and how it can be distorted by CSE. Especially for sixteen and seventeen year olds who are 

technically above the legal age of consent (Pearce, 2009). Understanding capacity to 

consent involves listening to and understanding the context of the abuse that the young 

person has experienced. In OWS young women selling sex below the age of sexual consent 

said that ‘no one bothered about them’ and that their social circumstances were not explored 

or addressed, Coy (2016) suggests that CSE is still seen as a relatively new concept and 

that this contributes to an inarticulate response.  

The Criminal law Amendment Act 1885 raised the age of sexual consent to the age of 

sixteen years. In 2003 and 2015, amendments to the law meant that children under the age 

of eighteen should no longer be convicted for sex work but should be offered child protection 

interventions. What this meant in reality was that children cannot be blamed for their own 

exploitation. But the disparity between age of sexual consent and the upper age of 

childhood, often results in sixteen and seventeen year olds being left in a liminal space 

where they experience ambiguity in their status and cannot experience the same level of 

child protection as children under sixteen years (Pona and Baillie, 2015). Stubbornly 

influential concepts which refuse to acknowledge agency in young women’s sexual 

experience can amplify feelings of self-blame and victimisation in older teenagers (Melrose, 

2013b; Dodsworth, 2015; Warrington and Brodie, 2018).  

It is in the experience of sixteen and seventeen year olds that there are fewer services 

available to them. However, Pona and Baillie (2015) suggested that vulnerability increases 
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as adolescents get older and that more attention should be paid to this age group. Pearce 

(2013) advanced a model of ‘abused consent’ which is applicable to sixteen and seventeen 

year olds because it demonstrated how grooming, abuse and financial need can impact on a 

young person’s capacity to consent. Vulnerability to abuse does not switch off at eighteen, 

which is why trusted relationships should not be time limited (Melrose and Barratt, 2004; 

Pearce, 2009; Barnardo’s, 2011; Beckett and Warrington, 2015; Pona and Baillie, 2015; La 

Valle and Graham with Hart, 2016; CSE Principles Comic Project, 2017). The aetiology of 

misunderstandings around consent and young women’s agency by professionals, especially 

in schools, is illustrated in the findings chapters.  

In the historic section of the literature review, the Newsom Report (1963) mentions 

schoolgirls associating with older men. No efforts were made to intervene or disrupt this 

activity. Moreover, girls were punished for immoral behaviour including soliciting and 

choosing to associate with prostitutes. The next section takes a look at how young women 

have gained more power to obtain justice. 

 ‘Efforts should be concentrated against those who abuse young people’. 

(Melrose, Barratt and Brodie, 1999, p.88) 

Since changes to legislation as discussed in chapter one, multi-agency teams consisting of 

Police, LSCB’s children’s services and sometimes the voluntary sector, have put initiatives in 

motion to bring perpetrators of CSE to justice and to disrupt CSE where they have evidence 

that it is happening. They have been able to utilise laws governing abduction notices and the 

use of trafficking legislation where evidence of sex with a child or rape are difficult to 

establish. Since OWS in 1999, a lot has happened to improve young people’s ability to 

influence the conviction of perpetrators. The Child Exploitation and Online Protection Centre 

(CEOP Command) was formed in 2006 to tackle the abuse of children, particularly online 

and social media and works in partnership with Police forces across the world. CEOP places 

power back in the hands of children by providing them with an easy to use online reporting 
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tool. An independent organisation, ‘The Internet Watch Foundation23’ has a similar reporting 

mechanism and works closely with the Police internationally.  

Young people have free access to ‘Childline’24 provided by the NSPCC to report abuse, 

however, in order to report abuse young people have to understand that abuse is happening 

to them and have to have the confidence to speak out. Although children are more likely to 

be believed than they were in 1999, the TV docu-drama ‘Three Girls’25, based upon child 

sexual exploitation in Rochdale between 2008-2012, highlighted the difficulties that young 

women have had in the recent past building trusted relationships with the Police and the 

trauma and lengthy wait young women have to see justice served in their cause.  

In 2011, Jago et al. suggested that prosecutions of perpetrators were rare and described the 

experiences of young witnesses as ‘intolerable’. In that report young people described their 

involvement with the legal system as though they were being abused all over again. 

Warrington with Beckett et al.’s (2015) research into young people’s experiences as victims 

and witnesses after they had disclosed CSE, concluded that criminal justice arrangements 

are deficient and that victims risk coming across perpetrators in inadequate court facilities. 

Recent reports from the ‘Making Noise’ Project (Warrington with Beckett, et al.,2017) 

described the quality of young people’s experiences when they decide to become involved in 

Police investigations and court hearings. Children, even very young children, demonstrated 

an innate sense of justice, overcoming their reserve. This was despite fear of disclosing to 

the Police when there had been long, emotional relationships with perpetrators to overcome. 

Police need to understand this drive for justice that children are capable of when they are 

preparing interviews (Warrington, 2013; Beckett and Warrington, 2015; Walker, 2016). Most 

 

23 https://www.iwf.org.uk/ ‘(Accessed 2nd October 2018). The majority of work focuses on the removal 
of child sexual abuse images and videos.’  
24 https://www.childline.org.uk/ 
 
25 A three part drama based on the true stories of grooming and sexual abuse in Rochdale. 
https://www.bbc.co.uk/programmes/b08rgd5n  
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of the respondents in 'Making Noise’ (2017) said that they found the accommodation in 

interview rooms, Police stations and the Police camera’s intimidating. Their accounts made it 

clear that it was very important to them to have at least one Police Officer of the gender that 

they felt most comfortable with present. Giving evidence in Police interviews was described 

as anything from difficult to re-traumatising. Even harder to face was allowing medical 

examinations, but again, children said that their desire for justice carried them through this 

ordeal. It is worth considering that when young people give evidence it is probable that there 

will be some trauma and that this will impact upon their immediate ability to either 

concentrate at school or return to school (Jonsson and Svedin, 2012; Warrington with 

Beckett et al., 2017). If disruption to their education is to be avoided, it is important that 

schools have a protocol to support young people at this time.  

It is unsurprising that in ‘Making Noise’ (2017) children experienced anxiety when they were 

waiting for court cases to take place, and these can be considerable waits. But again, this 

did not diminish young people’s urge for justice (Walker, 2016; Warrington with Beckett et 

al., 2017). Court’s responses to child witnesses varied and often the full range of support 

measures, such as advances in technology which allow for the privacy of witnesses, were 

either not offered or were unavailable, sometimes because court buildings are old, and 

technology is not up to date (Jago et al., 2011; Beckett and Warrington, 2015; Warrington 

with Beckett et al., 2017). 

Despite reservations about the difficulties in bringing children’s cases to court, a huge step 

forward has been taken by the criminal justice system and policing. Sexually exploited young 

people have a very diminished risk of criminalisation for selling sex (Pearce, 2009; SOA 

2003; SCA 2015). Children reporting sexual abuse are more likely to be believed and for 

child protection procedures to be initiated. It is evident that children and young people have 

a hunger for justice and a willingness to take part in the justice system (Warrington, 2013; 

Walker, 2016; Warrington with Beckett, 2017). But the professionals working with them 

should take steps to ensure that seeking justice does not disrupt their education.   
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Schools need to be sensitive to how hard it can be for a sexually exploited child to make the 

decision to make a disclosure of abuse. When passing on information, children should 

always be told who else knows about their disclosure (Warrington, 2013; CSE Principles 

Comic Project, 2017). Schools should be sensitive and understanding about the trauma of 

reliving sexual abuse when making disclosures and giving evidence to the Police and having 

experience of the legal system. 

Work is still required to bring the criminal justice system up to the required level for children 

to be able to give their evidence and obtain justice without suffering further trauma. 

Importantly, accounts in this research continue to suggest that schools need to understand 

how to manage disclosure and work with the young person to ensure that their rights are 

recognised. In OWS, most young women participants had left school, often just drifting 

away, some as early as thirteen years old. The next section explores in literature how 

education has developed responses to female pupils experiencing CSE. 

2.14 Education 

‘Teachers Need to be Vigilant about pupils lives – to follow up absences and ensure 

that satisfactory explanations are provided’. 

(Melrose, Barratt and Brodie, 1999)  

Evidence in OWS suggested that most of the participants had not finished their education, in 

some cases stopping going to school as young as thirteen, saying that no-one bothered 

about it (Melrose, Barratt and Brodie,1999). Jago et al. (2011) found that approximately one-

half of their sample (n= 459) were out of mainstream school. In Rawden (2012), young 

people did not think that their teachers were very aware of CSE. They said that they had 

been bullied by teachers and thought that they had been labelled as badly behaved. Despite 

this, they were not dismissive of teachers as people to turn to. They wanted teachers who 

would listen to them and most could recall at least one teacher who had responded with 

some understanding or kindness (Ibid).  
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Michael and Fredrickson’s (2013) report is one of few that directly asks pupils what they 

think about attending PRUs. The young people said that teachers took time to learn about 

their lives and understand what they struggled with. These relationships between staff and 

pupil were very important to the young people and contributed to increased attendance.  

Baginsky (2007) discusses the frustrations of schools and teachers who struggle with pupils 

who require more complex support than the school is able to offer. Often lacking information 

about where external help and services might be available. Baginsky, Driscoll and 

Manthorpe (2015) said that in their study,13.1% of child protection referrals were made by 

schools and a further 3% from education, making schools important partners in keeping 

children safe. Baginsky, Driscoll and Manthorpe (2015) went on to say that there is limited 

research in this area, with some schools lacking robust arrangements for working in 

partnership with children’s social services. Schools ought to be front line in detecting 

problems that children are having and including harms such as CSE and CSA (Baginsky, 

2007; Jago et al., 2011; Baginsky, Driscoll and Manthorpe, 2015). Despite the importance of 

inter-agency working to protect children (DfE, 2017), education is not robustly involved. 

Obstacles include ambiguity about roles, inexperience and staff shortages. Young people 

thought that all teachers should receive CSE training, however it was not often available and 

was something rarely talked about in school (Pearce, 2009; Rawden, 2012, Pearce, 2013). 

Although devolved schools are expected to maintain professional expertise in sustainable 

child protection, policy and procedure. Decentralisation and independent academies and 

free schools further distanced schools from Local Authority oversight. This allows 

decentralised schools to have independence in choosing what training teachers can access. 

There has yet to be any research concerning how these devolved arrangements for schools 

have interacted with local safeguarding arrangements (Baginsky, 2007; Baginsky, Driscoll 

and Manthorpe, 2015).   

The next part of this chapter looks at how schools ought to be identifying child sexual 

exploitation and avoiding exclusions. The subject of school exclusions is thematic throughout 
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the findings section. Therefore, the next section responds briefly to the recommendations in 

OWS about school exclusions.  

2.15 Exclusion 

‘Schools should aim for a reduction in school exclusions and early intervention when 

behavioural problems are manifest in the classroom’.  

(Melrose, Barrett and Brodie, 1999, p.88) 

‘CSE Principle #8. Don’t discriminate’. 

(CSE Principles Comic Project, 2017) 

CSE research over the previous decade has established that experiencing sexual violence 

can result in behavioural changes in young women, trauma and post-traumatic stress 

disorder, along with many mental health problems such as self-harming and sleeping 

difficulties (Pearce, 2009; Allnock et al., 2012; Jonnson and Svedin, 2012; Hickle and Hallett, 

2016; Bovarnick with D’Arcy, 2018). Pearce (2009, p.7) says that, ‘their difficult, rejecting 

and often aggressive behaviour is a sign of their distress’. Which confirms that training for 

professionals who work with children should enable them to understand the emotional 

changes that sexually exploited young people will be trying to make sense of and cope with.  

Jonsson and Svedin (2012) in a Swedish study of children’s psychosocial health when they 

had been abused by being the subjects of abusive images, reported that during the period 

that young people were being abused they displayed relatively low level behavioural issues. 

For example an increase in truancy, quietness or increase in aggression and in some 

children, sexually inappropriate behaviour. Following disclosure, all children and parents 

taking part in the study described worsening mental health, children felt poorly and unwell, 

some suffered shame and guilt and some displayed intense anger, often towards the 

perpetrator. Examples of instances that upset children were having to travel on public 

transport to interviews and not being able to choose when they would speak about the 

abuse, several wanted to spend time alone. Mental health issues continued until well after 
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court cases ended, up to eighteen months or more, and some children lost up to twelve 

months of schooling. For many sexually exploited young people this can coincide with the 

stresses of taking exams and making choices that will affect their future. It is imperative that 

schools train all staff, teachers, pastoral care workers, dining staff and support, to 

understand the how CSE manifests in the behaviour of victims (Pearce, 2009).   

The Children’s Commissioner’s (2017) report ‘Always Someone Else’s Problem’ highlights 

some schools which had good practice regarding exclusions. One school said that they had 

a zero tolerance to exclusions. Another example in the report drew attention to a school 

which had arranged six-day breaks to work one-to-one with children living in care. They 

employed this strategy because some children in care could not cope with a full classroom 

and required a more nurturing environment. These would be excellent approaches for 

children recovering from CSE.   

The Children’s Commissioner’s (2017) report concludes that there is evidence to suggest 

that schools approaches to exclusion are inconsistent and that evidence pointing to the 

practice of illegal exclusions does exist, although it is not conclusive. However, there is 

enough evidence to suggest that a significant minority of schools are illegally excluding 

pupils. The report discovered that some schools had a lack of awareness of the law on 

exclusion and a lack of regards for children’s rights. Often a lack of knowledge of available 

resources for struggling children resulted in exclusion (Ibid). Sometimes schools were at a 

loss about what to offer sexually exploited young women, or suitable schemes were 

underfunded and short lived (Rawden, 2012).  

Recent discussion about exclusion has centred around a suspicion that some schools, 

particularly Grammar and Academy schools, are excluding children because they will not 

achieve optimum results in exams (Bradbury, 2018; FFT, 2018; Weale and Adams, 2018). 

‘Off-rolling’ is a relatively new term, but not necessarily a new behaviour. It is suspected of 

being a means of preventing pupils from lowering schools league table results. FFT 
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Education DataLab (2018)26 is an organisation which analyses educational data. It asked 

questions about pupils vanishing from school roles between year 10 and year 11 in 2017 

and offered the following conclusions: although 2006 appears to be the low point for pupils 

off-rolling between years 10 and 11, this is explained by school exclusions between 2006 

and 2013 falling. Malcom (2015) argues that, as exclusions fell during this period, numbers 

of pupils in PRUs rose correspondingly. It appeared statistically as though exclusions had 

improved against the 2013 figures. In actuality, the numbers of exclusions had become 

worse. FFT (2018) state that there could be several contributory factors, including the fact 

that they were unable to access figures showing how many year 10 pupils might have 

emigrated. But their conclusion was that, overall, more pupils are now being lost from school 

rolls after each January of year 10, suggesting that schools are removing pupils before 

exams.  

FFT (2018) suggest that off-rolling behaviour is unnecessary because schools are able to 

request that pupils are removed from school performance data (Progress 8)27 for a number 

of reasons, including, school refusal and physical and mental health issues. This suggests 

that young women who are having difficulty catching up because of harm caused by CSE 

ought to be exempted from statistics and able to stay in school without any risk that they will 

spoil school league tables. 

To exclude a young woman from school when she is sexually exploited is placing her at 

direct risk of an escalation of sexual abuse (Pearce, 2009; Barnardo’s, 2011; Rawden, 2012; 

DfE, 2017). It also risks reinforcing victimhood by blaming young women and emphasising 

difference between peers, which can result in young women internalising a negative picture 

of themselves, their skills and their abilities to make positive changes for their own benefit 

 

26 https://ffteducationdatalab.org.uk/ (Accessed 2nd October 2018) Produce independent research for 
use by policymakers.  
27 https://www.gov.uk/government/publications/progress-8-school-performance-measure 
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(Dodsworth, 2014b).  Exclusion results in the young person being potentially unsupervised 

for long periods of time and away from any protection that friends and peer social groups 

might offer. If schools took advantage of the Progress 8 rule, young women experiencing 

CSE at this time in their school careers could stay with their peers in school. 

To summarise, for some sexually exploited young women, the risk of exclusion and drifting 

away from education towards the end of their school careers, does not seem to be very 

much better than it was in 1999 for the young women in OWS. In some places, where 

specialist CSE services operate and might be able to offer support to return to education, 

young women might have a better experience, but these are not universal. The next section 

looks at the suggestion made in OWS that some sexually exploited young women could 

benefit from alternative education, especially a more informal arrangement, or opportunity to 

learn away from school premises.  

2.16 Alternative education. 

‘There is need for educational outreach and opportunities for learning outside of the 

school environment’. 

(Melrose, Barrett and Brodie, 1999, p. 88) 

‘CSE Principle #6. Offer us opportunities to develop as people’. 

 (CSE Principles Comic Project, 2017) 

None of the young women who participated in OWS said that they had been offered any 

alternative provision or support, but they said that they had experienced problems at school, 

including truancy, exclusion and bullying. Alternative educational settings are designed to 

avoid the kinds of exclusion discussed in the previous section. Section19 of the Education 

Act 1996 states that if a pupil of compulsory school age is unable to attend mainstream 

school, alternative provision must be found for them. However, as discussed in chapter one, 

section 1.4, children’s rights to an education are not well protected and there is no specific 

legislation guiding what is adequate (Parson,1999). Around the year 2000, PRUs became 
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the most common educational provision for children with a wide variety of needs that 

excluded them from attending mainstream school (Malcolm, 2015). PRUs are discussed in 

chapter seven in the context of a visit that took place as a part of the primary research for 

this study.  

There is virtually no literature about the benefits or otherwise, of alternative education and 

PRUs, for young women who have experienced CSE. What we know about gender and 

alternative education is mainly derived from Russell and Thomson (2011) who conclude that 

girls are at risk of having their education side-lined in a system designed for boys. Pirrie et 

al. (2011) suggests that pupils who are excluded at any point in their education are at risk of 

negative outcomes and losing time out from education which can result in worsening mental 

and physical health, risk of criminal involvement and future homelessness. Michael and 

Fredrickson (2013) in a rare collection of the views of boys and girls attending PRUs, offer 

insight into what the young people excluded from mainstream schools think about their 

provision.   

Russell and Thomson (2011) argue that there are problems with PRUs because more males 

than females are excluded and the curriculum in alternative education has been designed 

for, and dominated by, boys. Girls sometimes had to learn to negotiate spaces for 

themselves around boys who exhibited unwanted sexual advances towards them. This 

would be an especially problematic milieu for young women who are recovering from sexual 

exploitation.  

Young women have been noted as coping with these pressures by becoming loud and 

laddish, exaggerating their heterosexuality. Others became quiet and withdrawn, which 

prevented them from benefitting from the education (Russell and Thomson, 2011). 

Alternative education also risked bringing vulnerable young women into contact with other 

young women who were being exploited or into contact with young people involved in 

criminal gangs. This is the same issue of clustering discussed in relation to placing sexually 

exploited young people in residential care. 
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Michael and Fredrickson (2013) reported that positive relationships with staff were seen by 

pupils as the most enabling aspect of moving to a PRU. Young people stated that teachers 

had more time to listen to them and classes were calmer. Pupils said that they were less 

likely to be sent out of class in a PRU and that they were not blamed for feeling angry. Pirrie 

et al. (2011) describes staff who achieve these relationships as ‘holding the young person’s 

story for them’ and suggest that the degree and skill of staff on the site can protect young 

people from further exclusion. Pupils spoke of being able to take up non-academic learning 

that interested them and having more time out for physical activities. But these choices 

emphasised the dominance of male gendering in the alternative curriculum, Russell and 

Thomson (2011) highlighted how choices for girls were often of a gendered nature, for 

example, one PRU directed girls activities towards a mobile hair and beauty salon located in 

a bright pink bus. 

Some pupils thought that future employers would be put off employing them because they 

attended a PRU, suggesting that this signified that they were not clever. Academic pupils 

who have developed difficulties in mainstream school might be restricted in their opportunity 

to achieve grades that they had expected. One young woman in a PRU was upset that she 

could not take a GCSE in history, her favourite subject because there is an assumption that 

young people in PRUs prefer vocational options and another said that they missed exams 

because of the move to a PRU (Russell and Thomson, 2011; Michael and Fredriksson, 

2013).  

In summary, PRUs can be a benefit to young women who have been sexually exploited and 

are experiencing difficulties coping, providing that there is a gender balance in the school roll 

and the curriculum. A safe environment where trained staff are aware of CSE and peer on 

peer abuse will make young women feel more confident (Firmin, 2013). One of the more 

beneficial aspects of PRUs seems to be inclination to invite outside agencies in, including 

those that offer Personal Social Health and Citizenship Education (PSHCE) lessons. 

However, the place where most of the young women wanted to be was in their mainstream 
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school with their peers, with some help to cope if difficulties occur. In the next section the 

availability of sex and relationship education in secondary education is discussed. 

2.17  Sex and relationship education 

‘Problems of young people and prostitution should be addressed more centrally by 

schools’. 

(Melrose, Barratt and Brodie, 999, p.88) 

Local Authority maintained schools in England have to include sex and relationship 

instruction into their PSHCE delivery to secondary school children. Parents are allowed to 

withdraw their children from sex and relationship instruction, except that part of the science 

curriculum concerning the reproductive system. This is regardless of the child’s opinion or 

what they want. The Children’s Rights Alliance for England 28(CRA) (2015) notes that 

Section 157 of the ‘Education and Skills Act 200829 declares that school governing bodies 

should ‘invite and consider pupils views’, inserting the clause into a new section (29b) of the 

Education Act 2002. This supports children’s rights to be listened to and taken into account, 

but despite the 2002 Act gaining Royal Assent, this section remains ‘prospective’. Young 

people can therefore be barred from learning about human sexuality including how to form 

safe, respectful relationships, based on the beliefs of their parents, with limited avenues to 

appeal the decision. Academies and Free Schools do not have to deliver sex and 

relationship instruction at all (Long, 2015).   

The current sex and relationship guidance provided to schools in England was published in 

2000 and is in the process of being updated, but will not arrive in schools until 2020 (DfE, 

2018b). In 2011, Jago et al. noticed a combination of some schools being reluctant to 

discuss CSE with pupils and some staff feeling ill informed and uncomfortable with the 

 

28 http://www.crae.org.uk/  
29 https://www.legislation.gov.uk/ukpga/2008/25/contents (Accessed 2nd October 2018) Duty to 
participate in education or training. 
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subject. In 2013, Ofsted produced a report stating that instruction in primary and secondary 

schools is not adequate, focussing too much on the mechanics of reproduction and too little 

on staying safe. Although interested Members of Parliament have succeeded in the 2000 

guidance being re-introduced as updated draft guidance (DfE, 2018b), the Government is 

content to leave sexual relationship curricula to the ‘professional judgment’ of teaching staff 

(Long, 2015).  

The Children’s Commissioner (2013) conducted research with young people into their 

understanding of consent and concluded that most children understood consent in the 

abstract, but often had difficulties applying it to real life situations because of gendered 

concepts and victim blame. This was especially concerning for the rights of young women 

who were frequently viewed as ‘sexual Gatekeepers’ responsible for what happened during 

sex. The findings said that the prevailing attitude was that girls were required to give 

consent, rather than boys seek consent. Girls aged 13-14, an age significant in vulnerability 

to CSE, were less likely to recognise circumstances when they had not consented to sex 

than older girls (Pearce, 2009; Jago et al., 2011; Rawden, 2012; Children’s Commissioner, 

2013).  

2.18 The labour market and welfare provision 

‘There should be realistic opportunities for young people in the labour market. Young 

people should be subject to the provision of minimum wage legislation. Previous levels 

of benefit should be restored so that young people are not discriminated against on the 

basis of age. A system should be developed to provide a means of access to an 

independent income for young people. 

(Melrose, Barrett and Brodie, 1999 p.89) 

‘CSE Principle #5. Treat us with respect and give us choice’. 

(CSE Principles Comic Project, 2017) 
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The above recommendations are listed separately in OWS. However, because the labour 

market and benefits have undergone considerable changes over the past twenty years, and 

these themes are so interlinked, they are being treated as one recommendation. This 

discusses allowing young women who have experienced CSE access to an independent 

income where necessary, so that they can lead safe and dignified lives. All benefits have 

undergone frequent amendments and youth unemployment has altered as attitudes to 

school leaving ages have been modified.  

For young women who fail to finish school, the labour market can be particularly difficult to 

negotiate. George et al. (2015), writing for The Joseph Rowntree Foundation (JRF), said that 

young people with no educational qualifications are at the most disadvantaged in the labour 

market. Escott (2012) suggests that youth employment policy makers have overlooked 

indications that young women give up job searching more quickly than young men and are 

more likely to become marginalized within job markets. In order to prevent young women 

becoming caught in a gendered low paid trap, they require support to increase their skills 

and employability. 

Young people participating in OWS said that they became involved in prostitution because 

they had no other source of income and often had nowhere to stay. Some of these were 

young people were aged under sixteen years and therefore ineligible for any sort of state 

benefit and several were runaways from care or abuse. Only a small minority said that they 

sold sex to earn money for consumables that they could not afford. Non-essential goods and 

gifts were not the main driving force, although a significant minority cited buying drugs 

(Melrose, Barret and Brodie,1999). Asking what makes young people stay in prostitution? 

Participants said that low pay, insecurity and only being able to find unattractive, low-paid 

work were drivers. None of the participants had any qualifications or experience which could 

have secured them a regular income which was equivalent to selling sex. Some of the young 

women had jobs, for example working in a chip shop or as a carer, but still needed to 

supplement their wages with part-time sex work to make ends meet, especially those 
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bringing up a family. A similar story related to social security benefits which were not enough 

to live a comfortable life, especially when there were children to support (Ibid). 

It is important to be aware that now that child prostitution is a child protection concern and 

called child sexual exploitation, young people have not lost any agency in this matter. They 

continue to make choices, even when choices are constrained by their circumstances and 

experiences. Given a supportive and nurturing environment, young women can and will build 

resilience and offering opportunity for real choices is an enabling process (Pearce, 2009; 

Dodsworth, 2012; 2014b; Melrose, 2014).  

Semantics around CSE are confusing and contested, there is usually an ‘exchange’ in a 

sexually exploitative relationship, but this does not need to be tangible goods and some 

young people are sexually exploited even though they do not suffer material hardship. 

Emotional loss or neglect can be a factor in vulnerability. Peer-on-peer pressure, push and 

pull factors around escaping difficulties at home, unsuccessful care placements and going 

missing, create situations where young women are sexually exploited (Pearce, 2009; Jago et 

al., 2011; Dodsworth, 2014b; 2015). This should not detract from young women who, by way 

of material hardship as a result of poor educational and labour market opportunities and 

restricted benefits and housing, make constrained choices to sell or swap sex for what they 

need. These young women are also at risk of coercive financial control by partners who they 

have become dependent upon, particularly if they have little opportunity to earn enough to 

become self-supporting (Sharpe, 2008), the gender pay gap making their employment status 

inferior to males. Women suffer inequalities in life chances in comparison to men and male 

violence to women is an existing and ongoing problem (O’Neil, 2001 p.167).  Sharpe (2008) 

explains that in intimate partner violence situations, male interference with young women’s 

efforts to gain college places and training to better themselves is most prevalent for young 

women aged 18 to 24 years. However, aspirational young women on the margins of the 

labour market were found by Escott (2012) to be keen to improve themselves but faced a 

variety of barriers, particularly low paid and boring work.  
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The semantics have changed but restricted social circumstances have not (Melrose Barret 

and Brodie,1999; Melrose with Barrett, 2004; Pearce, 2009; Melrose, 2012). It is important 

that CSE discourse is not solely located in child protection (Pearce, 2009). It must be located 

in education and social safety nets to ensure that young women are placed in positions 

where they do not need to enter sex work out of dire need. Kennedy (2005) suggests that 

women who sell sex and accept a victim identity, for example being pimped and exploited, 

might elicit some sympathy, though poverty is never seen by authorities as an excuse for 

sex working. With the prevailing societal attitude being that poverty is the fault of the 

individual who is not using their initiative, this is reflected in the harshness of social benefits. 

The English benefits system disadvantages the young over adults. In 2007, the Labour 

Government introduced Education Maintenance Allowance30 (EMA) for 16 and 17 year olds 

who were willing to stay at school or college, but whose parents were means-tested as 

having a low income. The purpose was to give young people a personal income to pay for 

such things as bus fares, lunches and materials for their courses. This was cancelled in 

England by the Coalition Government in 2010. In Scotland, at the time of writing, students 

whose family income is below £26,884 are entitled to claim £30.00 per week if they stay in 

full time education. In Rawden (2012), young participants said that they had greatly valued 

EMA. Two participants lived with their parents and had disrupted secondary education. 

Family income was described as low and they said that the reduction of EMA had made life 

difficult. One young woman received reduced EMA of £17.00 per week and was forced to 

seek part-time work. Another lost his EMA entitlement and said that he often had no money 

for bus fares and materials, but despite this was intent of going to university.  

Today in England, children with restricted means, who want to continue after compulsory 

schooling, have to apply for a means tested bursary that is worth £1,200.00 per annum. This 

 

30 https://www.gov.uk/education-maintenance-allowance-ema  
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is distributed at the discretion of their school or college and there is a limited pot of money 

available.   

For young women living independently, who need to claim social security benefits, under-25 

year olds receive considerably less than older counterparts. Which makes little sense in 

terms of cost of living. At the time of writing, weekly Employment and Support Allowance, 

Income Support and Jobseeker’s Allowance are £57.90 per week for under-25 year olds and 

£73.10 per week for over-25 year olds. If under-25 year olds require housing benefit they are 

only entitled to claim for renting a room in a shared house or block. There are slightly 

different arrangements for parents and some care leavers. It seems that in the areas of 

independent income and the restoration of full benefits to young people, there was a little 

improvement with the introduction of EMA, but the situation has significantly become worse 

since. A further difficulty for all benefit claimants, but specifically the young, has been the 

increase in stringency of conditionality in benefit arrangements.  

Conditionality lays down a strict set of rules which can result in the withdrawal of benefits if 

they are not fully complied with. Young people and those with chaotic lives are the group 

most likely to suffer conditional loss of benefits (Watts et al., 2014). Conditionality rests on a 

contractualist idea that says that recipients must agree a certain behaviour in return for 

benefits, usually evidencing a continuous hunt for paid work (Watts et al., 2014). Being 

continually available for work makes it almost impossible to pick up missed education, 

because attending courses is not compatible with benefits such as Jobseeker’s allowance.   

If young people are fortunate to secure an apprenticeship, their expected income is £3.70 

per hour for 16 to 19 year olds and for everyone during the first year of an apprenticeship, 

though some apprenticeships last less than one year. Even when companies paid above 

minimum wage there is evidence that young women are paid on average £4.82 per hour 

compared to men’s pay of £5.85 per hour. The provision of childcare for apprentices is also 

a grey area (Young Women’s Trust, 2016).  
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There remains a lack of careers advice for young people before they leave school and a lack 

of encouragement for young people to challenge the stereotyping of male and female 

occupations (Beck, Fuller and Unwin, 2006; The Young Women’s Trust, 2016). In 2006 data 

suggest that 2.8% entrants to engineering were women while 94.9% of entrants to 

hairdressing were women. A total of 11.5% of entrants to IT courses were women but 87.2% 

of entrants to health and social care were women (Beck, Fuller and Unwin, 2006).  

Apprenticeships appear to be heavily gendered, leading to young women entering trades 

which will not lead to higher earnings, resulting in women becoming trapped in a cycle of low 

pay, low skill and low status jobs (Beck, Fuller and Unwin, 2006; Young Women’s Trust, 

2016). When asked at school, 36% of young women were interested in jobs normally 

considered a men’s domain compared to 14% of men interested in jobs normally done by 

the opposite sex, suggesting that young women are willing to challenge job stereotyping but 

there is patchy or limited career support to support them (Beck, Fuller and Unwin, 2006). 

The Young Women’s Trust (2016) reported that in 2015,120,000 young women left school 

without the five GCSE’s at A-C level required for most apprenticeships and that young 

women disadvantaged themselves by not putting themselves forward for places if they did 

not meet the criteria, men however, were more likely to ‘have a go’.  

These findings, in answer to this final recommendation from OWS, indicates that there 

continues to be gender inequality in the labour market and that the benefit situation has not 

improved since Melrose, Barrett and Brodie made their recommendation in 1999. It may 

have become worse for young people. There was briefly access to some funding to give 

young people an independent income during further education, but this has been taken 

away in England. For young women whose education has been disrupted by their 

experiences of CSE, the outlook remains bleak. For young women who need to be self-

supporting, they are at risk of finding themselves making constrained choices based on what 

is available, rather than what they might aspire to, placing themselves in risky situations 

such as sex working. Therefore, it remains an imperative for everyone involved in supporting 
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young women vulnerable to CSE to ensure that they get equal opportunity to the education 

which is their right. This requires schools and statutory services understanding the 

behavioural issues and vulnerabilities associated with CSE. Working together ensures that a 

package is in place containing education support tailored to young women’s needs. 

2.19 Summary 

During the literature review, it became apparent that the signs of CSE were there for schools 

to see in the 1960’s (The Newsom Report,1963). Concern has been raised, and is raised 

throughout this thesis, about young women experiencing CSE being excluded from 

secondary school education. It has also been established that there is a paucity of literature 

available that explores CSE and the marginalisation of young women within the education 

system. The more recent phenomena of ‘off-rolling’, suggests that young people are going 

missing from school in the latter part of their compulsory education, but any connection to 

experiencing CSE is not understood. Teacher training and understanding of the trauma 

implications of how to manage disclosures of CSE requires improvement, according to the 

evidence provided by young women who have experienced CSE.  

Exploring the changes in how professionals respond to child prostitution, now termed child 

sexual exploitation, over the past two decades, reveals a mixture of responses. In Policing 

criminal justice and child protection services, a young women disclosing CSE is more likely 

to be believed and supported. Although there remains concern about the poor experiences 

that young women face if they choose to give evidence or take part in court trials and seek 

justice. A leap forward has been the provision of voluntary sector CSE support services and 

the model and practice that these services tend to offer (Harris and Roker, 2017), according 

to young women who took part in the CSE Principles Comic project (2017), the Alexi Project 

(Harris and Roker, 2017) and young women who took part in this research and Rawden 

(2012).  Unfortunately, they are not satisfactorily funded and do not exist everywhere. 

Education services have not caught up with CSE and young women’s educations suffer from 
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disruption and exclusion. There is still a lot to be done to meet the rights, needs and 

aspirations of sexually exploited young women.   

The next chapter moves on to the theoretical elements that will support primary data 

collection from participants who are sexually exploited young women, Key Workers from 

specialist CSE services and professionals working in child protection and education. The 

thesis then explains the methods and methodology used to analyse and understand the 

finding of this research.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



78 
 

SECTION TWO 

3 Chapter 3 Theory  

3.1 Introduction 

This chapter lays out the theoretical dimensions of this thesis. Whilst developing theory has 

been a challenging journey, it rapidly became evident that theory, in the sense of ideas that 

can explain issues, is essential in order to progress understanding. The nature of ideas are 

especially important in developing areas of policy and practice that are meaningful for the 

people who will be affected by change. The literature review examines the expanding 

knowledge of CSE. Melrose and Pearce (2013) note that there have been substantial 

advances in the knowledge of CSE since Government Guidance was introduced in 2000 

(Department of Health and Home Office, 2000). The three year Alexi Project gathered a 

huge amount of data regarding CSE (Harris and Roker et al., 2017; Harris and Shuker, 

2018).  

The Alexi project aimed to evaluate a programme of CSE service development over three 

years. It evaluated 16 new services, delivered by established and expert voluntary sector 

organisations. The intention was to roll out CSE services for young people in areas where 

such services had not existed before. The project collected quarterly qualitative data from 

the services and used a theory driven and realist approach to investigate why and how CSE 

interventions work.  

More recently, there has been a growing acknowledgement of the contribution that young 

people can bring to research (Beckett and Warrington, 2015; Brodie with D’Arcy et al., 

2016). Working alongside the Alexi evaluation team, young people’s participation delivered 

the CSE Principles Comic Project (2017), identifying what young people expected from CSE 

services. 

Pearce (2018), however, makes the point that there are still gaps in knowledge. These 

include how young women experience education when they are also experiencing CSE. 
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How and why some sexually exploited young women are being disadvantaged in education 

and how this affects their lives is not understood. The voice of the young person is now 

gaining a prominent role in CSE (Beckett and Warrington, 2015; Brodie with D’Arcy et al., 

2016), but not in schools (Harris, 2009). 

Therefore, finding appropriate theory through which to understand these experiences is 

important. This chapter considers a theoretical framework for applied and practice- based 

research utilising a model developed by Furlong and Oancea (2005). This model captures 

synergy between the theoretical, the technical and the practical (Furlong and Oancea, 2005). 

Because this theoretical framework is also concerned about practical outcomes, a Feminist 

Constructivist Grounded Theory (FCGT) methodology has been employed to analyse data 

gathered from young women (Allen, 2011; Charmaz, 2006; 2017). FCGT is favoured 

because it also seeks out practical solutions. Freire’s (1968) ‘Pedagogy of the Oppressed’ 

introduces the concept of pedagogical relationships in education and how theoretically, 

employing Freire’s concepts, supports disadvantaged people to learn and thrive. Foucault 

(1975; 1978) offers interpretations of power, society and institutions which have correlations 

with school rulemaking and discipline which might be difficult for sexually exploited young 

women to respond to appropriately.  

3.2 Applied and practice-based research 

 ‘Applied social science is from the start close to user communities’ 

(Oancea, 2013, p.245)  

The above statement importantly reflects the relationship between research participants and 

applied research. Participatory social research values the experience of participants, in this 

case the experiences of young women and the practice wisdom of CSE Key Workers. These 

accounts of experiences have in turn helped identify the theoretical ideas that help provide a 

broader framework of understanding. One important example that emerged is the social 

pedagogical praxis that seems to be evident in Key Workers’ narratives. From the start, a 
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practical theoretical framework was sought that was flexible and heterogenous. The model 

below developed by Furlong and Oancea (2005) underpins a Feminist Constructivist 

Grounded Theory methodology proposed by Allen (2011) and Constructivist Grounded 

Theory (Charmaz, 2016). This is particularly fitting as it embodies social justice and rights.  

3.3 A Heterogeneous model for applied and practice-based research 

There are many different models of research that can be drawn on. Some are at opposite 

ends of the spectrum, maybe entirely focussed upon history or literature and other models 

focus on applied or practice-led research. Some research might refer to literature, but not 

depend upon it, bringing into consideration applied research. Other research might be 

practitioner-led and, or, have a participatory element. In this thesis, literature about CSE, 

women’s education and women’s rights have been studied, but the focus is on participatory, 

applied and practice-led research.  

Sometimes research with a practical application is conducted by a practitioner working in, 

and knowledgeable of, the field being researched. However, practitioner-led research is still 

capable of engaging with theory (Cullen, Bradford and Green, 2012).  

Applied and Practice-based Research a Practical Definition 

 

Academic led theoretical pursuits --------applied and practice-led research--------research informed practice 

History/Literature       primary research/participatory 

Multiple models of research conducted in, with, and for practice. 

(Furlong and Oancea, 2005 p.9) 

Furlong and Oancea developed the above model for purposes of quality control in 

educational research practice. It is adopted here because it additionally provides a flexible 

framework for applied research which is practice driven and has a participatory approach. As 

this thesis developed it was influenced by shared ‘practical wisdom’ arising from interviews, 

especially those with Key Workers. As is described in the sampling section of the 
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methodology chapter, most Key Workers had undertaken higher education and researched 

for their own degrees and some were enthusiastic about imparting opinions about methods 

and theory during interviews. Sharing information between researcher and practitioner 

research respondents is discussed in the methodology chapter that follows this.  

Applied and practice-based research, as described by Furlong and Oancea (2005) has four 

dimensions of quality. Epistemic, or scientific and methodological robustness, here relating 

to the quality of the data collected. Technological, or practical wisdom, developing new ideas 

from narratives and for practitioners. Capacity building and value for people, changing the 

way that practitioners think and work through analysis of the data. Economic, the added 

value that research can contribute practice and knowledge (Furlong and Oancea, 2005).  

Hammersley (2008) discusses critically, that Furlong and Oancea’s model and their four sets 

of criteria should not be used to hold researchers accountable because problems might arise 

between pursuit of knowledge and inquiry led research looking for results. Hammersley 

(2008) calls this ‘inquiry-subordinated-to-another-activity’, suggesting that there are conflicts 

in the model between why the research is taking place, implying that Furlong and Oancea 

are not clear who educational researchers are accountable to. This assessment suggests 

that research might be influenced by the ends for which the research might be used rather 

than increasing knowledge. These criticisms may have validity in politically contracted 

research, but that does not apply here and Furlong and Oancea provides a useful model to 

answer the challenge of relating theory to practice. The four criteria linked to this model are 

discussed further in the next section.    

3.4 Four criteria 

Epistemic derives from the Greek word epistēmē, relating to knowledge and, or, the 

validating of knowledge. At the heart of epistemic research is the ‘trustworthiness’ of the 

research. In relation to the above model this means that the research is judged on its 

‘groundedness’, ‘dependability’ ‘plausibility’ and the ‘honesty and integrity of the researcher’ 

(Furlong and Oancea, 2005). The research should add to understanding. For example, there 
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is a fast growing knowledge of CSE, but this research has identified a gap about how CSE 

impacts upon young women’s education. That is why this research seeks to fill that space by 

providing both theoretical and practical insights in to why this is happening. 

Technology is the application of scientific knowledge from Greek tekhnē ‘art, craft’ and ‘logy’. 

Technological is the speeding up of change by applying technology, using knowledge to 

make change. Capacity building from the Latin ‘capacitas’; is something that can contain. 

Value, of French origin, ‘valoir’ is something of worth.  

In terms of Furlong and Oancea’ s (2005) model, the economic dimension relates to the 

cost-effectiveness of commissioned research, which is not applicable here, but also to wider 

value, feasibility and originality. It is very difficult to quantify over time how a particular piece 

of applied social research might make changes to policy and practice and improve people’s 

lives. A Feminist Constructivist Grounded Theory (Allen, 2011; Charmaz, 2016) and Furlong 

and Oancea’ s (2005) model both expect applied research to have an influence on policy 

and practice. 

Utilising FCGT has allowed participants narratives to give direction to inquiry. Allen (2011) 

suggests that by ‘hearing’ women’s narratives and thinking about problem solving when 

interrogating the data, research should ultimately seek to change policy and practice through 

the voices of the young women who take part in research (compatible with the intentions 

employed here). However, Charmaz (2016), considers that change might be a slow process, 

not noticeable until some considerable time after the research. It is important to appreciate 

that in the course of completing this research, the author encountered views that education 

was not important when a young woman was experiencing CSE and that school was 

probably the wrong place for girls with behavioural issues, whether the issues stemmed from 

CSE or other reasons. This suggests an area where policy and practice change will be 

challenging, and further research will be required to support the findings in this paper.  
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Furlong and Oancea (2005), discussing the technological dimension, consider that the 

impact of research is probably impossible to asses in the short-term but can be assessed on 

‘potential value’. However, the economic dimension of the lives of young women is worth 

consideration and what can happen to women’s economic status in an unfriendly economic 

climate.    

3.5 Social pedagogy 

Furlong and Oancea’ s framework helps situate the epistemology and methodology of the 

research. However, theoretical tools were also required to understand the reasons for the 

way in which young women experienced education before, during and after abuse and 

exploitation. Social pedagogy represents one of the key frameworks that have been helpful 

in interpreting the dynamics of this issue (Freire, 1968; Petrie, 2011).  

Social pedagogy emerged from Germany mid-19th Century and is more prevalent in 

mainland Western Europe and Scandinavia than in the United Kingdom. In the UK, social 

pedagogy is most commonly located in youth-work but is still a contested subject. The Social 

Pedagogy Professional Association31 (SPPA) was launched in the UK in 2017 to ‘hold the 

Standards of Occupational Proficiency, and Standards of Education and Training in Social 

Pedagogy’. The organisation promotes approved training for social pedagogues within the 

UK. Social pedagogy is also emerging in the field of foster care, encouraging carers to build 

strong relationships with the young people that they look after (To the Moon and Back 

Fostering32, 2018). A social pedagogical approach is recommended for nurturing a transition 

to higher education for care leavers in five European countries, including the UK (Jackson 

and Cameron, 2011). The section that follows examines how social pedagogical theory 

supports the approaches described by the Key Worker participants. 

 

31 http://sppa-uk.org/  
32 https://tothemoonandbackfostering.com/  
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Paulo Freire, a Brazilian educator, wrote in his seminal work ‘Pedagogy of the Oppressed’, 

(1968) that people are best educated by other people who understand the world that they 

live in. In the introduction to the 1996 edition, Richard Shaull cites, 

‘There is no such thing as a ‘neutral’ education process. Education either functions 

as an instrument that is used to facilitate the younger generation into the logic of the 

present system and bring about conformity to it, or, it becomes the ‘practice of 

freedom’.’     

(Freire,1968, pp.12-16) 

Freire (1968) provides a theoretical model which is farthest away from a rule-laden and 

regulatory education system which gives no voice to the young person (Foucault,1975).  

Freire (1968) speaks of ‘critical pedagogy’, developed from revolutionary ideals intended to 

give voice and action to a large but marginalised population. In this study, Freire’s paradigm 

is transferred to a small but marginalised population and delivered by specialist Key Workers 

in a model similar to western youth-work. As a result, Freire’s values will be referred to as 

‘social pedagogy’ throughout this thesis, as it is interpreted as a Western European model of 

education. Freire’s critical pedagogy was particularly attractive to this study because it is 

able to support relationship-based interactions which take account of young women’s own 

sense of agency. It provides a conceptual framework for understanding how CSE services 

are engaging young women with their educations. While it might not always be described by 

practitioners as social pedagogy, the practice represents the ‘technology’, or the way that 

scientific knowledge is applied contextually to CSE services. 

3.6 Praxis 

Data gathered from Key Workers, suggests that a substantial amount of their energy goes 

into protecting their service-user’s education. Although the voluntary sector model of a time 

rich environment that can build trusted relationships with young people who have been 

sexually exploited is recognised (Pearce, 2009; Dodsworth, 2014; Gilligan, 2016; Harris, et 
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al., 2017), there has been no testing of practice-based evidence of effectiveness of CSE key 

working (Factor, 2016). However, the Alexi project, over three years, collected testimonies 

from 53 Key Workers at 16 services across England and Wales and offers insight into their 

effectiveness (Shuker and Harris, 2018).   

Several of the Key Workers interviewed in this study had youth-work-based backgrounds, 

practically and academically. It is interesting that the employment of imaginative techniques 

came about informally and is practically an instinctive methodology to their work. Factor 

(2016) argues that youth-work suffers from a lack of evidence and that practice-based 

evidence is a reality which is contextually able to characterise qualitative work. Youth-work 

has a considerably longer history than CSE support work, which tends to operate in isolated 

pockets and is relatively new, (no older than two decades). But the findings here suggest a 

commonality of approach between organisations which would greatly benefit from 

investigation utilising the ‘Model for generating practice-based evidence in youth-work ‘, 

created and discussed by Factor (2016, p.203). The context, action and empathy in CSE 

casework is closely aligned to the spirit of youth-work and social pedagogy. These Key 

Workers deliver an outreach service which operates in the lived environment of the young 

women that access their services. The Key Workers are teaching sexually exploited young 

women how to think critically about their circumstances and evolve the ability to take control 

of their world (Freire,1968; Factor, 2016).  

The criteria for a technological dimension demands that the research is salient, although 

argues that there needs to be a balance between expectations of short and long-term 

impact. The research topic must also be focussed on being of use and accessible to a 

practitioner-based audience with links between researchers and practitioners (Furlong and 

Oancea, 2005). Practice wisdom, according to Furlong and Oancea, suggests itself as being 

as important as explicit knowledge because it encompasses the ‘strength’ of human 

encounters. Importantly collaborative research can open-up ‘receptiveness to the 

practitioner’s viewpoint among researchers and receptiveness to research from practitioners’ 
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Furlong and Oancea (2005 p.14) (Cullen, Bradford and Green, 2012). Because there is a 

lack of knowledge about what happens to sexually exploited young women’s education, Key 

Workers and young people’s perspectives are a good starting point.     

The praxis of Key Worker interventions with their service-users embodies good 

communication and arouses confidence and professional curiosity to question what is 

happening to service-users in their lives outside of interaction with the CSE service 

(Trieschman, Whittaker and Brendtro,1969; Pearce, 2009). This has similarity with ‘critical 

social pedagogy’ as is discussed by Factor (2016). These hypotheses as advanced by Freire 

(1968) have developed as a key theoretical authority in this thesis. Freire’s concept of social 

pedagogy is particularly relevant to encouraging young women who have survived the 

oppression of CSE and sexual abuse, where control and lack of power are the norm, to want 

to return to learning and through learning empower themselves so that they can access their 

rights as individuals. The employment of a social pedagogical model with these young 

women melds equally with a feminist and gendered response because it meets with each 

young woman as a human being with potential, not a problem to be solved.   

3.7  Conscientisation  

Freire (1968) called this concept of educating without oppression ‘Conscientisation’ and 

offers an alternative way of learning for those whose ‘humanity’ has been subjugated. In 

‘Pedagogy of the Oppressed’, Freire (1968) proposes the argument that the oppressed can 

bring their experiences to education. That knowledge and experience exists within people 

and key issues are communication, mutual respect and care. This approach respects the 

contributions that have been made to our knowledge of CSE by young people who are 

‘Experts by Experience’ in the context of projects that include: Marginal Gains, in partnership 

with the College of Policing (Walker, 2016); the Our Voices project Making Justice Work 

(Beckett and Warrington (2015); and the CSE Principles Comic Project (2017) from the 

Young Researcher’s Advisory Panel at the University of Bedfordshire. These projects 

demonstrate how enabled young ‘experts’ benefit knowledge, services and other young 
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people, by linking their learning to real lives and by being empowered to make changes to 

their worlds (Freire,1968).  

According to Freire (1968) there needs to be a respectful, two-way dialogue between 

teacher and pupil, both hearing, absorbing and discovering from each other. These are 

evident in the praxis and methods almost universally present in the work described by Key 

Workers in the interviews for this study. Although, as discussed previously, there has been 

little analysis of what constitutes CSE key-work. It might also be beneficial that it has not yet 

been subject to the same degree of political scrutiny, resulting in imposed political control 

that youth-work has suffered in recent years (Mason, 2015; Factor, 2016).   

3.8 Banking education 

Freire (1968) describes traditional forms of education where the pupil is the receiving vessel 

and the teacher is the container of knowledge as ‘Banking Education’. This is critical 

because banking education can be dominating and oppressive toward pupils. It assumes the 

pupil is ignorant and an empty container to be filled by the teacher who in our current 

education system is frequently handed a curriculum that they themselves have little power to 

infect with their own special knowledge. It is a speaker and listener model, a utilitarian 

approach which does not always succeed in incorporating the marginalised into its world. 

Banking education, in a heavily exam oriented environment, lacks the flexibility to accept 

pupils who are different from the imagined norm, 

‘It is the individual as he may be described, judged, measured, compared with others, 

in his very individuality; and it is also the individual who has to be trained or 

corrected, classified, normalised, excluded etc’.   

(Foucault,1975 p.91)   

Freire (1968) argues against the motives of those with power utilising a ‘banking’ system of 

education, heavily reliant on control and rules and regulation. 
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Between praxis and immobility, a dichotomy occurs, because both sides of the evidential 

fence is populated by people who are working towards the educational progress of the child, 

but are drawing on conflicting methods. On the whole, research to date has focussed upon 

the harms done to sexually exploited young people and supporting recovery including 

improving access to justice. But this has not tackled the contradiction between mainstream 

education being an environment which will aid recovery and help sexually exploited young 

women realise their potential, at the same time being institutions demanding conformity from 

all pupils regardless of their experiences (Foucault,1975). Freire’s (1968) work provides 

valuable insight into the relationships between Key Worker and service-user and 

relationships between pupil and educator. Child protection relationships in a statutory milieu, 

regulated by policy and process, have received considerable critical attention (Children’s 

Act, 1989; Baginsky, 2007; DfCSF, 2009; Children’s Commissioner, 2017), but 

understanding the complexity of the relationships between CSE keyworker and service-user 

as transferable skills for education also deserve attention. 

3.9 Grounded theory and feminist influence. 

 A Feminist Constructivist Grounded Theory (FCGT) has been chosen to aid this research 

because it is exploring young women’s responses to experiences of sexual exploitation 

which have had an effect upon their lives, specifically on their engagement with learning, and 

how people with authority over their education respond to them. This is a qualitative study 

concerned with social justice and giving power to young women’s voices to influence policy 

(Allen, 2011). Because there has been very little previous research into this subject, a 

constructivist grounded theory is helpful to critically question where the research is heading 

as events unfold (Charmaz, 2016). Throughout, the inquiry uses methods of self-reflection 

on what the researcher brings through their own experience and their positions of identity 

and power. However FCGT is not applied in entirety, in particular, because the participants 

were not revisited (Allen, 2011; Charmaz, 2016). All participants were offered opportunity to 

read their interviews, however, only one Key Worker took up this opportunity, but did not 
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offer any further input or comments. It was not practical to revisit any of the participants and 

involve them in the emerging paradigms, as favoured by Charmaz (2016). Nevertheless, 

epistemic principles such as critical reflection of the young women’s narratives and the 

researchers own experiences have had the benefit of clinical supervision to understand what 

the researcher brought to the analysis, resulting in some theory becoming more prominent 

and some writers contributing less as time went on. 

This has been an inductive approach originating from observations as a practitioner 

generating professional curiosity then, during the research process producing hypotheses 

and theory (Charmaz 1997, Bryman 2001). The result is the identification of two areas of 

theory as helpful in understanding emerging themes, these are the intersectionality of 

feminism, class and power, and social pedagogy as employed in empowering marginalised 

groups. Principal writers who have influenced the theoretical development of this thesis are 

Walkerdine and Lucey, Foucault and Freire.  

Data collection was limited by dependence upon gatekeeper organisations. Although it 

proved difficult to gain access to young women, their Key Workers, who are also among the 

same gatekeepers, demonstrated enthusiasm for participating. The frustrations and rewards 

of primary data collection is discussed in detail in the methodology chapter. Because there 

have been times when primary research ground to a halt until the next participants became 

available, intermediate analysis proved helpful in developing theory as paradigms emerged 

from data collected at different stages (Glazer and Strauss, 1967). Diverging from pure 

grounded theory, this thesis developed the literature review in conjunction with analysing 

data (Thornburg, 2012). In part, this occurred because there is a scarcity of literature relating 

to educational disruption or outcomes for girls who have experienced CSE. Therefore, as 

themes emerged from narrative, the literature review was able to identify potential links to 

complementary literature. 

Informed grounded theory proved constructively relevant to FCGT and to a researcher 

researching a field in which they also work, where a familiarity with leading research and 
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literature is natural. It would have been an impossible task to come to this research tabula 

rasa. It was important to have a flexible approach to the literature review because there were 

few references to the effect of sexual exploitation of young women’s school experiences. A 

measure of creativity in using substantive existing work, where it fits emerging themes, as 

recognised by Informed Grounded Theory was helpful in developing new knowledge. 

Thornburg’s strategy supports data production utilising grounded theory methods developed 

by Glazer and Strauss (1967), whilst at the same time having a substantial knowledge of 

existing literature.  

Grounded theory, action research, interviews and ethnography all have non-feminist origins, 

but FCGT employed in the interrogation of data collected from narrative interviews can be 

compatible and supportive of feminist research (Allen, 2011). In Allen’s 2011 report entitled, 

‘Violence and Voice: using a feminist constructivist grounded theory to explore women’s 

resistance to abuse,’ Allen (2011) explores if there is a specific feminist methodology and 

concludes that there probably is not. But if FCGT improves reflexivity in qualitative research 

into sensitive subjects and enables women’s narratives to influence the policies that affect 

female lives, then it is a useful theoretical model for feminist research (Allen, 2011; Chavaz, 

2016).  

Research valuing a feminist approach should shape research methodology in a non-

exploitative way that values women’s experiences and has a true understanding of their 

interests (Allen, 2011; Charmaz, 2016). This is an advantageous analytical application to 

demonstrate how a change in policy and practice in schools, towards young women who 

have experienced CSE, will recognise their rights to an education. Which, in turn, will benefit 

their educational attainments and realise future aspirations. This would facilitate 

opportunities for them to support themselves through work, compatible with the Human 

Rights Act (as came into force in the UK in 2000). Recommendations made by this thesis 

are directly influenced by stories from the participants about the life experiences of young 

women who have experienced CSE during their school years.  
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Walkerdine and Lucy published interlocking discourses about education, class, labour 

markets and young women (Walkerdine,1989; Walkerdine & Lucey,1989; Walkerdine 1997), 

recounting how the environments in which young women live and learn have influence on 

their educational outcomes and future aspirations. Walkerdine (1997) suggests that young 

working-class girls are regarded as risky, more sexually aware, more ‘popular media savvy’ 

than their middle-class peers. Therefore, prospectively more troublesome and less likely to 

make anything of themselves. This is despite the working classes in education being heavily 

regulated (Foucault,1975; Dyhouse, 1981; Walkerdine and Lucey, 1989). 

Jackson and Cameron (2011) suggest that young people who have suffered trauma should 

have the opportunity to delay transition to the labour market until any gaps in their education 

have been repaired. This action would ensure that young women who had gaps in their 

education due to experiencing CSE had a more enabled entrance to the labour market. 

3.10 Economic theory 

Although economic theories are not explored in any depth here, economic theory and 

feminist theory are linked in this thesis, because the lifetime bearing of the impact of CSE on 

education has a socio-economic effect on a young woman’s outcomes (Melrose, Barrett and 

Brodie,1999). The economic ideology of the moment in the Western economy, 

predominantly neo-liberalism and globalisation, is of significance in the educational and 

labour market policy and opportunities for girls and women (Stiglitz, 2012; 2016; Varoufakis, 

2016).  Austerity politics, increasing inequality and lack of opportunity have a significant 

impact on women. Decreases in income are tied to multiple negative consequences such as 

lower standards of health, housing and life expectancy. This is particularly significant for 

women who are disadvantaged in the labour market (Stiglitz, 2012). Lower wages for women 

working in predominantly female occupations, even in skilled pursuits, predominate. These 

are discussed in relation to CSE Key Workers in the methodology chapter following this one. 

An exploration of how work and benefits policy has impacted on girls and women was 

discussed in the literature review because there is increasing evidence that a rising 
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inequality is changing societies and that women are not benefiting (Stiglitz 2012; 2016; 

Varoufakis, 2016).  

It is this absent element in the protective and therapeutic literature around child sexual 

exploitation that misses the link towards ensuring young women who have experienced CSE 

can have independent, fulfilling and productive lives. By gaining skills and education which 

are so important in the current economic climate and which have motivated this research.  

3.11 Summary 

This chapter has explored theories that support legitimate claims that sexually exploited 

young women have on receiving an education appropriate to their abilities. It has identified a 

heterogeneous model for applied and practice-based research which has aided the 

analytical journey through literature and primary data to conclusions. A theoretical framework 

has emerged to support challenges of power and oppression and successes of social 

pedagogy. 

 ‘Both theory and critique are all too often far removed from the people each purports 

to serve’. 

(Charmaz, 2016 p.40) 

From the outset, this study’s intent was to learn from the young women and their Key 

Workers and to use this information to find out what else is needed to ensure that young 

women who have experienced CSE can access timely and useful support to remain in 

education and to meet their personal goals and ambitions. This is applied research, the 

outcomes will be reflective of the real life experiences of the research subjects and 

education practice. 

In the next chapter, research methods are described. This includes the ethical nature of 

conducting sensitive research and the methodology incorporated in analysing qualitative 

data ensuring that the voices of the research respondents are served (Furlong and Oancea, 

2005; Allen, 2011; Charmaz, 2016).    
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4 Chapter 4 Methodology 

4.1 Introduction 

This research aims to fill a gap in CSE research concerning how CSE affects the educations 

of young women, and to do this it talks to young women themselves. It was through reading 

and the practical preparation for this research that the methods and methodologies were 

settled on. It was decided that the research would be undertaken incorporating feminist, 

participatory and qualitative methodologies, as discussed in the theory chapter above. 

4.2 The research strategy 

During the history of youth participation in CSE research, the questions asked by this thesis 

have rarely been tested. The literature review helped identify two key methods of young 

people participating in CSE research.  

The first is the method used in this thesis, a field work approach, hearing young women and 

allowing their experiences to guide recommendations (Melrose Barrett and Brodie, 1999; 

Fielding, 2001; Melrose, 2011; Allen, 2011; Charmaz, 2016). This method intersects with a 

constituent of practitioner-researcher through my own work experiences managing a CSE 

voluntary sector service (Bradford and Cullen, 2012).  

The second method of youth participatory CSE research is a newer development where 

young people actually guide the research process. For example, bringing their experiences 

and knowledge to group work and seminars and working with professional organisations to 

directly influence practice and policy (Warrington, 2013; Brodie with D’Arcy et al., 2016; 

Walker, 2016; Warrington with Beckett et al., 2017). This study has applied the former 

method. However, the acceptance of the expertise of the young participants in this study 

incorporated influences from the latter method. 

Almost all of this research has been conducted in the voluntary sector. All of the young 

women were service-users at voluntary sector CSE services as were the Key Workers. Two 

participants worked in a Local Authority Pupil Referral Unit and one participant worked in 
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child protection for a Local Authority. Voluntary sector organisations range from large 

national and multi-national organisations to small local services operating in one locality. 

Organisations which allowed access to young women and Key Workers in this research 

ranged from national to regional to county or single city. The voluntary sector has a history of 

leading and contributing to CSE research. Large voluntary sector organisations, for example 

NSPCC, Children’s Society, and Barnardo’s finance and deliver research. Smaller voluntary 

sector organisations contribute by allowing researchers to visit their services, usually without 

accreditation to protect the anonymity of their services users, as happens in this study.   

This is a qualitative study derived from meetings with young women and Key Workers in 

milieu familiar to them. For young women this was either at home or the place they met their 

Key Workers and for Key Workers this was their work environment. This approach helped 

remove some sense of artificiality that cannot be avoided when a researcher is sitting with a 

participant asking questions (Fielding, 2001). Because of the nature of the subject being 

researched, sensitivity to the participants’ emotional wellbeing has been foremost. The 

researcher forms a short lived bond with the participant, then leaves and has to be sure that 

their research has done no harm. Costley and Gibbs (2006) suggest that research with 

others should not only seek to do no harm but should have an aim to do good, and that 

caring and feeling for the other, should be part of research. Because this is applied research, 

shaped by a feminist constructivist grounded theory (Allen, 2011; Charmaz, 2016), it intends 

to make recommendations which might eventually filter through into changes in practice and 

policy for young women. The task, when making recommendations, is to do what is possible 

to make sure that young women will benefit from proposed practice and policy changes 

(Charmaz, 2016).   

Allen (2011) reflects that despite best intentions, social research will always be hierarchical. 

Due to the short lived nature of research relations, there is not time to address differences 

between the researcher and participant by way of education or class. Because I had recently 

worked in the same field as the keyworker participants, there was little difference between us 
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in education and background, which supported equality. But more care had to be taken 

towards the young women participants who, although they had the capability to decide if 

they wanted to be involved and were able to control what information they shared, they were 

still disadvantaged by the positioning of their youth (Melrose, 2002). 

It is the researcher’s responsibility to be aware of any risk for participants in taking part and 

to avoid causing harm. For example there is the risk of inadvertently retraumatising 

participants who have experienced sexual violence (Costley and Gibbs, 2006; Allen, 2011). 

However, this has to be balanced alongside giving marginalised and vulnerable people a 

voice and a say in how policy which affects them should be decided.  

These challenges, and how they have been resolved through application of research ethics 

and clinical supervision, are discussed in the next part of this chapter. FCGT has been the 

methodology employed to critically analyse the data collected (Allen, 2011; Charmaz, 2016). 

How this was employed practically with informed grounded theory (Thornberg, 2012) 

supporting the development of the literature review during the same time frame as the data 

collection was taking place, is illustrated in the sections below. 

The form that the methodology chapter takes is a discussion about the ethical process 

employed and how clinical supervision supports reflexivity. It describes the researcher’s 

narrative around the difficulties of conducting qualitative research in CSE and introduces the 

participants, finishing with the methodology of knowledge generation, coding and working 

with the data. This chapter is a foreground to the findings chapters which introduce the 

reader to the educational world and experiences of sexually exploited young women and 

their Key Workers.   

4.3 Ethics, risk and safety 

‘Each research context is unique’. 

(Rogers and Ludhra, 2012. P.43) 
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This section describes the ethical considerations and safeguards for this study, including 

reflection on my previous role as a practitioner/manager in a CSE service and what impact 

this has had on ethical decision making and methodological design. Sexually exploited and 

abused young people contributing to research is becoming more usual. In the past young 

people’s voices were virtually unheard, because of sensitivities around the subject of 

children selling sex (Melrose, 2002). Researching culturally taboo subjects such as 

children’s sexual experiences (Foucault,1978), can create discomfort for those permitting the 

research and have an emotional impact upon the researcher (Melrose, 2002).  

Before data collection could begin, ethical permissions and risk assessments have to be the 

researcher’s priority. The young women participants taking part in this research would be 

identified as vulnerable subjects by any ethical framework. The nature of vulnerability and 

associated risk is not a constant: every situation changes (Melrose Barratt and Brodie,1999; 

Melrose, 2002; Pearce, 2009; Melrose, 2011; Costley and Gibbs, 2006; Rogers and Ludhra, 

2012). Therefore, before primary research was undertaken, a proposal laying out the 

intentions of the researcher was granted ethical approval by the University Ethics Committee 

at University of Bedfordshire. These can be located at Appendices 1.  

One national NGO required their own ethical process completing before I could approach 

any of their individual projects. This was granted by a senior researcher at the organisation 

after satisfying a series of questions about what the research might expect to achieve. The 

next section discusses how previously being a practitioner and manager in the field in which 

I was researching has affected the ethics and methodology of this thesis. 

4.3.1 Practitioner-manager and researcher  

At the stage of submitting a proposal to the ethics panel I had to consider whether I wanted 

to ask for permission to conduct research within the organisation that I was managing. I was 

aware that if I was granted permission it would have almost certainly resulted in access to 

research subjects. Coy (2006) discusses how conducting research with subjects who are 

also have a therapeutic relationship with the researcher brings dilemmas around researchers 
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knowledge about the subjects and issues of power. I worked through this quandary and 

came to the conclusion that the level of knowledge that I held about individuals would affect 

risk assessing who I thought was resilient and might result a bias toward who was invited to 

take part (Ibid). A further consideration was that I had resolved that it was unnecessary to 

know the detail of the sexual exploitation that young women participants had experienced, 

but if I selected participants from my own organisation I would have more knowledge about 

some participants than others. I determined that this situation could result in an unbalanced 

analysis compromising the validity of the findings (Choak, 2012).    

After experiencing difficulty finding enough research participants through my initial contacts 

with smaller organisations, I realised that I would have to contact a large, national charity 

who would conduct their own ethics procedures before allowing research. A key question 

posed to me during this ethics process was why I did not include any questions about the 

sexual abuse experienced by participants or how I would know that I was interviewing the 

right young women if I did not examine case files. My own experience of field workers’ case 

files is that they can be as risky as remembered verbal narratives because they are an 

account by the writer and as such are still an interpretation of events (Fielding and Thomas, 

2001; MacDonald, 2001). 

When permission was granted, this organisation also queried if it might be relevant to 

understand what sort of abuse the young women had suffered because CSE is poorly 

defined, I thought that this was an interesting proposal to weigh up. This raises the question 

of how much intimate information do researchers examining the effects of sexual abuse 

require, and when does questioning consenting participants become intrusive (Costley and 

Gibbs, 2006; CSE Principles Comic Project, 2017). This is something that increased service 

user participation in research design may eventually answer. Coming to this research project 

as a practitioner working in the CSE field, my conclusions were that I understood enough 

about CSE to have confidence that I could recognise organisations which had a sound 
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history of working with CSE. For example, I used the NWG directory33: the NWG is an 

organisation that I had been a member of since its’s inception. I also made use of the Alexi 

web-site34 to source potential organisations because my organisation was an Alexi project 

and I had been to several meetings attended by managers of similar services. 

By respecting the knowledge and experience of the selected organisations and their 

assessment processes, I accepted that any young women working with their services had 

been properly assessed for CSE. I had some advantage here as a CEO of a CSE service. I 

was aware over many years of other services that followed similar processes in line with 

developments at the NWG.   

In section 4.5, later in this chapter, I discuss the use of clinical supervision, something that I 

value as a tool in the armour of front line staff.  As well as being a protective factor in 

experiencing ‘emotional labour’ (Melrose, 2002), my experiences as a practitioner manager 

had convinced me that clinical supervision encouraged reflectivity which in turn supported 

critical thinking about my own experiences and values. As mentioned previously, one does 

not come to research tabula rasa: our values and experiences travel with us. In my own 

case, the most difficult part of the theory and methodology chapters was critically exploring 

my own history and how it might have influenced the direction of my professional curiosity 

and care about young women’s education. Cullen, Bradford and Green (2012) suggest that 

reflexivity assists practitioner research to become more than an intent to change policy but 

can also generate new dialogue and new theoretical frameworks.   

Being a practitioner-manager before coming to research had its advantages, some 

knowledge of the geography of suitable services, understanding and speaking the ‘jargon’ 

with keyworkers and experience of risk assessing vulnerable subjects were helpful 

familiarities. However, I realised sometime after the research phase had ended, during 

 

33 https://www.nwgnetwork.org/services/ (Accessed: 13th June 2019) 
34 https://www.alexiproject.org.uk/ 9Accessed 13th June 2019 
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reflection on how I had managed that stage of this thesis, that there had also been 

disadvantage arising from my own experience of running a CSE service. I had frequently 

been overly understanding of the problems organisations face when accommodating 

researchers. For example: busy staff who agree and then forget to make arrangements, 

always being too busy to consider a researcher and saying that they will get back, but never 

doing so. My own reflection is that I could have been more persistent in trying to find 

research participants, but I was not because I was imagining the difficulties that these 

services were experiencing. The next section discusses the important process of gaining 

informed consent.   

4.4 Consent 

A key consideration which has to be evidenced and evaluated for granting ethical approval 

for a study with children and vulnerable participants, must be tested against measures 

proposed to ensure that participants are able to provide informed consent and that their 

confidentiality will be assured throughout and beyond the life of the study. Informed consent 

goes beyond information sheets and consent forms, a sample of which can be found in 

appendices two and three. Responsibility lies with the researcher to be inclusive and not 

exclude some people from research because difficult questions take time to be satisfactorily 

answered to gain permission (Fielding, 2001; Melrose, 2011; Roger and Ludhra, 2012).   

Access to voluntary sector agencies was negotiated through senior managers, but direct 

access to young women participants was negotiated through the staff who worked directly 

with the young women. These people are referred to as ‘gatekeepers’, and ultimately have 

the power to decide who should be offered the opportunity to take part (Fielding, 2001). In 

this study a great deal of trust was placed in gatekeepers for access, participation in risk 

assessment, and for the support of vulnerable young participants after interviews had taken 

place (Melrose, 2011). They were issued with information sheets and consent forms, 

including for parents of children under the age of sixteen. They were asked to risk assess 

contacting parents because of risks of parent collusion in abuse. In the case of this research 
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parents were well known to the young women’s Key Workers and several showed an 

interest in the research along with the participants.  

To ensure that informed consent had taken place, a verbal discussion with the participants 

was undertaken before each interview, including informing the participants exactly what their 

contributions would be used for (Bulmer, 2001; Rogers and Ludhra, 2012). At various 

stages, especially when young people expressed their emotions more strongly, the right to 

withdraw consent was revisited and each young woman was left with the information how to 

withdraw their narratives up to a specified date. Pauses were made throughout the interview 

to verbally revisit the participants’ ongoing willingness to take part. The most common 

questions directed to myself, arising from discussing consent and introductions were, why I 

was interested in the research subject; had I liked school; who I worked for; and how do you 

get to do a doctorate? These questions could be honestly answered and helped to build a 

level of trust between researcher and participant. 

Abel et al. (2006) suggests that self-disclosure by a researcher may not always place a 

participant at ease. Self-disclosure can also amplify difference and the researcher should not 

assume that offering information about themselves is unproblematic for the interviewee. 

However, based on my experiences of entering into dialogue with vulnerable young people 

in the course of working in support services, I have come to the conclusion that answering 

questions which do not break boundaries, for example identify a person’s family or where 

they live, or discussing another service-user, is simply respectful and is appreciated. It 

seems fair when the worker or researcher is embarking on a sensitive and personal line of 

questioning to provide a little reassurance about themselves.  

Similarly, Key Workers were given information and consent sheets, located at appendices 

four and five. Several had undertaken or been involved in research themselves, and it was 

when interviewing Key Workers where the most self-disclosure about my own work took 

place. CSE service provision is a small world and although I did not know any of the 

participating Key Workers, we had a lot of common ground in terms of conferences, training 
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and resources used. Therefore, acknowledging shared experiences was inevitable and so 

was the risk of conversation getting side-tracked in semi-structured interviews, which 

occurred more than once (Abel, et al., 2006; Costley and Gibbs, 2006; Tucker, 2012). 

An area of conflict and discomfort for people who work or research in sensitive fields is 

explaining to participants when and how confidentiality might be broken. In the case of this 

research, confidentiality would have been broken if an interviewee had disclosed something 

which made me believe that they or someone else would get hurt, including emotionally 

(Melrose, 2002; 2011). This information applies equally to adults and child participants 

because taking part in an interview might bring the realisation that they want to make a 

disclosure, or they may inadvertently provide unintentional information. In that case 

participants were advised that the researcher would tell them who their information had been 

passed on to (Melrose, 2002; 2011; CSE Principles Comic Project, 2017).  

Once ethical approval had been gained and introductory letters and consent forms for 

parents were issued to gatekeepers, primary research was able to commence. Although 

confidentiality is also a key ethical issue, it was not a particular concern for the young 

women who participated. On each occasion I asked if the participants would like to choose a 

name, but they all said that they were happy for their first names to be used. Melrose, Barrett 

and Brodie (1999) also encountered young participants who seemed disinterested in 

anonymity, however, each participant has been given a pseudonym to protect them. More 

important to Key Workers was reassurance that their workplaces and the region that they 

worked in could not be identified. In the main this was not to seek anonymity for their views, 

but to protect their service users anonymity. A variety of materials such as pens and pads 

and art materials were taken to each interview and participants were offered a variety of 

media to use to express themselves. All were happy to be recorded and have their 

interviews transcribed later. Consent and information sheets confirmed how data would be 

secured and when it would be destroyed, and this was repeated verbally.   
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4.4.1 Managing unexpected situations. 

In chapter six, I describe how I had an unanticipated experience of a day out in the field with 

a key worker, meeting four young women participants in their own homes. The introductory 

letters that were issued in advance informed the research participants that they could, if they 

wished, have a trusted person present during the interview and I was prepared for this to be 

their key worker. However, I had not anticipated situation where the young women’s parents 

would be present in the rooms where the interviews were conducted. In three of the homes 

the young women’s parents were attending to siblings and other tasks, therefore they were 

not directly involved in the interview. The Key Worker tended to spend more time speaking 

to the families about the problems of finding new schools and issues where she was 

providing advice and information, rather than taking part in the interviews, but parents and 

key workers were in earshot. In field work, a researcher has to be flexible and ready to adapt 

to a variety of circumstances and the ensuing paragraphs discuss the decisions, reflections 

and conclusion from gathering data in these unanticipated circumstances. 

My immediate concerns were privacy, confidentiality and power and authority, the building of 

trust between researcher and subject has to take place in a short time frame (Costley and 

Gibbs, 2006; Allen, 2011). With other’s in positions of power present, trust could be 

conflicted and this necessitated thinking quickly about how this situation should be handled 

(Clark and Bell, 2012). Firstly I asked the keyworker how she had approached the young 

women and their parents about the research. She replied that she regularly met at the 

homes and that both the young women and their parents had discussed the research topic 

and were interested in taking part.  

Following introductions, I asked each young woman if there was anywhere that we could go 

for privacy, the kitchen or a walk outside being options. Each young woman declined and 

each one informed me that their parents and their Key Worker knew everything that had 

happened to them, including CSE and difficulties at school and that there was nothing 

hidden. 
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My worries were that I would feel restricted and hold back during sensitive questioning and 

that the young woman participant would be inhibited in providing honest replies, risking loss 

of significant data. A further consideration was how the participant identified themselves in 

the presence of parents: for example, victim, naughty child, excluded pupil, daughter (Allen, 

2011). I was similarly concerned about the ethics of parents who have authority over the 

participant being present (Clark and Bell, 2012), mentally risk assessing the setting for 

danger that might come from parents hearing something that made them angry. I concluded 

that I should proceed with the first interview cautiously, alert to any change in the behaviour 

of the parents or participant in response to questions.   

Throughout the first interview I frequently warned the participant of the subject of questions 

and checked that she was happy to continue or would prefer not to answer, for example: 

exclusion, detentions, truancy, trouble at school being sensitive areas. The Participant 

appeared candid in her responses, even calling on Mum to verify events and timelines. This 

interview was very stressful as I was extra vigilant regarding the dynamics within the room. 

However, reflecting on my field notes, I did not observe any interactions between family 

members which caused any concern and the participant was not reserved or reluctant in her 

account of events.  

The subsequent interviews presented no difficulties, the young women’s Key Worker had 

informed and prepared the families well and her judgement that parents brought no risk, 

were supportive, had no contraindications. Reflecting upon this experience I am sure that the 

parental presence in these particular cases did not impact upon the information obtained, it 

may even have been beneficial, because the young women appeared safe and secure in 

their family homes and this sense of security may have contributed to their confidence in 

speaking about very traumatic events. I do accept that an important dynamic was the 

choices made by the Key Worker (Gatekeeper) who selected participants and the 

therapeutic work that had been carried out in these families. In future, similar situations, I 
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would recommend that vigilance is maintained if persons’ with power or authority entered an 

interview situation, but each circumstance requires individual risk assessing.        

The fourth and final family that I visited on this day presented a different situation, it 

consisting of the young woman’s two older brothers and Mum and Dad and the Key Worker, 

clustered around in a tiny sitting room. This family were living in a small, rural community 

and their conversation suggested that they were independently minded and disinterested in 

education and authority. The concept of university and a researcher was novel to them, and 

anticipation of my visit seemed to have created some excitement. Even the voice recorder 

was passed around as a novelty and tested before we could proceed. This situation was 

slightly different from the previous homes as the whole family including young adult brothers 

were hanging onto every word. I repeatedly asked the participant if she wanted to speak on 

her own, but she found this amusing and laughed at the idea. The dynamic within this family 

felt slightly intimidating to myself as an outsider. But the Key Worker and the young woman 

participant appeared comfortable with the arrangement.        

This interview did not achieve very much data useful to this study, but as an experience of a 

family who demonstrated a singular, protective, love and affection within the family, but a 

distrust of the world outside, it had an impact upon me that I eventually disentangled in 

clinical supervision. I deeply wanted to allow this young women’s contribution to speak, but 

was unsure how to unravel her contribution from her family for some time, eventually 

working through field notes alongside data made some sense of this interesting encounter 

(Charmaz, 2007).  

A potential dichotomy was the inclusion of data from parents. The design plan for this 

research precluded the inclusion of parental input. Casual input from parents at this stage 

would cause unanticipated tensions that could affect the reliability of data (Charmaz, 2007; 

Clark and Bell, 2012). There was inevitably, due to their close proximity, some parental 

commentary in the transcriptions, but this was omitted from the data coded for analysis 

although I acknowledge that it is not possible to unhear something that has been heard 
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(Charmaz, 2007). I resolved this complication by including a brief discussion about evidence 

of parental concern for their sexually exploited daughter’s education, including data from 

young women whose parents were not present at interview, but who also talked about 

support that they had drawn from their parents, this can be found at section 5.2. 

The following section discusses the place of clinical supervision in social research, where it 

can protect the researcher from emotional involvedness and provide space for reflection. 

(Melrose, 2002; Pearce, 2006). 

4.5 Clinical supervision  

Although primary research is risky, if risk were avoided instead of managed, the voices of 

the marginalised and vulnerable would not be heard (Melrose, 2002). However, Melrose 

(2002) also discusses that research can have an impact upon the researcher. Stories of 

abuse or unfairness the interviewee has shared can weigh heavy on the mind of the 

interviewer long after the interview is over. Emotional feelings about the research 

participants experiences can return through transcribing and analysing data. Melrose (2002) 

calls this experience ‘emotional labour’, and it emerged after reflecting on emotions aroused 

by researching childhood prostitution (Melrose, Barrett and Brodie, 1999). It is vital that the 

researcher learns to manage their feelings so that sensitive or difficult research is not 

compromised. It is necessary to understand before setting out what can go wrong and how 

to secure emotional support for the interviewee should it be needed, this is the researcher’s 

responsibility and also eases their mind (Melrose, 2002; 2011). Given that I have spent a 

substantial part of my working life face-to-face with people coping with adversity, I had 

extensive exposure to clinical supervision and decided to employ a professional clinical 

supervisor to support my emotional health during the progress of this doctorate.  

Supervisors appointed by the student’s university are critical friends who can provide support 

and feedback during the construction of a thesis (Bryman, 2001). Clinical supervision is 

delivered by therapists usually accredited by the British Association for Counselling (BACP) 

or similar. As voluntary sector CSE services have developed, clinical supervision was 
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recommended (Pearce, 2009) and seems to have taken a firm hold in good practice. CSE 

services visited in the course of this doctorate all employed clinical supervision as good 

practice. A drawback for the student employing a clinical supervisor is that there is a 

considerable financial outlay. 

Pearce (2009) says that good clinical supervision can prevent burnout of CSE staff who are 

working in emotionally difficult and often isolated conditions, where they are delivering 

outreach services to vulnerable young people. Good supervision can also aid CSE workers 

to build trusting relationships with young people who have experienced adversity. It is in this 

environment that I worked as a practitioner, therefore I decided to continue to access this 

sort of support throughout the research.   

As a researcher the added value of clinical supervision was reflexivity. I reflected on a 

number of issues during clinical supervision. These included how I was managing power in 

relationships, the intersections between research, safe practice and child protection. Clinical 

supervision can aid the researcher to usefully direct emotions, raised by the unfairness of 

the situations young people find themselves experiencing, into their research, and help 

manage the experience of feeling inadequate because of taking from the participants and 

being unable to return anything (Melrose 2002; 2011).  

Clinical supervision was advantageous for working through how to answer difficult questions. 

For example, the NGO that I sought ethical approval from asked me why I believed that it is 

good research practice to avoid asking details of the actual sexual exploitation that had 

taken place. Also, by not examining the participants case files how I could still trust that I 

was interviewing the right cohort of young women. I answered that young people have said 

many times during participatory research, that they do not want to keep retelling their stories 

(Warrington, 2013; CSE Principles Comic Project, 2017).  

Selecting organisations to approach from those listed at the National Working Group (NWG) 

and the Alexi Project gave sufficient reassurance that they were competent in assessing 
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young women for CSE services. Having a private and confidential space to resolve these 

dilemmas contributed to alleviating anxiety that I was making serious mistakes and that I 

was doing no harm through my research (Pearce, 2009; Costley and Gibbs, 2006).  

4.6 Primary data collection 

This research has taken place within the context of the not for profit, voluntary sector, 

geographically located in the English north and midlands, except for two telephone 

interviews with Key Workers located in London. Responses from participating organisations 

decided where the research should take place. In this section I discuss the practicalities and 

challenges of organising primary data capture over a two year period, which was longer than 

originally planned. Approaches were made to 26 voluntary sector organisations, sub 

organisations and local organisations, thirteen local authorities, and two further-education 

colleges. Initial approaches to the voluntary sector were made by telephone, followed up 

with information by e-mail. Local Authorities and colleges were initially contacted by e-mail, 

followed up by telephone calls.  

The initial aim was to talk to 20 young women between 13 and 26 years old. More 

specifically, the plan was to identify three groups, 13 to 15 year olds, 16 to 19 year olds and 

20 to 26 year olds in order to understand the outcomes of schooling, training and work 

(Bryman, 2001; Clark and Bell, 2012). This was chosen because a longitudinal study was 

not possible in the time available for a professional doctorate, but I wanted to examine 

experience of CSE during secondary educational years and the affect upon schooling, 

training, further education and work.  

When it transpired that it was not going to be possible to access the required numbers in 

different age groups, interviews were subsequently undertaken with nine young women aged 

between 13 and 32. These were five in the 13 to 16 group, two in the 17 to 19 group, one 26 

year old and one 32 year old. This was not a sufficient sample to build a truly cross sectional 

design, described by Bryman (2001) as looking for patterns of association in variable groups. 

However, from this small sample, associated themes did emerge from young women’s 
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narratives and exclusion from school was a dominant theme across all ages, becoming a 

key message in this thesis (Bryman, 2001; Allen, 2011; Charmaz, 2016). 

The CSE voluntary sector is a relatively small sector. For example, in one large UK region, 

services were delivered in just four towns by two national charities supplemented by two 

small independent counselling services. The result is that a small number of helpful services 

become overwhelmed with requests from researchers and one or two willing young people 

have input into several research projects. At the time that I was carrying out research, a 

number of small services had most of their young women involved in Police investigations 

and there was a fear among staff that speaking to a researcher might interfere with the 

progress of prosecution. Although I offered to provide information to their Police liaison 

officer or the Crown Prosecution Service (CPS)35 for permission and guidance, they 

declined.  

Appointments were made with some young women who later dropped out, often at the last 

minute. On one occasion I had already set off on an 80 mile journey when the young person 

cancelled, however, the Key Worker who had arranged the visit offered to take part in a 

telephone interview when I returned home. On another occasion I was away overnight to 

hold a focus group at a voluntary sector organisation and only one young person arrived. It 

has to be acknowledged that young women who have experienced CSE have a lot more on 

their mind than accommodating researchers and I quickly learned not to be disappointed. It 

is also worth noting that this experience is not unique to this project, and similar experiences 

are recorded by other researchers (Warrington, 2013). 

Interviews with 10 Key Workers from between three and five voluntary sector organisations 

were planned. However, requests to organisations to meet both young women and Key 

 

35 https://www.cps.gov.uk/ (Accessed 2nd October 2018) The Crown Prosecution Service prosecutes 
criminal cases that have been investigated by the police and other investigative services in England 
and Wales. It is independent of the police and government.  
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Workers evolved into interviews with15 Key Workers. These were lengthy interviews and the 

Key Workers proved to be enthusiastic participants. It soon emerged that the Key Workers 

held a wealth of information about difficulties encountered in education for their young, 

female service-users. As these interviews progressed, the Key Workers narratives became 

as important to the research as the young women. They are an articulate, caring and 

involved workforce who are not asked nearly often enough to take part in research.  

The following anonymised chart is an example that covers my experiences with just one 

organisation that I made contact with. This was a national charity which allowed service 

managers autonomy to decide if they were willing to accommodate researchers and 

accepted ethical permission given by the University of Bedfordshire.   
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Table Number 1. Time frame for data collection: national organisation (1).  

Relevant 
dates 

Action Outcome 

September 
2016  
 

Telephoned the Head 
Office to ask if ethical 
approval was 
necessary 

The reply was that regional managers had 
authority to make decisions regarding 
researchers. No further ethical approval was 
necessary.  
 

September 
2016 (All the 
groups 
areas) 
 
 
 

E-mail information sent 
to group of projects. 
 
E-mail reply issued 
explaining my proposal. 
 
Phone follow up to 
three areas most likely 
to respond. 

One reply enquiring why I am only interviewing 
girls. 
 
 
No response. 
 
 
No response. 

November 
2016 
(Area 2) 
 

Telephone messages 
left. 
 
 
E-mail sent to attempt 
to revive the initial 
conversation. 
 

No response: ceased contacting. 
 
 
 
No response. Not followed up as a result of 
above experience.  
 
Reply unexpectedly received in March 2017. 
 

 
March 2017 
(Area 2) 
 
 
 
 
 
 
 
June 2017 
 
 
 
 
July 2017 
 
September 
2017 

E-mail information and 
telephone messages 
left. 
 
Regional manager 
made contact and 
asked for further 
information including 
something that they 
could use at a team 
meeting. 
 
A two day visit to the 
service. 
 
 
 
Following the above, 
arrangements were 
made to return to visit 
the participation group. 

 
 
 
 
A PowerPoint presentation about my research 
was sent for a team meeting. Staff agreed to 
take part. 
 
 
 
 
Interviews with five Key Workers co-located with 
LA. Introduction to head of safeguarding at the 
LA who also volunteered to take part. 
 
 
 
One peer mentor and a Key Worker interviewed.  
No young people turned up for the group. 
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Having given up on this organisation, months later a manager rang and said that she had 

kept my original e-mail. It was a good time to speak to her staff, if I was able to send her 

something for a team meeting. I made a short PowerPoint and sent letters of introduction 

and consent for distribution. This PowerPoint presentation was useful at two more meetings 

and resulted in interviews at a PRU. The presentation is located at appendices six. 

The Key Workers at this service decided there were no young women that they could 

approach at this time, but they were very interested in taking part in interviews. These Key 

Worker interviews resulted in being invited back to hold a focus group at a monthly activity 

group. Unfortunately, through lack of reminders on the part of the organising Key Workers, 

just one young person arrived to take part.  

This service was a co-located service in a group of Local Authority offices, without a base to 

interview Key Workers. Co-location generally means that a specialist voluntary sector CSE 

worker has a physical presence in a Local Authority children’s service or Police team (Harris 

and Roker et al., 2017). The interviews were arranged by the Key Workers at a local café 

that they frequented for team meetings. It was extremely noisy, which avoided being 

overheard, but transcribing the digital files afterwards was very difficult due to background 

noise. 

During the visit, the manager said that the child protection lead at one of the Local 

Authorities’ where she had co-located staff also wanted to meet me and he very obligingly 

added his opinions to my research. This resulted in an improvised interview because I had 

no pre-planned questionnaire, but it was an interesting experience, proving that a researcher 

has to be ready to make the best of opportunities that have not been anticipated in advance.  

Accessing small independent voluntary sector organisations was proving difficult and time 

consuming. So, in June 2016, I decided to approach another large national charity. On this 

occasion I was given the contact details of the senior researcher who was able to give 

ethical approval. A chart describing time spent trying to make appointments with this 
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organisation and the results, is below. The responses were very similar to time spent with 

the previous service noted above. Permission was sent to the University of Bedfordshire but 

is not included in the appendices to avoid identification of the organisation.  
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Table 2. Time frame for data collection: national organisation (2). 

Date Notes 
30/9/2016 
 
6/10/2016 
 
6/10/2016 
 
14/11/2016 

First enquiry sent. 
 
Reply from group Manager. 
 
Sent welcome letters. 
 
Suggestion that I attend a regional manager’s meeting and present 
my research. 
See below. 

30/9/2016 
 
21/10/2016 
 
6/12/2016 

First enquiry. 
 
Sent welcome letters. 
 
Three interviews take place at a northern office. 

30/9/2016 
 
21/10/2016 

First enquiry. 
 
Sent welcome letters. 
 
Followed up by regular phone messages but no response. 

30/9/2016 
 
21/10/2016 
 
8/3/2017 
 

First enquiry. 
 
Sent welcome letters. 
 
Offer that one Key Worker could contribute a telephone interview. 
Interview took place. 
 
 

5/10/2016 
 
21/10/2016 

First enquiry. 
 
Sent welcome letters. 
Reply that they were too busy with a research team. 

5/10/2016 
21/10/2016 

First enquiry. 
Sent welcome letters. 
Invitation provide a presentation at a regional meeting. 

6/10/2016 Sent welcome letters. 
 

7/12/2016 Presented my research to regional managers. 
Several follow ups, no interviews. 
See below.    
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Following submission of documents to the above service for ethical permission, I was 

challenged on the methodology that I had chosen. The ethics lead at this organisation was 

interested in why I would include young women assessed as ‘at risk of CSE’ especially as I 

had established with them that I was not reading case files for background information on 

the harms experienced. Including young women assessed as ‘at risk’, meant that young 

women who chose not to make a disclosure of the harms that they had experienced were 

not excluded, placing trust in the knowledge and experience of gatekeepers (Charmaz, 

2016). 

 As this thesis is concerned with inequality and oppression, it aimed to be as inclusive as 

possible and the requirement of disclosure was not necessary (Charmaz, 2016). Young 

women have rightly been saying for several years that they do not want to keep telling their 

story to different people (The Ten Principles Comics, 2017). Fortunately, my reasoning was 

accepted and by August 2016 I had obtained permission to contact individual projects. This 

did nothing to make access any easier as individual managers retained autonomy over who 

they were prepared to allow into their services.  

One of the more interesting experiences of gaining permission to access this service, an 

organisation that conducts a considerable amount of research about young people, were 

suggested changes to the wording of my letters of introduction and consent, to make them 

more ‘young people friendly’. Later, at another organisation where permission to conduct 

research was reviewed by a young people’s participation group, these experienced young 

people criticised the wording of the introductory and consent letters, considering them 

patronising, and would only recommend access if I changed them back to what is very close 

to my original wording. Examples are at appendices one and two. With hindsight, it would 

have greatly improved the documentation used in this research to have initially involved 

young people in the design, something that I shall consider in future (Warrington, 2013; CSE 

Principles Comic Project, 2017; Warrington with Beckett et al., 2017).   



116 
 

By gaining permission, I received an invitation to attend a regional managers’ meeting in 

December 2016. On the appointed day of my visit the organiser was off work and had 

forgotten to put my visit on the agenda. I was asked to wait in a local café, where after 

several hours I decided that I had been forgotten. The meeting was overrunning and most of 

the managers had gone home. I was able to speak to the remaining managers and we 

arranged to get back in contact after the Christmas holidays. Several weeks of trying to 

follow up these contacts resulted in two interviews by telephone. However, one of the 

organisations’ services in the north of England provided an interview with a young woman 

and two Key Workers. After almost a year of persistence with this organisation interviews 

with four Key Workers and one young woman were achieved. 

Whilst undertaking this time consuming process with national organisations, two small 

independent charities also agreed to meet. One resulted in an excellent, informative 

experience, shadowing an outreach worker for a day and meeting four service users in their 

own homes with their parents. This contact had taken a year to arrange but was well worth 

the perseverance and is discussed in detail in chapter five. On reflection I believe that having 

managed an oversubscribed service myself made me susceptible to accepting excuses too 

readily, this is discussed in section 4.3.1 above.  

At the point where I judged that I had exhausted the goodwill of the CSE community and 

because most of services end at age eighteen, I planned to find some adult young women 

participants aged eighteen to twenty six years by approaching organisations who work with 

female sex workers. I reflected that the young women in other studies (Melrose, Barrett and 

Brodie, 1999; Melrose and Barrett, 2004; Dodsworth, 2012; 2014) had experiences of CSE 

when they were adolescents and continued into sex work as young adults, so might be 

appropriate participants and interested in taking part. 

This idea proved even more difficult to realise than accessing subjects through CSE 

organisations. Six voluntary sector services were approached, two did not reply, the 

remaining four chose to speak for their service-users, refusing to circulate introductory letters 
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or put up a poster. Their reasoning was that the women only ‘dropped in’, and would not be 

interested or never spoke to anyone about their experiences. One organisation asked if I 

would pay £10.00 per person, (the money going to the participant I presumed), to speak to 

selected service-users by telephone. Although I consider it safe to speak to adult Key 

Workers on the telephone when they have freely chosen to take part, I do not believe that it 

is safe or ethical to speak on the telephone to service-users who I have never met and 

whose support service I have never visited and knew very little about. My experience as a 

service manager and reflecting in clinical supervision, assisted in decision making about the 

safety of organisations, but restricted the number of services that I was comfortable 

approaching (Costley and Gibbs, 2006). The result was that I was unable to access any 

participants through this route. Two adult women who experienced CSE as adolescents 

have been interviewed, one via CSE services where she volunteered, and one survivor who 

is active in preventative work and volunteered to take part.  

An independent CSE service that I approached, initially said their trustees had a policy of not 

allowing researchers in, but later rang back and asked if I would be prepared to make a 

substantial donation the charity. Attitudes to assisting with research, naively, took me by 

surprise, because my own organisation has been welcoming to researchers. On reflection, I 

mistakenly believed that my familiarity with the CSE sector would be helpful. I now realise 

that I tended to identify with the time constraints and problems that stretched and 

underfunded services experienced and could probably have pressed my case more 

forcefully.  

This section has described the frustrations and complexities entailed in organising primary 

research with sensitive subjects. Issues identified, which constantly reoccurred, were 

managers passing researchers details on to busy staff and not following up. Arranging for 

visits in future school holidays almost always resulted failure because of key contacts 

leaving, or identified young people leaving the service before interviews could take place. 

Some cooperative services become overwhelmed by research requests and obliging 
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participants were at risk of having their good nature exploited. As a result of this time 

consuming and often disappointing experience, I have concluded that it would be worth a 

directory of services willing to consider research requests being located somewhere like the 

NWG directory.   

4.7 Local Authorities 

Efforts to access Local Authorities for permission to approach schools proved extremely 

difficult and was abandoned due to time constraints. Confusing ethical procedures and the 

impossibility of tracking down anyone who could offer guidance was an intractable barrier. 

The majority of ethics procedures were written for internal researchers with participating 

recipients of Local Authorities services. On just one occasion a Chair of Ethics was tracked 

down and spoken to by telephone. This person politely said that the Local Authority was 

undertaking a major reorganisation and that the staff were unhappy, so it was not an 

appropriate time to allow an external researcher access. The current climate of Local 

Authority cuts might have been a contributory factor in being unable to make any headway in 

this direction. 

Below is a chart detailing the efforts that were made to make contact with Local Authorities. 
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Table Number 3. Time frame for data collection: Local Authorities. 

LA 
Yr. 

April 
16 

May 
16 

June 
16 

July 
16 

Aug 
16 

Sept 
16 

Oct 
16 

Nov 
16 

Dec 
16 

Jan 
17 

Feb 
17 

Mar 
17 

Apr 
17 

1 A B D NFR          
2 A B            
3 A B E R NFR          
4 A B        D NFR   
5 A    D   E C F EC NFR   
6 A       C E F EC NFR   
7 A B E E F D NFR        
8      A        
9      A        

10      A        
11            A  
12            A D F E P 
13            A  
14            A D E  
15            A  

  

 

 

 

 

 

Three interested Local Authority officers did accept an information pack to circulate among 

their colleagues and eventually one did realise a meeting to deliver a presentation to team 

leaders in children’s services and the locality Virtual Head.36 This meeting resulted in 

opportunity to visit a PRU and meet the safeguarding lead and the Family Worker. One 

College of Further Education (FE) made three appointments, all of which were later 

cancelled because the interested person became too busy. 

To summarise this section, the difficulties encountered in primary research, whether it was 

organisations in the voluntary sector or Local Authorities, there was an interest in 

accommodating research and in the focus of this research project. However, time was a 

 

36 A Virtual Head has a responsibility for promoting the educational achievement of children in Local 
Authority care in a Local Authority.  

 A  LA’s researched for any contact 
     details. 
 B  Phone calls to LA’s unsuccessful. 
 C  Phone call with success. 
 D  E-mail sent, unsuccessful. 
 E  E-mail sent with response. 

 F  Information requested and sent. 
 NRF  No further response. 
 R  Negative response with reason. 
 E  Enquiry meeting. 
 P  Positive contact, participation. 
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huge constraint, staff turnover caused difficulties and protocols around contributing to 

research were confused or non-existent. The voluntary sector was the most accommodating 

and small organisations or managers within large organisation with autonomy to make local 

decisions were the most successful contacts, even though these often had the least 

resources. The CSE sector seems confident and committed to research, possibly because 

there is recognition of the value of investment in learning reflected in the experiences and 

academic backgrounds of staff. These are detailed in the next section. The following section 

introduces the participants who took part in this study and information that they shared about 

their backgrounds.      

4.8 Sampling: The profiles of the participants 

This section introduces the individual participants’ with some information about their 

background. Young women participants’ histories include their family circumstances and 

school position at the time of the interview. Key Workers and educational professionals 

histories detail their professional qualifications and current roles. When the qualifications and 

experiences of the CSE Key Workers were placed together it became obvious that there 

exists a high level of skills in this field, therefore this has merited some discussion about their 

professionalism and careers and is relevant to female opportunities in the labour market.  

4.8.1 The young women participants 

Nine young women agreed to participate, five are secondary school age, between 13 and 16 

and are referred to in the text as Sky, Zara, Eleanor, Rosie and Rhianna. Libby and Zoe are 

aged 17 to 19 years. Libby is the only young woman who did not identify as sexually 

exploited, but she was keen to take part because she volunteers with a CSE service in a 

mentoring capacity with young LGBTQ+ people. Angela is the only participant in her early 

20’s, and Ruth described herself as a survivor of CSE in her 30’s, who wanted to contribute 

her childhood school experiences. Angela and Ruth are also mothers. The participants came 

from three different regions and six Local Authorities across England, all outside of London.  
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Table Number 4. Details of young woman participants. 

Pseudonym  Age Family Educational 
situation 

Notes 

Sky 14 Lives with Mum and 
Dad and one brother. 

Permanently 
excluded from 
secondary 
school. 

In the middle of the summer 
school holidays there had 
been no communication 
about a new school in the 
autumn term. Wants to go to 
school. 

Zara 13 Lives with Mum, 
Stepdad, new baby, 
two sisters. Other 
siblings /step siblings 
live elsewhere. 

Permanently 
excluded from 
secondary 
school. 

In the middle of the summer 
school holidays there had 
been no communication 
about a new school in the 
autumn term. Wants to go to 
school. Parents willing to 
move house to find a school. 

Eleanor 16 Lives with Mum and is 
a young carer. No 
siblings. In contact with 
Dad who lives 
elsewhere. 

Changing 
schools between 
5th and 6th form. 

Moving to a 6th form college 
because of a lack of support 
at her current school. 
Aspires to university.  

Rosie 13 Lives with Mum and 
Dad and two older 
brothers. 

Poor attendance 
at a local 
comprehensive 
school. 

The school is supportive, but 
there is parental collusion in 
non-attendance.  

Rhianna 14 Lives with Mum and 
one brother and two 
sisters. Three older 
sisters live elsewhere. 

Permanent 
exclusion from 
secondary 
school. 

Has been allocated a place 
at a new PRU but given little 
information about what to 
expect. 

Libby 18 Describes as 
independent. 

No issues. Attends FE college. 
Considering university. 
Volunteers as a mentor to 
other young people. 

Zoe 17 Lives with Mum, 
Stepdad, one brother 
and two sisters. Two 
older sisters live 
elsewhere.  

Suspensions 
from secondary 
school. 

Attends FE college, history 
of time out of secondary 
education.  

Angela 22 Single Mum with two 
small children. Good 
relationship with 
parents and siblings. 

Moved from a 
secondary school 
where she felt 
safe and 
supported to 
secure 
accommodation. 

Would like to go to college 
but feels restricted by 
benefits and childcare. Did 
not finish her education due 
to being placed in secure 
accommodation with onsite 
schooling which she deems 
inadequate. 

Ruth  32 Recently re-married. 
Two children. Survivor 
of CSE & domestic 
violence Close 
relationship with family.  

Exclusions and 
suspensions from 
secondary 
school. 

Did not finish mainstream 
school. Had exclusions. 
Returned to education as an 
adult and works as a CSE 
speaker/trainer.  
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All the participants identified themselves as white British, though Rhianna said her maternal 

Grandad was from Pakistan. All the young women, except Ruth who has family support 

were, at the time of interview, receiving support from specialist CSE services. Eleanor and 

Libby have never had any disruption to their education. Eleanor and Libby also identified as 

LBGTQ+.  

The chart above describes the home and educational situations of the participants at the 

time of interview. The most striking result to emerged from the data is that two thirds of the 

young women reported exclusion, disruption and failure to finish mainstream education.  

Sky and Zara were interviewed during the summer holidays, at that time they had been 

permanently excluded from academy schools and their parents had not been informed what 

would happen when the new term started. They had no new school places allocated to them 

and their parents were worrying about what would happen in September. They both lived 

within the same Local Authority but attended different schools and did not know each other.  

Although Eleanor has had no disruption to her education, as a result of the unsympathetic 

response from her school when she disclosed CSE, she was told that ‘a girl as bright as her 

should have had more sense’. She chose to move to an FE college to study for A levels, 

rather than remain at her school’s 6th form. Rosie, with collusion from parents, chose not to 

attend regularly for a reason that could not be identified. In this case her Key Worker said 

that the school were very empathic and doing all they could to improve her attendance. The 

reader should bear in mind that although the scope of this study is limited to a small number 

of participants, the young women live in six different Local Authority areas across England, 

all outside London.  

4.8.2 The Key Workers 

This section introduces 15 CSE Key Workers, 14 are female and one male. They come from 

seven different locations in England, working for six different organisations. 12 Key Workers 
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were interviewed in their places of employment and three were interviewed on the 

telephone.   

Initially, an opening chat about experience and qualifications was employed as an informal 

approach to breaking the ice with the Key Workers. It was only after the first few interviews 

that it became apparent that CSE Key Workers had higher education qualifications in 

common and a commitment both personally and professionally to education. Because this 

did not become a formal question from the beginning, it has resulted in some gaps in the 

data. Details of qualifications and experience are collated in the participants’ conversational 

dialogue rather than the formal wording of their awards. It also became evident that most 

CSE Key Workers thought that they could earn higher pay commensurate with their 

qualifications in other sectors but chose to do CSE work. This issue and their profession are 

discussed following the introductory chart below. 
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Table Number 5. Details of Key Worker participants. 

Pseudonym  Formal Qualifications Experience Yrs. In CSE 
type work 

Current role 

Caroline A degree in Theatre 
Studies.  
Counselling 
qualifications and a 
practitioner in 
systemic practice. 

Not recorded.  Not recorded. CSE Key 
Worker. 

Sarah A qualified Social 
Worker with 
Level three child care. 
A qualified 
Accountant. 

Not recorded.  Not recorded. CSE Key 
Worker. 

Jane Degree in Television. Volunteering with 
young people 
and five years 
working in 
children’s 
residential care. 

Seven years. CSE Key 
Worker. 

Chris A Degree in 
Psychology. 
Counselling levels two 
and three 
NVQ level four. Youth-
work and 
qualifications in 
development & 
support services. 

Volunteering with 
young people. 
Previous 
employment 
youth offending, 
Relate, Domestic 
violence and 
Connexions 
service.  

Not recorded. CSE Key 
Worker. 

Debs Bachelor’s degree 
(USA) in Sociology & 
Development. 
JNC in Community & 
Youth-work 
MA in Youth Studies. 

Youth-work. 6 months. CSE Key 
Worker. 

Gemma BA in Childhood and 
Family Studies 
Level four. Working 
with Families 
(Contemplating an 
MA). 

CSE prevention. 15 months. CSE Key 
Worker. 

Sue Qualified Social 
Worker. 

Not recorded. Not recorded. CSE Key 
Worker. 

Marcus Qualified Social 
Worker 
MA in Social Work. 

Youth-worker, 
Early 
intervention, 
youth offending 
Substance 
misuse. Tutor to 
NEETS 16 plus 
age group. 

Two years. CSE Key 
Worker. 
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Leslie Post Graduate post 
compulsory education 
and training for 
teaching adults. 
Two modules MSC 
Public Health. 

Not recorded. 12 months. Group worker 
mainly working 
in schools. 

Megan Joint honours in 
childhood studies 
Qualifications in 
advice, guidance and 
counselling. 

Counselling for 
sexually abused 
children.  

Five years. 
Six months in 
current role.  

CSE Key 
Worker for the 
Roma and 
Travelling 
community. 

Emma Trained as a Police 
Officer and 
Safeguarding/CSE as 
a Police Officer. 

40 years’ service 
as a Police 
officer. 

5 years. CSE missing 
from home 
Key Worker. 

Alison NVQ level 3 Youth 
and Community Work. 
Access courses with 
merits & distinctions in 
psychology and 
sociology.  Currently 
studying for a 
management 
qualification. 

Youth-work. Several years 
working in a 
CSE 
environment. 
Currently 
runs a peer-
mentoring 
group and 
LGBTQ 
group for 
young 
people. 

CSE 
Training/Group 
work/team 
leader. 
 
Works mainly 
in schools and 
youth clubs. 

Ava A degree in Art. 
A degree in childhood 
studies. Currently 
reading for an MA in 
Youth. 

Not known. Three years. CSE Key 
Worker. 

Olivia A qualified Social 
Worker. 

10 years as a 
Social Worker in 
youth justice 
worked in 
homelessness& 
CSE.  

Not known.  CSE Key 
Worker.  

Cath A qualified counsellor 
and currently reading 
for a degree in Child 
Phycology.  

20 years working 
with children in 
need and child 
protection. 

Several 
years. 

CSE Key 
Worker. 

Susan 

 

Professional grades in 

Youth-work/ CSE 

training. 

Many years as a 

youth-worker in 

different 

situations. 

Several 

years. 

Youth-worker 

for CSE cases. 

There is no exact job description for a CSE Key Worker, and their jobs are often dependent 

upon short-term, project-based funding. The majority delivered one-to-one outreach work 

with young people, some group work and preventative projects in schools. Megan’s remit 
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was preventative work with Roma children. Leslie only worked in group settings with young 

people identified as at risk of CSE. It was not unusual for CSE Key Workers to also involve 

themselves in fun-type outings and activities with children and community awareness 

events. This presents a generalised picture of what a CSE Key Worker is most likely to carry 

out as core duties, taken from data collected and my own experience, the work by Pearce 

(2009) and the recent evaluation of the Hub and Spoke project by the University of 

Bedfordshire (Harris and Roker et al., 2017).  

4.8.3  The professional attributes of a CSE keyworker 

Generally, CSE practitioner work is called therapeutic outreach (Peace, 2009). It involves 

building relationships with young people who are often described by other services as hard 

to reach. Young people attend appointments flexibly, frequently negotiating time and place 

by text messaging, being allowed some input into time and place. Missed appointments 

rarely result in case closure. Many of the young people accept CSE services because they 

have the choice to reject them (Pearce, 2009). 

Negotiating with young people and helping them make choices is a core skill which improves 

the self-worth of the service-users. Harris and Roker et al., (2017) in what is probably the 

widest investigation into what CSE Key Workers do, report that Key Workers shift the terms 

of engagement towards a service that the young person wants. Empowerment of the young 

person is at the heart of their work, quoting workers who said ‘I love that text messaging...I 

think it gives that element of control’ [for the young person]…and that she had control on 

what she chose to discuss… I believe this was the turning point for her’ (Ibid. p.36) 

These findings identified that the CSE Key Workers who took part in this research come 

from a variety of professions. These are the similar to professional backgrounds recorded in 

the report titled, ‘Anchors in Floating Lives. Interventions with young people sexually abused 

through prostitution’ (Melrose and Barrett, 2004), which suggests that this trend has been 

continuing for some time. In this research, all of the Key Workers worked in the voluntary 

sector for national and regional and local charities. Some worked directly from their 
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organisation as members of multi-agency partnerships with social care and the Police 

services and a few were co-located in statutory organisations. It is interesting that the mix of 

skills found in the voluntary sector organisations mirrors those in CSE multi-agency groups, 

coming from backgrounds of social work, the Police and youth-work. Most were comfortable 

in partnership working environments and in the cases of the Key Workers interviewed here, 

it did not appear to detract from their sense of autonomy in their case work. However, from 

time to time CSE Key Workers felt that they were not listened to or given respect in multi-

agency environments. Most were also aware that they were working alongside Local 

Authority and Police service staff who were paid considerably more. Frequently mentioning 

that they had to assert their right for a place at the table, they concluded that there was a 

lack of knowledge about people who work in the voluntary sector and assumptions were 

being made that they did not have academic qualifications but were ‘good with difficult young 

people’.  

Pearce (2009) recommends good supervision for CSE Key Workers because of the 

emotional risk to workers becoming overwhelmed by the experiences of the young people 

that they care for (Melrose, 2011). All of the Key Workers who participated here had some 

sort of clinical supervision. Staff expected this level of supervision and it does appear to be a 

feature of voluntary sector employment. It is also reassuring, when asking professionals to 

recall sensitive subject matter to know that they have good supervision.    

This section has provided an overview of the background and skills found in this sample of 

CSE Key Workers. They are drawn from several unrelated organisations therefore it is 

reasonably safe to presume that they are reflective of the industry as a whole.  

This section completes with an introduction to three professionals all working in education 

child protection roles. 
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Table Number 6. Details of education professional participants.  

Pseudonym  Formal Qualifications Experience Yrs. In CSE 
type work 

Current role 

Nathan Degree in disability 
and special needs. 

Background in 
inclusion and 
then moved into 
safeguarding in 
different roles. 

Several Education 
safeguarding 
officer, Local 
Authority. 

Mike Degree in business 
and administration. 

CSE training 
from voluntary 
sector. Worked 
as a learning 
mentor and 
youth-work. 

Several PRU 
safeguarding 
lead. 

Dawn Qualified Social 
Worker. 

CSE training 
from LSCB. 

Several PRU Family 
Worker. 

 

Both Mike and Nathan had come to their current roles through a variety of jobs with young 

people. Although their remit covered children who had multiple needs and vulnerabilities 

they all had CSE high on their agenda’s, Nathan organising CSE prevention and awareness 

in schools across his Local Authority. Nathan worked closely with the voluntary sector 

through co-location of staff in his office and Mike and Dawn welcomed Key Workers into 

their school. Dawn mentioned that she was paid much less in her role as a Family Worker in 

school than she would have been as a Social Worker, but that she enjoyed her current work 

more than social work. As this was raised by several participants, the relevance of whether 

this is a gendered pay gap is briefly discussed in the following section, because being a CSE 

Key Worker is not necessarily a female role, CSE does not exclude male workers but they 

currently make up a small minority.  

4.9 Gender pay gap 

These findings suggest that there is a very high skills level in the voluntary sector CSE 

community, and that it is a predominantly feminine community. Claydon (2017) writing for 

HR and Tax Specialists Croner, commented that charity staff are paid on average 32% less 

than other business sectors. This is not a direct comparison of sectors but is sufficient for a 

suggestion that the participants in this study are bringing more skills, knowledge and 
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experience to the sector than their salary levels would suggest. Many of the participants 

joked about being underpaid but said that salary was not their motivation for working in CSE 

services, with a high level of commitment to making the lives of children better.  

CSE Key Workers, both those interviewed here and across the voluntary sector nationally, 

cope with short term contracts and lack of funding. This was identified by Pearce (2009) and 

according to this research and the researchers’ own experiences this situation continues 

today and is not beneficial to either Key Workers or the young people that they support. 

However, alongside low salaries comparative to qualifications, job insecurity was accepted 

by Key Workers as another difficulty to overcome.  

The Economist (2017) said that in middle income OECD countries, the gender pay gap is not 

necessarily found where men and women do the same work, but that women are paid lower 

salaries in occupations which are predominantly female, reflective of the gender split in this 

study. Aside from the Key Workers’ data, it reflects back to the concern and one of the 

drivers of this thesis, that young women who leave school without qualifications due to 

disruption of their educations by experiencing CSE are at risk of finding themselves in low 

skill, predominantly female occupations, which will trap them in financial difficulty. 

The sampling section has taken the discussion away from methodology, but it seemed 

important to discuss the roles and employment of CSE Key Workers because there has 

been very little research into who they are and what skills they bring to a job with a wide 

specification, a recommendation of this study will be further research into CSE Key Workers 

and a professional standard which recognises their skills.  

The next section of this chapter is concerned with knowledge generation and data analysis. 

It begins with discussing the questionnaires designed for data collection and then continues 

to how the data were coded and analysed..  
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4.10 Knowledge generation 

Data were gathered from young women participants by means of qualitative semi-structured 

interviews using a set of key questions asked to everyone. Additionally, some questions 

were targeted at older young women and asked about their further education and work. A 

sample questionnaire for young women participants is located at appendices seven. 

Devising colour coded groups of questions around categories such as truancy, exclusion or 

alternative education meant that I was able to move on to the appropriately categorised 

group by asking if a young woman had had a particular experience, such as being excluded 

from school. If the participants had no experiences of a particular category, I would move 

onto another set of questions. This method avoided irrelevant or repetitive questions which 

might have caused awkward pauses in conversation, or boredom on the part of the 

interviewee who might think that the interview was becoming irrelevant to her experiences 

(Choak, 2012).  

Questionnaires for Key Workers were also semi-structured, an example is located at 

appendices eight. The questionnaire incorporated flexibility because Key Workers are a 

group of professionals with a wide range of experiences. One had worked with specifically 

with Roma communities, another worked with vulnerable mothers in early years settings, 

some only worked in schools and others delivered one-to-one therapeutic outreach 

appointments. There was a rich diversity in the narratives that they brought and in the end 

questionnaires were used for guidance only, allowing their narratives to flow with a minimum 

of interference (Allen, 2011). Listening to the recordings, I frequently reflected with hindsight 

that I wished that I had picked up on certain sentences which seemed unimportant at the 

time, but when revisited became more significant. As interviewing progressed some 

emerging topics were added into later interviews. One example was that I had not included 

questions about school uniform, but from the beginning the subject came up in Key Workers’ 

narratives. I had not anticipated the role school uniform played in exclusions, so for later 

participants this was included. Charmaz (2006) mentions that resear 
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chers often have familiarity with their research topic but have to strive to be as open minded 

as possible about where the information leads in the early stages of data collection. By using 

semi-structured interviews, the interviewee could surprise me with directions that I had not 

thought of.  

Although the sample of young women was smaller than planned, the quality is improved by 

being collected across several geographic locations. This has demonstrated that educational 

institutions in different locations responded with similarity to young women who experienced 

CSE. Charmaz (2016) suggests that this method of enquiry, guided by the researcher, but 

also allowing the interviewee to bring what is important to them, can allow constructivist 

grounded theory to support social justice and rights, as is intended in this thesis.    

Transcriptions were uploaded into NVivo 11. Initial coding methods involved categorising 

data into nodes or topics which summarises the content. Sometimes these were a chunk of 

dialogue, sometimes a single word. The advantage of NVivo 11 is that it is easy to see who 

made which comment and straightforward to return to the narrative. I do not think coding is 

ever really completed, but once this process was gone through several times, the transcripts 

were listened to again along with field notes. This time I was able to listen for ‘emotional 

notes’ (Saldana, 2011 pp.86-87). Then I was able to add descriptives such as laughter, 

annoyance, anger or modulations of voice, field notes contained changes in body language. 

This was very useful because although several participants would tell similar stories or have 

similar experiences, as individuals they responded differently. These different responses 

were not just dependent upon individual personalities or resilience, but also on what support 

had been available at the time.   

Using this method, I was able to find meaning in more than the transcribed narrative, but 

also in the participants’ own interpretations of events and the feelings that these 

engendered. Allen (2011) calls this being open to the diversity of women’s experiences of 

sexual violence by using a methodology that takes account of sensitive issues. Just on the 

subject of how it felt to be excluded from school, one young woman’s eyes welled up with 
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tears and she sat quietly, while another was more positive, saying she no longer cared about 

the excluding school and that she wanted to go to a new one. In the same way some adult 

Key Workers would respond when talking about young women’s successes with smiles and 

pride as though they were their own children, sometimes speaking very quickly as though 

rushing to ensure all of the details were recorded. Others were more matter of fact, it was 

part of their job. This approach provided a richness, depth and meaning to qualitative data 

(Charmaz, 2006).  

Conceptualising narratives also helped to understand the difference between information 

giving and which information really mattered to the participants (Saldana, 2011 pp.92-93). At 

this point it became helpful to sort the nodes or topics into sub-nodes identifying how 

different participants responded to similar situations.  

4.11 Coding and analysis. 

Charmaz (2006) describes grounded theory as having two stages. Stage one has been 

described above. My experiences were that there was a lengthy phase of reading and re-

reading, making notes and abandoning ideas and adopting new ideas until I finally entered 

stage two. In stage two I began selecting data into emerging themes. So, I would prefer to 

suggest that there is a stage one which involves a lot of data inputting and coding, a middle 

phase which is purely reflective and then a phase three which is a ‘sorting’ phase. 

While I was trying to make sense of the data I was also attempting to reflect how this data 

could improve young women’s lives by holding in mind the concepts of justice and rights and 

where recommendations might emerge that would benefit the education of sexually exploited 

young women and how these narratives could influence policy. This approach draws upon 

Constructivist Grounded Theory (Charmaz, 2016) and FCGT developed by Allen (2011) to 

research women who had experienced intimate abuse, a methodology which I have found a 

useful choice. I have diverted from this is where Allen (2011) suggests ‘theoretical sampling’, 

that is returning to the participants to discuss the theoretical analysis with them. It would not 

have been possible to have arranged such return interviews as it was extremely difficult to 
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access the original interviews in the first place. Difficulties included the frequency with which 

people move on and the ethical questions regarding keeping in touch with young women 

who are rebuilding their lives after CSE. 

Initially the rationale for my coding strategy was to utilise a broadly feminist analytical 

methodology from the vantage point of sexually exploited young women’s experiences of 

secondary education with some input from professionals who worked with them (Allen, 

2011). This methodology was modified because it became apparent the anticipated numbers 

of young women participants were not going to be achieved and a substantial amount of 

data was sourced from key workers and educational professionals, two of whom were male.    

Firstly transcripts were uploaded into NVivo 11 in groups, or sources, according to age and 

description of the participants. The following chart explains groupings: 

Age/group/source Description Number of participants 

13 – 16 years Young women 5 

17 – 19 years Young women 2 

20-26 years Young women 1 

Over 27 years Young women 1 

Professionals Key Workers (1 male) 15 

Professionals PRU staff 2 

Professionals Local Authority (male) 1 

 

The coding process began with the group 13-16 years. By reading and re-reading their 

transcripts, commonly occurring dialogue was linked into codes such as: family, friendship, 

school experience, truanting, labelling. These codes were further broken down into sub-

codes. For example: School experience (this is not the exhaustive list).  
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CODE School Experience: 

SUB-CODES: Alternative Education 

   Assaults  

   School transport 

   School uniform 

   Teachers: SUB- CODE:  Teacher Training 

       Teacher knowledge of CSE 

The older age-group’s transcriptions were sorted into the same codes as the youngest 

group, but contained additional codes relevant to their experiences of the availability of two 

years of further education, the labour market and their additional years of life. Key Workers, 

PRU Staff and the participant from the Local Authority similarly were grouped as separate 

sources but with group codes in common and additional codes according to their interactions 

with sexually exploited young women, corresponding to their professional roles and 

experiences. Many of these linked to the young women’s codes, for example: alternative 

education: uniforms: teacher knowledge and training. At this point it was important to be 

rigorous with the data, not avoiding text that seemed difficult to categorise, thinking from 

different angles until as much of the data as possible had been interrogated for meaning 

(Charmaz, 2007; Saldana, 2009).  

When the above stage was becoming ordered I began to think about theory and this became 

a process of connectivity between data and theory (Charmaz, 2007; Jackson and Mazzei, 

2012). The theory section was still unfinished, but I was reflecting on Foucault (1975, 1978) 

and power between individuals and within institutions. I began to read pedagogical 

references in the data collected from Key workers and some initial reading of Freire (1968, 

1969) that I had undertaken became more relevant.  Associating participants experiences 

with the draft literature review involved looking for emergent themes in data that had been 

identified in literature or which involved further reading (Choak, 2012).   
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Once I was beginning to see themes emerging from the data, I turned the dozens of codes 

and sub codes into writing, by creating memos. This was a heuristic, theme generating 

process, which experimented with words, phrases and ideas and offered space for reflection 

(Saldana, 2009). In practical actions, memos started out as notes on a whiteboard and 

handwritten, gradually becoming fewer but more cogent pieces of writing (Charmaz, 2007). 

Several were discarded, but around 15 remained and helped to construct themes, with 

subject headings such as: social pedagogy: school uniform: do schools send reps to 

meetings: are schools aware of girls lives outside of school. The themes of school uniform 

and social pedagogy had not even been imagined when this research commenced.  

Charmaz (2006) describes memo’s as the discovery that emerges when writing starts. 

Saldana (2011 pp. 153-163) suggests ‘axial coding’ for grounded theory studies because it 

can incorporate a variety of data such as interviews and field notes. Although Charmaz 

(2006) considers that is can be awkward and not necessarily useful between initial coding 

and theoretical coding. At this stage I used a messy combination of methods to pick out 

emerging ideas. Often, something that a participant said assisted in linking categories in 

unexpected ways (Saldana, 2011). Both young women and Key Workers sometimes felt that 

they were not listened to by the same professionals, but they were not listened to a in 

different context.  

There is a link to why the same professionals cannot hear what a sexually exploited young 

woman is saying and what her Key Worker is recommending. Too often young women who 

have experienced CSE feel as though their own knowledge of how they would like to be 

helped is overlooked (Gorin, 2004; Warrington, 2013b; Gilligan, 2016). Or they are not 

properly recognised as a victim of crime. Instead they are awarded with greater capacity for 

agency than they actually had, especially older teenagers (Jago et al., 2011; Pearce, 2014). 

Key Workers said that sometimes their recommendations are not accepted in meetings, or 

they are excluded from multi agency teams (Pearce, 2014). Key Workers thought that they 

were not being recognised as experts, this is an area which deserves attention and is 
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discussed in the professionalism and qualification of Key Workers in the sampling section 

above. Reflecting on this issue enabled me to see social pedagogy as a key theme because 

interpersonal communication was affecting the young women and also the Key Workers who 

worked with them (Petrie, 2011). Although there is evidence of good listening skills between 

young women and their Key Workers, both sometimes felt that other professionals did not 

understand them.  

The theoretical coding of all categories and subcategories became linked into a central 

category with the most relevance. This synthesising of categories helps create themes and 

theories (Glazer and Strauss, 1967; Charmaz, 2006; Saldana, 2011). In this study, working 

with exclusions led to themes about school uniform, otherness and control. Charmaz (2006) 

said that this moves the analytical story into a theoretical direction. In this study, for example, 

the emergence of social pedagogy from Key Workers praxis linking to the writings of Freire 

(1968). This helped to understand contextually, the young women’s descriptions of learning 

from Key Workers in the community, as opposed to the banking style of education that they 

often experienced in mainstream school. Memo writing was particularly helpful at the later 

stages of analysing and memos were further merged, resulting in only five or six remaining 

as directions for final writing.  

School exclusion was prevalent in the narratives of all of the participants. How it affected 

individuals, feelings and outlook after exclusion became new categories. Because my 

sample is small there are some phenomena that I cannot fully account for. One example 

emerged from nine interviews: one very clever young woman who had not had any 

behavioural issues at school, still removed herself from school because she encountered 

similar responses from staff as the young women who had been excluded because they had 

displayed behavioural problems. More data from young women who continued to do well at 

school following CSE would be needed to discover more about negative responses to pupils 

experiencing CSE.  
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Theoretical sampling can raise more ideas than data can sometimes substantiate, and the 

researcher cannot always predict what categories will emerge (Charmaz, 2006). Whether 

saturation point has been reached I remain unsure, and a question remains about the point 

at which coding, and analysis come to an end, I do not think that it does. Current issues that 

are being reported in the media about school off-rolling, exclusion, intimate sexual violence 

and feminist movements, continually bring to mind a phrase or a story that has potential to 

be recategorised in the light of new information or knowledge. But time constraints mean that 

a point is reached where findings have to be written up and conclusions drawn.  

The finding chapters follow in section three. The findings will discuss sexually exploited 

young women’s experiences of secondary school and alternative education. This will include 

Key Workers praxis and how this has been linked to social pedagogy. Moreover, barriers 

that are in the way of sexually exploited young women going to school and positive solutions 

which aid a return to school will be added. The final section reports on the personal goals for 

learning and work that the young women participants have in mind.   
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SECTION THREE 

5 Chapter 5: School Experiences  

‘You have to scream and shout and let it all out’. 

(Rhianna, aged 14), describing coping in school. 

5.1 Introduction 

This first chapter in the findings section examines how evidence from primary research 

answers the key aims and objectives of this thesis through the voices of the participants in 

this research. In this chapter sexually exploited young women’s experiences of attending 

school, exclusion from school, attitudes towards labelling and blaming, including self-blame, 

othering and the benefits and barriers of school uniform are discussed. Although parents are 

not participants in this study, the young women participants involved their families in their 

stories and parents were receptive to the work of specialist CSE Key Workers. In 

recognition, there is a brief section which discusses the position of the young women’s 

families in their lives at the time of interview. 

Life-story data from young women participants is used to gain a deeper understanding about 

the experiences of young women who encountered CSE during their secondary school 

careers (Allen, 2011). There is a growing field of literature that recognises the benefits of 

young people’s participation in the development of CSE services (Beckett and Warrington, 

2013; Warrington, 2013; Warrington, 2013B; Brodie et al., 2016), but children rarely have a 

voice in education (Parsons 1999; Harris, 2009). In this research, young women and the Key 

Workers’ working with them, directly contributed to increasing our knowledge about how 

experiencing CSE impacts upon young women’s educational outcomes and aspirations. The 

Key Workers narrative outline difficulties that they encounter with some schools and record 

examples of schools responding to sexually exploited young women’s adversities. 

In this chapter the narratives of four of the young women are explored in detail, and these 

tell us what it feels like to be excluded from school and friends. They have been given space 
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to tell their stories so that by presenting extended narratives, individual personalities and 

meanings are allowed to emerge from their lives and bond the reader to the research 

participants (Charmaz, 2016). These young women entered into these interviews 

enthusiastic to tell their stories and their honesty is astonishing. They do not hold back on 

describing their own shortcomings, helping us to understand how schools might need to 

respond to accommodating these young women during their journey out of CSE. There are 

examples from specialist CSE Key Workers in the voluntary sector about how they have 

contributed to supporting young women whose educations have been disrupted by CSE. 

These Key Workers describe inventive ideas and actions underpinned by strong relationship 

building. 

The account begins by assembling a picture of the young women’s family relationships and 

continues by introducing the narratives of four of the young women. Next is a discussion 

about how labelling, blame and self-blaming and ‘othering’ might be present in the school 

experiences of some of the participants. This is followed by the views of Key Workers and 

young women about school uniform and how this may be a barrier to returning to or 

attending school The chapter closes with a brief summary. 

5.2 Family 

A recurrent theme in OWS (Melrose, Barrett and Brodie,1999) was negative family 

relationships, citing abusive mothers, conflict at home and abuse from siblings. In Jago et al. 

(2011) only 46%, of the sample (n=89), reported that family support was available. Contrary 

to expectations, all of the sample in this study reported very positive relationships with their 

families. The worst examples of family conflict offered were accounts of being grounded 

following reports of bad behaviour at school, which did not result in any lasting ill feeling 

between parents and daughters. Several spoke of ‘family first’ when choosing who to talk to 

about their problems, including those living in complicated, reconstituted families. Three 

young women laughed a lot at trying to recount where various step siblings were, or even 

how many they were. Three young women had been brought up by both their birth parents. 
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While none of the participants chose to disclose any family difficulties, there was no 

evidence of domestic conflict or violence in how they spoke about their homelife and 

families.  

Three out of four sets of parents, who the researcher met during a field trip, (described in the 

following chapter), expressed sadness and confusion at a loss of power over the directions 

of their daughters’ schooling (Munn, Lloyd and Cullen, 2000; Reay, 2017), but no anger 

directed at their daughters. It is difficult to explain this stark contrast with earlier research 

where participants disclosed family breakdown and problematic relationships at home 

(Melrose Barrett and Brodie,1999; Dodsworth, 2014; 2015). There are several possible 

explanations, the younger participants may be benefitting from a generational change in 

attitudes and substantially more discussion about CSE taking place in the news and social 

media. However, even Ruth, the oldest participant, was repeatedly helped both financially 

and emotionally by her parents to escape from abuse. None of the participants reported 

being blamed by their parents. None of the parents recounted having direct arguments with 

their daughters’ schools, although they were very unhappy with them.  

Reay (2017) says that assumptions are made by schools about parents: working-class 

parents are more likely to be labelled as ‘overly emotional and aggressive’ when differences 

arise between family and school, whereas middle class parents are more likely to be 

considered assertive and more liable to have their requests for help met. Some of the 

parents of the young women here thought that there was a vacuum where there should have 

been communication and were very willing to talk to the schools given the opportunity. 

Parents Against Child Sexual Exploitation37 (PACE), a charity for parents of children 

experiencing sexual exploitation, evidenced through research that parents are willing and 

able to support their children. D’Arcy et al. (2015) established that parents were interested in 

 

37 https://paceuk.info/  
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understanding CSE. In that study 50% of parent participants thought that schools were good 

places to share and obtain knowledge about CSE.  

Trust and effective communication were observable qualities in the relationships between 

Key Workers and the families that they came into contact with. This seemed to be missing 

between the parents and the school or Local Authority in the four families visited. Zara and 

Sky’s families, whose exclusion is discussed in the next section, had no idea what would 

happen to their daughter’s schooling at the end of the summer holidays.  

Eleanor’s Mum had worked in education before becoming ill and was unhappy that Eleanor 

had not been given help when she asked for it. Rosie’s parents by contrast, had an 

ambivalent attitude towards school, leaving contact with school to the Key Worker. Reay 

(2017) discusses that in the last decade it has become unexceptional for considerable 

amounts of schooling to be out-sourced to the home. As touched on in the literature review, 

conventionally, responsibility for children’s education falls upon the mother (Walkerdine and 

Lucey, 1989; Dyhouse, 1981; Reay, 2017). Parents, mothers in particular, are expected to 

supervise increasing amounts of homework. It has become commonplace for families that 

can afford it, to engage extra tuition, but many families do not have the money to engage 

private resources for their children and might lack the confidence to educate them 

themselves, or to challenge the school when difficulties arise (Reay, 2017). This was 

particularly obvious in Sky’s case, where the Key Worker suspected that her Mum might 

have inadvertently agreed to home schooling, although in reality Sky was out of education. 

Reay (2017) describes a mother saying that she felt as though the school spoke a different 

language whenever she spoke to her child’s teachers. Frequently, parents rely upon their 

children’s school for guidance, however, data from this study suggests that responsibility is 

regularly placed upon the pupil and family when things go wrong. A note of caution here is 

that this sample is small, hence parental support would benefit from further investigation. 
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5.3 Four Stories About Exclusion 

This section of the chapter considers the implications of the evidence derived from the 

narratives of four of the participants Sky, Zara, Rhianna and Ruth. Their narratives are 

examined for the impact that exclusion has had on their wellbeing, aspirations and their 

futures.  

5.3.1 Sky’s story: ‘Twisted Words’.  

Sky was 14 and living with her Mum and Dad and younger brother and nothing in her 

narrative pointed to any discord in the family. I met Sky in the family home with her Key 

Worker present. We arrived mid-morning and woke her up, Sky said that she sleeps a lot 

since she stopped going to school. Mum arrived home towards the end of the visit, greeted 

us and remained in another room. During the interview Sky chain smoked, apparently with 

parental consent, and was very attentive to her pet dog which had recently had veterinary 

surgery.  

Sky had been excluded from two secondary schools and her current exclusion ran into the 

six-week summer holidays. Sky and her Mum did not know what was going to happen when 

the new school year began in September, and they had had no communication with the 

Local Authority. Sky said that Mum was going to help her find a school and she named one 

however, did not know if she had a place, but she said that her Mum wanted her to go to 

school. 

When I asked Sky if she liked school, she replied that she had during primary years, but was 

not sure now. She liked some aspects of school, but not many of the teachers, although she 

said that there was one nice teacher who talked to her. Sky was the only member of her 

friendship group who had been excluded from school and she missed her friends during 

term time.  

I asked Sky what had happened at school prior to her exclusion, and whether she had any 

support or discussion about alternative settings. She replied no, they just said, ‘you’re 
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excluded’. She said that she did not care anymore. Sky remembered that school had sent 

her a laptop. She indicated that it was in a cupboard, saying that it ran so slowly that she 

was unable to do the online lessons. I asked her if a tutor had been to the house and she 

replied that no-one had. From this I am making a presumption that no one had been online 

to check her work as is required (DfE, 2017), or they would have noticed that she had not 

done any of the planned lessons. 

Hearing about the online lessons caused Sky’s Key Worker to become alarmed. Before this 

conversation she had not appreciated that Sky had been given a school laptop. Her concern 

grew that Sky was registered as home schooled. Sky did not understand this, and it worried 

the keyworker that Sky’s Mum might not understand this either, leaving Sky in a liminal 

space wondering whether she was on a school roll or not? 

I asked Sky if she would consider going to school if a suitable placement could be found. 

She said that she would. I asked her if she was saying this to please her Mum, but she said 

no, for herself, because she wants a job someday. 

Sky was not especially interested in attending meetings about her exclusions or education 

because she thought that her opinions had never been listened to. But she added that if she 

thought that she would be respected, she might be interested. Sky went on to say that 

teachers did not respect her side of the story and they ‘twisted things’.  

“Not lied but make out different and say things like ‘you are a problem’ when you are 

put in isolation, they say things and tell Mum’.  

‘It was every day, and then I would come home, and Mum and Dad shouted at me 

and I got grounded”. 

(Sky, aged 14) 

I asked Sky if she ever attempted to discuss her side of events, but she said, ‘No, they just 

shouted at me’. At this point Sky became much more animated, the previous ambivalence 
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receded, however she said that she was not upset but cross. Asking what would have 

helped, Sky said ‘just listen, and let you work somewhere else’. However, Sky was very 

determined about what did not work for her: she hated being in isolation, she disliked being 

shut in small rooms, she said it was just a chair in a room and felt horrible. When I asked her 

if there was a chill out room that she could have gone to instead, Sky replied it was a just a 

cupboard with a beanbag in it. She said that being shut up made her feel angry. Sky did not 

seem to have had any positive experiences, because when I asked her what she could 

recommend as a solution for her or others in a similar situation, she suggested, space, not 

being shut up, respected and listened to. 

5.3.2 Zara’s Story: ‘A naughty girl’ 

Zara was 13 and lived with Mum and Step-dad, two little sisters and a new baby. Zara was 

confused about how many siblings were living elsewhere and said that her family was ‘mixed 

up’, with it appearing to have been reconstituted several times. Mum and Step-dad were 

present but looking after the younger siblings. There was not very much room for privacy 

during the interview, but Zara said that it did not matter, Mum and Dad knew everything, and 

the Key Worker should stay too. We all had cups of tea and though the house was very 

untidy, as is expected with a new baby, the atmosphere was warm and pleasant. 

I asked Zara if she liked school and she answered that it is sometimes better than others. 

She had been happier at primary school, though Zara conceded that she was very, very 

naughty. She said that she saw herself as being a bit of a troublemaker. Zara discussed how 

a slightly older pupil bullied her all the way through primary school, breaking up any 

friendships that she made. Asking Zara what action her school had taken, she said that she 

was generally blamed for the arguments and she said that she was accused of being 

‘horrible’. At primary school Zara was told that she had anger problems, but Zara disagreed, 

saying ‘how could she be the angry one when she would sit in a corner crying her eyes out’. 

Zara could not remember getting any help for her behaviour in primary school.  
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Zara was critical of herself, depicting herself as ‘mouthy’, however adding that she did ask 

teachers for help, but that they did not understand what she was trying to say. While 

recounting these memories Zara’s eyes would well up with tears. I frequently asked if she 

would like to stop the interview, but she said that she was alright and wanted to carry on, 

often exchanging smiles with Mum. Zara was sad about her schooling and wanted to get an 

education so that she could go to work. 

Zara related accounts about two teachers who exhibited sympathy. There was a male 

teacher who would make time for her to talk to him when she felt angry. Mum added that he 

was lovely and helped a lot. Zara was also fond of a female teacher who seemed complicit in 

Zara missing classes. In response to being asked about truanting Zara said she truanted on 

school premises. Her truanting consisted of sitting under the stairs to eat and listen to music, 

sometimes with others. This teacher would come by and advise them to move ‘round the 

back’ where they would not be seen. It would have been interesting to understand this 

teacher’s motivation which Zara interpreted as a kindness. Zara also related her account of 

one teacher who she said started on her as soon as she went into class, so she simply 

stopped going to her classes. 

Despite recounting instances of bullying in primary school, Zara felt her real problems began 

in secondary school. Mum added that in her opinion, Zara’s problems with school only 

started when she was experiencing CSE. It is difficult to know, but this suggests Zara is 

expressing disproportionate self-blaming for her earlier behaviours if Mum thought that 

things were not that bad until the CSE began. I asked Zara if a chill out room would have 

help her control her anger or help with her behaviour. Zara found this very funny and 

laughed for the first time in the interview, she said if there was a place like that and it was 

nice enough, then everyone would want to get themselves sent there. 

Zara resumed recounting the incident which led up to her exclusion. She said that after her 

CSE experiences became known in school, a rumour went around school that she was 

pregnant. Zara said that pregnancy is not something for girls her age to brag about and it 
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upset her. Because of the new baby present it is reasonable to assume that her Mum was 

expecting a baby at the same time as these rumours. In Zara’s opinion, pregnancy is serious 

and not to be lied about. Zara recounted that an older girl caught her in a corridor and began 

shouting in her face that she was a ‘slag’. Zara said that she tried to get away and girl ran 

after her. At this point a teacher arrived and Zara said that the rest of the incident was 

witnessed. Zara was kicked, so she took cover in the toilet, but the girl followed her, 

snatched her bag and threw the contents all over the floor. Zara said that she was sent 

home following this incident, but that the other pupil was not. 

Zara did attend some meetings and said that she felt a though some of the teachers ‘really 

hated’ her and one wanted her out. This teacher said, ‘we cannot take Zara on because of 

her behaviour and there are some girls who do not like her’. Zara said that there was a ‘nice 

lady’ at the meeting who asked if there was somewhere Zara could go with a friend to chill 

out if things became difficult, but Zara thought that this lady was overruled by the teaching 

staff. Zara said that she was no longer looking forward to going back to school. Mum and 

Dad commented at this point that they were committed to finding a school place for Zara and 

were willing to move to a new house if that was the best solution. They had had no 

communication with the Education Authority over the holidays and did not know if Zara 

would have a school place at the start of the new school year in September. Similar to Sky’s 

situation, Zara’s family are in a liminal space, the exclusion potentially making them unsure if 

they must make substantial changes by moving to a new house. The Key Worker informed 

me after the interview that the school that Zara had attended had access to free counselling 

for pupils, but this was not offered to Zara and her parents were not informed about it.  

5.3.3 Rhianna’s story ‘I tried to tell em’ 

Rhianna was 14 and spoke fondly of home life. She lived with Mum and Dad, one brother 

and three sisters. After some deliberations she decided that she also had three sisters living 

separately, but close to the family home in the city. Rhianna’s interview took place at a 
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voluntary sector CSE project and she was introduced by her Key Worker who then left the 

room. 

Asking Rhianna about her school career to date, she laughed a lot and it was difficult to 

follow her timelines as she jumped back and forth enthusiastically telling her story She 

presented herself as an energetic young woman. She said that she had been ‘kicked out’ of 

two mainstream secondary schools and had just been allocated a place at a PRU. At the 

time that this interview was taking place it was school holidays, so she had a week before 

her new placement began. She said that the PRU school was in the middle of nowhere, that 

her previous school would be paying for a taxi for her and she would not have to bother with 

uniform. She said that she was looking forward to a fresh start.  

I asked Rhianna if we could consider her most recent secondary school for this interview. 

Asking her about how she got along with teachers, she said ‘not very well’. She then added 

that there were a few teachers that were alright. Describing one teacher, Rhianna said that 

this teacher became very close to her family and would tell her where she was going wrong, 

which she found helpful. Enquiring about friendship groups, she replied that she had plenty 

of friends but that they were not as important as family and it was ‘family first’.  

Rhianna said that her problems at school began in year eight, at the time of interview she 

said that she was in year ten, which does not match her age. She said that her most recent 

school had taken some time to kick her out and she had only been placed on reduced hours 

for her last week of attendance. It is possible that Rhianna has had a managed move to the 

PRU. She did not seem to understand the process and repeated that they kicked her out and 

was told that she had to go there [PRU].  Her Mum did not want her to go to a PRU at first, 

but there was no other secondary school offering her a place. Russel and Thomson (2011) 

say that that families and children are offered little choice when alternative provision is 

introduced. 
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Rhianna thought that some her problems in school might have begun before she 

experienced CSE, but both difficulties seemed to have happened within a fairly close 

proximity. She did not like her secondary school adding that ‘nobody who went there would 

have liked it either’, suggesting more complex issues than her behaviour accounted for.   

Rhianna said that she had attended meetings about her education with her Social Worker 

and her Key Worker. She did not say very much about if she felt listened to in the meetings, 

only adding that she thought that school did not listen to her explanations. On being asked if 

she had been offered any interventions to help with her behaviour she said she had 

attended counselling at school. Rihanna said she had tried to make use of the counselling, 

but was told by the counsellor that, ‘it was not really working because she became 

distracted’ and then nothing else was offered. At her most recent school she had been 

allowed to see her Key Worker in school time, but not at the previous school.  

Rhianna did not think that school took account of her side of any story. She thought that 

boys got off lighter than girls, saying that if a boy talked in class he got a warning, a girl got a 

detention. Rhianna said that, 

“maybe they are more cautious about them [girls]. Maybe they think we have more 

choices, expect more of girls”. 

(Rhianna, aged 14) 

Rhianna described two incidents where she felt that boys were given preferential treatment. 

She was beaten up by a slightly younger boy and she said that he was given a few days in 

isolation. I asked if he was charged with assault, but she said not. She thought that the 

school liked him more than they liked her. On another occasion she had a fight with a bigger 

boy who left big bruises on her arm. She said that she was the one who was excluded from 

school following this incident. I asked her how she felt about this and Rhianna replied in her 

naturally enthusiastic style, saying, 
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“You have to scream and shout and let it all out. I tried to tell em, cos like, basically, 

summat happened in school and probably I was the worst one doing this that and the 

other, but they would always think it was me”. 

(Rhianna, aged 14) 

Rhianna mentioned being labelled as trouble, but said that she had stopped caring, ordinary 

school was too much for her to handle. She said that she had always wanted to become a 

nurse, but she was not sure now. Asking what she thought would be helpful to her and to 

other girls in similar situations, she replied,  

“Help whenever it was needed, someone to talk to and help you with your work, 

someone to teach them the right and wrong way and how to change their behaviour. 

She said that if they are doing something they shouldn’t, get suspicious, especially 

with CSE”. 

(Rhianna, aged 14) 

Rhianna finished by saying that when she goes to her new school she is going to get her 

head down and work: ‘Keep it in my memory to try not to get into trouble’. Rhianna thought 

that she was in year 10, but she did not know if she would be taking any GCSE’s. She heard 

her new school did: ‘health and safety and child safety and things like that’. It did not seem 

as though she had been given very much information, but she was optimistic about this new 

start and her future.  

5.3.4 Ruth’s story: ‘They took away what I loved’. 

Ruth story is from further back in time than the others. She is currently in her thirties and a 

survivor of historic abuse. She was sexually exploited from the age of 12 years and this 

continued into a violent marriage. Ruth is actively involved in raising CSE awareness, 

particularly in schools. She approached me independently because she had heard about this 

research through national CSE channels. Ruth was interviewed on the telephone from her 

own home. 
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Ruth described how her school failed to identify that her behaviours stemmed from being 

raped and abused, saying that there was ‘no compassion’. She admitted lashing out 

physically and being angry, saying that she would walk into classrooms only to be told to ‘get 

out’. If she protested that she had not done anything wrong she was told ‘that’s before you 

do’. Ruth said that the teacher’s actions left her with two choices: go home and let her 

parents find out that she had been in trouble or go and meet her perpetrators and take drugs 

with them. She chose the latter, explaining that she was only 12 or 13 years old and that it 

seemed the better option.  

Ruth said that her connection to a trusting adult would have been through football. She was 

football mad and she thinks that if someone had talked to her about football she might have 

built a relationship and made disclosures. But a few days after an occasion when she was 

raped, although she had not disclosed this incident to any one at the time, a teacher referred 

to her sexual activity, 

“You will end up on a TV chat show with six kids by six different dads’, having DNA 

tests”.  

(Ruth, adult participant)  

Ruth was under the age of sexual consent when this conversation took place. Ruth went on 

to relate an incident when a boy pulled her top up in class and felt her breasts. Ruth 

responded to the assault by slapping the boy. She said that this boy was a sports star in 

school and a model pupil. Ruth thinks that this is why he was let off without punishment.  

This incident resulted in Ruth being suspended for three months. In that time her parents 

were not telephoned or written to, so Ruth managed to hide this exclusion from them, and 

they were unaware that their daughter was out of school during the day. Ruth said that the 

school were conscious her family cared about her and that her Mum would always go up to 

school if she was informed that there was a problem. Teachers were aware that Ruth had 

been given the ‘morning after pill’ on more than one occasion and that pupils talked about 
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her being seen with older men, but there was no curiosity. Her parents were never informed 

and as far as she is aware no reports were sent to social care. Eventually, her Dad 

discovered that she was visiting houses where drugs were taken, and he grounded her for 

four months. Ruth said that she always obeyed her parents and complied with this. Ruth’s 

parents could have been strong allies with school, had they been fully informed about what 

was going on.   

Ruth thought that along with her love of football there had been other avenues of 

communication which might have got through to her. She said that she had been passionate 

about dance and sports lessons. She had had excellent reports when she was in primary 

school. But when her behavioural issues started she was expelled from these classes. Ruth 

described it as ‘they took away what I loved’.    

Ruth left school without qualifications and thinks that this contributed to her experiencing 

abusive relationships for 18 years of her life. She acknowledges that CSE triggered her 

behavioural conduct in school but blamed the attitude of the school towards her when she 

was still a child and that that caused her education to ultimately flounder. Ruth said that it 

still frustrates her that teachers do not ask children what is wrong with them. Her children 

attend the same school as she did, and she said that when her daughter had a panic attack 

as a result of witnessing violence at home, the teacher told her ‘to get a grip’.  

Ruth has always worked and done well, despite living with domestic violence. But she 

thoughtfully added that she might have made more of her abilities if she had GCSEs and 

possibly gained a senior position at work. Ruth was attending a further education college, 

working towards a teaching qualification to support her CSE awareness work with schools. 

She said that it has been difficult juggling finances to maintain her college course.  

School exclusion features prominently in the lives of the young women interviewed. Although 

they had begun to dislike school and despite mostly agreeing that they sometimes behaved 

badly in school, they would all have preferred to have been in school. From Ruth’s account 
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she was placed in increased danger by exclusion and other young women were sad and 

bored at home. The is a worrying lack of communication between parents and schools, in 

the next section school exclusion is examined further.   

5.4 School Exclusion 

For a pupil on a fixed-term exclusion and for a pupil on a permanent exclusion from school, 

the local education authority should arrange full time education, meaning twenty-five hours 

per week, by the sixth day of exclusion. Where it is not possible for the school to arrange full 

time placement the Local Authority should make ‘reasonable efforts’ to provide the pupil with 

work that is accessible and achievable, and the school should mark this work (DfE, 2017). 

Malcom (2015) observes that Heads are instructed to, as far as possible, avoid permanent 

exclusion of children who have a statement of special educational needs (SEN) or who are 

looked after by the Local Authority Care system (LAC). These instructions conflict with the 

experiences of some participants in this study, but if they were followed properly, future 

legislation could usefully extend this protection to children who have experienced CSE.  

School exclusion has been the subject of many studies (Carlen, Gleeson and Wardhaugh, 

1992; Parsons, 1999; Munn Lloyd and Cullen, 2000; Brodie, 2001; Hayden, 2007; Malcolm, 

2015), but previous studies have failed to examine why a substantial number of sexually 

exploited girls are excluded from school (Jago et al., 2011). While it is possible, if not 

probable, that school age girls experiencing CSE might have other problems in their lives, 

such as exam stress, low self-esteem, caring responsibilities, neglect, poverty, parental 

mental health, substance misuse or domestic violence which result in varied patterns of 

behaviour which can create difficulty differentiating one from the other (Brodie, 2001; 

Statham, 2004; Hayden, 2007; Pearce, 2007; 2009; Dodsworth, 2015).  DfE (2017) 

discusses disruptive behaviour being indicative of unmet need and that Heads should avoid 

excluding pupils if possible. McCluskey (2008) says that because more males than females 

attend alternative education provision, there is a risk of female exclusion being absent from 
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policy discussions, alternative provision for young women excluded from mainstream 

schools is discussed in chapter seven. 

Sky and Zara did not know what was going to happen next. It was observable that this was 

an oppressive situation to be in and they and their parents felt that they lacked any agency, 

a situation which can be destructive to self-esteem and aspiration (Freire,1969). Rhianna 

had also been in a similar situation, but she had determined that she had some choice due 

to her fresh start at the PRU and it had taken Ruth years to become own ‘agent of change’ 

(Ibid). They had all experienced periods of liminality and the affect that this can have on 

lives. This is discussed in the next section.       

5.5 Liminal spaces  

CSE can seriously impact upon a young woman’s social integration and life chances 

(Pearce, 2009; Ofsted, 2014; Gilligan, 2016) but school is a space where adolescents 

socially and emotionally develop and gain confidence and can overcome setbacks (Parsons, 

1999; Munn, Lloyd and Cullen 2000). Ruth reflected in her interview that taking away the 

time that adolescent children sleep and see their friends, they spend more waking time in 

school than with their parents. This study argues that by removing contact with school and 

school life, sexually exploited young women are placed at risk of losing their sense of 

belonging and identity. Libby said that she realised, during mentoring young people who had 

had disruptions to their education, that school was necessary for more than learning. It was 

necessary for social development and for knowing who you are and how to behave.  

Being of a state similar to limbo implies ‘liminality’, no longer in the condition that they are 

accustomed to, but not having yet transited to a new status. The origins of the concept of 

liminality are associated with the works of Arnold van Gennep (1960) and Victor Turner 

(1967) and provide a useful hypothesis of the relationship our participants find themselves in 

with their educations. The concept of liminality matches the status of our young women in 

the four case studies above. They are of compulsory school age, but not a pupil of a school 

and are outside of any conversations which may be going on that allow them to have any 
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idea what the future holds for them. More than that, they are not able to rely on advice from 

their families, who are also left out of the conversation. It is noticeable that all the 

participants reported relatively happy primary school lives and conventional, problem-free 

transition to secondary school. Here their school lives are suddenly put on hold. Living in this 

liminal state risks social exclusion through losing their entitlements (Hynes, 2011): a right to 

education, the right to have their opinions taken into consideration and being able to 

contribute to their society (UNHCR, 1989). Loss of entitlement, resulting in loss of agency 

and therefore confidence and lowering self-esteem is not unusual for people in this state 

(Freire,1969).  

The link between school for the four young women discussed earlier, has been forcefully 

broken and social networks have been disrupted and require reconnecting. There is a lack of 

evidence in these narratives that the young women have any confidence that the means 

exist in school to put them back together again (Freire,1969; Hynes, 2011). Ruth’s story 

draws attention to the risk that sexually exploited young women isolated from the company 

of their peer group, may become vulnerable to seeking the company of perpetrators. When 

Ruth was excluded without her parent’s knowledge she managed her time within 

increasingly constrained opportunities, seeking friendships with her abusers.    

Sometimes people are left in a liminal state because they have been perceived as a threat 

(Hynes, 2011). Children are not supposed to have sexual experiences, despite modern 

societies sexualising children in the media. Where adults are not trained to have serious 

discussions with children about sex, children are left bewildered and self-blaming 

(Foucault,1978). All the young women above admitted to being angry in school and lashing 

out, verbally and physically. They all acknowledged that they had been difficult, but also said 

that attempts to signal for help were ignored. Over the past two decades CSE literature has 

directly addressed the importance of understanding how experiencing CSE affects the 

emotional wellbeing of children and ought to be more widely understood by now (Melrose, 

Barrett and Brodie, 1999; Swan and Balding, 2002; Melrose and Barrett, 2004; Pearce, 
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2009, DfCSF, 2009; Barnardo’s, 2011; Melrose and Pearce, 2013; Dodsworth, 2014; 

Gilligan, 2016; Beckett and Pearce, 2018). This is not the case in these narratives from 

these young women participants and implies that understanding how CSE can affect young 

women’s behaviour has not filtered through to schools, suggesting that there remains 

significant lack of training for educational staff.    

5.6 Trust and blaming 

Neoliberal politics have been shifting blame onto the vulnerable, for example, social 

deprivation, poverty and benefit claiming being a result of a lack of work ethic rather than 

lack of opportunity, imposing social control through conditionality (Watts etal., 2014). 

Research findings by Reay (2017) suggest that working class children are presented with 

doing badly at school as a personal failure, and disadvantage is fed back to them as 

personal choice. The concept of personal choice is not unique to neoliberal ideology. When 

the vulnerable make constrained choices, which are judged as poor choices, sometimes it is 

easier to blame them, than face up to their vulnerabilities. Social inequality is not recognised 

as the fault of the political system, but a result of choices made by marginalised groups in 

society who should try harder (Watts etal., 2014). This deposits a convenient narrative on 

those who hold restricted power to change anything (Melrose, 2013; Reay, 2017). At the 

same time a sexualised culture and media devalues womanhood and narrows girl’s horizons 

(Coy, 2009).    

What is important in this chapter is that young women experiencing CSE are likely to have a 

difficult, quicker, emotional transition through adolescence because their sexual capital is 

commodified by becoming involved in CSE. They face situations of fear and difficult 

decision-making catapulting them into an adult world of sex and sometimes violence 

(Melrose, 2013; Dodsworth, 2014; Gilligan, 2016), where services designed to support them 

often take away control and reinforce marginalisation (Warrington, 2013). At the same time, 

they are left in a liminal position unable to take up their place with their peers in school. In 

this situation it is hardly surprising that that Zara and Sky are losing interest in school.  
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Hynes (2011) discusses refugees as being both mistrusting and mistrusted. Trust is a key 

issue with CSE, and it seems that these young women have lost trust in the staff and the 

school system saying that no one listened to them and they are not trusted to be in school 

either. However, it was clear that all of the young women interviewed respected and trusted 

their parents and wanted their support. Few studies have explored parent involvement as 

agents of change for young women struggling with CSE (Smeaton, 2013; D’Arcy et al., 

2015). Parents Against Child Exploitation (PACE) recommended that families can be an 

important source of emotional and practical support for children who have experienced CSE. 

All four of the narratives above demonstrated good relationships between parent, step-

parent and daughter and poor communication between parents and school.  

Sky was confident in her Mum’s ability to find her a new school, however Mum was not so 

confident. Having had no news about a new school, she was relying upon the CSE Key 

Worker for support. The young women and their parents appeared to show trust in the 

voluntary sector Key Workers for guidance. As discussed above, it was possible that Sky 

was considered to be home schooled because she had been provided with a laptop to use 

for schoolwork at home, but neither Sky or her Mum were aware that it was possible that 

Sky’s schooling had become the responsibility of her Mum. This situation would be 

disadvantageous if Sky’s Mum did not have the time or skills to tutor her or pay for support 

(Reay, 2017). It is difficult to imagine, but at the point that Sky took part in this interview, no-

one in the Local Authority seemed to be taking any responsibility for her right to an 

education. There was a complete lack of information directed towards Sky’s parents who 

were keen to get her back into a school. Sky had lost trust in school staff because she 

thought that they did not listen to her explanations for events leading to her exclusion. 

Unsurprisingly Sky was displaying lethargy, spending a lot of her time sleeping and smoking, 

in the home without stimulation and missing the company of her friends.  

When Ruth was suspended for three months, the school appeared to have left it to Ruth to 

tell her parents. Ruth said that she cared what her parents thought, so she made a 
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constrained choice based upon her young years. She chose to hide the suspension by going 

out every morning and spending her days with men who were supplying her with drugs and 

abusing her. Ruth’s story is two decades old and hopefully a similar situation would not 

happen today, but this hypothesis is not awarded with confidence. Zara felt that there had 

been no empathy relating to her situation in school, although she had accepted a share in 

the blame for her behaviour, describing herself as ‘naughty’. Zara, like Sky, had lost interest 

in school but her parents on the other hand had a determination to see Zara back in 

education. They had no idea what to do next and like Sky’s Mum, were trusting the CSE Key 

Worker to find out what was going to happen to Zara’s schooling. A Key Worker’s narrative 

opens the next section. It concerns sexually exploited young women somehow 

contaminating the school environment.    

5.7 Bringing sex to school. 

“I’m going off tangent, to a girl that I’m working with now who passed all of her GCSE’s 

A to C and was a bit naughty, messed around a bit, but you know, had a good 

relationship with the Headteacher. They promised her a place to do her A levels in 6th 

form and then in that last three or four months of school there was a sexual assault 

and they thought that she was being sexually exploited and she had been groomed 

and she was part of this grooming gang, and this man, you know, it was all part of this 

big hoo-ha. Then she got her results, she went to sit down with the 6th form people 

who said, ‘now you can’t have a place’. And it transpires that it wasn’t sexual 

exploitation, I am still working with her around the sexual assault, but it wasn’t sexual 

exploitation. But she absolutely and utterly believes that that is the reason that she 

wasn’t allowed in 6th Form. Because there was never a problem with her behaviour, 

there was never a problem with her grades. She wanted to do psychology, criminology 

and maths. A really intelligent girl and they just shut her down and it’s really difficult to 

say what, she’s tried to speak to them and asked them why, and they said it was 

because of her behaviour and that, but in the last sort of couple of months. Even 
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though she had gone from year seven to year 11 being the ideal student. They won’t 

let her back in and it has absolutely crushed her. Absolutely crushed her. It was just a 

one off event. It wasn’t grooming or CSE. They saw it as CSE, everything went off the 

wall, and now she is sat at home.  

(Key Worker, Alison) 

It transpired from Alison’s story that this young women had been stalked by a man and 

sexually assaulted during the last few months of year 10. There was nothing in her 

experience which indicated grooming or ongoing CSE. 

Melrose (2013) discusses how developments in understanding the sexual exploitation of 

children has resulted in sexually exploited young people being treated as a ‘more or less 

homogeneous group’. Their differences and circumstances not being taken into account. 

Foucault (1978) suggests that there is a reluctance to acknowledge sexually active children. 

Barker and Duschinsky (2012) propose a confusion between gendered sexuality and being a 

victim of a sexual crime, rendering these young women as morally questionable. This is 

reminiscent of the findings about suggestions of CSE mentioned in The Newsom Report 

(1963) where observations of girls associating with older men are dismissed as possibly 

exaggerated. Nevertheless the report talks about girls admitted before the courts for their 

moral safety. In the twenty first century such responses are more likely to stem from a lack of 

CSE training for school staff (Pearce 2009; 2013), not helped by children having no definitive 

right to specific levels of education, such as a place in a 6th form once compulsory schooling 

has ended (Parsons,1999; Harris, 2009; McCowan, 2012).  

As described in chapter four in the sampling section, the majority of young women 

participants at the time of interview, had experienced exclusion from school. The examples 

provided in the previous paragraphs place young women in a particularly disadvantaged 

position in relation to both finding an exit from CSE and having their educational 

requirements met by school.  
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Pearce (2013) developed a ‘social model of abused consent’. Within this model Pearce 

discusses ‘condoned consent’, where young women are disbelieved, sometimes because 

professionals working with children just cannot cope with accepting that such abuse can take 

place. Instead recognising a situation where it seems as though the young woman in some 

way consented or got herself into that predicament. This is indicative of Eleanor’s story. 

When she said that the pastoral support worker at her school told her that she was a bright 

girl who should have known better than to have become groomed online.  

Pearce’s (2013) model of condoned consent goes further, describing when professionals 

ignore or fail to intervene because they lack time and resources, a situation that is neglectful 

of child protection policy. Key Worker Susan considered that some teachers who have not 

had CSE training are out of their depth and lack time and resources, especially where there 

have been cuts to counselling and pastoral care support in school. The young women in this 

study, spanning almost two decades in school, unanimously said that their teachers did not 

know anything about CSE and recommended that all teachers have some training in the 

subject. 

Susan had experience of working with schools whose staff had not received any CSE 

training. She said that the response was different in schools where training was available. 

Pupils she had worked with, at schools where there was no CSE training, had made 

comments about teacher negativity in response to their sexual exploitation. Susan said that 

the pupils had said to her that they were not believed. That they felt as though experiencing 

CSE was their fault and that they were made to feel dirty. This resulted in pupils being 

unwilling to attempt to talk to school staff about CSE. Susan’s story suggests that that good 

CSE teacher training offers advantages to children’s recovery and engagement with school. 

Including a pedagogical responsibility to avoid harming a child’s self-esteem (Baginsky, 

2007; Pearce, 2009; 2011; Petrie, 2011). Schools that had an understanding of CSE were 

more likely to be flexible around pupils being late or tired and inattentive. 
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When sexually exploited young women have been out of school for some time, despite a 

willingness to return, they do not always experience being met with sensitivity from their 

school. Caroline narrated her experience of supporting a young women back to school which 

did not turn out as well as she had expected. Whereas Alison experienced a school with a 

more practical outlook to children returning to school. These are discussed in the next 

section. 

5.8 Figurative brick walls 

Caroline’s narrative: The wrong shoes 

“My specific story is that I was working with a young woman who was actively 

involved in CSE and she hadn’t been to school in six weeks because she’s been 

carted around the country to be raped. And eventually after six weeks we got her to a 

place where she was ready to go to school, we had informed the school she was 

coming, I had done huge amounts of prep work with her to get her in that door for the 

very first time in six weeks, went to pick her up in the morning, we went for coffee, 

then we went to school, we were at school on time, she was in uniform and then we 

were met by the Headteacher who told her she was wearing the wrong shoes and he 

sent her home. And that was it, that was six weeks’ worth of work down the pan in 

one sentence.  

And I was so angry at that moment, it was very difficult for me to not hide how angry I 

was and be professional, because I was furious. And she had the opposite effect, 

she wasn’t angry, she said: “Well he’s right, why would he let me into school without 

the right shoes on, I disappoint everybody”. And she went from a girl who was ready 

to get back into education, in a place where she felt she was able to stand as her 

own person, to right back down again”. 

(Key Worker, Caroline) 
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The reason why the shoes are unacceptable is not clear, but Caroline’s surprise indicates 

that she had delivered the young woman in appropriate clothing, so assumptions can be 

made that the shoes were not extreme or outlandish. Caroline said that she had spent six 

weeks preparing this young woman, who had experienced extreme trauma, into a place 

where she was ‘able to stand as her own person’ and decide to return to school. Developing 

a mood of hope and confidence, she was suddenly faced with overcoming a ‘limit situation,’ 

a situation where someone is expected to manage a situation very much different to what 

they anticipated or hoped for (Freire,1968; Pearce 2009). Pirrie et al. (2011) said that, if by 

experiencing several exclusions the young person no longer feels that sanctions are ‘unfair’, 

this is often because the young person’s sense of agency has been worn down and they are 

beginning to give up on their future prospects. 

Caroline said that she could barely contain her emotions when the Headmaster sent the 

young woman home because she was wearing the wrong shoes. Retelling this story caused 

Caroline to become emotional as she related her struggle to remain professional in front of 

her service-user (Melrose, 2002). The young woman’s response was particularly poignant 

because she quietly accepted that she was at fault and that she continued to ‘disappoint’. 

Young women are inclined to self-blame when things go wrong and those who internalise 

negative feelings are at risk of allowing negative outcomes to become a ‘self-fulfilling 

prophecy’ (Hagel et al., 2012). Caroline would have preferred that the young woman had 

stood up for herself, saying that she wished schools allowed more ‘wriggle room’ around 

things like school uniform, a sentiment expressed by several Key Workers and young 

women. Whether school uniform is operated oppressively against female pupils is discussed 

in chapter six.    

Key Worker Alison commented that when a young woman has been out of education and 

also recovering from trauma of CSE, positive responses are more effective. She gave an 

example where a returning pupil missing a school tie was loaned one, complemented upon 

the rest of her appearance, rather than negatively commenting on the missing tie, in direct 
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contrast with the approach taken above. Alison believed that young women recovering their 

confidence would respond positively if spoken to constructively, rather than being subjected 

to efforts to regulate their lives without understanding the context of their circumstances 

(West 1918, in Dyhouse, 1981; Gilligan, 2016). During interviews with participating Key 

Workers, it was the Key Workers themselves who introduced what they considered 

unreasonable rules about school uniform which were detrimental to the sexually exploited 

young women that they worked with engaging with school. As this subject was brought up in 

the first few interviews, I decided that it seems significant enough to become a question in 

the remaining interviews and these stories became the following section.    

5.9 School uniform: Inclusive or not? 

School uniform has an historic place in English education. An early record of pupils being 

required to wear school uniform is documented by the ‘Blue Coat’ school in Liverpool in 

1708. The school had an intake of ‘charity children’ dressed in ‘frock coats of the cheapest 

blue dye and yellow stockings’. Children attending the school were obligated to wear this 

unfortunate uniform until 1948 (The Blue Coat School, 2018). These early school uniforms 

identified the wearers’ position in society and their class (Spencer, 2007). Modern school 

uniforms are supposed to be egalitarian. The majority of modern schools insist on a uniform, 

the rise of Academy schools seems to have placed more emphasis upon a ‘corporate 

identity’ for schools and claim a prohibitive level of control in some instances (Weale, 2017).  

Government guidance maintains that school uniform must not be discriminatory, based on 

gender, race, disability, sexual orientation or belief or gender reassignment (DfE, 2013). 

Conversely, faith schools can set uniform rules based upon their faith although the 

suggestions in the legislation leave this rather vague. The Government guidelines permit that 

children can be suspended or expelled if they repeatedly ignore uniform rules, however initial 

offences should be dealt with by asking the child to return home and correct the 

infringement. Before asking a child to return home, or suspending them, the school must 

consider the child’s age and vulnerability, the ease and time required to return home and the 
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availability of the child’s parents (DfE, 2013).   

5.9.1 Girls under scrutiny.  

In a report commissioned by the organisation ‘Plan UK’, titled ‘The State of Girls Rights in 

the UK’ (Russell et al., 2016), female participants in the research project questioned whether 

there is more scrutiny of girls’ bodies than boys’ bodies in relation to school wear. They 

highlighted length of skirts or tightness of trousers as the most frequently commented upon, 

saying that minor misdemeanours are picked up in girls dress more often than in boys dress. 

Suggesting that more emphasis is placed on regulating girls than boys (Carlen,1998; 

Spencer, 2007). The girls in Russell et al. (2016) felt that the weight and responsibility is 

positioned on girls not to appear sexually distracting to boys, rather than boys being 

educated to accept girls’ dress choices. 

The Guardian newspaper (Ferguson, 2017) published an article in which contributor Janet 

Dalby suggested that, 

‘Boys have got fewer rules to break than girls because there are no sexual messages 

about boys’ uniforms. There are never any stipulations about how short a boy’s 

shorts can be. But if we create rules about skirt lengths, those rules then exist to be 

broken by girls’. 

(Guardian, 19th September 2017) 

Dussel (2001), quoted in Spencer (2007, pp.236) comments that school uniforms point to 

difference and meanings of identity, they sanction the correction of the body by a ‘power that 

subjects and subjectifies’. McRobbie (2004) discussing the type of popular clothing 

makeover programmes on TV which entertain by humiliating women, suggests that this 

picking over of female clothing and appearance, particularly when carried out by women who 

pose as from a higher class and better education than the programme participant, is 

indicative of ‘symbolic violence’ towards girls and women, legitimising scrutiny of their 

appearance (Ibid). This form of entertainment implies that it is acceptable to pick over young 



164 
 

women’s appearance and that the participant’s role is supposed to be submissive. A social 

pedagogical approach should never involve destructive comments or anything that 

humiliates a young person. Neither should a professional take an action which humiliates a 

colleague, such as how Caroline was made to feel in the example that she gave. ‘Reducing 

someone else’s self-esteem is never acceptable’ (Petrie, 2011, pp. 107). At least in 

McRobbie’s example, TV contestants are volunteers, but young women scrutinised in school 

have little opportunity to remove themselves from scrutiny.   

Caroline thought that the young woman’s shoes were given more importance than her return 

to education, rendering her position in the school less important than the shoes that she was 

wearing (Spencer, 2007). The reinforcement of powerlessness of a young woman who has 

experienced sexual exploitation and the weight of expectations that have that have been 

placed on her tentative steps to return to education are not conducive to a social 

pedagogical approach.  

Sally Weale, education correspondent for The Guardian newspaper (2017) wrote,  

 ‘Kent school head defends sending home girls in too-short skirts’. 

At this school, girls must wear A-line or pleated skirts no more than five centimetres above 

the knee. The Headmaster stated that ‘It is about the authority of the school…parents can 

have them educated elsewhere if they object to the uniform rules’. The message is plain, the 

collective image of the school is more important that the individual’s education (Spencer, 

2007). Any individuality, or expression of self or discomfort with the school uniform is 

repressed by the authority of the school, leaving parents and pupils as powerless as 

Caroline felt (Freire, 1968; Foucault, 1975; McRobbie 2004; Spencer, 2007). In the 1960’s 

and 70’s working women in many offices and the law courts were barred from wearing skirts 

above their knee or trousers, and were expected to dress less comfortably than males 

(Dyhouse,1981; Stanworth,1983). This would not be tolerated in the workplace anymore, but 

young women in school can still be controlled by these dated regulations, despite schools 
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sometimes excusing inflexible uniform rules by saying that they are preparing young people 

for the world of work.   

Schools might be overly obsessed with the minutiae of uniform when their pupils have much 

more to worry about. Marcus said that that sexually exploited young women do not have the 

‘headspace’ to worry about school when they are experiencing CSE. Young women who 

took part in this research said that they wanted someone to look after their education for 

them when they were experiencing CSE. Marcus agreed that being affected by CSE, young 

women will find it difficult to keep all the pieces involved in going to school together.  

It is likely that young women having their bodies scrutinised for sexualised messages when 

they are recovering from sexual abuse would be extremely uncomfortable. Non-judgemental 

responses are required if sexually exploited young women are going build trusting 

relationships where they can disclose harm (Pearce, 2009; Lefevre et al., 2017). The young 

women participants in the ‘Plan UK’ research felt that over-scrutinisation of young women’s 

appearance does occur around school uniform. Spencer (2007) suggests that there are 

complicated heterosexual dichotomies around female school uniform. Individuality is 

supressed, ties are a masculine symbol, but skirts are being measured for length and 

trousers scrutinised for tightness round the buttocks, sending girls mixed messages about 

their femininity and bodies. Uniform is perceived as a controlling mechanism for managing 

girls sexuality and polarising class positions. Even when pupils are all supposed to dress the 

same, some will most probably appear better groomed than others, dependent upon 

resources (McRobbie 2004).  

Eleanor who was very tall, said that when she bought the approved uniform skirt it was 

shorter than the permitted length when she wore it. So she bought a similar style to meet the 

approved length, only to be told off because it did not conform to the authorised skirt. 

Eleanor was cross that the Headmistress of her school wore short skirts and high heels that 

would have been censured had a pupil worn them, leaving her with a sense of unfairness. 
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Rosie’s Mum said that Rosie was too short and wide for the approved style of school 

trousers and that when she cut the legs down they did not look very nice to wear. 

Spencer (2007) said that the idea of uniform is that when all pupils dress the same, 

differences in class and wealth disappear, all of the young women interviewed in this study 

agreed that uniform was a good idea because they thought that it made all the pupils equal. 

However, they all were strongly of the opinion that uniform should not be scrutinised so 

severely and that they should be able to choose cheap items from places like supermarkets 

that fitted them comfortably. Poorly fitting items of clothing that did not suite their shape was 

the main complaint; flappy trousers when the fashion was for slim-fit were mentioned more 

than once. Spencer (2007) said that school uniform often lagged behind fashion and that 

girls would try to assert their individuality by making subtle changes to their uniform. But that 

was not the case here, the participants in this study felt that conformity should be relaxed 

marginally to accommodate body shape, comfort and cost.  

Jackson and Marsden (1986) suggest that pupils, young working class people in particular, 

are less concerned with aspects of schooling that is not actual ‘schoolwork’, seeing uniform 

as something not as important as attendance. Nicholson (2015), talking about working class 

girls in grammar schools, proposed that poorer families bought outsize clothing to last, so 

that pupils appear shabbier as time goes on and concluded that a strictly monitored uniform 

does not necessarily prevent difference. 

Caroline offered another example, relating to a different young woman who had missed six 

months of school because of experiencing CSE. On return she was sent home again 

because her trousers were too tight,  

“The same school took no action toward children from a family where the parent had 

bought each child the same size trousers. So that the younger ones wore trousers 

that were too big and long and the older ones wore trousers that were too short, they 

were frequently dirty and had items of uniform missing”. 
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(Key Worker, Caroline) 

Caroline’s observation was that because the children were identified as living in poverty, the 

school was able to understand the problems faced by poor families and set them low 

expectations. At the same time they appeared to lack sensitivity towards the disruptive effect 

of CSE upon young women, making no allowances for their efforts to get to school. Here a 

poor family is being judged as not having the ability to conform to an expected standard 

because of their poverty. A young women who has experienced CSE, on the other hand, is 

given no leeway, and becomes a subject of more intensive control (McRobbie, 2004; 

Spencer, 2007). What this approach is not, is a fair and social pedagogical approach 

towards the young people in both situations. Baginsky (2007 p.9) reminds that teachers are 

‘uniquely placed to be able to detect signs of child abuse, changes in behaviour and failure 

to develop’. Asking why young women turn up late or with uniform missing or display 

changes in behaviour places them in a good position to identify concerns about CSE. 

Schools are not always informed about child protection issues involving pupils and they 

might not be fully appreciative of what is happening in their pupils lives. Young women said 

that schools should also understand that grooming and CSE can take place during the 

school day, and schools should be more aware of CSE (Baginsky 2007; Gilligan, 2016).  

In chapter seven there is a description of a visit to a PRU, where the young people are not 

obliged to wear uniform. Although not a scientific observation, the young people, some of 

whom might have had behavioural issues and issues with authority in mainstream schools, 

were attending school in their own choice of clothing which looked clean, tidy and 

appropriate. The absence of uniform did not suggest youth in rebellion despite the argument 

that strict adherence to uniform improves discipline and educational outcomes (Weale, 

2017). 

The findings gathered from the young women in this study, indicate a sense of 

preoccupation by schools with young women’s bodies and common modern items of 

clothing. Black stretch trousers and skirts cheaply available in budget fashion shops 
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appeared to be a particular focus of abhorrence for schools, the close fit being the objection. 

But participants in this study did not indicate that these items are worn to be sexy or 

rebellious. They are cheap, comfortable, easy to launder, utilitarian items, worn across 

generations. In the DfE Guidance (2013) the Government offers an example of a school 

where, following a change to accept easily obtainable black trousers, skirts and jumpers 

available in most supermarkets and any style of coat as long as it was removed indoors, the 

school had a remarkable improvement in compliance with uniform.  

The young women’s narratives about difficulties with uniform implies that schools are 

projecting sexuality on to girls without their consent and then attempting to control a 

stereotypical image of girls who are sexually active (McRobbie, 2004; Pearce, 2013).  

Pathways into sexual exploitation include rejection, high levels of criticism, self-hatred, 

inconsistent relationships, over controlling, being made to feel dirty (Pearce, 2009; 

Dodsworth, 2014; 2015). It is very important that schools understand how difficult sexually 

exploited young women might be finding going to school (Lefevre et al., 2017). Children in 

Warrington with Beckett et al. (2017) felt frightened and anxious about who in school knew 

about what had happened to them and were fearful of being judged. Schools identified as 

helpful would lend missing pieces of uniform and praise attempts to get to school more or 

less in accordance with rules. In Angela’s case, when she was kept out all night by her 

abusers, the Headmistress of her school told the teachers that it did not matter if she arrived 

without uniform, Angela’s safety was the paramount consideration. 

Key Workers and young women all wished that there was ‘wiggle room’ around uniform, the 

most important thing for them was to be in school. Interestingly, most Key Workers disliked 

the concept of school uniform, mainly because they encouraged individuality and self-

expression in the young people that they worked with. But young women disagreed, saying 

that a generalised uniform that was not too strict was a good idea because it made everyone 

equal. Their narratives suggested a willingness to conform which had been overlooked 

because of issues relating to experiencing CSE. 
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This section has told us that young women are being judged upon their appearance when 

they are struggling to regain their place in education following CSE. In the earlier section, 

they are also being judged as to their suitability to be in mainstream education alongside 

their peers because they have experienced grooming and sexual exploitation. A willingness 

to listen to young people and not judge their actions is central to building trust with sexually 

exploited children so that they can accept support for their needs (Pearce, 2009; Gilligan, 

2016; Lefevre et al., 2017).  

5.10 Summary 

The most surprising aspect of these narratives to emerge is the close relationships between 

parents and daughters, which CSE does not seem to have damaged. The findings are 

inconsistent with most earlier reports which discuss children being estranged from families 

(Melrose, Barrett and Brodie, 1999; Dodsworth, 2014; 2015). Pearce (2009) briefly 

acknowledged family as a possible protective factor, but family and parental care is hardly 

mentioned in Barnardo’s ‘Puppet on a String’ (2011).  D’Arcy et al. (2015) along with PACE, 

remain in the minority of reports which have engaged parents as partners in CSE prevention. 

These reports broadly discuss parental involvement as a source of strength.   

Where young women were asked about differences in the regulation of boys and girls in 

school, their responses were evenly split whether they had noticed any difference. Three 

young women relating incidents of assault by boys in school, where none of the assaults 

were referred to the Police and almost no action was taken against the young men.  

Although this is a small study, the level of exclusion and disruption to these girls’ education 

is by far the most troubling data to emerge from this study. In view of this result, it is not 

surprising to find that the young women felt that they had not been listened to and that there 

was little trust between them and educational professionals. The majority of participants 

responded by expressing sadness and loss due to being excluded from school, amplified by 

self-blame. These factors strongly relate to poor communication and a loss of trust between 
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schools and pupils and their parents, exacerbated by the non-use of available resources to 

support young people experiencing emotional difficulties.  

Freire (1968) tells us that placing barriers between the individual and their educational 

development impacts upon their humanity. The UNCRC (1989, Article 28) supports a child 

being educated in ways that promote their dignity. Making a child feel insignificant, using 

oppressive language towards a child and actions which might damage a child’s self-esteem 

are completely contrary to identifying as a social pedagogue (Petrie, 2011).  

A relationship-based, holistic service embodies the style of service recommended by 

Melrose, Barret and Brodie (1999, see chapter two) is evident in the Key Workers’ 

responses. The following chapter examines the relationships that sexually exploited young 

women and their families have with their voluntary sector Key Workers as observed on a day 

out with a Key Worker visiting young women who had agreed to be interviewed in their 

family homes. The chapter introduces the idea of social pedagogy in Key Workers’ praxis 

and how they sometimes challenge the power of educational institutions to improve the 

opportunities for the young women that they work with. There are examples of Key Workers 

building trusting relationships which provide them with time with sexually exploited young 

women to understand what is happening to their educations. 
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6 Chapter 6: Practitioners, schools and social pedagogy.   

6.1 “Cause I Ain’t Got a Pencil”, by Joshua T Dickerson38 

I woke myself up 

Because we ain’t got an alarm clock 

Dug in the dirty clothes basket, 

Cause ain’t nobody washed my uniform 

Brushed my hair and teeth in the dark, 

Cause the lights ain’t on 

Even got my baby sister ready 

Cause my mama wasn’t home. 

Got us both to school on time, 

To eat us a good breakfast. 

Then when I got to class the teacher fussed 

Cause I ain’t got no pencil. 

This poem was given to me by Alison, one of the Key Workers that I interviewed. Alison said 

that it encapsulates the struggle that some of the young women that she has worked with 

have faced while trying make sense of their schools’ responses to their experiences of trying 

to cope with CSE, school and their lives.  

 

38 This poem was given to me during an interview with Key Worker Alison. Researching the origin I 
discovered that it was written in April 2014. Is described as ‘viral’ on the internet and is not published 
in book form. This link attaches the poem to its authentic author Joshua T Dickerson: 
https://au.news.yahoo.com/the-truth-behind-this-students-viral-i-aint-got-a-pencil-poem-
38953919.html?guccounter=1 (Accessed 29th December 2018).   
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6.2 Introduction 

The previous chapter introduced evidence of school exclusion, barriers that young women 

who had been sexually exploited had faced and issues of trust between them and their 

teachers, their parents and their Key Workers. It explored issues of blame and self-blame, a 

theme which will recur. In this chapter Key Workers’ practice is studied through the 

narratives of the Key Worker and young women participants, just as chapter three has 

described Key Workers professional roles and experience. Surprisingly, the specialist CSE 

Key Worker role is seldom studied, and little is understood about their contribution to 

keeping the young women that they work with engaged in education, despite extensive 

research indicating the significance of direct work with young people (Barnardo’s, 2011; 

Harris and Roker et al., 2017; Beckett and Pearce, 2018; Harris and Shuker, 2018).  

At the beginning of this research it was not anticipated that social pedagogy in Key Workers’ 

practice would emerge so strongly. Because this chapter is discussing social pedagogy it is 

also paying attention to the importance of interpersonal communication between teaching 

staff and young women, this includes how young women described disclosing CSE at 

school. Ideas of social pedagogy, supporting young women to engage with school after 

experiencing CSE, began to emerge from the analysis of data from the first few interviews. 

Therefore, in later interviews, Key Workers were asked if they thought that their practice 

included elements of social pedagogy.    

What follows is my experience of a day out with a CSE keyworker covering a large rural 

county. As it was geographically difficult to bring the young women who wanted to take part 

to the organisation’s office, an invitation was extended to visit four young women in their own 

homes. It was a rare opportunity to observe a CSE Key Worker delivering outreach work and 

to witness the regard the parents and young women held for her role in their lives. The 

experiences of the four young women have been described separately, as it seemed 

important to situate their experiences within the context of the interviews taking place in their 

homes.   
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6.3 Walking in someone else’s shoes: an ethnographic journey. 

Interviewing CSE Key Workers involved learning about their working lives by visiting their 

offices, often drop-ins and group rooms with walls covered in art and poetry created by the 

young people that they worked with. Several office-based interviews were intersected with 

sudden changes of plan, phone calls and early termination of sessions when emergencies 

called. These Key Workers are people whose working hours are flexible to accommodate 

the lives of their young people, meal breaks are slotted in as and when the opportunity 

arises. The Key Workers were accommodating to sudden changes to plans, missed 

appointments and had a real understanding of the lives of the young people that they were 

engaged with. Freire (1969 p.3) said that,  

 ‘To be human is to engage in relationships with others and with the world’. 

Despite having employed Key Workers and managed a CSE service myself, it was a 

different experience to become observer of a field that I knew well. While conducting 

interviews for this study, Key Workers said that they appreciated my familiarity with the tools 

that they used in their work without having to explain them. They said that they felt I 

understood the difficulties that they had scheduling meetings and that my experiences 

helped me to appreciate the frustrations and difficulties that they encountered in the course 

of their working days. The fact that my interest in the education of sexually exploited girls 

originated from my own practice, helped build relationships with participating Key Workers. 

Fielding (2001) describes this as ‘thinking oneself into an empathic process’. In a similar way 

that I observed that Key Workers who participated in this study ‘walked a mile in the young 

women’s shoes’ (Fielding, 2001 p.147), I also had opportunity to walk a mile in a Key 

Workers shoes.  

Because Key Workers allowed me into their daily lives I was able to square my observations 

against my own experiences. Although there can be an imbalance of power between 

interviewer and interviewee, on this occasion, because I had been so recently involved in 

front line work, I am aware that there was a sharing of experiences which suggested a 
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common identity and gave interviewees the opportunity to raise their own areas of concern 

which I had not considered. Looking back over their interviews, this approach added 

richness to the participants’ responses.  

Maddy, the Key Worker that I spent the day with, was employed in an education liaison role 

along with her therapeutic interventions as a CSE keyworker. Maddy had gained consent 

from four sets of parents and their daughters for interviews to take place in their family 

homes. The service covers a large rural county and it is logistically impossible to transport 

service-users from the further reaches of the county into the office and home again. By 

making a field trip, Maddy enabled young women who could be excluded by their rural 

locations to have opportunity to take part in research.  

The families selected by Maddy were welcoming. Although it was not perhaps ideal that the 

selection of participants lay completely with Maddy, all were all current cases and made up 

around one third of Maddy’s caseload, so it is reasonably safe to assume that they were 

comparatively representative of the families that she worked with.  

With notice, questions specifically for the parents and a different organisation of time might 

have been devised to give the parents more opportunity to take part. But field work is a 

messy process that throws up the unexpected. The researcher has to be as flexible as the 

Key Workers are involved in this study. Ethnographic interviews are more likely to be 

‘conversations’ and encourage stories to be told, so this approach lends itself to flexibility in 

unexpected situations (Fielding, 2001; Charmaz, 2006; Abell et al., 2006). The young 

women participants were offered privacy and confidentiality for their interviews. Each one 

declined, and parents were in and out of the rooms where we talked. Maddy was present at 

the interviews at the participants request. Occasionally a parent added a comment, or one of 

the young women would ask another family member to confirm a detail that they had trouble 

remembering. 
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Maddy was accepted as a knowledgeable and trusted expert. It was noticeable that the 

families asked Maddy questions, not only about CSE and their daughters’ educations, but 

about a variety of domestic issues. Maddy was a mobile ‘one stop shop’ who knew about 

their daughter’s experience of CSE and when parents and the young women spoke to her 

they did not have to repeat their stories or explain why they were in that particular situation 

(Melrose, Barratt and Brodie, 1999; Dodsworth, 2014; CSE Principles Comics Project, 

2017). The relationships were built on mutual respect and a strengths-based approach which 

recognised the family’s ability to present as a supportive unit (D’Arcy et al., 2015).  

All of the families demonstrated aspirations for their daughters to get on in life but Maddy 

faced considerable hurdles, and it was apparent that her job entailed more than visiting the 

families. She spent a considerable time behind the scenes, finding out facts and information 

and building lines of communication with schools and statutory services.   

6.3.1 Four families. 

Sky and Zara’s exclusions have already been related in detail in chapter five. Maddy was 

very concerned that Sky’s Mum might have inadvertently agreed to home school her and the 

laptop that she received was not fit for purpose. Additionally, no one was checking if Sky 

was actually doing any work. Zara’s parents were worried that they might have to move to 

find a school that would offer Zara a place and this created implications for their tenancy and 

the schooling of the younger children. They presented Maddy with direct, practical, fact 

finding work to help them back into school. Maddy also confided after the visits that Sky and 

Zara’s schools had access to free counselling for pupils and Maddy was annoyed that they 

had not been offered opportunity to access this. After visiting Sky and Zara who lived 

approximately half an hour’s drive apart and in the same school catchment area, we visited 

Eleanor and her Mum in a different catchment area. 

Key Workers’ relationship building with the whole family is something that has not attracted a 

lot of study. Most CSE recovery research has explored the relationships between young 
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people and Support-Workers. The majority of family work has been conducted by PACE39  

which supports the parents and carers of sexually exploited children and the FCASE report 

by D’Arcy et al. (2015) which discusses how families and communities can work together to 

prevent CSE. Neither reported on whether it requires a different skill set to work with a whole 

family group and what the benefits might be for the children and the parents and carers. 

Recommendations for further research into a whole family approach in CSE key working are 

discussed in chapter eight.  

Eleanor’s case was very different. Eleanor presented herself as a very articulate and 

confident young woman, 16 years old and a carer for Mum who had a disabling illness. She 

enjoyed education and thought that the majority of her peers did not take learning seriously 

enough. It annoyed her that the school did not do anything about pupils who messed about. 

Eleanor was waiting for her GCSE results and had a place at college to sit four A levels. She 

planned to apply to European universities for her degree as she wanted to study in a 

different country. Eleanor was able to recognise that following her CSE experiences she had 

been affected emotionally and wanted help with what she described as her mental health. 

Eleanor was very concerned that her struggles with her mental health would affect her 

studies.  

Eleanor said that, at first, at her own request, her teachers were not made aware that she 

experienced CSE. Instead she had turned to student support. The outcome was that a 

member of the student support staff told Eleanor that that as a bright child she should have 

known better than to let herself become groomed online, calling her a ‘stupid child’ and 

informing her that she could ‘get done for this’. Social care became involved and both 

Eleanor and her Mum found them unhelpful, Eleanor said that she was not listened to and 

her requests for help with her mental health were ignored. Social care closed her case and 

Eleanor was referred to Maddy’s voluntary sector service. Menaker and Miller (2013), 

 

39 Parents Against Child Exploitation  https://paceuk.info/  
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researching culpability attributions toward childhood female prostitutes found that where 

greater culpability was assigned to a young women, and when fewer mitigating factors were 

identified, there was less likelihood that a young woman experiencing sexual exploitation 

would be offered counselling or mental health services. Because the school could not offer 

any psychological support, Eleanor and her Mum had asked their GP for a referral for 

counselling. At the time of the interview Eleanor had been waiting for five months. Maddy 

said at this point in the interview that Eleanor’s school also had access to free counselling for 

its pupils and she did not understand why this could not have been arranged for Eleanor.  

Reflecting upon Eleanor’s narrative, there is a clear lack of empathy present in the response 

from student support at her school which suggest a lack of knowledge and understanding 

about CSE. When talking to Eleanor, it was sometimes difficult to remember that she was 

still a child who had only recently had her 16th birthday. It is worth considering that because 

she presents as a tall, assured, fashionably dressed young women who is articulate and 

confident, a young woman keen on education, who takes responsibility at home as a carer, 

professionals have concluded that she could have avoided abuse if she had chosen to. They 

had failed to see Eleanor as a child victim of a sexual offence (Gorin and Jobe, 2013; 

Gilligan, 2016).  

Eleanor and Mum felt let down by school and social care, but their relationship with Maddy 

was very different. They had resolved their own practical problem with school by managing 

Eleanor’s move to a satisfactory alternative 6th form themselves. Maddy was welcomed and 

in a relaxed fashion played with the family dog while the interview took place, chatting to 

Mum and enquiring how her health was. Eleanor and Mum did not lean on Maddy for 

practicalities as much as the other families. But forward planning for appointments was on 

the agenda and Maddy’s therapeutic interventions were evidently valued.  

The day’s journey ended at the opposite end of the County from our departure point at 

Maddy’s office. She said that the day was fairly representative of her usual driving time. We 

had spent approximately six hours visiting four young women and spending around one hour 
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with each one and in addition Maddy would spend another hour driving home (Harris and 

Roker et al., 2017).  

The final visit was to see Rosie, aged 13, who was very quiet and described by Mum as shy. 

Maddy deliberated that Rosie might have a mild, undiagnosed, learning difficulty. Mum and 

Maddy thought that the opportunity for Rosie to take part in this research might encourage 

her to speak for herself with more confidence and though quietly spoken, Rosie was 

enthusiastic, and questions were met with much laughter. Rosie attended a small, rural 

secondary school. Maddy described the school as having excellent pastoral care. She 

worked closely with the school and said that they had a strategy in place to support Rosie.  

Rosie said that she saw school as social place, somewhere to meet friends rather than do 

any learning, which she was not keen on. She thought teachers were ‘alright’ and there was 

a female teacher who was particularly helpful. I asked Rosie if she wanted to speak about 

her non-attendance in private. This caused amusement as all the family conceded that 

getting up early was a family problem. Rosie did not seem to have any difficulties at school 

other than poor attendance and she liked a local Police officer who gave lessons about 

keeping safe ‘and stuff like that’. Rosie’s family presented themselves as an especially self-

contained unit, and when the interview began, the whole family, (Mum, Dad and two older 

brothers) grouped in the small sitting room sitting on chair arms and the floor. In comparison 

to the other families Rosie’s seemed detached from the outside world, closed and insular. 

But Maddy was accepted by the family as support for Rosie and a conduit between them 

and school. The trust in Maddy was evidenced by this intimate family group allowing a 

researcher to peek into their lives at a time when they were also coping with Rosie having 

been groomed for CSE. The fact that Rosie’s school was the most supportive of the four 

cases, and was also a very small unit, is relevant to later discussion of the benefits of 

smaller educational establishments for pupils who have experienced CSE. 

Maddy’s role was varied and it was obvious that Maddy loved what she did. She was proud 

of her service-users and wanted to show me how great they were. She felt that they were all 
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capable of progressing their lives, making positive changes, but sometimes school was 

making progress more difficult for them. Although Maddy’s job has stress factors, the 

emotional labour (Melrose, 2002; Pearce, 2009) involved in her daily contact with service-

users and the amount of driving that she had to do every day, she did not time limit her 

engagement with the young people. That Key Workers like Maddy have a degree of 

autonomy and see cases through to the end is, I believe, a key determinant in high levels of 

staff retention in the Voluntary Sector CSE sector (Harris and Roker et al., 2017). Most 

participants suggested that they only change jobs when they are forced by lack of funding. 

The following sections examine narratives which demonstrate the relationships building and 

holistic approach to young women whose educations have been disrupted by CSE. As 

discussed in the methodology section, there is no prescriptive method for voluntary sector 

CSE Key Workers to work to. But this study has noted a similarity in all of the organisations 

visited and it was from the Key Worker narratives that a suggestion of social pedagogy 

began to emerge and became firmer during analysis. 

6.4 Education and CSE Key Worker Practice 

Without relationships this thesis would not have been inclusive of the views of young 

women. It is due to the nature of the relationships that Key Workers are able to maintain 

links with sexually exploited young women, that they are able to understand which young 

women have the resilience that they need to meet with stranger-researchers who want to 

ask them about sensitive subjects. These young women also have to be able to trust the Key 

Workers to support them when they are choosing to take part in research. When I met young 

women for this research it felt very much like a partnership decision between Key Worker 

and young woman about how, when and where they would see me (Warrington 2013; 

2013b). Gilligan’s (2016) study found that young women who had experienced CSE wanted 

non-judgemental support from workers who were flexible to their needs and friendly in their 

approach. 
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CSE Principle #9 says, ‘Try to make sure that we see and talk to the same person’ (CSE 

Principles Comic Project, 2017). The reason young people say this is, because always 

meeting with the same person can help them build trusting relationships that help them to be 

able to talk honestly about what is happening to them.  

Although it was not planned that parents would be a part of this study, the strength of 

relationships between parents/step-parents and daughters related by the young women who 

took part, merited them a section in chapter five. This is important as an alternative view of 

families of sexually exploited girls, because earlier studies have been more likely to discuss 

family breakdown, neglect and early childhood adversity (Melrose, Barrett and Brodie,1999; 

Dodsworth, 2014). On a few occasions a Key Worker mentioned working with a young 

woman who had experienced family breakdown, but it was not the rule. Strong attachments 

in childhood can be an aid to being able to build healthy and functioned relationships when 

older. This was evident in the Key Worker – service-user relationships in this study (Hayden, 

2007; Pearce, 2009).  

6.4.1 Relationships, trust and communication 

Zara and Sky had the same Key Worker and they both enjoyed relationships where they 

trusted their Key Worker to investigate their education options for them. Zara and Zoe had 

not wanted their Key Workers to meet them in school, because they wanted privacy and said 

that both made alternative arrangements to see them. Sky was going to talk to her Key 

Worker about college or apprenticeships. Her Key Worker had suggested these options and 

they appealed to Sky, and she expressed that no one else had tried to find anything that 

interested her. Understanding how to find someone to talk to is a coping skill that young 

people can develop if they have regular contact with reliable adults. Young people say that 

they cope better themselves with adversity once they have shared their worries with 

someone that they trust (Gorin, 2004).   

Rhianna said that her teacher and her Key Worker would send letters to each other about 

Rhianna’s progress. Asked how she felt about this sharing of her information, she said, ‘if 
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she’s OK with it [Key Worker] I’m Ok with it’. Young women said that if something good 

happened or they had an achievement at school they would often text their Key Worker and 

share their news. Angela said that her Key Worker and the CSE service had benefited her 

by giving her lots of opportunities to take part in participation projects, research and 

volunteering. She said about the staff: ‘they never give up on us’. Having a supportive adult 

and compassionate social spheres such as services, schools, family and friends can help 

children overcome adversity and build resilience (Gorin, 2004; Pearce, 2009; Allnock and 

Miller 2013). It was stories like these that suggested that where a social pedagogical 

response was evident, it was beneficial to sexually exploited young women’s confidence in 

seeking help.  

Not all the young women had negative experiences when school staff knew about their 

experience of sexual exploitation. Teachers who responded well to young women became 

part of the beneficial support that they built around themselves (Allnock and Miller, 2013). 

Rosie said that she had a teacher who, ‘listened and sorts things out for you, she doesn’t 

make promises and not keep them’. Keeping promises was very important to all of the young 

women interviewed and this was something that Key Workers understood well.  

Eleanor who had been let down by pastoral care said that eventually she spoke to a male 

teacher who was really lovely, she described him as not having any counselling experience, 

but he was a good listener. Zara had one teacher who she would go to when she walked out 

of class. She said he was ‘kind and would calm me down, he helped me with a lot of my 

anger’. Sky had just one teacher who she would try to find if she was thrown out of class. 

Angela said that her pastoral care worker and Head Mistress had taken her to A&E when 

she was suicidal and visited her when she was in secure accommodation. She was still in 

touch with them years later and had taken her children to meet them. 

All of these young women appreciated knowing a teacher who would listen, did not judge 

them, but could help with emotions they were having difficulty coping with (Gorin, 2004). 

How the young women talked about these teachers is similar to the social pedagogical 
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responses that they said that they appreciated from Key Workers: good listening skills; clear 

communication; staff not being self-conscious because the young women had been sexually 

abused; and having some understanding about how they felt. Unfortunately, these helpful 

teachers also had responsibilities to other classes and were not always available when 

young women were feeling angry, worried or vulnerable. All of the young women participants 

suggested that quiet places and someone to talk to were important to coping in school, but 

space and time was in short supply. 

Pearce (2009) calls our attention to the challenges and frustrations that professionals must 

overcome when they are engaging young people experiencing CSE. Young people reject 

advances, bring risk through association and present as angry and chaotic. In ‘One Way 

Street’ (Melrose, Barrett and Brodie, 1999) young women described themselves as being 

hard to reach and unwilling to listen and in chapter five young women are very quick to 

describe themselves negatively. Building good attachments with these young women takes 

time. Caroline demonstrated this in her efforts to encourage young women back to school by 

building relationships based on confidence and mutual respect. Maddy covered long 

distances to meet with young women who lived a long way from where the CSE service was 

based. Often Key Workers began work very early in the morning to meet with young women 

before school and worked late to run participation or support groups in the evening. Pearce 

(2009, p.154) describes this sort of work as a ‘recipe for burnout’ and Melrose (2002) says 

that there is risk of emotion tipping over into private life. It was in these scenarios that clinical 

supervision, a recommended practice for reflective social pedagogy, became a valued 

routine available at all of the organisations visited for this research.  

The Key Workers recurrently said that they experienced other professionals lacking 

understanding of how CSE impacts upon the lives of young people and the work that CSE 

workers do. They said that they were not always recognised as experts, possibly because 

there is not a recognised qualification of CSE worker as there is in social work. For example, 

Susan said that they were likened to youth-workers, ‘all ping pong and orange juice’, 
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although youth-work is a qualified profession and much more than that. The evidence in this 

report challenges this misconception. The Key Workers interviewed for this study had 

qualification, commitment and professionalism. It is not difficult to understand Key Workers 

lingering feelings of not being understood in some of these examples. 

Key Workers said that schools responses to CSE were variable, and they encountered good 

practice as well as bad. Susan stressed that the majority of schools in her location were 

responsive to young women who had experienced CSE, understanding that these pupils 

need to take things ‘real slow’ and required extra support. But she was also aware that 

funding cuts to education were affecting support. She had been advised that when the new 

term began, the schools that she was working with were set to lose all of their in-school 

counsellors, increasing the workload of pastoral care. If pastoral care staff are unavailable, 

young women who decide that they want to disclose CSE to someone at school will have to 

turn to teachers who might be unprepared. In Allnock and Miller’s (2013) study, a quarter of 

participants made their initial disclosure to a teacher. How a disclosure is received will have 

an impact upon how a young person feels about accepting support afterwards. The young 

women in this study were not asked directly where and when they made their disclosures 

about CSE, but four brought up making disclosures at school and these are discussed next.   

6.4.2 Making a disclosure of CSE in school. 

Recipients of disclosures of CSE and CSA from young people must understand what an 

enormous undertaking this is for the young person. When a young person takes this step 

they expect a supportive and helpful response (Allnock and Miller, 2013). Jonsson and 

Svedin (2012) found that sometimes young people would initially say that they could not 

remember detail, they required time to think about what they wanted to say and sometimes 

wanted to choose where and when they gave information. 

 When children had disclosed, most described feeling relief (Allnock and Miller, 2013) but the 

Jonsson and Svedin (2012) study also found that many children became more unwell 

following disclosure, and that time was needed to recover. Illness reported by parents could 
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manifest as being awkward or difficult, swearing and getting very angry, messing about 

loudly or retreating into their own worlds. Adults taking disclosures should understand that a 

child may not be able to slot back into ordinary life as though nothing had taken place.  

In the CSE Principles Comic Project (2017) sexually exploited young women said that they 

need to trust adults to look after their sensitive information carefully, if they do not trust 

adults not to speak out of place, for example, in the staff room, they will not disclose. Adults 

who are disbelieving or disrespectful, in the way that Eleanor’s student support was when 

their response to her disclosure was ‘you could get done for that’, is likely to prevent children 

from continuing with their disclosure or being willing to give evidence. Eleanor said that she 

was left feeling uncomfortable about her disclosure. She thought that the Police were 

investigating what had happened to her, but she had asked them not to contact her or tell 

her how the case was progressing.  

The following narrative from Zara describes how she was left upset and lost confidence in 

professionals when school discovered indecent images of her on phones and asked her to 

make a disclosure. Zara was 13 at the time, the event took place in 2017.  

“And then when the Police came like into my classroom we was literally just speaking 

about it ‘cos I was, one teacher was saying like ‘well I’ve seen the picture, I’ve heard 

about it, it’s not right you need to tell the Police about it’. But I did not want to. I was 

really, really scared then as we were literally just talking about it. The Police comes 

like strolling into my class and I hid under the table. And they were like, ‘is Zara here’. 

And then like everyone just pointed down under the table. So, I’m thinking, Oh God 

and I was swearing into my head and everything and I was getting really, really, like 

nervous and angry and I literally just wanted to kick into everything and hit 

everything. 

‘Cos, like the Police are like ‘yes, come on, you need to come with us’. And I was like 

no I don’t want to, and I don’t have to. And they were like yes you do need to talk to 
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us about this and I thought no. And I stormed off and I was kicking into the walls and 

everything and then as I walked out the classroom they come like walking behind me 

like ‘come on Zara’. ‘This ain’t gonna help your case anymore’. And I was like ‘go 

away I don’t want your help, don’t need your help, I’m fine by myself’. And they was 

like ‘really when everyone has turned on you for one picture’. And I was like ‘leave it 

out’, and everything.   

So, when they finally did grab hold of me they had like tight hold of me ‘cos I would 

have like bolted and I would have gone out of school running and everything.  

Then they sat down and started talking to me and I was like ‘this isn’t as bad’, but I 

like told the Police officer some things I wish I hadn’t ‘cos they were very sneaky and 

told my Mum. Although I asked them not to as I would speak to her, ‘cos I think that 

the time wasn’t right, I felt I had to let it out in my own time, in my words coming from 

myself. 

Because when the Police got called in I had everything taken away from me, my 

privileges, I wasn’t allowed out. Because like the way the Police explained it, was 

completely different to how I explained it”.  

(Zara, aged 13) 

Re-visiting this interview it is difficult to know where to begin comprehending the level of 

discrimination, oppression and ignorance of her rights that this young woman suffered.  

Sometimes teachers might have already a suspicion of what is happening, which seems to 

have been the case in Zara’ situation. Teachers have to act upon receiving a disclosure and 

young people are aware of this, but to keep their trust it is important that teachers keep 

young people informed about who is told and when and what they are told (Allnock and 

Miller, 2013; CSE Principles Comic Project, 2017). Young people in Beckett and Warrington 

(2015) said that they did not like Police coming into school to speak to them, it made 

something private, public. There were fears that if peers saw what was happening they might 
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only understand half the story and think that you are a ‘slag’ or something. Which is what 

happened to Zara, see chapter five, where she talks about events leading to her exclusion 

from school. 

It was difficult to remain detached during this part of Zara’s story. Listening back to the tape I 

can hear the surprise in my voice that the Police were introduced into the class in front of her 

peers and that Zara was physically manhandled to prevent her leaving the premises. This 

seems to be in direct contradiction her rights. As a victim of a sexual crime, steps should 

have been taken to offer Zara privacy, even if stories about her were already school gossip. 

In chapter five, Zara completed her story of how the antidialogical actions of those in 

authority impacted upon her (Freire,1968), contributing to her being bullied about having sex 

(Beckett and Warrington, 2015). The impact on Zara’s emotional behaviour led to her being 

permanently excluded from school as she struggled to find a way to respond to what was 

happening to her.  

Different police forces approach victims of CSE in a variety of ways, providing victim support 

by specialist officers or by co-working with social services and, or, the specialist voluntary 

sector agencies.  Allnock, Lloyd & Pearce (2018) suggest that young people may not want to 

make a disclosure and that their experience of speaking to the police can be improved by 

ensuring that support is in place. Zara would have benefitted from being asked where and 

when she wished to speak to the police, if at all. 

When Rhianna was asked what teachers could do to help pupils who might be experiencing 

CSE she said, 

“So, if somebody is starting to get difficult in class they might have suspicions. Yes, 

and then they can have words with them and see what is going on maybe. If it is the 

thing they think it is [CSE], try and get it out of them”.  

(Rhianna, aged 14) 
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Rhianna thought that it was very important that schools were pro-actively CSE aware. In her 

own case they were not, and she was eventually subject to a managed move to a PRU. This 

made her think that if she had been spoken to, to find out what was wrong, she might have 

not been seen as ‘trouble’ by her schools.  

Susan spoke about a young woman that she was working with who is out of school because 

she is refusing to go to a PRU. Susan said that this young woman doesn’t like to talk about 

her sexual exploitation, 

“She doesn’t like to talk about her sexual exploitation, we are giving her time, she is 

going to take time, and that’s fine, she may never do But she comes and meets me 

all the time and she likes working with me. She fights against everybody else so at 

least she is coming”. 

(Key Worker, Susan) 

Susan said that this young woman’s problems involve her not wanting to make a full 

disclosure about CSE. She was in a PRU, but it became a free school and within weeks, 

Susan paused here and spoke very carefully, thinking about how she phrased this sentence, 

‘she got permanently excluded because she had been subjected to CSE’. Susan said that in 

the course of being abused this young woman’s leg was broken. The school wanted her in 

school, but the young woman did not want to go. She visited the school to ask for time off 

and the conversation escalated into an argument. The young woman threw one of her 

crutches, which resulted in exclusion. The young woman said that she needed time, she 

admitted that she had problems and issues, but was not ready to talk about these.   

Young women who have experienced CSE have evidenced mixed responses from their 

schools, but fairly consistent responses from CSE Key Workers. Social pedagogy and   

inventiveness in the relationships that form part of Key Workers practice, is explored in the 

next section.  



188 
 

6.5 Social Pedagogy 

There are similarities between Key Workers and young women’s stories of schools. The key 

difference between their narratives were that young women were inclined to blame 

themselves when things went wrong. Whereas Key Workers were more inclined to lay blame 

towards authority, power and injustice in the young women’s lives. It was apparent from the 

young women participants accounts and Key Workers stories that the Key Workers had built 

strong, trusting relationships with the young people (Pearce, 2009; Gilligan, 2016). There 

was similarity in working practices around the engagement of young women across all of the 

organisations visited (Harris with Roker et al., 2017). Offering choice not to engage, choice 

over timings and places to meet meant handing some control back to the young person.  

Services in the voluntary sector were flexible enough to respond to local variations, taking to 

account levels of training available to other professionals and building relationships with local 

children’s services. Managers demonstrated trust in staff competences by allowing them 

considerable freedom to act. It was only after interviews were transcribed and loaded into 

NVivo 11 and the first stage analysis was completed that I noticed a pattern of social 

pedagogical interventions evident in Key Workers responses.  

The Key Workers understood the lives of their young women and the context in which they 

were asking them to make changes. They appreciated that telling young women what to do 

would not work (Melrose, Barrett and Brodie,1999). The young women had to be able to 

make sense of what engagement with a CSE service would mean to them. Through these 

observations an interesting correlation emerged between the methods Key Workers 

employed and social pedagogical approaches to relationships. Freire (1969 p.141) says that, 

‘it is only with the cooperation of both parties that effective communication can begin’. 

Pedagogy is a method of practice and teaching used in different professions, including in the 

children’s care and fostering sector and alternative education. Social pedagogy aids the 

development of ideas and theory, making it useful to compare formal schooling of young 

woman and the more informal, holistic, Key Worker approach. Critical Pedagogy, from the 
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writing of Freire (1968; 1969) urges educating students to question and challenge what is 

happening in the world that they inhabit, Freire’s writing was aimed at improving the lives of 

illiterate and oppressed populations. Whereas a European model of social pedagogy has 

developed more as ‘education in the broadest sense’ and is an ethical practice which builds 

relationships with students based on trustworthiness (Social Pedagogy Professional 

Association, 2018). Interest in social pedagogy in the UK began with its potential for early 

years childcare, which has grown to also demonstrate benefits for children and young people 

in the care system (Coussee et al., 2010). It has also been taken up by some fostering 

organisations (To the Moon and Back Fostering, 2018). Coussee et al. (2010) saw barriers 

to the adoption of social pedagogy in social care in the UK due to fragmented social care 

systems and a disregard for relationship building with older children and teenagers. 

However, these issues could be overcome by demonstrating that a social pedagogical 

approach in social care can contribute to both the wellbeing of workers and young people.  

This seems to be consistent with what is happening in the voluntary sector CSE services 

visited in this study. Petrie (2011, pp.8-9) described social pedagogical practice as ‘hand, 

heart and head’. This means that practitioners are conscious of ethics in the relationships 

that they form. They will appreciate that the people that they work with are capable of 

contributing intellectually and emotionally and both parties bring equally valid experiences to 

the relationship. There is a practicality to their work, breaking down barriers through praxis 

and using reflective tools and methods to constantly contemplate their actions (Freire, 1968, 

Coussee et al., 2010; Petrie, 2011). 

Coussee et al. (2010) suggests that Social Pedagogy is not a method or methodology but a 

reforming and reflective practice, this research believes that this is evident in the narratives 

of Key Workers and young women presented in this thesis. A humane, holistic way of 

working, helping the young woman to learn to help herself and sometimes directly 

challenging injustice. The dichotomy of mainstream education is that this is ideally where 

sexually exploited young women of compulsory school age ought to be gaining their 
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education and recovering their lives. From the stories told in this research, mainstream 

education varied from conformist regimes without any ‘wriggle room’, to exemplars of good 

communication and co-operation. Alternative education in PRUs frequently employs a social 

pedagogical model but some sites are not always suited to young women who have 

experienced CSE, because the organisation is often constructed with the majority male 

pupils in mind (Russell and Thomson, 2011). The efficacy of alternative education and PRUs 

is discussed in the following chapter seven. 

6.6 Social Pedagogy: Stories of invention and intuition. 

The narratives of young women and Key Worker participants have been explored to 

introduce the concept of social pedagogical interventions that have had beneficial outcomes 

for the young women whose education has been disadvantaged though experiencing CSE. 

Very important to the young women is that they are seen as ‘people’ not things to be labelled 

and that they are listened to and treated with humanity. It is not possible to communicate 

effectively if listening skills are missing. Listening is a core skill for social pedagogues 

(Petrie, 2011). Several of the participants talked about the importance of listening. Freire 

(1968) discusses the problems of ‘banking’ style education where the person in charge 

speaks and everyone else listens without comment. If schools are in the habit of banking 

style communication with pupils, there is no space for the pupil who is not coping to make 

themselves heard and understood. 

Not being listened to was a complaint that all of the young women made about school. 

Warrington (2013) says that when children are not listened to, they feel marginalised and 

blamed. Rhianna said that a counsellor that she was seeing told her that there was no point 

carrying on with the sessions because Rhianna became too distracted. Eleanor felt as 

though she was not present in the room at meetings about her case, which caused her to 

feel excluded from decisions. Emma spoke of a young woman being in trouble for being 

consistently late, because no-one had asked her why she was late. If misunderstandings 

arise and the situation then gets out of control, young women are blamed for poor behaviour, 
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frequently resulting in school exclusions. Lack of listening or asking questions have been 

discussed in previous research, which this study supports (Warrington, 2013; 2013b; 

Warrington with Beckett et al., 2017). 

Petrie (2011) says that it is necessary to be alert to the ‘messages’ that a child is sending 

when they are communicating if an adult is going to be able to treat them with sensitivity. 

Sexually exploited young women might be struggling with the words to express their feeling 

and might not understand why they feel like they do. It is up to the adults to develop the 

building blocks of relationships with vulnerable young people (Gorin, 2004). It is also 

important to remember that when talking about sexual abuse, the young person may not 

know the right words to use, or they might be frightened of shocking and upsetting the 

person that they are telling (Pearce, 2009). Eleanor’s disclosure was met with ‘you can get 

done for that’, reinforcing the fear that she was already experiencing from being groomed 

and exploited online. Zara, Rihanna and Zoe all felt that they were subjected to blaming and 

labelling. Angela said that she overheard a teacher say, ‘she just likes to go out and get 

drunk’. These words engender emotions in young women that are directly contrary to a 

social pedagogical approach (Petrie, 2011).   

The above dialogue places some schools in an unfavourable position, however, Brodie 

(2001), in discussing escalating problems leading to school exclusion, said that sometimes 

teachers having some specialist support available might de-escalate routes to exclusion. 

With schools often feeling as though they are blamed for exclusion, many would appreciate 

partnership working and shared responsibility for caring for children with problematic 

behaviour (Ibid). This highlights the fact that specialist CSE services are not available 

everywhere and schools access to Key Workers is limited. 

Key Workers and young women have offered some positive examples of socially 

pedagogical praxis in school. Key Worker, Debs, praised a school for understanding that a 

young women that she worked with needed a ‘safe word’. An agreed word that the teacher 

will understand means that the pupil has reason to leave the classroom without an 
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explanation, to remove herself from stressful classroom situations. Some schools allowed 

flexibility about being late or missing parts of uniform, being tired and unprepared for 

lessons, when they were aware of what the young woman was experiencing. These 

beneficial actions on the part of schools pointed to situations where there was also specialist 

CSE interventions in place for the pupil.   

To summarise, there is a therapeutic social pedagogical environment in some mainstream 

secondary schools for young women experiencing CSE, but it is patchy and relies on the 

availability of training, contact with specialist CSE services and some very special teachers 

with good communication skills. The way young women wanted to be treated is consistent 

with the relationships that they have with their CSE Key Workers. Key Workers never 

described a young woman as ‘hard to reach’ or problematic, instead they would say that 

some young women require more time to build trust and that it is important that they choose 

to accept the offer of help when it is right for them (Harris and Roker et al., 2017).  

6.6.1 Where care and education meet. 

The following is an example from Sarah; the young woman that she was working with was 

assessed as high risk of CSE, because her mother and her sister had been sexually 

exploited. Although it is not unknown for pupils with learning difficulties to slip through safety 

nets, whether or not they experience CSE. What is of interest in this narrative is how this 13 

year old’s learning disability and loss of education was discovered by her Key Worker in a 

very short period of time and away from the school environment, and how this young woman 

herself had intellectual insight into what would help her (Freire, 1968; Gorin, 2004; 

Warrington, 2013). 

“I am working with a young person at the moment, the same young person as was 

turned away for the tight trousers, wasn’t in mainstream education for a long, long 

time, it ended up like being 12 months she was out. We have recently managed to 

get her into an alternative education provision, they don’t sell themselves as a PRU, 
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but essentially it is a PRU. But that has been really, really, positive for her. It is a 

really small group, there are more girls than boys. 

It’s a very new scheme but she has gone from never engaging in education, to going 

80% of the time which I think is marvellous. It has boosted her self-esteem so much. 

She was one of those young people, she has always been very well behaved and 

very quiet and managed to get up to the age of 13 with it never being recognised that 

she couldn’t tell the time, she doesn’t understand months, she doesn’t understand if I 

say I will be round in 10 minutes she doesn’t understand that. She can’t do simple 

multiplication, well addition, she sort of got through by copying and just being very 

quiet. 

No, and it got to the point where she reached secondary school and about year eight 

where it started to get picked up on a little bit because she was sat in mainstream 

classrooms with young people who were academically amazing, and she just 

withdrew. Started to play up a little bit and ended up just walking out of school 

because she just couldn’t cope. So, she spent 12 months out of education, she has 

never been sexually exploited, but is massively vulnerable due to life. 

It wasn’t until she was kicked out of school, they would not let her back into school, 

she wanted to go into a small classroom, she wanted to go into the behaviour unit 

because she likes it when somebody sits one-to-one with her and talks through the 

work. They said, ‘no you can’t come back into that because there is not an issue with 

your behaviour’. You either come back in and do a normal classroom or you don’t 

come back in at all. So, they kicked her off roll and they sent her some GCSE, you 

know, those glossy revision books, sent her some of those through the post. So, we 

went out one day in the car, we were sat in MacDonald’s car park and I said, ‘Well 

let’s have a look then’, and it was like she was trying to read a foreign language, and 

I sort of tried it, and I did not know at this point either, I went around about, and you 

know, nothing. And I said you know, ‘I’m sick and bored with this, let’s put it away’. I 
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can’t be doing this to her, and I got back, and I said to the school, ‘did you realise?’ 

No, no, so of course she is not going to go in. 

But of course, she has gone to this education provision now and I told them before 

she went that this is her level, this is what people have not picked up on, she doesn’t 

get it, she doesn’t understand. And they were able to go in at her level. She rang me 

up the other day because she was so excited because she had read out a sentence, 

you know they were doing like a group reading exercise and she managed to read 

out a sentence in front of the rest of the class. Which is absolutely beautiful, but … 

you see I’ve gone completely off tangent” 

(Key Worker, Sarah) 

Before discussing the Key Worker’s achievement of finding an appropriate educational 

placement for this young women, it is concerning that a child known to be at risk of CSE was 

allowed to disengage from school. It is also a worry that she asked for help from the 

behavioural unit but was not badly behaved enough to get the help that she thought that she 

needed. Having books sent to her home by the school suggests home education, but this 

young woman had a very vulnerable parent who was not capable of home schooling.  

It is apparent that small groups and one-to-one attention suited this young woman. She 

knew herself well enough to understand that she could not learn in a mainstream class. She 

was appreciative of the difference between a banking style method, and a social 

pedagogical method of alternative education, where lessons are taught to pupils capabilities, 

although she may not have described it in this way (Freire,1968). There is no reason not to 

agree with this young woman’s self-perception as her attendance went up from zero to 80% 

when she moved to the alternative site. Her joy in being able to read a sentence out in class 

was important enough to telephone her Key Worker and relate the story, suggesting that a 

trusted relationship had been established. 
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Petrie (2011) observes that social pedagogy is where ‘care and education meet’. The 

evidence for Sarah’s social pedagogical approach ties in quickly abandoning the GCSE 

books and understanding that this sort of learning was distressing for her service-user. 

Social pedagogical praxis was evident in Sarah engaging herself in the task of persuading 

the school that this young woman did understand what sort of education would meet her 

needs and ensuring that appropriate education was found. These actions were taken with 

the consent of the young woman because of the relationship that had been built, evidenced 

when the young woman shared her first classroom achievements with Sarah. It also reflects 

the importance of education to this young woman, despite her time out of school.   

6.7 Innovative solutions 

‘Innovation’ is a new way of thinking and doing, and Key Workers talked about this a lot. 

Examples ranged from travelling to school on the bus every morning for a week, with a 

young woman who had been raped on the way from school by another pupil, until the young 

woman could manage her fears. The difficulty in this case was that the young woman lived in 

a different Local Authority to her school and no one would make a decision about offering a 

taxi during the time she was recovering, so she was left at home. Going to MacDonald’s for 

a one-to-one session including breakfast to talk through going to school was regularly 

employed. Key Workers said that this tactic cost a fair amount of money, but it was usually 

successful. It was not about a free meal, it was all about building confidence and meeting on 

common ground. The Key Workers had no special remit to ensure these young women went 

to school, but they all saw it as part of the recovery process.  

Here, Caroline gives an account of a unique experience she encountered involving therapy 

dogs. This is not something that she initiated but she thought that it would be an excellent 

therapy for some children who had lost their confidence in going to school because of CSE, 

“The dog, erm, so they, the dog, I wasn’t the therapist, they had a kind of programme 

that they work with, so they met the dog, usually at the office, so that they could get 

to know the dog because of the dogs’ training, the dog was engaged to associate, 
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then usually they do something with the dog, maybe walk the dog, which is a really 

good way of tying a person to an animal. And then the dog would go with them and 

meet them at the school gate, and they would go from the school gate to the front 

door with them, and return, then the dog would take them into the reception area, 

and they would sit in the reception area for around 15 minutes with the dog. Then 

they would leave again, and then the following day they would return to the reception 

area with the dog and they would return for a longer period of time, say half an hour. 

Then they would go back with the dog and sit with it in a meeting with their teacher, 

to talk about their return to school with the dog beside them, because it was just a 

calming thing. Then for about a week the dog would walk them from the school gate 

into the reception into where they saw the teacher. Then the student would go about 

their day, and then the dog would be there at the end of the day to pick them up”.  

(Key Worker, Caroline) 

Caroline also knew of a PRU that had a therapy dog on site. These seemed to have been 

isolated practice as no one else mentioned therapy dogs in the course of these interviews or 

in the context of school avoidance. Therapy dogs are being considered in some court rooms 

to support witnesses in difficult trials, but Caroline’s description suggest a very useful way of 

building a young person’s confidence to return to school and on a realistic time scale. 

Search using the words ‘therapy’, ‘dogs’, and ‘school’, focussed upon therapy dogs in 

schools in the USA, but not in the United Kingdom. They appear to be a relatively new 

initiative and it would be very interesting to understand more about the therapeutic potential 

of dogs for children who are reluctant to go to school following CSE or CSA.  

6.8 Summary 

The findings chapters in this thesis suggest the importance of social pedagogical 

relationships between Key Workers and young women who have experienced CSE, 

including some examples of social pedagogy in mainstream school. Narrative examples 

were tested by asking Key Workers if they thought that they were practicing social 
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pedagogy. Some Key Workers had youth-work training and were aware that they practiced 

social pedagogy. For others the question surprised them, but after some thought, they all 

said that they could see where there was social pedagogy in their work, although they just 

hadn’t looked at it that way. It was an instinctive way of working, valuing young people’s 

experience and opinions, including concern for their education’s and what would happen to 

them when contact with their organisations ended. It appeared to be a natural response 

fostered by their interest in their service-users’ lives.  

The findings chapters demonstrated overwhelming evidence that Key Workers providing 

therapeutic outreach services to sexually exploited young women received a mixed 

response from schools. Where young women are too traumatised to engage with education, 

Key Workers are taking responsibility for advocating on the young woman’s behalf and can 

successfully re-engage young women with school and work with schools to seek solutions.   

Planning to provide education support is rarely in the job description of Key Workers. When 

asked about this, after reflecting on the question, most of the Key Workers expressed 

surprise about how much education support they were actually responsible for. It was 

something that they did instinctively, as part of their holistic approach to their role. That 

social pedagogy emerged as a hypotheses, was helped by using a constructivist grounded 

theory methodology to understand the practice that was being described by participants 

(Charmaz, 2016).  

As far as this small study is concerned, it supports the concept that a social pedagogical 

approach is beneficial to young women who have experiences CSE in both their CSE 

recovery and prevention programmes and vital for their engagement with mainstream 

education when they are recovering from CSE. The ethos of social pedagogy is evident in 

CSE Key Workers’ praxis and might go some way towards defining what they do 

(Freire,1968; Coussee, 2010; Petrie, 2011). This implies that this is an area that might 

benefit from further research in support of specialist CSE Key Worker practice and 

professional status. 
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At various instances in interviews with young women and Key Workers, narratives pointed to 

small schools and classes and a social pedagogical ethos, as opposed to a banking style 

education, being beneficial to young women (Freire,1968). Young women who have 

experienced CSE are not homogenous. They start from a different, individual beginning and 

might have additional needs separate to CSE. Small school units are explored in the next 

chapter, in relation to how PRUs might be beneficial to some young women who have 

experienced CSE.  
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7 Chapter 7: Alternative Education, can it be a solution? 

7.1 Introduction 

This chapter examines promising solutions and good practice in education and safeguarding 

that have emerged from the analysis of the data collected for this study. It also explores 

alternative education located in the schooling of young women who have experienced CSE. 

This includes how they cope when some alternative sites are a predominately male 

environment. What sort of careers the young women who participated in this research would 

wish for themselves, completes the findings chapters.  

7.2 An introduction to Pupil Referral Units. 

This section introduces Mike, Dawn and Nathan. Mike and Dawn worked at a PRU that I was 

invited to visit. Mike was the safeguarding lead and Dawn was the Family Worker. Nathan 

was the safeguarding lead for a Local Authority. I met Nathan because his LA supported the 

co-location of specialist CSE Key Workers from a voluntary sector CSE service that I was 

visiting. Nathan volunteered to be interviewed along with the Key Workers.  

Mike and Dawn had received CSE training and part of Mike’s role was to circulate up to date 

information about child protection, including CSE, to schools in his locality. But he did not 

think that it was widely read outside of safeguarding leads. Nathan said that schools should 

have a single point of contact for CSE in each Local Authority area because schools needed 

much more support than was currently available to them.   

It is reasonable to assume that there is some bias in Mike and Dawn’s accounts because 

they made the time to take part out of professional interest in the research question, held 

opinions about the beneficial aspects of alternative education, and had professional pride in 

the achievements of their PRU. They discussed having commitment to a social pedagogical 

approach and the ethics of inclusion. To place them in context, Mike and Dawn were 

interviewed last, after all of the other interviews and social pedagogy was already emerging 
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as a theme. The visit provided a welcome insight into the ethos of PRUs and alternative 

approaches and was able to deliver some balance. 

The Government describes Pupil Referral Units as: 

‘For the purposes of this guidance, the definition of alternative provision is as follows: 

education arranged by local authorities for pupils who, because of exclusion, illness 

or other reasons, would not otherwise receive suitable education; education arranged 

by schools for pupils on a fixed period exclusion; and pupils being directed by 

schools to off-site provision to improve their behaviour’. 

(Department of Education, 2013, p.3) 

Pupils in schools have no right in law to any specific quality of education and PRUs are not 

obliged to deliver the national curriculum which all pupils can expect in mainstream school 

(Section.7 Education Act, 1996; Parsons, 1999; Harris, 2009; McCowan, 2012; Malcolm, 

2015). Boys make up two-thirds of the alternative education school rolls (Malcolm, 2015). 

According to Mike and Dawn two thirds of their PRU pupils were male and this concurs with 

the Key Workers in this study, who remarked that the gender imbalance can be even more 

disproportionally in favour of boys in smaller PRUs. One Key Worker said that she had 

worked with a sexually exploited young woman who was the only female pupil in a PRU. 

However, alternative sites had been experienced by Key Workers in one northern area 

where girls were the majority and one alternative site was all female and did not call itself a 

PRU, but these seemed to be in the minority or unknown elsewhere. 

Figures from the DfE (2011) noted that only 1.4% of pupils finishing their compulsory 

education in a PRU gain five or more *A-C’s at GCSE, however over 72.8% do leave a PRU 

with some sort of pass or qualification, commonly a vocational qualification. Mike said that 

his PRU was very proud that the vast majority leave with something and that all but one of 

their students went on to higher education, apprenticeships or college in the previous year. 

He said that his PRU had good success rates but added ‘we only work up until 16, so what 
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happens after that,’ suggesting that it would be advantageous for all pupils in alternative 

education to have the opportunity to stay in their current school until they were 18. This was 

on the grounds that children took some time to settle and it was difficult to make real 

difference for 15 and 16 year olds before it was time for them to leave. Young women who 

have experienced CSE are likely to take a year or more to settle back into education, longer 

if they are involved in an investigation. During this time they are likely to have periods of not 

feeling well and taking time off school (Jonsson and Svedin, 2012). Dawn gave the following 

example of how time could pass before a young woman could settle back into education, 

“I’ve got a case at the moment, she’s had to move out of locality because 2 years 

ago he was sentenced erm, it went through a long court process. The case was 

adjourned 19 times so this poor young girl had to go through 19 adjournments, I 

couldn’t even describe the anxiety she felt up to that date, every two weeks she 

would go back into crisis. She couldn’t access anything, education or anything really, 

until that court case was finished. And 2 years later the [perpetrator’s] family are still 

harassing her, and she’s had to move out of county, so it doesn’t end”. 

(Family Worker, Dawn) 

Key Worker Gemma spoke about a young woman who was out of school for eight months. 

She wanted to become a paramedic, but because it took such a long time to find her a place 

in alternative provision, it was almost time for GCSE examinations when she began school 

again. As a result, she had no opportunity to make up missed lessons. Gemma said that she 

felt as though the young woman had been set up to fail.   

There has been an increase in PRU places since the late 1990’s. Malcolm (2015) explains 

that in1998/9 there were 10,440 exclusions and 8,260 pupils in PRUs. By 2009/10 there 

were 5,740 permanent exclusions and 13,740 pupils in PRUs. This implies that as 

exclusions have fallen, the number of places in PRUs have risen by a comparable 

proportion. 
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According to the DfE in 2016/17 three times as many boys as girls were permanently 

excluded or given fixed period exclusions as girls. In January 2017, Government records 

reveal that there were 9,878 boys and 4,004 girls in PRUs and 9,960 boys and 3,076 girls in 

alternative provision other than PRUs aged between 11 and 15 years (DfE, 2018b). For 

2010/11 the figures for PRUs were 8,900 for boys and 3,700 for girls (DfE, 2017b).  

Permanent exclusions for ages 11 to 15 years in 2016/17 were 4,810 boys and 1,540 girls 

(DfE, 2017b) A similar gender split occurs in each type of exclusion and has been a constant 

for the previous eight years.  

Although the number of exclusions has fallen overall, according to the young women’s 

experiences in this study and findings from Jago et al. (2011) it is worth considering that little 

is known about girls’ experiences of alternative education and PRUs (Russell and Thomson, 

2011). There is also no information about how many experienced CSE prior being moved or 

if CSE commenced afterwards. The reader should bear in mind that although this study is 

small, the participants are drawn from a varied geographical catchment, and they 

demonstrate a worrying level of exclusion.  

Malcolm (2015) suggests that a large number of pupils are moved to PRUs in order to meet 

Government regulations that a child should be returned to education by day six of an 

exclusion. Children who predominate on PRU rolls are often in Local Authority care (LAC), 

have a statement of special educational needs (SEN), are in receipt of free school meals 

(FSM) or are from certain ethnicities, in particular boys from African Caribbean backgrounds 

and children who move frequently, for example, young travellers. However, the Government 

requirement of a new placement by day six of an exclusion does not always seem to be met. 

By the accounts of young women participants in this study, not all excluded pupils are placed 

in a new school by day six of their exclusion. Some were left in an educational limbo for a 

considerable time. The report ‘Always Someone Else’s Problem’ (Children’s Commissioner, 

2013) suggests that some local authorities are not, in every case, meeting their legal 

responsibility to provide full time education by day six of an exclusion, and that pupils are 
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being excluded without proper procedures being followed. Participants in Melrose, Barrett 

and Brodie (1999) said that they drifted out of school, off-rolling has been discussed where 

young people disappear from school rolls when they are around 15 years old. This requires 

further research to understand the extent that sexually exploited young women are missing 

school.  

7.3 Placement in alternative decision making.     

Twelve out of fifteen participating Key Workers had engaged with young women who 

became enrolled at PRUs. It could be surmised that young women in PRUs are more likely 

to be at risk of CSE, but the stories tell otherwise. Key Workers initially knew many of the 

young women when they were in mainstream education or knew that CSE entered their lives 

while they were in mainstream education. A minority of accounts suggested that being 

recognised as a victim of grooming and CSE was sufficient motivation for a school to move 

the young woman to a PRU.  

Sarah gave an example of what happened to a 12 year old girl who disclosed CSE, 

“She was pushed from pillar to post she was sent to a PRU, brought back to 

mainstream, sent back to PRU. Arguing about who would have her back, whether 

they wanted her back, whether it was the best place for her when really her 

behaviour at school had never been an issue. She was only in year seven, she had 

not been there very long. It was only after disclosure and all this stuff came out that 

she started to be sent to behavioural units, which seemed totally unnecessary. It was 

because ‘there is an issue, we need to deal with it because this girl’s being groomed 

and sexual exploited’.  But sort of, right then, she needs to go to a PRU, well why?  

Because she wasn’t necessarily being overly disruptive in lessons, it was sort of, 

right, let’s get her out. They’d like to bring her back, then Oh God! we can’t cope with 

this, push her back out again”.  

(Key Worker, Sarah) 
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This is a troubling account of a pattern of indecision by professionals who do not seem to be 

able to make any sense of what this young woman has experienced, or, how to respond to 

her needs in any rational sense. Foucault (1975) hypothesises that rather than having a 

reluctance to speak about sex in school, conversation about children’s sexuality has become 

regulated, so that is only discussed in permitted spaces. She is pathologised as a child-with-

sexual-experiences, consequently this places her where adults are completely outside of 

their comfort zone (Walkerdine,1997). What is without dispute is that this young woman had 

been separated from her peers by a hierarchical system that finds some young people unfit 

to remain with classmates. Foucault (1975. P.182) describes this scenario as ‘pupils who 

belong’, being separated from the ‘others’, e.g. the ‘normal ones, ‘ ‘where behaviour is the 

deciding factor’.  

The story related by Sarah is even worse because it did not result in a managed move and 

settled position with any remedy in sight. Sarah believed that there were not any behavioural 

issues, Russell and Thomson (2011, p. 298) suggest that wider definitions of what counts as 

‘behaviour that warrants access to an alternative school’ would assist schools understanding 

of girls social issues. Behaviour being the most prevalent reason for any form of exclusion 

(DfE, 2017b). Mike said that the majority of boys moved to his PRU had already been 

permanently excluded from mainstream schools, but most of the girls who arrived were 

reported as ‘at risk’ of exclusion.  

Gemma’s account creates an unfortunate image of a tainted child who might contaminate, 

as if she had been ‘othered’ and deposited in a liminal space because the school does not 

know how to respond to her (Foucault,1975; Hynes, 2011). In chapter six there is a similar 

example of a young women being refused a 6th form place because of incorrect assumptions 

made about her being groomed and sexually exploited when she had actually been stalked.  

Freire (1968) considers that liminality produces a sense of hopelessness in a person, as 

exampled in chapter five where a pupil describes herself as someone who ‘disappoints’, for 

being turned away from school for wearing the wrong shoes. In the context of this thesis the 
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discourse of school exclusion centres on young women who have experienced sexual 

exploitation, and yet exclusion can feel like a punishment, lowering self-worth and causing 

massive disruption to young women who require support (Munn, Lloyd and Cullen, 2000). 

Chris and Debs related an account of a very academic young woman who, as a result of 

CSE, displayed ‘behaviour that is all over the place’. Against her wishes and against the 

wishes of her Head of year, she was moved to a PRU, where the level of education was less 

academic. Chris said that this felt like ‘punishing them twice’. For the young women in the 

narrative above there appears a lack of a pedagogical response, rather, adult reactions 

verging on panic. 

7.4 Clustering 

 Key Workers have given some very positive examples of young women thriving after a 

move to a PRU, and Rhianna was looking forward to starting fresh in a PRU. However, when 

moves were not carefully planned they could create risk.   

Key Workers discussed problems at local authorities where there was only one PRU 

servicing a large geographical area, often only one PRU for a county. Typical problems were 

described as children travelling for up to one-and-half hours each way to school and back 

daily. Some children took advantage to go missing on route, especially when they were 

associating with other children who regularly go missing. Three Key Workers, from different 

geographic areas, discussed how a lack of joined up intelligence sharing at case 

conferences for children who were experiencing CSE, resulted in several children being 

moved to the same PRU, without considering that they had not previously been in contact 

with each other. Key Workers suggested that these young women could be used as conduits 

to recruit new girls into CSE groups. 

Marcus said that he knew of girls being moved to PRUs where there was a preponderance 

of gang involved males, placing the already vulnerable young women at risk of peer on peer 

abuse (Firmin et al., 2016). Young women exposed to gangs are in danger of sexual 

violence, violent relationships and exposure to illegal activity (Beckett et al., 2013). Several 
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Key Workers said that clustering children who have experienced CSE together could provide 

a target for perpetrators. Young women already vulnerable through experience of CSE 

would be likely to be placed in even greater danger through spending a considerable amount 

of their time with gang related young people and away from their mainstream peers. Russell 

and Thomson, (2011) said that girls value girl-girl friendships and being excluded into a 

primarily male environment might be particularly difficult for some girls to accept. A theme 

across conversations with Key Workers was that schools are not putting capacity into 

dealing with challenging behaviour, just moving it on. Concerns arose that young people who 

have not been previously exposed to CSE could be placed at risk of recruitment by peers. 

Mike and Dawn commented that they ‘had a big issue’ with not being invited to strategy 

meetings. Mike said that he was rarely asked for reports for meetings about pupils at his 

PRU. This is interesting, because most of the CSE Key Workers in this study reported being 

included in their service-user’s strategy meetings, but they often said that when someone 

from education attended, it was frequently someone who did not know the child. Mike 

suggests that the problem might lie with the chairing of strategy meetings and who sends out 

invitations, rather than a reluctance for schools to attend. Further understanding about how 

CSE strategy meetings include education would be instructive. 

The problems discussed above were contrary to the provision in place in Nathan’s Local 

Authority. He described the schools that he worked with of ‘very mindful of their CSE 

responsibilities’. Nathan led a team which was responsible for child protection in schools. He 

said that his team provided a single point of contact for schools concerned about CSE and 

that Nathan was able to represent his schools in meetings. Nathan said that his team trained 

designated safeguarding leads in all their schools to use the CSE assessment tool. He said 

in his opinion, the most important thing was that schools had a policy to support them, and 

that they knew who to turn to. 
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7.5 Losing touch with the mainstream 

Key Workers at one voluntary sector service visited in the course of this research said that 

they had spent time in a mainstream school where there was a number of pupils 

experiencing CSE. They trained teachers and provided free resources that the teachers 

could use with vulnerable pupils but were disappointed that nothing was actually actioned 

because the teachers were unable to make time in the curriculum. There was simply no time 

in the school day to deliver noncurricular work. This lack of action on the part of the school 

resulted in some of the children being moved to PRUs.  

These Key Workers felt that PRUs were becoming dumping grounds for young people that 

schools perceived as requiring sparse recourses, and pupils with whom they lacked 

resources and skills to manage. This was occurring despite the schools and the Key 

Workers preferring early interventions to prevent behavioural issues escalating and 

potentially escalation of the risk of CSE (Jago et al., 2011; Becket et al., 2013). 

 Marcus said, 

‘When the young person often has the view that like the parents, that it is a 

temporary measure, that they will go there for six months to a year. That the aim will 

be to reintegrate them back into mainstream, but that never is really the view of the 

PRU or the school, that especially if they are in year 10 year 11, ‘Oh now they’ll just 

stay here until they have finished’. And then there’s a real, especially for a couple of 

young people I’ve worked with who could be high achievers, you know. They are very 

intelligent, erm, they have really nosedived in their education. Because the provision 

in the PRU is really not that focussed around academic achievement but more 

around behaviour management and really just the ability to concentrate in the PRU, 

they found it unmanageable because it’s always about defence. It’s always about 

fitting in with who they are around, and it’s about not becoming a target, and for some 

young people they’ve just not gone to the PRU or they have become more 
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entrenched in risk taking behaviours, there are missing episodes, gang involvement 

as a result of going to a PRU. You know, integrating with a higher risk peer group’. 

(Key Worker, Marcus)  

The issues for Marcus were that most young people and their parents saw PRUs as short 

term solutions, somewhere for the young person to resolve problems and get themselves 

back on track. The Children’s Commissioner (2013) found that parents were often confused 

and lacked information about managed moves and exclusions. Young people who are 

academic and capable achievers can lose contact with their aspiration in PRUs because of a 

desire to fit in. Marcus also raised the situation about clustering pupils with mixed 

connections to exploitative environments in one unit (Jago et al., 2011; Russell and 

Thomson, 2011; Becket et al., 2013; Firmin et al., 2016). Unless young people are also 

included in conversations about managed moves before their arrival at PRUs, the escalation 

of risk might not be apparent (Brodie, 2001).. 

These narratives are suggesting that decisions ought to be taken with more consideration of 

the individual young woman and the context of her life, before managing moves into PRUs. 

Capabilities, goals and aspirations and the young woman’s choices ought to be integrated in 

an education plan. But this study found that there was almost no evidence of that happening 

in mainstream schools. Dawn said that pupils had a plan built for them when they arrived at 

the PRU, including their holistic needs. Mike thought that child protection was not very well 

set up to tackle harms that happen outside of the home (Firmin, 2017). Each keyworker was 

asked if they had ever seen an education plan drawn up for a child that was not in care. 

Marcus had seen just one for a sexually exploited child who had never been in care. The 

other Key Workers had only ever seen Personal Education Plan’s (PEP’s) which are a 

compulsory part of the care planning for children in Local Authority care. Russell and 

Thomson (2011) remarked that young people and their families rarely had opportunity to 

influence decisions about alternative provision and the curricula that was on offer. They 

added that there was a presumption that all children in alternative provision wanted a 
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vocational education and preconceptions of need were highly stereotypical. Reay (2017) 

discusses how vocational education is often stigmatised as appropriate for working class 

children, suggesting that vocational courses will never reach equal recognition with 

academic subjects unless middle class families believe they are suitable for their children.  

Optimistically, there does seem to be less ‘hair and beauty and childcare’ offered to young 

women (Barnardo’s, 2013). Key Workers were more positive about course availability though 

they still thought that gendered streaming existed in alternative education. Curiously, this 

research tentatively suggests, from Key Worker narratives about the experiences of young 

women that they have worked with, that the further north the PRU was located, the more 

opportunity there was for girls to take traditionally male dominated courses such as an 

electrician and plumber. One keyworker at a northern project gave an example of her female 

service-user becoming a well-paid, self-employed painter and decorator. It would be 

interesting to understand if there are regional differences in the gendering of courses in 

alternative education settings. In the next section Key Workers relate accounts of girls’ 

experiences of being educated in a minority setting.  

7.6 Girls finding their own space. 

Boys take up the majority of places in PRUs. As discussed in the literature review and 

thematically through this thesis is the contradictory nature of what is the expected, 

appropriate, behaviour for girls who have experienced CSE. This chapter has mentioned the 

inappropriate image of a wretched victim and the ‘othering’ of girls whom seem to offend 

against normative feminine discourse (Walkerdine,1997; Barnardo’s, 2011; Russell and 

Thomson, 2011, Melrose, 2012). Fortunately, there are also leadership projects and 

programmes aimed at young women, but these are still only available to a few and mostly 

located in the voluntary sector (Becket and Warrington, 2013; Warrington, 2013, 2013b; 

Abianda, No Date). 

Key Workers in this study said that they frequently came across situations of only one or two 

girls in a PRU class and that they seem to be incredibly quiet, or they are really boisterous 
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because they feel like they need to compete with the boys. Russell and Thomson (2011) 

explored girls positioning in response to being in predominantly male educational 

environments. They concluded that girls were at risk of adopting defensive positions as 

coping strategies, such as: 

 Trouble stirring 

 Adopting boyish behaviour 

 Remaining quiet 

(Russell and Thomson, 2011)  

Mike and Dawn concurred that they had witnessed girls becoming ‘laddish’ to join in, 

alternatively some became withdrawn and quiet. Dawn was concerned about situations 

where sexually exploited girls at the PRU displayed sexualised behaviour around their peers. 

She thought that there was a risk that professionals will forget that they have been groomed 

and exploited, making up their own interpretations of the young woman’s behaviour. Russell 

and Thomson (2011) suggest that access to programmes on offer to pupils at PRUs might 

be regulated by ‘the designation of bad behaviour’. Adopting laddish behaviour by females 

particularly attracted disapproval and could result in exclusion from enjoyed courses. 

Although the example comes from mainstream school, Ruth related that when her behaviour 

became problematic to the school because she was being sexually exploited, the school 

responded by excluding her from the classes that she enjoyed the most, rather than taking 

opportunity to use these as a way to open dialogue with her about what was happening.  

Where Key Workers had praise for PRUs, this was usually as a result of a good gender 

balance or more girls than boys. This suggests that where there is a gender balance young 

women have more opportunity to do well in alternative education. But Key Workers qualified 

this with concern that young women who were very academic before CSE disrupted their 

mainstream education were losing out on academic options in alternative settings.  
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Key Workers and young women said that the advantages for sexually exploited young 

women struggling with mainstream schooling benefit from being taught in small groups. This 

was something that most of the young women who took part in this study and in Rawden 

(2012), said would have been helpful when busy classrooms became overwhelming for 

them. 

Key Workers mentioned that curricula with a therapeutic element, such as the creative arts, 

was more available in PRUs than in mainstream schools. Importantly, PRUs were 

welcoming to CSE voluntary sector staff and were more likely to offer educational, 

preventative lessons about CSE and risk than mainstream schools. Mike and Dawn said 

they had two specialist teachers in the school who taught Personal Social and Health 

Education (PSHE), including consent, relationships and risk taking. Mike said that this was 

much more than was delivered in mainstream school in their locality, where these subjects 

were often an ‘extra’ taught by teachers from other specialities. Mike became very emotional 

about this, striking his hand on the table to emphasis the point that PSHE was a specialist 

subject and should not be passed over to teachers with a bit of space in their timetable. Mike 

and Dawn thought that subjects such as consent were too complex for teachers without 

specialist training to deliver properly. At their PRU, the external educators, such as the 

people who taught mechanics, were expected to have a holistic ethos and be able and 

willing to discuss PSHE natured subjects with pupils. They considered this part of their social 

pedagogical approach which saw pupils as individuals. Mike said this approach was 

successful because the PRU taught in small groups and consequently staff got to know the 

pupils very well. 

During discussions with Key Workers about education, in the success stories that they 

related, smaller institutions were cited. They said that sexually exploited young women thrive 

in small groups and that this is why PRUs are successful. In one area Further Education 

(FE) colleges tended to be quite small, so principles and pastoral care staff had time to get 

to know young people experiencing difficulties. Rosie attended a tiny secondary school 
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where the staff were all working together to improve her attendance without imposing 

sanctions. Opportunity to make a fresh start and to try something new made a big difference 

to young women who had lost confidence. Young women and Key Workers all considered 

that sexually exploited young women were better able to maintain engagement with 

education in smaller institutions. 

Sarah mentioned the story of a young woman who thrived in a PRU, whose attendance 

improved from zero to 80% when she received one-to-one tuition. Another said that a female 

service user tried motor mechanics and loved it. All of the young women interviewed said 

that sometimes they needed quiet and small groups or just being with a friend in order to 

cope with learning. The teaching environment of PRUs, with small teaching groups, a focus 

upon social skills and lessons in keeping safe and CSE are exactly what the young women 

in this study said would have been particularly helpful. However, what they really preferred 

was the idea of a temporary arrangement in their mainstream school among their friends. 

They suggested learning in the library or a quiet room with a small group of pupils with 

similar needs. This is ‘Conscientisation’ the social pedagogical approach which is similar to 

the approach which allows Key Workers in the voluntary sector to engage well with their 

service-users, using good communication and understanding the young person’s 

experiences and what the young person brings to learning (Freire,1968). Mike said that a 

teacher standing in front of the class using banking style education did not work for his pupils 

They learned better when they were able to share ideas with each other and the teacher 

(Freire,1968). Problematically, the benefits of PRUs carry risk that young women will find 

themselves in a dangerous environment that is predominantly male; might include other 

pupils who are still experiencing CSE; or are gang related. For young women with academic 

goals, some PRUs are not well equipped to help them realise their ambitions. 

In agreement with Russell and Thomson (2011) much more research is required into young 

women’s relationships with alternative education and male oriented provision. It is not a 

matter of removing boys, but the quality of the curriculum on offer. Sensitivity to gendered 
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grouping is important if young women are moved from mainstream school into a situation 

where they are in the minority at the same time as they are recovering from emotional and 

physical turmoil (Pearce, 2009). During this period of their lives they may be struggling to 

find an identity in the school. Russell and Thomson (2011) have suggested that some girls 

might adopt a sexualised approach to boys as a coping mechanism. Coy (2009) suggests 

adopting a sexualised identity can lead to poor self-image and low self-esteem, which 

influence making choices about their futures.  

Despite all of the setbacks and barriers that the young women who participated in this study 

experienced, they all had a good idea what they wanted to do with their futures. The next 

section brings the finding’s chapters to an end by the participants describing their own goals 

and ambitions. 

7.7 Goals and Ambitions 

Throughout this thesis young women’s relationships with school when they are also coping 

with CSE have been studied. The focus has been on listening to young women and 

understanding what they want for themselves. Key Workers’ narrative supports the young 

women’s stories about barriers and disappointments, but Key Workers have also talked 

about instances where they have witnessed young women overcome difficulty to achieve 

their ambitions. Because this thesis set out to understand how young women cope with 

education when they are experiencing CSE, their personal aspirations and goals seems like 

the right place to begin to draw this thesis to its conclusion. 

These findings suggest that despite experiencing child sexual exploitation, exclusion and 

school disruption and random responses to requests for help, like any other young women, 

they have aspirations and goals for their futures. Table number four in the sampling section 

of the methodology chapter (p.106) is revisited below. An extra column has been added so 

that the young women could say what they would like their future careers to be like.  
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Table Number 7. The young women’s personal Goals.  

Pseudonym  Age Family Educational 
situation 

Goal 

Sky 14 Lives with Mum and 
Dad and 1 brother. 

Permanently 
excluded from 
secondary school. 

Would like to go to 
college to train for a job in 
hair and beauty and nail 
art. 

Zara 13 Lives with Mum, 
Stepdad, new baby, 
two sisters. Other 
siblings /step siblings 
live elsewhere. 

Permanently 
excluded from 
secondary school. 

Wants to do GCSE’s in 
art, dance, photography, 
hair and beauty. Wants 
own hair and beauty 
business. Dream job 
would be working in 
Disney Land. 

Eleanor 16 Lives with Mum and is 
a young carer. No 
siblings. In contact with 
Dad who lives 
elsewhere. 

Changing schools 
between 5th and 
6th form. 

Taking 4 A levels, plans to 
go to university in a 
different European 
country.  

Rosie 13 Lives with Mum and 
Dad and two older 
brothers. 

Poor attendance 
at a local 
comprehensive 
school. 

 Not very interested in the 
future, seemed to happily 
live for the day. Family 
presented a similar 
outlook on life.   

Rhianna 14 Lives with Mum and 
one brother and two 
sisters, three older 
sisters live elsewhere. 

Permanent 
exclusion from 
secondary school. 
Waiting to go to 
PRU. 

Wanted to be a nurse but 
not sure if she will 
achieve it now. 

Libby 18 Describes as 
independent. 

At FE College. Studying Public Services 
and is thinking about 
university.   

Zoe 17 Lives with Mum, 
Stepdad, one brother 
and two sisters. Two 
older sisters live 
elsewhere.  

Suspensions from 
secondary school. 
At FE College. 

 Despite not having a 
learning difficulty, Zoe 
was on an employment 
support course for people 
with learning difficulties. 
She plans to join the Army 
because she loves sport 
and helping people. 

Angela 22 Single Mum with two 
small children. Good 
relationship with 
parents and siblings. 

Moved from a 
secondary school 
where she felt 
safe and 
supported to 
secure 
accommodation 
which she thinks 
damaged her 
education. 

Volunteers at a CSE 
service. Would like to go 
to college but feels 
restricted by benefits and 
childcare. Is exploring 
affordable ways of 
becoming a youth-worker. 

Ruth  32 Recently re-married. 
two Children. Survivor 
of CSE & domestic 
violence Close 
relationship with family.  

Exclusions and 
suspensions from 
secondary school, 
left without 
qualifications. 

Recently returned to 
college to take a teaching 
qualification despite 
financial constraints. 
Plans to be a CSE 
educator and trainer for 
children and adults.  
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Most of these young women have very ordinary ambitions. Two young women who have 

never presented school with behavioural difficulties and who have never had any 

suspensions or exclusions are seriously thinking about university.  Eleanor’s ambition to 

study at a foreign university was not irrational because she was an exceptionally academic 

student and she had the full support of her Mum.  

 Ruth and Angela are older, and their barriers to returning to education have been a struggle 

combined with bringing up families on low incomes. Ruth is finally achieving her goals aged 

32, to teach and help prevent CSE. By Angela’s determination, there is good reason to 

believe that she will become a youth-worker one day. Until she could finance college she 

was giving a lot of her free time to her local CSE service’s participation group as a volunteer. 

Angela said that it worried her that her children would see her draw money from a machine 

every week without going to work for it. She wanted them to see her go out to work, to give 

them a good work ethic, so that they work hard at school. 

The younger participants in the study were realistic in their aims, hair and beauty, joining the 

army, nursing. Only Rosie had not thought ahead, but in this she was reflecting the values of 

her family. Only Zara had a more unusual ambition to work at Disney Land, but for a 13 year 

old this does not seem an unreasonable dream to have. On a practical level she knew which 

subjects she would like to study.  

Zoe had been placed on a course designed for young people with learning difficulties, even 

though she did not have any learning difficulties. She said that there was not much choice 

because she left school without GCSE’s. She had done her own research and had spent a 

two weeks work experience with the army. Using her own initiative, Zara had made a very 

informed decision that joining the armed forces was right for her.  

Rhianna, aged 14, already thought that she might have missed out on her ambition to be a 

nurse because she wasn’t able to cope in mainstream school and had missed considerable 
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education. Ruth, Angela, Rhianna and Zoe want to do something that will help others and 

Angela and Libby are already giving up their own time as volunteers.  

These young women have sensible ambitions and want to realise their rights to an education 

and to contribute to their communities as are their rights (UNCEF,1989). Asking the young 

women participants at the finish of each interview, why they had agreed to take part, they 

said that, so it might change things, help another young person, help people understand. 

Allen (2011) and Charmaz (2016) say that feminist constructivist grounded theory, as a 

channel for women’s narrative, might contribute to change which benefits women. Change 

might take a considerable amount of time, but it is achievable if women’s voices are listened 

to.  

7.8 Summary 

Mike and Dawn raised concerns about not being invited to meetings about the pupils in their 

PRU. Nathan thinks that schools require much more knowledge and support around CSE. 

Nathan gave an example of good practice in his own locality, but it is not known how many 

other Local Authorities have similar practices. Mike and Dawn considered that a social 

pedagogical approach was working for pupils in their PRU and Mike had very strong 

opinions that staff who deliver PSHE should be specialists in the subjects. However, 

Bovarnick with D’Arcy (2018) suggest that there has been a lack of evaluation regarding the 

effectiveness of school programmes. 

When young women were finding it difficult to manage mainstream schooling because they 

had experienced CSE, they had awareness of where their difficulties lay. They 

acknowledged that sometimes their behaviour was difficult. But they also felt pressures of 

trying to cope with the expectations of mainstream schooling. Wanting quiet spaces and 

small groups, more individual attention to catch up on missed time in school, are all 

messages that young women are giving.  
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PRUs answered some of their messages, but not universally. There is a lack of knowledge 

about the female experience of alternative education and PRU’s. In the light of some young 

women believing that their educations had been damaged by being moved out of 

mainstream school, there are unanswered questions about gendered groupings and 

available curricula choice. However, despite CSE, exclusion and lost time in school, the 

young women who took part in this study do seem to hold onto their goals and ambitions. 

The final chapter in this study offers conclusions and recommendations which highlight gaps 

in knowledge and suggest further research which would benefit young women who have 

experienced CSE during their secondary school education. 
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8 Chapter 8: Conclusions and Recommendations 

8.1 Introduction and structure of the chapter 

This thesis has been concerned with how young women experience secondary education 

when they have experienced CSE. In line with the learning outcomes of the professional 

doctorate, the chapter tries to develop recommendations from the research that have 

relevance to policy and practice. It set out to understand if experiencing sexual exploitation 

affected young women’s day to day experience of school, the stability of their school 

placement and gaining educational qualifications, admission to further education studies and 

access to the labour market. It has explained how data collection had to be flexible because 

of difficulties accessing participants who have suffered significant sexual harm and how 

specialist CSE Key Workers became important contributors to this research.  

Three questions have guided this study. Firstly, what are the current educational and labour 

market experiences of young women who have experienced CSE during their secondary 

school years? Secondly, in the light of their experiences what are the policy and practice 

implications regarding the most effective forms of educational support for young women who 

have experienced CSE? Thirdly, what effect does CSE have of the perceptions of young 

women towards their own future aspirations. This chapter begins with some conclusions 

drawn from the literature review which provided the background for the findings chapters. 

The literature review concluded that young women have had challenges to overcome to gain 

an education on a par with young men, their sex has been a barrier and for some their 

working class positions have influenced perceptions towards them. The literature also 

discovered some early indications of schools knowledge of sexual exploitation, although 

young women’s experiences were not understood as such at the time. The Newsom Report 

(1963) noted young women associating with older males. The response was to sanction 

young women through the courts, their behaviour identified as moral failure.  
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The second part of the literature review took the recommendations from ‘One Way Street? 

Retrospectives on Childhood Prostitution’ (Melrose, Barrett and Brodie, 1999) as starting 

point for a review of the changes to statutory and voluntary services response to what was 

then childhood prostitution and is now recognised as a child protection issue referred to as 

child sexual exploitation. The recommendations from OWS were grouped in four subjects, 

‘Voluntary and Statutory Services’; ‘Law and Policing’; ‘Education and the Labour Market’; 

and ‘Welfare Provision’. This chapter concludes how far the Government, local authorities, 

the Police, education and the voluntary sector have travelled in the previous twenty years, 

responding to the recommendations made by OWS in 1999.  

Significant conclusions drawn from the findings chapters are discussed in the three sections 

below: school and pupil experiences: Key Workers and social pedagogy: and experiences of 

alternative education.  

8.1.1 Findings from the literature review 

Voluntary and Statutory Services  

OWS recommended the provision of casual street-based services to meet the needs of 

sexually exploited young people who might be leading chaotic lives. This review 

concluded that youth services have eroded throughout the previous two decades and are 

not universally available as street-level services (Jeffs and Smith, 2008; Factor, 2016). 

CSE specialist voluntary sector services were virtually unknown twenty years ago but 

these have, to some degree, expanded their reach and provide a consistent approach to 

the provision of therapeutic outreach services for young people who have experienced or 

are at risk of CSE (Harris and Roker et al., 2017). However, these services tend to suffer 

from inconsistent and short-term funding and there are areas of the country where they 

are non-existent, but where they exist, there is evidence that these services are 

successful and young people value and want them (Warrington, 2013; CSE Principles 

Comics, 2017; Warrington with Beckett et al. 2017). 
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Along with the loss of youth services has been the loss of career services, especially the 

Connexions outreach type services which were valuable to young people who have 

dropped out or been excluded from education. What is left is online or school based 

provision, which do not meet the recommendations made by OWS.  

Multi-agency and joined-up working has improved through the last twenty years. By 

2011, 50% of LSCBs had a CSE partnership strategy (Jago et al., 2011). Currently, most 

LSCB’s and Local Authorities have some sort of specialist team for missing children and 

CSE (Pearce, 2009; Jago et al., 2011; Beckett et al., 2013). However, membership is 

inconsistent and sometimes the voluntary sector is not invited, with education seemingly 

the least likely to attend. Key Workers in this study complained that when someone from 

education attends a meeting it is frequently a member of staff who does not know the 

child. The Children and Social Work Act 201740 replaced LSCBs with Safeguarding 

Partners, consisting of the Local Authority, Clinical Commissioning Groups and Chief 

Officers of Police, increasingly emphasising working together.41 It remains to be seen if 

this improves attendance of school teachers at children’s safeguarding meetings.   

Law and Policing 

Law and policing are where the greatest advances have been made since OWS was 

written. The introduction of ‘Safeguarding Children Involved in Prostitution’ (SCIP) 

Guidance (DoH, 2000) was the beginning of sexually exploited young women being seen 

as victims of crime rather than proactively selling sex. The Sexual Offences Act (2003) 

and the Serious Crime Act (2015) made paying a young person for sex a criminal 

 

1 40 LSCB’s are replaced by Safeguarding Partners. Children and Social Work Act 2017 
 http://www.legislation.gov.uk/ukpga/2017/16/section/16/enacted  
41 Working Together to Safeguard Children: A guide to inter-agency working to safeguard and 
promote the welfare of children. July 2018.  
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/72
9914/Working_Together_to_Safeguard_Children-2018.pdf  
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offence. Although a huge step forward in protecting young women from exploitation, 

there remain unresolved discourses about sexually exploited young women’s agency. 

Sexually exploited young women are at risk of being seen as a homogeneous 

community, CSE is not well defined and there is risk that social issues such as survival 

and poverty might be ignored, young women must be treated as individuals who can 

bring their own knowledge and experience to the debate (Melrose, 2013). 

Not being believed or being treated humanely by Police services has been a huge barrier 

to gaining justice. Since the publication of OWS, law and policing is where there has 

been the most progression. Young people’s participation has played a large part in the 

movement to improve young women’s experiences of giving evidence and attending 

court (Warrington with Beckett, 2017). The Marginal Gains Project saw young people 

and the Police working together to resolve problems (Walker, 2016), although young 

people say that there is still more to be done to have a young person friendly criminal 

justice system in place. Police practice in response to young people experiencing CSE 

also varies from force to force, Allnock, Lloyd and Pearce (2018) identified four different 

models of police responses and there may be other models existing, or none at all in 

some forces. 

Education 

Education appears not to have progressed as well as CSE services and the law and 

policing. Although Ofsted42  pays more attention to safeguarding in schools than it has in 

past inspections, little is still understood about how CSE is managed, including levels of 

training and policy and procedures. Some schools are knowledgeable and are providing 

good support to sexually exploited young women. There are suggestions in this study 

 

42 Ofsted is the Government’s school inspection service. 
https://www.gov.uk/government/organisations/ofsted  
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that this might be in areas where specialist CSE services exist and are available to 

schools, but there is a lack of evidence because there has been no research. 

Throughout this thesis, sexually exploited young people have spoken of difficulties being 

heard and being understood by education professionals. A lack of qualitative data adds 

to the complexities of coming to conclusions about what is happening to the educations 

of sexually exploited young women. This thesis has evidence of school exclusions and 

suspicions of illegal exclusions, off-rolling and confusion around home schooling. Key 

Workers and young women talked about rules without ‘wriggle room’, often about school 

uniform, which contributed to young women having difficulty re-engaging with school 

after time out. PRUs received a mixed response, the method of teaching in small groups 

and the influence of social pedagogy were beneficial to some young women. But most 

PRUs were dominated by males and could be difficult social milieus for young women to 

navigate. Several of the recommendations which are made next, relate to the need for 

education to improve its responses to sexually exploited young women pupils. 

Labour Market and Welfare provision    

Finding work or claiming benefits is rarely discussed in studies about child sexual 

exploitation. There has been minimal research about what happens to sexually exploited 

young women when they leave school and grow up (Melrose Barrett and Brodie,1999; 

Dodsworth, 2014b, 2015), but this is vitally important and requires further research. OWS 

asked for improvements in social security benefits for young people. In this area things 

have become worse than in 1999. Leaving school without qualifications leaves young 

people disadvantaged in the labour market (George et al., 2015). The nature of 

‘conditionality’ in the benefits system can mean that young people are left coping with a 

system which does not work efficiently and is biased against making adequate provision 

for claimants. Inadvertent breaking of benefit rules can leave claimants destitute. Women 

working in low skill, predominantly female professions are poorly paid and lack job 

security. Re-reading young women’s reasons for selling sex to survive, as are described 
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in OWS and Dodsworth (2014b, 2015), demands that we understand what is happening 

to sexually exploited young women whose education has been disrupted. Professionals 

and academics should not be afraid to keep CSE discourse open to conversations about 

why young women might be making decisions to sell sex.  

In conclusion, in many areas there have not been the improvements for sexually 

exploited young women that the proliferation of research, Government guidelines and 

legislation suggest. Recognising that gathering statistical evidence around CSE is 

difficult (Allnock, Lloyd and Pearce, 2018; Kelly and Karsna, 2018), more qualitative work 

needs to be carried out with the young women who are most affected and 

knowledgeable about their own lives. The rest of this chapter draws conclusion and 

recommendations from the narratives of the participants.  

8.2 The overarching question.  

The broad question that this thesis asks is, ‘what do we know about the influence that 

experiencing CSE has on young women’s education, and their long term economic 

wellbeing’. Too little attention has been paid to this question. As far as academic studies 

exist, there is virtually nothing known. Research to date has tended to focus on how and 

when CSE occurs, who the perpetrators are and prevention (Pearce, 2009; Jonsson and 

Svedin, 2012; Melrose, 2012; Smeaton, 2013; Pearce, 2018). The effects of CSE on 

sexually exploited young women’s ambition, education and future in the labour market have 

not been systematically evaluated. This thesis concludes that there has been a lack of 

research and professional curiosity in this area.   

Future studies should include an analysis of quantitative and qualitative data derived from 

education and exclusion. A wider inclusion of people who work in, and use, education and 

CSE services including young women’s families and, importantly, from the experiences of 

women who experienced CSE during their schooldays. This study suggest that there is a 

wealth of data held in voluntary sector CSE services. It is particularly important that this gap 

in knowledge about sexually exploited young women’s’ education is filled because much 
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Government legislation and advice for people working with sexually exploited children 

originates in Department for Education recommendations (DfCSF, 2009; DfE, 2017). 

School and pupil experiences  

A call for more research 

This research has established that a significant number of young women who experience 

child sexual exploitation during the years that they are attending secondary education, 

encounter disruption to their education and experience exclusion or moves to alternative 

education. Because sexually exploited young women are not a homogenous group and 

because CSE is not well defined, the effects of this will be different. CSE as a phenomenon 

is complex and a subject open to interpretation (Melrose, 2012; Beckett and Walker, 2018). 

Current insights into CSE have developed from the recognition of children abused through 

prostitution (Melrose, Barrett and Brodie, 1999; Melrose and Barrett, 2004; Melrose, 2012; 

Dodsworth, 2014; 2015). Changing semantics does not prevent young women selling sex if 

they are without resources. 

Young women who have experienced CSE have multifaceted lives, and they will face 

different adversities with different levels of resilience and coping strategies, often depending 

upon age, what services are available to them locally and whether or not they have cases 

going to court. It matters if young women leave school without prospects, training, advice 

and qualifications because the social security benefit system is becoming weaker (Watts et 

al., 2014) and there is gender disparity, particularly in low wage and female workforces 

(Newman, 2015; The Economist, 2017). What is not known is how many young women are 

in secondary school and experiencing CSE, and how many of these will have disrupted 

education.  

Recommendations 

Further research is urgently required to understand more about the characteristics of young 

women who have experienced CSE. Somewhere to start would be their ages and 
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educational status. This would help understand how many have been excluded, off-rolled, 

left school early, home-schooled, are being educated in alternative education and PRUs, 

and have experienced sanctions at school. Research data could be gathered using a similar 

method to that used by Jago et al. (2011), collecting quantitative data from children’s 

services, educational institutions and the voluntary sector. This study acknowledges that this 

would be a large undertaking and considers that the single day, ‘snapshot’ approach, used 

by Jago et al. (2011) would make data manageable. 

Further research is required to understand the connections between CSE, young women’s 

education and the longer term implications of their experiences in the labour market or 

higher education after they have finished compulsory education. This research should be 

conducted with women participants who experienced CSE when they were at school. This is 

a difficult objective. Longitudinal work with young women who have experienced sexual 

violence requires services remaining in contact with service-users who are trying to get on 

with their lives. It was attempted and was not very successful in this study, with finding 

appropriate participants having to be abandoned through lack of time. If this had been a 

dedicated study of older age groups, a different strategy to find participants would have been 

undertaken over a longer time frame and would have contacted more organisations working 

with older women from the start. 

Teacher training and managing disclosures in school    

From the narratives and stories of the participants in this study, there has emerged a 

worrying set of reports about blaming, excluding and misunderstanding young women who 

have experienced CSE. This included withdrawing young women from mainstream school or 

specific courses because of fear of contamination. This suggests a very basic lack of 

understanding about how grooming and CSE occurs and confusion about young people’s 

capacity to consent to sex, especially when this relates to 16 and 17 year olds (Pearce, 

2013).  
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Most of the young women participants were able to identify an inspiring teacher who was 

helping them to cope in school. But these teachers were sometimes lone figures without 

support from other teaching colleagues. Angela spoke about how two members of staff 

listened and understood her when she was experiencing CSE, but she overheard other staff 

discussing her as someone who enjoyed going out drinking. Eleanor found one teacher who 

listened and supported her, when others thought that she should have had the ‘intelligence’ 

to avoid exploitation and Sky remembered someone nice at meetings, who attempted to find 

a solution to her behaviour, but was overruled by other teachers who preferred that she was 

excluded.   

Key Workers observed that when they had given CSE training to teachers, staff lacked time 

in the curriculum to use the training to deliver the preventative work that they had been 

instructed in (Baginsky, 2007; Bovarnick and Scott, 2016). The Alexi Project reported that 

the voluntary sector has the expertise to deliver training to schools and ought to be utilised 

more often (Harris and Roker et al., 2017). There was some evidence from Key Workers 

who had delivered programmes to schools, that numbers of pastoral care staff were being 

reduced due to funding cuts and where schools had access to external services, such as 

counselling, these were not being utilised. 

Key Workers also expressed a willingness to become involved with schools but said that 

schools were often unwilling to pay the voluntary sector for its services. It is likely that CSE 

training for school staff is delivered inconsistently across different localities. It may not 

amount to more than one short awareness seminar, which provides little information about 

the affects upon children’s behaviour and without any follow-up training. CSE training for 

school staff may not be provided at all in some places. Nathan, the education safeguarding 

lead for a Local Authority was interviewed for this research and he suggested that Local 

Authorities should facilitate a dedicated CSE call-line and a named CSE officer to assist 

schools to identify and support pupils at risk of CSE. Key Worker, Marcus recommended 

training for all school staff organised by the LSCB or Safeguarding Children Partnership.  
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Recommendations 

Further work is required to establish the coverage of CSE training for schools and to 

understand how teachers recognise their role in managing young women in the classroom, 

who might be having difficulty coping with, or recovering from CSE. Understanding more 

about how training is received and used by teachers would inform what level of training 

teachers would be most likely to accept and where training should be directed. Kidger, et al., 

(2010) reported that teachers sometimes felt burdened by responsibilities for emotional and 

mental health difficulties experienced by pupils. Suggesting that there was a lack of concern 

for the mental health of teachers and that the training to manage the wellbeing of pupils was 

inadequate.     

This study recommends that training should go beyond basic CSE awareness. Training 

should provide all school staff, teaching, pastoral and dining staff, with insight into how 

individual children’s behaviour might present, the gendered nature of CSE and how to take a 

disclosure from a child. All schools should have information about what resources are locally 

available and how to access these for children. Training at this level acknowledges the 

importance of teachers and school staff as front-line prevention of CSE.  

The professionalism and knowledge of the voluntary sector in the delivery of good quality 

CSE training should be recognised by funding being made available to pay local 

organisations to deliver training to schools. The advantage of using local CSE services is 

that they will understand problems that individual schools in their geographic area are facing. 

Police should try to avoid visiting young people who have experienced CSE on school 

premises. Young people have to right to decide when, where and how they are interviewed. 

If visiting a young person in school is unavoidable, Police should be trained to make visits 

sensitively.   
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This thesis also recommends research into the nature of education child protection teams 

across England, to understand their policy and procedure. The aim being to identify good 

practice. It would be helpful to know what CSE support is available to schools in different 

local authorities. A useful methodology could be adopted from Jago et al. (2011) which has 

been used to determine the response from LSCB’s to CSE multi-agency working.   

Parents and Carers 

This study has met with a small number of parents and did not interview them. Nevertheless, 

young women’s narratives spoke of turning to ‘family first’ when they had problems and 

thought that their parents were willing to help them with school. PACE and D’Arcy et al. 

(2015) evidence that parents and carers are prepared to be willing partners in supporting 

their children through CSE and its aftermath. Parents could be powerful allies for schools 

when sexually exploited pupils are experiencing difficulties. CSE specialist Key Workers are 

usually understood to deliver their work by building trusting relationships with individual 

young people.  

During research interviews involving a field trip to meet participants in their family homes, 

this study discovered evidence of parents turning to a specialist Key Worker for help with 

exclusions (see chapter six, section 6.3.1). Young women who were interviewed 

independently also talked about their parents supporting them to get the best out of their 

educations. Ruth said that her Mum was willing to go to school to discuss problems, but was 

hardly ever informed of difficulties, including suspensions from school. Rhianna’s Mum was 

worried about Rhianna’s move to a PRU, because she had not been included in the decision 

making, just told that there was no other option for her daughter. None of the young women 

in this study objected to parental involvement in their schooling difficulties, frequently 

acknowledging parental support as something that they welcomed. The younger participants 

seemed to consent happily to Key Worker relationships being extended to their family unit, 

however, there is very little known about how this is beneficial. 
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Recommendations 

Research into the role that parents play in supporting and protecting children from CSE is 

limited to a few studies (PACE; D’Arcy et al. 2015). This thesis recommends further 

research, with parents as participants, into parents perspective on how their children cope 

with school when they have also experienced CSE. Jonsson and Svedin (2012) said that 

parents were able to report changes in their children’s health as they went through 

investigations, going to school and recovering from abuse. 

Exploring the benefits of specialist CSE Key Workers working with the family as a unit to 

support the sexually exploited young person’s needs, would improve knowledge of the risks 

and benefits of a whole family approach. Participants should be inclusive of the whole family 

living in the home with the sexually exploited young person. Potential benefits from such a 

study would include the possibility of understanding how to identify someone who will be in 

the young person’s life long after services have closed their cases, giving this family member 

the necessary knowledge to support the young person. It would also be useful to find out 

how often CSE Key Workers work with the whole family unit and what their views are on this. 

CSE sex and relationship education in schools 

If there is a lack of knowledge about CSE in a school it is likely to impact upon that schools’ 

ability to deliver sex and relationship lessons for pupils. Dawn said that when young people 

arrive at the PRU where she worked, she has noticed gaps in their knowledge about sexual 

health, consent and relationships, basic information that they should have. Mike thought that 

young people experiencing CSE were probably the ones who have been most likely to miss 

out, through missing time at school. Eleanor, Rhianna and Rosie, participants aged 17 and 

under, said that in their experience of school, they had never received more than a single 

session which mentioned CSE. Eleanor said that in her school the session was delivered in 

Religious Education and was not very informative. Rosie said that a policemen came in for a 
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day and talked about ‘skills for life’, she was unsure what she had learned. Rhianna said that 

a CSE project had delivered CSE information and showed a film in which young people were 

groomed and exploited, which she thought was very good at getting the message over to the 

whole class, not just those who had experienced CSE. Rhianna recommended the type of 

sessions that she had received for all schools and young people. The participants in this 

study who were over 17 years at the time of interview had not received any information 

about CSE at school.  

Schools need to consider who is going to deliver these lessons when the anticipated 

changes to sex and relationship education occur. Staff interviewed at a PRU very strongly 

recommended that sex and relationship lessons should be delivered by specially trained 

staff employed to deliver PSHE-type subjects or that local specialist services should be 

employed. These staff said that PSHE and sex and relationship education should never be 

passed on to teachers just because they have some space in their timetable.    

Recommendations 

This thesis agrees with the participants’ views about care being taken that the person 

delivering PSHE-type subjects and sex and relationship education is skilled and confident in 

the subject, and that it should be reaching all young people. Bovarnick and D’Arcy (2018) 

note in their study, that Youth Advocates suggested that there is a lack of information about 

sexual violence and victim support available to young people. Further research is required to 

understand more about how teachers and pupils view what is currently being offered in 

schools. Pupils should know that there is someone knowledgeable in school that they can 

approach with their concerns. If voluntary sector specialist CSE services are engaged for 

this task they should be paid. 

Inflexible rules and the scrutiny of young women’s bodies in school uniform 

Findings regarding the inflexibility of school rules should be read with caution because it has 

not been possible to interview school staff for this study. However, there is enough evidence 
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from the voluntary sector participants to make recommendations for further research. Key 

Workers felt that schools were becoming increasingly inflexible when young women were 

experiencing difficulties with attendance or in the classroom, frequently raising this in relation 

to school uniforms. Key Workers provided evidence that young women who had been out of 

school for some time and had to overcome personal difficulties to return to school, were 

being sent home again because they were missing an item of school uniform. It was not 

possible to assess the prevalence of this action in this study. Available information in support 

of what Key Workers said about school uniform rules, was mainly found in newspaper 

reports, where rules and school Heads were described as particularly inflexible. However, 

some of the examples from Key Workers did appear to go beyond current Government 

guidance (DfE, 2013). Plan International UK (Russell et al., 2016) provides opinions from 

young women which raise the issue of scrutiny of young women’s bodies in relation to 

school uniform. Some of their reflections related to the intrusiveness of scrutinising lengths 

of skirts and tightness of trousers, suggesting that this was approximate to scrutinising girls’ 

bodies. 

Recommendations 

Research is required understand the impact of scrutiny of the clothing and bodies of young 

women who have experienced sexual exploitation. This recommendation highlights the 

importance of contextualising discourse about CSE into gender and sexuality. When the 

movement from the criminal justice scenario of child prostitution (Melrose, Barrett and 

Brodie1999; SOA, 2013; Pearce, 2009; Melrose, 2013, SCA, 2015) to child protection 

occurred, it was mainly about young womens’ behaviour. Sexualisation tends to be 

concerned with young womens’ conduct, the harms from social media and occasionally, 

moral panics (The Newsom Report, 1963; Coy, 2009; Duschinsky, 2013). New research 

should focus on how young women wearing school uniform are scrutinised and why. It is 

important to understand who benefits from this focus, and how this affects young womens’ 

feelings about their body image and self-esteem, especially after they have experienced 
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sexual exploitation. This thesis recommends that research into the scrutiny of young 

womens’ school uniform would benefit from being carried out in partnership with young 

women. 

Key Workers and social pedagogy 

This research has produced evidence that CSE Key Workers in specialist voluntary sector 

organisations of all sizes ranging from large, established national charities to small local 

organisations located in one county, employ staff of equivalent calibre and deliver their 

services in very similar ways (Harris and Roker etal., 2017). These staff are committed, well 

qualified and experienced. It is a predominantly female workforce which copes with uncertain 

funding and wages that are frequently not commensurate with employees’ qualifications and 

experience.   

Meetings with Key Workers for this research suggest that there is considerable evidence that 

Key Worker methodology is implicitly aligned to social pedagogy. This conclusion has been 

arrived at from interviews and observations and Key Workers own reflections upon their 

service delivery.  

These findings support further research into Key Workers successful engagement with 

young women who have experienced CSE, enquiring if this could helpfully be understood as 

social pedagogy (Freire, 1968; 1969; Gorin, 2004; Peace, 2009; Petrie, 2011; Gilligan 2016; 

Harris and Roker et al., 2017). It has not been uncommon in accounts of CSE for young 

women to be described as ‘hard to reach’ or ‘unwilling to take up services’, but there was no 

evidence in narratives in this study that there was any reluctance from these young women 

to take up offers of help. In fact, several said that they wanted help and asked for help and 

were let down by school, debunking the ‘hard to reach’ myth (Gilligan, 2016; Harris and 

Roker et al.2017).  Further studies need to be carried out in order to validate the assertion 

that CSE Key Workers employ social pedagogy in their praxis and how this is beneficial to 

the young people who use their services. 
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Recommendations 

Because there has only been limited research into the praxis of specialist CSE Key Workers 

in the voluntary sector (Harris and Roker et al., 2017) and because trusting, long term 

relationships are important to young people (CSE Principles Comics Project, 2017), it would 

be useful for further research to understand more about how these relationships are built 

and sustained and disengaged. It would be beneficial to conduct large scale, in-depth 

research into this industry and develop an industry standard for specialist CSE workers 

similar to youth-work and social work. This research recommends the development of an 

institution or association of members for child sexual exploitation workers.  

In a personal telephone conversation with the NWG to find out if any work was being done in 

respect of the skills standard of CSE Key Workers, the reply was that there was not, but that 

there might be interest in pursuing this idea in the future (Rawden, 2018). 

Experiences of alternative education 

Quiet spaces in the classroom 

Participants in this research said that having access to quiet spaces or small groups to do 

their schoolwork, would have been beneficial. Sky found being placed in an isolation room 

difficult to cope with, she described it as a single chair in a small room and said that it made 

her feel angry, but she described the chill-out room as little better, ‘just a bean bag in a 

cupboard’, Sky could not handle being in small spaces. Zara thought that a chill-out space 

might be helpful and Angela described her school as her ‘place of safety’. The Headteacher 

said that it did not matter if she sat in lessons, as long as she was in school. Somewhere 

that felt safe was important, Ruth said that she had been sexually assaulted in the classroom 

and participants in Rawden (2012) spoke of bullying if peers found out about the sexual 

exploitation that they were experiencing. Several participants suggested that being able to 

work in a library or in a small group of trusted peers would have helped them stay engaged 
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in education. Calm and quiet were significant features in what sexually exploited and 

excluded young women said would have helped them (Jonsson and Svedin, 2012; Rawden, 

2012). Young women indicated that they would prefer this to be facilitated in their 

mainstream school so that they do not lose contact with friends or the courses that they 

wanted to take. 

Recommendations 

It is not in the remit of this research to suggested the banning of the use of isolation booths. 

But it does recommend that isolation booths should not be used for young women 

recovering from CSE. Young women in this study remarked that they felt ‘shut in’ and it was 

very unpleasant. Being in an isolation booth would be detrimental to the recovery of a young 

woman who might have been trafficked or held in confinement by perpetrators. Further 

research into the impact of isolation on young people who have been sexually exploited and 

abused is required.  

It can be beneficial if schools could make available quiet spaces for young women who have 

been sexually exploited. Research with young women would help understand what is 

practical and beneficial when they require time out. 

PRUs and alternative education 

For some young women who were not getting along well in mainstream school, PRUs were 

suggested by several Key Workers as viable alternatives, however this was conditional on 

the specific attributes of a small number of PRUs described as having a positive gender 

balance towards females and a varied curriculum which did not restrict girls to feminised 

subjects.  Small tutor groups and personalised education plans and choices of alterative 

courses were all described as positive by Key Workers (Malcolm, 2015).  

The current makeup of some PRUs prevents them from being conducive to meeting young 

women’s needs. Young women do better in PRUs where there are equal numbers of young 

women, others thrive in an all-female environment. Therefore, for PRUs to be a solution, this 
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thesis supports the conclusion by Russell and Thomson (2011), that the current male 

oriented environment in some PRUs requires balancing. This thesis recommends further 

research in order to bring Russel and Thomson’s (2011) research up to date. This should 

incorporate enquiring into the nature of group dynamics in PRU classrooms and effective 

ways of managing this for girls and boys.   

Key Workers were asked if they had experiences of young women attending alternative 

education which was not a PRU: the response was that alternatives including small projects, 

had been available in the past but were no longer. They ascribed this to reductions in 

funding for alternative projects.  

Recommendations 

This thesis recommends that a research study is conducted with young women who have 

been educated in PRUs and alternative education to understand what is beneficial and what 

is detrimental to their wellbeing and educational outcomes. That this research is conducted 

is a matter of urgency, because alternative education is increasingly being used for pupils at 

risk of exclusion and girls remain consistently in a minority in PRU’s (Russel and Thomson, 

2011; Malcom, 2015) 

The risks of clustering 

Key Workers discussed in chapter seven, Section: 7.4, how professionals should take into 

account clustering young women who have experienced CSE together. Key Worker 

experiences suggested that intelligence is not routinely shared in decision making meetings 

when sexually exploited young women are moved to PRU’s or children’s residential homes. 

Key worker Marcus had concerns about sexually exploited young women being exposed to 

young people involved with gangs. Poor information sharing risked clustering ‘at risk’ young 

women together, intelligence needs to be shared at meetings where decisions are being 

made to re-locate sexually exploited children, taking into account risk of peer on peer abuse, 

gang affiliation and targeting by sexual predators. Although there has been some discussion 
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about clustering there is almost nothing known about residential placements for sexually 

exploited young women (Firmin,2013; Shuker, 2013). Additionally, only one participant had 

any recollection of an education plan for a sexually exploited young person who was not also 

in local authority care. 

Recommendations 

Clustering places young women who have and have not experienced CSE at risk. Key 

workers and education professionals interviewed for this thesis suggested that Local 

protocols should ensure that intelligence gathering, and sharing is involved in making 

decisions to manage young people’s moves to alternative education and children’s 

residential care. Steps to move young people should only be taken if there is no other 

solution available and alternative solutions such as quiet spaces, therapeutic support and 

family support have been tried, (see the recommendation above about working with the 

family unit).  

Further research into clustering as a child protection issue and where and how it occurs, is 

urgently needed. This should be carried out with Local Authorities, alternative education, 

children’s residential homes and fostering.  

Included in this recommendation is a suggestion that child protection plans for sexually 

exploited young people should include their education. This should be more than if they go 

to school, or not. But should take into account where they are going to school and how that 

school is able to manage their needs. The child’s own aspirations and opinions should be 

taken into account. In this study, only one of the participants had seen an education plan for 

a sexually exploited young person who was not in local authority care. Support should be 

provided to make up missed classes, especially when examinations are not far away. Young 

women who were not able to finish compulsory schooling due to experiencing CSE should 

have a planned support package for college or training.  



237 
 

8.3 Concluding comments 

This thesis does not believe that sexually exploited young women’s rights to a suitable 

education are always being met. Sexually exploited young women must receive a child 

protection response and those who respond to them must have a care for these young 

women’s future ability to care for themselves though education and the labour market. 

Voluntary Sector CSE practitioners and some exceptional individuals in schools are 

responding to the needs of young women’s education in a social pedagogical way, through 

the strength of their ability to build relationships with young women who are mistrustful, but 

not hard to reach, and who want help. Provided that the help that they receive is delivered 

sensitively, respectfully and appropriately.  

Sexually exploited young women have a desire to go to school and learn in the company of 

their peers. This study acknowledges that sometimes they may need to step away from the 

mainstream for a while to overcome their adversities. But they should be seen as young 

women requiring significant help, not as a problem. They are able to contribute to the 

discourse around their educations if they are given a safe environment that recognises their 

agency, they retain the same interests and ambitions as their peers. They want careers and 

they want to join the labour market and grow up as independent young women. To do this 

they require strong, well informed people around them, to help them meet their goals and 

aspirations.     
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YOUR DISCIPLINE 

 UNERGRADUATE AND POSTGRADUATE STUDENTS SHOULD COMPLETE 
THIS FORM IN CONSULTATION WITH THEIR SUPERVISORS 

 IF YOUR INTENDED RESEARCH INVOLVES CLIENTS OR STAFF OF LOCAL 
AUTHORITIES OR THE NATIONAL HEALTH SERVICE YOU WILL NEED TO 
SEEK ADDITIONAL ETHICAL APPROVAL FROM THE RELEVANT LOCAL 
AUTHORITY RESEARCH GOVERNANCE COMMITTEE OR THE RELEVANT 
NHS LOCAL RESEARCH ETHICS COMMITTEE THROUGH NHS 
PROCEDURES 

 ALL STAFF AND STUDENTS MUST OBTAIN ALL NECESSARY ETHICAL 
APPROVAL BEFORE BEGINNING ANY FIELDWORK 

UNIVERSITY OF BEDFORDSHIRE 

When completing this form please ensure that you read and comply with the following: 
 
Researchers must demonstrate clear understanding of an engagement with the following: 

  
1. Integrity - The research has been carried out in a rigorous and professional manner and due 
credit has been attributed to all parties involved.  
2. Plagiarism - Proper acknowledgement has been given to the authorship of data and ideas.  
3. Conflicts of Interest - All financial and professional conflicts of interest have been properly 
identified and declared.  
 4. Data Handling - The research draws upon effective record keeping, proper storage of date in 
line with confidentiality, statute and University policy.  
5. Ethical Procedures - Proper consideration has been given to all ethical issues and appropriate 
approval sought and received from all relevant stakeholders. In addition the research should 
conform to professional codes of conduct where appropriate.  
6. Supervision - Effective management and supervision of staff and student for whom the 
researcher(s) is/are responsible  
7. Health and Safety- Proper training on health and safety issues has been received and 
completed by all involved parties. Health and safety issues have been identified and appropriate 
assessment and action have been undertaken. 
 
The Research Institutes are responsible for ensuring that all researchers abide by the above. It is 
anticipated that ethical approval will be granted by each Research Institute. Each Research 
Institute will give guidance and approval on ethical procedures and ensure they conform to the 
requirements of relevant professional bodies. As such Research Institutes are required to 
provide the University Research Ethics Committee with details of their procedures for ensuring 
adherence to relevant ethical requirements. This applies to any research whether it be, or not, 
likely to raise ethical issues. Research proposals involving vulnerable groups; sensitive topics; 
groups requiring gatekeeper permission; deception or without full informed consent; use of 
personal/confidential information; subjects in stress, anxiety, humiliation or intrusive 
interventions must be referred to the University Research Ethics Committee.  
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Research projects involving participants in the NHS will be submitted through the NHS National 
Research Ethics Service (NRES). The University Research Ethics Committee will normally accept 
the judgement of NRES (it will never approve a proposal that has been rejected by NRES), 
however NRES approval will need to be verified before research can commence and the nature 
of the research will need to be verified.  
 
Where work is conducted in collaboration with other institutions ethical approval by the 
University and the collaborating partner(s) will be required.  
 
The University Research Ethics Committee is a sub-committee of the Academic Board and is 
chaired by a member of the Vice Chancellor’s Executive Group, appointed by the Vice-Chancellor 
and includes members external to the University  
 
Research Misconduct: Allegations of Research Misconduct against staff or post graduate (non-
taught) research students should be made to the Head of the Research Graduate School.  
ALL PROPOSALS: 

Name: 
Helen Rawden 

Contact email/phone:  helen@linktochange.org.uk 01480 474974 

Date: 25th May 2015 

Title of Proposal: 

Educational Outcomes of Young women Who have 

Experienced Child Sexual Exploitation During Their Secondary 

School Years. 

Anticipated Start Date: of Project: 1/6/2015 Of fieldwork: 1/1/2016 

Anticipated Duration of project: 19 months 

Is the project to be externally funded?  NO  

 

UNDERGRADUATE AND POSTGRADUATE STUDENT PROPOSALS: 

Supervisor Name: Dr. Isabelle Brodie 

Award studied for: Professional Doctorate 

STAFF PROPOSALS:  

Department:       

Role/Job Title:       
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Principal Investigator:       

 

What are the key aims or objectives of your research? (provide a brief summary in bullet points) 

 To establish how the characteristic’s and circumstances which increase girls 
vulnerabilities to Child Sexual Exploitation (CSE) relate to how they experience 
key stages of education. 

 To understand if these characteristics and vulnerabilities create a barrier 
disabling full participation in the school experience. 

 Explore through the accounts of girls and young women, the timeline of events 
relating to CSE and educational experience, in order to understand better the 
interaction between the two. 

 Establish an understanding of what the educational outcomes are for girls and 
young women who experience (d) CSE during their secondary school years. 

 Establish what the policy and practice implications are in relation to what girls and 
young women and practitioners tell us about experiences and outcomes of girls 
and young women experiencing CSE during their secondary educations. 

 Understand what support methods girls and young women identify as successful 
in helping sexually exploited young people remain positively engaged in 
education. 

 Establish if the characteristics and vulnerabilities to CSE have disruptive 
consequences on the educational outcomes for girls and young women; do these 
consequences, in turn, impact upon their connections to the labour market in 
young adulthood. 

What is the key question your research will address? 

Is there any association between the characteristics and vulnerabilities associated 
with girls and young women experiencing Child Sexual Exploitation (CSE) and 
their educational outcomes? In the light of experiences gathered from 13 to 26 
year old young women who have experienced CSE during secondary school; 
what are the implications and what direction should policy, practice and 
educational support take to provoke meaningful initiatives which ensure that all 
young women have equality of opportunity despite their experiences.  

Who is your target group or sample? 

The research will interview around 20 young women aged between 13 and 26 
years. A cross sectional method is being used because a longitudinal approach is 
impractical due to time limits. By interviewing three different groups, 13-15, 16-
19 and 20-26, who share experiencing CSE during secondary school years, 
information will be gathered about how CSE affected their education outcomes 
and education, training and work experiences. The participants will be recruited 
from voluntary sector organisations in England. (Anticipating 4-5 organisations) 

10 project workers working with sexually exploited children in 3-5 voluntary 
sector organisations in England. 

10 Professionals working in 2-3 Local Authority education services and policy 
makers in Local Government in England. 

What data collection methods will you use? 

When working with young women participants I intend to use field work (face to 
face methods) using semi structured interview schedules. Participants can be 
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interviewed 1-2-1, with a chosen companion or in small friendship groups. I will 
use the method favoured by the participant. Participants will be asked in advance 
their preferred method and gatekeepers consulted for their knowledge of the 
chosen companions or groups in a risk assessment conversation when visits are 
being arranged. Group facilitation will be arranged in advance with the host 
agency to ensure that it is viable and appropriate; boundaries and confidentiality 
being arranged between participants and researcher before commencing the 
interviews.   

Semi-structured interview questions which allow the participant freedom to 
express themselves, will be asked verbally by the interviewer and used for 
guidance and quality assurance to obtain reliable and comparative data. A semi-
structured method will support a balance of power between the interviewer and 
the participant. 

For Caseworkers I will use semi-structured questionnaires, face to face. 

Professionals working in local authority areas will have a choice of face to face, 
telephone or electronic questionnaires, to take into account that people will have 
limited time.  

Data will be coded to provide anonymity and stored, locked and secured. Rough 
data, that is any recordings and notes no longer required once transcribing is 
complete, will be destroyed immediately. Computers sticks and external drives 
will be pass-worded and kept secure. Locations, local authorities and names will 
be disguised; real names will not be used  

Answer the following questions by checking ‘yes’ or ‘no’ and supplying any additional 

information as required 

1) Does the study involve children (anyone under 18 years), vulnerable participants or those 
who are unable to give informed consent? [Please consult the notes on researching with 
children and young people and the list of those who may be considered ‘vulnerable’ at 
the end of this form before completing] 

YES X   NO  

 If YES: Explain what steps will be taken to ensure that participants understand 
what participation will mean 
All approaches to youth participants will be made through voluntary sector 
‘gatekeeper’ organisations. 

Steps will be taken to obtain parental/carer authority to ask for consent to 
interview.  13-15 year olds will be asked for consent to be interviewed and to 
consent to the parent/carer being approached. If the young person does not want 
the parent carer approached they will be assessed for Fraser Competence and the 
Gatekeeper consulted for prior knowledge of the family situation, a risk 
assessment will be conducted with the Gatekeeper. If by asking a parent/carer 
there is a chance that it places the young person at risk, the young person will be 
assessed for Fraser Competence and a risk assessment will be conducted with the 
Gatekeeper. If it is problematic to inform the parent/carer opportunity to take part 
should be still be available providing both Gatekeeper and interviewer are 
confident that a thorough risk assessment has concluded that the young person 
has the required competencies. This is to ensure that family situation is not an 
excluding factor to a young person having their voice heard. If there is 
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uncertainty about the competence to give consent from any young person or 
vulnerable adult, interviewing will not proceed. 

The participants will be given a written summary of the research with my name 
and contact number, this will be sent in advance for the gatekeeper organisations 
to distribute. The summary will explain the research and what it will be used for, 
who will see it and what will happen to it once the research is completed. 

The summary will be in age appropriate formats, written in age appropriate 
language for young teens, young adults and professionals. Gatekeepers will be 
asked to verbally describe the summaries and consent form in advance. Before 
the interview commences I will also take the participant through the summaries 
verbally in case any questions have arisen since they agreed to take part. 
Unfortunately there will not be facility for translation and only English language 
speakers will have opportunity to take part. An exception would be if the host, 
gatekeeper agency had their own translator who was willing, with the young 
person’s consent, to support the interview. The translator’s role and involvement 
with the young person would be risk assessed with the agency in advance. 

Participants will be given the opportunity to refuse to take part, withdraw at any 
time or make contact later to withdraw part or all of their transcription up to a 
date which will be explained when the interview takes place. 

Before starting questions, signed consent forms from participants will be 
obtained.  

Participants will be informed where and how the data is stored and what will 
happen to it at the end of the research process. Permission to use anonymised data 
from the doctoral thesis, in the future, for articles, teaching and further research 
will also be requested. Confidentiality will be explained verbally and in writing. 

Participants will be offered the opportunity to receive and read a draft of their 
contribution if they wish and are willing to provide contact details, or this may be 
done through the gatekeeper organisation if they prefer. 

I am the CEO of a sexual exploitation voluntary sector agency and experienced in 
working with children and vulnerable adults around confidentiality issues. I am 
familiar with child protection procedure and am the CP lead for my organisation. 
I have had child protection training from LSCB training programmes. I will 
advise the participants at the point of requesting consent, how and why 
confidentiality might be broken to protect them and others. This includes 
professionals who might not have previously identified a child protection issue 
which emerges during interview. 

I will use project/support worker Gatekeepers to initially ask young people if they 
would like to participate in my research and to provide an outline of the research 
purpose. I will ask the Gatekeeper to ensure that the participant has consented to 
take part. But the final responsibility will be mine to ensure that I am satisfied 
that the participant has given informed consent before the interview starts. 

The reason for using a Gatekeeper is that I intend to interview participants who 
are working with a support project, or are ex-service users known to that project. 
This ensures that there is follow up support if it is needed. I will ask participating 
projects about their own child protection procedures and will not use any agency 
that does not have child/and/or vulnerable adult policies in place. These will 
protect the participant and the researcher from risk. 
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I intend to meet with young people at their usual (risk assessed) meeting place 
with a support worker available. Meeting places will be risk assessed but will be 
where the participant feels comfortable. I have conducted lone working and 
outreach work for several years and I am aware of safety considerations. Such as 
making a trustworthy person aware of my general location, estimated time of 
return and having a mobile phone available.  

Participants will have support routes identified when the risk assessment form is 
completed. Some voluntary sector organisations are in contact with 18 plus 
through volunteering or involvement in participation projects and some may still 
be service users accessing more intensive support; therefore 18plus young adults 
will have national help lines provided on their information sheet to acknowledge 
that adults may prefer a variety of options should they require ongoing support. 

This research is intended to explore educational outcomes for children who were 
experiencing CSE during their secondary education. Questions will focus on     

attainment, support provided, and longer term outcomes in further education and 
the job market. Questioning will not entail asking for any information about the 
nature of the abuse suffered or the relationship with the perpetrator. If this 
information is freely offered it will be listened to in respectful manner and only 
transcribed if relevant to the research question. 

I receive clinical supervision from an external, qualified, clinical supervisor who 
will have contact details for my Supervisor in case of any concerns regarding my 
actions during the research process. 

 If YES: Have/will researchers been DBS checked? (obligatory) 
YES X   NO  

 If you are researching with children/young people, what is your target age group? 
13 to 26 years. 

2) From whom will consent be sought and how is consent to be given? (it is anticipated that 
written consent will be sought in most circumstances) 

Please see above for further details regarding the process of obtaining consent. 
Written consent will be obtained from each participant and their parent/carer 
where applicable. It will be verbally discussed with each participant, individually, 
to address any literacy problems. 

Consent will be obtained from professionals taking part and their organisations or 
local authorities where required. 

Signed consent forms will be obtained before the interview commences.   

3) Is participation voluntary? 
YES X   NO  

4) Will it be necessary for participants to be involved without consent? (e.g. covert 
observation in public places) 

YES    NO X 
 

5) Will the study make use of gatekeeper(s) to access participants? 
YES X   NO  

6) Will the study include participants or involve accessing information or case files 
pertaining to those who are part of your client group, case load or with whom you are 
working? 
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YES    NO X 

 If YES: How will you obtain their consent to use information about them, access 
their files or otherwise participate? 
      

7) Will the study be exploring ‘sensitive’ topics? [Please consult the list of what may 
constitute a ‘sensitive’ topic given at the end of this form]  

  YES X   NO  

8) Will the research investigate involvement in any illegal activity? 
  YES    NO X 

9) Will any incentives or rewards be offered for participation? 
YES    NO X 

Incentive to take part or reward for taking part will not be provided. But travel 
costs and minimal out of pocket expenses such as light meals will be reimbursed 
in cash at the interview; so that no-one is excluded or at a loss by taking part.  

 If YES: Explain the nature of the incentives or rewards 
      

10) Is the research likely to cause any distress to participants? 
YES    NO    NOT SURE X 

This research is intended to explore how experiencing CSE has impacted upon 
educational outcomes during their secondary education. Questions will focus on 
attainment, support provided and longer term outcomes in further education and 
the job market.  Questioning will not entail asking for any information about the 
nature of the abuse suffered or the relationship with the perpetrator. If the 
participant freely wishes to offer more information because they believe that it is 
important to do so, it will be listened to with respect and only transcribed if it is 
relevant to the research question. 

Before the interview begins I will ensure that gatekeepers/project workers are on 
hand to support the participant. Additionally, adult participants will receive 
details of nationally approved helplines. Should the participant appear to become 
distressed I will offer to stop the interview. 

I have several years’ experience of talking to children and young adults who 
become distressed during conversation. I shall approach each situation with 
empathy and consideration of the participant’s feelings, offering to stop at any 
time. I shall not rush to leave the participant at the end of an interview.   

11) Will arrangements be made to support participants after their involvement 
in fieldwork if necessary? 

 YES X   NO  

 If YES: Please explain the nature of the arrangements 
I am the CEO of a service which is similar to those where I intend to find 
participants. I have child and vulnerable adult training. I have many years of 
frontline experience in handling disclosures and dealing with people in distress.  I 
will only ask to speak to 13 to 26 year old participants recruited by organisations 
that can satisfy me that they can offer support to any 13 -26 year old participant 
that they suggest might like to take part in the interviews, who becomes 
distressed as a result of participation or who makes a previously unknown 
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disclosure. Adults will be offered agency support and/or more anonymous 
helplines in order to provide choice. 

A participant can bring their keyworker to the interview if this is their preference, 
but not if it is the keyworkers preference. 

This will involve interviewing young people aged 13 to 26 years who are already 
engaged with, or have previously been engaged with a support organisation. A 
risk assessment will have been conducted via a Gatekeeper before interviews 
commence. Competence to take part and parental/carer permissions will have 
been obtained as appropriate (see above).  The participating agency will have 
been risk assessed for child and vulnerable adult policy (see above). 

Where participants indicate a preference to be interviewed with a chosen 
companion this will be risk assessed through the gatekeeper prior to the 
interviews taking place. 

If participants indicate that they want to be interviewed in a group setting the 
advice of the host agency will be taken. If this is agreed, in advance a suitable 
venue will be organised, and each individual risk assessed for safety, such as if 
there is risk of any ongoing contact with perpetrators of CSE. Individuals who are 
not assessed as safe will be given an honest explanation and offered a 1-2-1 
interview.  In my capacity running a CSE organisation I have organised, and risk 
assessed group work with young people who have experienced CSE.  

Boundaries will be agreed before any group work commences to protect 
confidentiality. All group member participants and companions will receive the 
same confidentiality statement and consent forms as individual participants, 
before the interviews take place.    

12) Will the research involve intrusive interventions? (ego provision of drugs to participants, 
hypnosis, physical exercise, blood or tissue sampling) 

YES    NO X 

13) Will the research involve any participants from the NHS (patients or staff) 
YES    NO X 

N.B. If you have answered YES to this question you MUST additionally 
submit your proposal to the National Health Service Local Research Ethics 
Committee through NHS procedures 

14) Will the study involve clients or workers of a Local Authority? 
YES X   NO  

Prior ethical consent will be obtained from each local authority in advance in 
accordance with their requirements and presented to this ethics committee for 
approval before individuals or departments are contacted.  Consent will be 
obtained from professionals taking part and their organisation or line 
management as required. 

Signed consent forms will be obtained before the interview commences. 

N.B. If you have answered YES to this question you should additionally seek 
the permission of the relevant Local Authority Research Governance 
Committee 

15) Will ethical approval for the project be sought from any other source?  Please note that 
consent and ethical approval must be obtained from any organisation involved in the 
research. 
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YES X   NO  

Larger Voluntary Sector Organisations sometimes have their own ethical 
approvals. In order to access a broad range of participants it has become 
necessary to apply to these Organisations for permission to interview service 
users and project workers. Letters of approval will be forwarded before any work 
is undertaken at those projects.  
Rules and guidelines of Organisations giving permission will be respected and 
followed at all times.  

If you have answered YES to this question please give details and forward the letter 
of approval to: CARA SENOUNI, ROOM C411, PARK SQUARE, LUTON, LU1 
3JU, BEDS       

16) Summarise below any ethical issues involved in your proposed research and state how you 
intend to address them, paying particular attention to any of the questions to which you have 
answered ‘yes’ above. Provide as much detail as you can about your project here.  

If your research involves fieldwork with human subjects provide details of: 

o how you will gain informed consent,  
o how will you ensure confidentiality and deal with disclosures of serious harm or 

illegal activity.  (Please note that there is a presumption of a requirement of 
individual and organisation confidentiality other than where disclosure is required 
in the event of serious harm or illegal activity.  This presumption can only be 
overturned with the explicit and informed consent of participants and where the 
rationales for identification, and the potential risks, are fully addressed in the 
ethical application.), 

o how you will inform participants about the purpose of the research and 
dissemination of findings, who will have access to the data,  

o what risks do you see to researchers, participants and participating organisations 
(physical and reputational) and what steps will be taken to mitigate these risks?, 

o what mechanisms you will employ to enable participants to withdraw from the 
research if they should wish to do so.  It may in some circumstances be 
appropriate to impose time limitations on the right to withdraw, but in that event, 
you should indicate what considerations you have taken into account when 
determining those limits. 

o how you will store the data and what you will do with it on completion of the 
project.  Data may be retained after the completion of the project, but where it is 
proposed to do so, you should indicate the purpose of retention – for instance, 
subsequent re-analysis, as a baseline for future comparative or complementary 
research, or to allow other researchers in the field access to the raw data in 
anonymised form. In the event that you intend to retain data for such purpose.  
Data should only be held beyond the life of the current research project with 
participant consent and where such retention is intended, participants should be 
made aware of that possibility through information sheets and consent forms. 

[NB. If it is envisaged that data will be processed outside of the research team (e.g. external 
transcribers) a confidentiality agreement may be required.] 

Gaining informed consent 

I will gain informed consent by giving each participant a written summary of the research 
project, what their contribution will entail and how it will be used. This will include asking 
for permission to use the data included in the final written thesis for future use including 
articles, teaching and by other researchers. Raw data will not be retained beyond the life 
of the research project or shared. I will also explain this verbally to obviate any problems 
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with literacy. The written summary will be in appropriate language for teenagers, young 
adults and professionals. 

Confidentiality 

Each participant will be given (or can choose) a code name. Real names will not be 
used. Geographic areas will be coded. The name of the project, project workers or 
educational professionals and their local departments will not be used. It will not be 
possible to identify people or places in the finished paper or in any subsequent use of the 
data. 

Each participant, of any age or profession, will be told before interview that any 
disclosure will be dealt with through normal child protection or POVA procedures. That 
means that any disclosure which may bring harm to the young person or to another 
person will result in the confidence being broken. If any criminal activity is disclosed it will 
be dealt with as a child or vulnerable adult protection issue. Low level criminal activity, 
underage drinking, petty shoplifting and so forth, will not be disclosed.  Examples of 
criminal activity which would cause concern will involve disclosure of a person being hit, 
threatened, groomed or exploited. Professional misconduct or disclosure of previously 
unknown professional misconduct will be reported following procedures of the agency 
involved and/or the Local Safeguarding Board. 

The questions are designed to explore the impact of child sexual exploitation on the young 
person’s education. That the young person has been supported by a CSE project will be enough 
evidence of the young person’s experience of CSE. This means that they will not be required to 
answer questions about the nature of any sexual acts that they have experienced. They will not be 
asked details of abusive or of consensual sexual relationships past or present.  The nature of the 
questions should not lead directly to discussion of criminal behaviour. Before the interviews 
commence I will ensure that I am fully apprised of the agency’s support procedure and that 
contact details of a support worker are available. For adults who may no longer want contact with 
support workers I will be able to direct participants to national helplines if required.    

  Purpose of the research, dissemination and who will have access to the data 

The participants will have written information about the nature of the research, disseminations of 
findings and who will access the data. In the case of employing an external transcriber a 
confidentiality agreement will be obtained in advance. This information will also be delivered 
verbally and age appropriately to ensure understanding and obviate any problems with literacy. 

Interviews with young women will be with participants already known to a support agency, I 
expect to have a support worker available, I have many years’ experience assessing vulnerable 
young people. 

Interviews will take place in risk assessed locations where the participant and the researcher both 
feel safe and comfortable. I anticipate that the majority of with young people will take place on 
support agency premises. 

The data will be stored on a computer, memory stick or external hard drive secured by password 
and kept in my private office which is not shared by anyone else. Codes will be kept in a locked 
cabinet in my private office. As raw data is coded and dealt with the paper records will be 
shredded and the recordings deleted. When the research project is completed the coding lists will 
be destroyed, names will not be held unless participants want copies of how their data will be 
used.  Their names and addresses will be kept in a separate locked cabinet, where they cannot be 
linked to the research project. After they have supplied the information their names and addresses 
will be destroyed. 

I have a current DRB and police check, have child and vulnerable adult training, personal safety 
training and assessing for Fraser/Gillick competence training. 
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Researcher and participant safety 

Where participants work for a local authority the appropriate ethical permissions and consents 
will be obtained from that local authorities own ethical panel or process. 

It is a possibility that a participant will make a disclosure of harm. In this event the participant 
will be informed who the disclosure will be passed on to. This is most likely to be the keyworker; 
if there is any doubt; the local LSCB will be informed. In the event of an adult professional 
participant making a disclosure of harm, their local authority and LSCB will be informed. Child 
protection/vulnerable adult procedures for participating localities will be checked in advance. 

The researcher will meet children and young people in pre-arranged places that are acceptable to 
the participant and preference will be given to places recommended by the gatekeeper 
organisation. Consideration will be given to meeting places where over 18’s feel comfortable such 
as a community location. The researcher will use lone working policy to risk assess and leave safe 
contact details as have been described above. 

The researcher will ensure that a responsible adult who understands confidentiality is aware of the 
general location and time of arrival and departure of the researcher at research locations. 

Withdrawal of consent 

At the commencement of each interview the participant will be given in writing and verbally a 
confidentiality statement. 

Professional and adult participants will have the same opportunity as young participants, to 
withdraw consent, up to a date which will be informed at commencement of interviews. A 
definite date will be specified when all approvals are in place and a research timetable is finalised, 
it is anticipated that the latest date for withdrawal of any information will be no later than October 
2016.Participants will be given a mobile telephone number to contact the researcher up to a pre-
arranged and informed date. Participants will be given the opportunity to read their own transcript 
up to a pre-arranged date, should they wish to leave contact details.  

Participants will be asked for permission for material from the completed thesis, suitably 
anonymised, to be used in future published articles, training or by other researchers. This will not 
apply to raw data. 

Raw Data 

All raw data, contact details and anything that could identify an individual or place/agency/local 
authority, will be destroyed at the completion of the research project. 

Applicant declaration 

I understand that I cannot begin any fieldwork until the application referred to in 
this form has been approved by all relevant parties. I agree to carry out the 
research in the manner specified. If I make any changes to the approved method I 
will seek further ethical approval for any changes Signed (Applicant): ………………

………………08/06/2015………………………    Date: ……………… 

Signature of Supervisor/ Director of Studies (N.B. This is NOT required for staff applications)  

….……………
………………………………………………………  Date: ……8 June 2015…………… 
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University of 
Bedfordshire 

Institute of Applied Social Research 
Dept of Applied Social Studies 

9 LUI 3JU 

FAO: Helen Rawden 

25th November 2015 

Dear Helen 

Re: IASREC Application 
Project Title: Educational Outcomes of Young women Who have Experienced 
Child Sexual Exploitation During Their Secondary School Years. 

The Ethics Committee of the Institute of Applied Social Research has considered your 
application and has decided that the proposed research project should be approved. 

Proposals involving vulnerable groups, sensitive topics, gatekeeper permission, use of 
personal and confidential information, subjects under stress, and intrusive interventions 
must be referred to UREC from RI Ethics Committees. As your research falls into this 
category, you should now send the revised proposal to Rachel Jaggs 
(rgsoffice@beds.ac.uk). If it is urgent, you should contact the Chair directly to request 
Chair's action (Michael.Preston-shoot@beds.ac.uk). 

Please note that if it becomes necessary to make any substantive change to the 
research design, the sampling approach or the data collection methods a further 
application will be required. 

If the proposed work involves users or providers of any local authority service (this 
includes some education, pre-school and care establishments) you will additionally 
need approval from the relevant Local Authority. 

If the project involves users of providers of health services approval will also be required 
from the relevant NHS Research Ethics Committee. 

In all cases it is your responsibility to ensure that you are in possession of 
proof of all necessary authorisations before any fieldwork commences. 

Yours sincerely 

Liesl Conradie 
Chair IASREC 
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2. Consent form for young women participants. 

 

 

 

Professional Doctoral Research project: conducted by Helen Rawden, University of 
Bedfordshire. 

Consent form for young women participants. 

My name is Helen Rawden and I am a student at the University of Bedfordshire. Thank 
you for taking part in my project; today I would like to ask you some questions which will 
help us to understand how being at risk of or experiencing Child Sexual Exploitation might 
have an effect on girls education.  

You do not have to answer any questions that you do not want to. I shall use a recorder if 
you do not mind, but if you would rather write or draw anything, that is also OK. 
Everything that you say is confidential and will be anonymised so that no one can identify 
you, where you live, where the schools that we talk about are, or your support project.  

What you tell me will be put into my doctoral project and read by staff at the University of 
Bedfordshire. I would also like you to agree to let me use parts of it in articles that I might 
have published in journals and for training people in the future. 

(For Groups) Everything that we say today stays confidential to us; we will not share it 
outside this room other than how I have said that I will use the information that you give to 
me. We will set some ground rules that we are all happy with and I will store them safely 
with your consent forms. 

I am not going to ask you about your sexual relationships. If you think that it is important 
to your story, then you may tell me what you are comfortable with. I am only going to ask 
you about your time in secondary school or any alternative projects that you might have 
attended; and how attending these made a difference to your education and to what you 
are doing now. I would also like to know what you hope for yourself in the future. I will also 
ask you what you think about being interviewed today. 

If you tell me anything that makes me concerned that you, or someone else, are 
being harmed or at risk of serious harm and you or they are not getting any help for 
this, then I will need to tell someone. I will tell you that I am doing this, and I will tell 
you who I have passed the information to. 

You can stop whenever you want, if you become upset, please tell me immediately and 
we will stop and get some help. It is not a problem if you change your mind at any time up 
to January 2017. At this point I will have finished writing my project and given it to the 
University. 
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When I write up my notes from today I can give you your own copy of your interview if you 
wish.  Or you can contact me if you think of anything after today. I will leave my contact 
details with your Project worker. 

I understand why I am taking part in this interview and it is my decision to 
take part. I understand that I can withdraw up to January 2017. 

I understand that what I say will be treated confidentially and I cannot be 
identified. All recordings and copies will be kept safe and destroyed at the 
end of the research.   

I understand that I can contact Helen if I think of anything after today. 

I can also ask my Project staff or support worker to contact Helen for me. 

I can also contact Helen’s University supervisor Dr. Isabelle Brodie if I am 
worried or unhappy with anything to do with my interview today. 

 

 

I………………………………………………………………. (the name that the 
participant wishes to be known by) agree to take part Helen Rawden’s 
research project. 

Date…………………………………………………. 

 

Thank you very much for your help 
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3 Information Letter for 13 to 18 year old participants. 

 

Dear Participant, 

Professional Doctoral Research project: conducted by Helen Rawden, University of 
Bedfordshire. 

I am a Professional Doctorate student from the University of Bedfordshire and as part of 
my doctorate I am doing some research about the ‘educational outcomes of girls and 
young women who have been at risk of, or experienced, Child Sexual Exploitation (CSE) 
during the years when they were also attending secondary school’. I hope to find out 
more about what young women think about their secondary school experience and if 
experiencing CSE at this time has caused any long term problems for their further 
educational and job opportunities. By asking these questions I hope to increase the 
understanding of what young people think and whether it is possible to improve services 
by taking young people’s views into account. 

If you would like to be interviewed, an interview will take approximately one to one and a 
half hours. This will be at a place and time that is convenient to you. You may have your 
key worker or good friend present. If you are part of a group, I will be happy to arrange to 
meet you and your group provided everyone consents individually. Please ask your 
support worker to arrange the interview for you. If you would like to telephone me first 
this can be arranged. 

Taking part is voluntary, you will be free to change your mind and stop the interview at 
any time. All information will be anonymised and kept safe. No-one will know who you 
are. Your confidence would only be broken if you told me something that made me think 
that you or someone else was likely to come to harm. I will tell you if I am worried about 
this.  

If you have to pay for your travel to the interview you will be reimbursed for this cost. 

If you think that you need support after the interview we will arrange it with your key 
worker, and there are a list of safe helplines at the bottom of this letter. 

If you are prepared to take part, please tell the person who has spoken to you, or if you 
prefer, you may contact me yourself. Then we can arrange a time to meet. 

Thank you for thinking about taking part. 

Yours Sincerely 

Helen Rawden 

 

Childline: 0800 1111 call free 

Missing people: 116 000 call, or text free even if you have no 
credit. 

Victim Support: 08081689111 
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4. Information letter for Key Workers. 

 

Dear Participant, 

Doctoral research project on: Educational Outcomes of Young Women Who Have 
Experienced in Child Sexual Exploitation During Their Secondary School 
Experience. 

I am a Professional Doctorate student from the University of Bedfordshire, and I am 
conducting research towards my doctoral thesis on the educational outcomes of girls and 
young women who have been at risk of, or experienced, Child Sexual Exploitation (CSE) 
during the years when they were also attending secondary school. I hope to find out 
more about what young women think about their secondary school experience and if 
experiencing CSE at the same time has caused any long term problems for their further 
educational and job market opportunities. I hope to improve our understanding of how 
services can support young women who have experienced CSE to stay in touch with 
their education and improve their outcomes. 

If you would like to be interviewed, or if you know of anyone who works for a voluntary 
sector CSE service who would like to take part, an interview will take approximately one 
to one and a half hours. This will be at a place and time that is convenient to you.  
Please get in touch with me on 07852238106 or ask your Manager/Team Leader to 
arrange the interview for you. 

Taking part is voluntary; you will be free to withdraw at any time. All information will be 
anonymised and kept safe. Neither you, your Project or your service users will be 
identified.  

If you tell me anything that makes me believe that a young person is at risk and not 
getting support for this, I shall have to tell a senior manager or safeguarding lead about 
this. I will tell you if I intend to do this. 

If you are prepared to take part, please ask your Manager/Team leader if you may 
arrange for me to come and visit you, alternatively you can contact me yourself. 

Thank you for thinking about taking part. 

Yours Sincerely 

 

Helen Rawden 
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5. Consent letter for Key Workers.  

 

 

Educational Outcomes of Young Women Who Have Experienced Child Sexual 
Exploitation During Their Secondary School Education. 

Professional Doctoral Research project conducted by Helen Rawden, University of 
Bedfordshire. 

Consent form for Project Worker Participants in the Voluntary 
Sector 

My name is Helen Rawden and I am a student at the University of Bedfordshire. Thank 
you for taking part in my project; today I would like to ask you some questions which will 
help us to understand how experiencing Child Sexual Exploitation (CSE) might have an 
effect on girls’ education.  

You do not have to answer any questions that you do not want to. I shall use a recorder 
so that I can make an accurate transcription of your contribution. Everything that you say 
is confidential and will be anonymised so that no one can identify you, or the Project that 
you work for. 

 What you tell me will be put into my doctoral project and read by staff at the University of 
Bedfordshire. I would also like you to agree to let me use parts of it in articles that I might 
have published in journals, for training people who work with children and by other 
researchers. 

I am not going to ask you for details of the sexual exploitation that your service users have 
experienced. I am interested in how being at risk of or experiencing CSE affected their 
engagement with secondary school. 

If you tell me anything that makes me concerned that someone is being harmed or 
at risk of serious harm and you or they are not getting any help for this, then I will 
need to tell someone. I will tell you that I am doing this, and I will tell you who I have 
passed the information to. 

You may refuse to answer any questions that you do not want to answer. If you wish to 

withdraw your contribution it is not a problem up to January 2018. At this point I will have 

finished writing my project and given it to the University. 

You can contact me if you think of anything after today. My Mobile number is 07852238106 

In addition, it would be useful if you could refer to case files during the interview, I will not 

ask for the service user’s name or anything that might identify them. I will not personally 

read the files.  If you want to ask for consent from the service user I have also attached a 

form for you to use. 
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I understand why I am taking part in this interview and it is my decision to take part. 
I understand that I can withdraw up to January 2018. I understand that what I say 
will be treated confidentially and I and my employer cannot be identified. All 
recordings and copies will be kept safe and destroyed at the end of the research.   

I understand that I can contact Helen if I think of anything after today. 

I can also contact Helen’s University supervisor Dr. Isabelle Brodie at the University 
of Bedfordshire if I am worried or unhappy with anything to do with my interview 
today. 

 

 

 

I………………………………………………………………. agree to take part in 
“Educational Outcomes of Young Women Who Have Experienced Child Sexual 
Exploitation During Their Secondary School Experience” research project. 

Date…………………………………………………. 

Thank you very much for your help 

 

          



 
 

 

6. Powerpoint Presentation 

Slide 1 

What Do We Know About the Educational 
Outcomes of Young Women Who Have 

Experienced Child Sexual Exploitation During 
Secondary Education.

Helen Rawden Professional Doctorate Student 
University of Bedfordshire

Not to be reproduced without permission

 

 
 

Slide 2 
What this research hopes to achieve

• This study attempts to answer an under researched  question: what 
happens to girls’ education when they have been at risk of, or 
victims of CSE.    

• Explore, through the accounts of Key Workers, events relating to 
CSE and educational experience.

• Develop an understanding of the educational outcomes for girls and 
young women who experience(d) CSE during their secondary 
school years.

• Understand what support methods girls/young women/Key Workers 
identify as successful in helping remain positively engaged in 
education.

• Establish, where possible, the longer-term impact upon their 
connections to the labour market in young adulthood.

• Identify the policy and practice implications.

DP2

 

Slide 3 

This will be achieved by:

• Interviewing Key Workers who have a wealth of 
‘practitioner based evidence’ about what is happening 
in their case work.

• Interviewing girls and young women aged 13 to 26 
years about their experiences, ambitions and 
outcomes.   

• Interviewing policymakers in local government and 
school heads and/or staff.

• A review of literature since 1999.
• Grounding this research in a brief review of the 

previous 150 years of female education in England. 
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Slide 4 
Why worry about education in the 

midst of child protection
• On average CSE impacts upon girls’ lives between 

12 and 15 years, peaking between 14 and 16 
years.

• Key educational choices are made at age 13-14.
• Results of GCSE’s impact on the choices of 

further educational opportunities available.
• Research engages with police, social services, 

voluntary sector, rarely education.
What’s going on to Safeguard Children and Young People from Sexual Exploitation (2011)

Gilligan, P. Turning it Around: What Do Young Women Say Helps Them Move On from Child Sexual 
Exploitation? Child Abuse Review. 25, pp 115-127. Wileyonline library.com 

DP3

 

Slide 5 

Planning for girls’ education

• Of 1065 cases 786 had a plan in place for 
managing risk.

• Educational data was only available for 459 
cases of which 74 had a plan in place for 
managing education.

• Of these 459, 223 were out of mainstream 
education. Including 59 under the age of 16 
who were no longer in any kind of education.
What’s going on to Safeguard Children and Young People from Sexual 
Exploitation (2011)DP4

 

Slide 6 
One Way Street? Retrospectives on 

Childhood Prostitution. 
Melrose, M. Barrett, D. Brodie, I. (1999)

Has anything Changed?

• The report suggested that children who are abused through 
what we now call CSE should not be excluded from school. 

• School should have knowledge of what happens outside of 
school hours and off school premises. 

• There should be opportunities for learning outside the school 
environment for some children experiencing exploitation. 

• All absence from school should be satisfactorily followed up.
• Exploitation should be addressed in the curriculum. 
• There should be financial support for young people who want 

to go back into education.
Who remembers EMA?
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Slide 7 

Why Girls ?
Using feminist theory: but which 

one?

An educated girl is an 
empowered woman.

“the empowerment of girls and women starts on 
the benches of school”. UNESCO 2017

 

Slide 8 Historical Perspective
“To be born a girl is to be born a second class citizen” 

Nicholson (2015) quoting a young woman in the 1950’s

• Poorer and more troublesome girls have historically 
been diverted into low income and domestic work.

• Elementary Education Act 1870: working class girls 
should only be educated for caring duties.

• Hadow Report 1926: Good housewives are essential for 
a healthy nation.

• New Welfare State 1942: Full employment meant ‘full 
male employment’.

• Girls in Grammar schools (1952) ignored in maths and 
science classes.

• Today: No GCSE’s? What about “Hair & Beauty” or 
“Childcare”.

 

Slide 9 
First identification of CSE by a 

school
The Newsome Report (1963)
“There is concern, however, about the 
relationships of some girls with older youths 
and men outside school. Most Heads 
acknowledge that they simply cannot assess 
the size of this problem; some incline to 
think it is smaller than the girls’ loose chatter 
and outwardly precocious behaviour often 
suggests”.   
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Slide 10 

The view from Key Workers so far

• Some schools are very switched on and do their best.
• But some schools still do not want girls who have been 

groomed and exploited in school.
• Most schools attend child protection meetings but the 

person attending frequently does not know the child.
• School Uniform regulations have been used unfairly to 

exclude girls. 
• PRUs are inconsistent as alternative placements for 

girls who have experienced CSE.
• There are a lack of options to allow girls to catch up .
• Most of the young women that they have worked with 

have ambition to have a career, but face a mountain to 
climb.

 

Slide 11 

The view from young women so far

• I was moved from one care home to another and I 
missed out on going to school.

• I asked to stay in school, the school agreed to keep 
me, but my social worker still made me move.

• I could have managed my course work with a bit of 
help, but no-one listened.

• I got a good alternative placement and it helped me 
turn myself around.

• I want to go to college but I am on benefits and I have 
to look for work.  

Slide 12 

References and contacts
• Jago, S. Arocha, L., Brodie, I., Melrose, M., Pearce, J., Warrington, 

C. (2011) What’s going on to safeguard children and young people 
from sexual exploitation? How local partnerships respond to child 
sexual exploitation. Luton, University of Bedfordshire

• Nicholson, V. (2015) Perfect wives in ideal homes. 
• Melrose, M., Barrett, D., Brodie, I. (1999) One Way Street? 

Retrospectives on Childhood prostitution. London, The Children’s 
Society.
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• Helen Rawden: helen@linktochange.org.uk Phone: 07852238106

 



 
 

7. A questionnaire for young women participants. 

What I Think About my schooldays? (working title) 

Questionnaire for guiding interviews with young people aged 13 to 16 
years. 

Introduction 

My name is Helen Rawden and I am a doctoral research student from the University of 
Bedfordshire. I am very pleased that you have agreed to answer some questions which 
will help us to understand how being involved in child sexual exploitation (CSE) might have 
an effect upon how some young women’s’ educations turn out. 

You do not have to answer any questions that you do not want to. I shall use a recorder, 
but if you would rather write or draw at any point, that is also OK. 

Everything that you say is confidential and will be anonymised so that no one can identify 
you, your schools and colleges or your support project. 

(For groups) Everything that we say here today stays confidential to us; we will not share 
it outside this room, other than in my research project. Shall we set some ground rules that 
we will all be happy with? 

I am not going to ask you about how you were sexually exploited, but if you think that it is 
important to your story, then you may tell me what you are comfortable with. I am only 
going to ask you about your time in secondary school or college and any alternative 
projects that you might have been involved in and how being involved in CSE made a 
difference. I would also like to know what you hope for yourself for the future. I will also 
ask you what you think about taking part in this interview. 

Please stop whenever you want, if you become upset let me know and we can find a 
support worker to help us. It is not a problem if you change your mind at any point up 
to……………when I will have finished writing up my project. 

Do you want to ask me any questions? 

************************************** 

Q1. Please tell me the name that you wish to be known by? 

Q2. How old are you? 

Q3. Where did you go to secondary school?  

Q4. At secondary school were you ever in A. full time education, B. reduced hours, C. 
Excluded, D. going to an alternative educational project, E. Dropped out? 

Q5. A. Before you became involved in CSE did you like going to school? 

Did being involved in CSE make any difference? Can you explain why you think that 
was?  

Was being in school or involved in learning helpful to you at this time? 

Can you explain who or what was helpful? This does not just have to be staff; it might be 
friends or anyone else who intervened at school on your behalf. 

Did your school have a good policy towards girls who might be having bad times, 
including CSE? Did they find you a councillor or specialist project? 

How did being involved in CSE impact on your studies? 
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Do you think that your views were listened to? Do you think being a girl made any 
difference to the way that people responded to you? If so, why do you think this was? 

 
Q5 B. Were you on reduced hours before you were involved in CSE? Can you explain 
why that was? 

When you were out of school, what did you do? 

 Do you think being on reduced hours contributed in any way to becoming involved in 
CSE? 

If you were put on reduced hours during or following involvement in CSE, why do you 
think that was? Did anyone try to help you to stay involved in school or get back into full 
time hours? 

Were you invited to any meetings about your education? Were you offered any 
alternative learning experiences?  

Were you offered a councillor or specialist project? 

Do you think your views were taken into consideration or listened to? Do you think being 
a girl made any difference to the way people responded to you? If so, why do you think 
this was? 

Q5. C. Where you excluded before you were involved in CSE? Can you explain why that 
was? 

What did you do with yourself when you were out of school? Did this increase the risks of 
becoming involved in CSE?  

If you were excluded following involvement in CSE, why do you think that was? Did 
anyone try to help you to stay involved in school or get back into full time hours? 

Were you invited to any meetings about your education? Were you offered any 
alternative learning experiences?  

Do you think your views were taken into consideration or listened to? Do you think being 
a girl made any difference to the way that you were treated? If so, why do you think this 
was? 

Were you offered a councillor or specialist project? 

Q5. D. Were you attending an alternative educational project before you were involved in 
CSE? Can you explain why that was? 

Can you tell me a bit about your alternative educational project? How many hours a 
week is was for? Do you like it?  

Was being in alternative education a contributing factor in you getting involved in CSE or 
did it help you keep safe?   

Do you think that there are enough choices of things for girls to do at alternative projects 
like yours? Do you think it helps girls get good jobs or college courses?  

Do you think that the staff took enough notice of the girls? 

Was it a safe place for girls? 

 Do you think your alternative project gave you opportunity to make the choices that you 
wanted about your future?  
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If you were given an alternative placement following involvement in CSE, why do you 
think that was? 

Were you invited to any meetings about your education and placement? Were you 
offered any choices? Do you think your views were taken into consideration or listened 
to? Do you think that being a girl made any difference to the way people treated you? 

Were you offered a councillor or specialist project? 

Q5. E. Did you drop out of school before you were involved in CSE or afterwards? 

Do you think being out of school made life riskier for you? Did it contribute to you being 
involved in CSE? 

Can you explain to me the reasons that you gave up going to school? 
 
Can you tell me about people who tried to keep you involved in learning? What do think 
of the effort that they made? Do you think that they understood why you stopped going to 
school? 

Did they offer you any alternatives? Did you try them? What did you think about them? 

Were you offered a councillor or specialist project? 

Were you invited to any meetings about your education? Do you think that your views 
were listened to? Do you think people reacted differently to you because you are a girl? 
If so, why do you think this was? 

What would have made you want to go to school? 

Q6. Did you go to college or have an apprenticeship? 

Were you satisfied with your post 16 education/training? 

As a young woman, do you feel that you have been given enough choices about 
education post 16? 

 Q7. Have you got a job? If not can you tell me what you think your chances of working 
are? 

Q8. Can you tell me about your housing situation? 

Q9. Can you tell me if you have enough money to get by, and where you get your money 
from? 

Q6. Did your school teach its pupils about CSE? Can you tell me what this was like? 

Q7. Only for young people who are pregnant or have had a baby. 

What impact has having a baby, or being a young Mum had on your education, training 
or work opportunities? 

Do you feel that your needs (and your child’s) are being met adequately so that you can 
have ambitions? 

What are your hopes for the future?  

Q8. Did your case go to court?  Did the trial have any impact on your education (taking 
time off) or training or work? 
 
Q9. (If applicable) Was your school/is your college, helpful in letting you see a support 
worker? 
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Q10. Were you able to talk to anyone in school about CSE? Do you mind telling me a bit 
about this person and how they reacted to what you told them (you do not have to tell me 
what you told them)? 
 
Did they help you? How? 
 
If they did not help you, do you understand why? 

How did this make you feel? 

Q11. Did you have a best friend, or friendship circle at school who knew what was 
happening to you? 

Was this helpful to you? 

Was school aware of this/these friends? 

Was school supportive of your friend/friends? 

Q12. Did you ever feel blamed for what was happening to you in the way school staff 
spoke to you or in meetings about you? Do you mind explaining how this made you feel? 

Q13. Please tell me what you think schools should do to help girls who are at risk of or 
involved in CSE? 

This could be teaching you about it, helping you through the tough times or keeping you 
in touch with learning and helping you catch up if you are out of school for any time, or 
anything else that you might want to say about school? 

Q14. Please tell me what you think about the questions that I have asked you? 
What do you think about people doing research about CSE and schools? 

 

 

Do you want to see how I write up your contribution? How shall I get it to you? 
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8. A Questionnaire for Key Worker participants 

 

Questionnaire for Key Workers in Voluntary Sector CSE Services 

Educational Outcomes of Young Women Who Have Experienced Child Sexual 
Exploitation During Their Secondary School Education. 

Section 1: Context 

Q1. Please tell me the name you wish to be known by and your age. 

Q2. How long have you been a CSE case worker in the voluntary sector? 

Q3. Will you please tell me about your qualifications or relevant experience that you 
have? 
       Can you tell me about your current role and your experience of working with CSE? 

Section 2: Multi-agency working 

Q4. Do you think that schools send enough representatives to meetings about sexually 
exploited girls (C in N, S.47, panels and reviews etc.)? 

Q5. Do you think that enough importance is placed on sexually exploited girls contact 
with education? 

Q6. Are you able to recall how often you have been aware of education being part of a 
sexually exploited girls care plan written by external agencies (Social Care, Lac etc).   

Section 3: Schools 

Q7. In your experience, how much do you think schools and teaching staff are aware of 
what happens to girls outside of school? 

Q8. To your knowledge, do schools that you have had contact with have a strategy to 
deal with female pupils who are involved in/at risk of CSE? 

Q9. To your knowledge, do schools that you are involved with teach pupils about CSE, 
or have outside agencies, drama groups etc. involved in school? Are you aware of any 
outstanding practice? 

Q10. Would you like to tell me in your own opinion, how well the educations of girls 
involved in CSE are managed, do you have good examples that have made a difference 
to individuals? Especially how PRU’s work for girls; Any other examples of alternative 
education that has helped? 

Section 4 Own & Organisational practice 

Q11. Can you tell me of any times when you feel that you have made an intervention to 
help a girl at risk of or experiencing in CSE engage with education?   

Q12. Is there anything that your own agency or anyone else could have done to better 
help you and your service user?  
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Q13. Are you aware of any alternative educational or work experience placements 
beneficial to girls and young women who have been at risk of CSE? 

Q14. Can you give me any examples of when your service users have achieved or 
exceeded their own goals in education, work or training and what do you think was 
helpful? 

Q14. What do you think would make a difference to education, work or training for 13 to 
26 year old young women who have been at risk of, or experienced, sexual exploitation? 
Do you think that the loss of ESA has made a difference, would it help if young people 
could rely upon financial support?  

Q15. Is there anything else that you would like to add. 

 

Thank you for taking part today 

 

 

 

END 
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