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Section 1. Introduction and Context  

 
The Skills Strategy adopted in 2003 focused on those people with low or no 

qualifications. The strategy recognised market failure at Level 2 and 

accepted the need to invest public funding to address this by offering 
learners an entitlement to free education to gain a first full Level 2 

qualification. First full Level 2 is defined as five GCSEs grades A* to C (or 

equivalent). Following regional pilots and its update to the strategy in March 
2005, government committed to providing help for adults to achieve a wider 

platform of skills for employability, with free tuition, through national roll 

out of the new Level 2 entitlement from 2006/071. 
 

LSC and QCA are committed to the development of coherent provision 

below Level 2; referred to as the Foundation Learning Tier (FLT). The FLT 

aims to include the establishment of an inclusive curriculum offer at Entry 
and Level 1 for learners of all ages from 14 years upwards. It will be 

supported by units and qualifications at Entry Level and Level 1 in the 
Framework for Achievement (FfA), which is currently under development 
and which in time will replace the National Qualifications Framework (NQF). 

The FLT will therefore play a major role in the strategy to progress more 
people to achievement of Level 2. 

 

This whole Level 2 strand of the skills strategy is closely aligned with 
qualifications reform through the introduction of the FfA. Future 

implementation of the strategy will also be informed by the review being 
undertaken by Lord Leitch of long term skill and learning needs which is due 

to report in full in spring 2006. 
 
This study examines the failure of the market to progress more adults to 

Level 2 qualifications. There are initiatives underway that may well address 
some of these causes of market failure. Train to Gain has been designed to 
encourage providers and employers to design and deliver provision for 

employees which overcomes the barriers (and failure) we describe in this 
report. There are also parallel research projects under way and 

developments which are intended to address some of the issues we have 

outlined. We expect that our research and analysis complements and 

informs parallel research, and is of assistance in the development of Train 
to Gain. 
 

Characterising First Steps (a parallel Credit Works research project for LSC) 
aims to clarify understanding of First Steps Learning, characterising 

successful First Steps Learning in practice, and to address the issue of 
recognition of First Steps achievement in the FfA, including the relationship 
(in terms of progression) between such achievements and qualifications in 

the FfA. 

 

 
 

 

                                       
1 DfES. Skills: Getting on in business, getting on at work. DfES March 2005  
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Aim 

 

In order to achieve the ambitious aims of the Skills Strategy, the failure of 
the market to successfully progress more adults to achieve Level 2 

qualifications must be addressed. This project has studied that market 
failure and the barriers in the system which need to be overcome in order to 
support achievement for more adults to Level 2. The study and this report 

focus on the Foundation Learning Tier, and in particular on curriculum and 
qualifications. In this report, ‘progression’ throughout refers to the 

aspiration of the FLT to assist progression towards achievement at Level 2 

and above.   
 

Outcomes 

 

This report details the blocks to achievement and progression to Level 2 for 
adults, and offers guidance to LSC on a way forward for implementing 

reform of curriculum and qualifications in the FLT to address these 

blockages.  
 

What providers are able to offer is limited by the coverage and constraints 

of existing qualifications, and we have suggested ways of using the FfA to 

improve that offer to learners. Other specific issues explored in the report 
include: 

 

• What role does or can initial assessment of learners’ needs and 
existing skills and ongoing review of progress play? 

• The place of key and basic skills in FLT  
• Entry Level   and progression from this level 
• Teaching and learning strategies 

• Personalised learning and learner referenced achievement 
• Assessment  

• Accreditation, recognition of achievement and progression 

• Guidance and support 
 

We expect that the report will support the LSC’s plans for the FLT and FfA 

reforms, and the roll out of the Level 2 entitlement from 2006. We believe 

our research can be a positive influence on how the FfA might be used to 
get the kind of provision needed for adults and young people without Level 
2 qualifications. 
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Section 2. Methodology 
 
The methodology use for this study included: 

 
• Desk research of relevant published and unpublished literature, 

reports and data 

• Interviews with stakeholders and experts 
• Field visits, including interviews and discussion with practitioners and 

learners to develop case studies  
• Critical analysis 

 

Desk research included review of relevant LSC and DfES internal and 
external reports, relevant QCA reports which reviewed current provision 

below Level 2, and other relevant research reports and evidence on blocks 
to adult achievement.  Further investigation of research and review material 
was conducted through interviews with key stakeholders for adult learning 

in a range of contexts. Learner support and progression issues in successful 
practice were identified to illustrate key points in the report. These are 

written up as case studies in Appendix 1.  

 
The background paper and question prompts used for all interviews and 

discussions can be found in Appendix 2. Key issues and questions were 

identified through interview and discussion with providers and other 

stakeholders in telephone and face to face interviews. 
 

The project has also examined whether and how far the findings and 

recommendations of the research reports on “The Implementation of Credit 
in E2E” 2and “Key Issues in Including Learner-Referenced Achievements 

Within the FfA”.3were applicable to adult learning and progression at these 

levels. 

 
The project paid attention to and investigated data available from, for 

example, QCA reviews of provision at Entry and Level 1, the Segmentation 

Model, the KPMG study of ‘Other Provision’ and the outcomes of the LLDD 
review. Credit Works consulted on and tested recommendations with those 

LSC staff with a remit particularly relevant to provision below Level 2 and 
those staff in LSC and DfES whose remit related to the Level 2 Entitlement. 
 

 
 

 

 
 

 

 

 
 
 

                                       
2 LSC. Lillis F, Stott C, Action Research Project: The implementation of credit in E2E. LSC 2005 
3 LSC. Research to Identify the Key Issues in Including Learner-Referenced Achievements Within the 
Framework For Achievement. LSC 2005 
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Section 3.  Recommendations 
 
This study has identified significant barriers which prevent many adults from 

progressing to level 2 qualifications and achieving a platform for 
employability and further progression. Many of the barriers represent a 
failure of the system overall to respond adequately to the various needs of 

adults without level 2 qualifications.   
 

The themes which emerged in this study are consistent with those identified 
in our study of E2E4.  However there are distinctive differences in detail 

between the meaning and implications of these themes for adults and for 

young people. We have summarised these differences and highlighted the 
implications for the design of the FLT for adults in relevant sections of the 

Report.  
 
In order to ensure that market failure is addressed and these 

barriers are tackled it is important for LSC and QCA to take account 
of the following in designing the FLT: 

 

New qualifications 
 

• New qualifications and provision can not be built on extending what is 
currently available. Existing qualifications have not been developed with 

the needs of priority adults in mind. A systematic and wholesale 

review of qualifications and units at FLT levels is needed and this 

should be informed by market intelligence. New qualifications 
should be developed collaboratively wherever possible in order 

to improve opportunities for credit transfer, and to remove 

structural barriers and differences between awarding bodies. 
 

Personal and social development 
 

• A shared understanding of the purpose and value of PSD and 

vocational/subject learning and achievement is needed before the 
content and structure of FLT qualifications is specified. The shared 

understanding of PSD should be developed through practice 

beginning with the FfA trials, where principles can be tested and 

evaluated. If the content of qualifications in these areas is over-
specified it will be more difficult for providers to integrate different 

strands into a coherent and personalised programme matched to 

learners’ needs. 
  

• PSD learning for adults in the FLT should focus on its value and 
purpose for progression, and should be integrated within a 
coherent programme designed to address individual needs. We 

believe that the critical value and purpose of PSD for adults in 
the FLT will centre on developing learner autonomy to support 

progression, and on trying to unblock personal obstacles to 

progression for individuals. PSD learning for adults is likely to be 

different from what is needed for young people in the FLT. 

                                       
4 Ibid 
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Vocational and subject learning 
 
• A clear analysis of purpose is needed for vocational and subject 

learning at FLT levels.  

o For subject learning this purpose must be clearly focused 
on progression, and this purpose should be reflected in the 

design, content, and structures of the FLT for adults in this 
area.  

o For vocational learning the purpose needs to focus on 

progression also, and where relevant, on starting points for 
employment or particular occupations. 

 

• All SQSs should include a progression strategy for each sub-
sector for workers in employment with no qualifications at Level 

2 or above. We would suggest that the FLT is used to encourage and 

support SQSs which:  

 
o Develop and recognise occupational skills at Level 1 where the 

Sector or sub-sector has identified a genuine demand.  
 
o Where is there is no identified sector demand for such 

occupational skills, the FLT be used to develop generic skills for 

employability among adults in work where the threshold 
requirement for occupational skills is at Level 2 or above – to 

provide them with skills which improve their employability (and 

retention and performance) and stimulate interest in learning 

occupational skills at higher levels which the sector needs. 
 

o Embed the development of language skills in the FLT for 

immigrant workers developing (or improving) functional skills at 
higher levels, or who have occupational skills and lack the 

necessary language skills for employability. These language skills 
are likely to be within FLT. 

 

Skills for Life 
 

• At all levels of the FLT, structures and assessment arrangements 
of Skills for Life learning and qualifications should support 

integration and recognition.  

• Credit based qualifications for key and basic skills should be 
introduced which will support progression and incremental 

achievement towards full SfL qualifications, and allow more 

responsive ways of integrating, developing and recognising SfL 

with PSD and vocational/subject learning in a variety of practical 
contexts.  

 

Market intelligence 
 

• Improved market intelligence should be used to inform 
qualifications development, national policy, sector strategies, 

and local strategies for development and delivery of the FLT.   
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• Strategies should identify different segments of the adult 

population without level 2 qualifications and differentiate the 

means necessary to support their progression. 
 

Structure of qualifications 
 

• The structure of qualifications in the FLT should be explicitly 
designed to enable learning to match individual needs and to 
actively promote progression. This means that wherever possible 

qualification structures should recognise spiky profiles of achievement, 
should interlock at successive levels, and should offer flexible rules of 

combination and flexible assessment practice for whole qualification 

achievement. 
 

Progression 
 

• Progression should be the core purpose of the FLT. This should be 

reflected in guidance on planning and organising provision and curricula. 

• Necessary principles and features of implementing the FLT successfully 
will include: 

o A clear analysis of learner needs 

o Clarity of purpose 
o Design to meet that purpose 

o Sophisticated diagnostic assessment with ongoing review 

o Continuity of learner support 
o Monitoring of progress and destinations, with necessary tracking 

systems in place to do this 

o Structures and curricula to support personalised learning and 

progression  
 

Advice and support 
 

• Further research and development should tackle the lack of 

consistent, on-going advice and support, which is a major factor 
contributing to failure of adults to participate and progress. This 

work should examine further the themes of curriculum support, role of 
tutors, other frontline roles, continuity and communication, capacity, and 
costs and funding models. 

 

Partnerships 
 
• Plans for developing and managing provider networks should 

identify partnership arrangements where the FLT is a clear focus 

and priority of work. 
 

Capacity building 
 

• Trialling of the FLT should begin to tackle capacity building 

amongst providers, using action research and partnerships to 

develop understanding and capability alongside testing and 
evaluating new products and approaches. 
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Section 4. Summary of the Key Aspects of Failure of 
Curriculum and Qualifications on Offer at Entry and Level 1  
 

The causes and some of the consequences of market failure of provision 
below Level 2 are explored in subsequent sections of this report. Each 

section is followed by suggested solutions and principles for adoption in 

developing the design of the FLT curriculum and qualifications. This section 

provides a short summary of the key features of the market’s failure to 
support progression to Level 2 for adults. 

 

Barriers to progression for adults without L2 qualifications  
We found that many of the barriers to progression that were identified for 

adults without Level 2 qualifications were consistent in theme with those 
facing young people targeted for (and on) E2E5. However there are 
distinctive differences in detail between what is needed for adults and for 

young people in the FLT. We have throughout, summarised these 
differences and highlighted how the design of the FLT should take account 

of and respond to the needs of adults.     
 

What do we know about adults in the population without L2 

qualifications?  
In Section 5 we outline the characteristics of adult learners without Level 2 

qualifications, whether and how they progress to higher level learning and 
qualifications, and what may motivate such learners to engage in the FLT 
and pursue Level 2 qualifications. We found that such adults are not a 

homogenous group, that they do not necessarily share the same set of 
barriers to engagement in learning but that with one or two exceptions, 

detailed intelligence about such adults does not yet appear to inform 

national policy on adult learning (or local delivery). There is strong evidence 

that while there may be many localised examples of successful provision for 
adults without Level 2  qualifications, very few such adults participate in 

learning at all and among those that do, not many go on to achieve 

qualifications at Level 2. Even when they do, this can take a very long time. 
This has consequences for how policy is formulated to encourage providers 

to recognise and address such diversity. It also highlights the importance of 
better diagnostic assessment and how provision is designed to meet (or 
stimulate) demand. 

 

“Initial guidance and diagnostic testing has been done hitherto by using 
proprietary systems but a home devised system is about to be introduced 
which contextualises the materials entirely around the driver’s job.  
Retention and success rates are reportedly both high.” ARRIVA/TGWU Case 
Study 
 

Current provision at Entry and Level 1 does not appear to have been 
structured for the needs of adults without L2 qualifications  
We have concentrated in this study on outlining the likely causes of market 

failure in the curriculum, qualifications and provision on offer to adults 
without Level 2 qualifications. Much current provision at Entry and Level 1 

                                       
5  2.ibid.  
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does not appear to have been designed with the needs of adults without 

Level 2 qualifications in mind. Where it may have been, there is little 

evidence that such provision supports progression to the next level. There is 
little articulation between levels of qualifications and provision offered at 

Entry and Level 1. Such levelling of provision inevitably leads to levelling of 
learners; there is little opportunity for a learner (or a provider) to recognise 
achievements at a level above or below the programme and/or qualification 

they are following.  
-Adult learners may well be able to achieve in vocational learning at higher 

levels than they are (initially) capable of achieving in Skills for Life (SfL), for 

example. This is true of learners with learning difficulties and disabilities 
(LDDs), but is also likely to be true of adults who have acquired skills and 

knowledge over time through informal means. There are of course many 

positive examples of excellent provision, though these are mostly anecdotal, 

reliant on local initiatives, individual commitment and serendipity.  
 

Learner support 

Whilst learner support is not a major focus of this study, it is clear that 
there is a lack of consistent, on-going advice and support, which is a major 

factor contributing to failure of adults to participate and progress. The 

experience of E2E for young people illustrates the very serious disadvantage 

and subsequent need for support that many learners on the FLT will face. 
This is seen as a significant issue for adults at the FLT levels, many of whom 

may lack confidence, knowledge of the system and/or the personal and 

other skills to find information, make demands of the system and navigate 
their way through. Section 8 of the report outlines some of the key themes 

of learner support which require further research and development. 
 
Delivery 

Section 9 of the report looks briefly at issues of delivery of learning. The FLT 
will be a stage on the journey through which most learners will pass, yet a 

lack of coherent pathways was cited by nearly all interviewees for this 

research as a block to progression. Whilst good practice exists there is in 
general a failure to clearly and systematically map potential destinations 

and routes for adult learners, which then inform all aspects of organisation 

and delivery and shape the content, outcomes, structure, and the support 

that learners experience. Comprehensive and effective partnerships to 
support curriculum development and delivery and learner progression are 
not consistently in place. Strategies to build capacity amongst providers 

working with adults at FLT levels are not generally established. 
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Section 5.  
What are the Characteristics of Adults Without Level 2 

Qualifications? 

 

Summary 
 

What do we know about adults without Level 2 qualifications? The 
Government has set a current PSA target of 3.6 million more economically 
active adults with a Level 2 or higher qualification by 2010 (with an interim 

target of 1 million by 2006). How much do we know about their social and 
economic circumstances and what might motivate or dissuade them from 

engaging in learning and progressing to higher level achievements? This 
section summarises some of what is currently known and suggests that 

design of the FLT should be fully informed by a detailed understanding of 

who these adults are, the circumstances in which they live and their likely 
response to encouragements and inducements to participate and progress 

in learning to Level 2  and above.  
 
We examined a study of the current adult population without Level 2, which 

also modelled probabilities for their future participation and attainment of 
Level 2. We then looked at a segmentation model which predicted the likely 

response of clusters and sub-clusters of adults without Level 2 to learning 

opportunities. Care should be taken in drawing too many conclusions from 
these studies. There is however sufficient consistency in both sets of 

findings to take them seriously; if anything, both studies underline the need 

to gather more detailed intelligence about the characteristics of priority 

learners to inform the design of curriculum and qualifications for the FLT. 
There are specific groups within the adult population already targeted for 

particular support, for example offenders and people with learning 

disabilities and/or difficulties. There are a high proportion of adults without 
Level 2 in these groups. Encouraging participation in training among older 

unemployed/inactive people without Level 2 presents further challenges 

which will have to be addressed, as demographic changes over the next 20 
years increase demands for an upskilled older workforce. We looked at the 

challenges each of these specific groups are likely to place on FLT provision.  

 

Responding to adult needs in the FLT  
Young adults represent the largest concentration of those without Level 2 

but still only represent 7.5% of the total target population for the FLT.  The 
‘Adult cohort’ becomes more disparate and difficult to reach as time passes. 
The chance of priority adult learners achieving and progressing diminishes 

over time. Even if the current limited market intelligence is viewed with 
caution, there is no doubt that the pattern of engagement and progression 

…given how difficult it is for young people in the NEET group to achieve 
soon after completing schooling – adults who did not succeed at school 
are all the more hard to reach.  
 
“We have failed to adequately target provision to each ‘cohort’ [within 
the ‘adult group]. 
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among priority learners shows that the FLT will need to offer a variety of 

‘ways in’ for those adult learners whose belief in the benefits of learning and 

achievement diminishes with age.  
 

Patterns of participation and progression  
Firstly however, what do we know about adults without Level 2 and how 
they currently progress (or do not) through education? Information from the 

Labour Force Survey in 2003 suggests: 
 

• ”Poor levels of participation among those with no qualifications (3%)  
• Better participation (10%)  but poor  progression among those with 

below L2 qualifications 
• However, individuals with qualifications below level 2 are more likely 

to be participating in learning than those with no qualifications.” 
    
Table 1: Participation in learning by highest prior qualification 

  Not in learning Currently in learning 

No Qualifications 97% 3% 

Below Level 2 90% 10% 

Level 2 89% 11% 

Part level 3 79% 21% 

Level 3 79% 21% 

Level4 84% 16% 

Level5 84% 16% 

Total 87% 13% 
LFS Winter 2003 adults 19-59/64 England only 

 
Half of those with a Level 1 qualification are likely to have done some 

taught learning (in a three-year reference period), compared to only 20% of 
those with no qualifications6. But participation is not enough to secure 

progression to Level 2. The average number of years between attaining a 

qualification below Level 2 and studying for a Level 2 is 14.   
 
Table 3: Time take from studying low level qualification to progressing to a level 2 
Years since 
studying for 
qualification 
below level 2 0-5 6-10 11-15 16-20 21-25 25+ Total 
1st full level 2 
learners 15% 11% 15% 19% 18% 22% 100% 

LFS winter 2003, adults 19-59/64 England only 

 

Participation does not lead to progression for most learners without Level 2. 
Those undertaking below Level 2 qualifications who do continue to learn 

may already have a qualification above Level 2. In one study, most of the 

35% of learndirect learners who took up further learning (at least some of 
which was at a higher level) after their first learndirect course, were already 
qualified to levels 2 or 3.7  

 

                                       
6 NALS 2002 
7 DfES. Tyers and Sinclair, Tracking Learning Outcomes: Evaluation of the Impact of Ufi. DfES Research 
Report 569. September 2004 
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While participation clearly does not lead to progression to higher learning 

and achievement, those that do participate are twice as likely to have a 

qualification below Level 2. This suggests that achievements at Entry and 
Level 1 at least engage adults without Level 2. The real issue is once they 
do participate, why do they not progress to higher levels of learning and 
achievement? With an average of 14 years taken to progress to first full 
Level 2, progression appears almost accidental. Even if some qualifications 

below Level 2  are actually GCSE achievements below the volume of full 
Level 2  equivalence (i.e. 5 GCSEs A*- C), this factor is unlikely to account 

for the very poor rates of progression among older learners returning to 

learn later in life.   
 

We suggest that what is on offer to help people learn, and how they learn 

and are supported towards achievement, has an impact on whether or not 

they progress to higher level learning. Learning and achievement in the FLT 
will need to address the failures identified in this study.  

 

Adult and Community Learning (ACL) has a strong track record on 
participation,  

 

“The sector has always successfully encouraged lifelong learning, and 
has become increasing adept at attracting ‘non-traditional’ learners. 
Grades for equality of opportunity were much stronger than in all other 
types of provision except work-based learning, largely based on strengths 
relating to widening participation.”8 
 

But encouraging participation in learning is not enough 
 
“… there were significant weaknesses that might inhibit progress: 
• Once on a course, some learners found a stagnant curriculum, 
thanks to historical inertia and tutor availability 
• The plethora of ‘first-rung’ courses had unclear progression routes. 
There was not enough higher level provision in areas such as 
ICT for a measurable impact on employability to be made 
• Many of the mechanisms essential for supporting the new breed 
of learners were cumbersome – advice and guidance, initial 
assessment and learning support, for example 
• It is questionable whether some of the part-time tutors, on which 
the sector relies heavily, have the expertise necessary to bring the 
best out of the ‘non-traditional’ learners.” (ibid.) 
 
In Appendix 1 there are case study examples of providers successfully 

reaching priority learners. There are of course many other examples of good 

practice to be found in the extensive literature on participation in non-
formal adult learning in England. But successful approaches are patchy, and 

policy has only recently focused on the detail of who priority learners are, 
and how at a national level information about them should be used to 
influence and shape what is designed and delivered locally. In any case, 

even with detailed market intelligence, what providers are able to offer is 
limited by the coverage and constraints of existing qualifications (see 

                                       
8 ALI. Annual Report of the Chief Inspector, 2004-05 ALI 2005. 
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Section 6.1). We have suggested ways of using the FfA to improve that 

offer to learners in Sections 6.2, and 7. Other key aspects of market failure, 

in particular in Information Advice and Guidance (IAG) and learner support, 
and arrangements for delivery of provision are addressed in Sections 8 and 

9.  
 
Responses to market failure, we suggest, have to be informed by better use 

of existing intelligence about priority learners. More information needs to be 
collected about those who do participate and whether, how and why they 

progress (or do not progress) to Level 2 qualifications or above.      

 
What do we know about adults without L2 qualifications?   

One recent study9 describes adults in the population without Level 2 and 

models the probability of their ‘participation and attainment’ (of Level 2) to 

2010. Key probabilities included: 
 

• Males under 40 have the highest probability of success. 

• Those with the highest probability of achieving Level 2 have a 
higher than average probability of participating at Level 3. 

• There is a greater probability of successfully attaining a full Level 

2 through a vocational route (63%) than an academic route 

(3%).  
• 18-19 year olds are most likely to succeed whilst in full time 

education  

 
Other influential factors included class origins, possession or otherwise of 

some GCSEs below the full Level 2 equivalent, and population movements 
between 2001 and 2010.  
 

Motivation – what motivates learners to participate and achieve to 
L2 and higher qualifications?  

We know that few adults without Level 2 progress to higher level 

achievements. The Frontier study suggests that some groups within the 
target population appear to have a greater or lesser propensity to achieve 

and that the patterns of Level 2 achievement will probably not change 

before 2010. Would a better understanding of what motivates learners 

without Level 2 help in designing and delivering the FLT to specific cohorts 
of adults within the target population? 
 

A market segmentation analysis10 based on the NALS 2002 and other 
research divided adults without Level 2 qualifications into four broad 

clusters (and sub-clusters) as follows: 

 
“Achieved  
Unfulfilled 
Uninterested 
Rejecters” 
 

                                       
9 Frontier Economics. Detailed descriptive statistics from the Prospects model – presentation of findings. 
Frontier Economics 2005.  
10 DfES. The Adult Learner Market Segmentation Model DfES, LSC, Ufi/Learndirect 2004.  
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Each cluster is profiled and the likelihood of their participating in Level 2 

and succeeding is analysed to show how each sub-cluster might respond to 

a Level 2 offer. This segmentation of the adult population without Level 2 is 
a broad aggregation of findings and as such should be used with some 

caution. But it does raise some interesting questions about the implications 
of targeting particular adult groups for the FLT, where resources are likely 
to be best deployed and what kind of provision is most likely to produce 

successful results. For example, reaching Rejecters would have a high cost 
with doubtful returns on progression to Level 2 – this is intuitively what we 

might expect. However investing in provision for Rejecters may arguably 
reduce opportunity costs to society – through learning, achieving and 
becoming economically active, social costs are likely to be reduced. But 

there are other sub-clusters (Uninterested, unconcerned) without Level 2 
who would be difficult to reach as they are less likely to see the value of 

education, ‘do not generally rely on benefits’ and have ‘few regrets about 
their past educational achievements’. This group would be very hard to 

reach unless a ‘major life event caused them to re-consider learning’. Any 

reduction in opportunity costs for this group might be marginal compared 
with adults in the Rejecters cluster.  
 

But other sub-clusters within the Uninterested group are perhaps more 
likely to benefit from FLT and progression to Level 2 and the size of the 
group might make targeted provision cost-effective.  

 

“Their characteristics included: 
 

• ‘Uninterested: unconfident (12.8% of the sub-level 2 population – 
1,294,720 people) 

 

Key facts… 
 
• Uninterested: unconfident: 

o 68% are qualified below level 2, with 61% of these being in 
work 

o 37% in skilled manual and 23% in semi-skilled manual jobs.   
o Often female  
o less likely than others to see the link between learning and 

progression at work 
o unsuccessful experiences of school learning (e.g. truanting), 

likely to lack ambition and confidence.” 
 

 
 Analysis of each sub-cluster could help to inform different strategies for 
using the FLT as a means for reaching those without Level 2 and supporting 

their progress to higher qualifications. Each sub-cluster may require a 

slightly different approach. For example, different levels and types of IAG 

and support are suggested for different sub-clusters:  
 

“‘should respond to strong intervention now… before disillusionment turns 
to negativity towards learning. (Unfulfilled: with potential)” 
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“Are ready for further learning and need little incentive. (achieved: below 
potential)” 
 
There are other forms of intervention that may or not be successful 

according to the Segmentation Model, and a range of factors identified may 
help different sub-clusters to engage in learning and progress to higher 
qualifications, for example: 

  
• Help with fees 

• Time off 

• Employer recognition 
• Classroom/distance/e-learning 

• Help with childcare/transport 

• Signposting 

• Qualification 
• Promotion 

 

However these factors are not significant for all sub-clusters, and are likely 
to have different degrees  of importance for different groups; free tuition 

maybe essential for some, for others it would not make a difference to 

whether they got involved at all. A high level of intervention and persistent 

ongoing support will be needed to engage Rejecters in the FLT, while 
recognition of the value of achievement by an employer may be the 
motivating factor for others. 

 
“There is active support from the Group Managing Director down through 
the Plant Personnel Manager and the Departmental Line Managers.  At a 
recent Presentation Ceremony the Managing Director presented the 
Certificates.  His presence was much appreciated by the employees, and 
even though the rewards are modest (a small value gift) with no pay 
incentives, none the less the Certificates are valued.”  Tulip Ltd. case study 
 

The Segmentation Model should help to assess whether current initiatives 
are on the right track, and should certainly be used as a tool to support 

design of provision and targeting of learners for the FLT. 

 

Specific target groups for attention will appear in all groups and 
clusters identified so far 
 Some specific target groups will present a range of individual needs that 

will have to be addressed if they are to participate and progress. Not all of 
these are directly related to learning. Learners with Learning Difficulties and 

Disabilities (LDDs) access provision across all major funding streams. A key 

recommendation to LSC made in the recent review of provision for Learners 
with LDDs 11 provides an insight the level and type of support that may be 

needed by some people with specific additional needs. 

 

“To help address the current high levels of LSC spend on health/care costs, 
there needs to be a national agreement between appropriate Ministers in 

                                       
11 LSC. Through Inclusion to Excellence: The Report of the Steering Group for the Strategic Review of 
the LSC’s Planning and Funding of Provision for Learners with Learning Difficulties and/or Disabilities 
across the Post-16 Learning and Skills Sector. LSC 2005. 
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appropriate Government departments about funding responsibilities and 
partnership working.” 
 
It may be that management of a person’s impairment in the training setting 

is the obstacle to progression and achievement. 
 
“Amongst people with disabilities, there is some evidence that the types of 
training provided do not focus sufficiently on the impairment, i.e. how to 
manage the condition and the support or adjustment available to facilitate 
access to work. This is unfortunate given that often it is their health 
condition that constitutes their greatest barrier to work. Evidence suggests 
that people with disabilities have skills and are job-ready so, rather than 
needing help to address some skills deficit, instead would be able to work if 
support was available to negotiate adjustments with employers.”12  
 

Among offenders the level of basic skills is very low.  
 

Offenders within groups and segments identified in both studies previously 
examined are more likely to need SfL learning than their counterparts in the 

target population.  

 
There are adults in the target population who will need considerable support 

over time to achieve at Level 2.  An NRDC longitudinal survey of 10,000 

people born in 1970, quoted in the Ali Chief Inspector’s Annual Report 

2004-5 (ibid.) suggests that, 
  

“real disadvantage is concentrated among those whose capabilities are at or 
below Entry level 2…well below the working definition of literacy and 
numeracy quoted in SfL of Level 2….  
There appears to be a case for concentrating …on this relatively small group 
of acutely disadvantaged people offering the potential for a more precisely 
targeted approach” 
 
Unemployed or inactive people are also more likely to be without Level 2 

qualifications,  
 

                                       
12 DWP.  Joseph Rowntree Foundation (May 1998) Disabled People and Employment – New Issues 
for Research and Practice (Quoted in Newton B, Hurstfield J, Miller L, Akroyd K and Gifford J DWP 
Research Report No 291 Training participation by age amongst unemployed and inactive people. DWP 
2005) 
 

Evidence indicates that in the offender population: 
 

• 80% have the literacy skills below the level of an average  11 year 
old 

• 65% have the numeracy skills below the level of an average 11 
year old 

• In London 36% of the offender client group are foreign nationals. 
In Wormwood Scrubs this figure is even higher and normally above 
50%. 



 

  Page 19 of 74 

“people with low qualifications are more likely to be without work than those 
possessing higher qualifications”13. 
 
The DWP report14 signalled a number of barriers to participation and 

progression for unemployed/inactive people, in addition to those identified 
so far, including 
 

• “Lack of confidence in their ability to learn, and an increasing lack of 
training motivation with age.  

• Ill health, and disability 
• The qualifying period for eligibility for training…problematic as 

confidence and motivation are likely to decline as the period of 
worklessness increases.  

• [Lack of] flexibility of provision   
• [poor] transport infrastructure  
• In rural areas, a reluctance to travel outside the local area for either 

work or training.” 
 
Similar barriers were also cited in interviews for this study. Reaching older 

unemployed/inactive workers is likely to become a priority as demography 

changes over the next 20 years.  

 
“The growing number of older workers and diminishing supply of young 
people is likely to challenge concepts of older workers’ redundancy and 
retirement at or before SPA. The retention of older people in the labour 
market may also create greater job competition for young people with low-
level skills, few/no qualifications and little work experience.”15  
 
Given the current reluctance of older workers without Level 2 to participate 

in learning, there will need to be a major shift in the way older adults 
without Level 2 are approached and engaged. From the evidence we have 

examined it is clear that adults without Level 2 become increasing difficult 

to reach as they grow older. Different strategies will be needed for different 
age groups, 

 

“One 18 year old who had left school at 16 with a handful of poor grade 
GCSEs had a clear plan to progress to NVQ Level 3 supervision in the Stock 
Control area where he works. The oldest of the employees spoken to was 
delighted with his attainment and he said that he had received support from 
his colleagues and his family, particularly his sister who works in the plant 
and was also working for her NVQ.”  Tulip Ltd. Case study 2  
 

 
 

 

 

                                       
13 p238, Labour Market Trends, May 2003. 
14 11.ibid 
15 Hasluck C (1998), Employers, Young People and the Unemployed: A Review of the 
Research, Employment Service Research Report No 12, Sheffield: Employment 

Service).  (Quoted in Newton B, Hurstfield J, Miller L, Akroyd K and Gifford J DWP Research Report No 
291 Training participation by age amongst unemployed and inactive people. DWP 2005.) 
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and as,  

 
“…age-segmented government training programmes…no longer be [come] 
viable in light of the forthcoming age discrimination legislation…new 
programmes should be aware of the needs of different age groups.”16 
 

The more we discover about adults without Level 2 the more challenging 

the task of motivating them to participate and engage appears. Our view is 
that improved market intelligence used to inform national policy and local 

strategies for delivery will improve the chances of reaching and supporting 

adult learners to achievement of Level 2. A lack of detailed knowledge about 
the target group, and an underestimation of how much support is needed to 

deal with multiple disadvantage is likely to put a strain on resources and 

capacity.  

 
Unforeseen challenges have faced providers working with young adults on 

E2E. Providers have had to support many young adults facing multiple 

disadvantage.  
 

“The programme is significant in a number of respects, from throwing into 
prominence the very serious disadvantages suffered by some entering the 
programme, including malnourishment and physical underdevelopment, 
through to releasing foundation apprenticeships to fulfil the career-
development role for which they were intended. Given the severity of some 
E2E learners’ problems, the 40 per cent progression rate into a job or a 
work-based or college programme should be regarded with optimism.”  
 
“…On the other hand, that same severity continued to skew the strengths of 
providers towards social support, while improving literacy, numeracy and 
vocational skills was much less consistently robust. As in many programmes 
which bring together all-too-evidently needy learners and sympathetic staff, 
the designed outcome sometimes sank from view.”17 
 
Gathering accurate information about who the adults are without Level 2, as 

well as a detailed understanding of all their needs will be critical to 
understanding what levels and types of support will be required to make the 
FLT a success.   
 
Key Points on characteristics of adults without Level 2 qualifications 

 
There are:  

• Poor levels of participation among those with no qualifications  
• Better participation but poor progression among those with below L2 

qualifications 
• However, individuals with qualifications below level 2 are more likely 

to be participating in learning than those with no qualifications 
 

Participation is not enough to secure progression to Level 2: 

                                       
16 DWP Research Report No 291. Training participation by age amongst unemployed and inactive people. 
DWP 2005. 
17 ALI. Annual Report of the Chief Inspector 2004-05.ALI 2005 
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• The average number of years between attaining a qualification below 
level 2 and studying for a level 2 is 14   

 
Responses to market failure need to be informed by:  

• better use of existing intelligence about priority learners.  
• More information about those who do participate and whether, how 

and why they progress (or do not progress) to L2 qualifications or 
above      

 

Key probabilities for 2010: 

• Males under 40 have the highest probability of success. 
• Those with the highest probability of achieving L2 have a higher than 

average probability of participating at Level 3 
• There is a greater probability of successfully attaining a full level 2 

through a vocational route (63%) than an academic route (3%) 
• 18-19 year olds are most likely to succeed whilst in full time 

education  
 
Demographic changes over the next 20 years will increase demands for an 

upskilled older workforce. 

 

Segmentation Modelling may hep to inform:  
• targeting particular adult groups for the FLT 
• where resources are likely to be best deployed  
• what kind of provision is most likely to produce successful results 

 

Specific target groups have individual needs to be addressed if they are to 
participate and progress. For example: 

• Management of a person’s impairment in the training setting 
may be the main obstacle to progression and achievement 

• Offenders are more likely to need SfL learning than their 
counterparts in the target population  

• Some adults will need long term support to reach L2 
• Adults without L2 become increasing difficult to reach as they 

grow older 
 

Improved market intelligence used to inform national policy and local 
strategies for delivery will improve the chances of reaching and supporting 
adult learners to achievement of Level 2. For example: 

• Use detailed intelligence to improve diagnostic assessment and 
ongoing review of progress 

• Assess a learner’s likelihood of progression and achievement to L2 
through identification of factors that may encourage or impede their 
progress  

• Reflect these factors in design of individual programmes and make 
them the focus in ongoing review 

• Track individual progress and achievement using a unique learner 
number 

• Collate progression and destination information to inform intelligence 
and improve marketing    
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A lack of detailed knowledge about the target group, including 

underestimating how much support is needed to deal with multiple 

disadvantage, is likely to put a strain on resources and capacity.  
 

Gathering accurate information about who the adults are without Level 2, as 
well as a detailed understanding of all their needs will be critical to 
understanding what levels and types of support will be required to make the 

FLT a success. 
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Section 6.1  Market Failure and Barriers in Current Content 
of Curriculum and Qualifications  

 
Summary  

 

In this section we examine the current barriers to progression that may be 

inherent in the content of curriculum and qualifications at Entry and Level 1 
and suggest principles to help address such barriers in the planned trials of 

the FLT. In Section 7 we go on to examine barriers to progression inherent 

in the structure of qualifications and how these impact on the learning 
journey. We also suggest ways of tackling these barriers.    

 

The views expressed in this section are informed by a number of (currently 
unpublished) research reports undertaken for QCA and LSC in the autumn 

of 2005, relating to an examination of existing Entry Level provision18, 

identification of vocational provision at Level 119 and mapping of current 

PSD provision20. All of these reports identified and examined provision 
within and outside the NQF and the first two reports investigated Sector 

Qualification Strategies (SQSs) published autumn 2005, for reference to 

learning and achievement below Level 2.  
 

Earlier research; including the QCA evaluation of Entry Level   
qualifications21, Credit Works’ research for LSC on credit and progression in 
E2E22 and for QCA/LSC on the place of Learner Referenced Achievement in 

the FfA;23 informed and helped to shape suggestions for addressing issues 
of curriculum and qualifications content in the FLT.  

 

From these reports and from interviews with key stakeholders, we have 

identified questions and issues concerning coherence and progression in 
Entry and Level 1 curriculum and qualifications that would need to be 
resolved before, or addressed during the course of, trialling use of units and 

qualifications for FLT in the FfA. The recently published ALI annual report24 
helped to confirm the validity of findings from the literature and interviews 

conducted for this study. 

 
We have outlined the key features of market failure of current provision and 

though it is clear that the causes are not limited to NQF qualifications, there 

are aspects of current qualification design that could and should be 

addressed in trials of the FLT in the FfA.     
 

Market failure of curriculum and qualifications - responding to adult 

needs in the FLT 
We found that a large measure of what is offer below Level 2 is not 

designed for, or taken up by adults without Level 2. It will not be enough to 

                                       
18 QCA internal report 
19 QCA internal report 
20 QCA internal report 
21 QCA. An evaluation of Entry level qualifications A joint project by QCA, ACCAC, CCEA and LSC. QCA 
May 2004 
22 Ibid. 
23 3.ibid. 
24 Ibid. 
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adapt or extend this provision to create an appropriate FLT for adults. Such 

an approach will not serve adults without Level 2.   

 
• Occupationally specific vocational learning below Level 2 has a 

doubtful value for adults wishing to demonstrate competence to 
employers 

 

• Subject based qualifications are mostly designed to recognise 
achievement below or at the lower end of GCSE for 14-16 year olds, 

not for adults. 

 
• Other subject based qualifications in ICT, Modern Foreign Languages 

(MFL), Arts, and Leisure and Hobbies related subjects are not 

regarded as ‘low level’ and are not designed for adults without Level 

2.  
 

• Current PSD learning is amorphous in nature and overlaps with the 

other areas of learning identified for the FLT. Its value and purpose 
for adults without Level 2 and its in relationship with the other areas 

of learning identified for the FLT needs further explanation and 

definition.   

 
Value and purpose of current Entry and Level 1 qualifications    
 

The value and purpose of qualifications (and non-NQF provision) at Entry 
Level   and Level 1, and whether and how the content of this provision 

supports progression, is an issue which emerges in all the current research 
reviewed for this report. We found little more than anecdotal evidence of 
upward progression. Research evidence does suggest that many Entry and 

Level 1 qualifications appear to have little currency beyond the contexts in 
which they are achieved, and that what is available lacks coherence. Some 

Sector Skills Councils (SSCs) have paid some attention to FLT learning and 

achievement (in currently drafted SQSs) but there is no consistent view 
across sectors of the value and purpose of FLT learning. This in part reflects 

the status quo – employers appear not to understand or value learning 

achievements at these levels and while some sectors see value in the 

development of occupational competence at Level 1, others do not. This 
may in part reflect the minimum level of occupational skills needs within 
their sector. There appears to be no consensus on exactly what generic 

skills and knowledge should be developed for employability, though 
employers say transferable employability skills and knowledge are 

important,25  

“…the company already recognised the benefits stemming from a well-
trained and motivated workforce and had a well-structured NVQ system in 
place” ARRIVA/TGWU Case study 3   
 

“In part, this is because the company has been impressed with the total 
service offered by Telford College of Arts and Technology (TCAT); retention 
and achievement rates (virtually 100%) and their belief that the programme 

                                       
25 QCA. Report Identifying The Key Issues In Including Employer-Led Provision Currently Outside The 
NQF Within The Framework For Achievement. QCA 2005 
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helps viability, profitability, lowers staff turnover and positively affects staff 
morale.” Tulip Ltd. Case study 2 
 
Entry and Level 1 qualifications are accredited and treated as separate 

achievement sets, to be separately acquired. No real articulation of 
achievement across levels is reported in any of the reports studied. 
However support is cited for a unit based credit system from SSCs and 

providers to increase the range of possibilities in curriculum and programme 
design for the FLT.  

 

In this study we are interested in identifying barriers to progression to Level 
2 for adults, and addressing those barriers, some of which are inherent in 

the content of the current offer to learners at Entry Level   and Level 1.   

 

Key findings from QCA research into Entry Level provision 2004-5 26 found 
that: 

 

• “There are only a limited number courses and programmes for 
learners in personal and social development which are formally and 
nationally recognised (either LSC funded or recognised in the National 
Qualifications Framework) 

• Vocational courses and qualifications which span a range of focuses 
from employability within a sector context to occupationally specific 
but which do not necessarily have clear purposes or uses 

• The overwhelming majority of learners enrol on the national Adult 
Numeracy and Literacy qualifications – however there are also large 
numbers of learners enrolling on other basic literacy and numeracy 
courses (for example with OCNs) 

• Entry level certificates in National Curriculum subjects – particularly 
core subjects of Mathematics, English, ICT and Science – had a large 
number of entries (nearly 125,000) 

• For learners aged 19+, significantly more courses and programmes 
which are not in the National Qualifications Framework are taken than 
for 16-19 year olds 

• The majority of 14-16 year old learners are undertaking Entry level 
certificates in National Curriculum subjects” 

 
Most of these findings are consistent with those for identified Level 1 
vocational qualifications. Those aged 19+ form the majority of those 

enrolling on Level 1 provision.  
 

The design of new qualifications for the FLT will have to address these flaws 

in the current system. A close scrutiny of what is on offer to learners now 
(in comparison with the proposed curriculum offer for the FLT) does not 

suggest that the FLT can simply be built upon what is currently available, in 

order to meet the needs of those without Level 2  qualifications. We found 

that there were important differences in the targeting and take up of Entry 
and Level 1 provision between young people and (all) adults. The apparent 

success of some Entry and Level 1 qualifications with some groups of 

learners does not necessarily mean that improving access to such 

                                       
26 Ibid. 
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qualifications by a wider group of adults (and or young people) will improve 

coherence and progression for those without Level 2 qualifications. The 

following analysis of what is currently (2004-5) offered at Entry and Level 1 
shows that a cautious approach is needed to ensure that what is designed in 

the future for the FLT is geared to those adults high on the list of 
Government priorities.  
 

Current offer of subject based Entry level and Level 1 qualifications 
 

GCSE alternatives 

The GCSE ‘alternative’ Entry Level qualifications in this category are largely 
used by those aged 14-16. There is little evidence of progression (in the 

same subject) to Level 1. Not all GCSE subjects are covered by Entry Level 

qualifications. Level 1 subject based provision reflects a similar position. 

 
It is hard to say if the absence of a coherent subject based offer at Entry 

Level   deters 19+ learners from take up (and) or whether the study of 

GCSE subjects (and National Curriculum (NC) subject based learning) at 
Entry Level   becomes less relevant or attractive after compulsory schooling 

ends. While it might be possible to ‘fill gaps’ in the NC subject based Entry 

and Level 1 qualification offer there would need to be strong evidence that 

employers would value and recognise such achievements among adults and 
that such an offer would meet adults’ needs. The current offer of subject 

based Entry Level   qualifications are mostly designed to reflect GCSE 

specifications; more work would have to be done to create credit based 
unitised alternatives and there might be obstacles for teachers trying to co-

teach (some) traditional GCSEs alongside Entry/Level 1 (FLT) credit based 
qualifications. These obstacles are not insurmountable but a strong 
rationale for creating credit based Entry Level   NC subject alternatives to 

GCSEs is needed. The evidence of demand for such qualifications for adults 
is simply not visible. The large take up of Entry Level subject based 

alternatives to GSCEs by 14-16 year olds may be driven by other incentives 

(performance indication, for example). Subject based take up by adults of 
Entry and Level 1 qualifications and provision is largely confined to Arts 

related subjects, not necessarily related to the National Curriculum. The 

motivation and impetus for take up of even these subject based 

qualifications is not clear, nor (as we might guess from the conclusions 
arrived at in Section 5) do we have a clear idea of the profile of those adults 
enrolling on them.  
 
Modern Foreign Languages (MFL) and ICT 

 Foundation level learning is not all targeted at those without Level 2 

qualifications. The majority of Foundation Level MFL provision ‘sits outside 
the NQF in the form of short-courses for beginners’, is not regarded as ‘low 
level’ and take-up by those looking for recognition of a short term learning 
goal (and/or providers looking for funding) is significant. The strong take up 

of ICT qualifications by 14-16 year olds is fuelled by the status of ICT as a 
core NC subject. The take up of ICT is high outside the NQF, and among 

those aged 19+, ICT is the dominant provision. Again, pursuing ICT at Entry 

and Level 1 is not seen as ‘low level’ learning. The successful take up of 
these qualifications (and non NQF ICT provision) is not an indicator of 

successful take up among adults with no qualifications at Level 2. In fact we 
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know that in general, the take up of Level 1 qualifications is higher among 

those that already have Level 2 qualifications27 and this group is surely 

more likely to pursue qualifications that are not regarded as ‘low level’.  
Though newer ICT qualifications are intended to reach those without Level 2 

qualifications, there is no evidence yet of their ‘reach’ with the priority 
target population of adults in question here.  
 

Arts related provision 
Related subjects feature in Entry Level Certificates as subject alternatives to 

GSCEs for 14-16s. Overall the take up at Entry Level in arts related subjects 

is low, compared with MFL and ICT. Arts related provision predominates in 
subject based provision at Level 1.  

 

Hobby/leisure/general interest 

The take up of this wide range of provision is greatest among those aged 
19+, but it may be similarly perceived as not being ‘low level’ (like ICT and 

MFL).  

 
Vocational provision  

 

Three types of provision are commonly identified (in QCA quoted studies):  

 
• Introductory provision across employment sectors (e.g. basic food 

hygiene, health and safety and first aid) 
• Preparation for employment (‘work skills’, ‘preparation for 

employment/working life’)  
• Sector specific/occupational preparation (broad areas include 

hospitality and catering, specific occupations – taxi/private hire skills) 
 

An analysis made for QCA of the second and third types suggested a 
different type of categorisation of vocational provision:  

 

a. Context-free, focus on employability/life skills. Can allow 
contextualisation in a range of vocational options across sectors 

b. Employability/life skills within sector context(s). Increased focus on 
skills and knowledge of sector(s) 

c. Skills-based focussed on narrow range or single occupation 
 
From the limited range of category (c) choices available to those aged 19+, 

automotive vehicle maintenance was the most popular. The rationale for the 
development of these skills is unclear. Is it because AVM is popular with 

adult learners? Or is it that qualifications options in category (c) are limited 

and providers take and offer what they can. Skills gained through AVM may 
not lead to work or progression to further training, but they may be valued 

in the peer group and be seen as useful in day to day life.  But is it 

legitimate to offer Entry and Level 1 category (c) qualifications to learners 

when there is little evidence that such qualifications lead to employment in 
these sectors?  

 

                                       
27 Internal DfES report 
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It may be that gaining a ’qualification’ has a certain cache for learners 

without one, and that the achievement of a qualification in itself spurs 

individuals on to progress. There is again however, no systematic collection 
of evidence of progression that demonstrates this is the case. There are 

significant gaps in what is offered in (c) and evidence for demand in any of 
the three categories was expressed in only a minority of those SQSs 
examined in QCA studies.  

 
A simple solution would appear to be the development of provision for 
adults that would fill these gaps. Again, there would have to be evidence 

that such qualifications would lead somewhere for those without them; a 
demonstrable increase in demand from employers for category (c) 

qualifications would legitimise their development. With vocational 

qualifications at higher levels, employers (and employees) are, we know, 

motivated by the benefits of learning skills and acquiring these 
qualifications – a new job, better pay, or a promotion28. How far is this true 

of vocationally specific qualifications at Entry and Level 1? There are other 

factors which affect the motivation of people to take up learning (or not). 
But surely, if some vocational qualifications at these levels are not valued 

by employers this must have some impact on the motivation of learners to 

take them up. If lower level qualifications have poor currency in general, 

those who have no compulsion on them to engage in learning are more 
likely to weigh the relative costs and benefits to themselves and not 

participate.     

 
SQSs and the FLT 

 
QCA studies which analysed 9 SQSs for evidence of a strategy for learning 
in the FLT found that: 

 
• “There is no consistent approach to the categorisation of 

qualifications which makes it difficult to ascertain any needs at Entry 
level   

• The term “entry level” is not used consistently across SQSs - in some 
it means entry to the sector (which can be anything from Entry to 
level 4 or even 5) 

• The level of understanding and knowledge of Entry level is not 
consistent across sector areas 

• The interest in Entry level is not consistent across sector areas - 
some see it as irrelevant and others see it as crucial but only for 
certain occupations which needed low level skills 

• There is insufficient detail currently in some SQSs to ascertain 
whether there are actually any needs for Entry level provision from 
the sector… 

• …No specific reference is made to the 19+ cohort and few identify 
sub-sector qualification demand at Level 1.”   

 
Below Level 2 strategies appear to absent be from most SQSs analysed, and 

it is arguable whether there is a demand for vocationally specific 

qualifications below Level 2 in some, perhaps many, sub-sectors 

                                       
28 Reference to Year 2 ETP evaluation in internal DfES report. 
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represented by SSCs. There is however a strong argument for a progression 

strategy in each sector for workers in employment with no qualifications at 

Level 2  and who might benefit from the development of vocational skills in 
categories (a) and (b) and for whom the acquisition of basic skills (in the 

context of their employment) might be a motivating factor. It is arguable 
that skills in these categories are more transferable than those in category 
(c).  

 
“There are literacy and numeracy requirements at Level 1 that are integral 
to the job, for example, basic cash handling, the filling in of complex time-
sheets and  the ability to read and operate route time-tables. Plus the 
needs, on occasion, to fill in accident reports, read and absorb traffic signs 
(especially temporary and diversion signs) and the importance of SfL 
becomes clear.  For example, the dangers of ‘failing to notice the 
consequences of a diversion’ taking a double-deck bus down a low bridge 
route are too awful to contemplate.’ “ARRIVA/TGWU Case study 3 
 

In addressing barriers to progression to Level 2 any strategy will need to 
focus on the different segments29 of the adult population without Level 2 

qualifications. What is developed for the FLT in vocational learning will need 

to be closely linked to strategies for reaching those different segments of 

the target population.  
 

Personal and Social Development  

 
There is far less PSD provision funded and fewer PSD qualifications available 

compared with the other categories discussed. PSD qualifications, like 
vocational qualifications at Entry and Level 1 address either specific or 
generic skills for PSD,  

 
This provision can be focussed on specific areas of PSD such as 
substance use, financial literacy or interpersonal relationships or are 
titled “life skills” which denotes a broader range of areas covered or 
perhaps a less constrained focus and more flexibility for 
personalisation.30 

 

According to QCA studies, the majority of funded PSD provision is outside 
the NQF and the take up is greatest among those aged 19+. However there 
is also much PSD which is not necessarily funded by the LSC and therefore 

does not figure in the LAD. The NfAYPA report  for QCA, which mapped 
current PSD provision for young people and adults, concentrated on NfAYPA 

members’ offer of PSD through their awards programmes. The report 

develops a taxonomy for PSD based on an analysis of relevant literature 
and categorisation of NfAYPA and other awards. This exercise meant that 

(elements of) programmes developed for a range of target groups and 

purposes were categorised using the taxonomy. The extensive testing of the 

taxonomy using NfAYPA provision produced promising results. The 
implications for adults’ acquisition of PSD in the FLT were also explored, 

though given the limited range of PSD awards on offer, adult PSD was not 

                                       
29 See Section 4 above 
30 Ibid.  
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the main focus of the study. The range of learning and achievement 

categorised under PSD is extensive and appears to overlap in places with 

Basic Skills and Key and Wider Key Skills, both in provision for young 
people and adults.  

 
It is clear is that currently funded PSD qualifications and provision are not 
categorised in the way the report suggests they might be, nor is there a set 

of design principles for PSD (akin to those explored in the report) which are 
applied to funded PSD provision. This is reflected in the uncertainty of the 

status of PSD learning in relation to FLT found in interviews for this study.  

 
Should (or does) the FLT need to contain the very wide range of PSD 

provision mapped in this study? Will a wide range of PSD options deliver a 

coherent PSD and progression for priority learners, and how would this work 

for adults, especially those in work with no Level 2 qualifications? Should 
the approach to all FLT learning encapsulate the intentions of PSD process 
for adults? Should there be PSD units which focus on particular content for 
the FLT? We explore these questions in the next section of this report.       
 

 

The report is however helpful in discussing in detail the provision of PSD 

learning for young people and adults. It distinguishes between the different 
purposes of PSD for adults and young people and across age ranges, and 
between an emphasis on process rather than content in PSD learning. On 
process and content the report quotes the following;  
 

“A basic characteristic of personal and social education is that it is a process 
rather than a content…The learning experience itself is the content of 
personal and social education…They cannot learn about relationships unless 
they experience relationships; they will not appreciate such concepts such 
as ‘kindness’ or ‘empathy’ unless they experience those emotions. The 
starting point… is to engage the young people’s attention and commitment. 
This personal involvement in what is being learnt is crucial to success.”  
McNiff 1985 pp15.” 
 

PSD learning and adults 

This view (of young people, and the process of acquiring Personal and 
Social Education) is consistent with what the NfAYPA found in the literature 
on the benefits of experiencing the process of PSD learning for adults. 
However, while the content of PSD learning for young people will focus on 
the development of appropriate attitudes and social behaviour for young 

people in a transition to adulthood, such content will not always be 

appropriate for adults. The report also goes on to suggests a difference in 
purpose in adult PSD,  

 

“In practice, then, PSD for adults is not just about acquiring fixed 
competencies, but also about change - for example we may not simply have 
to aim for individuals to form attitudes that are appropriate to a diverse 
society (as with children), but also challenge mature, developed attitudes 
of, say, racism or bigotry…. delivery should reflect adult experiences – adult 
relationships, parenthood, life events etc.” 
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Adults are more likely to engage in PSD learning which is relevant and 

needed in their everyday lives, which for example improves their 

relationships with their children, or which offers them a way of escaping 
isolation, or dealing with debt and other consequences of poverty. The value 

and purpose of such PSD learning for adults is clear and the place of this 
kind of PSD learning in supporting progression to Level 2 and above will be 
very important for many priority adult learners. There is no doubt that the 

amorphousness  of PSD and its traditionally uncertain status makes it 
difficult to place it clearly alongside the other areas of learning identified for 

the FLT.  

 
In addition, the relationship between PSD learning in the FLT and LSC’s 

definition of PCDL provision requires clarification. Family and neighbourhood 

learning clearly have community and personal benefit. The fact that the 

organisation and delivery of family learning could be instructive for the 
organisation of ACL suggests that such provision should not just be 

safeguarded. The means of its success in supporting individual progression 

should also be identified and where possible emulated in designing and 
delivering ‘mainstream’ FLT provision in ACL and FE.    

  
“Local education authorities could learn much by looking at the success of 
their own family learning programmes. These programmes were often 
tightly and – crucially – directly managed. They had clear aims for 
community benefit. Some had carefully constructed 
progression routes.”31 
 

We have suggested in Section 6.2 ways of improving the clarity of the 
position of PSD learning in relation to the other identified areas of learning 
for the FLT. Finding the right context for delivering or facilitating PSD 

learning is also very important. 
     

Basic skills 

Neither of the QCA studies cited explores the position of SfL provision at 
Entry and Level 1. In contrast with the other areas of learning proposed for 

the FLT, SfL qualifications conform to national standards are consistent in 

their design and comparable in content across the range offered by 

awarding bodies.   
 
The recent Annual Report of the ALI’s Chief Inspector was however 

unequivocal in its criticism of the lack of effectiveness of SfL provision. 
Besides generally criticising the lack of improvement in SfL over the last 

four years, the report makes specific points which are relevant to this study. 

The first major concern is about support and progression, 
 

“Across all types of provider there has been a failure to address adequately 
two critical weaknesses: poor progression to other programmes or into 
work; and inadequate support for learners with literacy and numeracy 
problems.”  
   

A second is the lack of improvement in assessment and integration of SfL; 

                                       
31 Ibid. ALI Chief Inspector Report 2004-5 
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“There was negligible progress in coming to terms with challenges set in my 
annual report last year, such as improving staffing and assessment 
arrangements and placing learning in a practical context which has 
relevance for the learner.”  
 
And there are examples of strategies that manage to do both successfully, 

 
TCAT have assigned a Programme Manager and two Assessors to this 
company.  The Programme Manager spends approximately one day a week 
in the plant (he has other contracts to manage), and the two Assessors 
spend five days per week between them on site.  There is always someone 
from college available on site.  These TCAT employees can empathise with 
the operatives because they have progressed from that same background  
(in one case an Assessor had spent thirty-three years in the meat 
processing trade before taking his NVQs and Assessor Verifier awards and 
becoming part of the TCAT team). TCAT Case study 1   
 
 The need for staff to have the right skills to make the best use of SfL 

curricula was also noted, 

 

“The core curriculum for adult literacy, potentially useful as background 
material for skilled teachers, can become a straitjacket in the hands of 
those without the creativity and experience to adapt it. The core curricula 
for numeracy and English for speakers of other languages (ESOL), though 
more helpful (and in the case of ESOL, exceptionally helpful), were again 
liable to be followed too rigidly by those without very specific skills in the 
areas concerned.” 
 

Finally a major concern was raised on whether the current SfL offer reaches 
those in most need of basic skills, 

 

“A longitudinal study involving 10,000 people born in 1970 conducted for 
the National Research and Development Centre for adult literacy and 
numeracy (NRDC) has shown that real disadvantage is concentrated among 
those whose capabilities are at or below entry L2.This is well below the 
working definition of literacy and numeracy officially used by Skills for Life, 
of L2, and below the level at which most of those who have benefited from 
the programme so far, are working.”  
 
This latter point is extremely important for those priority learners without 

Level 2 qualifications not able to achieve at Entry Level   3, the current 

minimum level of achievement required to meet the SfL target.  
 

The Chief Inspector is positive about early successes in the development of 

SfL at work, and some case study evidence in this report bears out this 

observation (see the example cited from the ARRIVA/TGWU Case study 3 
(ibid.). In general however the Chief Inspector views SfL provision for 

adults as ‘most disappointing’. Some of these failures are inherent in the SfL 

offer, and some appear to arise from the failure of providers to deliver the 
kind of learning experience needed for successful achievement and 

progression. 
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Key points concerning the market failure and barriers in current 

content of curriculum and qualifications 

 
The current offer at Entry and Level 1  

 In this section we have explored what is on offer for adults at Entry and 
Level 1 that is funded by LSC (within and outside the NQF). Provision for 
adults in all areas except SfL is patchy and ill defined. Above all, much Entry 

and Level 1 provision is not necessarily designed for or targeted at adults 
without Level 2 qualifications. Therefore in creating a seamless FLT offer, 

any temptation to build on current provision to fill apparent gaps in the 

current curriculum offer should be avoided, unless close scrutiny of the 
current offer provides evidence of provision that falls within the proposed 

FLT curriculum, and which successfully reaches priority learners, and which 

demonstrates successful progression. 

 
Skills For Life  

SfL qualifications, on paper, offer comprehensive coverage of literacy and 

numeracy skills required for successful progression to Level 2. The highly 
specific nature of SFL qualification assessment demands may militate 

against successful SfL integration into other areas of learning. Or, most 

providers are still not capable of providing and assessing achievement of 

integrated SfL learning.  
 

Vocational learning 

It is arguable whether there is a demand for vocationally specific 
qualifications below Level 2 in some, perhaps many, sub-sectors 

represented by SSCs. There is however a strong argument for a progression 
strategy in each sector for workers in employment with no qualifications at 
Level 2  and who might benefit from the development of vocational skills in 

(see above) categories (a) and (b) and for whom the acquisition of basic 
skills (in the context of their employment) might be a motivating factor. It 

could be argued that skills in these categories are in any case more 

transferable than those in category (c).    
 

PSD 

The NfAYPA report is very helpful in developing a taxonomy for PSD and 

clarifying understanding of the purpose of PSD. Adult needs for PSD will 
differ in content and purpose from the PSD learning needs of young people 
in the FLT. There are outstanding issues concerning PSD learning which 

apply to all learners in the FLT however. These include; should (or does) the 
FLT need to contain the very wide range of PSD provision mapped in the 

NfAYPA report for QCA? Will a wide range of PSD options deliver a coherent 

PSD (and FLT) and progression for priority learners? Are there PSD priorities 
for adult learners? Are there ways of focusing on the process of PSD 
learning which produces (and recognises) those transferable outcomes most 

useful for learners in their personal and working life? Some aspects of PSD 

will be important for some adults but not for others. Should some content 
driven PSD be used to ‘unblock’ obstacles to progression for priority 

learners? There is a need to be clear about the relationship between PCDL 

provision and PSD learning in the FLT. Will LLSC plans for PCDL focus 
(mainly or exclusively) on neighbourhoods where priority learners live? Can 
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PCDL provision be an important vehicle for reaching and engaging adult 

learners in the FLT and supporting their progression to Level 2?    

    
Coherence   

Finally, there is the issue of coherence.  The current offer below Level 2 is 
composed of provision categorised as described above. The majority of 
current provision is in the more closely specified sub categories within 

vocational, subject, PSD and basic skills learning. The more specific the 
content of qualifications the more difficult it must be for providers to 
develop coherent integrated programmes of learning. It is difficult to see 

how a provider could use such qualifications to put together a coherent 
integrated programme for individual learners. Connecting such disparate 

but closely specified elements must militate against coherence. Assessment 

requirements may also militate against integration; even if a provider 

manages to integrate SfL into a PSD programme on Drugs Awareness, this 
integration may not be replicable in the way such integrated learning is 

assessed. Add to this the difficulty in managing (across the provision on 

offer) different awarding body requirements for registration, assessment 
and quality assurance, and the difficulties faced in developing and offering 

personalised and coherent programmes of learning can appear daunting at 

best and insurmountable at worst.     
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Section 6.2  Overarching principles for FLT curriculum 
design: content and process 
 

Summary 
 

The three main areas of learning proposed for the Foundation Learning Tier 

are described by QCA and LSC as ‘key and basic skills, subject and 
vocational learning and personal development’ and that  ‘ these are [to be] 
supported by a wider variety of units providing choice and diversity’.32  
 
Ensuring the content of the FLT reflects what adult learners need  
These three curriculum areas for the FLT are each examined in turn below 

and design principles suggested. We have sought to address the issues for 
adults in the FLT described in Section 6.1 in suggesting possible ways 
forward.  

 
The central position of basic skills for the FLT needs no explanation or 

question here, though we have raised some questions about the nature of 
basic skills achievements and the relationship of basic skills learning to the 

other elements of FLT in this section.  

 
Evidence from research reports and interviews showed less certainty in 

general about the nature and purpose of PSD and vocational learning for 
adults in the FLT, though there were widely perceived benefits in PSD and 
vocational/subject learning being included in the FLT curriculum. While the 

SfL curriculum benefits from national standards and curricula which are 
used to inform professional development and devise qualifications that are 

intended both to support progression and measure standards of SfL 

achievement in the adult population, there are no national standards for 

PSD or, in many cases, vocational learning at Entry and Level 1. 
 

Proposing a curriculum framework for FLT (compared with the current 

absence of a widely agreed curriculum for adult learning at Entry Level   and 
Level 1) was clearly regarded as useful and important by interviewees. The 

opportunity and need to contextualise the development of SfL learning and 
qualifications in PSD and vocational learning was also cited, as was the need 
for an ‘inclusive’ curriculum to suit the wide variety of learning needs 

among adults without Level 2  qualifications.  

 

Before exploring the relative position of each of the curriculum areas for FLT 
there are two broad questions that emerged in interviews and in our 

reflections on the market failure of current provision. What we go on to 

suggest below is also intended to address these two questions.  
 

Question 1. If the FLT curriculum and qualifications is prescribed 
will it fail to be inclusive? 
There were anxieties among some interviewees, that circumscribing the FLT 

curriculum could lead to prescribed learning content and perhaps also 
prescribed means for recognising achievement and that this might place 

                                       
32 QCA/LSC.  Briefing Paper on FLT. QCA, LSC November 2005 
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constraints on the FLT with consequential ‘exclusion’ of some learners and 

some learning.  

The generally perceived constraints of (NQF) qualifications - their capacity 
to restrict and constrain learning experiences and the tendency for 

qualifications to encourage the reductive equation of learning and 
achievement to ‘bolt-on’ assessment and certification, has been the subject 
of debate before and since the NQF’s inception.  

 
We have, in other Credit Works’ related research for LSC and QCA33 

suggested that with certain provisos, there are ways of formally recognising 
achievement that can be inclusive and responsive to individual learner 
experience. We have used the outcomes of earlier analysis, (in particular 

the key conditions for successful use of credit to support learning and 

achievement) to inform our suggestions for principles for trialling of the FLT 

curriculum and qualification design in the FfA. We suggest that it is possible 
to prescribe parameters for the FLT and deliver and recognise a full range of 

learning and achievements to support progression to Level 2.    

  
Question 2. Is it possible for the FLT to be inclusive but not 

amorphous? 

At the other end of the spectrum of opinion we found a concern that the 

lack of shared understanding of PSD and vocational/subject learning might 
mean that ‘virtually  anything’ could be made to fit into the FLT which could 

perhaps  be exploited to justify, continue and protect good, bad and 

indifferent existing practice and provision. This is a real danger and is bound 
to arise as a consequence of a lack of consensus about the content and 

purpose of PSD and vocational/subject learning for adults at Entry and Level 
1. The lack of a shared understanding of the content and value of these two 
strands of the proposed FLT curriculum – particularly for adults - needs to 

be tackled in trialling units for the FLT in the FfA. A shared understanding of 
the value and purpose of PSD and vocational/subject learning for FLT is we 

suggest, needed first, rather than early over-specification of the content of 

PSD and vocational/subject learning (and achievement) for inclusion in the 
FLT. 

 

We suggest that there are ways of accommodating PSD in the FLT in a way 

which integrates PSD learning and promotes progression. The outcomes of 
the study of PSD Awards conducted by NfAYPA34 are discussed below in this 
context. 

 
The need for clarity about the nature and value of vocational learning in the 

FLT is discussed below in relation to generic skills for employability, as are 

suggested terms for including vocationally specific learning in the FLT.  
These questions were explored in some detail in Credit Works’ research into 

barriers to progression in E2E and we have tested whether the premises 

and suggested proposals for curriculum and qualifications design that 

emerged from that research apply to adults learning in the FLT. 
 

                                       
33 Ibid.  
34 Ibid. 
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The importance of learner referenced experience and achievement (LRA) for 

inculcating learner autonomy, particularly in the FLT, is also explored 

through examination of how the key characteristics of LRA35 apply to the 
FLT.  We also examine the position of subject learning in Entry Level   

qualifications and raise questions about its status and value for adult 
learners in the FLT.  
  

Skills for Life qualifications 
 

The central position of SfL learning and qualifications in government policy 

on adult learning has meant substantial investment in developing national 
standards, curriculum practice and qualifications. SfL now includes ESOL 

and ICT and a strategy to converge key and basic skills. In Credit Works’ 

report on E2E we raised and discussed the effectiveness of SfL curriculum 

and qualifications with a wide range of stakeholders. There was widespread 
support for the introduction of credit based qualifications for key and basic 

skills and support for the use of such units to support progression towards 

achievement of full SfL qualifications, with the following caveats: 
• that forms of assessment must be rigorous and achievements capable 

of comparison over time.  

• That those learners able to progress quickly to a National Test are not 

unintentionally held back by  having to follow a provider’s standard 
pathway of credit based units (whether or not they are actually 

needed)   

 
This option is likely to diminish as LSC focuses down on its priorities in 
2006. However this practice may well be symptomatic of the need to look 

beyond SfL qualifications when trying to engage adult learners and 
recognise their achievements.  

 

  
The introduction of the FfA will impact on the structure of qualifications in 
the FLT (see Section 7) but may impact on what people learn too. Allowing 
providers to offer a choice of starting points for SfL learning and 
incremental achievement may help to engage adults. If setting and reaching 

targets becomes more sophisticated (accepting that working within budgets 

and meeting targets will remain central) then this could encourage 
providers to approach SfL provision more creatively and effectively – 

certainly allow scope for more responsive ways of integrating, developing 

                                       
35 Ibid. 

Enrolling people only on whole qualifications is seen as a barrier and 
often leads to providers offering alternative “Other Provision”. 

It would be interesting to see the impact of fully unitised SfL on targets. 
Currently it’s just the Test that counts but if a learner has achieved the 
reading test only what about the other important wider skills? There are 
risks when funding is tight and the pressure of the targets is so keenly 
felt [so that] we need to think about exactly what the target should 
measure. 
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and recognising SfL into learning in the community and workplace. These 

settings are familiar and perhaps more meaningful some of those adults 

without Level 2 qualifications least likely to engage in learning.  
 

The prescribed nature of assessment for some literacy and numeracy SfL 
qualifications may also militate against SfL integration into PSD learning. 
Given the lack of consensus on the nature of PSD learning it may seem 

premature to seek integration of SfL learning into PSD, though the premise 
should theoretically hold if it does so for vocational learning. 

 

SfL learning may be needed by some adults without recognising their 
achievement,  

 

 
This example illustrates the need to conceptualise the FLT curriculum as a 

whole learning experience rather than simply an array of possible 

achievement sets. It also illustrates the importance of developing more 

sensitive instruments for diagnostic assessment of skills needs if learning is 
to be matched to adults’ particular needs. Units and qualifications are 

central to, but not the only components of what is needed to replace what is 

currently available to adults without Level 2 qualifications.  
 

Some SfL qualifications are already designed to specifications which more 

closely resemble the intentions and ambitions for the FLT. For example, 

ESOL SfL qualifications are designed differently.  

 

 
The three sub-skills, Writing, Reading, and Listening and Speaking can be 

separately recognised, offering potentially greater scope for integration of 

ESOL SfL learning and achievement into the other areas of the FLT.  
So any FLT curriculum and qualification design principle must address the 

widespread views that structural constraints in SfL qualifications are an 
obstacle to achievement and progression for some priority learners 
(examined in Section 7), and current assessment requirements militate 

against SfL being integrated into other areas of FLT learning. 
 

 

 

Some adults may need a small amount of support on literacy and/or 
numeracy but they don’t need whole qualification. They may have a 
GCSE for example but need a little additional help. This help should be 
available through the Additional Learning Support provided as block 
funding for small and short term needs such as this where a qualification 
or even a unit of a qual is not what is needed. 

Progress in ESOL is now unitised which is great but there isn’t the same 
ability to offer other SfL quals in the same way….However because of 
technical data management problems we don’t know yet full impact of 
unitised ESOL qualifications and curriculum. 
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Key points on Skills for Life 

 

• Introduce credit based qualifications for key and basic skills to 
support progression towards achievement of full SfL qualifications. 

Forms of assessment used must be rigorous and achievements 
capable of comparison over time. 

• Providers should offer a choice of starting points for SfL learning and 

incremental achievement within agreed pathways for progression 
through the FLT  

• More sophisticated tools for diagnostic assessment need to be 

developed and applied by providers   
• More sophisticated  target setting (and reaching) could encourage 

providers to approach SfL provision more creatively and effectively – 

allowing scope for more responsive ways of integrating, developing 

and recognising SfL into learning in the community and workplace 
• SfL learning should be integrated into PSD and vocational learning. 

Current obstacles in the assessment regime for SfL qualifications, (or 

PSD or vocational learning) should be removed to secure this 
objective.   

 

Personal and Social Development Learning 

 
We have already noted the paucity of coherent PSD provision for adults in 

Section 6.1, and that the QCA commissioned report on PSD produced a 

helpful analysis and taxonomy of current PSD provision for young people 
and adults. Our suggestions are based on a supposition that there is broad 

support for the NfAYPA taxonomy and description of PSD purpose(s). A brief 
and simplified description of that position is outlined here.  
 

PSD is characterised in the following works quoted here in the NfAYPA 
report36 

 

“Broadfoot (in Inman, Buck & Burke 1998) asks if PSD should be: 
a) an intellectual exercise, involving curriculum coverage of key aspects 

of contemporary personal, social and civic life such as drug-
awareness, parenting, multiculturalism or pollution? Or 

b) the development of personal and social skills? Or 
c) centrally concerned with individual self-knowledge, the development 

of self-esteem and the attitudes required for successful learning and 
successful future citizenship? 

 
This three-pronged approach is echoed by Harris (also in Inman et al), who 
describes a curriculum covering 

a) self- personal development and personal skills 
b) self and others, and  
c) self in the world of work and the wider community 

 
We begin to see a pattern – the Tomlinson report describes the 
development of learners as 

a) reflective and effective individual learners…personally aware 

                                       
36 Ibid. 
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b) social learners…able to learn and achieve in groups 
c) the learner in society and the wider world…aware of the multiple 

communities to which they belong.” 
   
This ‘tripartite’ pattern of PSD, of personal/intrapersonal skills, interpersonal 
skills, and ‘key aspects of contemporary personal, social and civic life’ is 
consistently represented in the literature and used as the basis of the 

taxonomy in the NfAYPA report.  
 

However despite this categorisation, PSD provision can appear to be 

amorphous and almost all inclusive. In categorising current provision into 
the taxonomy described above, there were observable overlaps into key and 

basic skills territory, skills for employability, (see Section 6.1 above 

‘category (a)’ of vocational learning) and subject based learning.  

 
The NfAYPA study is seen as an ‘initial phase’ of work. We were, in making 

suggestions on a way forward, conscious that we might appear here to be 

pre-empting subsequent phases of research. However in examining PSD 
learning, we have focused on our task of identifying design principles for 

curriculum and qualifications and particular needs of adult learners in the 

FLT. The suggestions made concerning PSD relate to the FLT and 

progression to Level 2 for adults without Level 2 qualifications.    
 

We have tested outcomes relating to PSD from prior Credit Works research 

for LSC and QCA. What we have suggested here is consistent with findings 
concerning PSD and progression to Level 2 in E2E. Finally, in a Postscript to 

the report we have raised questions related to PSD that we believe should 
be addressed in further work on PSD for the FLT.    
 

We found in this (and previously conducted) studies, that the extrinsic value 
of PSD was generally accepted (or at least was not challenged) by most 

stakeholders but that there was generally less clarity about its purpose in 

supporting progression. Our suggested way forward is to develop an 
understanding of the purpose of PSD for adults in the FLT through practice, 

testing the principles and taxonomy outlined in the QCA commissioned 

report. We have outlined the difference in purpose of PSD for adults in 

Section 6.1 and would suggest that PSD for adults focuses on two aspects 
of PSD which we consider to be central for adults’ progression to Level 2 
and above. We suggest development and use of a range of PSD units which 

can be shown to: 
 

• support learner autonomy and progression through the FLT 

• help to ‘unblock’ obstacles to progression for individual learners  
 

This approach might be seen to be selective and as such exclude some PSD 

options from the FLT. That is not our task or intention here. In thinking 

about design principles for the FLT, there will be a need to avoid 
unnecessary prescription and maintain coherence, focusing on the value 
and purpose for progression of any PSD learning included in the FLT.  
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Learner autonomy and progression through the FLT 

We have in previous research into Learner Referenced Achievement37 

suggested (and had broad acceptance from a range of stakeholders) that 
becoming an autonomous learner, including ‘knowing what to do when you 
don’t know what to do’, in supportive learning environments which are 
conducive to developing such skills, is fundamental to achievement and 
progression. 

 
“…all people need to be able to develop learner autonomy and a confident 
understanding of how to learn and manage their learning. Nevertheless 
people who have not in their current or past lives developed a sense of 
autonomy as learners, who have not learned how to learn and manage their 
learning, are less likely to have achieved at higher levels in the 
qualifications system…” 
 
“Common aims and characteristics of learner-referenced achievement 
therefore are: 
 

� To promote approaches to teaching and learning which are conducive 
to learner autonomy;  

� To create a learner driven and owned curriculum;  
� To encourage the learner to develop conscious understanding of how 

they are learning as well as what they were learning;  
� Achievements that emanate from a set of personalised goals.  

 
In other words, a conceptual foundation underpinned by particular values, a 
philosophy of how to approach learners, and curriculum, teaching and 
recognising achievements which emanate from the approach and 
experience.”  
 
Such an approach is not subject/content dependent, and a ‘learning to 

learn’ curriculum can use a variety of contexts as vehicles for skills 

development. These might include PSD learning in any categories of the 
PSD taxonomy described. The FLT trials should seek to find out whether 

‘approaches to teaching and learning which are conducive to learner 
autonomy’ are visibly a feature of PSD practitioner practice.  
 
The importance of organising provision to support the development of self-
organised autonomous learners is stressed in priorities for VET reform,  

 
“[the need for] …development of learning-conducive environments in 
training institutions and at the workplace. This entails enhancement and 
implementation of pedagogical approaches which support self-organised 
learning…   
 

[which] … focus on the development of key competences of citizens 
throughout life, for example learning to learn, innovate and develop a spirit 
of enterprise.”38 
  
                                       
37 Ibid. 
38 E.U. Maastricht communiqué on the Future Priorities of Enhanced Cooperation in Vocational Education 
and Training (VET) Review of the Copenhagen Declaration of 30 November 2002.  December 14 2004 
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‘Unblocking’ obstacles to progression for individual learners 

Some types of PSD provision are designed to address personal or intra 

personal obstacles to ‘moving on’ in the learner’s personal life. These might 
be related for example, to personal and family relationships, or managing 

personal behaviour. In Credit Works’ study of E2E39, we found that there 
was support for recognition of skills that emanated from such learning, 
provided it was part of a learning programme agreed with that young 

person and that recognition of achievement through the award of credit 
supported their progression to Level 2 .  

 

Some E2E provision was criticised at the time for over concentrating on 
such PSD at the expense of other strands of the E2E curriculum, because 

this suited the provider; vocational and SfL learning proving too challenging 

a task.  Standard inclusion of such PSD by a provider was not welcomed or 

supported however, as this presupposed what PSD an individual might 
need, and at the same time diverted energy from delivering PSD learning 

and development of other skills that were needed. The purpose of such PSD 
learning must be agreed with the learner, and any credit awarded 
demanded and valued by them.  So there was a cautious support from 

funders, planners and contract managers for such PSD only if it helped to 

unblock personal obstacles to progression in other areas of the curriculum.  

 
This is a cautionary tale for adults learning in the FLT. ACL has been 

criticised recently40 for offering provision which does not lead anywhere – ‘a 

plethora of first rung provision.’  An amorphous PSD curriculum could allow 
providers to continue operating in their own ‘comfort zones’, with priority 

adult learners engaging (ACL’s success) but not progressing (its failure).  
 
There may be personal blocks to progression for adult learners without 

Level 2 qualifications and PSD learning should be available to them if it 
helps to unblock such obstacles and improves their chances of sustaining 

involvement in and through the FLT.  In their own right, such skills and 

knowledge may coincidentally help to develop transferable skills – and this 
could add value to their inclusion in a learner’s programme. 

 

In our case studies of learning below Level 2 in the workplace PSD learning 

to ‘unblock’ obstacles to progression did not feature. However learners did 
progress and achieve at Level 1 and 2 and were supported to do so. There 
may be a value and purpose for PSD learning for adults in the workplace. 

Until there is greater clarity concerning the purpose of PSD learning per se 
for adults however, it is difficult to see how many employers would be 

convinced of its value in relation to their businesses.  

 
We have already suggested in Section 5 above that there is little evidence 

that what is known about the personal, social and economic needs of adults 

without Level 2 qualifications has been applied to the design of provision 

below Level 2. The inclusion of the kind of PSD which might help to unblock 
personal obstacles to progression in the adult FLT curriculum needs to 

                                       
39 Ibid.  
40 Ibid. Ali 2005  



 

  Page 43 of 74 

reflect a better understanding of the social and economic conditions of those 

adults who are a priority target for Level 2, and their learning needs.   

 
Key points on PSD 

 
The suggestions made below are based on a supposition that there is broad 
support for the NfAYPA taxonomy and categorisation and description of PSD 

purpose(s).Despite this categorisation, PSD provision can appear to be 
amorphous and almost all inclusive.  

 

• We found that the extrinsic value of PSD was generally accepted (or 
at least was not challenged) by most stakeholders but that there was 

generally less clarity about its purpose in supporting progression. 

• This position is consistent with previous findings concerning PSD and 

progression to Level 2 in E2E. 
 

There is a need to:  

 
• Focus on the value and purpose for progression in including PSD 

learning in the FLT for adults without Level 2 qualifications.  

• Offer PSD learning within a coherent FLT programme designed to 

address an individual’s learning needs. 
• Develop an understanding of the purpose of PSD for the FLT through 

practice, testing the principles and taxonomy outlined in the NfAYPA 

report, and through development and use of a range of PSD units 
which can be shown to: 

 
o support learner autonomy and progression through the FLT 
o help to ‘unblock’ obstacles to progression for individual 

learners  
 

• Clarify the relationship between PCDL provision and PSD learning in 

the FLT. Will LLSC plans for PCDL focus (mainly or exclusively) on 
neighbourhoods where priority learners live? Use PCDL provision as a 

vehicle for reaching and engaging adult learners in the FLT and 

supporting their progression to Level 2.    

 
Vocational learning 
 

The three types of vocational learning currently on offer, identified in QCA 
studies, show that there are potentially different purposes for vocational 

learning in the FLT.  

 
c. Skills-based focussed on narrow range or single occupation41 

 

A key issue is the value and purpose of such occupational skills 

development at Entry and Level 1. It is unlikely that there will be a 
universal demand for vocationally specific qualifications below Level 2 

across all sectors. In some, perhaps many, sub-sectors represented by 

SSCs, there is likely to be no demand. In other sub-sectors (in parts of 

                                       
41 Ibid. 
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manufacturing and the retail industry)  there may be a demand for low level 

occupational skills and this is reflected perhaps in drafted SQSs reviewed for 

this and other studies we have referred to.  
 

There is no hard evidence that this analysis of demand is reflected in the 
current Entry and Level 1 vocational learning on offer. If there is a demand 
for specific occupational skills in the FLT, such skills should be included in 

the offer. However if the policy imperative is to raise the skill level of the 
whole population to Level 2, then the intention behind the development of 

low level occupational skills in the FLT should be to support progression to 

higher level qualifications.  . A local strategy to encourage employers to 
engage in Train for Gain for example, may mean support for the 
development of low level occupational skills on the way to achievement of 

qualifications at Level 2. Low skilled workers are likely to be unqualified at 

Level 2 and such an approach could support progression.  
 

“… there are no immediate financial inducements to employees – the Levels 
1 and 2 are potentially stepping-stones to higher paid Level 3 Supervisory 
roles….”  Tulip Ltd Case study 2 
 

 Providers will be able to use Train for Gain resources to bargain with 

employers on the benefits of upksilling the workforce.  
 

There is the potential for some FLT achievements to count towards 

qualifications at a higher level (see Section 7). Such achievements may 
assist progression by interlocking with Level 2 qualifications, as well as 

contributing to occupational competence which can be built on at work. The 
acquisition of some viable, occupationally specific vocational skills at Level1, 
2 or even 3, could be a motivator (and provide a context) for SfL 

achievement, maintain the momentum for progression and build towards 
‘full’ achievement.  

 

We suggest that there is broad demand and support for the development of 
vocational learning in the following categories: 

  

a. “Context-free, focus on employability/life skills. Can allow 
contextualisation in a range of vocational options across sectors 

b. Employability/life skills within sector context(s). Increased focus on 
skills and knowledge of sector(s)”42 

 
In an investigation43 of what employers said they wanted from the 

education/qualifications system, employers said, 

 
“Business wants young people who deliver and make a difference, 
with at least numeracy and literacy and the right attitude.”  

 
“Employers recruit an individual person, not primarily a qualification.”      
 

                                       
42 Ibid. 
43 Ibid.  
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“Factors such as interest, enthusiasm, willingness to learn and ability 
to do the job take precedence over qualifications in employers’ 
recruitment criteria.”  

 

“[Employers] want young recruits who can add value to their 
organisation and expect them to be employable in a rapidly changing 
labour market, which means being adaptable and committed to 
learning throughout life.”44 

 

Skills for Business Network (SfBN) perspective on the Foundation 

Learning Tier 
 

As a result of this research project SSDA produced the following statement 

on the FLT.  
 
“The Skills for Business Network acknowledges a need to add value to 
provision at the lower levels of the progression ladder. It is recognised that 
structured learning programmes at Entry Level and Level One can enable 
many learners to develop functional and personal development skills that 
can enhance their opportunities to enter or re-enter the labour market. A 
programme of work that brings greater coherence to learning at these 
levels and enables focussed, developmental progression to Level Two for 
increasing numbers of learners would be welcomed. However, the 
Foundation Learning Tier is a relatively recent initiative and it must be 
recognised that the FLT brand is not widely recognised, particularly by 
bodies whose primary focus is learning and achievement that verifies 
occupational competence through close reference to national occupational 
standards. 
 
The primary driver for individual Sector Skills Councils in influencing the 
educational system and supply side is to secure the skills to meet the 
current and future needs of their sector. SSDA is leading the Sector 
Qualifications Reform Programme and the development of Sector 
Qualifications Strategies, deriving from Sector Skills Agreements. It is 
anticipated that SSCs will give full consideration to learning and 
achievements that support skills development within and across sectors, at 
all relevant levels. As such they are focussed on ‘entry requirements’ for 
sectors and occupational roles which reference the educational levelling 
structure, however this is one frame of reference among a wider range of 
occupational and functional maps and sector specific and career 
frameworks. The Councils may include the consideration of sub-Level Two 
skills in appropriate contexts within their work.  
 
Strong employer support for the development of functional literacy, 
numeracy and ICT skills both in the workplace and as a foundation for 
employability is well established. SSCs may also place particular emphasis 
on the development of English language skills and personal and 
occupational development that supports mobility of labour, including 
enabling migrant and seasonal workers to take a productive place in the UK 

                                       
44
  CBI. The CBI’s Response To Proposals For Reform Of 14-19 Qualifications And The Introduction Of A Diploma 

Framework. CBI 2004 
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workforce. The Skills for Business network would support reform that 
enables the appropriate skills at Entry and Level One to be recognised, 
valued and meaningful to employers.  
 
The development of vocationally related learning in the Foundation Learning 
tier is more cautiously welcomed. It is vital to ensure that this learning is 
informed by National Occupational Standards and it will be increasingly 
important that learning providers are aware of the strategic direction for the 
sector that is emerging through the work of the SSCs to ensure that 
vocationally related learning at the lower levels is meaningful for employers 
and learners. 

Sector Skills Development Agency, February 2006” 
 

There is understandable caution in the SfBN as to whether (and where) 

there is demand for occupational skill development at levels within the FLT. 
However there is a strong argument for all SQSs to include a progression 

strategy for each sub-sector for workers in employment, with no 

qualifications at Level 2 or above and who might benefit from the 
development of  generic skills for employability and for whom the 

acquisition of basic skills (in the context of their employment) might be a 

motivating factor. Skills in these categories are more transferable, are 

universally needed, and less likely to be in the possession of those least 
qualified in the population.     

 

We already know that the profile of adults without Level 2 qualifications 
suggests that the hardest to reach are also likely to be unemployed, and 

lack the experience of work where such generic and transferable skills might 
have been developed.  

  

Key points on Vocational Learning 
 

• Where there is evidence of a demand for specific occupational skills in 

the FLT, such skills should be included in the offer. 
• The intention behind including the development of low level 

occupational skills in the FLT should be to support progression to 

higher level qualifications. 

• Some vocational FLT achievements could count towards 
(occupational) qualifications at a higher level. Such achievements 
may assist progression by interlocking with Level 2 qualifications, as 

well as contributing to occupational competence which can be built on 
at work. 

• All SQSs should include a progression strategy for each sub-sector for 

workers in employment with no qualifications at Level 2 or above. 
 

• We would suggest that the FLT is used to encourage and support 

SQSs which:  

 
o Develop and recognise occupational skills at Level 1 where the 

Sector or sub-sector has identified a genuine demand.  
 

o Where is there is no identified sector demand for such 

occupational skills, the FLT be used to develop generic skills for 
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employability among adults in work where the threshold 

requirement for occupational skills is at Level 2 or above – to 

provide them with skills which improve their employability (and 
retention and performance) and stimulate interest in learning 

occupational skills at higher levels which the sector needs. 
 

o Embed the development of language skills in the FLT for 

immigrant workers developing (or improving) functional skills 
at higher levels, or who have occupational skills and lack the 

necessary language skills for employability. These language 

skills are likely to be within FLT. 
 

Subject learning (including … Arts related and 

Hobby/leisure/general interest provision) 

 
In Section 6.1 above we have examined and raised questions concerning 

the value and purpose of subject based learning in the current offer of Entry 

and Level 1 qualifications. In general terms, there is no identifiable strategy 
underpinning subject based provision for adults at Entry and Level 1. Apart 

from new qualifications in ICT which may well be fit for purpose in 

supporting progression within the FLT, subject based provision is either 

targeted at 14-16 year olds as an alternative to GCSEs, is aimed at people 
with higher level qualifications that do not regard such provision as ‘low 

level’ (MFL, ICT, some arts related and hobby/leisure/interest provision) or 

is offered as ‘tasters’ to encourage participation in learning. The latter 
category will be examined in concurrent Credit Works’ research for LSC, 

‘Characterising First Steps Learning’ to find out if there is evidence that 
such provision supports progression as defined for the FLT.  
 

Key Point on subject learning 
• Currently there is no identifiable progression strategy underpinning 

subject based provision for adults at Entry and Level 1. Subject based 

learning, offered as ‘tasters’ to encourage participation, will be 
examined in concurrent Credit Works’ research for LSC, 

‘Characterising First Steps Learning’ to find out if there is evidence 
that such provision supports progression as defined for the FLT. 

 
Assessment and Unit Design  
 

So far in this section we have concentrated on the market failure of the 
content of curriculum and qualifications in Entry and Level 1 provision and 

what needs to be changed.  Assessment requirements and practice also 

have an impact on how (FLT) provision is organised and delivered and 
experienced, and how units are designed will often impact on assessment.  

 

Pre-determined learning outcomes in a unit do not necessarily mean pre-

determined learning activities or assessments. The introduction of a credit 
system to the FLT will open up a range of choices to providers and learners 

(see Section 7) looking to create and access progression pathways through 

FLT.  
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There are specific issues in assessment practice which are in themselves 

barriers to an inclusive FLT, specifically: 

• How to define a meaningful ‘bottomless’ Entry level 
• A tendency to focus on assessment as learning when tutor/assessors 

are driven by targets or lack understanding of the relationship 
between learning and the purpose of assessment45  

• The need to think about how E learning and assessment could 

contribute to progression and achievement among adults in all areas 
of the FLT      

 

Credit opens up potential for more flexible and fit for purpose 
assessment   

Purposeful curriculum design is needed in framing credit-based units, 

including an integrated, fit for purpose approach to assessment that helps 

generate valid evidence of learner achievement. These approaches can be 
quality assured and can support formal recognition of learners’ 

achievements.   

 
Capacity 

One risk factor is the capacity of the provider network to develop and 

implement learner-referenced approaches. Regulatory and quality systems 

apart, there is always the danger that, without proper development and 
support, staff working with learners will take a set of given learning 

outcomes (a unit or group of units) and regard it as a syllabus to be taught. 

What happens then is that instead of using the units to help learners 
determine their own goals and to negotiate and agree a contract with the 

learner based on these goals, the units drive the curriculum and the 
teaching and learning. 
 

The facility of the FFA to de-couple learning achievements from specific 
courses and/or learning activities gives it the ability to be more flexible and 

responsive, and avoids the necessity to develop new units to recognise what 

are in effect the same achievements gained through different activities or in 
a different context. Ensuring that the users of the framework understand 

this difference will be crucial to avoiding proliferation of units and demand 

for new units where none is required. Guidance for those working with 

learners will be essential to promote this understanding. 
 
It will also be important that awarding bodies are involved in any further 

development and trialling of assessment and QA for the FLT in order that 

they develop their own understanding, skills and capacity, and avoid over-

prescribing assessment methods where this is not necessary.   

 

                                       
45 See - LSRC. Torrance H, et.al. The Impact of Assessment on Achievement and Progress in the 
Learning and Skills Sector. LSRC 2005. – for an extensive discussion of issues in assessment practice, 
especially in relation to criterion referenced assessment. 
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Section 7. Structure of Qualifications: Using the FfA to 
design coherent personalised programmes for the FLT  
 

Structural limitations of the current offer 
The limitations of the current NQF structure are widely acknowledged. QCA 

has described today’s system of vocational qualifications as “a series of 
mini-frameworks that have developed through different sectors or through 
different awarding body conventions”46, and recognised that there is 
“confusion and duplication” in the NQF which creates barriers to access and 

to progression. The same report acknowledged that the failure of the 

system to cater for smaller steps and components of learning, which 
learners can do at their own pace and commit to according to their own 

circumstances and needs, also limits access and progression. 
 
The consequence of these mini-frameworks and differing conventions has 

been the failure to develop a structure whereby qualifications articulate with 
each other, and through which learners can map a clear route for their 

learning journey according to their capabilities, aspirations and situations. 
This failure, alongside the current focus of the NQF on whole qualifications 

at one level, results in an inability to: 

 
• Match learning to particular individual needs  

• Recognise the reality of different levels of achievement by an 
individual (spiky profiles) 

• Accumulate these different achievements in small steps, 

incrementally where this suits the individual 
• Transfer achievements and continue to build on them in order to 

support progression to further learning and achievement, work, and 

whole qualifications. 

 
For adults who often fit learning with other key roles and responsibilities as 

workers, carers, parents etc, these difficulties can be particularly acute and 

cause significant barriers to progression. Tackling these structural flaws in 
the system therefore becomes critical to enabling and promoting 

progression. This is especially true at FLT level where the target population 
will often be reluctant, resistant and/or unconfident learners who will be 
deterred by blocks in the system. 

 

Using the FfA to address these limitations in designing the FLT  

The onset of reform to qualifications and curricula with the new focus on 
flexible ‘personalised’ learning should lead to opportunities to define 

progression more individually, and it will be essential that qualifications in 

the FLT support this principle. FLT learners who choose a particular route 
should not be forced to start again at the beginning if they decide to opt for 

a different route to employment. If they pause they should get recognition 
for what they have achieved, and be able to pick up again where they left 
off when they return, even if this is in a different context. Achievements in 

the FLT (particularly of units) should ‘interlock’ with and be able to count 
towards the next step along the learning journey. This interlocking of 

                                       
46 QCA. A framework for achievement: Making sense of qualifications and learning. QCA 2004 
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achievements should itself open up new progression routes which 

encourage and support providers to design programmes which can promote 

and support learners’ progression. 
 

Personalised learning 
There are two aspects of personalised learning discussed in this report. 
Firstly, ‘personalising’ learning means increasing flexibility in the design and 

composition of qualifications to enable people to pursue routes through the 
FLT according to their abilities and interests. Personalised learning does not 

mean the creation of a plethora of incoherent learning pathways. 

‘Interlocked’ progression and use of ‘rules of combination’ should be used to 
balance personal choice and preference against the need to provide 

coherent, meaningful routes which support progression to higher level 

qualifications and improved employment prospects.  

 
Secondly, personalised learning is also a matter of personalising the 

experience of learning; so that the individual experiences learning and 
achievement in a way which suits their learning styles, promotes personal 
ownership, autonomy and control of the learning (and achievement) 

experience.  See Section 6.2 above, ‘Learner autonomy and progression 
through the FLT’ for more detailed discussion of this aspect of personalised 
learning.  
 

The principles and design features of the FfA have the potential to support 

all the characteristics described above. In order to maximise the potential 
that the FfA brings however it will be essential to use these design features 

to full effect in designing the FLT. Improved communication, marketing, 
resources, and advice and guidance need to be matched by improved 
structures in order that once encouraged back into learning successful 

outcomes and progression for individuals are maximised  
 

“There are…a number of key features and characteristics of the curriculum 
needed to support achievement and progression to Level 2 for the adults 
described earlier.  Firstly, the curriculum has to be appropriate to the needs 
of both the employers and employees.  The college differentiates this nicely 
by drawing the distinction that the qualification is for, and valued by, the 
employee while the skill improvement is valued by the employer.  For the 
employer the investment has to bring about business improvements and 
positively affect the bottom line figure.”  TCAT Case study 1 
 
Spiky profiles of achievement 

It is clear that adults using the FLT will not be a homogenous group. The 

segmentation exercise47 and other research reports suggest there are a 
range of characteristics, abilities and attitudes amongst those without a 

Level 2 qualification. Adults, and indeed all learners in the FLT, have a 

variety of skills and learning needs. They will be able to achieve quickly in 

some areas and will take more time to progress in others. This simple fact 
has implications for initial assessment and on-going review but 

fundamentally the structure of the FLT itself, and the coherent programmes 

of personalised learning within it, needs to be designed to reflect this 

                                       
47 Ibid. 
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reality. Trying to fit learners into whole Level 1 qualifications for example 

may not be fit for purpose. 

 
Similarly obliging learners to move upwards level by level will not reflect the 

reality of their capabilities, potential, or their progress. Nor will it reflect the 
true nature of the demand from employers. A requirement to achieve whole 
qualifications at a level should not itself become the barrier to progression. 

Many adults without full Level 2 qualifications are already in employment. 
Their existing profile of skills can be built on (at work or elsewhere) and 

developed according to individual and employer need, and (especially where 

public funding is deployed) according to the skill needs of the nation and the 
economy. New policy initiatives like Train to Gain mean that learners need 

no longer be lost from the system if they leave college without completing a 

Level 2 qualification. A responsive FfA should provide the structure to 

enable people to complete qualifications flexibly, and incentives to 
employers and individuals can support this.  

 

This may lead learners progressively to “full Level 2” qualification and 
beyond, but the design structure of the system can and should in time 

enable a more sophisticated understanding and application of what full 

qualification entails in different contexts, and the different routes to 

achieving this. In the context of the FLT the profile of achievements that will 
support progression to Level 2 also requires this more sophisticated and 

subtle interpretation of what constitutes progress and success. 

 
Interlocking levels 

It is already possible in the NQF to achieve a VRQ (for example) at a 
particular level which is composed of units at different levels, as long as the 
majority of those units are at the level of the qualification. However, there 

is no obligation on the awarding body to award such units separately or to 
count their achievement towards (another) qualification at a higher level.  

 

Qualification structures for the FLT should take advantage of the 
opportunity offered by the FfA to ‘interlock’ unit achievements between 

qualifications at successive levels. The design features of the FfA explicitly 

enable the inclusion of more than one level of achievement within a 

qualification. The level of a qualification is an indication of its relative 
demand and complexity but it is proposed that this level is determined by, 
“the level of the majority of units for that qualification48” (our emphasis).  
 
This feature, alongside the ability to recognise spiky profiles of 

achievement, also provides the potential for units and credits to interlock 

achievements at different levels and stages of learning. This allows 
progression routes to be more easily identified, and also has the added 

benefit of actively encouraging learners to progress, and helping providers 

to design programmes which will positively support progression.  

 
This is particularly important for design and delivery of the FLT. For 

example being able to count a unit achieved at Entry Level (3) towards a 

Level 1 qualification, or count a Level 1 unit towards a Level 2 qualification 

                                       
48 QCA. A framework for achievement. Stakeholder consultation. QCA 2005 
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would provide a bridge between the different levels and stages of learning. 

A Learner progressing from say Level 1 to Level 2 may bring with them 

some of the credits needed for their Level 2 qualification.  This would 
provide a positive incentive and support their confidence and motivation to 

progress.  
 
This in turn would impact on how providers organise, deliver and guide 

learners through a programme. The potential for progression would be an 
inherent feature of the structure of FLT qualifications offered and would 

encourage learners to review their goals (and raise their own targets) in the 

light of their ongoing progress. The way in which providers organised 
provision would have to change to take account of such interlocking 

qualifications; learners would no longer find themselves ‘levelled’ according 

to which programme they were following.  

 
Of course for certain work roles and therefore certain qualifications there 

will be a need for highly specific, prescribed achievements which will restrict 

flexibility of this kind, although at FLT levels the need for such specific 
prescription is likely to be limited. Nevertheless certain credit achievements 

will be more transferable than others and this should be clearly related to 

the purpose of any qualification (see Section 6.2). However the principle of 

interlock at successive levels ought to be central to the FLT and should be 
applied to designing qualifications and routes through the FLT wherever 

possible. 

 
In the diagram below we have used a model to illustrate (in as simple a way 

as possible) the potential for designing qualifications with interlocking levels 
of unit achievement. ‘Entry level’ is represented as one level in the FLT in 
this model (rather than Entry 1, 2, 3 and pre-Entry) partly to reflect the 

aspiration of a ‘bottomless’ Entry level for the FfA and partly to simplify the 
model for illustration purposes. Interlocking units could be clustered into 

modules or components to suit the curricular objectives of the FLT.  

 

Level 1 unit

Entry Level

unit

Ent ry Level

unit

Level  2 Qualificat ion:

Achievement  = 3 level 2

units plus 1 opt ional unit

Level 2 unit Level 2 unit Level 2 unit
Level 1

opt ional  unit

Level  2

opt ional unit

Level  1 Qualificat ion:

Achievement  = 3 level 1

units plus 1  opt ional

unit

Ent ry Level Qualificat ion:

Achievement  = 3 Ent ry

level units plus 1 opt ional

unit

Level 1 unit

Entry Level

unit

Level 1 unit
Ent ry Level

opt ional  unit

Entry Level

opt ional  unit

Level 1

opt ional  unit

Ent ry Level

opt ional  unit

Level 3

opt ional unit

Level 1

opt ional  unit

Level 2

opt ional  unit

Modelling qualifications with interlocking units

This diagram is for modelling purposes only. E.g. mandatory units could

count towards higher level qualifications. All units are assumed to have

the same credit  values.  
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Rules of combination  

The FfA consultation documents49 explain that, 

 
“All qualifications will be achieved through the accumulation of credits 
through defined rules of combination”.  
 
Which units are combined into qualifications for the FLT is not a matter for 
this study. We have suggested in Section 6.1 and 6.2 that there are a 
number of questions that need to be addressed concerning the nature and 

purpose of the curriculum in the FLT. Rules of combination are applied to 

achievement sets (units) when the relative position and value of different 
areas of learning is agreed and established. Clarity of purpose is therefore 

essential in defining effective rules for combining credit to achieve a 

qualification in the FLT. The degree of openness or prescription permitted in 

these rules will depend primarily on the purpose of the qualification. For 
example a qualification conferring a licence to practise may be tightly 

specified whereas one whose purpose is progression may have more open 

rules permitting a wide degree of choice. The FfA consultation also notes 
that learners may earn credits without seeking to combine them towards 

qualification and providers may offer programmes which lead to 

achievement of credits “rather than whole qualifications”. However all 
credits are intended to contribute towards the achievement of at least one 
qualification.  

 

We were not able to find any evidence of consistent and systematic 
attempts to structure qualifications in a way that allowed learners to build 

and combine learning from different episodes and contexts recognised by 
different awarding bodies. The system is simply not centred on the learner 
in that way. Technically, it would be possible to ensure that units achieved 

in the FLT were accumulated and counted toward a number of different 
awards in the FfA. However the curriculum concept of the FLT suggests that 

the three areas of learning are inter-related and as such learning and 

achievement should be integrated. Is there a tension between credit 
accumulation through achievement of individual units and integrating 

learning and achievement in the FLT?    

 

Inter-related learning and combining units in the FLT. 
 

 
Learning and achievement in the FLT is inter-related and learning and 

achievement could be integrated; i.e. Skills for Life learning and 

achievement integrated with vocational or PSD learning, or PSD skills in 

                                       
49 Ibid. 

“Units which are vocationally based, cover employment and employability 
skills (understanding what work is, what’s expected of employees etc), 
which can be achieved incrementally, which allow differentiated provision 
to enable personalised programmes to be developed, which allow key and 
basic skills to be embedded are all necessary to support achievement and 
progression.” 
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‘getting a job and keeping a job’ integrated into vocational learning and 

achievement.  

 
  

 
 
 

 
 

 

 
 

 

 

 
 

 

 
 

In practice, units in the three areas of learning in the FLT could be designed 

to support integrated learning and achievement and at the same time be 

achieveable (if required) as freestanding units. As long as the purpose and 
value of such integration (or separate acquisition) is clear, rules of 

combination could be employed to allow both approaches. This may be 

important in practice; individual unit achievement may be needed where 
PSD is difficult to integrate into an adult’s learning programme at work for 

example, or where FLT reading skills are simply not needed by the learner.  
 
The important point is to ensure that curriculum and qualification design for 

the FLT allows for integration where it is desirable and practicable and that 
the achievement of individual units is also possible for learners that require 

that option.  

 
There are other important considerations when devising rules of 

combination for the FLT. Some learners (adults at work, for example) would 

find it difficult to achieve a whole qualification through a single learning 

episode.  

 

Other learners may be able to progress quickly to achieve some Level 2 

units after achieving units at Entry 3 and/or Level 1. It will therefore be 

important to avoid creating perverse incentives to achieve a whole 
qualification at (say) Level 1 through funding and target setting 

mechanisms, which would hold back these people and encourage providers 

to set achievement targets below learners’ capabilities. Therefore both 
flexible qualification structures, as described above, and the opportunity to 

progress on the basis of credit achievement are needed. Both need to be 

Inter-related Learning in the FLT

personal

and social development

learning

vocat ional

and subject

learning

Skills

for Life

learning

“…for example adults with low incomes and little time – perhaps with 2 or 
3 part time jobs cant afford the time to get involved in their view and 
don’t have access or the means to access learning [in a useable form]” 
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personalised and supported by initial assessment, on-going review and 

support. 

 
Key points on structure of qualifications in the FLT 

 
• Failure of current qualification structures - The current NQF 

structure fails to cater for smaller steps and components of learning, 
which learners can do at their own pace and commit to according to 

their own circumstances and needs, and this also limits access and 
progression.  

• A further consequence has been the failure to develop a structure 

whereby qualifications articulate with each other, and through which 
learners can map a clear route for their learning journey according to 

their capabilities, aspirations and situations. Tackling these structural 
flaws in the system therefore becomes critical to enabling and 
promoting progression. This is especially true at FLT level where the 

target population will often be reluctant, resistant and/or unconfident 
learners who will be deterred by blocks in the system. 

 

• Spiky profiles of achievement - Adults, and indeed all learners in 
the FLT, have a variety of skills and learning needs. They will be able 

to achieve quickly in some areas and will take more time to progress 

in others. This simple fact has fundamental implications for the 

structure of the FLT itself.  
 

• Interlocking levels - Qualification structures for the FLT should take 

advantage of the opportunity offered by the FfA to ‘interlock’ unit 
achievements qualifications at successive levels. This feature, 
alongside the ability to recognise spiky profiles of achievement, 

provides the potential for units and credits to interlock achievements 

at different levels and stages of learning. This allows progression 
routes to be more easily identified, and also has the added benefit of 

actively encouraging learners to progress, and helping providers to 

design programmes which will positively support progression.  
 

• Rules of combination are applied to achievement sets (units) when 
the relative position and value of different areas of learning is agreed 
and established. Clarity of purpose is therefore essential in defining 

effective rules for combining credit to achieve a qualification in the 
FLT. 

 

• Integrated learning - In practice, units in the three areas of 
learning in the FLT could be designed to support integrated learning 

and achievement and at the same time be achieveable (if required) 

as freestanding units. As long as the purpose and value of such 

integration (or separate acquisition) is clear, rules of combination 
could be employed to allow both approaches. 
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Section 8. Learner Support 
 
This project and report has focused in particular on curriculum and 

qualifications. It was not part of our brief to undertake detailed research 
and analysis on learner support. Nevertheless our research identified clear 
themes relating to learner support for adults and the FLT, which warrant 

more detailed analysis and recommendations. This section highlights and 
summarises these themes. 

 
We are aware that NIACE is currently undertaking research for the DfES to 

identify key issues related to adult learners’ engagement in pre-Level 2 

learning, and how this and the associated support mechanisms can 
contribute to progression to Level 2 and beyond. The NIACE research is due 

to report in spring 2006 and will specifically examine the role of IAG/learner 
support in facilitating progression. We anticipate that the NIACE report will 
complement this one and examine these themes on learner support in more 

depth. 
 

Learner support and adults in the FLT 

Adults do not benefit from a dedicated IAG service such as Connexions for 
young people. There is no unified or standardised mechanism for providing 

guidance, ongoing support and review of progress for adults in place across 

the FE sector, though we found that there was clear support for at least the 

principle of such an approach to be adopted, within resources. Reaching 
adults and engaging them in the FLT, goal-setting and supporting them to 

achievement (and beyond) will be necessary if the FLT is to succeed for 

priority adult learners.  

 

We have already suggested in earlier sections that priority adult learners 
are difficult to reach and once engaged, fail to progress in significant 
numbers. The reasons for this failure (and suggestions for addressing it) are 

detailed in earlier sections. Our research revealed widespread agreement 
that a lack of consistent, on-going advice and support was a major factor 

contributing to the failure of adults to participate and progress. IAG and 

ongoing support for adult learners without Level 2 is patchy, lacks 
continuity and structure and is not linked to individual goals. Where learning 

support was available it was often programme-focussed. For example, 

provision for people with LDDs benefits from additional support. However 

learners with LDDs on programmes not ‘designed’ for them (mainstream 
provision) could not easily call on the same level and type of support.50  

This was regarded in interviews as a significant issue for all adults at the 

                                       
50 See 10 Ibid. 

“…Culturally – the link between learning, qualifications employability and 
progression is not there - ‘qualification’ should be a synonym for 
progression. 
This issue is related to delivery – if experience of education has been 
unsuccessful then there has to be a real incentive for adults to re-
engage, a need for example, for learners to be supported and educated 
in and out of the classroom.” 
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FLT levels, many of whom may lack confidence, knowledge of the system 

and/or the personal and other skills to find information, make demands of 

the system and navigate their way through.  The themes which we believe 
need to be tackled are summarised below. 

 
Outreach Work  
Engagement of priority adult learners in the FLT will need proactive 

strategies to engage and keep them involved. ‘Outreach’ in neighbourhoods, 
through Community Brokerage Schemes, in the workplace with the support 

of Union Learning Representatives, or dedicated FE College staff as featured 

in all of the Case studies cited in this report (though it was not always 
referred to as such). In each context however there was a systematic 

approach to finding out what might motivate adults targeted, and this 

varied – from help with managing a child’s behaviour to the need to develop 

reading skills to complete accident reports. In each case study the 
‘outreach’ on offer focused on learner motivation first and then ongoing 

support for the individual through the learning process. In a parallel study 

for LSC “Characterising First Steps Learning” we examine the place of 
outreach and ongoing support in more detail.    

 

Curriculum Support 
It was felt that information, advice and guidance (IAG) was more effective 
when delivered through curriculum support. This raises questions about 

incorporating the development of effective guidance skills into capacity 

building and training for front-line curriculum staff. This means equipping 
front line workers with some skills in IAG which they can use in their day to 
day work with learners.  A related theme is the need to incorporate 
understanding of how to access and use IAG into initial induction and goal 
setting for adult learners in the FLT.  Building in this understanding (and the 

notion of entitlement to IAG) should begin at the start of the learning 
journey and carry on throughout it, as part of the process of equipping a 

learner to manage their own learning and progress.  

 
Tutors 
Once learners are persuaded to embark on a programme of learning leading 

to a qualification, who is responsible for ensuring their progress is 

monitored? If their learning is interrupted, or they simply stop following a 
programme, who should be responsible for finding out why? Currently many 
adults experience IAG (and ongoing support) as a series of unconnected 

interventions. Creative ways of securing more effective continuity of IAG 
within the budget restraints are needed. If guidance is more effective 

through curriculum support then the role of the tutor in taking responsibility 

for continuity of timely and responsive IAG for adult learners should be 
explored further. 
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Other frontline roles important for guidance and ongoing support 
The contribution, value and relationship of other kinds of frontline support 

worker for those learning in the workplace and/or the community, need to 

be developed and clarified. Union Learning Representatives (ULRs) have 
proved effective in advising and supporting adults in the workplace. 

Opportunities for extending this and similar approaches to other learning 

contexts for adults should be explored further. Possible models to explore 

include: 
o Community Brokers, where community organisations are 

supported to engage priority learners in their own communities, 

identify their needs, provide continuity and progression through 
their learning journey, and where necessary broker and/or 

commission provision (see for example South Yorkshire LSC 
Community Brokerage Pilot). 

o Mentor and Buddy schemes, where peers and/or para-

professionals are trained to provide support. 
o Coaching, which is focused on the person being coached and 

designed to enable them to develop skills, bring about change, 
and cope with transition. 

 

It will be essential that the respective roles and relationship between 
different workers is clarified. 

 
Continuity and communication 
Whatever the model of service the need for ongoing review and support 

right through the FLT and beyond to the next stage needs to be addressed. 
A key support person who can be a single point of contact, and take 

responsibility for this communication and continuity should be identified 

where possible. In many cases this may be a tutor but in other contexts it 
could be other professionals such as a sure start worker, youth worker 

probation or prison officer, properly trained to take on this role. As the 

recent ALI Chief Inspector’s report noted: 

 
“The interdependent roles of coach, mentor and instructor in work-
based programmes need greater definition and greater recognition if 
apparently informal programmes of this kind are to prove reliable in 
improving the supply of workplace skills” 51 
 

The same is likely to apply to other informal learning programmes and 

contexts. Both during the FLT and beyond, a continuum of support 

                                       
51 Ibid. 

“Some adults may need small amount of support on literacy and/or 
numeracy but they don’t need whole qualification. They may have a 
GCSE for example but need a little additional help. This help should be 
available through the Additional Learning Support provided as block 
funding for small and short term needs such as this where a qualification 
or even a unit of a qualification is not what is needed.” 
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embracing tutorial support, good information and curriculum development 

needs to be in place.  

 

 
Such a continuum requires consistent and systematic ongoing review with 
learners where their progress and plans for next steps can be assessed. 

Credit can be a useful tool to support this review by marking and monitoring 
progress towards a destination. If a change of direction is needed it can 

help identify further learning needs and avoid unnecessary repetition and 

duplication of achievements. Planned destinations together with destination 
surveys would provide useful information for managers to monitor success 

in relation to purpose of provision. At the time of writing LSC is in the 

process of commissioning a study of the feasibility of collecting destination 

information about ‘non-completions’ - learners  who do not complete an LSC 
funded  programme on which they were enrolled. Priority learners in the FLT 

might usefully be included in any sample survey conducted in 2006-2007, 

should this be an outcome suggested by the feasibility study. A good 
practice guide developed for LSC to help LLSCs advise providers on 

collecting destination data is to be updated by May 2006. This guide could 
be a useful tool in tracking learners’ progression through the trials of the 
FLT in the FfA.  

 

Capacity 
The training and support needs of all relevant staff to provide effective IAG 
and support need careful analysis and subsequent planning. The 

development and implementation of the FfA and the FLT will place greater 

demands on IAG workers and they need to be supported to deliver on these 
demands.    

 
 

Costs 
For adults there is no common or universal service of IAG and the demands 

placed on existing professionals providing a service is significant. The above 

themes suggest an approach whereby reliance on these professionals is 

broadened and more and different roles and approaches are developed to 
support adults. The costs, funding models, and benefits of taking this 

approach could be explored and evaluated further during trials. 

 
 

 

“Give some thought to how to develop a programme of support 
beyond the FLT and as learners progress to level 2. Curriculum 
development, tutorial support and good information and guidance 
need to be provided as a continuum”. 

A related issue then is the need to ensure that IAG practitioners 
themselves are informed and can respond to this more flexible and 
responsive curriculum. This is a big challenge and we should reflect on 
any lessons learned from the level 2 entitlement in relation to IAG. 
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Section 9. Implications for Delivery 
 

Through our research we have seen that blocks and barriers in the system 
are created by the content and structure of qualifications and curriculum, by 
inadequate and discontinuous advice and support, and perhaps underlying 

these things by an absence of clarity of purpose, and the consequent lack of 
coherence and focus which follows a clear purpose. 

 
Removing these blocks will have significant implications for how learning is 

organised and delivered. It is not within the scope of this report to make 

detailed recommendations on delivery but it is important to signal what the 
key implications will be. These are summarised below. They are predicated 

on an assumption that the other necessary elements; content, structure, 
support - and access issues such as childcare and transport - are 
addressed. 

 
Reaching priority adult learners in the FLT: progression as a core 

purpose  

In planning and organising provision it will be essential that curricula are 
designed with progression as a core purpose. Whilst it is no doubt true that 

achievement at FLT level will be an end destination for some adults, and 

some programmes therefore may be designed with this in mind, that cannot 

be assumed for the majority. The FLT will be a stage on the journey through 
which most will pass, yet a lack of coherent pathways was cited by nearly 

all interviewees for this research as a block to progression. It is essential 

therefore that potential destinations and routes need to be clearly mapped. 
The learner’s destination and route should then inform all aspects of 

organisation and delivery, from entry and induction through to exit and 

handover to the next stage; and it should shape the content, outcomes, 

structure, and the support that learner’s experience.  
 

With this core purpose in mind providers will need to use the structure and 

shape of the FLT to design curricula suitable for different segments of the 
market and different destinations. It will not be sufficient to substitute 

existing qualifications with new ones. The structure of programmes and 
qualifications can be developed and applied in ways which promote 
progression as we have identified in Section 7 of this report. With these 

structures in place (e.g. interlocking levels and spiky profiles) credit can be 
applied to recognise achievements, identify further learning needs, and 

actively promote progression. Particular achievement sets can be identified 

and used to unblock progression for learners facing particular difficulties. It 
will be necessary to manipulate component parts of the FLT to respond to 

specific needs and create personalised pathways which move people 

through. This means that progression planning becomes a key activity 

throughout, and an explicit focus of curriculum planning within and across 
providers; that the resultant pathways are made explicit and clear to 
learners; that diversions and alternative routes can be identified; and that 

progress and next steps are monitored and reviewed with the learner at all 
stages. 
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Partnerships 
It would be difficult for individual providers to deliver a personalised and 

coherent FLT curriculum providing real progression opportunities for a range 
of learners. Partnerships which can support the range of content, learning 
styles, delivery modes and progression opportunities are needed. A range of 

options needs to be available to match the range of needs rather than the 
offer being determined by the provider preferences and capabilities. As one 

interviewee for this research noted; 

 
 

Partnerships, which should include employers, can offer a comprehensive 
range of provision where different providers work to their strengths, with 

the FLT and credit used to help bring coherence. As interviewees in the E2E 

report stated; 
 

“I think we could make better use of credit to mark progress along 
the way for learners and by acknowledging the rich and varied 
provision they can access through our partnership” 

 
“Credit though could really force the hand on joint working. The 
whole notion lends itself beautifully to partnership”52 
 

How partnerships can be developed to support progression to Level 2 may 

need to be addressed in the light of Agenda for Change and any initiatives 
emerging from the Foster Review. Foster called for managed provider 

networks, stating; 

 

“In order to achieve a genuinely user-responsive system, learners, 
and those who employ them, will be best served by a coordinated, 
pluralist network of provision that is flexible, comprehensive and 
transparent. The implication of this is that across a local area a range 
of different providers will need to work together locally, including 
independent providers.”53 

 

Foster distinguishes between managed networks and partnerships, 
describing the latter as “local arrangements for shaping what is provided 
rather than managing it”. Both are important but in the context of this 
report and its remit we are focusing on partnerships. However it will be 
important to ensure that any plans for developing and managing provider 

                                       
52 Ibid. 
53 Sir Andrew Foster. Realising the Potential. DfES November 2005  

Some providers may drop such provision and not engage with FLT if it 
makes too many demands on their capacity. This is true of some smaller 
providers – unable to meet all the demands of FLT but with very good 
specialist skills. There needs to be a means of keeping them in the 
system and at the same time getting new providers involved. There has 
to be a means for stimulating partnership- and collaboration between the 
big FE providers and their specialist counterparts. 
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networks identify partnership arrangements where the FLT is a clear focus 

and priority of their work. This may be an area where the NIACE report for 

DfES54 is able to undertake more detailed analysis and identify specific 
recommendations. 

 
Building Capacity 
It is essential that resources are deployed to build capacity in the system 

and that this is begun sooner rather than later Trialling of the FLT and FfA 
can be a means and starting point for building capacity, using action 

research to develop understanding and capability alongside testing and 

evaluating new products and approaches. Partnerships and networks in 
themselves provide an excellent structure to support capacity building. As 

trialling is expected to begin soon we would suggest that it should 

incorporate such a capacity building approach. 

 
The consequences of introducing the FLT without these capacity building 

measures could militate against real change being implemented.  Again to 

quote the E2E interviews, and equally relevant in the context of adults and 
the FLT; 

 

“I can see how young people can get credit for this and how that can 
help to move them on. The challenge will be to keep it vibrant so that 
it supports what’s good and exciting and doesn’t become something 
you have to plod through so that it becomes a turn off”55 
 

It is important therefore that, alongside the resource and energy devoted to 

developing new products (units and qualifications) for the FLT, energy and 
resource is devoted to key frontline workers and their ability to deliver this 
vibrant and exciting curriculum. Strategies for capacity building should 

ensure that these workers also develop their “credit sense” so that they are 
able to manipulate and deploy credit in the FLT for the benefit of learners 

(see this section, Reaching priority adult learners in the FLT: progression as 
a core purpose, above). 

                                       
54 Ibid. 
55 Ibid. 
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 Postscript on Personal and Social Development Learning 
 
 

Questions concerning PSD in the FLT which require further 
discussion include: 
 

• What volume and proportion of PSD learning should there be to SfL 
and Vocational/subject learning in the FLT? For example, how do we 

know when people have gained a level of interpersonal skill sufficient 
for achievement in the FLT?   

• Is much PSD skills and knowledge a vehicle for early engagement, 

appealing to and engaging the individual but beginning the process of 
developing more important transferable skills and knowledge? 

• Should such PSD learning only be supported and recognised as 
contributing to achievement in the FLT if it contributes to the 
development of transferable achievements which support 

progression?  
• Do providers understand this and actually design PSD curricula for 

this purpose?  

• There is little quantitative evidence that PSD learning reaches adults 
least likely to participate, whom one could argue are the highest 

priority for adult learning. However in order to reach such learners 

providers may need to invest in curriculum and qualifications for FLT 

which carries a risk of failure. Are there ways to limit that risk in 
offering PSD within the FLT?  

• Is the true risk the lack of provider capacity and capability? If the 

requirements for planning and organising FLT were able to be 
manipulated to suit existing provider capacity and capability then the 

FLT may be no more than a relabelling of existing provision.  

• Should the principle be that there should be just enough flexibility in 

the FLT curriculum to allow necessary risks to be taken in the 
interests of learner engagement and progression, but not so much 

flexibility that people who engage in FLT fail to progress? 

 
Note: Credit Works is conducting a concurrent study, ‘Characterising First 
Steps Learning’ for LSC. Some of these questions concerning PSD in FLT 
may be addressed in that study. 
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Appendix 1. Case Studies 
 
 

Case Study 1 
 
Telford College Of Arts & Technology 

(TCAT) 
 

The college was chosen because it had developed close links with a large 
number of employers both in the Telford and Wrekin District and nationally.  

The college has an enviable reputation for being responsive to the 

workplace needs of both employers and employees.  It has won 16 Beacon 
awards, mainly for employer engagement, the highest number awarded to 

any college in the UK. 
 
In order to provide solutions for business needs the college has established 

a Directorate of Commercial Development and Training to offer: 
 

• Training needs analysis 

• Training on employers premises 
• Programmes to develop literacy, numeracy and IT skills of employees 

• Courses for employees who need professional qualifications up to the 

highest level 

 
The college recognised in 1996 that establishing Learning Centres on 

employer premises would be a key to successful collaboration.  Initial 

funding for the Learning Centres was from a scheme called ‘Advantage West 
Midlands’ to pump-prime development.  The college places a Co-coordinator 

in each Centre for a number of days each week to arrange to deliver or 

facilitate the learning. 

 
A wide range of curriculum areas is supported by the college including 

Engineering and Manufacturing, Information Technology and Spectator 

Control. 
 

The college currently employs over fifty specialist staff to deliver the in-
house programmes and it has been a major player in the Employer Training 
Pilot schemes. 

 
The views of the college about which adults fail to achieve and progress to 

Level 2 confirmed what other research has shown.  Although the reasons 

can be easily listed, for the college the key has been the recognition that for 
individual learners those reasons cluster in particular ways.  For example, 

reasons for a lack of engagement in learning among unemployed adults (in 

an area of high employment such as Telford) are connected to low self-

esteem, poor or non-existent prior qualifications and independent living 
often with childcare problems.  These factors, almost inevitably coupled 
with low income, contribute to a lack of personal motivation.  Couple all 

these factors with the daunting prospect of attending a large college (which 
looks like a larger version of the school associated with previous failure) and 

it was clear to the college that something else needed to be done. 
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Many of those in employment are, in the Telford area, employed in low 

value added jobs at operative level, lacking challenge or training 
opportunities.  However for many families in the area with several earners, 

they can between them attain a standard of living that enables them to 
fulfill their lifestyle ambitions.  As a consequence they see little point in 
progressing as individuals. 

 
The college acknowledges that the diagnostic instruments used in the past 

were inappropriate. The application of those instruments resulted in 

unhelpful advice and guidance and some learners attempted Level 2, which 
was beyond them. 

 

In terms of key blocks or gaps in provision and/or qualifications that might 

hinder progress, the college view is that no real gaps exist.  The Framework 
for Achievement (FfA) “could be manna from heaven for adults” providing 

that the bureaucracy for monitoring and tracking achievement does not ‘get 

out of hand’.  The college is also concerned that the costs per module would 
need to be kept in check.  The blockages perceived by the college are 

centered round access and affordability of childcare and lack of flexibility of 

provision on the part of providers.  The college has recognised that locally 

available access in the community is of crucial importance.  It has invested 
heavily to try to ensure that the necessary provision is available through 

local community venues.  The basic idea is to try to build up literacy, 

numeracy skills and confidence as part of very basic Foundation Learning 
Tier (FLT).  The college voiced its real concerns about what would be 

deemed fundable through the LSC beyond 2006/2007.  They believe there 
will be a temptation for some colleges to elect to drop employer 
engagement (seen by some colleges as risky and potentially unviable) to 

concentrate on 16-19 work with traditional part-time FE routes being 
dropped. 

 

There are, the college believes, a number of key features and 
characteristics of the curriculum needed to support achievement and 

progression to Level 2 for the adults described earlier.  Firstly, the 

curriculum has to be appropriate to the needs of both the employers and 

employees.  The college differentiates this nicely by drawing the distinction 
that the qualification is for, and valued by, the employee while the skill 
improvement is valued by the employer.  For the employer the investment 

has to bring about business improvements and positively affect the bottom 
line figure.  The college view is that although for many local firms with low 

skill operative level jobs where the job needs can be fairly easily met, the 

real springboard for progression is Level 2.  The fear of the college is that in 
the Telford area those operative level jobs are the ones that will be 

exported to countries with lower labour costs and that this could happen 

very quickly.  For the unemployed the employability skills required are at a 

very low level indeed; for example, getting to work on time and staying for 
the whole day. 

 

As far as key achievements/learning outcomes which will support adults to 
achieve and progress are concerned, the college views are clear.  The 

learners need to feel that they have learned something new, mastered a 
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new skill and moved on.  Similarly providers need to value small steps of 

achievements and the FfA will help.  Every company has its own ethos and 

culture that the provider staff have to recognise and accommodate (c.f. 
Tulip Ltd, ARRIVA/TGWU and Sure Start case studies).  The college has 

recognised that those adults with low levels of literacy and numeracy do not 
want their ignorance exposed. 
 

Asked whether the implementation of the FfA can support achievement and 
progression, the college view is that it probably can but cautioned that the 

framework is not yet fully understood by provider staff let alone anyone 

outside the system.  However, as indicated earlier, the college can see the 
potential of the framework and believes that it gives a chance for the 

learning to be driven by the learner.  The college also recognises the 

potential Unique Learner Number (ULN) though quite why the NI number 

couldn’t be used was a mystery to the college.  It also recognises that in 
future the marketing effort by providers will need to be much more carefully 

segmented than has hitherto been the case. 

 
Finally, the college has a number of additional concerns.  Whilst not against 

being part of specialist collaborative networks it worries how the new 

concept of contestability will help.  They wonder if it is realistic in the short 

term to look for collaboration where there is currently intense competition.  
They would welcome flexible and responsive provider networks with active 

employer engagement.  They believe that COVES could have provided a 

way forward for provider collaboration except that (in their view) they seem 
to have been granted almost by happenstance. 
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Case Study 2 

 

Tulip Ltd (West Midlands Plant) 
 

Tulip Ltd is one of the companies linked to TCAT. (See case study 1 above). 
This £100m turnover company employs 700 people at its West Midlands 
Plant supplying quality Pork Meat products to large retail outlets.  Although 

turnover is large the Company operates in a highly competitive sector and 
profit margins are quite low. 

 

The Pork Meat industry employs some 8,000 people, mainly operatives, 
nationwide.  The industry has a mixed training record and even within Tulip 

Limited, the West Midlands plant is the only one of the three in the group to 

offer Level 1 and 2 opportunities.  Serious consideration is being given by 

the company to extending the Level 1 and 2 NVQ training opportunities to 
the other two sites.  In part, this is because the company has been 

impressed with the total service offered by Telford College of Arts and 

Technology (TCAT); retention and achievement rates (virtually 100%) and 
their belief that the programme helps viability, profitability, lowers staff 

turnover and positively affects staff morale. 

 

The workforce is about 50:50 male/female and comprises people from 
British White, and Asian Indian origins together with a significant number of 

Central European, mainly Polish workers.  Most foreign workers have 

sufficient English language skills to be able to work safely, follow 
instructions and answer questions with other colleagues acting as 

interpreters where necessary.   
 
TCAT have held the contract with TULIP Ltd for some eighteen months, and 

in that time about 180 operatives have successfully completed NVQs.  The 
most recent batch of 80 achieved Level 1, of which 60 have progressed to 

Level 2.  Involvement in the NVQ programme is not compulsory but peer 

pressure effectively makes it so. 
 

There is active support from the Group Managing Director down through the 

Plant Personnel Manager and the Departmental Line Managers.  At a recent 

Presentation Ceremony the Managing Director presented the Certificates.  
His presence was much appreciated by the employees, and even though the 
rewards are modest (a small value gift) with no pay incentives, none the 

less the Certificates are valued.   
 

The learners spoken to said that they were really pleased to have achieved: 

most had done so after a long gap since leaving school or taking other 
qualifications.  Those spoken to were in the age range 18 to 55.  One 18 

year old who had left school at 16 with a handful of poor grade GCSEs had a 

clear plan to progress to NVQ Level 3 supervision in the Stock Control area 

where he works.  The oldest of the employees spoken to was delighted with 
his attainment and he said that he had received support from his colleagues 

and his family, particularly his sister who works in the plant and was also 

working for her NVQ.  Perhaps because so many of the employees are 
engaged in working for an award there is already a culture that it is a 

‘normal’ thing to do.   



 

  Page 68 of 74 

 

As indicated there are no immediate financial inducements to employees – 

the Levels 1 and 2 are potentially stepping-stones to higher paid Level 3 
Supervisory roles, though clearly not many will wish, or have the 

opportunity, to progress that far.  The progression path is from packer to 
line operative to team leader to supervisor.   
 

In addition to the Level 1 and 2 NVQs, all employees undertake basic Health 
& Safety and Hygiene training, together with a one-day Hazard Analysis and 

Critical Control Points (HACCP) course.  TCAT also undertake a fast-track 

Basic Skills assessment and there is possible support from the college 
‘Bridge Unit’, though this is not really developed.  The opportunities to 

progress from Level 1 to Level 2 are linked to job roles.   

 

TCAT have assigned a Programme Manager and two Assessors to this 
company.  The Programme Manager spends approximately one day a week 

in the plant (he has other contracts to manage), and the two Assessors 

spend five days per week between them on site.  There is always someone 
from college available on site.  These TCAT employees can empathise with 

the operatives because they have progressed from that same background  

(in one case an Assessor had spent thirty-three years in the meat 

processing trade before taking his NVQs and Assessor Verifier awards and 
becoming part of the TCAT team).   

 

There is a regular monthly meeting with the site Personnel Manager and the 
college staff to ensure that progress is maintained.  The expectation is that 

a Level 1 NVQ will be completed in three months and a Level 2 in four 
months.  The company had suffered very high levels of staff turnover prior 
to the introduction of the Level 1 and 2 programmes.  This has fallen to 

acceptable levels – the work is reasonably well paid but the working 
conditions are generally difficult, for example, low temperatures, lots of 

water about, and most jobs are performed standing.  Add in the Wellington 

boots, lab coats, hairnets, gloves, and for many, hard-hats and a picture of 
working conditions begins to emerge.         

 

The company has appreciated being part of the ETP pilot, and worries about 

any change which would add to their costs.  The company sells the 
programme to employees, in part, on the basis that the NVQ qualifications 
are portable and clearly does not wish to lose this advantage by removal of 

the NVQ national brand. 
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Case Study 3 

 

ARRIVA/TGWU 
‘Skills For Life’ Learning Centres 

 
This project was the brainchild of identical twin brothers, one the TGWU 
branch secretary and the other ARRIVA human resources manager, both 

having responsibilities for the same Leicester and District ARRIVA depots in 
their different capacities.  Add in the kind of collaboration between the 

company, providers, the LLSC and the TUC that could be a model of good 

practice and it is scarcely surprising that so much has flowed from the 
project. 

 

So what were the issues facing the union and the management that made a 

radical solution necessary?  ARRIVA has a thousand plus drivers based in 4 
depots in Leicestershire (plus one in Derby).  There is fairly high turnover 

and in some depots 40 per-cent of the drivers have ESOL needs (Leicester 

has the largest Indian community in the country). 
 

The basic job requirements in addition to driving the vehicles safely, on 

schedule and with passenger safety and comfort assured, are more 

searching than might appear at first sight. There are literacy and numeracy 
requirements at Level 1 that are integral to the job, for example, basic cash 

handling, the filling in of complex time-sheets and  the ability to read and 

operate route time-tables. Plus the needs, on occasion, to fill in accident 
reports, read and absorb traffic signs (especially temporary and diversion 

signs) and the importance of SfL becomes clear.  For example, the dangers 
of ‘failing to notice the consequences of a diversion’ taking a double-deck 
bus down a low bridge route are too awful to contemplate.’ 

 
Another consequence has been that the company estimates that it has lost 

£10 million pounds over a period of years due to illegibly completed 

accident report forms.  Filling in incident or accident report forms can ‘be a 
nightmare’ if the driver lacks adequate report-writing skills.  The company 

knows that some drivers are petrified of filling in a form wrongly in case it 

incriminates them.  Wives or other work colleagues are enlisted to help with 

the form filling while others fill them in illegibly thereby rendering them 
useless for insurance claim purposes. 
 

Another requirement is an ability to complete time sheets correctly.  The 
complex shift system means that completion of the time sheet is not 

straightforward but if it is not filled in properly the worker will not get paid 

for that week.  As in most walks of life those with literacy problems develop 
coping strategies to mask the problem.  The company knows that most 

people will not admit to them that they cannot read or write so the 

involvement of the 23 strong team of Union Learning Representatives 

(ULRs) has been critical to the success of the scheme.  Of course these 
problems are not confined to Level 1 nor are they confined to the drivers.  

Of the 23 ULRs who took the basic skills Level 2 test about half failed it - 

and most of them were managers. 
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What then of the solutions?  Although the company already recognised the 

benefits stemming from a well-trained and motivated workforce and had a 

well-structured NVQ system in place, there were training needs that needed 
to be met on-site because of shift patterns.  After some hard lobbying of the 

LLSC a deal was made whereby the company agreed to provide on-site 
premises while the hardware costs were shared between the Trade Union 
Hub and the LLSC.  The LLSC also funded two part-time project workers 

(both trained ULRs) to manage the initial centre and support the learners. 
 

Union and management representatives work as a team and sit on the 

project steering committee that drives the project.  Initially tutors from two 
local colleges came onsite to deliver courses and help workers tackle 

individual learning problems.  This is in addition to being able to access the 

TUC Hub portfolio (Learndirect). 

 
The scheme, which began in 2003, has grown to the point where some 500 

staff are now registered, and drop-in Learning Centres are available at 5 

depots with between 1 and 8 computers available.  Participation is not 
compulsory and learners are not paid extra for successful completion of the 

programmes.    

 

The primary oversight and running of the whole programme has now been 
taken up by a commercial training organisation which is able to provide the 

level of support required in a way that the local colleges could not.  One 

college does however still have some measure of involvement and this is 
much valued by the steering committee. 

 
A few of the Centres are accessible 24/7 but most are currently available 
from 6am to 11pm.  There is evidence of night cleaners accessing the 

systems at one Centre at 3am during their break period. 
 

Initial guidance and diagnostic testing has been done hitherto by using 

proprietary systems but a home devised system is about to be introduced 
which contextualises the materials entirely around the driver’s job.  

Retention and success rates are reportedly both high. 

 

Some useful benefits have included the realisation that notices and written 
instructions can be simplified and made clearer by the use of plain, simple 
English actually pitched at Level 1 readers.  This is important since before 

the introduction of the Learning Centres, many could not read a notice and 
as a consequence ignored it, and nine times out of ten they would have 

been given a written warning as a result.  Now they have the option of an 

appropriate course to help them.  The ESOL requirements have not been 
fully met.  It is necessary to get support from local community leaders in 

order to get active involvement.  This is sometimes difficult to secure. 
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Case Study 4 

 

Seacroft (Leeds) Sure Start 
 

The Seacroft Sure Start programme is a local response to an important 
government initiative aimed at preventing social exclusion.  Nationally 
funded programmes aim to improve the health and well-being of families 

and children in areas of deprivation before and from birth.  The Seacroft 
Sure Start team initially comprised five outreach workers to spread the 

word about Sure Start, twelve child carers to provide practical support and 

a team of professional deliverers who offered support and advice to parents 
with children under the age of four.  They aim to fill a gap in local services 

to enable members of the local community to access help and support in a 

non-judgemental way.  The Seacroft team have always taken very seriously 

the requirement to consult the local community about what it wants, 
enabling the team to respond both effectively and specifically.  Sure Start at 

Seacroft has built on what already existed and has provided extra services 

such as skills training for parents, personal development courses and 
practical advice and support such as debt counselling.  

 

The area served by Seacroft is predominantly white including a large Irish 

community.  From its initial start the staff team has now grown to forty, 
serving eight hundred registered families.  An important change is that all 

staff now have a generic as well as a specialist role.  All members of the 

team are required to do outreach work.  Each family is visited once per 
fortnight and families are divided into street based rounds with pairs of staff 

being assigned two rounds.  They visit one round one week and the other 
round the next.  There is good collaboration with the health visitors, three 
of whom are seconded to Seacroft.  Information about the help available 

from Seacroft is included in the birth pack left with the family within three 
weeks of a birth.   

 

Collaboration between the Leeds City Council Early Years Service and a 
number of providers together with the Seacroft team has been a vital 

ingredient in the success of the programme.  Another important partner has 

been the local Open College Network (OCN) working to provide suites of 

accredited ‘bite sized’ units.   
 
The programme has had signal success with Parent and Toddler Groups; 

Food, Health and Fitness and Music and Movement courses.  Another 
flagship development is the programmes designed to help parents bring 

about behaviour modification in their children.  The twelve week Webster 

Stratton scheme (encouraged by the Government) is in place.  Work with 
the OCN is on-going to map existing units of credit to the Webster Stratton 

programme to provide accreditation.   

 

Delivery of the programmes takes place wherever is deemed suitable.  For 
example, the headquarters of the Family Learning Centre, Nurseries, 

Community Centres, and in one case in a parents’ home have all been used.  

Wherever possible the works is recognised through proper accreditation, but 
as a minimum participants get a Certificate of Attendance/Achievement.  

Most families want to have their efforts recognised.   
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Currently all the accredited programmes are paid for by the City Council 

Early Years Service.  The local college works closely with the programme 
and they set the scene for progression opportunities.  Discussions are under 

way with a large multi-national company based in the area for them to pick 
up some of the costs.  The company has recognised that it has staff training 
needs similar to those being met by Seacroft.   

 
In addition to the programmes mentioned earlier, there is an OCN 

accredited Food and Nutrition course, a Confidence and Assertiveness 

course for which accreditation is being sought and a Money Matters 
budgeting course with links to the Leeds Credit Union.  Plans are well 

advanced to submit a further ten units for accreditation to the OCN by the 

end of February 2006.   

 
A recent evaluation has shown that Seacroft is meeting its targets.   

 

Has Seacroft Sure Start made a difference?  Feedback from local primary 
schools confirm that children whose families have been supported by the 

scheme are much more ready for nursery or school than those children who 

have not.  There have been a few examples of remarkable progression – 

parents obtaining degrees – releasing latent talents which may well have 
remained latent without the intervention and support from Seacroft Sure 

Start.   
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Appendix 2  
 
 

ADULT LEARNING, SKILLS AND PROGRESSION TO LEVEL 2  
 
Introduction to the project and question prompts for key 

stakeholders 
 

This paper is designed to inform and support interviews and discussion with 
key stakeholders for foundation learning and progression to level 2 for 
adults. We will be contacting you shortly to arrange a suitable time to meet 
with you to discuss the key questions outlined in this paper. In the 
meantime we would very much appreciate you giving some time if you can, 
to considering the questions below.  
 
Government and LSC priorities for learning and skills in England include a 

clear commitment for more adults to gain their first full Level 2 qualification. 
Coherent provision which supports and promotes progression to Level 2 

qualification is therefore essential. It is in this context that Credit Works is 

undertaking a research project for the LSC national office to study why the 
market has failed to support achievement for more adults to Level 2. The 

project aims to identify the reasons for this market failure in order to inform 

the design and development of coherent provision below Level 2 which can 

support incremental and sustained progression to Level 2.  
 

LSC has a joint commitment with QCA to develop coherent provision below 

Level 2; referred to as the Foundation Learning Tier (FLT). The FLT is for all 
learners across all learning and skills sectors and: 

o Is inclusive 

o Embraces the principles of personalised learning 

o Meets the wide range of learner needs 
o Promotes equality of opportunity and diversity 

o Encompasses a wide range of achievement 

o Offers clear pathways to achievement and progression 
o Is based primarily on Entry and Level 1 of the Framework for 

Achievement 
 
The FLT will provide coherent, personalised programmes based around: 

o Personal and social development 
o Key and basic skills 

o Vocational and/or subject-based learning 

 
Supporting progression to Level 2 for adults will be one key focus of the 

FLT. The outcomes of this project should ensure that the FLT is designed 

and developed in a way that supports and promotes this progression. Key 

objectives of this project are therefore to: 
o Identify the causes of the failure of the learning and skills 

system to progress adults to Level 2, with a particular focus on 

curriculum and qualifications  
o Use this analysis to inform the development of principles and 

key characteristics of the FLT, and the guidance needed to 
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support its development and implementation so that it can 

effectively support achievement and progression for adults 

 
 

The following question prompts will help to frame our discussion. You 
may or may not have information or views which enables you to address all 
of these questions. The interview will focus on those questions you feel are 

most relevant to your knowledge, experience and current responsibility. You 
may also wish to suggest or provide access to information or data which 

may be relevant to our research.   

 
 

1. Which adults currently fail to achieve and progress to Level 2? 

 

 
2. What are the key blocks or gaps in provision and/or qualifications 

which hinder progression? 

 
3. What are the key features and characteristics of curriculum needed to 

support achievement and progression to Level 2 for these adults? 

 

4. Are there key achievements/learning outcomes which will support 
these adults to achieve and progress? 

 

5. (How) can implementation of the FfA support achievement and 
progression to Level 2? 

 
6. Are there other actions beyond the FLT needed to support 

achievement and progression? 

 
 

  

  
 


