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Introduction

A great deal of thanks is due to the many people who helped us to conduct this 
research project and produce the report: Adult and Community Learning Fund 
(ACLF) project staff at NIACE, Members of the Steering Group, Annette Leach, 
Carole Stott, Cheryl Turner, Finbar Lillis, Jan Eldred, Jeff Bargh, Jonathan Webster 
and Sarah Wright and a particular thanks to the chair, Jan Eldred, for her thoughtful 
and courteous chairing of meetings; all those project staff and participants who took 
the time to contribute to case study interviews; the NOCN team, and in particular 
Carole Stott and Helen Lyman Smith; the DfES for supporting and providing finance 
for the research. 

Jeff Bargh has been involved with post-16 education for almost 40 years.  Having 
trained as an Engineer he subsequently made a transition to business and 
management studies holding a variety of teaching and management posts in 
Chesterfield and Sheffield.  He also had two periods in Higher Education (HE) at the 
Sheffield Polytechnic, now Sheffield Hallam University.   

Following the Sheffield LEA tertiary re-organisation he was appointed principal of 
Parkwood Tertiary College in 1988.  The college served a disadvantaged area of the 
city with a range of vocational, academic and community based programmes.  It was 
during this period that his interest in community education was cemented.   

In 1993 he became a self-employed education consultant.  He worked as a part-time 
registered inspector for the Further Education Funding Council (FEFC) for over 
seven years.  He has collaborated with over 30 colleges in a variety of coaching and 
advisory capacities.  He has conducted research projects on behalf of the South 
Derbyshire colleges in conjunction with the Derbyshire LEA and the South 
Derbyshire TEC.  He is currently undertaking a schools/college/community based 
research project for the Derbyshire Learning and Skills Council in North East 
Derbyshire. 

Jeff also leads a team of independent quality assurance auditors charged with 
conducting quality assurance audits of the 28 Open College Networks (OCNs) on 
behalf of the National Open College Network (NOCN). 

Finbar Lillis is national development and qualifications officer for NOCN. He 
has worked in education for over 20 years, in the private, public and voluntary 
sectors both in the UK and abroad.  

After six years in training and development in industry, Finbar managed multi-
purpose projects with disadvantaged communities in the English midlands and 
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Introduction

Yorkshire for ten years. From 1996 to 2000 he was a Development Worker for 
West and North Yorkshire Open College Network. Since 2000 he has worked 
for NOCN on qualifications and other national developments, including 
proposing, working on, and overseeing NOCN research projects.   

"… The question is much too deep and much too wide and much too hollow, and 
learned folk on either side use arguments I cannot follow." (Attributed to Hillaire 
Belloc) 

Armed with such a reminder from Hillaire Belloc, this research project was rooted 
firmly in a study of practice in recognising achievement in ACLF projects. The project 
title ‘It should always be available’ came directly from a comment made by two 
community learners during a case study interview; they expressed the view that 
learners should always be entitled to accreditation, though they should never feel 
obliged to take up the offer. 

As people committed to accreditation for what we would consider to be 'all the right 
reasons', this study has offered NOCN the opportunity to test those 'right reasons' in 
the context of a research project with a focus on innovative adult and community 
learning. Here was a context where accreditation was not an obligation, and where 
NOCN's mission  could be properly tested.  We set out to explore the use of 1

accreditation in ACLF projects; examine the reasons for selection, or not, of 
accreditation routes; and investigate the use of NOCN accreditation.   

This study was conducted at an appropriate point in the history of the ACLF. Several 
bidding 'rounds' had taken place, an evaluation study carried out (2001) and 
managed by NIACE, an impact study conducted  in 2002, and over 300 projects 2

funded.  

The ACLF is a £20 million fund set up by the Department for Education and 
Employment (DfEE) to support community-based organisations developing new 
learning opportunities for adults. 

ACLF aims to identify strategies to draw more people into learning, especially those 
who may have been wary of education in the past.  The Fund wants to support 
activities that take learning into sectors of the community not reached by traditional 
educational organisations, providing opportunities that are relevant to the people 
involved and delivering them in ways that will interest and attract those who are 
hardest to reach. 

ACLF projects are wonderfully diverse, yet they have all been through the same 
process of selection, support and monitoring by NIACE over the life of the fund. We 
have had the advantage of being able to use available data to generate interesting, 

Foreword

 NOCN website http://www.nocn.org.uk/ 1

 Tyers C and Aston J, Impact of the Adult and Community Learning Fund, Institute for Employment Studies, 2

2002
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Introduction

useful and quantifiable information, and undertake a thorough study of a significant 
number of ACLF projects. We have also been able to investigate a number of 
projects in face-to-face interviews. 

This study is not only about the use (or non use) of OCN accreditation, though it is 
fair to say that as the majority of ACLF projects using accreditation use OCNs, the 
study reflects that position.  

NOCN conducted a concurrent complementary study with NIACE entitled 'The 
Rewards of Recognition: the NOCN approach to Quality Assurance and 
Development, for Qualifications, Accredited and Non-Accredited Learning', which 
sought to identify key elements of NOCN quality assurance systems and analyse 
their potential contribution to the identification and recording of achievement in non-
accredited learning, particularly in Local Education Authority (LEA) provision.  The 
study also sought to:  

• Examine the potential for the development of more coherent progression 
routes between non-accredited and accredited learning. 

• Identify key factors that contribute to quality improvement in recognising 
achievement in LEA programmes, with particular reference to NOCN’s 
professional development strategy. 

• Consider the potential for NOCN quality assurance systems to contribute to 
an understanding of the additional learning gain in non-accredited learning in 
LEA provision. 

• Examine Local Learning and Skills Council (LLSC) funded OCN projects that 
seek to use elements of the NOCN system and approach to quality assure 
non-accredited learning.   

NOCN and OCNs 

NOCN is one of the largest recognised national qualifications awarding bodies in the 
UK and the central organisation for 28 OCNs. 

OCNs are licensed by NOCN.  They are locally managed, not-for-profit partnerships 
committed to providing a flexible and responsive local accreditation service for a 
wide range of learning activities. To achieve this OCNs offer: 

• Quality assurance for learning programmes. 
• External moderation and verification of learning and achievement. 
• Award of certificates to learners detailing their achievements. 

Complementary study

About NOCN and the recognition of learning achievement
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Introduction

• Advice and support on curriculum. 
• Support from experienced staff throughout the accreditation process. 
• Access to good practice and a database of approved units. 
• Access to staff development and networking activities. 
• Support for a network of organisations that collaborate on making education 

more accessible. 

OCNs are membership organisations, with over 3,900 members and users of OCN 
accreditation registered in 2001-2002.  OCN members include universities and 
higher education institutions, further education and tertiary colleges, sixth form 
colleges, adult and community education centres, schools, voluntary organisations, 
trade unions, employers and employer organisations and private training providers. 

The NOCN approach 

NOCN seeks to widen participation in learning and increase access to high quality 
and flexible education in order to promote social inclusion.   

NOCN believes that everyone has the right for their achievements to be formally 
recognised, valued and understood and seeks to achieve this through a national 
framework of accreditation.  All NOCN and OCN accredited provision, including 
qualifications, falls into this unitised and credit-based framework.   

The NOCN framework offers flexibility to meet local and individual needs but, at the 
same time, is nationally recognised, quality-assured and regulated.  It allows 
organisations to devise their own learning programmes and enables learners to 
accumulate achievement over time according to needs, circumstances and 
aspirations.  This helps to ensure that the needs of many adults can be met, 
especially those who have not benefited from traditional education. 
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Chapter 1 – Key issues in recognising achievement and accreditation

The emergence of ACLF in 1998, in the wake of The Learning Age  and Learning 3

Works  offered the possibility of securing funding for community projects that 4

recognised the centrality of learning in fostering 'participation and citizenship' in 
communities. There was no obligation upon those proposing projects to use 
accreditation to recognise achievement. ACLF projects would innovate, be 
sustainable and build effective partnerships - all key aims of the fund.  

ACLF projects have contributed to a debate about how learning achievements could 
and should be valued, recognised and not least, funded, as well as a debate about 
which learning achievements should count , whatever the system of recognition. Just 5

about every current debate that concerns adult learning continues to include these 
same questions. 

Whether or not learning can or should lead to accreditation is a judgement informed 
by a number of factors discussed briefly in this section of the report. Our research 
found that projects were often influenced by a combination of these factors in making 
a judgement about whether or not accreditation was appropriate for learners. 

Fundamental to an understanding of why accreditation may be inappropriate for 
learners is perhaps a desire among tutors/practitioners to protect so called, ‘very 
hard to reach’ groups from formal means of evaluation and monitoring, which may be 
off-putting. 

Watters and Turner  suggest it is difficult enough to ‘re-engage’ people in learning 6

with low confidence, marginalised not just from education but from their community 

Chapter 1 – Key Issues in recognising achievement and 
accreditation

1.1 Adult and Community Learning Fund and Recognition of 
Achievement

1.2 Accreditation bad, non-accreditation good?

1.3 Protecting learners

 Launched in The Learning Age: a renaissance for new Britain, DfEE, 19983

 Kennedy, H. Learning Works: Widening Participation in Further Education, FEFC, 19974

 ibid. Kennedy, H. Learning Works: Widening Participation in Further Education, FEFC, 1997 5

 Watters, K. and Turner, C. Proof positive: learners’ views on approaches to identifying achievement in non-6

accredited learning, NIACE, 2001.
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Chapter 2 – Project rationale

in general: ‘Formal Assessment Procedures’ and ‘taking an accredited course’ may 
be completely disruptive. 

There maybe an assumption that accreditation has to be limited to ‘a course’ and 
that ‘formal assessment procedures’ may be too restrictive, diversionary, or difficult 
for learners to manage.  Where this kind of approach to recognising achievement is 
taken what is needed is a less threatening, more learner-focussed approach to 
recognising learning gain, whether or not that recognition leads to accreditation. 

There are other approaches to assessment that ‘go with the grain’ of learner 
experience, which assess achievements that the learner feels are important, in a 
way (and in a place and time) that celebrate learners’ newly acquired capabilities.  
Both prescriptive and responsive approaches to accreditation surface in this study of 
ACLF projects. 

Another of the perceived flaws of accreditation is its tendency to drive all learners 
down the same path, at the same speed, at the same time.  The subtleties of 
success for an individual or project may be lost if the accreditation process fails to 
capture smaller incremental and less obvious successes.  But not all accreditation 
has to be offered at the same level, or has to follow a prescribed route, and learners 
can achieve at different rates over time.  Again it can be suggested that systems of 
accreditation are better challenged than avoided, in seeking ‘confirmation of value’ 
for learners. 

The concern of Turner and Watters (ibid), to ensure that non-accredited learning 
achievements have ‘recognition and confirmation of value’ appears to be a perfectly 
legitimate one, but for whom: the learner, or the funder?  Tyers and Aston express a 
view that ‘some form of monitoring information is necessary to ensure that resources 
are being allocated appropriately’ : it is the providers’ achievements that are the 7

subject of scrutiny here, not the learners’. There may be a tension between these 
different demands for recognition of achievement, as all stakeholders have an 
interest in knowing how (and if) progress is being made, but not always perhaps for 
the same reason.   

This study reveals the different demands on stakeholders to prove the value of their 
provision or learning experience.  Learners appear to have clear views about the 
value or otherwise of external recognition of their achievements.  Project managers, 
positioned between learners and paymasters, are pulled in different directions by the 
demand for confirmation or recognition of achievement. 

1.4 Accreditation limits the learning experience

1.5 Recognition for whose achievement?

 Tyers C. and Aston J.  Impact on the Adult and Community Learning Fund, 7

The Institute for Employment Studies, 2002.
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Chapter 2 – Project rationale

Interviews with project managers revealed that whether or not learning leads to 
accreditation, there is pressure on projects to demonstrate progress and 
achievement for the organisation, as much for individual learners, emanating 
perhaps from our audit driven ‘performance tables’ culture. 

The demand for recognition of achievement from the learner is not necessarily at 
odds with the demand for quality assurance and value for money from the funder.  
There can be a conflict and tension however, when the ‘what and how’ of the 
measurement of achievement skews the learners’ experience of recognition, or 
merely omits recognition of achievements the learners consider most important. 

The tension between these different drivers for accreditation emerges in case study 
interviews. 

We found that it is possible to recognise achievements in a way that responds to 
learners’ priorities and at the same time externally quality assures the provision of 
that learning. 

Dewson (2000)  defined soft outcomes as those outcomes that are: 8

• “Intangible, not concrete 
• Subjective 
• A matter of degree rather than absolute 
• Personal, depending on individual client needs 
• Intermediate (usually measuring progress towards hard outcomes)” 

Dewson identified interplay between indicators and outcomes, in that indicators were 
the means by which it was possible to measure whether outcomes had been 
achieved. The term soft indicator was used when referring to achievements, which 
may ‘indicate’ acquisition or progress toward an outcome. It was clear that not all 
indicators, or measures of progression, were necessarily suitable for all client 
groups; some were target group specific. Soft outcomes were classified into two 
types: core outcomes and target group specific outcomes. Core outcomes were 
those most likely to be relevant to most learners and were classified as relating to: 

• Attitudinal skills, for example increased levels of motivation, confidence and 
self esteem 

• Personal skills 
• Practical skills 

Dewson found that most projects measured soft outcomes and distance travelled 
using paper-based techniques, which examined attitudes and feelings with 
comparisons over time.   

1.6 Recognising soft outcomes 

 Dewson, S., Eccles, J. Tackey, N.D., Jackson, A. A Guide to Measuring Soft Outcomes and Distance 8

Travelled, Research Report 219, DFEE, 2000.
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Chapter 2 – Project rationale

Is it possible to measure ‘soft outcomes’ for learners through accreditation?  And if it 
were possible, would these achievements count for all stakeholders?  Do learning 
achievements that count for individuals always count for funding? 

There are some ACLF projects that accredit ‘soft outcomes’.  How much the decision 
to offer accreditation for the achievement of ‘soft outcomes’ is influenced by the 
relative value of such achievements conferred on them by the funder is another 
matter. 

The focus of accreditation need not be on the acquisition of ‘hard’ skills and 
knowledge.  It is possible to recognise those ‘soft outcomes’ related to personal 
growth and development, associated with participation in learning experiences.  Our 
study shows it is also possible to recognise learning achievements that emerge from 
community or collective activity, where learning is viewed as instrumental to success, 
but is not its main purpose. 

Tyers and Aston stress the value of partnership working, yet express concern for the 
status of smaller organisations alongside larger, more powerful network partners.  
One could argue that parity of status between learners' achievements in small 
community organisations and large further education (FE) institutions could help 
learners for progression purposes. Organisations could show how their very different 
approaches to learning can result in gains of equal value for the learner. 

Our conclusions reflect the view of project managers, practitioners and learners 
engaged in ACLF projects, and the different influences on their decision-making 
concerning accreditation.  Along with the recommendations, the conclusions also 
reflect the variety of reasons why (and why not) projects offer (or do not offer) 
accreditation to learners for their achievements. 

Much current debate concerning adult learning tries to address how we should 
recognise and value achievement, as well as which achievements should be valued. 
We hope that this report assists policy makers, funding, programme, and project 
managers, tutors, practitioners and learners in their understanding of how we could 
value and recognise learning achievement. 

Key messages are summarised at the end of each chapter. These inform our 
conclusions and recommendations.  

1.7 Parity of esteem for all learners’ achievements 
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Chapter 2 – Project rationale

On behalf of the Department for Education and Skills NIACE commissioned NOCN 
to examine the role of accreditation in recognising achievement in NIACE managed 
Adult and Community Learning Fund projects.  NIACE recognised that OCN 
accreditation had played a significant role in many of the ACLF projects.  Other 
awarding bodies had also played a part in accreditation.  NIACE was also aware that 
many projects recognise and record the learning gain of individuals and groups using 
internal processes. The primary source of data for this study was information 
collected by NIACE for the purposes of selecting and supporting ACLF project 
proposals, and monitoring their development and effectiveness. Analysis of the data 
was followed by selected case studies. 

NIACE was interested to know the range and spread of accreditation and non-
accreditation across the six rounds of funded projects.  A steering group was formed, 
comprising officers from NIACE and NOCN, to oversee and direct the research. A 
methodology was devised to provide both the factual analysis together with insights 
into what providers and learners felt about different ways of identifying learning 
gains.  NIACE anticipated that this study would: 

• Contribute additional knowledge and insights into the recognition of 
achievement. 

• Be complementary to other research conducted by both NIACE and Learning 
and Skills Development Agency (LSDA). 

• Inform and influence future Adult and Community Learning (ACL) practice and 
policy. 

This study set out to discover the views of ACLF supported project managers, tutors, 
learners and others concerning accreditation, and to find out where and how 
accreditation had been used, or not, in recognising achievement.  

The AIMS of the project were agreed by the steering group as: 

• The identification of the range and nature of accreditation in ACLF projects. 

• The identification of how achievement has been recognised, measured and 
recorded in both accredited and non-accredited learning. 

• The identification of the value to learners and practitioners of accredited or 
non-accredited learning in ACLF projects. 

The following OBJECTIVES of the project were agreed by the steering group: 

•  To survey the literature to identify the incidence and nature of accreditation in 
adult and community learning. 

Chapter 2 – Project rationale
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Chapter 2 – Project rationale

• To survey the ACLF files to identify how accreditation was used in ACLF 
projects. 

• To carry out interviews with a small number of both accredited and non-
accredited projects to form case studies. 

• To synthesise the findings and offer judgement on the role, value and different 
methods identified.   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Chapter 2 – Project rationale

This chapter provides a brief outline of the research method chosen.  Fuller 
explanation and justification are explored in subsequent chapters. 

Since the inception of the ACLF in 1998 NIACE has supported 306 projects in six 
rounds of bidding. NIACE maintains comprehensive and well-organised manual files 
on each funded project.  Each bid in each round is allocated a unique reference 
number.    

The first stage of the research was the selection of 100 projects from the 306. The 
researcher was provided with a full list of the unique numbers of the 306 funded 
projects grouped into the six bidding rounds.  From the list, 100 projects were 
chosen, against a sampling pattern agreed by the Steering Group.  The pattern had 
been chosen to reflect the growth in the number of funded projects in each 
succeeding round.  The projects were selected randomly by file number to the 
agreed sample pattern.  Each of the 100 files was then examined and logged by 
three criteria – provider type, funding round number and whether or not formal 
accreditation had been planned.  This data was tabulated and analysed to show the 
pattern of distribution of the three criteria, (see Chapter 4). 
  
The desk-based research was completed by selecting 50 of the 100 files for more 
detailed examination.  The 50 files reflected the pattern of distribution found in the 
selection of 100 projects.  The steering group had endorsed this approach and 
agreed that 20 non-accredited, 25 OCN accredited and five accredited by other 
accreditation bodies should be selected for further analysis. 

50 files were selected using random number tables.  Each of the 50 files was then 
re-examined.  It had been thought that reading the final report on each of the 
completed projects (Rounds 1 to 5) and the most recent quarterly report on Round 6 
would have provided sufficient insights into the issue of accreditation.  In the event, 
this proved not to be the case.  It was necessary to read the project submission 
together with the NIACE Stage 1 and Stage 2 Assessments and, in most cases, 
intermediate and final reports.  The process enabled the researcher to be confident 
that all relevant information had been gained from the files. 

From the analysis of the 50 files the significant themes and issues were drawn.  Ten 
case studies were then chosen for their potential to illuminate the themes and 
issues.  Consistency of approach for the case study visits was seen as important and 
semi-structured interviews, using a schedule of mainly open questions was used. 

A survey of related literature was undertaken in parallel with the desk research.  A 
broadly based review of relevant literature commissioned by the Learning and Skills 
Council (LSC) from NOCN proved to be of great value.  The NIACE library also 
proved to be a key resource. Occasionally the project submissions made reference 
to studies that had been taken into account at the project design stage. 

Chapter 3 Outline of research method
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Chapter 4 – A survey and analysis of 100 ACLF project files

Guidance was offered by the steering group on the requirements to be met to select 
100 of the 306 files for initial analysis.  These related to the need for the process to 
be as free from bias as possible.  After discussion with the steering group it was 
agreed that the proportion of files to be examined from each of the six rounds 
needed to be weighted in favour of the more recent rounds (4, 5 and 6).  The 
reasons for this were: 

• To reflect the growth in the number of funded projects in each round. 

• To acknowledge that contact with the early round project providers and/or 
participants was likely to prove difficult because of the passage of time. 

The Round 5 projects were also seen as valuable as having recently been 
completed; they had the potential to tell the whole story from idea to realisation.  
Another consideration was that Round 6 projects had only come on stream from April 
2002.  These projects, however, offered the greatest likelihood of contact with 
providers and participants having the most recent recall about accreditation issues 
and were, therefore, likely to be especially interesting and valuable even in the early 
stages of delivery. 

NIACE provided a chronologically numbered list of the successful ACLF project bids 
for rounds 1 to 6.  In other words, the researcher only had a list of the successful 
project numbers from which the 100 files were randomly selected against the 
following agreed distribution plan. 

!  

Chapter 4 – A survey and analysis of 100 ACLF project 
files 

4.1 – number of successful ACLF project bids reviewed from each 
round
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4.2 Breakdown of ACLF projects by accreditation and non-
accreditation
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Chapter 4 – A survey and analysis of 100 ACLF project files

!  

The proforma used to capture information from the analysis of the 100 files is shown 
as Appendix A.  The distribution of projects by funding round and provider type is 
shown as Appendix B. 

The researcher further analysed this pattern to show the distribution by round and by 
provider type.  The results are shown in the following board. 
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4.3 Distribution of ACLF projects by round and provider type

Voluntary 
Sector

LEA HE FE School/Other Registered 
Charity

Community 
Group

Round Acc   Non Acc   
Non

Acc   Non Acc   Non Acc   Non Acc   Non Acc       Non

1 - 2 3 1 - 1 - - - - - - 1 1

2 2 1 - 1 - - - 1 1 1 2 1 1

3 3 6 - 1 - - - - - - - 2 - -

4 7 5 1 1 - - 1 - 2 - 1 1 - 3

5 5 11 2 1 - - 1 - 1 - - 1 - -

6 9 7 - - 1 - 1 - 2 1 - - 1 2

Total 26 32 6 5 1 1 3 1 5 2 2 6 3 7
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Chapter 4 – A survey and analysis of 100 ACLF project files

Listing the projects by provider type revealed the following overall pattern. 

Further analysis revealed that in rounds 1-3, 11 of 32 projects (34%) had 
accreditation and 21 of 32 did not (66%).  Rounds 4, 5 and showed a pronounced 
shift to 35 of 68 (51%) with accreditation and 33 of 68 (49%) without.  Changes to 
funding regimes by FEFC and the LSC may have been part of the explanation.  
What is clear from the Tyers and Aston study  is that providers look beyond 9

immediate short term funding to maintain continuity and sustainability for 
participants.  Given the power exerted by funding agencies such as FEFC, and 
currently the LSC, it would be surprising if providers chose to ignore mainstream 
funding rules, when setting up development projects.  Even though many voluntary 
and community sector organisations are not in receipt of mainstream funding, it is 
possible that they believed that accreditation increased their chances of gaining 
access to such funds. 

This analysis provides a unique insight into the distribution patterns of the NIACE 
ACLF projects.  It is important to note that direct comparisons could not be drawn 
with the file analysis made by Tyers and Aston as part of the important Institute for 
Employment Studies study .  Their research drew from both NIACE and Basic Skills 10

Agency (BSA) projects that had somewhat different foci. Their subsequent analysis 
understandably aggregated the data so that it was not possible to compare with the 
NIACE only projects featured in this research.   

4.4 Distribution of ACLF project type by accreditation and non-
accreditation

Aggregate distribution over Rounds 1 To 6
Accreditation No Accreditation

Voluntary and Community 
Sector 28% accreditation 38% no accreditation

LEA (ACL) 9% accreditation 12% no accreditation

HE 1% accreditation 1% no accreditation

FE 3% accreditation 1% no accreditation

School/Other 5% accreditation 2% no accreditation

46% 54%

 Tyers C. and Aston J.  Impact on the Adult and Community Learning Fund, 9

The Institute for Employment Studies, 2002

 Ibid.10
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Chapter 4 – A survey and analysis of 100 ACLF project files

1. There was difficulty in finding accrediting bodies other than NOCN within the 
sample.  The steering committee noted this but found it unsurprising given 
that NOCN was known to be an active supporter of the kind of work 
exemplified by the projects.   A few other accrediting bodies were cited within 
the sample namely OCR, MEG, SEG, CGLI (vocational NVQs). 

2. It was not always clear from the files who had made the decision about either 
the appropriateness of accreditation or, in the case where accreditation was 
envisaged, which accreditation body would be used. 

3. The NIACE processes used to make the final choice of which projects to fund 
from each round appeared rigorous and fair.  All bids had been read and 
scored independently by two assessors.  If the two scores were widely 
dissimilar a third assessor was used as an adjudicator.  The only change in 
the process adopted was that for Round 6 bids the reading assessors score-
sheets were amended to clarify issues for the assessors.  The score-sheets 
used for Round 6 are included as Appendices (C and D).  It was interesting to 
note that the only overt reference to accreditation, as such, appears under 
Section C of the scoring sheet – ‘Progress and Monitoring’.  The question “Is 
accreditation available, where relevant?” could score a maximum of one point.  
A total of l00 points were available in total for all the criteria.  The issue of 
whether accreditation was deemed to be relevant appeared to rely on a 
subjective judgement by both the bid writers and NIACE readers.  In some 
cases, one or both of the readers had added “not relevant” in the comments 
column even when the bid writer(s) had not offered an opinion.  The bid 
selection processes appeared to be thorough and as objective as possible. 

4. Although still at an early stage of research, an impression developed that the 
decision to accredit or not was rarely justified.  The key phrases used by 
providers have emerged that accreditation “was not appropriate”, equally by 
inference was appropriate.  Clearly it was important to examine this issue 
further at a later stage in the research.  Almost all bids were quite clearly in 
one camp or the other, seeing accreditation as either relevant or not.  Very 
few of the 100 files displayed any hint that the decision, once taken, might 
need to be reversed. 

• The predominant accreditation body used within the ACLF projects was 
NOCN. 

• It is not clear from the documentation by whom accreditation decisions were 
made or why. 

• NIACE selection processes appeared to be rigorous and fair. 

4.5 Key messages

4.6 Summary
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Chapter 4 – A survey and analysis of 100 ACLF project files

• The low points value assigned to accreditation by NIACE meant that 
accreditation itself was not a significant issue, nor was the objectivity of the 
bid readers. 

• Generally no attempt was made by bid writers to justify the decision on 
accreditation. 
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Chapter 5 – selection and analysis of 50 ACLF projects 

The manual files held by NIACE contained the original bid, reader score sheets 
correspondence, budget projections, quarterly and final reports together with visit 
reports by NIACE.  Some files also contained additional information such as publicity 
materials, event photographs and evaluation reports commissioned by the provider. 

Whilst reports were presented using a common format it was not possible to make 
statistical comparisons across the sample as the content of the progress, evaluation 
and final reports varied substantially between projects. NIACE had quite rightly given 
projects the scope to focus on individual issues of importance, and this had 
generated a wide variety of types of response. However, it was possible to discern a 
pattern in some responses concerning issues of relevance to the study 

It was agreed by the steering group at the inaugural meeting in April 2002, that 50 
files would be selected from the original 100 as a reasonable proportion from which 
to further explore any issues that had emerged.  Clearly there were many ways in 
which to construct the sample:  rural/urban, male/female, older people/young people, 
ethnicity, spectrum of learning needs, range of provision, provider type accreditation/
non accreditation.  The steering group was quite clear that the focus had to be 
accredited or non-accredited and that this was to be the main driver for the sampling. 

The group also felt that the current (Round 6) and more recent rounds (Rounds 4 
and 5) would reflect the context of a changing adult learning world.  It was agreed 
that including a higher ratio from Rounds 4 to 6 would offer the most recent insights.  
The steering group agreed that the 50 files should be drawn at random using a semi-
stratified sampling plan and should reflect 20 non-accredited, 25 OCN accredited 
and five ‘other’ accredited files.  The distribution broadly reflected that which 
emerged in the sample of 100 files as shown in section 4.1. 

The actual distribution of the 50 files against this complex set of criteria is shown in 
sections 5.1 and 5.2. 

Chapter 5 Selection and analysis of 50 ACLF projects

5.1 Actual sample distribution choosing for the 20 non-accredited 
files 

Non Accredited Vol LEA HE FE School/Other Reg’d Charity Comm Group Total

Round 3 1 - - - - - - 1

Round 4 3 1 - - - 1 2 7

Round 5 5 1 - - - - - 6

Round 6 4 - - - 1 - 1 6

TOTALS 13 2 - - 1 1 3 20
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Table 5: Actual sample distribution used for choosing the 25  
 OCN accredited + 5 non-OCN accredited files. 

25 OCN, including NOCN Qualifications. Five others: two OCR CLAIT, one NCFE 
award, One City & Guilds (Mechanical Engineering), 1 NVQ (unspecified). 

Random number tables were used to generate the choice of the 50 files.  The files 
were then re-visited and, as indicated earlier, read in their entirety.  Each file included 
the original submission document, readers’ scoring sheet and comments, 
correspondence, quarterly and final reports. 

In a few cases the file chosen proved unhelpful in that reports had not been 
submitted or were of limited value.  The few unproductive files were not replaced as 
the outcome was seen as part of the randomness of the process. 

The proforma used by the researcher to capture significant issues gleaned from the 
files is shown as Appendix E.  Each of the 50 projects was summarised on a pro-
forma and this provided a significant resource from which the previously emerging 
issues could be highlighted and from which a number of themes could be drawn.  
This stage of the research took much longer than originally planned, but was 
essential to the project. 

1. The decision whether to include accreditation or not was quite clear-cut within 
the project submissions.  Only a very few submissions showed any 
equivocation.  In practice there was no evidence of migration from one 
accreditation choice to the other.  In one final feedback report from a project, 

5.2 Actual sample distribution used for choosing the 25 OCN 
accredited and five non OCN accredited files

Accredited Vol LEA HE FE School/Other Reg’d Charity Comm Group Total

Round 2 1 - - - - 1 1 3

Round 3 3 - - - - - - 3

Round 4 4 1 - 1 1 1(1-CLAIT) - 8

Round 5 3 2 (1-
C&G) - 1 - - - 6

Round 6
5 (1-
NCFE 1-
CLAIT)

- 1 1 2 (1 NVQ) - 1
11

TOTALS 16 3 1 3 3 2 2 30

5.3 Key messages
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where accreditation had not featured, some participants would have 
welcomed more structure to their IT classes linked to a CLAIT award. 

2. It was not possible to reliably predict from the project title, target group or 
provider type whether or not accreditation would feature.  Examples of 
projects ostensibly with similar characteristics reached different conclusions 
on accreditation. 

3. There was little evidence of any attempt to justify the accreditation decision.  
Either choice was simply asserted, as if there were some quite obvious 
reason to support the decision. 

4. The history of previous encounters with accreditation seemed to be a very 
formative experience for bid writers.  If the previous experience had a positive 
outcome for learners, with the accreditation having been shaped to learner 
needs rather than the other way round, then this was likely to point to 
accreditation being included. 

5. Where the intention was to design the accreditation from scratch (tailor-made) 
there was some evidence that this had not always been realised.  The main 
reason appeared to have been an under-estimation of the time needed to 
develop and receive approval for the programme. 

6. The question of who actually makes the decision about accreditation was not 
clear from the files.  Although in almost every case a steering group had been 
formed to oversee the project; in many cases this had only come into 
operation after the bid had been written and received approval. 

7. The foregoing also gave rise to a niggling doubt in some cases about whose 
needs were being met.  Plainly the DfES, NIACE/BSA intention was that the 
learner participants should be the main drivers.  There was little convincing 
evidence from the files that those who became the learner participants were 
actually consulted at all.  Where this was the case there may have been good 
reason.  Again this was an issue that needed to be pursued. 

• 50 files were randomly selected using a similar pattern of distribution to the 
100 files. 

• Bid writers were quite clear about whether to include accreditation or not. 

• There was no evidence of change once the accreditation decision was made. 

• It was not possible to reliably predict from the project title or the target group 
of learners whether accreditation would feature or not. 

• Little attempt was made to justify the accreditation decision – this was done 
largely by assertion. 

5.4 Summary 
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• Previous encounters with accreditation processes appeared to be very 
formative. 

• There seemed to be an under-estimation of the additional work involved when 
designing tailor-made accreditation. 

• It was not clear who made the final decision on accreditation. 

• There was little convincing evidence that learners were consulted over 
accreditation. 

• It was not always clear whose needs were being met. 
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Chapter 6 – Case studies in recognition of achievement in practice: interviews with ten ACLF projects

The steering group concluded that ten projects chosen could not in any meaningful 
way be representative of the 100 file starting point, nor indeed was there a need for 
them to be representative.  It was agreed that the case studies should be used to 
further explore and illuminate the themes and issues which emerged from the desk 
research at both the 100 and 50 file level. 

The sample of ten was selected from a shortlist of 15 and the visits set-up.  At a late 
stage in the process, two of the ten selected projects had to withdraw because of 
organisational pressures and the next two preferred choices were substituted.  
Projects selected for the sample were seen as far as possible to represent those 
investigated in the course of the desk research.  Consideration was also given to the 
age ranges and gender of learners; we tried to ensure a fairly ‘representative spread’ 
of participants across ACLF projects. 

The process adopted for the visits to the ten projects was agreed by the steering 
group.  In order to ensure some consistency of process during the interviews, a 
schedule of mainly open questions was compiled by the researcher and agreed by 
the steering group.  These appear as Appendix F. 

The interviews were aimed at the project manager or co-ordinator and any available 
learner-participants from the programme.  In practice, because of the logistical 
difficulties of fitting in all the case studies visits within a few weeks from mid-
November to early December 2002, it was only possible to meet learner-participants 
from two of the programmes.  This outcome had been anticipated by the steering 
group, who felt that contact with the learners would be regarded as a bonus rather 
than a requirement.  The likelihood of learner participants being available on a 
particular day, especially if they were from a project that had finished one or two 
years earlier, was always thought to be unlikely.  This proved to be the case.  In the 
two instances where contact was possible it proved to be exceptionally insightful. 

In most cases the project manager or co-ordinator had written the initial proposal to 
NIACE.  However, in every case, despite the passage of time they appeared to have 
clear recall about the circumstances surrounding the proposal.  Crucially this also 
seemed to apply to the issue of accreditation.  

The final list of the ten case studies is shown as Appendix G.  These are listed in visit 
order with no implication to be drawn about their relative priority or importance.  The 
interviews lasted between one and a half and two hours and generally included a 
short tour of the facilities available to learners. 

The interviews were not tape recorded, but notes were taken of the responses to the 
questions.  The steering group had given some flexibility to amend the questions or 
the sequence, if necessary, after the first one or two interviews.  In practice, other 
than adding the early questions about awareness of ACLF and NIACE, which arose 
as a natural icebreaker in the first visit, it was not necessary to alter the questions.  

Chapter 6 – case studies in recognition of achievement in 
practice: interviews with ten ACLF projects
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The steering group had recognised that some supplementary questions might be 
needed in order to probe or clarify answers to the set questions, and this flexibility 
was both needed and used. 

The interview records were subsequently analysed against the themes and issues 
and relevant answers extracted.  This formed a key stage of the research and 
produced some extremely illuminating replies.   

This project was aimed at young, often single parents.  The original intention was to 
involve the local college and a Credit Union to develop financial skills to help debt 
management.   

Extract from dialogue between researcher and project co-ordinator and 
learners 

Q. How involved were the perceived participants in shaping the project? 
A. Not at all.  I know what the issues are on this estate.  If you bounce ideas off, if 
you consult, you raise expectations you may not be able to fulfil.  I know they want 
jobs and better prospects. 

Q. Were the views of the client group about accreditation sought? 
A. If they want to be accredited we would do it.  Getting people to attend is an issue - 
accreditation would frighten them away. 

Q. How would they know about accreditation? 
A. Most will have used the drop-in centres where some IT courses are accredited if 
they want it. 

Q. There was some indication (in the submission) that some Credit Union OCN 
credits might be adapted and that the local college might be involved – has this 
happened? 
A. No.  They [the credits] are at a more advanced level.  The local college showed 
some interest but they have been going through some re-organisation and it hasn’t 
been followed through. 

[Two volunteers were in the building and as they had come through an earlier 
version of the current financial literacy programme they were interviewed.  Both lived 
and worked part-time on the estate.] 

Q. What are your views about accreditation? 
A. (Both) It should always be available, but the choice left with individuals as to 
whether they want it.  It needs selling though and some would be put off if they had 
to do it. 

6.1 Extracts from the case study interviews

Case study 1
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[The interviewer followed this up with the project manager who had overheard the 
answer.] 

Q. Was that a surprise? 
A. Yes, although some courses would be too short to accredit.  Also we know that an 
OCN Entry Level or Level One credit won’t get them a job. 

Q. But wouldn’t the achievement of such a credit demonstrate, perhaps for the first 
time, other things such as 'stickability' or the ability to organise information? 
A. Yes I suppose so. 

Comment 

Clearly these learners were unambiguous in asserting their entitlement (without 
obligation) to accreditation.  The project manager’s decision to offer accreditation (or 
not) was clearly influenced by his own views of how accreditation would affect take-
up and the dependence of the project on X college to offer access to an accredited 
programme.  There was also a perception by the manager that lower level 
accreditation would not produce the progression learners needed.  Each of these 
issues was influential and important, but one thing is clear: the decision whether or 
not learners should or should not have access to accreditation did not involve the 
learners. 

This project was aimed at young Asian women who were new arrivals in the country 
with few English language or financial skills.  The project aimed to give access to 
learning to develop those skills through the operation of a Charity Shop aimed at 
Asian families. 

Extract from dialogue between researcher and project co-ordinator  

Q. Was the question of accrediting learning gain (at the design stage) discussed? 
A. Yes.  It was obviously important and I think it was thought it would help the 
application.  We didn’t believe these learners would have wanted it. 

Q. You were aware presumably that there was no pre-condition by NIACE that 
programmes needed accreditation? 
A. Oh yes, but our close ties with the local college often dictate things.  With 
accreditation we have to go through the college – they are the paymasters.  They 
have been very supportive and helpful.  In any case we hadn’t any experience of 
developing accredited courses from scratch – it would be too daunting. 

Q. Which accreditation options did you consider? 
A. We knew we would use some existing segments from other retail courses we run, 
truthfully though, the core problem was that it was thought to be far too costly (in 

Case study 2

!  26



Chapter 6 – Case studies in recognition of achievement in practice: interviews with ten ACLF projects

time and money) to develop it [accreditation] for a small scale programme which may 
not be repeated.  If some organisation could have taken that [development] phase in 
hand, it may have made a difference.  We do not have experience of how the college 
Quality Audits and Standards impact.  We do have a concern that such audits are 
driven by process rather than content of programmes.  As an organisation we do not 
emphasise qualifications – content is all is the current view. 

Q. How do you feel about that? 
A.  As a consumer of education myself I wouldn’t invest my time in something that 
wasn’t accredited by the Open University.  [Pause].  I can’t explain why that should 
be true for me and not for them. 

Comment 

What underlies the reluctance here to offer accreditation?  Perhaps the ‘paymaster’ 
was only prepared to offer a limited choice to the project and the accreditation offer 
was not matched to the needs of learners. 

Where did the view that the process of accreditation ‘is too costly’ for a small scale 
programme come from, the project or the ‘paymaster’?  The project had ‘no 
experience of developing [accreditation] from scratch’.  Lack of capacity in the 
organisation to develop an appropriate accredited programme certainly had an 
influence on the offer to learners in this project. 

This project was aimed at young adults needing to develop independent living skills/
self-advocacy skills.  The learners were part of a local Foyer project. 

Extract from dialogue between researcher and project co-ordinator  

Q. What were the driving forces? 
A. Aware of these young people through other agencies and initiatives.  The local  
‘Foyer’ project has engagement with some form of learning as a condition was 
especially important as many of the participants would come from Foyer 
accommodation. 

Q. How involved were the perceived participants in shaping the project? 
A. Once recruited all learners are invited to participate in the Skill Project Committee.  
We try to embody their ideas for developing the programme. 

Q. What kinds of learning activities/opportunities were planned, organised and 
delivered? 
A. Developing life skills, interpersonal skills to develop self-esteem, plus basic skills 
and ICT skills. 

Q. How has learning gain to be identified? 

Case study 3
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A. Attendance certificates listing attainments. 

Q. Was the question of accrediting learning gain discussed? 
A. Yes, from the beginning, and we concluded (they) should have a choice.  It should 
be offered to those who want it.  (Aside)  Although we can be very persuasive but 
definitely non-threatening!  We have links with the local college and also with OCN.  
We wanted to keep accreditation options open OCN, OCR and City & Guilds 
matched to individual needs. 

Q. Did you get help to devise an accredited programme? 
A. Yes. The OCN Development Officer. 

Q. How much did it impede or encourage you? 
A. It was very helpful although it slowed us down – is very bureaucratic. 

Q. Any other comments or issues? 
A. We have recently added a question to the evaluation questionnaire to test how 
important accreditation is to the learners.  It was only a small sample of five learners 
but the result surprised us:  three of them rated it as very important. 

Comment 

A learning and accreditation strategy had been designed as an integral component of 
this project.  Not only were learners involved in planning, learning and accreditation 
through a ‘skill project committee’, a range of accreditation was offered to suit 
individual needs and ‘hard’ (ICT) as well as ‘soft’ (interpersonal) skills were assessed 
and accredited. 

The OCN process was regarded as ‘bureaucratic’ and ‘helpful’, a distinction made 
between the ‘helpful’ support offered by the development officer and the 
‘bureaucratic’ process of accreditation.  Learners however (in a small sample) rated 
accreditation very important. 

This project was aimed at vulnerable and socially excluded homeless young men.  
The intention was to develop social and independent living skills.  

Extract from dialogue between researcher and project co-ordinator  

Q. Where did the idea for your project originate? 
A. Previous contact with a local Housing Association and the support worker M 
seeing a way in which the college could meet a need and fulfil aspects of its mission 
in collaboration with the Association.  

Q. What kinds of learning activities/opportunities were planned, organised and 
developed? 

Case study 4
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A. Always envisaged as being delivered within the residential complex.  Short, non-
threatening programmes with some OCN type units, especially life skills. 

Q. What actually happened? 
A. The ACL funding provided the resources to employ a full-time guidance worker to 
engage with the residents.  He has a similar background to the learners and 
challenged our and their ideas.  Even he has been surprised at the outcomes. I 
remember him saying to me ‘I didn’t think they would let me do this’. 

Q. What did they let him do? 
A. Persuade them to enrol on conventional FT vocational courses at the college.  
Initially there were four young men, three on Construction and one on an engineering 
Level Two programme.   Since then two more have joined in, one doing Construction 
and the other doing Music Technology.  There are problems, but we are hugely 
encouraged.  It was never envisaged that such conventional programmes would be 
an option. 

Q. Which accreditation options had you considered? 
A. BTEC Entry level life skills, but preferred the OCN alternative.  The units were 
available off-the-shelf.  The Development Officer at the OCN was a great help.  We 
are looking at how to get the Independent Living skills accredited.  With her help we 
are starting to work a lot ‘smarter’. 

Q. Any other comments or issues? 
A. We consulted the learners about NIACE using photographs for a calendar.  Very 
positive about being ‘published’!  Anecdotally they said they like a piece of paper that 
will say what they can do. 

Comment 

Accreditation of those ‘soft’ life skills seemed to raise their status and value 
alongside recognition of more traditional ‘hard’ craft skills. 

Learners were offered accreditation of vocational craft skills alongside life skills, in a 
complementary learning programme. 

  
This project was aimed at young adults aged 16 to 25 with a history of under-
achievement on conventional college vocational Art and Design programmes.  It 
aimed to build confidence through alternative creative and performing arts 
programmes. 

Extract from dialogue between researcher and project co-ordinator 

Q. Where did the idea for your project originate? 

Case Study 5
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A. Prior involvement with the X Programme which had been running some time, led 
to the X project aimed at 16-25 post school, most of whom had tried and failed to 
complete conventional Art courses in college. 

Q. Who was involved? 
A. Steering group – a local Training Agency, the local Foyer project and the 
Connexions service.  They were keen from the off that whatever we did would be 
accredited.  Discussions with the young people showed they valued accreditation.  
Also I came to this as an Education Worker. 

Q. What were the intended benefits from participation? 
A. Using their interest in the creative arts to help young people make life changes to 
achieve success and progression. 

Q. If you were starting again what if anything would you do differently? 
A. Remember the difficult bit can be to engage the tutors to sell accreditation.  Tutors 
are often reluctant because of the additional work involved in helping to marshal the 
evidence for accreditation. 

Q. What was the outcome? 
A. Nine gained accreditation including six with five OCN credits at Level Two. 

Comment 

Again, when learners were asked, they said they wanted accreditation, and this 
came from learners who had very recently failed on conventionally accredited 
courses.  The benefits of accreditation were ‘success and progression’.  The 
successful experience of gaining accreditation for creative arts skills had an impact 
on general progress for learners.  How influential must the background of the 
interviewee have been in the decision to offer accreditation?  The difficulty in making 
accreditation work lay perhaps with tutors, and their lack of skills (or training) in 
managing the requirements of accreditation. 

  
This project was aimed at developing Internet access, web page design and 
associated IT skills amongst Housing Association tenants.   

Extract from dialogue between researcher and project co-ordinator 

Q. Where did the idea for your project originate? 
A. We won an award (£50k) from Homelife Magazine.  We manage 30,000 homes.   
We were looking to engage with tenants using modern technology.  Initial idea was 
to develop a website but the need to open up our tenants to the Internet was 
followed up. 

Case Study 6 
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Q. How involved were the perceived participants in shaping the project? 
A. Ten tenants attended an initial meeting. 

Q. How was learning gain to be identified? 
A. We have our own certificates and a special presentation event. 

Q. What were the reasons for deciding whether accreditation was or wasn’t 
important? 
A. We didn’t think it important and might be quite off-putting. One of the learners 
said, ‘I had tried to do an accredited course for the over-50’s in a local Adult 
Education Centre.  Unfortunately the course was closed when attendance dropped’. 

Q. (To the learners) What difference did the course make? 
A. (From both) It has changed my life completely.  W said ‘I have done lots of other 
accredited courses, but at my age (70+) it doesn’t matter one way or the other’. 

Comment 

The Project Manager again made the decision for learners on offering accreditation.  
The two learners interviewed were either wary of accreditation or indifferent.  There 
was little evidence of the tenants being involved in decision-making processes 
concerning accreditation. 

This project was aimed at women, many of whom were ex-offenders, to enable them 
to develop a range of skills through arts and crafts projects.   

Extract from dialogue between researcher and project co-ordinator 

Q. What were the driving forces? 
A. Originally two probation officers and one ex-prisoner saw the need for a bridge 
from prison and other forms of institutionalisation to give a pathway to progression. 

Q. What kinds of learning activities/opportunities were planned, organised and 
delivered?  
A. Learners were to keep (as a minimum) a daily log recording achievement.  Small 
step then to show how this could be marshalled to gain accreditation. 

Q. Were the views of the client group about accreditation sought? 
A. Yes, and the 30 plus age group interestingly were much keener than the 16-25.  
The older ex-prisoners had engaged with Education processes in prison and anxious 
not to lose that interest. 

Q. What conclusions did you come to? 
A. Eleven of the seventeen programmes on offer have [external] accreditation as the 
key outcome. 

Case Study 7 
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Q. Which accreditation options did you consider? 
A. We considered and used OCR, City & Guilds and the local Open College Network 
accreditation.  We would prefer to use more OCN units but those programmes 
funded by the local college are determined by the college.  Hence the use of OCR 
rather than OCN. 

Q. What help did you get to devise an accredited programme? 
A. An OCN development officer has been very helpful, but I know they are very busy.  
For example, I have submitted a first draft for a new proposal but she can’t meet me 
for three weeks.  Also turn-round of certificates is sometimes slow. 

Comment 

Learners and practitioners identified a need for building a bridge from prisons/
institutions using learning and accreditation as markers of progress.  Older learners 
were keener than younger ones.  ‘Marshalling’ evidence from a daily log to gain, ‘in 
small steps’, progress towards accreditation suggests the collection of evidence from 
formative assessment, often regarded as unrecognised in accredited learning. 

The OCN involved was judged ‘helpful’ and ‘slow’, however, the provider said that 
they would prefer to use OCN units.  Although the process of developing ‘tailor-
made’ accredited programmes will always be slower than choosing an off the peg 
product, the development of a streamlined and efficient accreditation process is a 
priority for NOCN.   

In this case study, though the organisation had the capacity to develop and deliver 
learning programmes, the local college (funding accredited programmes) made the 
decisions about what accreditation could be offered. 
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This project was aimed at first rung learners on Council Housing estates to develop 
key skills.  The project aimed to develop innovative ways of encouraging non-
traditional learners. 

Extract from dialogue between researcher and project co-ordinator  

Q. Who was it aimed at? 
A. First rung learners who needed to be nursed back into learning.  We wanted to 
use learning environments that are not highly structured. 

Q. How involved were the perceived participants in shaping the project? 
A. Some had already been involved in other OCN accredited programmes and were 
keen to include OCN accreditation.  However, there was a belief in having a mixed 
economy ranging from no pressure learning through to an array of accredited 
opportunities.  Initially the take-up of accreditation was around 20%, but by the end 
this had risen as high as 82% on some programmes. 

Q. What help did you get to devise accredited programmes? 
A. The local OCN was extremely positive and helpful and our own development 
officer was very good at helping us to crystallise ideas. 

Q. How much did the contact with the local OCN help or impede progress? 
A. The quality procedures of the OCN are a bit of a problem as they insist on every 
provider (however experienced) going through the same hoops.  For example, 
setting up an initial actual meeting.  Every time we develop a new programme can it 
be avoided? 

Q. Any comments or issues?  
A. We have experimented with a variety of methods of measuring learning gain, e.g. 
open questions to learners, tutor, peer and self-assessment.  We are concerned 
about the [Adult Learning Inspectorate] ALI inspection criteria for measuring informal 
learning.  We need somehow to build in more tutor time to make it happen, but we 
don’t have money to fund informal education. 

Comment 

Learner take up of accreditation was very high in this project, and curriculum 
development and support of real value to practitioners.  OCN quality assurance 
procedures did not however appear to take account of the ‘track record’ of an 
experienced provider. 

There is a suggestion that the organisation believed that it had neither the time nor 
the resources to build the expertise of its staff to meet ‘inspection criteria’. 

Case Study 8 

Case Study 9 
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This project was aimed at family learning/parenting to enable family support to 
extend learning opportunities.  The intention was to use basic skills assessment 
together with personal development assessment. 

Extract from dialogue between researcher and project co-ordinator  

Q. Was the project intended to answer identified needs? 
A. Yes, using soft outcomes.  These are family units needing one to one contacts – 
fragile learners – very much first rung provision. 

Q. What were the intended benefits from participation? 
A. Having acquired confidence, they would be encouraged to take up other learning 
outside the home.  The project worker was the key. 

Q. What kinds of learning activities/opportunities were planned, organised and 
delivered? 
A. Project worker kept notes and records and did follow-up visits.  But, it was all 
subjective, e.g. might have noted better communication in the home, more calm in 
the household. 

Q. If you were starting again what, if anything, would you do differently?  
A. I would look for more hard outcomes.  Ways of recording achievement which 
wasn’t just anecdotal need to be found.  It would help correct the image that Adult 
Education only deals with soft outcomes.  The Steering Committee ought to have 
had more hard evidence of progression.  There was some, notably one person who 
successfully did the SAGE accounts, both manual and computerised awards. 

Comment 

This seems to be an example of how there is a danger that the desire for 
accreditation (to demonstrate the value of the project) might lead to an offer of 
accreditation not suited to learners’ needs.  If ‘soft outcomes’ cannot be measured 
objectively (from other case studies it appears they can) then the recourse seems to 
be to find other ‘hard’ outcomes that can be accredited. 

Earlier case studies showed how hard outcomes – craft skills – could be accredited 
alongside soft outcomes – independent living skills.  It appears that there is no need 
for an ‘either’/’or’ approach to accrediting learning achievements.  However 
practitioners and providers may well require information and support in developing 
responsive and relevant accreditation. 

Case Study 10 

!  34



Chapter 6 – Case studies in recognition of achievement in practice: interviews with ten ACLF projects

This project was aimed at residents of a particular neighbourhood to build bridges to 
local FE provision.  The training in life skills was designed to encourage residents to 
move from care to independence. 

Extract from dialogue between researcher and project co-ordinator  

Q. What were the driving forces? 
A. They (the Housing Association staff) were working with the young people towards 
resettlement.  There was some recognition that engagement with learning would, 
perhaps, count for housing points. 

Q. How involved were the perceived participants in shaping the project? 
A. In the original proposal (to us) from the Housing Association staff there was 
evidence of some discussion with the young people. 

Q. Were they already a group with an identity? 
A. There was an element of peer support but that seemed to die on its feet. 

Q. [Supplementary Question] Why was that? 
A. It was all terribly liberal and high-minded but perhaps not quite practical enough. 

Q. How has learning gain to be identified? 
A. They had to produce a portfolio to illustrate outcomes.  A lot was left to them (the 
learners) to decide what to buy into. 

Q. Who made the final decision about the most appropriate method of 
acknowledging learning gain? 
A. Myself, the case worker and the OCN development officer. 

Q. Which accreditation options did you consider? 
A. Mainly OCN, although did look at other options. 

Q. Such as? 
A. OCR and City & Guilds. 

Q. Why did you choose OCN? 
A. Familiar, I knew my way around the local OCN processes, meaningful and 
appropriate. 

Q. If you were starting again what, if anything, would you do differently? 
A. Ensure someone took the day-to-day lead, be more up-front with the potential 
clients and be less tentative.  We were very timid with hindsight. 

Comment 

The absence of a workable strategy for learning and accreditation could have left 
these learners high and dry.  The project manager, case worker and OCN 
development officer worked together to salvage the situation, though the learning 
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and accreditation strategy seemed to need more ‘up-front’ leadership and proactive 
involvement of ‘potential clients’. 

1. The interviews appeared to confirm indications from the desk research that 
there had been little consultation with learners about accreditation.  In most 
cases this was attributable to the potential learners not constituting an 
identifiable group at the time the funding bid was written.  In those cases 
where there had been some consultation, it was found to have been fairly 
informal with no permanent record of the discussions.  In one case the bid 
writer felt that he knew best whether accreditation would be appropriate or 
would have been welcomed by the learner-participants.  This was strongly 
reinforced by the comment: 

“If you bounce ideas off (them), if you consult you raise expectations you may 
not be able to fulfil.  I know they want jobs and better prospects.”   

Similarly from the same source,  

“… If they wanted to be accredited we would do it.”   

2. One issue that had not arisen from the desk research, but which was raised 
through a number of the interviews, was to do with the costs of accreditation 
and the perception of accreditation body bureaucracy, especially OCN.  One 
of the consequences mentioned in relation to the cost was that the temptation 
was to take the easy option and not accredit.  Although in every case where 
an OCN had been involved in developing or adapting OCN awards the 
interviewees were lavish in their praise for the efforts of particular OCN 
development officers, none-the-less, many felt the bureaucracy was over-
bearing.  One interviewee said: 

“The Development Officer has been very helpful, but I know they are very busy.  
I have submitted a first draft for a new proposal but she cannot meet me for 
three weeks.”   

Another said:  

“The OCN was extremely positive and helpful... but the quality procedures of 
the OCN are a bit of a problem as they insist on every provider (however 
experienced) going through the same hoops, for example, setting up an initial 
actual meeting.”   

The interviewee closed with something of a cry from the heart: “… can it be 
expedited?”  

Another interviewee said:  

6.2 Key messages
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“The Development Officer was very helpful although it (the process) slowed us 
down – it is very bureaucratic.”   

As a counter to this another interviewee said that:  

“With the help of the development officer we are now starting to work a lot 
‘smarter’.” 

3. The interviews largely bore out the idea that differentiating the needs of the 
individual learner, the learning group and organisation is rarely articulated.  
This is a dilemma that has wider facets and implications than the confines of 
this research project.  It has resonance with the DfES/OfSTED/ALI 
requirement to place the individual learner at the heart of the education 
process.  Some of the comments made by interviewees point up the 
practicalities of implementing this important national focus on the ground.  For 
example, one interviewee said 

“… Truthfully…the core problem was that it was thought to be far too costly (in 
time and money) to develop it (accreditation) for a small-scale project which 
may not be repeated.  We do not have experience of how…  Quality Audits and 
Standards impact.  As an organisation we do not emphasise qualifications-
content is all is the current view.”  

4. Another project manager, when asked to raise any other comments or issues, 
said: 

“We have experimented with a variety of methods of measuring learning gain, 
e.g. open questions to learners, tutor, peer and self-assessment.  (But) we are 
concerned about the ALI inspection criteria for measuring informal learning.  We 
need somehow to build in more tutor time to make it happen but we don’t have 
the money to fund informal education.” 

5. The case study interviews did provide some powerful evidence of the crucial 
role played by project managers/tutors/guidance workers in selling 
accreditation.  When asked to explain why accreditation was not thought to be 
appropriate for a group of young Asian new arrivers, the interviewee said: 

“As a consumer of education myself I wouldn’t invest my time in something that 
wasn’t accredited by say the Open University.  (Pause) I can’t explain why that 
should be true for me and not for them”.   

6. Another project aimed at hard to reach and disengaged young people had 
engaged a full-time guidance worker to work with them.  The interviewee said:  
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“He has a similar background to the workers and challenged both our and their 
ideas.  Even he had been surprised at the outcome.  I remember him saying to 
me ‘I didn’t think they would let me do this’.”   

In answer to the supplementary question ‘what did they let him do?’, replied:  

“… Persuade them to enrol on conventional FT vocational courses at the 
college… it was never envisaged that such conventional programmes would be 
an option.”   

7. On one project young people (who had failed on a conventional arts course 
before) achieve accreditation through the ACLF project.  Even so the project 
recognised that accreditation had to be promoted to teaching staff:  

“Remember the difficult bit can be to engage the tutors to sell accreditation.  
Tutors are often reluctant because of the additional work involved in helping 
marshal the evidence for accreditation.” 

8. A surprising finding from the interviews was the apparently decisive role played 
by some partners in directing which accreditation should be offered.  In one 
project aimed at female ex-offenders and other at risk women, the education 
officer in reply to the question ‘Which accreditation options did you consider?’ 
replied:  

“We considered and used OCR, City & Guilds and OCN accreditation.  We 
would prefer to use more LOCN units but (in) those programmes funded by the 
college the accreditation is determined by the college hence the use of OCR 
rather than OCN.”   

In another case in response to the question, ‘You were aware presumably that 
there was no precondition by NIACE that programmes needed accreditation?’  
The interviewee replied:  

“Oh yes, but our close ties with the college often dictate things.  With 
accreditation we have to go through the college; they are the paymaster.” 

9. Previous successful personal or organisational histories with an accreditation 
body had an impact on whether (and how) a project used accreditation.  For 
example, one project manager confirmed long-standing links with a local 
college and also an OCN.  Another project director confirmed that previous 
successful contacts had been a major driving force behind 11 out of 17 
programmes on offer being accredited.  Another project manager in answer to 
the question ‘How involved were the perceived participants in shaping the 
project?’ said:  

“Some had already been involved in other OCN accredited programmes and 
were keen to (continue) to include OCN accreditation.”   
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Yet again another project manager in answer to the question ‘Why did you 
choose OCN (accreditation)?’ said:  

“Familiar, I knew my way around the local OCN processes (they are) 
meaningful and appropriate.” 

• The case studies provided a powerful insight into the key role of the bid writer. 

• The accreditation decision was influenced by the perceived capacity to deliver 
that accreditation. 

• There was sometimes a dependence on third parties to provide capacity. 

• Third parties may limit their offer to off-the-peg, inappropriate accreditation 
driven by a demand for ‘cost-effective’ solutions. 

• Some learners feel there should be an entitlement to accreditation though not 
an obligation to use it. 

• Even organisations that have a clear accreditation strategy can still be 
surprised by learner views. 

• It is possible to offer customised OCN accreditation alongside more traditional 
prescribed qualifications such as NVQs in a complementary manner.  

• There is acknowledgement of the curriculum support role played by OCN 
development staff. 

• Some providers felt that the OCN development process can be slow and time 
consuming. 

• The potential impact of employing education workers who can empathise with 
and advocate on behalf of the learners can be significant. 

• It seems to be important to engage tutors in selling accreditation. 

• The perception that older learners may be less interested in accreditation than 
younger learners was not borne out; 

• The accreditation offer was sometimes limited to what a third party would 
agree to offer or fund. 

• It is important to offer a wide spectrum of learning opportunities, some of 
which lead to accreditation. 

6.3 Summary of the main messages to emerge from the case 
studies
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• Some processes of collecting evidence can be used for both accredited and 
non-accredited learning. 

• It seems to be of crucial importance to have a lead person for project 
management who is clear about their accreditation responsibilities. 

• Accreditation plans were often not fully thought through. 
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These conclusions and recommendations are offered to those engaged in funding, 
developing, managing and participating in community projects.   
This will include those responsible for determining and managing the successor to 
the Adult and Community Learning Fund, as well as a range of other support 
programmes designed to achieve similar objectives in each of the UK countries.   

We concluded that project managers, tutors/practitioners were not always free or 
able to offer the kind of accreditation that learners on ACLF projects would have 
wanted. The reasons for this we believe were complex and interrelated. ACLF 
projects may in some instances have lacked the capacity to deliver conventional 
‘learning programmes’ or meet awarding body assessment and quality assurance 
requirements. We found that learning achievements on ACLF projects were not 
always easy to capture and assess; the nature of such achievements may be 
unpredictable, and not easily recorded or authenticated. Accreditation of such 
achievements would be a challenge for even the most experienced education 
provider. Some ACLF projects were able to meet this challenge, involving learners in 
all levels of decision-making, employing experienced staff, confident in their 
knowledge and experience of accreditation, and well supported by ‘mainstream’ 
education provider partners and the awarding bodies. Such projects should be 
recognised as exemplars to all.     
Despite being subject to regulation, awarding body systems do need to adapt more 
closely to the demands of providers and learners. Streamlining accreditation 
processes and the introduction of a credit framework for recognising all 
achievements are hopefully on their way, and will help. However significant awarding 
body time and resources were needed where ‘tailor-made’ accredited programmes 
were developed for ACLF projects.  

Chapter 7 – final conclusions and recommendations
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Recommendations

Accreditation and 
decision-making

Accreditation should always be available, but it should be left 
to learners to decide whether or not to take it up.  

Further research

Further research should examine: 

• ways in which adult learners’ active involvement in 
decision-making about learning and accreditation impacts 
on participation and progression. 

• the range of influences affecting accreditation decisions 
in adult learning, and any impact on curriculum and 
consequences for adult participation and progression. 

• successful approaches to recognising learning 
achievements that emerge from community or collective 
activity, especially where learning is not considered the 
primary project objective    

• the value to adult learners of accrediting ‘soft outcomes’ 
related to personal growth and development and any 
impact on personal and or educational progression.   

Awarding body 
systems  

Awarding bodies should examine ways of streamlining and 
improving their accreditation processes, and reducing 
bureaucracy. 
Awarding bodies should examine successful ACLF examples 
of recognising small steps of achievement, which can be 
used to contribute towards the formal award of credit.  

Access to Credit 
Frameworks

Community projects should have access to emerging credit 
frameworks for recognising achievement and be able to 
influence their shape, content and application in community 
settings.   

Capacity building

Strategies for involving the voluntary and community sectors 
more centrally in planning learning provision need to address 
the lack of capacity in the VCS to design and deliver suitable 
accredited learning programmes.  
Steps should be taken to improve the capacity of VCS 
projects to design learning programmes, undertake 
assessment and quality assurance, and improve the quality 
of accredited learning provision.
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Glossary of terms

ACL – Adult and Community Learning – “For the purposes of this circular, Adult 
and Community Learning (ACL) is learning activity secured by Local Education 
Authorities (LEAs) and funded by the Learning and Skills Council (LSC).  In the main 
it is provision that was the responsibility of LEAs under the Further and Higher 
Education Act 1992, often described as ‘non schedule 2’.  It encompasses a diverse 
range of learning activities that are predominantly non-accredited and specifically 
relate to the block grant currently allocated to LEAs for ACL under the guarantee from 
the Secretary of State of a minimum level of funding until the end of 2002/03 (31st 
July 2003), subject to the submission of a satisfactory adult learning plan.” LSC, 
‘Consultation on Arrangements for Funding Adult and Community Learning 
2003/04’ (LSC(c), September 2002). 

ACLF - Adult and Community Learning Fund - The ACLF is a £20 million fund set 
up by the Department for Education and Employment (DfEE) to support community-
based organisations developing new learning opportunities for adults. 

ALI - Adult Learning Inspectorate - The Adult Learning Inspectorate reports, both 
to the Secretary of State for Education and the public, on the quality of education and 
training received by adult learners and young people in England. 
The ALI is responsible for inspecting all publicly funded work-based training for 
people over 16 and learning for post-19s. 

BSA – Basic Skills Agency - The national development organisation for literacy and 
numeracy in England and Wales. 

DfEE – Department for Education and Employment  - Government department, 
now replaced by the DfES. 

DfES – Department for Education and Skills – Government department for 
education and skills. 

FEFC – Further Education Funding Council – funding body for further education, 
replaced by the LSC. 

LEA – Local Education Authority  

LLSC – Local Learning and Skills Council – there are 47 LLSCs in England, each 
representing the Learning and Skills Council at a local level. 

LSC – Learning and Skills Council - The Learning and Skills Council (LSC) is 
responsible for funding and planning education and training for over 16-year-olds in 
England. 

Glossary of terms

Abbreviations used in the report
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LSDA – Learning and Skills Development Agency - The Learning and Skills 
Development Agency is a strategic national resource for the development of policy 
and practice in post-16 education and training. The Agency was previously known as 
the Further Education Development Agency (FEDA). 

NIACE – National Institute for Adult Continuing Education – a non-government 
organisation for adult learning in England and Wales, which aims to promote the 
study and general advancement of adult continuing education. 

NOCN – National Open College Network – a recognised national qualification 
awarding body and is the central organisation for 28 Open College Networks (OCNs) 
based across the UK.  NOCN provides national qualifications and programmes in a 
wide range of subject areas and offers a local accreditation service through the 
OCNs.  NOCN aims to widen participation and access to high quality and flexible 
education, training and learning, to promote social inclusion and to ensure that 
learner achievement is recognised, valued and understood through a national 
framework of accreditation. 
  
OCN – Open College Network – OCNs are local, not-for-for profit organisations, 
committed to providing a flexible and responsive local accreditation service for a wide 
range of learning activities. 

OfSTED – Office for Standards in Education - Ofsted is a non-ministerial 
government department whose main aim is to help improve the quality and standards 
of education and childcare through independent inspection and regulation, and 
provide advice to the Secretary of State. 

Accreditation (of learning achievement or 'gain'): recognition of learning 
achievement which leads to the award of a certificate by an external accreditation 
body (e.g. An Open College Network, National Open College Network, City and 
Guilds) 

Non–accreditation (of learning achievement or 'gain'): learning which does not 
lead to recognition of learning achievement by an external accreditation body 

A qualification: 'A specification accredited into the National Qualifications 
Framework, which can demonstrate that it meets the appropriate criteria and codes 
of practice set by the regulatory authorities.  It can only be offered by an Awarding 
Body accredited by the regulatory authorities, or by a Higher Education Institution.' 

Assessment criteria: statements that enable judgements to be made about the 
achievement of a learning outcome or outcomes. 

Definitions devised for this study only

Key terms used within the NOCN National Credit Framework
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C.A.T.S: Credit Accumulation and Transfer System. 

Credit: credit is awarded to learners on the successful completion of a unit or units 
once appropriate assessment procedures have been followed. A credit is awarded for 
the achievement of those outcomes that a learner, on average, might reasonably be 
expected to achieve in a notional 30 hours of learning. 

Credit accumulation: the process of accumulating credits towards an identified 
target. 

Credit-based qualification: a structure within which particular sets of credit 
achievement can be represented. 

Credit framework: a set of specifications, incorporating unit, credit value and level, 
for describing, valuing, recognising and comparing achievements. 

Credit value: the number of credits a learner may achieve through the successful 
completion of a unit. It is arrived at by taking the notional learning time required to 
achieve the specified outcomes and dividing it by 30. 

Delivery: the process that describes how the learning provider enables the learner to 
achieve. 

Learning outcome: a statement which identifies what a learner is expected to know, 
understand or do as a result of successfully completing a process of learning. 

Level: the degree of complexity, learner autonomy and required range of 
achievement derived from agreed level descriptors. 

Level descriptors: a method of identifying a unit within a progressive hierarchy of 
achievement. 

Module: a subset of a learning programme in which a set of units is organised into a 
practical way to deliver learning. 

Programme: the organisation of learning opportunities within which learners are 
offered the opportunity to achieve credit. 

Unit: a coherent set of learning outcomes and assessment criteria to which credit 
value and level are ascribed. 
     

On 21 November 2001, the European Commission adopted a Communication on 
Making a European Area of Lifelong Learning a Reality, and a produced A 
Memorandum on Lifelong Learning. 

The following definitions are taken from the Memorandum: 

Definitions taken from the Memorandum on Lifelong Learning
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• Formal learning takes place in education and training institutions, leading to 
recognised diplomas and qualifications. 

• Non-formal learning takes place alongside the mainstream systems of education 
and training and does not typically lead to formalised certificates. Non-formal 
learning may be provided in the workplace and through the activities of civil society 
organisations and groups (such as in youth organisations, trades unions and 
political parties). It can also be provided through organisations or services that 
have been set up to complement formal systems (such as arts, music and sports 
classes or private tutoring to prepare for examinations). 

• Informal learning is a natural accompaniment to everyday life. Unlike formal and 
non-formal learning, informal learning is not necessarily intentional learning, and 
so may well not be recognised even by individuals themselves as contributing to 
their knowledge and skills. 
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Appendix A 
Proforma used to capture information from the analysis of the 100 
files 

Proje
ct 
Num
ber

Dates Provider And Location Nature of Project and 
'Phone Number

Accre
dited Comments

Fin
al 
50
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Appendix B 

Distribution of the initial 100 ACLF Files by round / provider type / 
project number 

Round 
1

         
Voluntary 

        
LEA         HE        FE     School / 

Other
     Reg 
Charity

       Comm 
Group

   12
4 OCN         28 OCN & Other

   15
6 OCN           

Accredite
d   

17
2 OCN           

    NICA
S           

 3
2

I n f o r m a l 
Learning 94  81        

15
1  

Non-
Accredite
d

1
0
7

             

Round 
2

              
Voluntary 

        
LEA

    
HE

      
FE         School / 

Other
      Reg 
Charity

         Comm 
Group

 5
1

OCN        229 OCN
1
0
1

OCN/MEG/SEG/
OCR

Accredite
d

2
9
1

S o m e 
Accreditation             

 
1
5
9

 240    7  2
6

N V Q 
subsequently 76  3

4
Some subsequent

Non-
Accredite
d

          79    

Round 
3

              
Voluntary 

      
LEA

    
HE

   
FE

 School / 
Other

                 Reg 
Charity

         Comm 
Group

!  50



Appendices

 
5
7

S o m e 
Accreditation             

Accredite
d

1
1
6

Basic Skills             

 
2
4
7

Some             

 2
0  233        

1
6
2

   

 2
2 Some

        
2
3
9

Evaluation Of 
Performance   

Non-
Accredite
d

1
0
3

          

 
1
1
2

Basic Skills             

 
3
2
7

             

 
3
6
3

             

Round 
4

              
Voluntary               LEA    

HE
    
FE

      School / 
Other

    Reg 
Charity

  Comm 
Group

 1 OCN
1
3
6

CLAIT/Basic 
Skills   7

4
 

1
9
2

P a r t n e r s h i p 
Project 71 Some   

 1
3 Key Skills        Some OCN  CLAIT   

 9
6

OCN       
2
2
2

OCN Co-op     

Accredited
1
0
1

OCN             

 
1
0
3

CLAIT/ICT             

 

2
0
0

             

 

2
2
0

Learning Goals 
Set             
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 3
3

 
2
6
2

       131  58  

 9
3            156  

Non-
Accredited

1
6
0

           183  

 
1
6
7

             

 
2
4
6

             

Roun
d 5

              
Voluntary               LEA    

HE
     
FE

            School / 
Other

    Reg 
Charity

    Comm 
Group

 7
4 OCN 5

6 Some   
1
8
9

O
C
N

2
9
1

O C N / H e a l t h 
Action Zone     

 
1
4
3

Acc through skills 
project

2
6
1

C&G Mech 
Eng           

Accredite
d

1
5
4

             

 
2
9
2

OCN             

 
3
7
5

Some             

 1
2  

3
3
7

S o c i a l 
Sciences       9    

 9
9              

 
1
0
0

             

 
1
3
0
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1
7
1

             

Non-
Accredite
d

2
1
0

             

 
2
3
0

ZEBU Project             

 
3
8
6

             

 
4
5
0

             

 
4
5
3

             

 
4
6
2

             

Roun
d 6

              
Voluntary 

       
LEA

                     
HE

     
FE

            School 
/ Other

 R e g 
Charity

        Comm 
Group

 5
0 OCN   

6
0
3

Support In To 
FE Provision

2
0
1

O
C
N

6
3
6

NVQ FE Links   
6
9
8

 

 8
3

OCN       
7
8
4

WEA NOCN     

 
1
0
0

OCN             

 
1
0
1

OCN             

Accredite
d

1
4
7

NCFE             
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Appendix C 

 
3
1
7

C&G/OCN             

 
3
7
8

Some CLAIT             

 
4
0
0

Some CLAIT             

 
7
7
4

NOCN             

 6 N o t 
Mentioned       

2
5
9

Br i t i sh F i lm 
Institute   

2
7
6

C o l l e g e 
Certificate

 5
4            

4
9
9

 

 7
4              

Non-
Accredite
d

2
1
2

             

 

3
4
2

             

 
5
3
9

             

 
8
9
3
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Appendix E 

Pro-forma used to capture details of the 50 project files 
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Appendix F 

Questions for the NOCN / ACLF project 
semi structured case study interviews 

Project number: 

Title: 

Date of visit and contacts made: 

Explain the nature of the project and terminology? 

How did you become aware of the ACL Fund and the role of NIACE? 
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Comments:           
            

Project Number:                  

ProviderType:     
Name of organisation:         
Contact Person:          
Address:           
            
            
            
            
            
Telephone:             Fax:       
E-Mail:           
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Did you participate in one of the NIACE presentations? 

Where did the idea for your project originate? 

Who was involved? 

What were the driving forces? 

What were the identified needs? 

Who was it aimed at? 

How was the project intended to answer the identified needs? 

How involved were the perceived participants in shaping the project? 

Were they already a group with an identity? 

Were the group needs being addressed and to what extent? 

What were the intended benefits from participation? 

What kinds of learning activities/opportunities were planned, organised and  
delivered? (Experiential /practical/hands on?) 

How was learning gain to be identified? 

Was the question of accrediting learning gain discussed? 

What conclusions did you come to? 
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Were the views of the client group about accreditation sought? 

Who made the final decision about the most appropriate method of 
acknowledging learning gain? 

What were the reasons for deciding whether accreditation was or wasn’t 
important? 

(For those who chose accreditation) 

 •  Which accreditation options did you consider? 

 •  Which did you choose and why? 

 •  Were appropriate units/modules available off the shelf? 

•  What help did you get to devise an accredited programme? 

•  How much did it impede or encourage you? 

•  What did that process involve/ feel like? 

•  Were your plans to obtain accreditation realised? 

•  How many learners took up the programme and with what success? 

(For those who didn’t choose accreditation) 

•  How did you recognise what they had achieved? 

•  How did you measure learning gain? 
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•  How did you record learning gain? 

How did the project turn out for you and your clients? 

If not by formal accreditation, how did you measure learning gain? 

If you were starting again what, if anything, would you do differently? 

What were your perceptions about the expectations NIACE had about 
accreditation? 

Any other comments or issues? 

Any photographs? 

Appendix G 
List of NOCN / ACLF project case study visits 

Access to Education, Hull CVS 

Aspire Trust/SEDC Long Eaton 

C&G Partnership, Market Rasen 

Creative & Supportive Trust (CAST) 
Camden, London 

Flower Estate, Sheffield 

Homestart Project - Scunthorpe 

London & Quadrant Housing Trust 

Midlands Community Training & Development, Nottingham 
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Multi-Arts Programme, Banbury 

South Leicester College, Wigston, Leicester 

Access to Education, Hull CVS 

Aspire Trust/SEDC Long Eaton 

C&G Partnership, Market Rasen 

Creative & Supportive Trust (CAST) 
Camden, London 

Flower Estate, Sheffield 
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