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Final Report on Research to Identify the Key Issues in 
Including Learner-referenced Achievements within the 

Framework for Achievement 
 

 
SECTION 1: CONTEXT 

 
This report is one of a series of eight research projects, which 

explored the feasibility of including achievements currently outside 

the National Qualifications Framework (NQF) within the Framework 

for Achievement (FFA). The findings of this series of reports will 

inform further work designed to ensure that the FFA is capable of 
including a wider range of achievements than the NQF. 

 

Earlier research by Credit Works for LSC1 had identified that 

significant amounts of learner-referenced achievement were not 

only outside the NQF but also went unrecognised and unrecorded, 

potentially to the detriment of learners, providers and the system 

overall. The same research also revealed widely held views across 

all interviewees involved in Entry to Employment that learner-

referenced achievements are important and valuable for learners’ 

progress, and credit should be awarded for them. However these 
views were subject to the condition that assessment of such 

achievement must be equal in validity to the assessment of any 

other achievement in the FfA that leads to the award of credit. 
Despite an apparent consensus on the value and importance of this 

achievement however, there did not appear to be a common 

definition or understanding of exactly what learner-referenced 

achievement is (and is not).  
 

Reaching this understanding became a major task but one that had 

to be tackled in order to answer subsequent questions concerning 

how and whether such achievements can or should be included in 

the FfA.  Our findings in Section 4 therefore pay particular attention 

to a description of the learner-referenced experience and 

exemplification, before going on to examine feasibility in more 

detail. Case studies of learner-referenced experience and 

achievements illustrate its nature and are intended to inform a 

shared understanding of both its distinctiveness and what it shares 

in common with other achievements which can lead to the award of 

credit.  

 
 

                                    
1 The Implementation of Credit in E2E. report to LSC by Credit Works 2005 
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SECTION 2: AIMS OF THE RESEARCH 

 
1. To determine whether or not it is feasible to include learner-

referenced achievement in the FFA 

2. To consider the alternative and/or complementary provision 

that would be needed at Entry level. 
3. To identify key issues in bringing learner-referenced 

achievement into the FFA including any organisational, 

operational or design factors which may prohibit the provision 

from entering the framework. 

4. To identify any issues or questions concerning the validity of 

the proposed criteria for admission to the FFA and suggest 

any amendments that would be needed if learner-referenced 

achievements were to be included (see Annex 1) 

 

SECTION 3: METHODOLOGY 
 
In agreeing the specification for this project and through our 

findings from earlier research it was clear that a sound 
understanding of the concepts and theories is essential to arriving 

at a series of recommendations which are workable and can 

command support. It is also important that theories have been 

tested and applied in practice and our methodology (below) was 
therefore designed to study and test out theory and practice in 

order to inform the development of policy for the FFA and to enable 

further testing in practice as the FFA is implemented. 

 

We therefore agreed that the methodology would include: 

 
1. Desk research to identify and examine concepts and theories 

in use and approaches to learner referenced achievement.   

2. Preparation of a draft paper for a seminar discussion (and 

follow up dialogue) with a small number of stakeholders, 

identifying a conceptual framework to be used to underpin 

recognition of learner-referenced achievement within the FfA. 

3. Preparation of a final seminar paper.  

4. An invitation seminar for experts and practitioners actively 

engaged in provision for young and older adults in the 

community, offered through FE Colleges and Voluntary 

organisations, where self-referenced achievement, particularly 
at Entry level, is recognised.2 

5. Research of 3-4 detailed case studies to examine different 

approaches and systems to recording and recognising learner-

referenced achievement. 

6. Prepare report and recommendations on a way forward. 

                                    
2 List of attendees at the seminar is given in Appendix 1 
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7. The project also drew on the relevant research and findings of 

the LSC’s current action research project on The 
Implementation of Credit in E2E.  

 
 

SECTION 4: KEY FINDINGS 
 

Summary of Key findings 
 
We found that: 
 

• The learner referenced experience is about more than 

achievement 

• It is possible to develop units that will recognise learner 

referenced achievement in the FFA 

• Such units can be developed nationally and there is not a 

special requirement for centre-devised units for learner 

referenced achievement 

• Units to recognise learner referenced achievement need not 
lead to proliferation of units in the FFA 

• Credit can be used to make explicit the personalised learning 

goals a learner will pursue 

• Learner referenced achievements will not be confined to 
certain levels in the FFA 

• Learner referenced achievements can be objectively assessed 

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

determined learning activities or assessments 

• Many of the skills developed through learner referenced 

approaches are critical for participation, and support 

development of other skills and progression 

• Fit for purpose and robust models of quality assurance can be 

applied to learner referenced achievements. 

 

 
Scope 

 

Our study could find no commonly understood and accepted 

definition of learner-referenced achievement. A key aspect of this 

study therefore was to try to reach an understanding that is well 

founded and will be accepted and understood by those in the field. 
 

In parallel we also aimed to identify achievements which may 

currently be labelled differently but which also could also be 

understood as learner-referenced. For example, the development of 

soft skills, personal and social skills and measuring personal 
distance travelled might fall within the understanding of learner-
referenced.  
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In attempting to reach a definition of learner-referenced 

achievement through the desk research and discussion with 
stakeholders at the seminar it became clear that the concept and 

understanding of “learner referenced” is about more than 
achievement. The phrase learner-referenced is much more widely 

and commonly understood to describe an approach to teaching and 

learning and an experience of learning which results from that. 

What is needed then is an understanding of the learner-referenced 

experience, and then an examination of the achievements gained 

through this process and how these can be recognised using credit. 

This study and report therefore focuses first on the learner-

referenced experience, and then asks the questions how/can we 

recognise achievements using credit-based units in the FFA and 

what benefits would be gained by including such achievements. 

 

Our study set out to find what is understood by the learner-

referenced experience in practice – in different contexts - some 
times supported by different theories and operating in different 

learning cultures. 

 

 
Definition and Understanding 

 

Desk Research 
 
The initial desk research revealed a variety of terms used to 

describe and sometimes define skills and knowledge that could also 

be defined as learner-referenced. These terms can be used to mean 

subtly different things but are often more widely used as ‘catch all’ 

terms for learning that promotes personal development and growth. 

There may appear to be a consensus on the broad meaning of 

terms such as ‘soft skills’, ‘personal growth and development’, and 

‘personal distance travelled’. Writers have attempted to define and 

propose use of these terms on occasion3 but it is doubtful their 

definitions are widely shared and understood by the general 

population. It becomes even more problematic when these terms 

become associated with, or even define learning achievements 

which fulfil government targets, and/or are used as indicators of 
improved performance (of the individual or the organisation), or are 

attractors of public funding. 

 

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

Distance Travelled, Research Report 219, DfEE, 2000  
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Nevertheless the importance of skills such as learning to learn is 

now recognised in public policy and strategy, notably in the EU 
priorities for Vocational Education and Training.4 The importance of 

teaching and learning environments and different pedagogical 

approaches to support the development of these skills is also 

recognised: 
 

 …development of learning-conducive environments in training 
institutions and at the workplace. This entails enhancement 
and implementation of pedagogical approaches which support 
self-organised learning… (ibid)  

 

 

Our study found that learner referenced achievement emanates 

from particular approaches to teaching and learning conducive to 

learner autonomy – where the curriculum is intended to be learner 

driven and owned, the learner is encouraged to develop conscious 

understanding of how they are learning as well as what they are 

learning, and where achievements emanate from a set of 
personalised goals. [We found that when evidenced these 

achievements can lead to the award of credit. Credit can be used to 

recognise such achievements and, equally important, can make 

explicit the personalised learning goals to be pursued by the 
learner.] 

 

We suggest that the learner-referenced experience is created and 

managed in learning environments that are meant to promote 

learner autonomy, and self-determination of learning goals and 

achievements. These learning goals may centre on personal and 

social development, and be highly individualised to the learner. 

They may however centre on more conventional learning goals, or 

focus on the skills needed to know how to learn successfully. The 

‘subject' knowledge or skill content of the learner-referenced 

experience is not prescribed. 

 

A person may need particular skills to exercise learner autonomy. 

For it to work, they may need to learn in an environment 

deliberately designed to make the learner-referenced experience 

successful. Those designing and working in these environments also 

need particular skills to make the learner-referenced experience 
work, and they will share a philosophy, theory and values meant to 

support and underpin a learner-referenced approach.  

 

                                    
4 E.U. Maastricht communiqué on the Future Priorities of Enhanced Cooperation in 
Vocational Education and Training (VET) Review of the Copenhagen Declaration of 
30 November 2002.  December 14 2004 
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It is important to note that learner referenced experiences, and 

achievements that emanate from them, will not be confined to 
certain levels within the FFA. People can and do experience learner-

referenced learning and achievement at all levels from Entry to 

post-graduate. Furthermore all people need to be able to develop 

learner autonomy and a confident understanding of how to learn 
and manage their learning. Nevertheless people who have not in 

their current or past lives developed a sense of autonomy as 

learners, who have not learned how to learn and manage their 

learning, are less likely to have achieved at higher levels in the 

qualifications system. The focus of further work should be with such 

learners, though not exclusively so.  

 

Common aims and characteristics of learner-referenced 

achievement therefore are: 

 

� To promote approaches to teaching and learning which are 

conducive to learner autonomy;  

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

of how they are learning as well as what they were learning;  

� Achievements that emanate from a set of personalised goals.  

 
In other words, a conceptual foundation underpinned by particular 

values, a philosophy of how to approach learners, and curriculum, 

teaching and recognising achievements which emanate from the 

approach and experience.  
 
Feasibility 
 
It is clear from the desk research and from our discussions with 

stakeholders that there is significant interest and potential for 

bringing achievements gained from learner-referenced approaches 

into the FFA. Previous research reports on E2E, on Adult and 

Community Learning, and on “non-accredited” learning all indicate 

interest and support for more of these achievements to be 

recognised. The following extract and quote from the recent report 

to LSC on credit for E2E, whilst not referring to learner referenced 

approaches, illustrates the point: 
  

Recognition of “soft skills” - associated with personal and social 
development - lacks consistency and status. Though some learners 
are gaining recognition for these important transferable skills in 
E2E, this is not done consistently. Consequently the status of 
achievement for these skills is below that attributed to SfL and 
vocational skills.  
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“We have a fixation on qualifications and we over-define 
vocational parts of the programmes … but in personal 
development etc we get all woolly. So we have a situation where 
in Basic Skills it has to be the test, we have NVQs for vocational, 
and for everything else anything goes. 

It’s often this other “fluffy” stuff that really matters though. It’s 
what stops people progressing. For example someone may have 
the technical communication skills but they don’t have the 
confidence to communicate.  (Yolande Burgess et al, North 
London LSC)”5 

The case studies, which we have examined and used in this report, 

illustrate both a demand for these achievements to be recognised 
using credit (see for example the Homeless Project Case study), 

and the potential of credit to support learner-referenced 

achievements and approaches to teaching and learning (see for 

example E2E and Youthtrain Case Studies). 

 

Risks 

 
A key aspect of the context for this type of learning and 

achievement (though we are not suggesting this is an exclusive 

aspect) is its relationship with qualifications and formal recognition 

systems. Whatever the policies and the rhetoric say about “learner-
centred systems” and “learners being at the heart of the system”, 

many practitioners are clearly of the view that learner-referenced 

approaches to learning and achievement are incompatible with 

systems of accreditation; and worse, that accreditation will distort 

or destroy learner-referenced approaches. These are not ill-

informed anxieties. The risk is real, is based on experience, and it 

centres on two factors. 

 

The first risk factor is the potential of the regulatory and quality 

systems to distort the curriculum. Many practitioners have found 

that the requirements of the NQF are not conducive to a learner-

centred approach. Inflexible learning outcomes and criteria, 

methods of assessment and quality assurance regimes are just 
some elements of the systems that have militated against learner-

referenced approaches. These systems can become the drivers of 

the curriculum rather than supporters of a learner responsive 

curriculum.  
 

The recent consultation document on the FFA suggested that the 

FFA will be fundamentally different in its design and its regulation 

from the NQF, and that systems’ factors causing inflexibility and 

lack of responsiveness are to be addressed in the development and 

                                    
5 The Implementation of Credit in E2E. report to LSC by Credit Works 2005 
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implementation of the FFA. However this is yet to be tested in 

practice, as has the ability of the awarding bodies to implement and 
operate more flexible systems that will support and encourage 

learner-referenced approaches. 

 

The second risk factor is the capacity of the provider network to 
develop and implement learner-referenced approaches. Regulatory 

and quality systems apart, there is always the danger that, without 

proper development and support, staff working with learners will 

take a set of given learning outcomes (a unit or group of units) and 

regard it as a syllabus to be taught. What happens then is that 

instead of using the units to help learners determine their own goals 

and to negotiate and agree a contract with the learner based on 

these goals, the units drive the curriculum and the teaching and 

learning. 

 

Tackling the Risks 
 

 
The central factor to tackling the first of these risks is the regulatory 

framework and arrangements that are established in developing and 

implementing the FFA. The principles of the FFA call for common 

and rigorous principles of quality assurance across all awarding 
bodies and achievements. Our study supports the importance of this 

principle: 

 

Credit achieved must count but must only be awarded for 
objectively assessed achievement. Legitimately, a guarantee of the 
quality of credit depends upon robust assessment, consistency in 
assessment decisions, and mutual recognition across awarding 
bodies, employers and education/training providers. This in turn 
provides currency.6 
 
Nevertheless common principles of quality assurance do not equate 
to common regimes of quality assurance. Inflexible and limited 
regimes and/or methods for recognising achievement, which do not 
take account of the many ways in which learners can achieve, limit 
approaches to teaching and learning and reduce opportunities for 
learners to succeed. It is critical that a variety of quality regimes 
that are fit for purpose (i.e. the purpose of the learners, learning, 
and achievements) are developed and deployed within the FFA. This 
is explored further in the section on operational and design factors 
(below). Our case studies also provide examples of quality 
assurance models that can work with learner referenced approaches 
and can provide the basis for the award of credit without distorting 
the curriculum. These models need to be further tested to ensure 

                                    
6 Ibid 
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wider application is possible in learner referenced contexts, to 
identify any alternative models, and to identify any necessary 
conditions for their successful application. It will be important that 
awarding bodies are involved in any further development and 
trialling of systems in order that they develop the understanding, 
skills and capacity to deliver the new models and processes of 
quality assurance. 

The second risk factor is not exclusive to the application of credit. 
There is always a danger that professionals in the system may not 
have the skills and confidence to use resources appropriately. 
However a learner referenced approach and objective assessment of 
learner referenced achievements is a highly skilled process, which 
also requires a depth of understanding and commitment to the 
concept and approach. Tackling the risk therefore requires care and 
resources over time. We propose that it should to be taken forward 
as part of capacity building and quality development for the sector, 
most probably in the context of the Success for All strategy.  

The Standards Unit has produced resources and a capacity building 
programme and infrastructure to promote and support high quality, 
learner-centred approaches to teaching and learning on E2E. Their 
capacity building programme includes a coaching model of 
professional development for staff to understand and apply learner-
centred approaches. The report to LSC on Application of Credit for 
E2E (ibid) recommended that this programme of capacity building 
be extended to incorporate the use of credit in E2E. 

We propose that this work on E2E is joined up with developments 
on learner referenced achievements in the FFA to both test out the 
inclusion of credit in the Standards Unit’s programme, and to 
explore the options for its wider applicability in learner referenced 
achievements. 

 
Nature of Need 
 

We have already cited demand for inclusion of these achievements 

and in so doing have identified some of the key gains of inclusion.  

 

There is a wealth of evidence on the importance (and perceived 

importance) of personal development skills, lifelong learning skills, 

and the skills to be self-managed, autonomous learners. Current EU 
priorities for reform in vocational educational recognise this; 
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… focus on the development of key competences of citizens 
throughout life, for example learning to learn, innovate and 
develop a spirit of enterprise.7 

 

The skill of knowing what to do when you don’t know what to do (as 
Piaget describes it) is central to people remaining adaptive and 
flexible in a fast changing world that constantly presents new 

challenges.  

 

These skills are the essential skills for everyone in a knowledge 

society and economy. The need for lifelong learning and continuous 

re-skilling during working lives demands new ways of learning. This 

then requires new approaches to teaching and learning; ones that 

will encourage learners to reflect on and take control of their 

learning. 

 

The evidence from the E2E study and from the case study of the 

Homeless Sector project also illustrates that people who do not 

have these skills may be more susceptible to exclusion from society 
as well as from further learning. Participation in society and learning 

may require some people to develop the personal and social skills to 

understand and seek to deal with issues that may be very 

individual. Reaching this understanding usually means the support 
of skilled professionals who can work with the individual to identify 

and tackle these personal issues. A highly prescribed curriculum 

cannot accomplish this: a learner referenced approach is needed.  

 

These learners, perhaps more than any, need to see the value and 

validity of these important achievements. Formal recognition, on a 

par with all other achievements, can contribute to this. A striking 

example of this was revealed through the study on homeless sector 

learning. As part of its annual review for 2003-04, Crisis Skylight, a 

London based organisation working with homeless people in the 

capital, surveyed its members on the activities it offers and their 

perceived effects and benefits. Crisis works with some of the most 

excluded and vulnerable people in society and one of its objectives 

is to build skills and learning as a step towards empowering people 

to fulfil their potential and transform their lives through meaningful 

activity. When asked whether they would like Crisis Skylight to 

provide accredited training 74% replied yes and 15% said “not 
sure”: only 11% said no. Given the range and extremity of the 

needs and challenges facing these people this wish for accredited 

training gives a strong indication of the value that is placed upon it 

by those who may not have the skills and credentials that it 

                                    
7 E.U. Maastricht communiqué on the Future Priorities of Enhanced Cooperation in 
Vocational Education and Training (VET) Review of the Copenhagen Declaration of 
30 November 2002.  December 14 2004 
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provides. As these learners are achieving the skills to participate 

and progress, they can be receiving the credit that will support that 
progression through the system. 

 

Learner referenced approaches therefore need to be actively 

promoted and supported as providing valuable skills essential for 
lifelong learning. They need to be recognised and valued for the 

contribution they make to inclusive learning achievements and to 

inclusive and participatory democracies. In addition these 

approaches and achievements also provide the underpinning skills 

needed for employability, and to support re-skilling and up-skilling 

in the workforce. If achievements that emanate from learner 

referenced approaches are excluded from formal systems of 

recognition then their status and importance is under-valued, 

undermined and marginalised. 

 

Finally it is important to note that inclusion of these achievements 

within the FFA also supports the government’s Five year Strategy 

for Children and Learners. This strategy identifies five key 
principles, the first of which is greater personalisation and choice, 

with the wishes and needs of children’s services, parents and 

learners centre-stage. Learner referenced approaches reflect and 

exemplify this principle. They also encourage the development of 
the personal skills needed in society in order that people can 

understand and articulate their needs and exercise choice. 

 

Organisational, Operational and Design Factors 
 

Units 
 
Our study found that it is possible to develop units that will 

recognise learner referenced achievement and include these within 

the FFA. However the concept of learner referenced achievement 

does have implications for the design of units. 

 

Design and Development of Units 
 
On the basis of our research we believe that learner referenced 

achievements do not require the development of personalised units. 

Developing units that support learner referenced achievements in 
the framework is not the same as developing learner referenced 

units. Rather what is needed is the development of units which 

articulate and value the skills and understandings which emanate 

from learner referenced approaches, which allow people to set more 

personalised goals, but which are not currently recognised and 

valued in the NQF. 
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Of course it would be technically possible to develop units that 

reflect the specific, individual accomplishments of each learner. 
However our study suggests that it is neither necessary nor 

desirable to do so.  

 

Models of Development 
 

It has been suggested during our study that a way of recognising 

learner referenced achievements would be to enable centres to 

develop and design units to meet the specific, individual learning 

needs and outcomes for the learners that their programmes intend 

to support. However there are significant risks and difficulties with 

this approach, the most important being the potential to undermine 

confidence and the currency of credit in the FFA. 

 

The approach would certainly result in more units in the framework 

but whether this would add value to the framework is open to 

question. There is a danger that this would be regarded as 

“proliferation” of units, as creating more complexity rather than 
simplification, and that this proliferation and complexity may fail to 

support progression for learners. It is not possible to quantify the 

number of units that might be needed, or indeed might be possible, 

should this approach be adopted. It would be difficult, even with the 
support of technology, to avoid duplication across units and the 

approach would create significant demands on the system and its 

users. These demands would include those placed on centre staff 

for development, as well as those on awarding bodies for quality 

assurance and systems management. 

 

In contrast there are considerable benefits for learners and for 

providers and regulators in the national approach and model.  

For learners the key benefit would be confidence in the currency of 

credit and its value for progression. Providers would gain from 

opportunities to share and develop good practice on how national 

units are being used to promote learner referenced approaches in a 

range of contexts and settings. Good practice on assessment and 

internal quality assurance could also be shared and developed. This 

approach would support quality improvement strategies across the 

sector. For awarding bodies and regulators the national approach 

and model would make quality assurance (and quality 
improvement) more easily manageable. 

 

Of course the risks of supporting centre-devised units must be 

weighed against any potential benefits. However there is no 

guarantee that centre-devised units will support learner referenced 

achievement. It is certainly not possible to make the assumption 

that centres will be well versed in understanding the concept, will 
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be committed to the values and practices which underpin it and will 

have the necessary skills and understanding to devise appropriate 
units. Centre-devised units will not guarantee or necessarily support 

learner referenced achievements therefore. 

 

The LSC research on E2E also revealed that there was no 
widespread support for centre-devised units, and suggested that it 

was the lack of appropriate units in the current framework which 

has resulted in a perception that centre-devised units are 

necessary. 

 
“I don’t think people should be writing loads of their own units. Any 
off the peg credit relies on the way the teacher uses it. What’s 'off 
the peg' is just the learning outcomes so you have to ask how many 
of these really need to be unique or tailor made.”( Liz Perry, DfES 
Standards Unit, interviewed for E2E report, ibid) 

The report concluded that: 
 

“The proliferation of local accreditation in E2E stems from the 
absence of a national framework of credit-based units, and absence 
of national guidance which explains how diverse learning activities 
can lead to achievement of the same (national) units. Consequently 
local accreditation often duplicates learning outcomes, and weakens 
the currency of achievement in E2E.”8  

It is important to note that we are not reporting that centre-devised 
units are never necessary or appropriate within the FFA. There may 
be circumstances where appropriate units do not exist and centres, 
or perhaps more realistically centres working in collaboration, will 
need to devise new units for the FFA. These may include, but would 
not be limited to, units that could support learner referenced 
achievements. This report has not examined the feasibility of 
centre-devised units more generally. However centre-devised units 
should not be equated with learner referenced achievement and are 
not essential to this achievement being included in the FFA. 

Skills and Understanding in Units 

Perhaps most importantly our study shows that it is possible to 

develop national units that will recognise and support learner 

referenced achievements. The design of these units is often based 

on identifying the important underlying skills and understandings 

that are being developed. For example units that recognise and 

value personal development, social-interaction skills, managing 

learning or managing behaviour may be important units that can be 
used to support a variety of more personal goals which relate to an 

                                    
8 ibid 



 15 

individual’s particular issues or circumstances. Such units can be 

used as the basis for negotiating agreed learning goals and they can 
underpin the acquisition of more prescribed skills. [See for example 

the case study on Youthtrain] 

 

One of the common aims of learner referenced approaches is the 
development of a conscious understanding of how you learn as well 

as what you learn. Complementary to this development of “self-

consciousness” as a learner is the skill of “knowing what to do when 
you don’t know what to do”. Further work to explore how these 
important generic skills may be articulated and valued within the 

FFA and therefore available to support learner referenced 

approaches should betaken forward, alongside development and 

approval of generic units in personal, social and learning 

development. 

 

In addition to more generic units there will also be a need for units 

that address very particular needs that some young people and 

adults may face. For example the Homeless Sector project 
described in the case study has developed units which address the 

learning needs of people who are especially vulnerable. These units 

focus on skills such as Staying Safe or Coping with Violence, 
essential skills for people who find themselves in vulnerable 
situations. These achievements are clearly learner referenced and 

are enshrined in a carefully managed and supported learner 

referenced approach. Nevertheless the units would be appropriate 

for people in other vulnerable situations and could be used 

nationally in the right contexts, on condition that the professional 

workers had the skills, understanding and appropriate guidance for 

their use. 

 

From our study we suggest that the priorities for unit development 

to support learner referenced approaches fall into the following 

broad categories: 

 

• Skills and understanding that promote learner autonomy 

• Skills and techniques of “navigation” to support lifelong 

learning 

• Skills to support personal and social development 

• Skills and techniques that will help individuals to “unblock” 
personal issues which are preventing participation or 

progression 

 

Learning Outcomes and Assessment Criteria 
 

It is important to clarify that pre-determined learning outcomes and 

assessment criteria do not mean that the content and activities of 
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learning programmes are prescribed. It is evident that a wide range 

of diverse learning activities can lead to achievement of the same 
national units, providing those units are appropriately designed and 

not over-specified. Indeed this ability of the FFA to de-couple 

learning achievements from specific courses and/or learning 

activities gives it the ability to be more flexible and responsive, and 
avoids the necessity to develop new units to recognise what are in 

effect the same achievements gained through different activities or 

in a different context. Ensuring that the users of the framework 

understand this difference will be crucial to avoiding proliferation of 

units and demand for new units where none is required. Guidance 

for those working with learners will be essential to promote this 

understanding. 

 

In developing generic units it will be important to ensure that the 

learning outcomes and assessment criteria are appropriately 

developed and articulated. It is not uncommon for learning 

outcomes to implicitly or explicitly describe content of learning or a 

particular activity or context. The units described above will need to 
be genuinely generic, describing more general, broad skills and 

understandings which may be common across more specific 

individual needs and circumstances and a range of contexts. A 

national, collaborative model of unit development is most probably 
the best way to achieve this. 

 

Similarly the assessment criteria in the units need to be carefully 

designed and developed. It is possible to find units within the NQF 

and outside it where assessment criteria implicitly prescribe 

assessment methodology rather than describing the standards by 

which achievement of the outcomes can be judged. This practice is 

not appropriate in generic units and would seriously undermine 

learner referenced approaches with these units. 

 

When developing these generic units it will be important to involve 

a range of appropriate expertise in their design and approval. 

Identifying credit value requires a professional judgement of the 

time on average to achieve the unit. In this context this requires 

expertise and experience in learner referenced approaches, 

especially important where units may appear “small” in terms of the 

number of learning outcomes they include but where acquisition of 
these outcomes may require considerable time for the learners who 

seek to achieve these units.  

 

Entry Level Units 
 

There may also be particular issues and expertise required in 

determining credit value at Entry level, especially if Entry level        
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is to be ‘all-inclusive’ or ‘bottomless’ in the FFA. Currently the NQF 

includes units (or achievement sets) at Entry 1, 2, and 3. These 
three ‘sub-levels’ within Entry reflect requirements set out in 

national standards in literacy and numeracy. 

 

The NQF enables state or sector bodies to determine assessments 
for particular skills and this is likely to be taken forward within the 

FFA. Whilst sector bodies are highly unlikely to seek to direct 

assessment for Entry level achievements (as these will not link to 

occupational competence), we might expect that there will still be 

national policy and direction on Skills for Life assessment and 

achievement. The likely consequence of this is that there will still be 

nationally directed requirements for Skills for Life learning and 

achievement at Entry levels 1, 2 and 3. 

 

These three sub-levels within Entry level do not readily lend 

themselves to all learner referenced achievements. However the 

three sub-levels and descriptors have been developed and applied 

to a particular set of skills achievement in a particular policy context 
(Skills for Life). It is not necessary and most probably not desirable 

to apply these sub-divisions to all Entry level achievements in the 

FFA. We suggest that an all-inclusive Entry level descriptor is 

applied that is capable of recognising all achievements and 
embraces the full range and potential “depth” of these. Units to 

support learner referenced achievements could be developed and 

approved at this single, inclusive Entry level. 

 

Achievements of Learners with Learning Difficulties and 

Disabilities 
 

The kind of learner referenced achievements that can and should be 

recognised at Entry level has been the subject of much discussion 

and debate.  There has been strong support throughout our study 

for the importance of objective assessment to underpin the validity 

and reliability of judgements and hence the currency of credit. On 

the other hand there has been support amongst some tutors 

working with learners with learning difficulties and disabilities to 

allow recognition of achievements that are accomplished only with 

tutor support. The strong case made is that it is the decreasing level 

of tutor/worker support needed that marks the learners’ progress 
and achievement. 

 

It is questionable whether approaches that use the different levels 

of tutor support to judge successful achievement lend themselves to 

objective scrutiny. What is important for the award of credit is 

whether the learner has actually achieved the outcomes as an 

individual. [It should be noted here that support for learning 
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is not in question: it is the support to actually achieve the 

outcome of learning which is the issue, and this excludes of 
course any special needs support that is normally allowed 

within the regulatory framework.] 
 

The two positions, 1) independent and objectively assessed 
achievement for the award of credit and 2) achievement measured 

by a decrease in the degree of support needed, appear 

irreconcilable. However, there are different ways of describing and 

assessing what is being achieved with these learners at Entry level 

which do support learner referenced approaches, and do enable 

independent and objective achievement and assessment. 

 

The aims and characteristics of learner referenced achievements 

that we have described are equally applicable to learners at Entry 

level, including those with severe learning difficulties and/or 

disabilities. Of course the degree of autonomy that might be 

realistic for some people in some areas of achievement may be very 

restricted; nevertheless the learning process is about encouraging 
and developing that autonomy where it is achievable. And certainly 

the principles of learner ownership and consciousness of their own 

learning and progress, and of setting personalised goals apply. 

 
We suggest therefore that where it is the progress learners make 

towards independent achievement that is valued, then what is 

important and can be assessed and recognised is the process of 

setting individual goals, of assessing your own progress towards 

them and of achieving them consistently. In this model the progress 

or distance travelled is itself the outcome, assessed against 

personally agreed objectives, and the degree of tutor support 

therefore is not relevant. More importantly, this model actively 

encourages tutors and workers to set personalised goals with 

learners and support their learning towards these. It encourages 

learners to develop a consciousness of what they are learning and 

how. Units using this model could be included within the FFA and 

would support an all-inclusive model of Entry level achievement. 

 

 

Assessment and Quality Assurance 

 
Alongside suitably designed units which do not over-prescribe 

learning or assessment activity, appropriate models of assessment 

and quality assurance will be essential to supporting learner 

referenced achievements. 

 

Our study found strong support for the principle and value of 

objectively assessed achievement. The argument for objectivity in 
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assessment of personal progress may appear to be driven by a 

demand for ‘robustness’ in assessment decision making to support 
the maintenance of standards but it is doubtful whether learners 

themselves would exercise their entitlement to credit for these 

achievements were they to be seen as lacking real validity and/or 

credibility. A similar reaction is likely from employers and education 
or training providers.  

 

There is clear evidence that learner referenced achievements can be 

objectively assessed. The case study on E2E illustrates an approach 

to objective assessment which could provide a strong basis for 

developing recognition of personal and social skills using learner 

referenced approaches. Similarly the case studies of Youthtrain and 

the Homeless project use a range of assessment activities and 

evidence to recognise achievement. Assessment is typically 

undertaken by tutors and professional workers, often with teams of 

workers checking and supporting to ensure that reliable and valid 

judgements are reached. Evidence can range from tutor 

observations and records to written statements and evidence 
produced by learners, to videos, diaries etc. 

 

The important principle is that the assessment activities and 

evidence suit the learners and the learning to be assessed at the 
different stages of the learning process, and that they take account 

of the many ways in which learners can achieve. In the Standards 

Unit model for E2E, assessment activities are agreed with the 

learner during the feedback stage. The validity and reliability of the 

assessment judgements is underpinned by internal and external 

checks on the decisions reached and the processes for reaching 

these. 

 

Our analysis of the case studies and evidence suggests that 

principles for assessment in learner referenced approaches should 

include: 

 

• Recognition of the value of formative, self, peer and group 

assessment, as well as summative assessment in recognising 

achievement 

• Integration of assessment into the learning process 

• Admissibility of a variety of assessment methods which are fit 
for purpose 

• The use of internal and external moderation processes by 

practitioners to make and standardise assessment decisions. 

 

It should be noted that the Standards Unit suggested model for E2E 

(cited in the case study) currently makes no direct reference to 

external quality assurance or to external recognition of the learning 
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achievements. Currently “recognition” is centred on the feedback to 

learners; a key and highly skilled part of the process. Nevertheless 
it is clear that the evidence of achievements described in the case 

study could be used for external formal recognition, and that the 

internal quality processes described could readily be subject to 

external moderation/ scrutiny, provided that any external processes 
respected and followed the learner-centred ethos described. There 

is certainly no reason why evidence from observation techniques 

described in this approach could not satisfy external certification 

requirements in some cases. Indeed the proposed model and 

processes of cross-checking observation records lends itself to 

internal moderation, external moderation and ultimately 

certification. 

 

 

Qualifications 
 

How learner referenced achievements might contribute to the 

achievement of a qualification will depend on the purpose of the 
qualification. As we have described, learner referenced approaches 

may lead to achievement of personal skills which will support 

employability and be highly valued by many employers. There 

should certainly be scope to include these achievements within the 
rules of combination for qualifications. At the same time learner 

referenced approaches are not limited to achievement of personal 

and social skills. As our case studies show, vocational or 

vocationally related skills may be developed through learner 

referenced approaches, and would certainly contribute to 

qualifications. 

  
Similarly if qualifications in the FFA are to be defined according to 

purpose and built from standard (as opposed to standardised) 

protocols, then we suggest it is not possible to pre-judge whether 

any units may be core, optional or elective within qualifications. 

There is no proposal that units in the FFA are to be classified; either 

as “learner referenced” or as core, option or elective. Indeed our 

report argues against the concept of learner referenced units. 

Therefore it is possible that a unit to support learner referenced 

achievements may be designated as elective for the purpose of one 

qualification and core for another. The judgement must be made at 
the point of determining appropriate rules of combination for the 

particular purpose of the qualification.  
 
 
Validity of Proposed Principles for Admission 
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Our study supported the validity of all the technical principles 

proposed for the FFA.  As this report indicates, units with credit 
attached within the specifications of the FFA can support learner 

referenced achievements subject to the conditions and principles 

described earlier in this section under Operational and Design 

factors. The quote below, taken from the E2E report also held true 
for this study. 

 
There was agreement in interviews that self or learner referenced 
achievement should only be included in the FFA if it conformed to 
the unit specification agreed for the FFA, and was capable of 
objective assessment. While there was widespread support for the 
FFA to be as inclusive as possible for the benefit of E2E learners, 
this had to be balanced against maintaining the validity and 
currency of any credit awarded in the FFA.9 
 
Our study shows that objective assessment and quality assurance 

are not incompatible with learner referenced approaches and 

assessment: on the contrary they can actively support them. 
However promoting understanding of the principles of learner 

referenced approaches, and understanding of how credit can be 

used to develop and support these approaches, will be crucial to 

their successful inclusion in the FFA. Therefore it is how the 
technical principles are interpreted and applied in practice which is 

critical.  

 

Formal assessment need not mean traditional or external 

assessment in all cases. Our study shows that other approaches to 

assessment which are not traditional or external can nevertheless 

be valid, reliable, subject to external scrutiny and be fit for purpose. 

The assessments can be methodical and organised, and can follow 

agreed conventions (as is the case in our case studies) and can 

therefore be described as formal. The technical principles need to be 

interpreted and applied to support this. 

 

Similarly the units and the assessment models we have described, 

lend themselves to quality assurance processes and scrutiny. Our 

study suggests that all these factors are key to establishing and 

maintaining integrity and equality of achievements across the FFA. 

However once again it will be essential to interpret the quality 
assurance principle to allow a range of fit for purpose quality 

regimes. 

 

Our study also suggests that many achievements from learner 

referenced approaches will contribute valuably toward qualifications 

in the FFA. Many of the skills are in fact essential to supporting 

                                    
9 ibid 
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participation and progression in learning and employment. Whether 

units may contribute as elective, core or option is a judgement to 
be made in the context of the agreed purpose of any given 

qualification. 

 
This framework must be capable of focussing on the transferable 
skills and knowledge needed to gain and maintain sustainable 
employment; commonly judged in our findings to be the skills and 
knowledge which are generically applicable rather than vocationally 
specific. Whilst employers look for ‘soft skills’ among potential 
employees, many young people and employers want and expect 
qualifications too. A coherent framework has to meet both 
expectations. For this to work all credit achievements, ‘soft’ or 
‘hard’, should contribute to qualifications, at the point of 
achievement, or later if that suits.10 

 
Our report also indicates that units which support learner 

referenced achievements would clearly meet all the “usefulness 

criteria” proposed for the FFA. We would argue that it is essential to 

be able to demonstrate the need for the units if they are to have 

any value in helping learners to achieve what is necessary and 

meaningful for them. Again how this is understood and applied in 

practice will be critical to developing a genuinely inclusive 

framework. 

 

We believe that units which recognise learner referenced 

achievements will be absolutely central to learner progression, 

including importantly horizontal/lateral progression. Indeed the four 

broad categories of units that we propose as priorities for 
development will all promote improved participation and 

progression for learners. 

 

This study also reveals widespread support for increased 
opportunities for learners to achieve credit. In fact it has been 

strongly argued that all learners should be entitled to receive credit 

for their learning achievements. However fears that the NQF will 

distort or destroy learner referenced approaches have resulted in 

many achievements going unrecognised and unrecorded. The lack 

of flexibility in the NQF has caused many to seek alternative 

accreditation outside the NQF. Our four case studies demonstrate a 

range of approaches to recognition from feedback to learners, to 

use of OCN accreditation and awarding bodies such as ASDAN and 

City & Guilds offering awards outside the NQF. If the new 

framework continues to operate inflexibly and fails to allow 

                                    
10 The Implementation of Credit in E2E. report to LSC by Credit Works 2005 (ibid) 
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professionals to respond to learners’ needs then achievement will 

continue to remain outside its boundaries. 
 

We are aware that other approaches to recognising achievement 

have been developed in response to the lack of flexibility afforded 

by the NQF. RARPA11 and the Network for Recognising Young 
People’s Achievement are two examples. [The latter is subject to a 

separate report to QCA.] We are also aware of local awards, which 

we believe to be outside any national framework, being developed 

by some Local Authority Youth Services. 

 

We would argue strongly that learners’ entitlement to credit for 

their achievements is a principle that should be supported. The 

boundaries between the FFA and other forms of recognition or 

quality assurance should be as permeable as possible in the 

interests of learners. Therefore any approaches to learning and 

achievement being adopted should produce outcomes capable of 

counting towards the award of credit within the conditions set out in 

this report. Similarly those learners who don’t achieve sufficient 
outcomes for the award of credit should be supported in taking 

forward their evidence and achievements to build on in the future if 

and when appropriate. 

 
This is not to say that all learning activity must or will lead directly 

to the award of credit. Some learning may be the start of a journey 

where learners begin to gather confidence and skills before moving 

on. Nevertheless these learners can take with them any evidence of 

achievement which may later count towards the award of credit. 

 

There will be others for whom the award of credit or any form of 

assessment or certification is simply not appealing. It would not be 

desirable or appropriate to coerce or require such people into taking 

accreditation. The option of credit however, or at least the 

opportunity to readily progress with evidence that will count 

towards achievement of credit, should be available to everyone.

                                    
11 LSC. The Approach: Recognising and Recording Achievement in Non-accredited 

Learning RARPA. (LSC progress report), LSC 2004 
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SECTION 5: CCAASSEE  SSTTUUDDIIEESS  

  
The following case studies of learner-referenced experience and 

achievements illustrate its nature and are intended to inform a 

shared understanding of both its distinctiveness and what it shares 

in common with other achievements which can lead to the award of 
credit.  

 

The case studies exemplify and illustrate the approaches we’ve 

described. They illustrate the underlying values and concepts of 

learner referenced approaches and they provide examples of 

approaches and methods of assessment and quality assurance. 

 

We would like to express our gratitude to those people who have 

given their time and support to help produce these case studies. In 

particular Liz Perry for the E2E case study, Jenny Shackleton for the 

Homeless Sector project, Julie Woodhurst for Youthtrain, and Paul 

Burnand from UfI. 

 
The case studies that follow include analysis and description of 

practice drawn from documents and interviews, and a submission 

from UfI following interview and the seminar held in February 2005. 

 
 

Case Study 1: Standards Unit; Improving initial assessment 
of personal and social skills in Entry to Employment. 
 
This case study was drawn from an analysis of resources 
produced by the Standards Unit, supported by interviews 

with Unit staff. 

 
 
The Entry to Employment [E2E] programme is a distinct national 

programme intended to support young people working towards 

positive destinations at Level 2, such as Apprenticeships, 

employment with training or full time F.E. The target group for E2E 

is young people not in employment, education or training [the NEET 

group]. E2E learners are entitled to an innovative programme, 
designed to meet their needs and identified progression route. They 

are entitled (but not required) to work towards national 

qualifications and to have their achievements recognised, BUT the 

qualifications offered must be “learner driven not standardised”. 
 

As part of the Success for All strategy the Standards Unit has 

produced a pack of resources together with a programme of 
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capacity building to support initial assessment of personal and social 

skills in E2E.12  
 
Conceptual Foundation 
 

The Standards Unit’s resources make clear that the term “initial 
assessment” is used to mean a carefully planned process that is 
implemented throughout a learner’s induction programme and, as 
appropriate, beyond. It is a means of collecting information about 
learners, and enables tutors to plan learners’ E2E programmes 
tailored to the interests abilities, aptitudes, aspirations and learning 
needs of each individual. 
 

The resources identify a learner-centred approach to assessment 

where the learner: 

• Understands why an accurate picture of their skills is 

important 

• Finds out their strengths and what they can do 

• Gains confidence in their potential 
• Receives motivating feedback on progress 

• Formulates key objectives as a result of their experience 

 

The emphasis throughout is on assessment as part of the teaching 
and learning process, and on working with the learner. The 
approach aims to help the young person to become reflective. 

 
Practice 
 

The Standards Unit approach is to use observation to assess 
learners’ personal and social skills, where observation is a 4-stage 

process: 

 

1. Preparing to assess and develop personal and social skills 

2. Using observation to gain evidence about personal and social 

skills 

3. Making Objective assessments 

4. Giving feedback and agreeing key objectives. 

 

Each stage in the process is described, and exemplified in more 

detail. The resources make clear that this approach for initial 
assessment can be followed to develop personal and social 

skills throughout the E2E programme. 
 

Stage 1; Preparation involves identifying the skills to be observed 

and assessed and the activities that will enable observation. 

                                    
12 12 DfES. Standards Unit – Improving Initial Assessment of personal and social 

skills in Entry to Employment – DfES Standards Unit, September 2004. 
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Currently a framework of generic employability skills is provided as 

guidance, which covers Basic and Key skills, Thinking skills, 
Personal qualities, and Personal and social skills to overcome 

individual issues (such as resisting negative peer pressure). 

Alternative frameworks can also be used to identify the skills to be 

assessed. 
 

Stage 2; Observation involves professionals agreeing with a learner 

the skills to be observed; observing the learner during a planned 

activity; and recording what is actually seen. Great emphasis is 

placed on objective or “pure” observation based on evidence not on 

opinion or subjective judgement. For example; “He doesn’t make 
appropriate eye contact with staff” is exemplified as 

judgement/opinion, whereas, “When he’s talking to a tutor, he looks 
down at the floor” is pure observation. Staff are urged to check 
their own prejudices and be aware of cultural differences, and 

advised that making pure observations based on what’s actually 

seen and heard can give a basis for discussing how behaviour can 

be interpreted in different contexts so that young people can learn 
to use a range of behavioural codes appropriate to a given context. 

 

Stage 3; Making Objective Assessments again emphasises objective 

assessment based on evidence as opposed to subjective 
judgements. The stages in the objective assessment process are: 

 

1. Sharing observations with appropriate colleagues 

2. Comparing evidence with that from other activities 

demonstrating the same or similar skills 

3. Recording assessments and noting progress 

4. Prioritising areas for development that are key to helping 

positive progression 

5. Identifying short-term targets for discussion with the learner. 

 

It is emphasised that working with colleagues and comparing 

evidence from other sources supports well evidenced and objective 

assessments. Areas for development should build on positive 

baselines as well as any difficulties and a key focus should be on 

identifying what is needed to help a learner to move on. 

 

Stage 4; Giving Feedback and Agreeing key Objectives is described 
as one of the most powerful opportunities to motivate and move a 

learner forward. It should encourage a learner to talk about their 
learning and become aware of their personal and social skills. Its 
purpose is to help learners improve and it is described as a vital 
part of learning. 
 

The 3 steps of feedback are: 
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1. Encouraging learners to reflect on their experience 

2. Giving positive feedback about what they do well and 
checking they genuinely “hear” this and believe in their own 

abilities 

3. Helping them to understand the skill areas they need to 

develop and agreeing priorities for action. 
 

SMART targets and further assessment activities are then agreed 

with the learner and recorded. 

 

The Standards Unit encourages adoption of “whole organisation 

approach”. It emphasises the importance of managers in designing, 

managing and supporting the whole process effectively and in 

ensuring that the perspectives of learners, tutors and partners 

inform the process. Managers are responsible for ensuring the 

coherence of the process, for leading on quality and for ensuring 

that there is a shared understanding of a learner-centred 
ethos. 

 
Recognition of Achievement 

 
The approach to objective assessments by pure observation based 

on evidence exemplifies a very thorough and rigorous approach to 
the assessment of personal and social skills. These skills are often 

described as the most difficult to assess objectively but, as the 

Standards Unit notes, the use of observation as a method tends to 

be under-used but can be highly effective. The rigour and 

objectivity of the assessments in this model is underpinned by the 

team approach, comparisons of assessment evidence, and 

management responsibility for overall quality of the process, all of 

which add confidence to the validity of the assessment evidence. 

 

The observation method used also offers opportunity for creative 

and enjoyable assessment activities, which focus on personal and 

social skills through a variety of contexts and activities in ways that 

engage learners and are meaningful to them. 

 

The 4-stage process described, and within that the 5 steps in 

objective assessment, provide an exemplary model of a quality 

system as well as an example of a learner-centred approach. The 
internal checks within the model are in many ways equivalent to 

internal verification or moderation processes, but in this context 

very clearly located within a teaching and learning approach to 

assessment of these skills. 

 

[It should be noted that the Standards Unit resources currently 

make no direct reference to external quality assurance or to 
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external recognition of the learning achievements. Currently 

“recognition” is centred on the feedback to learners; a key and 
highly skilled part of the process. Nevertheless it is clear that the 

evidence of achievements described could be used for external 

formal recognition, and that the quality processes described could 

readily be subject to external moderation/ scrutiny, provided that 
any external processes respected and followed the learner-centred 

ethos described. There is certainly no reason why evidence from 

observation techniques described in this approach could not satisfy 

external certification requirements in some cases.] 

 

The learners’ role and perspective in the assessment is made very 

clear. As the guidance notes, learners must be clear about the 

process, with learners’ aspirations central to the process and staff 

responsible for building an ethos of shared effort. The process 

should be done with learners and not “to” them. Learners are 
responsible for agreeing and understanding their own learning 

objectives and for actively engaging with the feedback process 

building and acting on the feedback they receive. 
 

Use of Credit 
 

Although some learners on E2E gain credit for personal and social 
skills there is no consistent national approach and currently no 

guidance in the Standards Unit resources and capacity building 

programme to support the use of credit within this approach. 

However a recent report to LSC on credit for E2E13 recommended 

that, “Guidance on the use and implementation of credit for E2E 
should be incorporated into the Standards Unit programme and 
capacity building strategy”. 
 
During interviews for the LSC study on E2E staff from the Unit 

indicated support for implementing credit in E2E provided that it has 

integrity, supports a learner-centred approach and is capable of 

recognising actual achievements that are important to the learners. 

 

I can see how young people can get credit for all this and how 
that can help to move them on. The challenge will be to keep 
it vibrant so that it supports what’s good and exciting and 
doesn’t become something you have to plod through so that it 
becomes a turn off. 
 

As already stated, there is no technical or qualitative reason why 

many of the achievements described for E2E learners should not 

                                    
13 Credit Works Report to LSC, Action Research Project: The 

implementation of credit in E2E. 2005 
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lead to the award of credit. The processes described provide a 

sound basis for reliable evidence and quality assurance. Currently 
the framework of skills used to support the model is perhaps under-

developed but it is clear that the kinds of skills illustrated in the 

Unit’s resources could be developed as learning outcomes and 

organised into units, which could be included in the FFA. Learners 
would then be able to identify with staff which outcomes, and as 

appropriate which units, they would prioritise and focus on in 

activities. These need not, as the Standards Unit explains, be 

limited to initial assessment but could be developed and recognised 

throughout the E2E programme and beyond. Learners could then 

build on evidence of their achievements towards credits and hence 

towards qualifications where this is appropriate. 

 

The feedback learners receive from staff in the feedback process 

would then be enhanced by formal recognition which gives value 

and validity to the skills achieved and which would support 

progression. The credit record alongside the tutors’ record of 

evidence would give learners further tools to identify their 
continuing learning needs as well as the confidence in their ability to 

develop these skills. Certification is (and indeed should be) viewed 

by some learners as their entitlement for achievement. As one E2E 

learner asked “What’s in this for me? Do I get any credit for doing 
all this?” 
 

 

 

 

CASE STUDY 2 THE HOMELESS SECTOR PROJECT. 
 
THIS CASE STUDY IS DRAWN FROM AN ANALYSIS OF DOCUMENTS AND 

INTERVIEWS WITH PROJECT STAFF 

 

 

The Homeless sector project is supported by LSC’s Workforce 

Development Unit to test the capacity of the system to meet 

complex learning needs that mainstream provision and services 

struggle with. The project has developed both an accredited 
learning programme for service users (i.e. homeless people) and an 

accredited programme for front-line and support workers. This 

approach therefore aims to help empower service users and to 

assist in building the capacity of homelessness services, a key 
theme of the project. 

 

The Certificate in Supporting the Development Needs of Homeless 

and Vulnerable People was developed following a detailed training 

needs analysis, in partnership with City & Guilds Affinity. It aims to 
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incorporate learning support into the role of front-line and support 

workers. The service users’ programme is accredited by NOCN and 
City & Guilds in partnership, and focuses on personal development 

and coping techniques needed by many homeless people. Both 

these programmes are important starting points and it is recognised 

that they serve only a part of the learning needs. 
 

Conceptual Foundation 
 
The project is built on a strong, thoroughly analysed and well 

understood theoretical and conceptual foundation and a set of 

principles and values. This foundation informs the understanding 

and the practice of teaching and learning developed with front-line 

staff through the Certificate and hence with service users in their 

learning programmes with these staff. The aim is that by 

understanding and applying concepts and knowledge of how people 

learn, together with the recognition of the need to respect and 

empower service users, homeless people can be supported more 

effectively and the roles and capacities of workers can be enhanced 
at the same time. 

 

This brief case study cannot do full justice to this underlying 

foundation and we hope that in trying to summarise it we have not 
done it a disservice. Anyone wishing to understand the concepts 

and theories in more detail should contact project staff at LSC 

national office. 

 

The underlying belief on which the approach is based is that by 

developing and clarifying understanding of what education and 

training can be, and how it may be offered, we can grow it as a 

positive strategy to overcome homelessness and vulnerability. 

 

An underlying principle is the need to work with homeless people in 

order for them to develop and celebrate their capabilities and 

autonomy. 

 

The conceptual model is one of transformative learning for service 

users. The key elements of this are: 

 

• The approach is rooted in the user’s circumstances (in which 
they are the experts) and their needs 

• The approach must be based on mutual respect 

• A coaching model of delivery is used 

• Neuroscience and cognitive science, as well as social theories 

are applied 
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• The approach must be able to be delivered as an extension of 

the role of supported and trusted workers working with the 
service users 

• The whole learning experience and approach must be backed 

by quality measures 

 
Practice 

 
The programme for service users is a planned and structured 

approach that involves four phases of learning and achievement 

covering: 

 

1. regaining equilibrium 

2. starting to move forward 

3. making sustained progress 

4. preparing to move into the mainstream. 

 

The approach aims to gradually move responsibility for learning to 

the service user and provides certification at key milestones. 
Movement between the phases is based on the situation and 

development of the learner. 

 

The programme is clear that outcomes do matter. The development 
programme for front-line staff however, also makes clear that it 

equally matters to have an understanding of the full range of 

outcomes that learning can give rise to, and the importance of each 

for the learners being supported. 

 

Units including learning outcomes and assessment criteria are 

available covering Me, My Space and What I Do at each of the 

stages. “Me” is a very strong focus throughout and includes units 

such as Keeping Safe and Coping with Violence. The learning 

outcomes in each unit enable learners to relate learning to their 

own situations and specific goals. 

 

Coaching is a key technique promoted in the development of front-

line staff. It is viewed as a helpful starting point for building the 

understanding and skills to support the learning of homeless and 

vulnerable people. Coaching is used as partnership between coach 

and coachee that is focused on the coachee and designed to enable 
the coachee to bring about change – of their choosing. It is about 

enabling people to manage and respond to change in ways they feel 

appropriate. 

 

The principles of coaching used in the project are: 
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• The coachee has the inner resources to solve his or her 

problems. 
• The role of the coach is to enable the coachee to recognise 

and release their own skills and tenacity 

• Coaching addresses the whole person (not just their 

homelessness) 
• The coachee sets their own agenda 

• The coach and the coachee are equals 

• Coaching is about change and action 

 

Recognition of Achievement 

 
Within the service users’ programme assessment is viewed as an 

integral aspect of learning support. A clear assessment strategy is 

developed which covers: 

 

• The rationale for the programme and the assessment strategy 

within it 

• Arrangements for the management of assessment 
• The types and methods of assessment to be adopted 

throughout the programme. 
 

The assessment strategy aims to; 

 
• Give all learners as much opportunity as possible to 

demonstrate their learning and achievement 

• Fully complement the purposes, aims and objectives of the 

programme 

• Complement the methods adopted for learning and learning 

support 

• Build in preparation and feedback for learners 
 

There are four main kinds of assessment used; Observation, 

Questioning, Structured tasks in learner’s own time, and Structured 

tasks in timed conditions. Structured tasks can include written, 

practical and oral activities. 

 

The assessment principles of validity, authenticity, reliability, 

sufficiency, and accuracy are applied. Guidance and support is given 

to front-line workers on how to understand and apply these in their 

context. 

 

Quality assurance underpins all activities. All service user 

programmes operate a model of internal and external moderation. 

The models and operation of quality assurance enable regular 

formal recognition of achievement through certification at key 

milestones for learners. 
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Use of Credit  
 

All learners on the service users’ programme are entitled to the 

award of credit. Credit is awarded by the Open College Network and 

City & Guilds for units achieved. This is underpinned by the 
assessment and quality assurance arrangements described above. 

 

Credit is viewed as important to empowering learners by valuing 

and recognising the skills and learning important to them. It 

provides the flexibility for achievements to be recognised even 

when learning may be interrupted, and achievements can be built 

upon and accumulated in line with people’s circumstances and 

needs. In Crisis Skylight, one of the projects using the programme a 

survey revealed strong support for accreditation with 74% of those 

questioned saying they would like accredited training whilst 15% 

said they were unsure. Only 11% said no to this question. Credit is 

also used to support progression into “mainstream” learning or 

work. 
 

 

 

CASE STUDY 3, YOUTHTRAIN NATIONAL PROGRAMME FOR RECOGNISING 
YOUNG PEOPLE’S ACHIEVEMENTS. 
 

THIS STUDY IS DRAWN FROM INTERVIEW WITH STAFF FROM YOUTHTRAIN 

 

 

Youthtrain is a national programme [actually a credit framework] 

for recognising young people’s achievements. It is accredited by 

NOCN outside the National Qualifications Framework, and aims: 
 

• To promote the development of individual young people through 

service to the community, specifically to develop organisational 

and communication skills. 

• To recognise skills and know which young people have gained 

through involvement with other organisations. 

• To broaden options for further personal, education and social 
development of this target group. 

• Create greater self-awareness of the needs of others and to 

develop responses appropriate to those needs. 

• To provide young people with opportunities for accredited 
learning. 

  

 

The Bradford Youth Development Partnership (BYDP), Derbyshire 

CC, Kirklees MDC, Wakefield MDC, West Yorkshire Youth Association 
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and OCN West and North Yorkshire (on behalf of NOCN) make up 

the National Partnership which operates as a national Steering 
Group for Youthtrain. As well as national provider partners, the 

network using Youthtrain includes local authority youth services in 

Bedfordshire, Lincolnshire, Rochdale and Blackburn and Darwin.   

Youthtrain in the West Yorkshire region has many users – local 
authority youth service organisations, voluntary organisations, 

private training providers and schools. There are networks within 

networks – for example in Bradford, the Bradford Youth 

Development Partnership (BYDP) involves 40 organisations working 

across the city.  Around 2000 young people in West Yorkshire gain 

credit through Youthtrain each year, about 400 of whom are in 

Bradford – and about 300 of these gain credit.   

Julie Woodhurst is Projects Manager for the BYDP and was 

interviewed for this case study.  

 
Conceptual Foundation and Practice 
 

The learner referenced experience and credit based units 

 

An example of how we are able to use credit for recognising highly 

personalised learning is a Personal Development Programme. 

 

We use units [from the Youthtrain Credit Framework] in personal 
development and self and others (offered from Entry level to level 

2)  and these are used to give credit for achievements made in our 

personal development programme.  

 
These units have learning outcomes with generic assessment 

criteria.  We use a group/team work approach in delivering the 

programme but the group work focuses on individual group member 

needs. Evidence of achievement generated in the group work can 

be individualised and a variety of evidence can be used to meet the 

[unit] assessment criteria.  

 

Our focus in personal development reflects the youth work approach 

– starting where young people are, irrespective of personal 

development needs, personal history, learning needs or obstacles. 

Potential levels and types of achievement are not influential or 

really relevant to the process at this stage, though the youth worker 

will have an agenda focused firmly on personal development. The 
process we use draws out issues that an individual might have 

which could be related to crime or drugs awareness, for example. 

The starting point then is a negotiation with the group to identify 

individual and common needs and issues. Learners are not 
presented with the units or learning outcome and assessment 
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criteria at this stage though the youth worker will have these in 

mind through this negotiation phase.  
 

Negotiating group and individual objectives 

 

There is generally a high degree of consistency in what young 
people expect of the programme – improvements in self confidence, 

increased assertiveness, job-seeking skills, being the most 

common. This does not mean they all have the same level of need 

or the same issues to address in achieving these aims, but they do 

share similar broad goals. Results of this group negotiation may 

mean that the group decides to use personal development or self 
and others to underpin their programme. This will reflect the 

emphasis as much as the content of the programme. Of course you 

can use both sets of units to recognise achievement within one 

group but this is harder to do. In any case this choice of direction 

and focus is part of the process of group development and focus 

finding.  Young people will present their objectives to each other – 

and these presentations will centre on learning to deal with issues 
pertinent to them as individuals. This stage of negotiation also 

includes when and what accreditation they intend to pursue – and 

this is reviewed and can change – one of the virtues of the 

Youthtrain credit framework.  
 

Youth workers have to avoid seeing the unit as a rigid course – it is 

not - it is a means of recognising what is achieved. Otherwise you 

lose focus on the learner, the whole point of the process.   

 

So young people on the Personal development programme use the 

initial negotiation as a platform for progressing further and their 

progression may also be individualised – the may want to pursue 

health awareness issues in more depth after the initial personal 

development programme – or they may, like many, want to get 

involved in a practical activity in which case that can get credit at all 

levels for planning an event. 
 

Recognition of Achievement and Credit  
 
A wide variety of evidence is admissible – from flip chart notes 

linked to presentations to others, to youth worker supporting 
statements. We use peer observation of to inform self-assessment, 

this helps formatively – learning to give and receive objective 

criticism, informing self evaluation of what has been learned, which 

builds communication skills and leads to improved self confidence.   

Video evidence is admissible but like all evidence of learning it has 

to be cross-referenced to assessment criteria to show evidence of 

achievement. We are getting better at this.  
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Other skills (in listening and speaking for example) can be 
developed and recognised at the same time as personal 
development or self and others  This is negotiated with the learner 
– if they feel it is useful to them – but only on those terms. There is 

no point in accrediting achievements that the learner does not need 
or value and of course that varies from one person to another.  

The important thing is that the group negotiate with each other and 

their youth worker on the content and direction of the programme 

(and accreditation). The group feels in control of the direction of the 

programme. But the Youth worker knows how the group’s 

negotiated programme relates to learning outcomes in the units 

selected – this is not a hidden agenda or a trick – but part of what’s 

negotiated between the young people and the youth worker – who 

has enough elbow room to accommodate what is likely to come up 

in a personal development programme.  

 
Q. But what if the content is more prescribed – in a vocational skill 
area for example? If you are running a video-editing programme for 
example, and the direction of the discussion moves towards racism 

and it relevant to the group, then go with it – but remember that if 

the group has negotiated and agreed to develop a vocational skill 

then you have to keep the group’s sights on what it set out to do – 
there are and will be other ways to take up the racism discussion – 

you don’t abandon it – you manage that through negotiation.  

 

Assessment is ongoing … and follows the youth work practice of 

working and taking time out to evaluate what you learn as you go 

along. 

 

For Youthtrain in Bradford, we have 2 full time staff who act as 

Internal Moderators (IMs), and make support visits across the 

partnership (BYDP). Bradford Council (CBMDC) Youth Service also 

has a named IM.  

 

They meet monthly to check on progress and consistency (and 

check levels of support needed by staff are in place to maintain 

these) They record the visit. These records are discussed at 

monthly meetings of IMs and IMs meet young people on Youthtrain 

too. The IMs help workers with portfolio building, and this makes for 
improved consistency as we go along. This approach – support and 

direction at the ‘beginning, middle and end’ of the programme – 

improves the quality of programme delivery and assessment 

continuously. There are so many varied ways of delivering the 

programme, and we have providers from all kinds of organisations 

delivering Youthtrain - active internal moderation is needed and 

welcomed.   We don’t always call these workers IMs though, or use 
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the jargon of quality assurance – it is a turn off for some 

organisations, their staff and young people, and not always 
necessary for doing a good job. 

 

External moderation happens quarterly – when a young person has 

enough evidence for a unit this is assessed, internally and externally 
moderated and awarded.  External moderation cycles are geared to 

local provider demand, not to annual quality improvement events – 

though of course external moderator reports and input inform 

these. 

 

Other quality improvement activity includes an annual meeting with 

the regional moderator for Youthtrain, (responsible for overall 

quality assurance and improvement across the region); annual 

standardisation days attended by practitioner and providers of 

Youthtrain – where we sample portfolios and address issues that 

have arisen through the year. These may include questions around 

processes, standards, difficulties with assessment in individual 

units, removal of unwanted units or amendment/deletion of 
obsolete units.  

 

BYDP  - with the other national partners  - organises  quarterly 

development days for practitioners together where we look at what 
works and what does not, and how good practice can evolve – these 

events are for all practitioners, not just those in the QA chain.  

 

 

CASE STUDY 4, UFI 
THE FOLLOWING IS A WRITTEN SUBMISSION MADE TO CREDIT WORKS BY 

UFI FOLLOWING ATTENDANCE AT THE FEBRUARY SEMINAR AND 
DISCUSSION WITH UFI STAFF. IT FOCUSES ON THE POTENTIAL OF E-

LEARNING TO SUPPORT LEARNER REFERENCED ACHIEVEMENTS 

 

The Credit Works Seminar on Learner Referenced Achievement 

indicated possibilities in enabling wider forms of achievement than 

are currently possible within the NQF or suggested by the 

Framework for Achievement proposals. Ufi supports the flexibility 

proposed within the Framework and will engage with it extensively. 
However there remain constraints on achievement which may run 

counter to the needs and aims of many learndirect learners. We 

welcome the work on the learner referenced experience and feel 

there is potential to engage learner referenced achievement with 
self supported e-learning. 

 

Learning delivered through the learndirect network is predicated on 

identifying personalised learning goals, agreed with the learner at 

initial assessment and monitored through their engagement with 
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the course. Ufi/learndirect has successfully engaged ‘hard-to-reach’ 

learners, however the correlation of ‘hard-to-reach’ with 
‘disengaged, ‘reluctant’ or ‘vulnerable’ individuals excludes many 

learners who choose learndirect to meet specific needs. Although 

many learners lack functional skills and confidence and may have 

felt that they failed in/were failed by formal education, others are 
motivated by the flexibility of e-learning. The course portfolio covers 

Entry level to Level Four learning and at the higher end learners are 

often motivated by vocational and professional needs not served by 

mainstream FE or work based learning. Induction and guidance 

enables any learner to set an appropriate goal for their current 

situation and future aims. Where this can be met through a formal 

award, achievement of a qualification or unit of a qualification is 

added to the personal goal.  

 

Staff in learndirect centres support the learner’s personal goal in 

appropriate ways. These include guidance, mentoring and pastoral 

support to ensuring that individual needs are met. In many ways 

this differs from common notions of ‘teaching and learning’; the 
learner is supported as an individual, the ‘taught’ element of the e-

learning experience is provided through highly structured delivery. 

This enables many opportunities for formative assessment and 

support to the learning process, providing evidence to meet course 
outcomes and also generating evidence of the development of 

learning processes. We feel that this is where learner referenced 

achievements could be effective. Staff that support learners and 

learning are in turn supported by Ufi and the network through a 

staff development programme which identifies the key aspects of e-

learning and needs of the e-learner alongside the requirements to 

support the course portfolio. Ufi provides specific accredited 

courses, such as the Helping E-Learners On Line (HELLO) award and 

courses designed to enable learners to achieve the City and Guilds 

Certificate in Adult Learner Support. This has helped to build a 

culture of supporting individualised learning and understanding how 

people learn. Data on completion, learner satisfaction surveys and 

feedback from the network tell us that the personalised, supportive 

approach works. 

 

The core areas of the learndirect portfolio – ICT, Skills for Life, 

Business and Management and Modern Languages have well 
established routes to formal achievement. Skills for Life courses are 

designed to engage hard-to-reach learners through learning based 

on familiar situations. However, achievement for Skills for Life is 

delivered through the Adult Literacy and Numeracy tests. Ufi is 

committed to the upskilling of functional literacy and numeracy and 

believes that the tests are the most appropriate and viable 

measure.  
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Core ICT provision also interfaces with established awards, e.g. 
CLAIT and ECDL/BCS (Home and Office IT); OCR Level 2 Certificate 

for IT Practitioners (Specialist IT). We also recognise that learners 

and employers look beyond the UK and provide opportunities for 

them to meet industry standards and work towards international 
certification. We are confident that the core IT offer is learner 

centred and flexible, through unit certification for courses linked to 

awards. Ufi has worked with awarding bodies to enable appropriate 

e-assessment to meet unit outcomes. We anticipate that the ITQ 

will increase the possibilities for flexible learning and achievement in 

the core areas.  

 

The Business and Management portfolio is more amorphous, often 

targeted at specific sectors or cohorts (many in the commercial, 

non-LSC funded sector). For the core offer, Ufi has worked with the 

Institute of Leadership and Management to enable learners to 

identify routes to achievement based on job roles and occupational 

needs. This encompasses the ILM Level 2 Certificate in Team 
Leading, Introductory Certificate in First Line Management or the 

full Certificate in First Line Management (both at Level 3). The 

Modern Languages portfolio is small, however new courses linked to 

the OCR Certificate in Business Language are in development, 
providing a business focus for language learning to meet learner 

need.  

 

Thus the core of the learndirect portfolio reflects Ufi’s prioritisation 

of formal achievement from August 2004. We anticipate that credit-

based frameworks in England, Wales and Northern Ireland will 

further stimulate achievement and Ufi expects to offer a broad 

range of credit-bearing, unit based achievement through the period 

2006-2010. We are currently piloting the assigning and awarding of 

credit in England and Wales. This project has established that 

learners and providers respond positively to the potential to 

aggregate learning and accumulate credit and that this is 

compatible with personalised goals. However scepticism about 

formal achievement and reticence about long-term commitment still 

applies. Specific requirements, rules of combination and assessment 

practices that characterise the NQF may still discourage many 

learners who feel that their learning is being steered towards 
qualifications and away from their stated needs. Many learners are 

vocationally motivated, e.g. they want to demonstrate competence 

in word-processing and e-communication to prospective employers, 

however they do not consider other mandatory content covered by 

IT qualifications as personally relevant and they do not want to be 

driven towards a qualification. There are other learners whose goals 

cut across subjects and sectors who need to refresh or validate IT 
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skills, however their main aims are the acquisition of business-

related skills, often at higher levels. 
 

The credit pilot project and our engagement with the Credit Works 

project suggest that there may be scope to develop appropriately 

negotiated bespoke packages of learning through which 
achievement could be demonstrated using the common currency of 

the award of credit. Learner referenced achievement offers further 

possibilities for different types of learners, e.g. those who are 

substantially ‘qualified’ through past achievement whose current 

occupational skills and knowledge have not been appropriately or 

recently validated. This could include learners qualified in academic 

subjects who have followed a different vocational path; learners 

lacking some of the transferable skills required to move across 

sectors, older learners whose re-skilling needs require lower level 

learning than their experience and/or previous achievements, e.g. 

to engage with the basics of new technology. It is also reasonable 

to speculate that some of these learners may be willing and able to 

fund their learning and in doing so they are entitled to exercise 
choices.  

 

Bespoke packages of learning designed to meet specific aims and 

validate these through the award of credit should also appeal to 
employers. Although the Framework for Achievement consultation 

has engaged with the Skills for Business Network, the response of 

smaller employers is mixed. SMEs welcome the flexibility of credit-

bearing, unit-based achievement; however there is resistance to the 

demands of vocational and occupational qualifications. Bespoke 

packages of learning, leading to achievement could meet the 

requirements of many employers and employees.  

 

Ufi is interested in the wider possibilities of credit-based 

achievement including using open units that enable learner 

referenced achievement. We feel that there may be possibilities to 

explore personalised routes to achievement for self-motivated, self-

supporting learners who wish to use the flexibility of the learndirect 

approach to fit learning for professional and personal development 

around their working lives. We would welcome further discussion 

arising from the Credit Works report on the learner referenced 

experience. 
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SECTION 6; PRIORITIES FOR FURTHER WORK 

 
Throughout this report we have highlighted actions and priorities for 

taking forward work on learner referenced achievement. Our 
evidence suggests that there is ample opportunity for inclusion of 

learner referenced achievements in the FFA but that this needs to 

be taken forward nationally in a planned and managed way. 

 

The priorities for further work fall under three main themes: 

 

• Developing and approving the national units that will support 

learner referenced achievements 

• Trialling in different contexts to develop models and guidance. 

• Building capacity amongst stakeholders to support learner 

referenced achievements 

 

Developing Units 
 

We recommend that unit development should be done nationally, 

based on collaboration between awarding bodies and key 

stakeholders and practitioners using learner referenced approaches. 
A wide range of appropriate expertise and experience will be 

important. This approach should help build a consistent 

understanding of learner referenced achievement and ensure fit for 

purpose units which will command wide support and be suitable for 

a range of contexts. It should also help to avoid any actual or 

perceived proliferation of units. 

 

Our report has identified priorities for unit development under broad 

categories. These are: 

 

• Skills and understanding that promote learner autonomy 

• Skills and techniques of “navigation” to support lifelong 

learning 

• Skills to support personal and social development 

• Skills and techniques that will help individuals to “unblock” 

personal issues which are obstacles to participation or 

progression 
 

 
Trialling 
 

We suggest that a range of contexts should be used to trial 

inclusion of learner referenced achievements in the FFA. These trials 

would enable further study, testing and evaluation, and could be 
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used to develop models of good practice and guidance. This 

approach would enable QCA, LSC and other stakeholders to test 
principles, approaches and systems in practice and to navigate a 

way through the conditions and the risks identified in this report. 

 
It will be important that awarding bodies are involved in any further 
development and trialling of systems in order that they develop the 
understanding, skills and capacity to deliver the new models and 
processes of quality assurance. 

Trialling should include a range of different contexts and providers, 
and a range of learners and learning. It should include young people 

and adults and should test out the principles and approaches across 

a range of levels. 

 

We have indicated in the report that a priority for development 

should be learning at the foundation level [Entry to level 2]. This is 

because learner referenced approaches can have particular value for 

those who have not in their current or past lives developed a sense 

of autonomy as learners, who have not learned how to learn and 

manage their learning, and are less likely to have achieved at 

higher levels in the qualifications system. Learner referenced 

achievement which prioritises these learners will help progress 

learners towards the level 2 entitlement. 
 

We have also noted that there are particular issues and challenges 

which need to be addressed for learners with learning difficulties 

and disabilities. We therefore propose that learning with these 
groups should be included in further development and trials in order 

to test out and refine approaches. 

 

Nevertheless we believe that it would be a mistake to limit the 

development of learner referenced approaches to foundation level 

learning. This would not only limit its potential applicability but also 

runs the risks of marginalising or ghettoising this approach. We 

propose that a small trial incorporating higher level achievement is 

also included and this could be done alongside the testing of e-

learning approaches with Ufi. This model and approach would also 

support the e-learning strategy recently published by the DfES. 

 

We would propose therefore that the case studies used in this 

report, subject to the criteria above, would provide a sound basis 

for trialling inclusion of learner referenced achievements in the FFA. 

These examples illustrate a sound understanding of learner 

referenced approaches, models of good practice from which others 
can learn, and provide for potential fast-tracking into the FFA. 
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Capacity Building 

 
Support for capacity building and quality improvement should be a 

key part of the further work. This is in line with the principle of a 

major commitment to staff development to improve assessment, 

care and teaching, which was cited in the Government’s five year 
strategy for children and learners. 

 

Capacity building needs of course to look at development needs of 

teachers and front-line staff to be able to understand and apply 

learner referenced approaches as appropriate. However in the 

context of the FFA it will also be important to ensure that staff in 

awarding bodies, and even in the regulatory bodies, recognise, 

understand and are able to develop and operate appropriate quality 

assurance arrangements and processes that are fit for purpose. 

 

For providers, we have cited the programme of capacity building 

developed by the Standards Unit to promote and support learner 

referenced approaches to personal and social development in E2E.  
We propose that this work on E2E is joined up with developments 

on learner referenced achievements in the FFA. In addition to 

extending this valuable programme of capacity building and quality 

improvement more widely, this will test out the inclusion of credit in 
the Standards Unit’s programme, and explore the options for its 

wider applicability in learner referenced achievements. 

 

Additional Comments 
 

We have pointed out throughout this report that interpretation and 

application of principles in practice will be crucial to developing a 

framework which is genuinely inclusive of a much wider range of 

achievements. This applies to all stakeholders in the field including 

regulators, LSC, providers and awarding bodies and other quality 

assurance bodies. All need to be included as appropriate in further 

work.  

 

This report has not looked in detail at the issue of centre-designed 

units and further study and exploration on this issue may be 

considered worthwhile. We propose that this is not undertaken 

purely in the context or learner referenced achievements. 
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CONCLUSION  
 

The NQF has failed to encourage or accommodate the learner 

referenced aims and approach to learning described in this report. 

Through this study we have concluded and argued that, not only is 
it possible and desirable (though difficult) to recognise through 

credit much of this learning achievement that currently goes 

unrecognised, but also that applying the principles of the FFA in 

practice can promote and support genuine learner referenced 

approaches. Indeed it is only by doing this that a truly inclusive 

framework and system can be achieved. 

 

We propose that using the credit system can help the learner to 

understand what they are aiming to achieve, and that it is only by 

doing this that an environment where the learner can take control 

and ownership can be created. The components of the FFA (units 

with learning outcomes and credit and level) are tools which can be 

used by professionals in the system (the teachers, tutors, workers) 
in a structured process conducted with the learner where the 

learner understands and agrees what they are aiming to achieve 

and takes their part of the responsibility for this. The credit system 

therefore makes explicit what are agreed to be the most critical and 
important achievements for the learner and gives these 

achievements validity and value within the system. In addition it 

can also make clear the individual’s entitlement to these 

achievements. 

 

In this sense credit helps to make explicit, and forms part of, the 

“contract” between the individual learner and the professional within 

the system. It is only by making this “contract” as clear and explicit 

as possible that learning can be owned and in the control of the 

learner. It is only then that the concept of learner-referenced can be 

genuinely realised. 
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Annex 1 

 
Draft criteria for inclusion in FFA 

 

Technical criteria 

 

1. All provision must be unit-based, have credit attached and be capable of 
meeting the agreed unit specification 

2. Each unit must be capable of contributing to the achievement of a 
qualification in the framework 

3. All units must be capable of assessment through some form of formal 
assessment 

4. All units must be capable of expression at one of the levels of the framework 
(eg level 3) 

5. All  units must be capable of having attached an appropriate form of quality 
assurance 

 
‘Usefulness’ criteria 
 

1. It must be possible to demonstrate for each unit either in terms of learner, 
employer (or other end user) need 

2. Each unit must be capable of promoting progression for the learner.  
Progression is defined in a broad sense (rather than simply upwards along a 
qualification pathway) and could be lateral, vertical or intended to promote 
maintenance of skills (eg professional development would be one recognised 
form of progression) 
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APPENDIX 1 

 

List of delegate, Credit Works Seminar 
Learner Referenced Achievement 

21st February 2005, New Connaught Rooms, London 

 
Name Organisation  Job title Contact details 

Finbar Lillis – 
Seminar Leader 

Credit Works Director Tel: 07811 330349 
E-mail: 

finbar.lillis@creditworks.uk

.com  
Carole Stott 
Seminar Leader 

Credit Works Director Tel:  
E-mail: 

Carole.stott@creditworks.u

k.com  
Judith Shone Consultant Event Organiser 

for Credit Works 
Tel: 01727 7452624 
E-mail 

Judith.shone@ntlworld.co

m  
Nick Bailey LSC Senior Policy 

Manager 
Tel: 024 7682 3201 
E-mail: 

nick.bailey@lsc.gov.uk 
Mara Bogdanovic OCR (Oxford 

Cambridge 
and RSA exam 
board) 

Senior Manager 
Stakeholder 
Relations 

Tel: 01223 556162 
E-mail: 

bogdanovic.m@ocr.org.uk  

Paul Burnand UfI Project Manager 
(Qualifications and 
Assessment) 

Tel: 0114 291 5303 

E-mail: pburnand@ufi.com  

Heather Dalkin NCFE Accreditation 
Leader 

Tel: 0191 239 8083 
E-mail: 

heatherdalkin@ncfe.org.uk  
Jay Derrick Blue Sky 

Learning 
Director Tel: 07984 649 776 

E-mail: 

jay.derrick@blueyonder.co.
uk  

Dr Maggie 
Greenwood 

LSDA Research Manager Tel: 020 7297 9103 
E-mail: 

mgreenwood@lsda.org.uk  
Jane Harrop Consultant – 

LSC 
Consultant to LSC 
National Office 

Tel: 020 8458 
E-mail: 

Janecharrop@aol.com  
Steve Hillman The Foyer 

Federation 
Learning Services 
Development 
Manager 

Tel: 020 7430 2212 

E-mail: steve@foyer.net  

Tricia Jessiman NYA E2E Research 
Officer 

Tel: 0116 242 7417 

E-mail: triciaj@nya.org.uk 
Peter Little, OBE LSC  Chair, LSC Tel: 01984 871636 
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National LLDD 
Review, LSC 
National E2E 
Advisory Group 

E-mail: 

peterjlittle@tiscali.co.uk  

Julie Lloyd ABC ABC 
Administration 
Manager / 
Regional Manager 
Nottingham Office 

Tel: 0115 854 1630  
E-mail: 

juliel@abcawards.co.uk 
 

 

Julia McGerty LVSTC Training Adviser Tel: 020 7249 4441 

E-mail: juliam@lvstc.org.uk  
Elaine Morris OLSU, DfES ICT Projects 

Manager 
Tel: 020 7925 7495 
E-mail: 

Elaine.morris@dfes.gsi.gov

.uk  
Chris Peat AXIA citizen Director of 

Business Strategy 
Tel: 01924 516830 
E-mail: 

c.peat@citizenconnect.com  
Liz Perry DfES National Subject 

Lead – E2E for 
Standards Unit 

Tel: 0114 2551 360 
E-mail: 

liz@lizperry.fsnet.co.uk  
Ruth Perry QCA Strategic Manager 

– Vocational 
Learning and 
Qualifications 

Tel: 020 7509 5555 

E-mail: perryr@qca.org.uk  

Janet Ryland LSC Senior Policy 
Manager 

Tel: 024 7682 3432 
E-mail 

Janet.ryland@lsc.gov.uk  
Jenny Shackleton Consultant Educational 

Consultant 
Tel: 07971 977436 
E-mail: 

Jenny.shackleton@ukonlin

e.co.uk  
Adele Williams FAB / ASET Qualifications 

Development 
Manager 

Tel: 0845 4589501 
E-mail: 

awilliams@aset.ac.uk  

 

 


