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UK COUNTRY BACKGROUN D REPORT

Component 1. Contextual factors
Component 1.1. Demographic change

1.1.a) How have the profiles (age, ethnicity, sex, samionomic backgrounds) of learners
changed/diversified for overall pesecondary education institutions (higher education, further education
and vocational education and training, professional training, etc.)? Is there any evidence of admission and
graduation rate?

The text in 1.1.b brings together the information for both 1.1.a and 1.1.b. To provide an introductory
overview, Table 1 (below) gives the population distribution across the different political administrations of
the UK.

Table 1: Population distribution across the UK: estimate for mid 2005.

Country Population Percentage of total UK
population
England 50,431,700 83.8
Northern Ireland 1,724,400 2.9
Scotland 5,094,800 8.5
Wales 2,958,600 4.9
UK 60,209,500

Source: ONS. Available afittp://www.statistics.gov.uk/CCl/nugget.asp?ID=6

1.1.b) What are the consequences of demographic change (ageing population and migration) on
participation in different sectors of education and training

Ageing population

As Table 2 shows, the long term trend has been a decline in the under 16 age group and an increase in
those aged 164 and those 65 and over, a process that is now intensifying and exerting a significant
influence on the policy dimension.

Table 2: Population (thousands) by main age groups, 19-2804.

Year Under 16 16- 64/59 65/60 and over
1976 13,797 32,757 9,663

1986 11,645 34,725 10,313

1996 12,018 35,498 10,649

2004 11,646 37,064 11,125

Source: QIS. Available athttp://www.statistics.gov.uk/statbase/Expodata/Spreadsheets/D9468.xIs


http://www.statistics.gov.uk/CCI/nugget.asp?ID=6
http://www.statistics.gov.uk/statbase/Expodata/Spreadsheets/D9468.xls
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Table 3 gives greater detail for the period 2000 to 2005 and shows that héftwse dates the total UK
population has remained relatively steady at close to 60 million. In 2005 there were 36.4 million people of
working age, of whom 26.9 million were either employees oresalbloyed.

Table 3 also shows that between 2000 and 206 was an increase in the numbers of those ag2d 16
and of those aged over 40, but a decrease in the number of those aged between 25 and 39.

Table 3 Population of selected age groups (thousands);22IH)

2000 2003 2005
Total 56,168 57,979 58,495
Of which, age:
16-19 2,956 3,006 3,146
2024 3,534 3,651 3,808
2529 4,265 3,753 3,662
30-39 9,531 9,184 8,948
4049 7,851 8,113 8,479
50-59 7,181 7,508 7,577
60-64 2,864 2,898 3,037
65+ 9,297 9,442 9,592

In 2001 there were 9.4 million peopie the UK aged 65 and over; this is forecast to increase to 12.7
million by 2021. Meanwhile those aged-&8, estimated at 38 million in 2001, are forecast to peak at over
40.5 million in 2021 before then declining.

Policy on participation and skills

Govenment policy is to increase participation in posmpulsory education and training, to widen
participation to include groups who have previously been umgeesented (including lower so€io
economic groups) and to raise the overall skill level of thewdikforce. This policy is driven partly by

the need to improve social cohesion and more particularly by the need to make the UK workforce more
competitive in the global economy. Demographic changes mean that the increase in overall skill levels
must cone from raising the skill levels of the existing workforce, as well from increasing the number of
young people entering further and higher education.

There are, however, already strong signs that policy priorities in one direction (eg promoting employer

basd training, trying to ensure that almost every one can achieve an ISCED level 2 qualification, reducing
the number of 149 year olds not in education or training) have adverse impacts on other aspects of
learning (more limited resources for ngualificaion adult learning and for further education for adults).

Demographics: Further Education and Higher Education participation rates.

Participation within Further Education for fdime students remained, overall, steady over the five years

to 2004/5. Witln this there were significant increases in the number of 16 and 17 year olds, whilst the
number of 18 to 21 year olds remained steady and number of learners aged 22 and above declined. The
change within the population of pditne students within FE wasare profound; the number of learners

aged 16 to 20 declined, the number of those aged 26 to 29 remained steady and there were significant
increases in the numbers of students aged 21 to 25 and of those aged 30 or over. With changes to the
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funding arrangeents the pattern changed in 2005/6, with a sharp decline in learners over the age of 19
(see table below). Early statistics suggest a continuing decline in adult learners in 2006/7.

Age 1995/96 2000/01 2003/04 2004/05 2005/06 % change % change
1995/6:2004/5 | 2004/52005/6

below 19 648.4 625.0 699.2 729.3 744.0 12.5% 2.0%

1959 2,218.3 2,503.3

60 and over | 91.1 234.4

unknown 94.5 39.8

19+ & | 2403.9 27775 3,456.1 3,476.9 2884.8 44.6% -17.0%

unknown

Total 3,052.2 3,402.4 4,155.3 4,206.2 3628.7 37.8% -13.7%

Students on FE provision (both full and part time) funded by the Learning & Skills Council in FE colleges and
external institutions, selected years 1995/98005/06"

There has been a significant increase m nlambers of learners on fidégree (Bachelor) programmes.

The numbers of those on full time programmes has increased over the five years prior to 2003/04 by

104,000 or 11%. Within that, the majority of the increases have occurred for those aged 1&e 24
numbers for those aged 25 and above have remained steady. The numbers of thostnum fiyakt

degree courses have increased considerably over the same period, by 108,000 or 113%. The increase in
numbers occurs for all ages, but population prajestfor 1820 year olds predict a sharp decline after a

peak in 2011.

Government policy is to increase participation in higher education (including HE levdegude courses),

so that by 2010 up to 50% of -B® year olds will have participated in highe e ducat i on.

Participation

Demographics, ethnicity and joklated training rates

Data for participation in jolelated training is derived from the Labour Force Syraed covers both

Rat e 62000kl ha Rgen tov48% by2@08* i n

1999

Thi

employerprovided training and education and training in publicly funded institutions. The numbers of
people, of working age, participating in joblated training in 2005 has remained steady compared to the

figures for 2000. However, Wiin that, there has been a slight increase in participation by those agéd 50
in absolute numbers this is only an increase of 1,300, but in percentage terms it represtns an increase of
nearly 19%. It is difficult to know if that change is significaamd is an indication of the ageing population,

or not. There are also slight decreases in the numbers of 16 to 24 year olds participating.

In terms of gender, females usually have higher rates of participatiortial@bd training. With regard to
paticipation, by ethnicity, the percentage of Ashites receiving any training has decreased slightly

between 2000 and 2005, though it remains similar to that for whites. It is difficult to make more detailed
comparisons because classification of ethniagimgs has changed. However, for 2005 the data shows

that both whites and nemhites are more likely to receive dffejob training than osthe-job training. The
one exception to this is for Chinese who are more likely to receitregnb training. Theyare the single

ethnic group most likely to receive any training at 19.8%. This compares with 16.1% for whites.

1 Sources: Learning & Skills Council: IUBFR02, FURTHER EDUCATION AND WORK BASED LEARNING FOR YOUNG PEOPLELEARNER NUMBERS IN
ENGLAND, 2002/03, Tuesday 16 December 2003; ILR/SFR08, FURTHER EDUCATION, WORK BASED LEARNING FOR YOUNG PEOPLE AND ADULT
AND COMMUNITY LEARNING i LEARNER NUMBERS IN ENGAND 2004/05, 8 December 2005; ILR/SFR11, FURTHER EDUCATION, WORK BASED

LEARNING AND ADULT AND COMMUNITY LEARNING i LEARNER NUMBERS IN ENGLAND 2005/06, 12 December 2006

2 Department for Education and Skills, PARTICIPATION RATES IN HIGHER EDUCATION: ACADEWEARS 1999/2000 2005/2006 (Provisional), 27 March 2007

http://iwww.dfes.gov.uk/rsgateway/DB/SFR/s000716/SFR10_2007v1.pdf

C

<


http://www.dfes.gov.uk/rsgateway/DB/SFR/s000716/SFR10_2007v1.pdf
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Where training is less than a week in duration, participation increases with age. Where training is of a
longer duration the pattern is mixetipugh overall, participation tends to decline with age, except when
training is defined as ongoing or as having no definite limit. There is also a positive correlation between
increasing age and increasing participation intlo&job training up to the ge range of 339, beyond

which participation declines with age.

Refs: Statistics of Education: Education and Training Statistics for the United Kingdom, 2000,2001,2002,2003,2004,2805. Table
3.4,3.8,3.9,3.17, 3.21, 3.22. (For population 20@gble 61, for2005it abl e 5. 1) . Government Actuary
National Population Projections 2004sedISBN 0-230-516661. Available at:
http://www.gad.gov.uk/Publicetns/Demography_and_statistics.htm

Government Actuaryod6s Department assessed 2006, figures adjus

1.1.c) Is there any evidence of national policy on migration (e.g. theslaled or high skilled) with
respect to demographihange?

Migration trends

Net international migration into the UK from abroad is now the main factor in UK population growth. In
the year to mieR005, there were an estimated 588,000 people migrating to the UK for a year or more. This
is 59,000 higher thatie previous migyear period. Migration from the UK declined by 8,000 to 353,000.

As a result, net international-migration increased to 235,000. The increase in migration was mainly due
to a rise in the number of citizens coming from the ten accessigitries (A10) that joined the European
Union (EU) in May 2004.

The government s Accession Monitoring Report, whi
accession countries minus Cyprus and Malta) shows that up to the end d2®060 applicantshad

registered with the Home Office Worker Registration Scheme (WRS), although many of these would have
stayed for short periods only.

The majority of WRS applicants are young, with 83% aged betwe&0.1Bhe postaccession working
age migrants have bsied the employment rate of A8 migrants from 57% in 2003, to 80% in 2004, taking
it above the nomigrant average.

Nevertheless, there appears to be an ageing of immigrants so that those residendgae 2coming

more dominant than those aged2b There is also a shift towards lowskilled foreign immigrants in

2005 compared to 2004 (John Salt, Phil Rees. 2005). There does not seem to be a direct impact of
demographic change on national migration policy.

Migration and refugee policies
In 2006,the UK developed a points based system forlBOmmigrants. This might be regarded as a means
to ensure that the stream of incegenerating migrants (who fill labour market skill gaps or generate

income to the UK as students) continues, while the stredm t hos e i ntent on fiabu
reduced ( Ho mePe@ankent migrants 2ukthé gs econbmically active as possible; put as little
burden on the state as possible; and be as soci al

This policy reform may partly be due to concerns over the ageing population and the ratio of those
contributing to the welfare state compared to those taking from it.

While the overall impact of immigration from Eastern Europe has been beneficial foKtleedhomy,

there were some transitional issues from the last round of the EU enlargement. In October 2006, in the
light of the upcoming further EU enlargement, the government adopted a gradual approach of managed
migration from the newest accession cowstr{Bulgaria and Romania) by limiting the jobs available for


http://www.gad.gov.uk/Publications/Demography_and_statistics.htm
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workers from those nations and taking account of the needs of the UK labour market. In particular, low
skilled workers will have to join existing quota schemes (for agricultural work and foocdgsing jobs)

for foreign workers, while skilled workers will be able to apply for work permits or the Highly Skilled
Migrant Programme.

References: John Salt, Phil Rees. 2005. Globalisation, population mobility and impact of migration on popuR@GoseB8nar
Series. Available atttp://www.esrcsocietytoday.ac.uk/ESRCInfoCentre/Images/ESRC_Seminar_Global 606% pdf

Home Office. 2005. Conttiing Our Borders: Making Immigration Work for Britain. Five year strategy for asylum and
immigration. February 2008SBN 0-10-1647220

Home Office. 2005. Integration Matters: A National Strategy for Refugee Integration. March 2005.
http://www.ind.homedfce.gov.uk/6353/6356/10611/refugeefinal240205.pdf

Home Office Employers6 Use of Migrant Labour. Home Of fice On

http://www.homeoffice.gov.uk/rds/pdfs06/rdsolr0406.pdf
IPPR. EU EnlargemeiitBulgaria and Romania, Migration Imghtions for the UK (IPPR FactFile). April 2006.

Accession Monitoring Report, May 200December 20064 joint online report by the Home Office,
Department for Work and Pensions, HM Revenue & Customs and Communities and Local Government, February 2007

1.1.d) Describe any change of higher education institutional admission policies starting to practise
recognition of norformal and informal learning due to the demographic change?

Demographic change and higher education admissions

Demographic change is refited strongly in higher education admission statistics. The Schwartz report on
fair admissions to higher educatforoted that the number of mature undergraduates (defined as those aged
21 and over) had increased to about 60% of the undergraduate opina2002/03. In 2001/02, 71% of
mature entrants were admitted to HE on the basis of qualifications other than the traditional A Levels
including vocational qualifications, Access qualificatiogndPL (Accreditation of Prior Learning) and

APEL (Accrediation of Prior Experiential Learning). While the use of APL and APEL may be increasing,
these entrants are concentrated in the newer universities (former polytechnics) and on some vocational
courses, such as nursing, that have recently become part ofigther leducation framework.The
Admissions to Higher Education Review. 2004.)

The policy impetus has been the governnisitiated strategy to widen participation in higher education

by encouraging applications from ntnaditional groups, including thoseith disabilities, those from the

lower socieeconomic groupings, ethnic groups and older studewtith statistics showing that by 2007

there will be more people over state pension age than aged under 16, the importance of this strategy is
evident. Parof the strategy is to recognise a wider range of qualification for HE access, as noted above.

3 Fair admissions to higher education: recomnagioais for good practice (the Schwartz repdd8partment for Education and
Skills, September 2004ttp://www.admissionseview.org.uk/downloads/finalreport.pdf

4 Access taHE qualifications are designed specifically to prepare mature learners for entry to Higher Education. They are useclby dtfeher education institutions through
one year courses (full time or part time) and are validated by one or more neigghdirinstitutions, with places on related HE courses sometimes guaranteed for

students successful in the Access course.

5 The Department for Work and Pensions has committed to tackle barriers to access to education cm@eﬂdwly]‘ from 2006, thez is no age limit attached to the new HE

student fee loan.


http://www.esrcsocietytoday.ac.uk/ESRCInfoCentre/Images/ESRC_Seminar_Global_tcm6-16062.pdf
http://www.admissions-review.org.uk/downloads/finalreport.pdf
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Widening patrticipation

The strategic bodies that coordinate and fund higher education across the UK lead the widening
participation agenda, following ministeritargets. Each university is formally responsible for its own
policies and actions, reporting back to the strategic body. For England the strategic body that funds and
coordinates is the Higher Education Funding Council for England (HEFCE), and widemtigjpption

policies receive prominent attention in the HEFCE strategic plan fori206:

O6We <cannot afford to waste talent simply bec
continuing to reach out for those for whom HE seems beyond reachoy raoty lack of potential,

but often for reasons of family or community tradition. This challenge of widening access and

i ncreasing participation r@mapagess a cruci al par

On-going strands of activity are identified in theastgic plan as contributing to the achievement of the
widening participation objectives. These are:

91 Increasing the demand for HE and the opportunities to access it, including collaborative measures
and local, regional or specialist partnership®r exanple through Lifelong Learning Networks
and through close operation links between universities and higher education colleges on a range of
courses;
9 Offering new opportunities for HE progression on vocational courses and for lifelong learning,
including tre new Foundation Degrees;
Working with HE institutions to embed widening participation in their policies and practices; and,
Increasing flexibility of HE provision, including patime, distance and short duration
programmes.

1
1

The strategic objective of diening participation is not in itself a mechanism for the recognition of
informal and nofformal learning, but it does encourage access fortraahitional groups into higher
education and it does add weight to HE entry throughtrazhitional pathways. Tis has implications for:

9 the Accreditation of Prior Certificated Learning (APCL); tlighe process by which universities
recognise qualifications or awards gained prior to the current programme of study, if awarded by a
recognised body and based onaidated process of assessment. Examples include certificated
learning from UK educational institutions and wdir&sed learning and certificated learning from
abroad (for the latter see 1.2.b)

1 the Accreditation of Prior Learning (APL)}ee below.

The acceditation of prior learning

The accreditation of prior learning (APL} a longstanding mechanism for recognizing prior informal and
nonformal learning, both for HE admission and for credit towards HE degrees and other awards.
Therefore, we describe logv the main features that are common to most higher education APL séhemes

Principles: The principles adopted are commonly applied in higher education, and also in further education
settings.

6 HEFCE, 2006, Strategic Plan 2006, HEFCE, Bristol

7 There is no single terminology in use here. HE providers typically describe their approach to the accreditation ofnpmpruteder one omore of the following headings:
accreditation of prior learning (APL); accreditation of prior experiential learning (APEL); accreditation of prior cedificalior experiential learning (AP[E/C]L);

or, accreditation of prior learning and achievema&mL(&A).

8 The main source for the descriptions below is the UK report for the European inventory on validation of informalfanchaidearning: J Konrad, 2005, United Kingdom
Report, ECOTEC, Birmingham, UK
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Decisions regarding the accreditation of prior learningaaretter of professional judgement;

The decisiormaking process, criteria, forms of assessment and outcomes should be transparent

and demonstrably rigorous and fair. Where limits exist on the proportion of learning that can be

recognised through the accitadion process, these limits should be explicit;

Information and guidance materials for all parties should be clear, accurate and easily understood;

The assessment of learning derived from experience should generally be subject to the same

internal and eternal quality assurance procedures as assessment of learning through more

traditional routes. Assessment methods must be appropriate to the evidence provided;

91 All associated with the accreditation of prior learning should have their roles clearly aiuitlgxpl
defined. Appropriate arrangements should be developed for training and support;

1 Clear guidance should be given to applicants about when a claim for the accreditation of prior
learning may be submitted, the process, the timescale for consideriigithend the outcome;

9 Appropriate arrangements should be in place to support applicants submitting claims for the
accreditation of prior learning and to provide feedback on decisions; and,

1 Arrangements for the regular monitoring and review of policies pratedures for the

accreditation of prior learning should be clearly established.

= =4

=A =4

Process: The processes involved are formal ones intended to apply to learners who are seeking entry to a
higher education course on the basis of-stamdard qualificationer experience of learning (i.e. not the
normally recognised qualifications). Alternatively, the learner may be seeking exemption from modules,
units or parts of a programme, by showing that they have equivalent knowledge or competences. Levels
are derivedaccording to the qualifications or credit and qualifications framework in use in the particular
part of the UK. The key steps in the process usually involve: candidate profiling, gathering the evidence,
assessing the evidence, accreditation and review.

Assessment: For assessment, the procedures usually follow the guidelines provided by the UK Quality
Assurance Agency (QAAYor HE, as follows:

9 Higher education institutions are able to recognise the significant knowledge, skills and
understanding which came developed as a result of learning opportunities found at work, both
paid and unpaid, through training and professional development courses and through individual
activities and interests, including leisure activities anddiedfcted study;

1 The accredation of learning and achievement is one of the central functions of HE. In exercising
this function, HE providers are able to assess and formally recognise nonformal and informal
learning through accreditation; and,

1 Formal certification of this learningperates within robust and participatory quality assurance
frameworks. These frameworks promote public understanding and confidence in both the quality
of HE and the standard of its outcomes. A diverse range of approaches and practices for the
accreditatio of prior learning has evolved across the HE sector. Public confidence in the
accreditation of prior learning, comparable to that for learning achieved during more traditional
teaching and learning activities, is important if the practice is to be st developed.

A survey of higher education institutions showed that the majority have APL at either institution or
departmental levels, or both. (Learning from Experience Trust. 2000.) Because of the relatively
autonomous nature of UK higher educatiostitutions, there is considerable diversity of practice between
institutions. Analogous arrangements exist in the further education sector, but with greater consistency
because of the influence of the awarding bodies. Though not explicit, demographgeds a driver

9 UK Quiality Assurance Agency, Sep 2004, Galides on the accreditation of prior learning
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within this, alongside a rising demand for more and more varied provision of education and training, as
well as a policy determination to tackle the challenges of widening participation.

ReferencesThe Admissions to Higher Education Rewie2004.Fair Admissions to Higher Education: Recommendations for

Good Practice ( 6 Schwart z R ehfipd/wwwiadmissidhseaawlorg.bkld@vnla@atisifinalreport.pdf

Learning from Experience Trust. 2000. Mapping APEL: Accreditation of Prior Experiential Learning in English Higher Education
Institutions. Available athttp://www.dfes.gov.uk/dfee/heqe/leinél.htm

Department for Work and Pensions. Opportunity Age: Meeting the challenges of ageing irf tBerdry. Available at:
http://www.dwp.gov.ukpublications/dwp/2005/opportunity_age/opporturatevolumel.pdf

1C


http://www.admissions-review.org.uk/downloads/finalreport.pdf
http://www.dfes.gov.uk/dfee/heqe/let_final.htm
http://www.dwp.gov.uk/publications/dwp/2005/opportunity_age/opportunity-age-volume1.pdf
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Component 1.2. Internationalisation

1.2.a) Describe any national policy or current practices of recognition of-fusmal and informal
learning as part of integration strategies of migraajpulation (highly skilled, low skilled and refugees)?

The UK does not have a single policy on the recognition of the qualifications of immigrants. Where this
has occurred it has usually been done on a sectoral level.

Workers from other countries inglEuropean Union/ European Economic Area have free rights to work in
the UK. The Home Office has adopted a points based system in order to control immigration, from other
countries. Points can be gained for, amongst other things, educational attainméatlySthe Highly

Skilled Migrant Programme allows a migrant to enter the UK for work without having to detail a specific
employment offer. Eligibility is decided by a points system covering level of education, work experience,
past earnings etc. It iot differentiated by sector, although there are separate arrangements for those who
have completed an MBA from the top 50 business schools, or for medical General Practitioners.
Equivalences between overseas and UK qualifications are decided by UK NBRISational Academic
Recognition Information Centré)see 1.2.b).

The Home Officeds | mmigration and Nationality Di
refugees and other migrants,, with the involvement of the government departmentsibdsgor social

benefits, employment, health, housing, and education. Organisations from the public, private, and
voluntary sectors also play a crucial role in integration.

RETAS (Refugee Education and Training Advisory Service) assists refugees thegeexisting
gualifications recognised, and specifically targets resources towards refugee women to counter the social
exclusion they face as one of the most undpresented groups in the labour market.

During the winter of 2002/08he Immigration, Reearch and Statistics Section of the Home Office carried

out a skills audit of refugees. This is the largest ever skills audit of refugees undertaken in the UK,
collecting informationfrom almost 2,000 refugee$he results focus on four main skill or dgtiahtion
indicators: qualifications and education; economic status prior to departure for the UK; occupation; and
language. They show the diversity of such skills and experience among refugees, and how these vary
among people from different countries dretween the sexes.

Overall, before leaving their country of origin, twhirds of respondents were working, one in ten were
students and less than five per cent were unemployed and looking for employment. This distribution of
economic activity was simitato that for all UK residents. Almost a half of those persons surveyed had
received ten years or more of education, and over 40% held qualifications before they arrived in the UK.

An action research project carried out in the East Midlands develapadnsferable skills audit
methodology as the basis for taflmade action plans leading to opportunities for further education,
volunteering and worbkrientation placements. The project found that many immigrants (asylum seekers or
refugees) were highly skiid and motivated to work, but there were various barriers to integration. The
greater the period spent out of work (and reliant on welfare support) the harder it was for immigrants to
integratei as moti vati on was r esducle dugladkitfade dme skill dotdatng)me o6 d
The authors recommended that the government should consider:
1 Mainstreaming skills audit methodologies;

10 There are transitory restrictions imposed on newest accession countries (Bulgaria and Romania) by the UK Home Officé thetieramsployment in the UK since 2007. For

more details, please see 1.1.c)

11
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9 Lifting restrictions on seeking employment; and,
9 Establishing a national system to assess and validate skillgjesqgeand qualifications gained
outside the UK.

More generally, a European Community initiative, EQUAL, is promoting new ways to combat
discrimination and inequalities in the labour market by establishing development partnerships that help
refugees withthe transition to work. These projects aim to promote education by providing advice,
language and cultural training, and employment, including improving employer relations and recognition
of the skills and qualifications of refugees. EQUAL also aims tanpte capacitypuilding by influencing

service providers and working with local communities.

Refugeesdé qualification and skills recognition
The 2000 strategyull and Equal Citizenshas led to an improved understanding of the problem of
recognitonofre ugees® skills and to specific action. | mp

of the Department for Work and Pensionsd refugee
makes it easier for refugees to find employment; and measurdee bddult Basic Skills Strategy Unit
(ABSSU) (within the Department for Education and Skills) to improve the quality of language teaching for
migrant learnersSome sectors, where the skills shortages are most acute, have developed new approaches
to help nigrant workers and refugees to integrate into the UK labour market. These initiatives aim
specifically to build on refugeesdo existing skil!l
of employment.

Health, Teaching, Engineering Refeg@rganisations
The Department of Health operates a Refugee Health Professionals Steering Group, with the aim of
recruiting and integrating health care professionals from overseahamndaken steps to encourage
refugees with professional healthcare digtions to continue their career in the NHS. Over the past four
years the Department has allocated £1.2 million to over 40 projects throughout England, including:

1 Language teaching and communication courses;

9 Clinical skills courses to prepare refugeetdos for the clinical competence exam;

1 Work shadowing and clinical attachments;

1 Mentoring and job clubs.

The British Medical Association, thprofessional association for doctors, operates the BMA Refugee
Doctor Database, which helps to integrate amjister refugee doctors with the General Medical Council
(GMC), for employment with the National Health Service. The Royal College of Nurses operates a similar
database for refugee nurses. These databases operate in conjunction with standard migréinohintegra
projects

The teaching profession is served by the Council for Assisting Refugee Academics (CARA), which
provides support and guidance for teachers and lecturers wishing to work in education the UK. Scotland
also operates the Refugees into Teaclin§cotland (RiTeS) scheme. These projects aim to smooth the
transition into employment, of which APL is a vital part.

Engineering is a less regulated profession than the health or education sectors. This creates both
advantages and disadvantages forgefujob seekers. A lengthy-gealification process is not necessarily
required, but this can mean that there is no clear route back into employment. RAISE (an organisation for
refugee engineers) works closely with refugee engineers, employment agedces@oyers to identify

barriers to employment.

12
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References: Sue Waddington. Valuing Skills and Supporting Integration: A policy report on the lessons learned by déeeloping t
skills of asylum seekers as the basis for social and vocational integrat®8ETA UK, NIACE. Available at:
http://www.niace.org.uk/Research/ASR/documents.htm

Home Office. Highly Skilled Migrant Programme. Working in the UK. Available at:
http://www.workingintheuk.gov.uk/working_in_the_uk/en/homepage/schemes_and_programmes/h&mp.html

Home Office. HSMP Internal Caseworker Guidance V4.0. Available from:
http://www.workingintheuk.gov.uk/working_in_the_uk/en/homepage/schemes_and_programmes/hsmp.html

1.2.b) Describe any national policies or higheducation institutional approaches that are currently
being taken to promote comparability/compatibility, visibility and portability of learning outcomes through
nonformal and informal learning to promote creberder mobility?

The nonformal and informal learning of refugees and other migrants may be recognised through the same
APL (Accreditation of Prior Learning) processes as are available to UK applicants to higher education,
although migrants may have greater difficulty in providing sufficient exideof their learning. The
processes are described in section 1.1d). APL may be used either as a route into higher education or for
credit towards HE qualifications.

Recognition of knowledge, skills and gualifications gained abroad in the UK

The UK NARIC!is the key body that takes responsibility for the formal recognition of qualifications
gained outside the UK for purposes of higher education and labour market entry of the holders within the
UK. Within the NARIC unit, the UK National Recognition Peo} (UKNRP) has developed a similar

facility for the UK recognition of vocational qualifications that have been achieved in other countries.
These equivalences are a strong feature of recognition in regulated occupations such as doctors, nurses and
teaches. Migrants who cannot get recognition of their qualifications in these occupations are forced to
take jobs other than those for which they are trained.

Many selfregulated occupations, such as several groupings within legal and financial services, handl
international recognition through multinational and bilateral agreements. There are signs of increasing
cooperation in this respect through the EUGs pr
developments.

In other respects, strong formalinformal zones of mutual trust exist, whereby recognition of general and
vocational qualifications gained abroad are fitake
in areas not covered by licence to practice regulations. This is pattidhia case in movement between

the UK labour markets and the Irish labour market, such that an equivalences chart has been agreed
between England, Wales, Scotland, Northern Ireland and Ireland. Informal zones of mutual trust operate
with some other couries and in particular sectors. The credit frameworks in the four UK countries, and

the relationships between them, are set out in section 3.1.e).

UK nationals learning/working abroad including through EU programmes

Erasmus (the European Action Schefoethe Mobility of University Students) is the HE strand of the
main European Commission education programme, Socrates. It promotes student mobility within the
whole of Europe and is based on partnerships and student exchanges between universitiegesdcol

31 countries. The actual time spent studying abroad on the exchanges ranges from a minimum of 3
months to a maximum of 12. All UK universities and many other UK institutions running higher
education courses are involved in the Erasmus programiEesmus also provides a wide range of

11 The National Recognition Information Centre for the United Kingdom (UK NARI®)://www.naric.org.uk/
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supporting activities, including academic staff exchanges, information exchange networks and curriculum
development projects.
In recent years, the number of UK students participating in Erasmus exchangesemagdail around

12,000 in 94/95 to 7,500 in 03/04. This is compared with rising totals in France, Spain, Germany and Italy.
Outward mobility to the new European states in Central and Eastern Europe remains low.

Dutgoing Erasmus Students 1995-96 to 2003-04

—DE
—ES&
—FR
— LUK

MNumber of Students

Sour ce: House of Lotdsef@epbetd, AbPropoPedgEbBmMme f ¢
2005

A study in July 2004 suggested that the main reasons for this decline were language barriers and financial
issues. A further study in November 2004 confirmed that outward mobility is hainpeley st ud e n't
perceived financial concerns, lack of language competence and attitudinal / motivational factors.

The Leonardo da Vinci (Leonardo) Programme focuses on vocational education and training from upper
secondary school level to continuing vooatll education and training. It funds placements for trainees in
enterprises and training institutions, professional development placements and exchanges for teachers and
trainers and others responsible for vocational education and training. These ptaceraeknown as
Aimobility projectso.

The attitudes of UK FE colleges and Aomofit organisations involved in running Leonardo programmes

are overwhelmingly positive about the benefits of the programmes for the personal development and skills
training of those taking part. There is significant evidence that Leonardo programmes are particularly
successful in areas with high proportions of disadvantaged young people, as a means to tackle local
structural unemployment. However, colleges speak of the difsultf attracting support from the private
(business) sector, although several organisations are securing commercial involvement by exploiting good
local contacts and engaging in promotion activities. As with the Erasmus programme, many candidates
report hat the programme structure was not flexible enough to accommodate the needs of older students,
or those with work / family commitments.

12 Source: Higher Education Funding Council for England (HEF@)://www.hefce.ac.uk/
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UK Leonardo Mobility Statistics (period of 01/06/03 to 31/05/05)

Target Group Total
Initial Vocational Training (p to Level 3) 1410
Higher Education (HE) 574
Young workers / Recent graduates 409
Total Trainees 2393
Trainers 357
Total Trainees / Trainers 2750

Source: Leonardo UK Agency (Britsh Council)

! Trainers defined as vocational trainers, HRhagers, careers guidance councellors or language trainers

in business / vocational training.

Extent of inward mobility from the EU, including ref to the programmes mentioned above.

The UK is traditionally a net importer of students in mobility programnigsge UK remains popular as a
| east because of t he

study 1l ocation, not

preferred Erasmudestination.

Incoming Erasmus Students 1995-96 to 2003-04
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regional diversity. In recent years, the UK has dropped'fglate behind Spain, France and Germany as a

EU

I nt ec

The UK government are particularly concerned about the declining trend in inward mobility. Issues that

contribute to this trend are:

1 The increasing competition from continental European universities offering courses-guhidi

English;

9 Funding barriers in British higher education institutions; and,
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1 The higher cost of living in comparison with other European states.

Europass in theJK

Each Member State is responsible for the implementation of the Europass Decision at national level
through the designation of a single National Eurofi2esstre (NEC) to coordinate, promote, replace, and
develop, where necessary, all the existing docusnand existing bodies currently carrying out similar
activities. The UK NARIC has been designated as the UK National Europass Centre (UKNEC) to take
forward proposals and to promote existing instruments in support of recognition of qualificationdland ski
and to increase mobility across Europe.

Information is available on the UKNEC websitehditp://www.uknec.org.ukwhich was launched or'1
July 2005. Additionally, Europass documents will be made availaltkeibbgaper and electronic format
to citizens through the UK NEC team.

The UKNEC Team closely liaises with the British Council, which is the UK Leonardo National agency
and also benefits from the British Cy Uhe®ittshts e x
Council operates a Europass websitlatid://www.europassik.co.uk

Component 1.3. New ICT

1.3.a) Provide any evidence of modularisation of learning and the new recording system opened up by
new information and communication technologies be fully used to promote credit transfer?

The trend away from end of course examinations and towards modular-baseit qualificationdcan be

traced back at least to the establishment of the Technician tiestu€auncil (now part of BTEC) in 1973,

but has accelerated during the last two decades. The establishment of the Qualifications and Credit
Framework (QCH see 3.1.e) is expected to complete this process. Examples of modularisation can be
seen in manyraas of education and training:

1 in level 3 general qualifications, unitised A Levels have replacedokodurse, final
examinationg with each subject now comprising six units (to be reduced to four, larger units)
and a formally recognised AS qualifiaati, counting as half an A level, comprising half of the A
level units

1 most first university degrees (BA, BSc, etc) and-dagree HE awards (eg HNDs) are now built
up on a unit basis.

1 National Vocational Qualifications (NVQs) (SVQs in Scotland) have beérbased since their
introduction in the 1980s

1 most other vocational qualifications are either already-hased (eg BTECS) or are increasingly
being unitised (eg City & Guilds).

Whilst it is certainly true that ICT is now both supporting and englitie further development of unit
based programmes, it would not be accurate to state that ICT developments opened up the way for
unitisation.

13The UK refers to modules of |l earning as 6-hasedth®mughoutthissegtiionl | continue to use the term
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The current QCF developments in England are exploring a number of information technology initiatives to
support cedit accumulation and transfer. They include:

Electronic Learner Achievement Record to support:
1 credit accumulation and transfer; and,
9 registering learners using a prototype unique learner nunWates already has this in thimique
Learner Identifier JLI) used in the Lifelong Learning Wales Record (LLWR), as does Scotland in
the SCN (Scottish candidate number).

National Database of Accredited Qualifications (NDAQ) (replacing the current OpenQuals'§ystem
1 holdingdetails of all qualificationsthataeec cr edi t ed by t he government
organisations in England (QCA), Wales (DELLS) and Northern Ireland (CCEA)
1 development of qualifications; and,
1 complemented by a welmsed accreditation system for qualification awarding bodies.
These developmentsill require close system integration between the regulatory authorities, awarding
bodies and learning providers.

1.3.b) Provide a list of new qualifications that have been opened up by new information and
communication technologies. Provide evidentany, that the certificates by the major industries carry
more or equivalent currency in the labour market than academic qualifications.

Qualifications for computer programmers were first developed in the 1960s and with the huge expansion in
ICT the rangeof qualifications has been constantly extended to meet the growing need. Qualifications
exist at all levels, both for IT professionals and for users of IT. The Sector Skills Council for IT,
telecommunications and contact centresskidls uk, has an imgrtant role, both in defining the
occupational standards on which NVQs and SVQs are based and also in advising on the design of IT
gualifications of other types in order to ensure that learners gain the knowledge and skills which industry
requires.

The rame of qualifications available can be divided into the following broad types:

9 degrees and sutegree HE qualifications, such as HNDs, which provide learners with the
theoretical and practical basis for a professional career in IT

9 broad educational qualifitions in IT, which may lead directly to employment, but are equally
likely to lead on to further study; examples are BTEC National Certificates and Diplomas and A
levels in IT

1 National and Scottish Vocational Qualifications (NVQs and SVQs) which are naesitp
recognise occupational competence in IT development and support or (at lower levels) in the use
of IT

9 introductory and more advanced certificates and diplomas for IT practitioners/professionals,
offered, for example, by BCS (British Computer SogieBity & Guilds and OCR

14 OpenQUALS was QCA's public online database of accredited qualifications, providing details ofifidiatjipas accredited to the National Qualifications Framework (NQF).

NDAQ is on http://www.ndag.org.uk/
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1 vendor specific qualifications for IT professionals, including software designers and developers
and hardware experts; examples include the awards of Novell, Oracle and Cisco

9 introductory awards for computer users, which assesgpetence in the use of common IT
applications; examples include the ITQ (Information Technology Qualification) designed by e
kill's uk; OCR©O s CLAI'T (Computer Literacy an
European Computer Driving Licence (ECDL), YC& Guilds Certificate for IT Users, Edexcel
Diploma in Digital Applications (DiDA)

91 vendor specific qualifications for IT users, which assess competence in the use of specific
software; the best known example is MOS, Microsoft Office Specialist.

A list of accredited IT qualifications (excluding vendor qualifications and degrees) can be found on the
National Database of Accredited Qualifications (www.ndag.org.uk) by searching in the IT sector subject
area.

Eighteen New Technology Institutes (NTIs) were sptacross England in 2002. Each institute is a
consortium of a university, several further education colleges and private sector partners (vendors). NTls
offer foundation degrees and short courses, which may include vendor qualifications. An evaluagidn carr
out for the Higher Education Funding Council for England (HEFCE) concluded that the NTIs had been
moderately successful in meeting their aims and objectives. But found that:

In the taxonomy of 6initiativesd i nof settihg upn d HE
partnerships or consortia for a limited purpose. For many successful bidders, the initiative was an
opportunity to carry forward something that was already being done or was planned by HE for FE

partners, at the cost of repackaging to fit tlceiteria and of adopting a particular label.
(Section 1.4, p 5. Evaluation of the New Technology Institutes initiative. Report to HEFCE by Universitas. March 2006.
Available at:http://www.hefce.ac.uk/Pubs/rdreports/2006/rd07_06/

In terms of the currency that academic qualifications carry compared to certificates by major industries;
both are used. Academic qualifications tend to be used as filters to define the level of education that a
candidate should have (eg graduate). Specific industayed qualifications are then used to support
evidence of experience/specific expertise. It is the level and relevance of experience that tends to be the
deciding factor. There is some evidence afuistry qualifications carrying more currency than general
gualifications. For example, discussion within the UCISA (Universities and Colleges Information Services
Association) notes a shift from ECDL (European Computer Driving Licence) to MOS (MicroSui O
Specialist), which may in part be because ECDL is generic and is perceived as only useful to those with
minimal knowledge, whereas, MOS, (being based on MS Office) offers higher compater®yme
courses are designed to provide dual certificatibowang learners to gain both a recognised educational
qualification and an industry certificate.

After about a decade of small scale experimentation, comguéet i v e r e éa stseesstsimeqnt (69 e b €
be more generally adopted in the UK in the late $998ome of the earliest adopters were universities,

which use computer tests in both formative and summative assessment. Some alassassmeent to

check the existing knowledge and skills of new studefito r exampl e t o t esills;stude
this enables them to provide remedial tuition for weaker students.

Since 2000 there have been developments in the us@asdessment in a number of different types of
gualification; examples include:

15ECDL discussion. UCISA User Support conference, July 2006. Availabiéat/www.ucisa.ac.uk/groups/tlig/conf/userserv06/discussions/ECDL.pdf

18


http://www.hefce.ac.uk/Pubs/rdreports/2006/rd07_06/
http://www.ucisa.ac.uk/groups/tlig/conf/userserv06/discussions/ECDL.pdf

OECD study Rcognition of informal and neformal learning: UK country case study

i City & Guilds on demand computer testing of sgbjenowledge in a range of qualifications
(hair and beauty, hospitality, construction, engineering, motor vehicles, IT, security, dog
grooming) using the Global Gime Assessment (GOLA) system; more than 2 million individual
tests have been administerbdough 2000 registered centres

1 multiple-choice testing of key skills (Communication, Application of Number and IT) at levels 1
& 2 by several awarding bodies

9 trials and/or implementation of GCSE assessments in science subjects and geography by several
awading bodies including AQA, OCR, Edexcel and CCEA (Northern Ireland)

9 developments of computeelivered tests in a range of Higher National subjects by SQA
(Scottish Qualifications Authority)

91 online marking of candidate work (eg a document produced imdWoor Excel ) i n OCEF
(Computer Literacy and Information Technology) award.

Within England there have been trials of an ambitious project to developssessment of ICT skills at
Key Stage 3 (age 14) within the National Curriculum Tests. Studemtasitied to perform realistic tasks
using generic software applications.

It is predicted that the development ehssessment will make assessment more complex as various e
assessment partners will be requirede@& design suppliers;test service praders, eportfolio service

providers, technical support providers, scanning bureaux, testing centres.). This marks a change from a
single supplier working to a single awardf.img body
response QCA hasuplishedRegulatory Principles for-assessmetffpril 2007).

1.3.c) Describe current national policies or practices ofpertfolio as a tool to record learning
outcomes or Ol earning assetsd? What have been ach

There isno national eortfolio within the UK, but there has been considerable activity in both the learning
and skills sector and in higher education.

A major driverforepor t f ol i os in the | earning and skills se
of learners working towards NVQs and SVQs (see 1.6.b). These qualifications are designed to certificate
workplace competence and therefore draw on reports from supervisors and from learner logbooks, as well
as from more traditional assessment tools. SBEieolleges and training centres have devised their own
portfolios, but there is also widespread use of commercially produced prddwessding bodies are also
developing their own-portfolios, which may be specific to a single qualification; examplesrar CLAIT

and iMedia qualification portfolios from OCR. One of the Sector Skills Councigkille uk has
developed the-skills passport, which works with the ITQ (information technology qualification, described
earlier). The eskills passport is a viiebased skills management system. It is intended to identify skills gaps
within organisations (through sedsessment) and provides a record of training and achiev&ment

16 Ken Boston, Chief Executive, QCA. Speech 24 October 2005. Availaliig@t/www.qca.org.uk/251.html
17 See links fromhttp://www.ocr.org.uk/eassessment/eportfolio. hamdihttp://www.city-and-guilds.co.uk/cps/rde/xchg/SIDAC0478DBC361353/cgonline/hs.xsl/16076.html

18 http://www.eskillspassport.com/
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E-portfolios have been introduced in a number of HE institutions, includinggeSb r ge 6 s Medi c al
in London and for postgraduate research students and contract research staff at Newcastle University. A
list of e-portfolio projects, mainly funded by JISC (tBeint Information Systems Committee) is available

on JI|-Banipfraraework websitg.

An established example in the health sector is tperdolios project®. This has been driven by
requirements for Personal Development Planning (PDP), (made by the Quality Assurance Agency, who
regulates higher education institutg)rand the Professional requirements for reflective practitioners who
are able to manage and evidence their continuing development. It ran from 1998 to 2005 for medical
students in four universities, (Leeds, Sheffield, Newcastle, St Andrews) the gdagobdject were to:

1 Develop strategies to facilitate assessment of curriculum outcomes that are not amenable to
traditional instruments of assessment and to integr&ertolios into the managed learning
environment;

Support a reflective approach to @encing the attainment of programme outcomes; and,
Encourage students to manage their own learning to a greater extent and to prepare for aspects of
work-based and lifelong learning.

g

In Wales the online servicelsww.careerswales.corhas developed a wdiased eortfolio tool. It is
intended to support lifelong learning, by helping people to manage their own career development through
the recording of achievements and the comparison of progress against sgt tiaadgd provides tools to
create and store CV letters and application letters, and haspagiic sections. In its first year of use
80,000 people have created individugatfolios?.

Lessons learnt

Experience from the-portfolios project has shn that there is a need for constant (formative) evaluation

and alignment of the portfolio with teaching, learning and assessment strategies. Where PDP is delivered in
the context of the curriculum it has the potential to be more meaningful and engagatl sbudents and

stafi compared to moatomabd&tdaettveésyaonti PDP. Such a
connect their personal learning to the defined outcomes of the curriculum as well as their individual
learning goals. To achieve thisegtation it is important that ePortfolios are flexible and easy to customise.

PDP portfolios may be well designed and educationally well intentioned. However, many students are
highly strategic and are therefore unlikely to engage in PDP processesthiejeare linked to assessment

/ progression. Where there are not sufficient staff or other barriers to the assessment of the full portfolio,
selected parts of the PDP portfolio can be made mandatory for progresstbere is a strong reflective
elementthen grading raises a number of challenges, so a pass/fail scheme may be more appropriate in the
first instance. As in other IT applications, user feedback is important in the ongoing developing and
refinement of ePortfolio software as well as the relaedagogy.

19A list of projects is available at: http://www.elframework.org/projects

20Managed Environmentff Portfoliobased Reflective Learning: Integrated Support for Evidencing Outcomes. Information availdtite:/tvww.eportfolios.ac.uk Final

report.
216 Bri efing Wal es6, June: htp0Ovovd.dysjosgsie 5. (Available from

22 http://www.eportfolios.ac.uk/
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Component 1.4. Economic developments and skills shortage/ mismatch

1.4.a) Describe any legal framework, policy, programmes, research that address the issue of
recognition of skills, experience and knowledge within the framework of humaal edthitrespect to the

economic developments or labour force issues. Are there any specific policies at the regional level
concerning such as O6Regi onal Devel opment 6 and O6Le

Context

In many sectors of the UK labour market {grecific formalqualifications have only a limited role in

access to employment and progression. Undoubtedly a qualifications drift has taken place, with ISCED
level 3 or higher qualifications now expected for access to many areas of employment that previously
expected dower level of qualification. However, the regulated areas of the labour market with licence to
practice requirements are restricted to a few sectors, so that, for example, many secondary and tertiary
occupations have flexible entry requirements. EmplowmdR and promotion procedures often take more
account of what a potential employee can doother words, informally and neformally acquired skills

and knowledgé than formal qualifications.

The UKb6s employment and productivity paradox

The develoment of the UK economy over the past decade is characterised by an apparent paradox, with
steady growth in GDP per capita growth, but with productivity levels that do not compare well with other
advanced economies.

According to OECD, the average anngedwth of the UK economy is above the European Union and G7
averages but slower than in U8And considerably slower than in fast developing economies such as
China and India. The UK has seen a further expansion of the tertiary sector, and a contidnagndec
manufacturing. At the same time, the employment rate among people of working age continues to rise and
at 74.7% in 2004 is higher than in many other EU member states and other advanced economies;
similarly, levels of unemployment are lower. Whikee long term trend (199Q003) is a decline in the
percentage of 124 year olds in employment due to increased participation in upper secondary and higher
education, the employment to population ratio of32byear olds has remained high at around 808, a

the ratio for 5564 year olds has increased from just under 50% to over 55%. This is shown in the table
below. Similarly, there has been a steady improvement in the employoreopulation ratio of women:

from 58% in 1984 to 70% in 2004.

23 OECD, OECD in Figures: statistics on the member countries. Paris: OECD2@08Yannual publication)

24 UK Labour Force Survey (LFS) (http//www.statistics.gov.uk)
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Employment to population ratio by selected age groups (19902003)

15-24 25-54 55-64
1990 70.1 79.1 49.2
2001 61.1 80.7 52.2
2002 61.0 80.6 53.3
2003 59.8 80.9 55.5
Sowrce:  QECD. QECD Emploviment Outlook: 2004 edition. Paris, OECD, 2004

However, these comparatively strong levels of growth, high levels of employment and low levels of
unemployment are associated with relatively low productivity levels. While the UK economwylyentzs

some higkskills, innovative and highly productive industries and sectors, this level of performance is not
replicated across the full range of sectortr comparison with the performance of the economy of the
USA, we can see that the UK has sanilevels of employment, but lags considerably in terms of GDP per
capita. This lag might be the result of a shorter working week or year than the USA average, though in this
respect the UK is closer to USA than is the case for many other EU countriegllgrahe UK falls

behind USA by some 12 percentage points in terms of GDP per hour worked, while a number of other
European countries including France, Ireland and Norway are more productive than the USA on this
indicator®. It is the productivity factori coupled with the recognition that levels of upper secondary
completion in the UK compare poorly with those in many other advanced economies and that many people
in the adult and working populations are lacking in basic skillgat provides the motivai on f or t he
strategic emphasis on raising the skill levels of those entering the workforce and of many of those already
participating in the labour market.

National skills strategy

A series of government White Pap@tthat relate primarily to Englaf illustrate this strong emphasis on
raising skills levels as a key driver for increasing productivity and competitiveness across the UK economy.
The 2005 White Paper identifies where there has already been su8&85600 adults achieved basic and

key skills qualifications between 2001 and 2005; enrolments in Apprentic&shép® increased three fold

since 1997, with more than a quarter of a million now enrolled; just under 40,000 students are undertaking
the new foundation degré&sNew Deal arrangenés are ensuring that record numbers of people have
moved from welfare to work, etc.

The focus for the development and recognition of skills in the UK is andefmrtmental national skills
strategy, which hinges on bringing coherent innovation thragtkey agencies, rather than a legislative
programme. At the national level a Skills Alliance has been asserbiedolving five government

25Brown P, Green A and Lauder H, 2001. High Skills: Globalisation, Competitiveness and Skills Formation, Oxford Univessity Pre
26 See Leney, T. et al, 2005. Achieving the Lisbon Goal: the Contibof VET. European Commission, DGE&C, Brussels

27 See for example: DfES, 2003. 21st Century Skills: realising our potential, The Stationary Office, London. The most HsceftitekPaper is: DfES, 2005. White Pafier

Skills: getting on in business, ttjag on at work, The Stationery Office, London

28Devolution in 1997 gave extensive powers to Scotland, Wales and Northern Ireland for many aspects of social policylifatdaditearning (education and training) and the

skills agenda. Each of thewa#ved administrations have developed its own strategies for skills and lifelong learning.

29 Traditional apprenticeships in industries such as engineering and construction largely disappeared in the second 2@ili ottiery. They were revived asvgmment

funded level 3 Modern Apprenticeships in 1995, with a level 2 scheme (initially known as National Traineeships) added in 1997

30 Foundation Degrees are shhchelor level HE awards in vocational subjects, normally offered as two year courses.
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departments, the range of ngavernmental public bodies with a clear responsibility for education,
training andskills development, education and training providers and the main employer and trade union
bodies. Particularly in England, at the regional and more local level, the local Learning and Skills Councils
(Local LSCs, responsible for local strategy and fodfog) and the nine Regional Development Agencies

are responsible for developing effective strategy and partnerships to raise skills levels. In addition, the 25
Sector Skills Councils (SSCs) are responsible for the identification and implementation obasetb
strategies, notably including developments in sectoral qualifications and establishing priorities for
investing in the skills of the sector workforce. Regional Skills Partnerships have been established to
provide a mechanism for determining, regimnregion, the priorities for economic development and skills.
SSCs and employers work together in developing proposals for National Skills Acatiéhiias),

which are to build on a further education infrastructure and bring together employers andetlutizdion

on a sector by sector basis. The network of the NSAs will create Public Private Partnerships, which are led
by employers in SSCs, to establish national and regionally networked centres of excellence for training and
network development.

Develming qualifications is a key reference point for the skills strategy, as is increasing the numbers of
people qualified at ISCED levels 2, 3 and 4. In this respect, the strong emphasis is on developing further
the formal qualifications that are availabletably for learners up to the age of 18 or 19, for whom a new
system of 14 specialised diplomas is under development. In spite of this strong emphasis of the national
skills strategy on formal qualifications, parallel developments are under way in etehfolir countries

to develop qualification frameworks that are flexible enough to take account of credit accumulation and
transfer (rather than recognising only full qualifications) . These are described in section 3.1.e.

1.4.b) Describe overall skif mismatch/shortage situation in your country. Do you have any economic
policies that address the issue of skills shortage or skills mismatch? In what sectors/industries has the
issue been most conspicuous?

It has been widely agreed that the UK faces aisagint economic challenge in competing effectively in
the 2£" century because of poor productivity performance relative to its major competitors (the US, France
and Germany), low levels of skills, innovation and investment in capital in all its fohpsi¢pl R&D and
human capital). It is evident from data that the skills shortages have persisted in the UK for some time
despite some signs of improvement in the skills profile over the past decade. Nevertheless, the UK still
does not have a wordass skls basé?, since:

1 The UK has a serious legacy of low skills, is deficient at intermediate and technical levels and also
likely to fall behind at degree level and abpve
Those with lowest skill levels are least likely to receive waked training;
Skills gaps account for a fifth of the productivity gap with Germany and an eighth of the gap with
France and these countries and other international competitors have ambitious strategies in place
for further improvement on skills;
1 Over one third of adults irhe UK do not have a basic schoehving qualificatiori double the
proportion of Canada and Germany;
Five million people have no qualifications at all;
One in six adults do not have the literacy skills expected of an 11 year old and half do not have
functional numeracy at that level;

)l
)l

=a =

31 Two out of 12 academies were launched in October 2006
32 Skills in the UK: the long term challenge, Interim analysis of the Leitch review of skills, HM Treasury, 2005

33The Labour Force Survey shows that when asked, over two fifth of graduate employeey $eay¢hreceived training in the past three months compared to just over a fifth of

employees without a level 2 qualification and just over a tenth of employees without any qualification.
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1 By 2020 nearly 20 million additional people will need higher skill levels than at present, ranging
from basic skills to degree level;

1 Young people alone will not solve skill deficit problem in the immediate future, as oveer70
cent of the 2020 workforce has already completed their compulsory education and in effect, the
government reforms need to be focused on improving the skills of the existing workforce.

The UK already has a range of policies intended to provide emplayth the skilled workers needed to
improve economic competitiveness, including:
1 raising the achievements of young people, including increasing the participation of 17 and 18 year
olds in education and training
9 upskilling the existing workforce throughe employetbased Train to Gain programme (see 1.4.d)
1 the network of Sector Skills Councils (SSCs), each with the responsibility for identifying skills
needs in their sector and developing sector skills strategies to meet those needs
1 regular employer sueys in each of the four countries to identify skills shortiges

The final report from the Leitch review of skifsur ged t he need for a substa
skill levels, with afocus on economically valuable skillsand recommended aumber of measures to
achieve this. Fol |l owi ng * theemaig changes annisagetl @es r espons

f making more of the funding for skills 6édemand

9 substantially increasing the funding for Train to Gain, although employers will alsgpeeted
to make a financial contribution

1 merging existing advice and guidance services into aumversal adult careers service, to work
with JobCentre Plus to provide each -gdeker with a mix of training and job search
opportunities, accessed thrdugn individual Skills Account

9 establishing a UKvide Commission for Employment and Skills to advise Government on skills
and employment strategy and targets and to ensure progress towards meeting them

1 giving SSCs a greater say in qualifications

9 encouragig all employers in England to sign a Skills Pledge to support their employees to
become more skilled and better qualified.

1.4.c)Provide any evidence of increasing or decreasing economic and social disparities in your
country (e.g. poverty rate suels ginico-efficiency) among certain groups (low skilled, immigrants, youth,
older workers, etc.). Provide also, if any, relevant documents addressing policies issues (economic, social,
labour market, etc.) that account for such trends.

The AHC (after hosing costs) poverty rate was around 13.5 per cent during the 1960s and 1970s. After
peaking in 1996/7, the rate fell back to 19.9 per cent in 2004/05; this equates to 11.4 million people classed
as being in poverty AHC. While the mean income has riseamtgverage of 2.4 per cent between 1996/97

and 2004/05, it appears to have slowed since 2002/03. The national average equivalised income per week
for 2004/05 was £427 per week, this compares with a median equivalised income of £349 per week.

34 National Employer Skills Survey in England, conducted by therliegrand Skills Council (sekttp://researchtools.Isc.gov.uk/KMSResearchTypStottish Employers Skill
Survey from Futureskills  Scotland htfp://www.futureskillsscotland.org.uk/web/site/home/Reports/WhatEmployersThihk.asfuture ~ Skills ~ Wales
(http://www.futureskillswées.com/eng/content.php?cIDx3 Northern  Ireland  Skills  Monitoring Survey  (http://www.delni.gov.uk/index/publications/pubs

stats/skillsreports.htm)
35HM Treasury, Prosperity for all in the global economyorld class skills, December 2006, availablehttp://www.hmtreasury.gov.uk/media/6/4/leitch_finalreport051206.pdf

36 Department for Innovation, Universities and Skills, World Class Skills: Implementing the Leitch Review of Skills in Endldynd2007, available on
http://iwww.dius.gov.uk/worldclassdld.pdf
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Distribution of weekly household disposable income*, 2003/04
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* Equivalised household disposable income before deduction of household costs (in £10 bands). See Social Trends 36PAgdENndix,
Households Below Average Income, and Equivalisation scales.

** There were also 1.8 milliomidividuals with income above £1,000 per week.
Source: Figure 5.12. Social Trends 36. 2005. ONS. Available (including spreadsheet data) at:
http://www.statistics.gov.uk/StatBaBebduct.asp?vink=13675

Quintile share distribution of income (After Housing Costs) for Great Britain 1994/5 to 2004/05
94/5 95/6 96/7 97/8 98/9 99/00 00/01 01/02 02/03 03/04 04/05

Quintile shares of total income (%)

Bottom 20% 5.9 6.2 6.0 5.9 5.9 5.9 5.8 6.0 6.0 5.9 6.0
Second quintile 114 114 113 114 111 113 113 116 116 11.8 1138
Middle quintile 16.6 165 166 164 161 163 161 16.2 163 164 16.3
Fourth quintile 231 228 229 227 225 225 221 220 221 223 220
Top 20% 43.0 431 431 436 443 441 447 442 439 436 438
Gini coefficient (per cent) 37 37 37 38 38 38 39 38 38 38 38
Source: Department for Work and Pensions. Households Below Average Income. Table A3 AHC. Data from Family ResourdgfkShrvey
Supplementary tables available from:

http://lwww.dwp.gov.uk/asd/hbai/hbai2005/excel_files/supplementary_tables/full_suptatd¢s texai06.xls

The table above shows that the lowest 20 percent of households (in terms of income) have gained, overall,
0.1 percent of income over the past ten years, whilst the top 20 percent have gained an additional 0.8
percent . T h e are af tal incomenis grdater&@han #dr combined share of the lowest three
quintiles.

Figures for the distribution of income by household type show that single people with children are the
household type most likely to be in the lowest income quintile.


http://www.statistics.gov.uk/StatBase/Product.asp?vlnk=13675
http://www.dwp.gov.uk/asd/hbai/hbai2005/excel_files/supplementary_tables/full_suptables_excels_hbai06.xls
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1.4.d) Provide data, if any, which points to the recognition of-furmal and informal learning as a
way of redistributing human capital and solve the issue of skills mismatch and skills shortage and,
therefore, a way to drive economic development.

Econoni st s and | abour mar ket analysts in the UK us:¢
knowledge possessed by individuals through formal education and throdlg&joh and life experiences.
It is difficult to measure human capital or skillseatitly; so formal qualifications are often used as a proxy.

While formal qualifications may not necessarily be relevant or sufficient to undertake a particular job,
those applicants without formal qualifications are often likely to be at a disadvantaggsesnof Labour

Force Survey (LFS) data show that those with no qualifications have lower employment rates than those
with higherlevel qualifications and over half of the worklagge popul ati on i n the
wor kl essness 6 dabdexausian tnit €804)had nd quadificafians..

There is also evidence that, for those in employment, possession of qualifications is linked to higher levels
of pay, although the 6érate of retur nd fificatiam)ist he i n
higher for academic than vocational qualifications, higher at higher qualification levels and lower for
National Vocational Qualifications (NVQs) than for some other vocational qualificafiofisr NVQs at

Levels 1 & 2 the rates of returneaweak overall, but the evidence suggests that there are benefits for some
subgroups and in some occupational aré&s.

Recent trends have seen a sharp rise in the formal qualifications held by those in employment and it is
predicted that qualification Vels will continue to ris&. There is some evidence that this reflesmand

changes, with many jobs requiring more formal higher level qualifications than used to be the@ase.

the other hand it is clear that there have been major changes supphe side, in part at least in response

to government policies to increase participation in higher education. The latter has resulted in a big
increase in the numbers emerging on to the labour market with formal qualifications. The proportion of
young peop with formal qualifications is much higher than for older people (a stcohgrt effect),
countered to some extent by incr easupskiinggualfif fict at

Those who have a negative experience of educationhabkare less likely than average to engage in
learning in adulthood, and so participation in learning reduces with level of educational attainment
(Fitzgeraldet al, 2003). This means that it is particularly difficult to overcome the attitudinal, pabatid
structural barriers to engaging in learning, faced by the most disadvantaged. Government policy has
therefore concentrated initially on those with qualifications below National Vocational Qualification level

2 (equivalent to five ArC grades at GCSE dubbed by Hepwortlet al (2005) as the knowledge
economyo6s 06s ki IAlngmbep of WK rinttiativesl makeepdovision for the recognition of
informal and nofformal learning, but this is normally in the context of gaining formal qualifications,
rather than giving currency to previously acquired knowledge, skills and competences. Examples are
S/NVQs and Train to Gain (both described in more detail below) and courses in Adult Basic Skills.

National Vocational Qualification@NVQs) andScottish Vaational Qualifications (SVQs) are designed to
accredit competence in the workplace and, as desc
competenced, which may be drawn from previous jo

37 Lorraine Dearden, Steven Mcintosh, Michal Myck and Anna Vignoles, The Returns to Academic and Vocational Qualificatitas, i©&ttre for the Economics of Education,

London School of Economics and Political Science, November 2000

38 Lorraine Dearden, Leslie McGranahan, Barbara Sianesi, ADdpth Analysis of the Returns to National Vocational Qualifications Obtained at Level 2, Centre for the
Economics of Education, London School of Economics and Political Science, December 2004

39 R. Wilson and D. Bosworth, Working Futures 202914, QUALIFICATIONS REPORT, Institute for Employment Research, University of Warwick, September 2006
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current role. S/NVQs are therefore, by design, able to provide recognition of informal aformah
learning where it is relevant to the target qualification.

Train to Gain is an initiative by the former Department for Education and Skills (in Englariig
employers to raise the skill levels of those of their workforce who do not currently have a level 2
gualification. I't builds on the successful 6 Emp |
2002. In both schemes government fundathing is delivered by an approved training provider (which

may be an FE college or an independent provider) to meet the needs of the employer and the workforce,
following a plan agreed jointly by the provider and employer. Initial assessment of tiseo$kihe
workforce is an important part of the scheme and the training is tailored to take account of existing skills,
although the end point is intended to be the achievement of a recognised qualification, usSatityal
Vocational Qualification An evaluation of the pilots by the Adult Learning Inspectdfdtrind that both

learners and employers were enthusiastic, but that there was sometimes too much emphasis on accrediting
existing skills for an NVQ rather than developing new ones.

New Dealschemms f or the unempl oyed also attempt to iden
as an aid to jolseeking rather than as a means to formal recognition. New Deal schemes were introduced
progressively from 1999 and each scheme targets dispaigint groupi young unemployed, long term

adult unemployed, lone parents, older unemployed and the disabled. Details of the schemes vary, but each
includes a personal adviser to support the jobseeker in identifying potential routes to employment.

1.4e) Provide data, if any, if there has been any study that points to a certain group that would benefit
most from the recognition system for their skills (e.g. retirees, older workers, women, immigrants (highly
skilled or lowskilled), parttime workersunemployed youth, etc.)?

The government has introduced some evideased policy measures targeting certain groups which have
below average employment rates (older workers, single parents, NEET, prisoners, immigrants etc) to help
them enter labour markeRemoving barriers to entry into the labour market is embodied in the
government targets fAto increase the employment
closely to the Lisbon employment targets for priority categories. This forms part ofeaal @pproach

based on active labour market support measures, tackling discrimination and welfare reforms. Although
none of the measures explicitly refer to the recognition of the skills of the disadvantaged groups, an
underlying principle of the approads to build on the skills which people have acquired through informal,
nonformal and other forms of experiential learning. Further details of the measures for some of these
groups are given below.

40 Department for Education and Skills, Sanctuary Buildings, Great Smith Street, London SW1P 3BT Research ReparidRRé&Search Brief RB695: ALI Employer Training
Pilot Survey, December 2005; availablehdtp://www.dfes.gov.uk/research/data/uploadfiles/RR695.pdf
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Employment rates of selected groups
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Source: Chart 4.1 page 41. October 2006. HM Treadusipon Strategy for Jobs and growth UK National Reform Programme: Update on
progress 2006. Available at: http://www.hm
treasury.gov.uk/documents/international_issues/european_economic_reform/int_lisbonstrategy_jobs.cfm

Older workers

The key component of the UK National Refo Programme is to enhance the participation of older
workers, and to extend working life in order to meet the demographic challenges of the future. The Leitch
Interim report pointed out that 60 per cent of the growth in the labour market by 2020 willfroome
employees aged 56b; funding skills for adult employees and recognising their prior learning and
experience will thus become a more pressing issue for the government and employers.

Government measures to achieve these aims comprise:

9 Tackling ae discrimination by introducing regulations to combat age discrimination in
employment and vocational training (effective autumn 2006)

1 More generous options for delaying taking the state pension, making it more attractive to work for
longer

1 Measures sebut in the Welfare Reform Green Paper to encourage economically inactive older
workers back into employment, building on the success of the New Deal 50 plus programme,
which has supported over 54,000 job entries from 2003 to 2006:

1  Work with employers to dgnd flexible working opportunities

9 Train to Gain (see 1.4d), which benefits unqualified older workers.

The TUC contribution to the Leitch reviéWargues, however, that the current requirement that
funding is available only for a first qualification meghat many people with outdated qualifications

41 Trades Union Congress, 202@sWn For Skills, Priorities For The Leitch Review Of Skills Available On Http://Www.Tuc.Org.Uk/SkillstR5@4F0.Cfm#Learr895-3
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will be excluded. This will have a greater impact, the report claims, on particular groups, for example,
older workers and women, especially those returning from career breaks.

Single parents
Apart from pdicy actions aimed at welfate(benefits, childcare etc) and discrimination of lone parents

and in order to increase economic activity and decrease child poverty in disadvantaged areas, the
government enables harotreach economically inactive parents docess learning, training and work
opportunities.

Immigrants
For more details See 1.2 a.

Prisoners

The government 6s polreduge reoffendipg and proraatesemployabdlityyt o
helping prisoners and eoffenders to gain skills and echtion qualifications that will help them

into employment There is particular emphasis on basic skills needs, but programmes can also build on
prisonersbd6 existing vocational skill s.

Refs: Sue Waddington. Valuing Skills and Supporting Integration: Apodport on the lessons learned by developing the skills
of asylum seekers as the basis for social and vocational integration. ASSET UK, NIACE. Available at:
http://www.niace.org.uk/Resedr/ASR/documents.htm

1.4.f)  Provide data, if any, that discuss some issues linking between the recognitionfofmahand
informal learning and the neformal and informal economies.

No data available.

1.4.9) Please provide a list of occupations to @fhihe recognition of neformal and informal learning
can be counted as a part of entrance (e.g. teachers, engineers, journalists, etc.). Of the list, which
occupations are regulated professions, i.e. that requires a certain qualification (certifice¢esels, etc.)?

Regulated

For most regulated professions in the UK (eg doctor, nurse, teacher), it is a requirement that practitioners
should have completed a specified period of practical experience before registration. Almost always.
however, this is aafully supervised and structured and is requinedddition to formal examinations. It

cannot be said, therefore, that this constitutes a recognition eformonl or informal learning as an
alternative to formal learning.

A notable exception is in theocial care sector, where new regulations for care homes for older people in
England® were introduced as a result of the Care Standards Act 2000. The registered manager of a care
home for older people must haaejualification at NVQ level 4 in managemantd care or equivalent and

at least 50% of the care staff must be trained to NVQ level 2 or equivalent. The introduction of these
regulations (effective in 2005) led to a rapid increase in the take up of NVQs in social care. Because of the
emphasis of NQs on evidence of competence (see 1.6.b above) and because many of the relevant staff
were already working in the sector, achievement of the NVQs was based on assessment and recognition of

42 Welfare Reform and Lone Parents Employment in the UK, CMPO Working Paper no 72, Gregg and Harkness, 2003.

43 Department of  Health, National Minimum Standards, Care Homes Regulations 3rd Edition, 2003 See

http://www.dh.gov.uk/prod_consum_dh/groups/dh_digitalassets/@dh/@en/documents/digitalasset/dh_4135403.pdf
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their existing competence, gained thromgim-formal or informal €arning, with additional learning and
assessment where needed.

As the examples below illustrate, other occupations in the UK may draw on evidence of relevant
experience, although this rarely involves detailed examination of the skills and knowledgefrgamed
informal learning.

Part regulated

Occupation

Regulated by

Comments

Reference

Sports coach

National
Bodies

Governing

The UK Coaching Certificate (UKCC), is
voluntary fivelevel framework based on nation
standards, which will give coaches natdly
recognised and transferable professio
qualifications. A consultation on whether natior
occupational standards should be devised
underway.

http://lwww.ukcoachingcertificate.org
http://www.skillsactive.com/

Journalist

National Council for the|
Training Of Journalists

Quialification involves a training contract of 1
months to two years a logbook must be complete
order to register before takirgfinal exam.

http://www.nctj.com/index.php

Chef

While formal training may be useful it is n
required and the only regulation of chefs is throy
food hygiene regulations. Candidates will work th
way up from commis chef, to chef de partie, to sg
chef to chef de cuisine.  Progression is
recognition of experience and competence.

HR manager

Chartered
Personnel
(CIPD)

Institute o}
Developmer

To work as a human resources officer an
qualificationi s n 6t required,
The CIPD offers membership to those that eit
complete a CIPD qualification or who under
Professional Assessment of Competence
Accreditation of prior certificated learning (APCL
Members are expected to stwe their CPD
evidence of which is neccessarry in order to upgr|
membership to chartered level.

http://www.cipd.co.uk

Actor

Equity

Membership of Equity, the union representing art
in all areas of arts and emtainment, is essential fq
most jobs. In order to join Equity evidence
training and employment such as a contract has t
submitted along with the application. Subscription
renewed annually. Employment is dependent, am|
other things, on expenee.

http://www.equity.org.uk

Electrician

Institution of Engineering
& Technology

There is no direct regulation requiring a license
practice for electricians. An apprenticeship or NV
SVQ at level 3 in an electrical engineering subject
usual. Hovwever, where work required in potential
dangerous environments (i.e. chemical factor
safety critical systems) contractors will ensure t
electricians are suitably qualified in order to red(
the risk of accidents and therefore being taker
court. Another area that requires qualification

practice is in construction. Part P of buildi
regulations requires that electrical work is inspec
by a suitably qualified person. This means that
effect it must be carried out by a qualifig

electrician

http://www.theiet.org/
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Component 1.5. Social developments

15a) What are the newly evolved o6skills and compe:
have been identified to date? Make a list of such skills and competencies.

A common feature fothe developing qualification frameworks in the four countries of the UK is the
inclusion of the key or core skills, which are thought to underpin all learning programmes and are the basic,
transferable skills required at an appropriate level for empilityatas well as for social participation and

daily living. Key skills have featured particularly strongly in vocational programmes and qualifications
since the 1980s. For example, an apprenticeship programme now consists in most cases of three
gualificaions: the National Vocational Qualification (SVQ in Scotland), the Technical Certificate and key
skills certification.

The key skills that are most often assessed are: communication, application of number and ICT. The
broader key skills, frequently nassessed are: problem solving, managing own learning and performance
and working in groups. More recently education regulators have been including more prominently the
active skills called on for enterprise, whilst there has been some interest frondbodioes and financial
institutions in including financial literacy in the list of essential life skills.

I n Scotland the key skills are wuswually called 6coc
the English education and trainimgntext the first three key skills are beingdree f i ned as o6f ur
s k i “tandsidcluded in a wider range of qualifications, including general qualifications, specialised
diplomas, apprenticeships and as stand alone qualifications.

The UK governmenhas responded to the proposals of the European Commission on the definition and
development of eight key competences, by accepting six: communication in the mother tongue,
mathematical literacy and basic competences in science and technology, ICT eskilig)d to learn
entrepreneurship and cultural awareness. It has not accept communication in a foreign language as a key
competence, and doubts the practicality and detail of some aspects of the citizenship skill.

1.5.b) Provide evidence, if any, thagécognition of this type of learning has led to the uptake of further
learning or progression in profession?

It is certainly an important part of government skills and inclusion strategies that a concentration on basic
skills and key skills should assistatxded groups and those who face barriers to learning to find a
foothold on a pathway to learning and to formal qualifications. The following examples illustrate how:

1 Union Learning is a government funded initiative whereby trade unions provide basitrakiiing
for their members.

9 The Education to Employment initiative (E2E) has promoted key skills recognition as a way of
giving value to the informal and ndarmal learning that takes place in settings such as youth and
outreach work.

1 The learndirecinitiative has established flexible ways of taking learning to the learner, for example
by developing onatopshop facilities in shopping centres, libraries, etand on the internetto

44 See DfES (October 2006) Functional skillgour questions answed. QCA/DfES, London
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make opportunities for learning available to groups that are efteluded from or face barriers to
learning®.

Research provides some evidence of the longer term benefits of this learning:

1 research into the progression of learners from Adult and Community Learning programmes, of
whichthreegu ar t er s-f ovie meedid@gt lead to qualifications, found that 66% went on
to do further learning in the following year, with 9% moving from Jgmalification courses to
gualification courses; there was evidence of other benefits, including physical, mental and
emotional vell being, confidence, benefits to social life and ability to commurifcate

9 research into adults following programmes of learning for NVQs (which included assessment of
their existing skills, including those acquired through-fanmal learning) showed théhere had
been a number of benefits, including progression to further ledthing

9 research intdhe impact on a group of young learners of participation in a qualificetiated
6Skills for Lifed (basic skill s)thisdearnimgbad f oun
improved in seHesteem, attitudes to education and training and employment commitment,
although there were no actual improvements in the level of employment or (surprisingly) in the
assessed level of basic skiffs

1.5.c) Provide evideoe, if any, of recognition of this type of learning contributes to democracy and
citizenship?

There is no direct research that demonstrates that recognition of basic knowledge and skills (covered

through Key Skills or Functional Skills) contributes to denacy and citizenship. However, it is generally
assumed that such recognition benefits social cohesion and therefore democracy and citizenship. Broadly
speaking, this is confirmed by research, most notably from the Centre for Research on the Wider Benefit

of Learning, established at the Institute of Education by the DfES. Papers from the WB[*°Gente
proposed |l inks between participation in educati on
(including race tolerance and political interest), igbtb manage life choices, quality of parenting and the
educational success of the next generation. Of particular interest are the links between participation in
postcompulsory learning (both adult education andfrasjob learning) and sekfficacy, which in turn

helps to protect from depression and social exclusion.

45 See UK ReferNet, 2006, Thematic overview of VET in the UK. UK ReferNet, QCA, London

46 Department for Education and Skills, Research Report RR546 Progression from Adult and Community Learning, June 2004 awailable

http://iwww.dfes.gov.uk/research/data/uploadfiles/RR546.pdf

47 Department for Education and Skills, Research Report RR664: Level 2 Adult Vocational Léafiggalitative study of motivations, experices and outcomes, July 2005
available orhttp://www.dfes.gov.uk/research/data/uploadfiles/RR66 &fuif/ www.dfes.gov.uk/research/data/uploadfiles/RR664.pdf

48 Department for Education and Skills, Research Report RW50: Evaluation of the impact of Basic Skills learning: Report dn Mémesmber 2005, available on

http://www.dfes.gov.uk/research/prograewfresearch/index.cfm?type=5

49 See especially the abstracts from the London Review of Education conferehttp:Bwww.learningbenefits.net/Publications/LondonRewtiducation.htmalso Research

Report 8, The Contribution of Adult Learning to Health and Social Capital.
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Component 1.6. Others.

1.6.a) Provide other contextual factors or trends that you think are influenttitectly or nondirectly

i that drive changes of institutional and technical amg@ments and stakeholder behaviour concerning
recognition of nofformal and informal learning which have not been addressed in Component 1.1, 1.2,
1.3, 1.4, and 1.5.

At various points in this analysis we make reference to two apparent complexities.

Firstly, Scotland and Wales have clear policies to generate systems for the recognition of informal and
nonformal learning as part of the development of their national frameworks for credit and qualifications,
while England and the UK as a whole do not, atawerall policy level. We have already dealt with this
facet, above.

Secondly, widespread initiatives have been taken with regard to the recognition of informal -fmanabn
learning, without a national scheme in place. This has a significant role inwbHkforce skills
development. This approach can be best understood through an analysis of the purposes and functioning of
the Investors in People (liP) national standard, which takes account-&dmuad and informal learning, as

well as learning towardgualifications. Our analysis would be partial and incomplete without careful
attention to this strand, and we now turn our attention to it.

Investors in People (liP) has gained wide currency in the UK and is growing in terms of its international
currency®. The following quotation from an evaluation of liP by the SKOPE research team sets out the
context in which the liP scheme has grown and flourishes:

6The Investors in People (liP) Standard is not a
of Vocational Education and Training (VET). liP was introduced in 1991 with the purpose of
promoting training and development practice in work organisations. It was at the time one of a number

of initiatives intended t astralderformance wasecompagiively o n s
poor . The objective of the standard is to publ
through training and development programmes and worker involvement in decision making.
Organisations meeting giverssessment criteria are rewarded with recognition by the lead by

UK i and become entitled to use the liP laurel wreath logo. The Standard sits amidst a plethora of
everchanging training initiatives but it remains one of the headline f@ng polides for workforce

devel opment é. Furthermore, the 1i P framework is
use it are being purchased around the world. & (

liP is a recognised standard managed by the liP organisation in Londorndodsed by the UK
government. Indeed, achieving recognition is an important ambition of most or all government agencies, as
well as a wide range of private companies andfoieprofit organisations. In terms of recognition of
learning outcomes, the kegdtor to accentuate is that it is the work organisation as a training organisation

or O6investor in its peopled that is recognised.
workplaces that become effective learning organisations.

50 Much of the information for this section is drawn from an evaluation of the IIP initiative covering the peried0Dd9¢onducted by SKOPE. Roserfrandez et al, 2005, How
long until we get there? A survival analysis of the Investors in people initiative28®11L SKOPE research paper no 56 July 2005, SKOPE, Oxford and Warwick

Universities
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liP encourages and rewards (the latter by awarding the widely recognised logo) good practice in the
development of learning activity in the workplace. Learning is defined as any activity that develops skills,
knowledge or attitudes, including training coursas internally or externally, but also, crucially, informal

and seldirected learning, mentoring and planned experience. The scheme is organised through three
principles and ten associated indicatbr§hese are summarised below.

Principle T Developingstrategies to improve the performance of the organisation through its people:
1 A strategy for improving the performance of the organisation is clearly defined and understood,

1T Learning development is planned to achieve the
i Strategées for managing people are designed to promote equality of opportunity in the development
of the organisationébés people; and,

1 The capabilities managers need to lead, manage and develop people effectively are clearly defined
and understood.

Principle 2- Taking action to improve the performance of the organisation:
1 Managers are effective in leading, managing and developing people;

T Peoplebdbs contribution to the organisation is r
1 People are encouraged to take ownership and responsibilityity involved in decisiemaking;

and,
1 People learn and develop effectively.

Principle 3- Evaluating the impact of investing in people on the performance of the organisation:
1 Investing in people improves the performance of the organisation; and,
1 Improvements are continually made in the way people are managed and developed.

Achieving the standard requires a company to meet a range of some 40 evidence requirements, which are
evaluated through a system that combines self assessment-togirid®l, incompmany personnel and
external assessment by liP assessors. Learning activity is key to the human resource development that liP
seeks to recognise. This is demonstrated, for example, through the evidence requirements associated with
the indicator of planned &ening development. These comprise the following:

T Top managers can explain the organisationds | ¢

1 Managers can describe the learning needs, the plans and resources in place to meet them;

1 People can describe how they are involireitlentifying their learning and development needs and

activities planned to meet them; and,
1 People can describe what their learning and development activities should achieve for them.

A large number of firms across sectors and types of work orgamisigtioow covered by or working
towards the liP standard. The liP target is that at least 45 per cent of the UK's workforce is employed by
organisations that have achieved, or are working towards, Investors in People status by the end of 2007,
and that atdast 65,000 small firms (defined as organisations betwd@nenployees) are involved.

We have described liP at some length because the scheme illustrates well a theme that runs through the
first two sections of the UK report. Comparable examples cariobed in firms HR policies on
appointment and promoti on, and in the wuniversiti
candidate for entry to complete a personal staten
examinatiorresults.

51 Seewww.investorsinpeople.co.uk
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In a labour market that is less subject to regulated entry and progression requirements than is the case in
some other countries, the recognition of informal and-foomal learning is already an aspect of
importance in the careers of many leasnand workers, and a recognizable feature in many learning and
working organisations. However, this recognition is by and large localized and confined to specific areas of
working life and learning. It is not transparent in the sense that, for examgpEutbpean coperation on

the recognition of informal and ndormal learning implies, nor are the benefits necessarily open to all,

nor does recognition of the outcomes of informal and-foomal learning in one sphere necessarily
translate facilitate nality to another.

1.6.b) Provide historical backgrounds concerning recognition of-fmmmal and informal learning in
your country.

Interest in the recognition of informal learning in the UK began in the early 1980s as a result of contact
with the UnitedStates and in 1987 the Learning from Experience Trusts set up to encourage
devel opments in what was then known as the O0ass
There were initially two main strands of activity:

1 providing a route into kher education for mature students who lacked the normal entry
gualifications. To provide the element of guidance and external validation which was needed for
wouldbe students wishing to take this rouste, fu
to HE cour sesbé6, hel ping the students to ident.i
support their claims.

1 helping the adult unemployed to return to work by identifying thekr@ted skills and the range
of jobs in which these dk§ could be used. This strand was important at a time of high
unemployment, when 40% of the workforce had no formal qualifications and increasing numbers
of women were wishing to fenter the labour market after a career break.

APEL as a route to Highéducation

The use of APEL as an alternative route to Higher Education was initially developed with the support of
the Council for National Academic Awards (CNAA), which was responsible for validating degrees in the
polytechnic sector before 1992 and hazbasiderable influence on research and development in this field.
CNAA also promoted the use of credit frameworks (see 3.2.a) which made it possible to accredit
experiential learning within degree programmes and a number of systems for APL were establish
various institutions around this period. Both APL for entry to Higher Education and APL for credit within
HE courses were fostered by the emphasis given by HE institutions (especially the former polytechnics) to
widening access to HE, by encouragifgprners from noiraditional backgrounds and providing
opportunities for adult returners. Their more vocationally oriented provision gave more opportunities for
APL than in the older traditional Oacadaetiveit 6 uni
contributing to both greater flexibility and relevance in institutional provision.

Development work under the auspices of the Scottish Vocational Educational Council (SCOTVEC) made a
further contribution to APL in Scotland and the creatiorthef CNAA credit accumulation and transfer
schemes (CATS) led to the creation in 1990 of a national Scottish Credit Accumulation and Transfer
Scheme (SCOTCAT).

52 See www.learningexperience.org.uk
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APL continues to be used as a pathway into higher education and also into further educasies, cou
although many Access to HE courses have changed over time, into formal taught courses with
examinations. Nevertheless, APL still has a role and can give exemption from some modules. The
majority of universities have Access to HE programmes givimgyelo at least some of their courses,
usually organised through a partnership with one or more FE colleges.

NVQs and SVQs

The introduction of National and Scottish Vocational Qualifications (NVQs and SVQs) from 1986
provided a boost to APEL in the fodr education (now learning and skills) sector, but switched the
emphasis to the use of prior experience in assessment for formal qualifications, so that the preferred term
became the o6accreditation of pr i oelatelecampetenoegod or
outcomesbased qualifications, which reflect the skills and knowledge needed to do a job effectively.
S/NVQs are based on national occupational standards, which are statements of performance describing
what competent people in a partiautecupation are expected to be able to do. The standards cover all the
main aspects of an occupation, including current best practice, the ability to adapt to future requirements
and the knowledge and understanding that underpin competent performance.

NVQs do not have to be completed in a specified amount of time or in a specific learning institution. They
are composed of units that can be achieved when the learner is ready to be assessed, irrespective of how or
where the knowledge, skills or competenbese been attained. By design, this is a form of vocational
qualification that can be achieved through the assessment of previously acquired knowledge and skills
even though it is clear that many of the learners follow a formal course of learningemiheahworkplace,

college or combination. Over six million NVQs have been awarded since their inception, but the statistics
do not indicate how many NVQs are gained by candidates on the basiygidrior informal or non

formal learning®.

Since S/NVQsrequire evidence of competence in the workplace, they are ideally suited to the same
procedures as are used in APL and APEL in other contexts: reflection on past and current working
experience (and experience outside the workplace, where relevant),iddéatif of the skills gained and
compilation of a portfolio of supporting evidence. This may include learner logbologstvation by an
assessorteports from supervisorgs wi t ness st atementsd of wor k the
artefacts prodeed by the candidate, which demonstrate possession of the required skills or knowledge.
The evidence used may be drawn from previous | ol
currentrole. The concept of O6evi den dNQ procsss, with the groviboettéatd e d i
the evidence must be fairly recent and must be relevant to the skills required by the qualification being
sought. (See also 3.3.b)

NVQs are organised into five levels, based on the competences required. See that tililexh.

Levels Description

Level 1 Competence that involves the application of knowledge in the performance of a range of

varied work activities, most of which are routine and predictable.

Level 2 Competence that involves the application of knowledge in a significant range of varied

53NVQs i with the associated concepts of national occupational standards, and the functional method of competencehawnelysffuenced many outcomes approaches to
vocational qualificattf s i n Eur ope and in other countries. For instance, Fdadthéideasdtds Mi ni st

develop the NOSTE system that is now widely used for recognising informally arfdmaaily acquired vocation skd, in the workplace.

3€



Level 3

Level 4

Level 5
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work activities, performed in a variety of contexts. Some of these activities are complex
or non-routine and there is some individual responsibility or autonomy. Collaboration with

others, perhaps through membership of a work group or team, is often a requirement.

Competence that involves the application of knowledge in a broad range of varied work
activities performed in a wide variety of contexts, most of which are complex and non-
routine. There is considerable responsibility and autonomy and control or guidance of

others is often required.

Competence that involves the application of knowledge in a broad range of complex,
technical or professional work activities performed in a variety of contexts and with a
substantial degree of personal responsibility and autonomy. Responsibility for the work of

others and the allocation of resources is often present.

Competence that involves the application of a range of fundamental principles across a
wide and often unpredictable variety of contexts. Very substantial personal autonomy
and often significant responsibility for the work of others and for the allocation of
substantial resources features strongly, as do personal accountabilities for analysis,

diagnosis, design, planning, execution and evaluation.

Sourcehttp://www.qgca.org.uk/14 9/qualifications/index_nvgs.htm

Other uses of APL

Otheruses of APL in the learning and skills sector need to be understood against the background of UK

policy, which places heavy emphasis on the use of qualifications to monitor the quality of courses, but

leaves the operational side of qualifications to indepet awarding bodies, albeit subject to the
accreditation of the awarding bodies themselves and of individual qualifications and with the content of

many qualifications determined on the advice of Sector Skills Councils, as representative of employer

views.

The use of APL in qualifications was strongly promoted by UK public policy in the early 1990s, partly

with the aim of increasing the numbers of people with recognised qualifications, but since then priorities

have shifted and there is less publicity APL. Regulations for most qualifications offered in the learning

and skills sector give providers considerable discretion over who may be admitted to the course and over
course length, allowing prior learning to be taken into consideration, but gteglities of timetabling
and the requirement for reliable final assessment restrict the extent to which this flexibility can be used.

Nevertheless, the requirements for external qualifications in England, Wales and Northern Ireland state that

specificat on f or each qualification must i ndi

cat e

6any

recommended for candidates taking the qualification and, where appropriate, arrangements for recognising
prior experiencle and achievement 6.

Recent developments

54QCA, ACCAC & CCEA, The statutory regulation of external qualifications in England, Wales and Northern Ireland, 2004¢ arahatpl.//www.qca.org.uk/gca_11313.aspx
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The importance of recognising the outcomes of informal andfoonal learning was beginning to be
acknowledged again in the research I|literature fr
programme of research into the Learning Society, which ledsy Frank Coffield, had reached the
conclusion that the UKOGs research and pol i-upy empl
of formal qualifications ignored the key factor of informal learning. In reassessing the significance of
informa | |l earning (6the strutTdtaede bel ow the surfacebd

0There is a strong tendency for policy maker s,
importance of informal learning and then to proceed to develop policy, theory and praittioait

further reference to it. We must move beyond this periodic genuflection in the direction of informal

l earning and incorporate .(ogcitpaget2p pl ans for a | e

Since then a research concentration on informal learning particiuh the workplace has developed,

notably through the work of researchers such as Michael*Eralison Fuller and Lorna Unwii The

research is now finding its way into the policy dimension, for example through the Department of Trade
and | n dkilsReseydh Proggamifa nd t hrough the Learning and Sk
a policy for a 6staged processo6 for r eeceaccpdtédsi ng
learning. Indeed, the current enthusiasm for developing craditefvorks where they do not already exist

across the national qualifications systems of the UK owes much to a revived interest in the recognition of
the outcomes of informal and néormal learning.

55 Coffield, F, 2000. The structure below the surface: reassetg@rgignificance of informal learning in Coffield F ed The Learning Soéighe Necessity of Informal Learning,
ESRC, The Policy Press

56For example: Eraut, Michael. 2004. 61 nformal | ear2niuly2904i n the workplaced Studies ir

57 For example: Fuller, A., Hodkinson, H., Hodkinson, P. and Unwin, L. 2005. Learning as Peripheral Participation in ConuhBnétize: A reassessment of key concepts in

workplace learning. British Educational Research Journal, 314B68.

58 See Fuller A, Ashton D, Felstead A, Unwin L, Waters S and Quinn M, 2003, The Impact of Informal Learning at Work on Bresinessityi Final report to the Department
of Trade and Industry, The Centre for Labour Market Studies / Universitgicéster
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Component 2. Desription of institutional arrangeme nts
Component 2.1. Political and legal framework

2.1.a) Describe, if any, clear political will or statements and policy responses in your country on
lifelong learning which are explicitly linked to recognition of formal and informal learning.

Overviewof the policy position

As a broad policy response, the UK government signalled its endorsement of the importance of informal
and nonformal learning and its recognition in the statement of intent agreed at the G8 Summit held in
Moscow in July 2006, whichtates that:

6éa focus on quality, and t he dJfoealeducatioharoah of t
the heart of healthy education systens ( Educati on for I nnovative .

paragraph 39).

This reinforces the positiothat the UK has taken in the discussions at the European level, and a broad
consensus exists among pohliciakers, researchers and practitioner representatives that this is an important
aspect for development. Notably, there is support for policy develdpimératives and funding from
ministries in Whitehall that include DfES (the Department for Education and Skills) and DTI (the
Department of Trade and Indusfy/) The latter places importance on the impact of informal learning at
work on business prodticity®’, while the Department for Work and Pensions (DWP) has identified the
recognition of formal, informal and neformal learning of economic migrants as an important economic

and social priority. There is similar strong support for the recognitioffainal and nofformal learning

in Scotland and Wales. The UK has a considerable body of research and experience in this respect, with
numerous schemes operating on local, regional and sectoral bases. Some schemes relate to further or
higher education ery and qualifications or to workplace recognition, others include partnerships
involving two or all of these.

Whilst there is no single national scheme for the recognition of informal anfbrmal learning operating
or developing across the UK, thdras been related work, as described below, in the development of credit
frameworks and in exploratory projects on the recognition of informal andonaral learning.

Credit Frameworks
Credit and qualifications frameworks are being put in place in afl @< countries (see 3.1.e) and open
up new opportunities for the recognition of informal and-faxmal learning, even where the implications
have not been formally identified:
9 the Qualifications and Credit Framework (QCF) for England, Wales and Nortredand,
which will replace the previous separate frameworks in those countries
1 The Scottish Credit and Qualifications Framework.

Exploratory projects on the recognition of informal and-fimmal learning

59 Source: http://www.dfes.gov.uk/bologna/uploads/documents/G8_DeclarationonEducation.doc

60 Following the reorganisation of government departments in late June 2007, the responsibilities of these Departments have been transf@egditonet of Children,

Schools and Families and the Department for Innovation, Universities and Skills

61 See, in particular, Alison Fuller et al The impact of informal learning at work on business productivity, final repa@tctohér 2003
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In Scotland the Recognition of Prior Infornhdearning (RPL) Project has facilitated since 2004 a debate

on the recognition of prior informal learning (RPL) within the context of the Scottish Credit and
Qualifications Framework (SCQF). The key outcome of the project is the development of the SCQF RP
Guidelines (2005¥to support the implementation of RPL provision across all-péséducation and
training sectors in Scotland. The guidelines will in future be included in the SCQF Handbook. They cover
all prior informal learning which has not beereyiously assessed or creditted, including prior learning
achieved through life and work experiences, as well as prior learning gained in less formal contexts in
communitybased learning, workased learning, continuing professional development anatasiuwork.

The RPL policy declares that:

6Devel oping effective mechanisms for the reco
being fundamental to the success of the SCQF as a tool for promoting and enabling lifelong
|l ear ¥ing. d

The Principles on which the Guidelines are based are given in full in the Scottish Contribution to the UK
Report.

In higher education ifEngland, the Higher Education Funding Council (HEFCE) provides incentives to
universities to widen access in terms of the socthhie, etc profile of institutions. The main vehicle for
this is the widening participation programme, in which APEL (the accreditation of prior learning) plays a
significant part.

The Learning and Skills Council (LSC), the funding council for figstilearning below HE level in
England, has developed a staged process for recognising and recording progress and achievement in non
accredited learning (RARPA), with the intention that:

There will be a learnefocussed system of recognising both anticipatet! @aranticipated learning
outcomes arising from neaccredited programmes. Quality systems in relation to RARPA will be
robust, fit for purpose and meet each learner's needs. Providers will use the approach as a tool for
quality improvement and to increasecognition of learner achievemetit.

The RARPA initiative draws on the lorggjanding UK tradition of continuing education through {free
standing adult courses provided by local authorities, further education colleges, universities and voluntary

organisatios . Many come under the governmentds Adult an
part funding by the learner. Some of these are qualification courses (GCSEs, A levels, etc.) but most are
nonaccredited, and it can be assumed therefore that actrediean i s not the | earner :

Seeking to achieve recognition for the learning outcomes from these courses, the government has given the
LSC a remit to develop the RARPAscheme; this entails new forms of recognition for adult and
communityeducation, and implies a strong move to develop systems to recognise the outcomes of publicly
funded norformal education. The LSC has developed a-iveep Ost aged -agreditadle s s 6
provision, as follows:

1. Aims agreed.
2. Initial assessment.

62 See http://www.sdtprg.uk/rpl.asp
63 Source: http://www.scqf.org.uk/rpl.asp
64 Source: http://www.Isc.gov.uk/National/Partners/PolicyandDevelopment/AdultandCommunity/welcome_rarpa.htm?TTYPE=

65A clear description of the RARPA scheme for ramtredited adult education andAfL for higher education access is to be found in Konrad J, 2005 (?), United Kingdom paper

for the European Inventory on Validation of afammal and informal Learning
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3. Identfification of learning objectives.
4. Recognition and recording of achievements.
5. End of programme: selssessment; summative assessment; review.

A number of pilot project§ have been run by adult education providers, supported by the Learning and
Skills Netwak research and development agency.

A number of sectors, such as the learning professions and nursing, each have their own systems for
recognition of informal and neformal learning, and regional schemes for credit egabgnition have

existed in areasush as London and eastern England since the early 1990s, without a national scheme
developing for England. The Sector Skills Development Agency (SSDA), thevid& umbrella body for

the developing sector skills councils (SSCs), does not yet feature tigmiten of informal and non

formal learning prominently on its website, although a number of the SSCs are developing initiatives in
their respective areas.

2.1.b) Do you have legal regulatory frameworks concerning recognition offoonal and informé

learning? Please statey es, wunder devel opment/ discussion, or r
possi ble reasons for the inexistence as well as |
6under devel op men swerdad tlsedoliowingi qoenstibns. pl ease an

We can draw three conclusions from 2.1.a. above:

1 Firstly, there is no single legal or regulatory system for the recognition of informal learning across
the UK;

1 Secondly, Scotland and Wales are developing credit and gatbfis systems that specifically
include the recognition of informal and nfarmal learning, beyond the range of more localised
arrangements that are already in place; and,

1 Thirdly, while a new qualifications and credit framework is under developmerirfgland, it
does not contain full, specific reference to the inclusion of informal andanoral learning. Thus
it can be inferred that there is no clear intention at present to regulate for this aspect, even though
the door remains open. Neverthelegs;ognition is increasingly seen as important in terms of
policy, while more localised schemes have considerable usage and currency.

In the following suksections we make reference to some actual developments, mainly in Scotland, and

then expliablne trhea Ypmos sf or i nexistence (sic) and p
| 2.1¢c) Describe the aim(s) and principles stated in the framework? \
Scotlandbés New Guidelines for t he FRaecdoasgdndnttheon o

following Core principles, which are described in full in the separate Scottish Contribution to this report:

Learnerfocussed

Accessibility

Flexibility

Reliability, transparency and consistency
Clarity of role definition

Quality

Collaboration

= =4 =8 =8 -8 a1

66 For details and case studies see http://www.Isneducation.org.uk/research/centreatiRC&araCurricQual/rarpa.aspx
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2.1.dPescribe the histrical background that this issue has been taken up. What are the
important drivers of legislation? If there has been already reform of the legislation, descri
change and the pressure, which made the change.

There is no UK legislation whichovers the recognition of informal and nfmmal learning.
The historical background is set out in section 1.6.b), with some additional material in the separate
Scottish report.

2.1.e)Vhat areas of competencies do governments have or intend to AagdRere any specifi
areas that are/to be regulated by law or by social partners for professional recognition?

Government departments have overall responsibility for policy. In England, detailed regulations and
implementation are delegated to relevaondepartmental public bodies, mainly the funding organisations
and the regulatory authorities. In the devolved administrations (especially Wales and Northern Ireland),
the government department may have responsibility for implementation as welpatidgr

2.1.fDescribe, if any, operational systems to put the legal framework into practice. Who
the system(s)?

There is no legal framework for RINFL in the UK.

42



OECD study Rcognition of informal and neformal learning: UK country case study

RPL: The Learners Journey

Diagram indicating possible RPL routes for leasndased upon SCQF RPL Guidelines.

N

i

Learner supported by learning provider in reflecting on experience; identifying learning; identifying and
presenting evidence of learning. Individual/group support

by learning provider, using level
descriptors, core skills or NOS
to identify a notional level

learning plan

Learner is supported in identifying
individual learning pathway/personal

D e T S

Plan to undertake further
learning and development in
non-formal setting i.e. CLD;
workplace; voluntary sector;
private training provider or

through professional body

¢

6Levellingd of Assessment of evidence of
learning for general SCQF
Learning is mapped onto SCQF |_ _ _ _ _ _ > credit rating

Plan to undertake further learning
through a formal programme

\ 4

Application to college,

----- »
Undertake further
learning, if
necessary
v v

Assessment of evidence of learning
for specific credit-rating for entry to

university or other learning T~ =" and/or credit within a programme of

and training provider

study at college, university or other
learning and training provider

\ 4

a

Progression
Lifelong Learning

worked.

2.1.gProvide information, if exists, any evaluation of how they work or how they hay
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The Scottish Office Central Research Unit (CRUu bl i shed OEvalwuation of t h
Credit and Qualifications Framework (SCQF)6 in
Edinburgh, University of Stirling and the Centre for Research in Lifelong Learning, Glasgow Caledonian
University carried out this evaluation, whiclancludes that:

ét he arrangements for APEL/ RPL (Accredit
Learning/Recognition of Prior Learning) were emphasised [as useful opportunities to strengthen
lifelong learning provision]although it was noted that these arrangements have still not been
finalisedée

2.1.hPescribe outreach activities or awarengsssing activities of the framework or t
operational systems. How are the objectives of outreach/awareaies®y activitiesarticulated?
Which audience(s) do the activities mainly target?

See the separate Scottish report for detail of awareness raising in Scotland.

Case: England

What are the possible reasons why a national system for the recognition of informal eiochmain
learning is not in existence?

The complexity that underlies the answer to this question as concerns England is this: We have wide
experience of a number of more localised approaches to the recognition of informal afodmeadn
learning; yet policy mieers have not developed (or, perhaps, seen the need to develop) a single overriding
system of recognition.

Recognition of informally and neformally acquired knowledge, skills and competences is in wide usage
in several areas of lifelong learning:

Nationd and Scottish Vocational Qualifications (NVQs and SVQs), as described in 1.6.b)

the recognition of prior learning for higher education (or further education) entry, also described in
1.6.b)

9 the developing system of RARPA in adult education (referred2dlim above).

1
1

Emphasis on access to employment or progression in the UK labour markets is less often dependent on
specific vocational qualifications as a licence to practice than is the case in more highly regulated labour
markets. This may be particularthe case for university graduate employment. Furthermore, company
training policies may tend to emphasis their own schemes such as training schemes and employee appraisal
systems, rather than more transparent, national systems.

That there is a strongopcy and provider interest in the recognition of informal and-fawmal learning in
England is <clear. So, why i s there no clear mo v
national system? The answer may lie in several factors. Firstlgsigslating to the formal systems of
gualifications substantially drive education and training reforms. Secondly, governance responsibilities are
devolved across the administrations of the United Kingdom, shared between a number- of non
governmental publibodies and decentralised to schools and colleges alongside independent, chartered
universities, all of whom take many of their own management decisions. Thirdly, the labour market is not
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highly regulated nor subject to licence to practice requirementspeacross a number of clearly defined
professions and occupations. Local, regional and sectoral organisations have a good deal of both
experience and autonomy to develop appropriate schemes (a bottom up pressure) without there being at
present, at leasstrong enough drivers at the national level to lead to the development of a single
framework, even one couched in broad, enabling terms. The clearest evidence of the robustness of a
localised approach to encouraging and recognising informal antbrmoal approaches (as well as formal
approaches) to training is in the Investors in People (liP) scheme, which is a national standard (described in
some detail in section 1.6.a) above).

What are the possible future prospects?

Local system of credit accumulatiand transfer and for the recognition of informal and-fusmal

learning have developed a localised currency; buspite of some powerful championiindhave not yet
translated into schemes with a national currency. This may remain the case, atlheashart and

medium terms. Nevertheless, there are some drivers that may make a national scheme (for England) more
plausible. Implementation in other parts of the UK, international developments caused by expectations
under the European E&T 2010 and plearning processes, and domestic employment and skills strategies
may also become stronger drivers that provide some push in this direction. There issiroayer

emphasis due to demographic and labour market factors for older workers to engagenig, keirch can

be expected to raise the importance of recognition of skills and outcomes. This will be an interesting issue
for the OECD study visit to deliberate.
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Component 2.2. Governance and the role of government

2.2.a) List all actors in governancand create a matrix of who (e.g. government, ggasiernment,
assessment centres, public educational institutions, privaterédit education providers, professional
bodies, etc.) does what (provides academic/ professional recognition, overseas agsetsnéor non

formal and informal learning. If there are more than one body who are responsible for an action (e.g.
recognition), list all actors involved and describe how is the coordination man¥ddétifere are more

than one ministry of a governnteare involved, specify which ministries have competencies for what. How
clear are the different roles by different actors communicated among themselves as well as to users?

2.2.b) Create the above same matrix for recognition of formal learning for cathgapurposes.

Listing of whodoeswhat for the recognition of informal and néermal learning

For simplicity, the Table below refers to the actors and their roles for England. A similar table, though with
different actors for governance, could be coegifor Wales and for Northern Ireland. For Scotland, refer

to the separate Scottish contribution to this report.

To highlight the similarities between the actors for formal andfoomal learning, the tables for 2.2.a)
and 2.2.b) have been combined.

Funcion Who? Whati formal learning What 7 informal and non
formal learning
National policy Ministries: DfES; DTI;®® | Develop a range of policiel Develop a range of policie
DWP and remits for education ar] and remits for recagtion,
skills, including | though not a single, unifie
gualifications. policy
Education providers Universities, colleges| Provide programmes ¢ Operate schemesorf the
schools, voluntary sectq learning, with formative recognition of informal anc
and private providers assessment and (dependi nonformal learning, to 4g

An innovation is the new| on the type of institution greater or lesser exten
sector based academids| and course) may als| Operate APL, etc.
such as the Unison Opg provide or contribute tq Existing APL schemes hay
College, sponsored by | summative assessment. often  been  develope

trades union, andcademies locally through the work o

being established in retai education and trainin

the national Health Servicq providers, often in loca

etc partnershipsi a bottom up
approach

Human resource Large companies/SMEs, May provide part or all ol Responsible for HR
management Public, private, voluntary programmes of learning strategies, including
sector employers. Sonetimes, especially fo| recruitment, promotion
Organisations include th| NVQs, may contribute tq workforce development
Confederation of BritisH assessment. Likely to have strategies t
Industry, British Chamber enable and recognise ti

67 See Component 4.1 for complementary data.

68 Following the reorganisation of government departments in late June 2007, the responsibilities of these Departments have been transf@egairtonent of Children,

Schools ad Families and the Department for Innovation, Universities and Skills
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of Commerce, etc

outcomes of informal an
nonformal learning,
particula if they achieve
Investors in People status.
Informal  recognition  of
informal and norformal
learning is an important pa
of most UK HR processés
recruitment, promotion
performance managemer
etc. Responsible for liceng
to practise, qualificatior
requirements, etc

guidance choice @

course.

on

Quality and/or| QCA QCA QA of curriculum,

Regulation of gualifications and awardin

qualifications QAA'T for higher education| QAA T for higher education| bodies. Project to shift fron

[frameworks the NQF to a more flexible
Credit and Quiffication
Framework.

Advice and| Connexions (ages 1¥9) Information on available Information, advice anc

Guidance learndirect courses and advice ar guidance services inforr

potential learners they are
contact with of no-
traditional access and ent
opportunities, and 0
systems such as local AR
opportunities for potentially
excluded groups

Quality assurance o
education and
training provision

OFSTED®

Inspection  of  schoolg
colleges and governme
funded workplace kErning

Inspection  of  schools
colleges and governme
funded workplace learning

Strategy and
funding for all post
16 learning

Learning and Skills Counci
and local LSCs (for post6
education and skills othg
than HE)

Higher Education Fundin
Council

Funding of learning
provision, including
deciding funding prioritieg
and promoting goo(
practice.

Developing and instituting
systems for recognition i
nonformal adult learning
provision

Incentivises recognition, e
through widening
participation strategy

Awarding bodies

Academic and vocationg
awarding bodies’ 4 large
organisations (AQA, City &
Guilds, EDEXCEL, OCR)
and more than 100 small¢
ones, often sector specif
bodies

Develop qualificationg
according to specifications
centre recognition
assessent and moderatio
arrangements.

Quality control
assessment,

involving either externa
assessment or  extern
moderation/verification  of
internal assessment.

of
normal

Develop qualificationg
according to specificationg
centre recognition
assessment dnmoderation
arrangements.

Quality assurance of AP
procedures.

69 The former Adult Learning Inspectorate has been subsumed within OFSTED
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Stakeholders  withl National Institute of Adulf] Raise the debate o
commitment to| Continuing Education recognition at national an
recognition of| organisations representin] local levels, act a
informal and non| minority  or excluded champions.

formal learning gr oup stevest, isome

research groups, unions

Local or regional National Open Collegq Accredit formal learningi | The key focus i

credit partnerships | Network, but their qualifications ar¢ partnerships for developin
Credit East, usually outside the prese| and secring credit
Northern Universitieg National Qualificationg accumulation and transfe
Consortium  for  Credif Framework. systems involving furthe
Accumulaton and Transfer, education and highe
Southern Englang education providers in
Consortium  for  Credit geographical area.
Accumulation and Transfer Tend to take active intere

in the recognition of
informal and norformal
learning, as well as cred
for formal learning

2.2.c) Describe the competencies (direct and indirect role) of government in the practice? Which of the
foll owing three models would your country be <c¢cl ac
ofi ndustryd model ;-ofpRbi ca agphedomi esd®cenodel 6; and
model®. Explain why that model fits into your country context. If there is a trend to shift to another model,
describe driving forces for such change. Describe the details. If none of which idestotgbur country,

describe your own country model.

We take this question to refer to the development of policies and systems for the recognition of informal
and norformal learning, rather than the certification of formal education.

The traditonused o be a O6voluntaristd one in which empl ¢
development and systems of qualification or recognition, while universities were responsible for all of their
admissions procedures: both these trends led to the estadiisbfrthe awarding bodies in England, and

also in Scotland and Wales. This pattern was closest to model 1. Over the recent decades the state has
developed a strategic role, particularly in the development of policy formation associated with funding
straegi es and regi mes. Linked to this, devolution
and Scotland has been a marked aspect of national policy since 1997.

For the recognition of informal and ndormal learning this has led to the devetamts described in 2.1
and 2.2 above.

With reference to the development of the provisions for recognising informal ar@mael learning in
Scotland, the SCQF strategy is governredt but as a means of operating it depends strongly on buy in
and owneship on the part of the main stakeholders. Thus it is closest to Model 3, shared responsibility.

70See UNESCO UIE Report (Draft) at: http://www.unesco.org/education/uie/pdf/recognitiondraftsynthesis.pdf
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Both Wales and Northern Ireland are also closest to Model 3, shared responsibility, with the development
of credit frameworks in those countries largelywdn by government or government agencies.

In England, the government takes the strategic lead in the national skills strategy, and the key emphasis is
on bringing the demand side to the forefront in defining occupational standards and developing
gualificaions. The setting up of the Sector Skills Councils is the clearest evidence of the priority placed on
giving clear expression to employers needs. However, the government has not taken single clear steps to
establish an overarching system for the recogmitf informal and noifiormal learning, and many of the
initiatives in the field have been bottemp, involving the participation of universities, colleges, and often
employers, through local and regional networks. The government is taking a more regest through

policies such as widening participation and RARPA. It might be best to describe the English model as
driven from the bottom up, with government now taking a much stronger interest in the recognition of
informal and norformal learning.

2.2.0 Describe, if any, inteministerial approaches to the issue? Describe also the policy objectives
behind such approaches as well as positive results and challenges to date.

As this report has indicated, there is no single, identifiable national stiategyich an inteministerial

approach can be taken. Nevertheless, the developments taking place in Scotland and Wales (described
elsewhere) involve, respectively, the full range of stakeholders in Scotland and thdepadmental

initiative of the Assmbly in Wales.

As already explained, it is clear that several ministries with responsibility for skills and training in England
are interested in the recognition of informal and -famimal learning, notably the Department for
Education and Skills (DfES) drthe Department of Trade and Industry (DTI).

2.3.b) If the system has existed for some years, please provide the budget data since it existed. Has
there been any increase/decrease of budget for recognition eforroal and informal learning since a
framework/system has been taken up? If so, describe any elements that have driven such change.

Since there is no national scheme for England, and since the schemes in Scotland and Wales are
developing, it is not possible to provide statistics.

Except for spefic development projects, there is unlikely to be any budget data available, since the
recognition of informal learning is often (as in NVQs) an integral part of the assessment process.

2.3.c) Who pays for the assessment and recognition processes? tfiédual is to pay, how much is it

cost to him/her? Break down the costs by levels assessed or by types of subjects assessed, if relevant. Are
there any cossharing arrangements between educational institutions and employers, between education
institutions and government, etc.? Describe the costs arrangements.

Where RINFL is being used for entry to a course or credit within a course it is normally the training
provider recruiting the learners which bears the cost of recognition. Indeed, the cost armhsomaing
aspects of APL have meant that for a period recognition schemes tended to fall from favour.

Where an employer is funding the training of employees to gain a specific qualification, the costs of
RINFL will be included in the overall cost.
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For APLin higher education (less so in further education) the candidate is frequently required to bear some
of the financial cost, not only through the use of their time, but also in paying a financial contfbution

2.3.d) How manyassessment centres and&s®ssors exist to daté any? Where are such assessment
centres located? Please specify the areas/regions with characteristics of such areas/regions (e.g. the
average income, the income disparity, etc.) How was the decision made where to locate sughldenter

much does it cost to maintain suchntres and/orassessors? How many training programmes exist:
specify how many in a given year, if there are significant increases per year? How much does it cost to
train such assessors? Break down by levels asdes relevant.

The UK does not have separate centres for the recognition of informal asfiormah learning in the way

that this question implies. All assessment centres for S/INVQs, of which there are some thousands, are
expected to offer APL to cardhtes where appropriate and some other providers of learning and skills will

be able to do so, in the context of the course or qualifications which they offer.

Component 2.4. Others

2.4.a) Provide any other institutional arrangements that you think are thest important
characteristics that exist in your country, which have not been addressed in above Component 2.1, 2.2, and
2.3.

See our response to the last part of section 1.

71 See for example, The University of Lancaster: http://www.lancs.ac.uk/fass/edres/study/alne/credit.htm
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Component 3. Description of technical arrangements
Component 3.1. Qualificatins, qualification systems, qualifications framework

31la) What term does your couftorrynads e nfdori nd Re amad n il t
provide the original term in your own language as well as the literally translated term in EnglisisePle
describe if the term has certain connotations, implications, specific associations, etc.

The educational context, and in particular the current reform of the qualifications system, make the
distinctions drawn between formal, nfermal and informal leaing’? by the OECD difficult to apply to

the current direction of UK education policy. Many of the examples offmonal and informal learning
provided in the guidelinédhighlight how the approach to reform in the UK is blurring the traditional
boundarie between different approaches to learning. This is creating a system whereséntraining,
computer skills, literacy, numeracy and business skills (listed asonmal or informal in the guidelines)

are recognised within the same national system adifiqations traditionally associated with a more
6formal &6 setting.

Perhaps the principal difference between the UK and OECD approaches to describing recognition lies in
the focus upon O6achievement d as o0ppoatoasdsysternisid| ear r
a sense, disinterested in the mode or approach that the learner may have taken to the achievement of
learning outcomes. Therefore, the qualifications system will not differentiate between achievements that
have been undertaken through formal programme in a college or university, incremental skills
development in the workplace or selfinaged distance learning so long as the learning outcomes defined

in the unit or qualification have been met.

This makes the traditional distinctionstiveen formal, nofiormal and informal learning less significant in

a system that will recognise each type of learning through a focus upon the achievement of learning
outcomes. Bringing together formal, along with elements offoomal and informal leaiing into the

same national system is a deliberate attempt to make the UK system more inclusive of a wider range of
achievements through an approach to recognition that does not categorise learners as a result of the mode
or type of learning they have unthen.

Furthermore, the system of credit accumulation and transfer that lies at the heart of the current reform
programme will further break down distinctions between formal and informattmoral approaches to
learning. Credit will become the currenafythe new system allowing individuals to accumulate or transfer
their credits towards or between qualifications, but will not distinguish between the approach to learning
that has led to the award of that credit. Again, it is the achievement of leatiocwnes rather than the
manner in which learning is recognised that is beginning to define the qualifications system in the UK.

The terms of oOfimrfmalmallde arndi Mghoanr e used di fferent
in the Scottish Cratl and Qualifications Framework (SCQF) Recognition of Prioformal Learning

project, he workingdefinition of the different types ofearninghas been used, which derives from that

used by the EU in its Memandum on LifelongLearning(2000, EU: Brusss):

72 Werquin, P & Taguma, M (2006) New OECD Activity on Recognition of fwnmal and Informal Learning: guidelines for country participation, Pages 4 %317

731bid. Pages 1-18 NonFormal Learning (Characteristics of Stakeholders Grids)
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1 Formallearningtakes place in educati@ndtraining institutions leading to recognised diplomas
andqualifications;

1 Non-formal learningtakes place alongside the mainstream systems of edueatiiiraining and
does not typically lead to formal ciitation, e.g.learningandtraining activities undertaken in the
workplace, voluntary sector or trade unemmdthrough communitybasedearning; and,

71 Informal learningcan be defined as experientlabrningandtakes place through lifand work
experences. It is often unintentionldarning The learner may not recognise at the time of the
experience that it contributed to the development of their skiltlknowledge. This recognition
may only happen retrospectively through the RPL process, unkesxperiences take place as
part of a planned experiential, or wasksedearningprogramme.

Other terms which are, or have been, in use in the UK are:

1 accreditation of prior learning (APL) this covers all learning, however acquired, with an
emphasis oiits recognition within a qualification

1 assessment of prior and experiential learning (APElthis covers all learning, but with an
emphasis on that which occurs through life experiences rather than in educational settings; APEL
may be assessment towagedgqualification or assessment for course entry

71 the Accreditation of Prior Certificated Learning (APClthis is the process by which universities
recognise qualifications or awards gained prior to the current programme of study (see 1.1.d)

1 recognising andecording progress and achievement in-aoaredited learning (RARPA) this
relates to nofiormal learning

3.1.b) Describe if recognising of neformal and informal learning is liked to qualifications,
gualification systems, or qualifications framewaonkyour country. Provide data, if any, the impact of such
linkages.

As described elsewhere (1.6.b), there are strong links between recognition of informal dachabn
learning and qualifications, especially S/INVQs, but this is not the only context@mmigon.

3.1.c) What kinds of qualifications (e.g. certificates, diplomas, degrees, licenses, etc.) are more linked
to recognition of noformal and informal learning? What are the difficulties or obstacles in linking
recognition of norformal and infomal learning to qualification framework?

As described previously (1.6.b), the possibility of recognising informal andanoral learning is a design
feature of S/INVQs. It is also accepted practice in access to HE for learners without the normal entry
gudifications (especially mature learners) and for credit within HE and is encouraged within other
gualifications. Linkage to the National Qualifications Framework in England has been made more difficult
by the limited coverage of that framework, an isshéctvis being addressed in the new Qualifications and
Credit Framework (see discussion in 3.1.e below).

Other difficulties in linking recognition of informal and ndormal learning to the qualifications
framework are
9 the time required for both learneasd teachers to identify the prior learning which has taken
place and its relationship to a formal qualification
i the timetabling and economics of course provision, which can make it difficult for a learner with
some prior knowledge to attend only for thgsats of the course which s/he has not already
covered.
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3.1.d)Describe if there are differences in such linkages depending on whether the qualifications are
professional or academic recognition? Can the link to the qualification systems legitivhasych
recognition be a means for establishing o6l egiti ma

Linkages are made to both academic and vocational qualifications.

3.1.e) If your country has a national qualification framework or in the gsx of establishing one, has

the development towards recognition of Hormal and informal learning been of the drivers for your
country to establish one? Is the development of the qualification framework and its implementation in
practice with the recagtion of nonformal and informal learning in parallel?

There is no national credit accumulation and transfer system operating across the whole of the UK, but
various local and regional reciprocal arrangements for accumulation and transfer of learsing exi
Building on earlier developments, credit and qualifications frameworks are now being developed to
complete the coverage of each of the four countries of the UK. As the diagram which follows illustrates,
there is a relationship between the qualifimatirameworks of England / Wales / Northern Ireland and
Scotland and the Republic of Ireland.

1 The Qualifications and Credit Framework (QCF) for England, Wales and Northern
Ireland ", currentlybeing developed, is intended to be a broader and more #efxédrhework
than the current National Qualifications Framework (NQF) and to recognise a wider range of
learning. It is designed tprovide a more inclusive framework in which smaller units of
learning (credits) can be recognised, thus enabling learnbtsldoup their qualifications
and learning portfolio in a more flexible way. This may open the door to improved
recognition of informal and neformal learning. Unlike some of the earlier frameworks,
it does not cover Higher Education.

f In Wales,the Creditand Qualifications Framework for Wales (CQF®ivas developed from
2003 under the responsibility of the Welsh Assembly and specifically the Department for
Education, Lifelong Learning and Skills (DELLS), with the Higher Education Funding Council
for Wales(HEFCW). CQFW embraces allpebt6 and hi gher education i
types and styles of | earningd, and all qualif

9 The Northern Ireland Credit Accumulation and Transfer System (NICATS) was funded initially
(19992002) by the Norther Ireland Department for Employment and Learning to develop a
credit framework able to recognise learning in all shapes and forms, no matter how acquired and
to give credit for small blocks of learning. This experience has been taken forward into viork wit
England and Wales on the QCF.

f The Scottish Credit and Qualifications Framew@8CQF)"” was launched in December
2001, with the aim of enabling employers, learners and the general public to understand
the full range of Scottish qualifications and htwvey relate to each other. Described by
the Scottish Executive as an oO0enabling frr
qualifications.

74 http://www.qca.org.uk/qca_8150.aspx
75 http://www.elwa.ac.uk/elwaweb/elwa.aspx?pageid=1612

76 http://www.rewardinglearning.com/development/qualifications/qualifications. fitanlearlier work on the Northern Ireland Credit Accumulation and Transfer System (NICATS)

see http://www.rewardinglearning.com/development/qualifications/ptiolitsidocs/FrameworkDocument2005. pdf

77 http://www.scqf.org.uk/
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Each of these frameworks combirtbe concepts of volume of learning achievement (credit) and the
demands made hat learning on the learner (level). The credit value of a unit is determined by
the O6notional |l earning hoursdé (see 3.2.c) wh
knowledge and skills expected on entry, but there is no requirement faesotor be tied
precisely to that number of hours, especially where the learners already have some of the required
knowledge and skills. This opens up the way to the recognition of prior learning, however the
learning was acquired.

Main stages of
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education or tralning
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Completion of
seoorchary education
Entry b highar
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The discussion belowutlines the process by which the National Qualifications Framework was replaced
by the QCF. Although recognition of informal and fformal learning has been taken into account in this
process, it has not been a major driver for the QCF development.

Baclgroundi the National Qualifications Framework

In 1997, theEducation Actestablished the Qualifications and Curriculum Authority (QCA) whose goals
included the creation of a National Qualifications Framework (NQF). During its development the NQF was
popubted with qualifications that continue to be regulated in accordance with statutory requirements.
These requirements set out the principles and processes by which QCA would regulate qualifications along
with its sister organisations, ACCAC (in Wal&s)ndCCEA (in Northern Ireland).

78 Since April 2006 ACCAC has been incorporated into the Welsh Assembly Government.
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The NQF initially categorised qualifications according to five levels and across three types; general,
vocationallyrelated and occupational. In 2004, it was revised to accommodate 8 levels (along with a pre
level 1 or entrylevel) in order to better align with levels used in the Framework for Higher Education
Qualificationd®. The three qualification categories were also dropped. By the beginning of 2006 some
5000 qualifications had been accredited to the NQF.

Nevertheless, tsdies commissioned by QCAsuggest that the regulated market for qualifications
represents only the tip of the iceberg of the oshpulsory learning and qualifications market in the®UK

Many qualifications exist outside the current NQF; indeed thertegstimates that only around 15% of
currently availabl e gualifications ar e accredit
gualifications market in the posthool sector may therefore be in the region of 6 million learners per
annum.

Additi onal | vy, figures from the PWC report and from
suggest that, in each of the past five years, a figure of between 12.5 and 13 million people have undertaken
some form of structured learning in the previous 12 mmanErom these very broad estimates, it appears

that the majority of people who undertake any form of4golbol learning activity in the UK do so within

an Ounaccreditedbd context. Of the minority of t
learning, a small minority do so within the NQF.

The Learning and Skills Council (LSC) administers, on behalf of the government, an annual budget of
around £9 billion for post6 learners. It is estimated that the private sector spends a further £28duilli
training, showing the extent of learning (often A#ormal and informal) that takes place outside of the
regulated market.

A number of well supported criticisms have been levelled against the existing NQF, namely, that it is not
responsive enough thie needs of employers, too complicated for users to navigate, overly bureaucratic
and not inclusive of a wider enough range of achievements. Certainly, the statutory requirements that
underpin the NQF have made it difficult for qualifications that do fathbw traditional assessment or
guality assurance methods to be accredited within the national system. Moreover, the strong link between
gualifications accredited to the NQF and potential public funding from the LSC, may be seen to have
disadvantaged th&cognition of some of these achievements.

At the same time, within the learning and skills and higher education sectors, there were significant
developments relating to the use and application of credit as a means of better recognising learners
achieverents. In particular the ability for achievements to be broken down into smaller chunks (units) and
then accumulated over time or transferred towards other qualifications were both seen as central to
attracting nortraditional learners. Scotland, Wales awarthern Ireland were all developing credit and
gualification systems based on units.

Towards a reformed national qualifications system
These criticisms led to a growing consensus of the need to reform the the NQF. In 2004 QCA published a
documentoutihnng t he 6 New T%Ha nwkh lethih apasiod ofRetended cansultation and

79The FHEQ is not regulated by QCA. Instead, the Quality Assurance Agency (QAA) takes responsibility forstheraance o f undergraduate degreebd
delivered postgraduate qualifications.

80 Price Waterhouse Coopers (2005) The market for qualifications in the UK,QCA, London
81 Ibid.

82 QCA Publications (2004) New Thinking for Reform, London
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discussion with stakeholders. A Ministerial remit was issued to QCA and the LSC to test and trial a
Qualifications and Credit Framework (QCF) between September 20GBeaadmmer of 2008.

Two of the stated aims of the QCF are:
9 the inclusion of a wider range of achievements (of which-foomal and informal learning are
likely to form a part) than existing arrangements; and,
1 the development of a system of credit acclation and transfer. As described above, this is likely
to better support learners in the workplace or other settings who need smaller achievements
recognised over a longer period of time.

These aims show how the recognition of #iormal/informal learnig has influenced the development of

the oO0formal d system. They also demonstrate how
recognising achievements regardless of their setting, and how the boundaries between forimahahon

and informal learnig are blurred, with a focus upon the achievement of credit through the successful
completion of learning outcomes.

The following paragraphs outline the key design features of the new Qualifications and Credit Framework
(QCPF) in line with four key princis:

A simpler framework
In particular, QCA and partners have tried to respond to demands for a clearer and more consistent
language through which individual achievements are recorded and represented. The QCF will support
simpler processes for developingits and qualifications. The framework will support collaboration
between awarding bodies, sector skills councils (SSCs) and others in developing units and will also create
conditions for unit sharing between different qualifications and awarding b&iEs.intends to establish
a more rational framework, in which fewer qualifications are offered. Specifically, to make the framework
simpler, they propose:
1 Use of a standard template for all units;
1 Support for collaboration between different users of thendssork in developing units and
qualifications;
9 Rationalising unit development through the establishment of a unit databank;
1 Use of credit value to indicate the relative size of achievements;
1 Development of a credit transcript within which all individuahiegements will be recognised;
and,
1 Establishment of a standard titling convention for all qualifications.

A more responsive framework

In designing the QCF QCA has recognised concerns that the existing NQF is too inflexible and not responsive gmngeds of individuals
or employers. Existing arrangements have also made it difficult for provideféetoflexible, individualised learning opportunities that lead to
recognised achievemeni make the framework flexible and responsive to the nefdslividuals, employers and providers, the QCF will:

1 Enable learners to achieve individual units or small clusters of units as well as whole qualifications;
1 Ensure that learners can receive recognition for small steps of achievement at frequens interval
through the award of credit;

Facilitate the transfer of credits between different qualifications and different awarding bodies;
Establish individual routes to qualifications through the use of flexible rules for combining
achievement of credits.

il
il

A moreinclusive framework

As discussed above (6Backgroundd), significant nu
currently accredited within the NQF. The QCF will strike a balance between including a wider range of
provision while at the sae time establishing clear limits to its scope. For example:
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T The QCF is a o6framework for achievement 06, not
encompass the provision of learning opportunities, nor make judgements about their quality;

1 Some achldvements are not appropriate to include within the framework, such as those that are not
formally assessed (for example in learning for personal and community development); and,

f  Only achievements that fall within the specifications of the framework cagcbgnisetf.

A more diverse framework
There is concern that the current NQF is too centralised, places too great an emphasis on standardised
outcomes and is oweegulated. The changes described above address some of these issues, but the
framework mustlso recognise diversity, both in terms of what it offers and how people use it. Therefore,
in establishing the QCF and developing its operational systems, QCA will consider the possibility that the:
9 Existing powers of the regulatory authorities may notfibéor purpose for a wider and more
diverse range of achievements;
1 Range of organisations approved to develop and award qualifications within the NQF may be too
narrow for the intended purposes of a more diverse framework;
1 Current design of qualificatienwithin the NQF may be too narrow to accommodate the diversity
of achievements that could be recognised within the QCF;
91 Current links between approval of qualifications and funding may be too restrictive to support a
wide range of achievements acrossrajeaof learners, delivered by a range of providers; and,
9 Current links between the achievement of qualifications and government targets may need to be
redefined in order to achieve the aims of the Success for All and Skills Strategies.

By strengthening #hlinkages between ndormal and informal learning and achievements within the QCF,
legitimacy may be conferred on ntmaditional routes to credit and qualification achievement. This will be
evaluated though trials of the QCF.

3.1.f) What are some poteal threats of recognition of neformal and informal learning to higher
education institutions, employers, and individuals? How can resistance from the higher education sector
be overcome to embed the recognition of -favmal and informal learning intathe qualification
framework?

This report has already indicated that HEIs mostly have systems for APL and APEL. Some use them more
than others. Barriers include staff, selective preferences of HEIs and questions of status. Employers rely
heavily on their ow processes of informal and narmal learning/training yet it remains true to say that
neither employers not their organisations are currently calling for affetlged system of recognition of
informal and norformal learning.

Component 3.2. Credit@cumulation and transfer

3.2.a) Describe any formal credit arrangements for fformal and informal learning, if they exist.

What are general policies, objectives, and legislative, regulatory of sectoral agreement frameworks for
such credit arrangementd®ow are the arrangements usedt similar levels, between different levels, or
between different sectors. Provide data, if any, of actual users (number of users, at what level, which
sector, transition path, etc.)

Origins of UK credit systems

83 The waking specification for the QCF can be foundhep://www.qgca.org.uk/16368.html
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The originsof credit systems in the UK can be traced back to the Open University, which admitted its first
students in 1970 and, from the beginning, espoused a modular degree structure and gave credit for prior
achievement. In the late 1970s impetus for the use eadfitccame from two quite separate sources, as
described below. Notwithstanding this common origin in time, and some shared technical and linguistic
features, the separate origins of these credit systems still influence the UK picture almost 30 years later.

The first of these sources lies within the Higher Education sector. In 1977 the then Department for
Education and Science (DES) commissioned a report on HE credit systems, based primarily on an
investigation of HE credit systems in the USA and Canad@. rEport, known as the Toyne Report after

its author, was published in 1979 and led to the establishment of the Educational Counselling and Credit
Transfer Information Scheme (ECCTIS). The report also had a significant influence on the work of the
Councilfor National Academic Awards (CNAA), and in the development of systems for constructing and
awarding degrees in the (then distinct) Polytechnic sector of HE. By 1984 CNAA had formally established
a set of technical specifications and guidelines designaghtlerpin institutional arrangements for the
development of credit systems leading to CN¥alidated degrees in Polytechni€NAA also supported

the use of APEL, both as an alternative route to Higher Education and also within HE (see 1.6.b) and the
credt framework made it possible to accredit experiential learning within degree programmes.

A little earlier the first Open College Networks (OCNs) began to appear. Although the first OCNs had a
variety of different purposes and structures, they sham@aremon interest in developing and promoting
learning opportunities for adults, and in particular those adults least well served by traditional provision in
the postschool sector. By 1981 the first crebdiised model of curriculum design and accreditaliad

been established within the Manchester OCN, and from this date onwards began a process of developing
OCNs in different parts of the UK, and refining the credit systems developed to support the needs of adult
learners.

These two emerging credit systemgerated in distinctly different parts of the peshools sector. The

CNAA credit scheme operated solely within Higher Education, while OCN systems encompassed a range
of provision for adult learners from basic skills to-ptE entry programmes. The otheey distinction was

that the CNAA system was national, formally sanctioned and institutiebafigd. In contrast OCN credit
systems developed completely outside any formal policy structures, had no national institutional presence,
and were based on lalg informal local networks of adult learning providers.

No figures exist for the number of learners who made use of these systems to transfer credit between
gualifications or courses.

3.2.b) Who is/are responsible for credit arrangements for-farmal and informal learning? Is it
different from the arrangements for formal learning?

The In general, credit for informal and nformal learning is the responsibility of the same organisations
as would credit formal learning in the same area, ie Higher Educaustitutions, awarding bodies and
OCNs.

The stability of the former CNAA system is based on the dual role of UK HE Institutions as both providers
of courses and validators of those courses. Thus in HE, the use of credit systems as a curriculum design
template, and the accumulation of credits towards HE qualifications, were from the outset seen as related
parts of a single, integrated system. The stability of such systems, and the consistency of the credit as a
representation of learner achievement, @éependent in HE on this integrated relationship between the
delivery of the curriculum and the recognition of learner achievement.
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OCN credit systems developed very differently. OCNs themselves do not deliver courses. Their focus is
exclusively on the raagnition of learner achievement and not on the delivery of learning opportunities.
OCN credit systems therefore worked upwards from a definition of learner achievement, rather than
backwards from a concept of the academic year. The award of credit wdsopatee achievement of
identified learning outcomes, rather than a period of learning.

OCN credit systems developed throughout the 1980s and 1990s into a significant national system.
However this system remained outside and separate from the mainstesafopthent of national
gualifications outlined in 3.1 above. It is only in recent years that a process of bringing together these
separate credit and qualifications systems has begun. The development of the QCF represents a strategic
attempt to unite theseparate traditions, but in late 2006 these traditional divisions are still firmly in place.

3.2.c) How is a credit counted? Number of hours of a course? Please specify how credits are counted
on what base igour country.

Credit value

The technical spéfications of the CNAA system were based on the university academic year, and the
definition of credit that emerged was presented as dlisigion of this academic year. Thus a year of-full

time study in HE was deemed to be 1200 hours in length (ie 3ksvegel0 hours) and the value of this

year was expressed as 120 credits. Thus a single credit was valued as 10 hours of learning (this includes
private study time as well as taught hours). This definition still informs the basis of HE credit systems in
2006.

Open College Networks pioneered the use of 6notii
learning hours indicate the length of time which the typical learner will spend on the unit, including both
class time and private study. Notionahdeing hours for any course are therefore always higher than the
number of O6guided | earning hours6, when a teache
nih and glh varies according to the type of course and the amount of support @hielndeneed. It is also
emphasised that notional learning hours are based on the theoretical typical learner and that real learners
may need more or less time, depending upon their ability and any prior knowledge.

Notional learning hours provide an intexdiate stage in the calculation of credit ratings. Like a number of
other UK credit frameworks, the Qualifications and Curriculum Framework has adopted a system in which
one credit represents 10 nlh. Each unit will have a level and a credit valuesditesalue is the number

of credits that will be awarded for completion of the unit. It is important to emphasise that credit is
awarded for achievement, not for time spent learning. The actual time taken by an individual learner to
achieve the learning tzomes of a unit has no influence on the credit value of that unit.

Credits will be awarded by the same awarding bodies that are also responsible for awarding qualifications,
through an electronic transcript that will be part of a Learner AchievementdRg&R). Each learner in

the QCF will have a LAR. Again it should be emphasised that the LAR will make no distinction between
credits awarded through formal, ntormal or informal learning.

Key design features of credit systems

One important feature dfK credit systems outside HE that needs to bemghasised is that they are
concerned with the recognition of learner achievement, not the delivery of courses or the design of the
curriculum.

Three key design features of current credit systems are :
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1 A standard unit format, based on the identification of learning outcomes and the criteria against
which assessment of these outcomes will be conducted; experience has shown that a standard
format is important in ensuring the consistency of credit value

9 The defiition of credit as an award made to a learner, recorded in a credit transcript owned by the
learner; the bodies that make these awards can be held accountable for their consistency and
integrity and in a regulated framework like the QCF, the qualificatiegulators can therefore act
effectively to maintain and promote credits as the currency of learner achievement.

1 The accumulation and transfer of credits towards the achievement of qualifications; credits can be
accumulated towards a qualification (incamdance with the rules of combination for the target
qualification) and can also be transferred between different qualifications and different awarding
bodies. This is critical for the flexibility of the system.

The features of the credit system beintpated make it possible to award credit for learning from non
formal and informal learning opportunities, giving them equal value with credits awarded through other
more formal learning.

For more information on the individual credit systems in use in fiesbe 3.1.e.

3.2.d) What are the incentives or disincentives for participants to gain credit and providers to give
credit?

Mainly, as we indicated elsewhere, credit is either integral to a qualification, including the first degree, or
in APL and APEL couts towards exemptions for some modules of the course. Disincentives to both
learners and providers include the time and cost of preparation for presentation and evaluation. Some
commentators suggest that the cost of assessing learners through APLr{fpleeiraNVQs) is as high as

for delivering and assessing a formal course.

The main structural incentive under development in England to support the credit system in the developing
QCF (Qualifications and Curriculum Framework) will be a new funding regaméhe possschool sector

based. This funding system is currently at an early stage of development but the Learning and Skills
Council (LSC) plans to begin implementation of the new arrangements from September 2008 (i.e. from the
beginning of formal implemntation of the QCF).

It remains to be seen whether the new funding regime will also support the recognition of achievements
through noAormal and informal learning. LSC funding will still be linked to the strategic priorities of
government, which are bject to change, as well as to overall budgetary pressures..

3.2.e) Describe, if any, how the recognition of rfmmmal and informal learning is integrated in your
VET system through credit system: e.g. the dual system to integrate experiential learning.

NVQs/SVQs

The introduction of National Vocational Qualifications (NVQs) in England, Wales and Northern Ireland

and of Scottish Vocational Qualifications (SVQs) in Scotland in the late 1980s put into place a suite of
gualifications in which the recognitioof informal and nofformal learning was integral. Assessment is
based on evidence of the <candi dateos competence
independent of where the learning took place. S/NVQs are described more fully in 1.6.b and the
assssment methods in 3.3.b).
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Since their introduction, approximately 6 million NVQs and SVQs have been awarded across the UK. The
annual number of awards for England, Wales and Northern Ireland (excluding Scotland) are given in the
table that follows, as wiehs the cumulative total by level.

Annual NVQ certification in England, Northern Ireland and Wales
Data to 30 June 2006

Year Certificates
1988 1,195
1989 9,736
1990 47,615
1991 111,221
1992 152,146
1993 201,527
1994 240,567
1995 282,239
1996 377,537
1997 448,299
1998 441,552
1999 429,462
2000 436,569
2001 388,069
2002 382,212
2003 414,469
2004 484,132
2005 555,256
2006* 237,361
Total 5,641,164

*partial datai covers the period 1 January to 30 June 2006
Source: QCA database

Cumulative NVQ certification in England, Northern Ireland and Wales by NVQ Level
Data to 30 June 2006

Level Certificates
1 866,430

2 3,326,919
3 1,231,398
4 203,910

5 12,507
Total 5,641,164

Source: QCA database

Recognising informal and neiormal learningwithin the QCF

Two key features of the QCF offer the potential to recognise achievements frefiormah and informal
learning within the new framework. One is that the QCF is concerned exclusively with achievements and
not with learning. The other is ththe QCF is based on the design, rather than the content, of these
achievements. The QCF is therefore potentially comprehensive in scope. Its technical specifications, and
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its requirements of users, have been established without reference to any paulgelet or occupational
sector, to the age of learners receiving awards, to the mode of learning or to the type of learning provider
nor to the particular method or instruments of assessment.

The QCF therefore offers the opportunity, in principle, fodult with learning difficulties to earn credit
through personal development skills at Level One offered through-aedplfyroup run by a mental health
charity and to be included within the same framework as an accountant undertaking a programme of
professional development at a further education college, leading to a Level Five qualification in Financial
Management.

In this respect the QCF offers a significant opportunity to establish the principle of equal esteem in the
recognition of achievementsrass formal, nodormal and informal learning in the UK. It remains to be
seen whether the future development of the QCF, and the way in which government policies influence the
development of particular types of achievement within the framework, will fliéi potential.

3.2.1) Provide data, if any, how the recognition of Alonmal and informal learning is integrated in
your HED system through credit system: e.g. research on the growing numberap tafkiaternships, etc.

Credit within the HE system
There are a number of ways in which recognition of prior, informal andararal learning may be given
credit within the HE system:

1 many universities give credit for HE level sdbgree qualifications already held, enabling some
students to complete ardt degree with only one additional year of study; examples of such
gualifications are Higher National Certificates and Diplomas, Initial Teaching qualifications, Pre
registration nursing coursé&s

1 some universities give credit towards a first degree/MV8s at levels 4 and 5, membership
examé!gations of professional bodies and a range of other vocational qualifications at level 4 and
abov

1 universities may also give credit towards a first or higher degree on the basis of learning from work;
this is regaded as by no means a soft option, as the learner needs to show that the workplace
activities resulted in learning which is relevant to the target qualific&tion

1 some HE qualifications, especially those with a strong vocational focus, are designedde &ncl
period of work placement (or to run alongside employment in a relevant vocational area) and this
may lead to the award of credit towards the qualification, sometimes on the basis of successful
completion of specified tasks or from a wdrlised projecor a reflective diary; Case Studies A
and B provide examples

91 afew courses preparing learners for HE entry give credit towards the intended first degree course
partly on the basis of workplace learning which takes place during the course; an exatmple is t
LSBU Nursing Cadet course (see Case Study B).

84  See, for example the Open University http://www3.open.ac.uk/creditansfer/academic/index.shtm) and Oxford Brookes University
(http://www.brookes.ac.uk/studying/applications/credit_travisfedit_transfer.pdf Proposals for a more unified system were made in the Universities UK Burgess
Report, Proposals for national arrangements for the use of academic credit in higher education in England, November 2006

(http://bookshop.universitieswdc.uk/downloads/Burgess_credit_report.pdf
85 See the Open University (http://www3.open.ac.uk/creditsfer/professional/inst000136.shtm)

86 See, for example, Oxford Brookes Universityti://www.brookes.ac.uk/studying/applications/credit_transfer/credit_transfer.pdf
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Links between the QCF and HE credit systems
One of the objectives of the overall programme of current reforms in the UKsgumbdl sector is to

devel op 6operational I i n k s oOfferbdethirongh ¢lBls. Warleis uQd@rFvaya n d ¢
to test out how the O6articulationd of these two
context is defined in very practical ter mQCFas Ot |
awarding body towards a qualification offered by

There are a number of technical issues to be addressed if this credit transfer facility is to be established in
the foreseeable future. Indeed, some of the technical distisctdescribed above between HE credit
systems and those that have been incorporated into the QCF form the basis of some of these issues. It will
al so be necessary to establish what in European
between QE awarding bodies and HEIls before such credit transfer arrangements can be made to work
effectively.

If this articulation between the QCF and HE credit systems can be established in the future, it could have
an important impact on the recognition of agkiments at higher levels through Amnmal and informal
learning.

Component 3.3. Assessment methods and procétures

3.3.a) Describe the assessment arrangements. Who carries out assessments, and with what type of
approaches? Who validates the resultshef assessments? How long will the assessment procedures take?

If methods or procedures vary depending on sectors, list the name of the sectors and the methods used for
the recognition for the sector. What assessment procedures do participants go thrgeghhteir non

formal and informal learning recognised? Describe different stages.

Distinctions between different forms of assessment in thegobsiol sector.
The formal UK poskchool system has been characterised in thevparsperiod by a structurdistinction
bet ween O6academicb6 (sometimes referred to as O46ge

sector are very familiar with the concept of an
government policy have sougttt address the perceived problem of this divide. The development of new
6Specialised -1Dveprblodnasibs fohe 1hatest mani festation
this divide.

Although this distinction between academic and vocational ilegnests on several factors, one of the
ways in which academic and vocational qualifications differ is in their assessment regimes.

An important function of academic or O0general 6 ¢
individual perfomance as a basis for entry to HE, and results are therefore graded; at A Level there are
currently six passing grades, A to E. Each candi

linked to the judgment of the examiners as to what is thesioseore which meets the criteria for each
grade. The aim is to maintain consistency in the standard required to achieve each grade. At the other
extreme, Scottish and National Vocational Qualifications are entirely criteef@menced, designed to
recanise the achievement of an explicit set of outcomes or standards, and the only possible results are
6Passd and 6not yet satisfactoryo.

Many other vocational qualifications fall somewhere between these two, with standards tied to explicit or
(sometimes)rplicit criteria and with results graded, typically on a three or four point scale (eg Distinction,
Merit, Pass and Fail).

87 Note that some of the questions are to complement data to be collected in Annex.
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General and vocational qualifications differ similarly in the assessment methods used. General
gualifications are assessed mairtlyolugh externally set and marked timed examinations, although teacher
assessment, externally validated, is used as a component in some practical subjects. S/NVQs, as already
not ed, use a O6portfolio of e v i d e noudeGubstant@lttedacher v o cC
assessed work, but may also have externally set examinations.

Key actors in different assessment processes

Within general qualifications responsibility for setting and marking external examinations and validating
teacher assesemts (where used) lies with three large awarding bodies (AQA, Edexcel and OCR), together
with smaller bodies in Wales (WJEC) and Northern Ireland (CCEA). The same three large awarding
bodies (especially Edexcel and OCR) are also major players in the afvaodational qualifications,
together with City & Guilds and a host of smaller bodies, some of which are specific to one occupation or
sector.

The awarding bodies are all accountable to the qualifications regulators for the quality of assessment and
cettification of these qualifications, and the regulators themselves take an active role in the design and
development of the specifications for these qualifications (especially general qualifications and NVQs),
which the exam boards then translate into lbyk and an assessment regime.

Where fixed date external examinations are used, the question papers are set and agreed by a panel of
examiners and marked by a team of assistant examiners (who may be teachers, but must not mark scripts
from a school withwhich they have a connection).The examinations are answered under controlled
conditions and controlled through the stringent security arrangements of individual awarding bodies,
monitored by the qualifications regulators. The work of the assistant exansmmonitored to ensure that
standards are consistent.

Where teacheled or other local assessment is used, responsibility for assessment rests in the first instance
with the teachers or tutors or with filgte assessors employed by the provideheflearning opportunity,

or contracted as an assessor by that provider. Assessment judgements are then subjected to scrutiny and
confirmation through an external 6verifiero, 60 mo
body offering the qudlication.

There are some 115 awarding bodies currently offering qualifications within the NQF, but this is only a
small minority of the estimated total of 1000 awarding bodies of one kind or another in theehpmst

sector. A report to QCA in 2005 syested that around 85% of all qualifications offered to people over the
age of 16 lay outside the current NQF. In this area of small, specialised awards, unregulated and for the
most part funded through individuals themselves or their employers, assegsoeggses draw on
elements of both these models.

See section 1.3 for uses of ICT in assessment.

3.3.b) Describe different types of assessment methods and procedures. Provide data on advantages and
challenges for the different types of assessment (emgpatencédased assessment, summative assessment,
portfolio assessment, etc.) What are the principal drivers of costs of different types of assessments to
different actors? Provide evidence, if any, of certain types of assessment may become beneficial or a
barrier to participants (e.g. psychological, financial, etc.).

Definitions

We are interpreting this question as relating primarily to the summative assessment, which is required if
learning (by whatever means) is to be recognised. Formative assessageeedsby practitioners to be an
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essential part of the learning process and is tailored to the needs of the individual, but it does not
necessarily lead to a statement of achievement which confers recognition of the learning.

It is necessary to distingtidetween the following groups of learners:

1 those who wish to have their informal and #ommal learning recognised through an established
gualification; they will need to follow the regulations of the target qualification, which will usually
specify theassessment methods used in the interests of validity and reliability (see below)

1 those who are taking a course of H#ommal learning, but wish to have some form of recognition
of what they have-flogarvan &d .l e akInti esplacelip géeaed | ni t
programme which is not designed to lead to formal certification, the RARPA method (see 2.1.a)
provides a means by which they may be able to negotiate their learning objectives and the
assessment method and receive recognition

1 those viho would like their informal learning to be recognised, but cannot match it to an existing
qgualification; since oO6informald | earning, by ¢
is almost inevitable that its assessment will be retrospectihar. these learners APEL using a
portfolio is likely to be the best method, but it is not well established except for HE entry (see 1.1.d)
and FE entry.

Assessment in S/INVQs

Assessment in S/INVQs is normally throughtbajob observation and questioniagd the compilation of

a portfolio of evidence demonstrating that the candidate has the competence to meet the NVQ standards.
The assessor may also test the candi dat-kabesl unde
performance to make sure they adamonstrate the required competence. When new candidates start an
NVQ, the assessor will usually help them to:

9 Identify what they can do already;

1 Agree on the standard and level they are aiming for;

1 Analyse what they need to learn; and,

1 Choose and agrem activities that would allow them to learn what they need.

At this point, candidates might take a course if that seems the best way to learn what they need. Or they
might agree with their employer or supervisor to do slightly different work to ga&netidence of
competence they need. The system is used by candidates who already have skills and want to extend them
and gain recognition for them, but also by those who are starting from the beginning.

Thi s type of as s ess menlearlyhralates 1 fthee cagget wlgekctived)i and/ (i
comprehensive in its coverage of the elements of competence, but it-totisieming for both learner and
assessor . It tends to encourage Oinstrumental.i:
learning. To ensure that assessors in different locations are applying the criteria in the same way, it is
necessary to have supervision of the process by 6

The NVQ model (like the portfolio approachA®EL for HE entry described in 1.1.d) is ideally suited to
the assessment of prior learning, including informal andfoonal learning and is the model most
commonly used for assessing the outcomes of these types of learning.

Recognition through othdormal gualifications

The extent to which informal and ndormal learning can be recognised in formal qualifications other than
S/NVQs depends on the assessment methods used. If assessment is solely by externally set and marked
written or online examinéions, candidates who have not followed a formal course are usually allowed to
sit the examinations as Oexternal candidatesd. ( S
to be more common in the examinations of professional bodies at lanel @ove than in the majority of
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qualifications offered in the learning and skills sector, but no figures are available. Although external
examinations are sometimes consideredhdévating, research in this area conducted by the Learning and
Skills Research Centf&found that practical tests and multigdkoice tests (especially dime tests) were
accepted, but learners tend to avoid coursesaavaids with methods which employ extensive writing
(coursework, exam essays, etc).

For qualifications whib require some form of coursework or project work other than a portfolio, access to
assessment is likely to be more difficult for candidates who do not wish to enrol on a course and course
organisation may make it difficult for learners to attend selesgsdions only.

Recent research in this area conducted by the Learning and Skills Researcf’ Qeyyests that the
distinction in assessment outcomes between nationally developed qualifications like NVQs with highly
specified and controlled assessmeegimes, and localigdeveloped programmes with learfiecused
assessment regimes (e.g. Access to HE programmes) are actually much less different than might be
expected. This is because of the paramount importance of the personal interventions of ass#ssors
verifiers in mediating the conduct of assessment in NVQs, together with the shared professional
competence of subjeblased assessors in the Access to HE programme. In other words, in terms of both
the reliability and the comparability of assessmemta@mes, there is much less difference than might have
been expected between a highly prescriptive national qualification and a locally devised and delivered
award where the needs of individuals learners are paramount.

Some of these lessons from compamtgsessment regimes are reflected in the development of the QCF,
which will allow different centres to develop different assessment methods leading to the award of credit
on the same unit. Indeed, it will be possible for a centre to devise differersrasaés@rrangements for

two different groups of learners studying the same unit in that centre.

The impetus behind this development within the QCF is tfakeke One factor has already been referred to
aboveil the apparent comparability of assessment ongsoin formal qualifications (and this is true for

both vocational as well as academic qualifications) is not as robust as might be expected, based on
centralised and highly prescriptive assessment regimes.

Secondly the design specifications of the QGEIft and in particular the adoption of a standard format for
all units, will provide a different but nevertheless significant basis for establishing comparability in
assessment. Thirdly, the future needs of the UK workforce will become increasingly el@pendhe
recognition of specific skilbets that may vary greatly between individuals. In this context, flexibility in
assessment becomes increasingly important, and there is a necessarff tratfeeen this ability to assess
and recognise individuathievements, and the broad national comparability of these achievements.

It remains to be seen whether the lessons from assessment of informal gndmabriearning can be
included within the overall development of an assessment regime within the @Gfathbe appropriate
to all forms of achievement.

Recording and reporting assessments in informal andaroral learning

The intention of the QCF is that, in due course, all those achievements that can be specified within the
technical scope of the freework, and can be validly, consistently and reliable assessed, can lead to the
award of credit. Every credit awarded within the QCF will be capable of counting towards at least one
gualification. In this respect the QCF explicitly aims to establish timeiple of equal esteem between the

88 Learning and Skills Research Centre, The impact ofreiftemodes of assessment on achievement and progress in the learning and skills sector, 2005

89 0Op cit
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recognised achievements of formal, #ormal and informal learning. No distinctions will be made in the
processes through which assessments in informal antbroal learning will be recorded and reported.

It should 2 noted, however, that although the QCF will establish the principle that all achievements may
be recognised within it, the choice of whether or not to submit these achievements to assessment leading to
the award of credit should still rest with an indivédi learner.

The drivers and costs of different assessment arrangements

Within the NQF, the regulation of qualifications has produced an increasingly costly and bureaucratic
assessment regime in both general and vocational qualifications in recenfTyeses.costs arise in part

from the desire to ensure comparability of standards across different qualifications, and partly because of
government funding arrangements that require providers in receipt of public funds to meet oatatade

targets expresddn terms of qualification achievement.

The current reforms within the QCF are intended to enable awarding bodies to establish more flexible
assessment arrangements that will be less costly for centres (and for awarding bodies themselves) to
manage. Thishould enable achievements through-fmmmal and informal learning to be assessed within

the QCF without undue costs and bureaucracy. No prescription about the type of assessment is built in to
the QCF, but awarding bodies are required to assess adivaaients validly and reliably within the
framework, and will be monitored by the qualifications regulators to ensure that this is done.

3.3.c) Describe the current relationship between academic standards, professional standards, and
occupational standalin your country. Who owns and controls such standards?

Academic standards

Academic standards, in the sense of the standards used in Higher Education, are controlled by the
individual universities under the oversight of the Quality Assurance Agency fiveHEducation, whose
remtisto6 saf eguard and help to improve the academic
UK. 6 I ndi vi dual professions (in fields ranging
care) often work with urersity departments to agree a common core of knowledge and skills which
should be incorporated into relevant HE courses, in order to ensure an adequate preparation for new
entrants into the profession.

The standards for general qualifications below HEell@re the responsibility of QCA (SQA in Scotland),

but take account of the need for smooth progression routes. Thus the content of individual A Levels needs
to provide the knowledge and skills which successful candidates will need if they procedéBEcaurse

in the same or a related subject.

Professional, occupational related national standards

The reform of vocational and occupational qualifications over the past two decades in the UK has been
based on the development of occupational standardie dmsis for the content of qualifications. Many of

these standards have been established through an explicit process, sanctioned by central government
through the UK Standards Board, that leads to the establishment of National Occupational Standards
(NOS). These NOS are the responsibility of Sector Skills Councils (SSCs) and form the basis of all NVQs

in the current NQF.

In addition to NOS, SSCs also develop other standards that, although not formally sanctioned as NOS,
constitute accepted national start¥ain a sector or area of professional expertise. Such occupational or
professional standards may also be developed by professional bodies or othdrasextasrganisations

that are not formally constituted as an SSC. In addition there are standadrdsetladso developed by

67



OECD study Rcognition of informal and neformal learning: UK country case study

central government or its agencies, for example standards in basic literacy or numeracy, in citizenship or
enterprise skills.

These occupational or professional standards are seen to have a potentially wide role to play in a sector
They are not simply used to develop qualifications, but may also play a role in developing job descriptions,
staff appraisal schemes, professional development programmes and otheglaterk processes. In order

to fulfil this variety of different rolesand to support this range of developments over time, standards need

to be established at a |l evel of generality that e

In developing units of qualifications within the QCF, the qualificationsleggrs will therefore expect unit

devel opers to base the content of wunits on releva
the specific requirements of learning outcomes and assessment criteria within the QCF unit specification.
Again it should be emphasised that these standards, and the units that are developed from them, make no
reference to the mode or form of learning or to the type of provision or provider who may offer assessment
leading to the award of credit based on thesedstrds.

3.3.d) Has the issue been raised in your county of how the assessment practice should be balanced with
the right of individuals to have their learning completely independent of assessment and recognition
processes be retained? Describe the detmtiate, if any.

Assessment method, learner achievement and progression

Evidence from another LSRC Project on Summative Assessment and ¥estangs to confirm that the
method of assessment is important to the progression and achievement of ledinegpestschool sector.

In other words a positive experience of the assessment process means that a learner is more likely to
progress to further learning opportunities, or to meet their achievement goals. Having said this, it is not
easy to identify any e particular form of assessment that seems more appropriate then others in
supporting and stimulating this progression.

So, for example, the LSRC research identifies adult learners for whom the prospect of a formal test or
examination induces apprehensiand occasionally fear or panic. However there are other learners for
whom the development of a portfolio of evidence and the process of continuous assessment is a burden that
creates negative views of the assessment process. There is also evidenceaframs lundertaking
assessment in basic literacy and numeracy thiherests are much preferred to papased tests.

A recent study of assessment in O@dtredited provision outside the NQF confirmed that providers used
OCN accreditation in part shdt they could establish greater control over the process of assessment than
the more prescriptive assessment developed through the NQF. Evidence from learners themselves also
seems to indicate that assessment is more closely geared to individual needsnitext where the
requirement for national comparability in assessment is not a major factor in designing assessment
instruments and methods.

In developing an approach to assessment within the QCF, the qualifications regulators are attempting to
combire this learnecentred approach developed through credit systems with the requirement to establish
consistency and stability of credit awards within a regulated national framework. This is not an easy
balance to strike, but it will be essential to the ssswf the QCF in being able to recognise achievements
from nonformal and informal learning within the new framework.

90 Learning and Skills Research Centre, Do summative assessment and testing have a positive or negative efféc6onlpastar ner s 6 moin thelearningand f or | ear
skills sector?, 2004
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Learning without assessment?

There has not been any public debate on the right of learners to learn without being formally assessed,
which is perhaps surprising. Over recent years a healthy concern about high drop out rates in further
education, combined with an rather unhealthy government preoccupation with targets, has led to pressures
on colleges to improve the proportion of theirrteas who complete the course and gain a qualification.
Funding has been higher for courses leading to qualifications and a small proportion of the funding for
each learner has been conditional on the achievement of the qualification. Achievememiveatedded

risen, but the consequences have also included a switch of provision towards courses leading to
gualifications, a proliferation of qualifications designed to allow this to happen and pressure on learners to
enter for the final assessment (somets at extra cost), whether they want a qualification or not.

3.3.e) How is the recognition of neformal and informal learning qualitgssured in your country?
Who is responsible for the quality assurance process? How is the issue of quality assusdaddrtrine
internationalisation context?

Quality assurance of outcomes

Where informal and neformal learning are recognised through the achievement of a formal qualification,
guality assurance is the responsibility of the regulatory bodies, QAA for Higghécation and for other
post16 education and training, QCA for England, DELLS (formerly ACCAC) for Wales and CCEA for
Northern Ireland. Quality assurance of qualifications includes the validity of the assessment methods, their
reliability (in terms ofthe consistency of standards between assessors, centres and examiners and from
year to year) and accessibility to different groups.

Quality assurance of provision
The quality assurance of the help given to the learner in gaining recognition for hisiofohaal and
nontformal learning falls within the arrangements for quality assurance of learning provision, since most
learners seeking recognition are likely to do this through contact with an FE or HE institution. Quality
assurance of learning provisits the joint concern of the relevant funding body and inspectorate:
9 for higher education, the QAA, together with the Higher Education Funding Council for England
and the equivalent bodies in the devolved administrations
9 for the learning and skills sectothe Learning and Skills Council (LSC) and the Office for
Standards in Education (OFSTEB) England and the equivalent funding and inspection bodies
in the devolved administrations.

The LSC is leading the development of a new Framework for Excel(€fieg for the Lifelong Learning

sector in England. The FfE aims to establish a comprehensive framework of performance measures
designed to promote excellence in the provision of Lifelong Learning opportunities. One of the key
performance indicators of tHefE relates to the Quality of Outcomes of learning and providers will be
asked to assess their performance against a standard designed to identify excellence in the assessment,
review, recognition and recording of learner progress and achievements dicossision funded by

LSC.

In addition to the FfE, providers of lifelong learning opportunities are also inspected against the Common
Inspection Framework (CIF); one of the key questions in this relates to how providers support learners in
achieving the learning goals.

By 2009 it is anticipated that the new FfE and the existing CIF will both be reviewed and reformed to
establish a single comprehensive framework within which the quality of provision in the lifelong learning

91 From April 2007 Ofsted has taken over the responsibilities of the former Adult Learning Inspectorate (ALI) for inspéesioningf and skills provision for those over 19.
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sector in England can besassed and represented. One of the objectives of the QCF is to ensure that the
processes used by regulators and awarding bodies to recognise, monitor and report on the quality of
support offered to learners by approved centres within the QCF is considiterthe key performance
measures and institutional assessment processes of the new FfE.

Component 3.4. Others

3.4.a) Provide any other technical arrangements that you think are the most important characteristics
that exist in your country, which have aten addressed in above Component 2.1, 2.2, and 2.3.

The UK approach and the typology of formal, informal and-foomal learning.

As the above sections of this report make clear, the typology which underlies the proposed structure for
Section 4 of thiseport is not necessarily appropriate to the UK context, either as it now is or under the
planned new system of credit accumulation and transfer within the QCF in England, Wales and Northern
Ireland.

There is not (and there will not be under the QCF) ectliimatch between the characteristics of-ftsmal

and infor mal l earning (such acompaeny ytpreaiorfi nlgeda)r n
being |l earned (eg O6literacy or numer acy riagthel | s6) )
| earning opportunity (eg ONGO6 or o6trade unionbo)
6i mmi grantsodo) .

The QCF will further develop a different typology, based not on the characteristics of learning
opportunities, but on the willgness of organisations to develop opportunities for recognising
achievements, and the desire of learners to seek recognition for their achievements, within the QCF. In
principle, any form of achievement could be represented in the framework, and suseraehis could

then be assessed and lead to the award of credit. There is, however, no assumption that learners will be
compelled to seek such recognition, and therefore it is anticipated that many achievements in all forms of
learning will continue to beecognised in some way outside the new framework.
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Component 4. Stakeholder behaviour
Component 4.1. Characteristics of stakehold&rs

4.1.a) Identify all possible stakeholders involved (with specific characteristics) and complete a list
below concerningionformal learning and informal learning in your countty complement ahe list for
Component 2.2. The 2.2 listis to map out governance and the role of government while this list aims to map
out the relationships between providers of #iemal learningor types of informal learning, recognisers

of such learning, recognition to be received, regulatory of such recognition, and main users of such
recognition. Please note, due to the difference of nature ofaramal and informal learning, that the grid

for nonformal learning uses a provider of ndormal learning or an inpuside as a starting basdirst
columni as nonformal learning seems to be more recognised after going through-fonmal learning
programme. On the other hand, the grid for inforntedrning uses output/ skills as a starting point
because it is not feasible to list all types of informal learning where there is no such supplier as the
individual is the active entity to create such learning opportunities. Therefore, there is a sejpiatdite
nonformal and informal learning. The annex also aims to examine characteristics of users for aggregation
of data, but please provide miclevel data about users in this section.

Non-formal learning (Characteristics of Stakeholders Grid)

Provide of non
formal learning (e.g.
universities, for
profit private
companies,

c 0 mp a nhodse
training, government,
NGOs, etc.)

Recogniser of such ner
formal learning (e.qg.
government, quasi

government,
universities, companies
professional bodies,
trade wions,etc.)

Types of recognition
received (e.g.
academic

gualificationsi
degrees, diplomas,
credits, awards,
certificates,
professional
qualifications, etc.)

Regulator (e.g.
quality assurance
agency,
professional body,
government, etc.)

Main user(s) (Spefy)

See descriptions thg
follow

a

Working professionals

People after army service

High skilled immigrants

Low skilled immigrants

Retired pople (Specified the
retirement age in your country.)

Unemployed (over 30 years old)

oo oOocd

NEET (Not in Employment nor in
Education or Training) age betweg
15/1630

a

Others (Specify)

Add more.

Informal learning (Characteristics of Stakeholders Grid)

Types of skills gained by | Recogniser of Types of Regulatory Main users (specify)
informal learning (e.g. ICT informal Recognition body
skills by using computers, learning received

literacy by reading books,
numeracy, business protocd

92 Note that some of the questions tveomplement data to be collected in Annex.
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