[image: image1.jpg]i C
people:skills:jobs: @ ?m )’:)

— vEsTOR I PROPLE





[image: image2.jpg]il Eniplegasent
people:skills:jobs: @ and Learning

www.delni.gov.uk







A Review of the Teaching and Learning Research Programme (TLRP) and Its Implications for Northern Ireland 

Final Report for the Department for Employment and Learning

Prepared by

Despina Galanouli*, John Gardner* and Carmel Gallagher**

*School of Education, Queen’s University

**UNESCO Centre, University of Ulster/Council for Curriculum, Examinations and Assessment

Correspondence:
Dr Despina Galanouli

School of Education

Queen’s University Belfast

69-71 University Street

BT7 1HL

Tel: 
028 9097 5901
Email: 
d.galanouli@qub.ac.uk

A Review of the Teaching and Learning Research Programme (TLRP) and Its Implications for Northern Ireland 
Final Report for the Department for Employment and Learning
Contents

41
Introduction


52
TLRP Projects


63
Northern Ireland’s TLRP Projects


74
Review Methodology


95
Department for Employment and Learning Policy Priorities and Research Agenda


126
TLRP Findings


137
Improving the Quality of Provision in Post-Compulsory Education


218
Skills and Workforce Development


269
Widening Participation in Post-Compulsory Education


2810
Summary


33
Appendix 1: Lists of Relevant Projects Hyperlinked to Internet URLs


36
Appendix 2: Listing of Relevant Projects Hyperlinked to Project Summaries


61
Appendix 3: Key Findings from the Reports


67
Appendix 4: General Principles for Effective Pedagogy



(Note that this document is fully hyperlinked with links internally to appendices and externally to the Internet)

A Review of the Teaching and Learning Research Programme (TLRP) and its Implications for Northern Ireland 
1 Introduction

1.1 The Teaching and Learning Research Programme (TLRP) was launched in 1999 and is the largest educational research programme ever to be undertaken in the UK. It was established as an Economic and Social Research Council (ESRC) programme, comprising a network of projects, and was funded by the Higher Education Funding Council for England (HEFCE), the Department for Children, Schools and Families (DCSF), the Scottish Government, the National Assembly for Wales and the Northern Ireland Assembly. The ESRC managed the programme on behalf of the funders with a steering group, an appointed director and a part-time team of associate directors. The main-phase TLRP
 was completed in 2009 and represented an investment of approximately £43m, which has produced in excess of 1,500 research-informed resources.  

1.2 The TLRP mission was: ‘to promote high quality research on education, focused on improving outcomes for all types of student and designed to be relevant to the practice of teaching and learning’. Key priorities of the TLRP projects included: (i) the involvement of practitioners in contributing to and using research for user engagement, designed to guarantee relevance and quality; (ii) the development of research capacity in the field through the professional development of both researchers and practitioners; (iii) forming partnerships for sustainability; and (iv) collaboration between disciplines and sectors. 

1.3 Recognising the importance of the TLRP work from early years education to work-based learning and, in order to maximise the dissemination of the research findings from the programme to policy-makers,
 the ESRC created placement fellowships in conjunction with government departments. The fellowship in Northern Ireland was arranged between the ESRC, the Department of Education (DE) and the Department for Employment and Learning (DEL) with representatives from Queen’s University, Belfast and the University of Ulster. This report seeks to illustrate how the TLRP research addresses the research priorities of the Northern Ireland funding partners and also can contribute to their future research agendas. 

2 TLRP Projects

2.1 TLRP was made up of more than 100 investments including four research networks (three in the schools sector and one in post-compulsory education); 56 research projects (22 in schools and 34 in post-compulsory education); six associated projects
; two career development associate-ships; five research training fellowships; 25 ‘Meetings of Minds’ fellowships; 20+ thematic initiatives and two Directors' Fellowships. A full list of the TLRP projects both by sector and by funding phase can be found in Appendix 1. 

2.2 The TLRP work focused on ten education stages: Early Years; Primary Education; Secondary Education; Across School Phases; Further and Post-16 Education; Higher Education; Workplace Learning; Professional Learning, Lifelong Learning and the final phase, Technology Enhanced Learning. The TLRP’s focus was squarely on teaching and learning outcomes in these stages and therefore, by design, there are many important educational issues that fall outside the Programme’s remit. 

2.3 The main funding phases of the TLRP were as follows:

· Phase I (2000-2003) which supported three networks of projects in the schools sector and one in post-compulsory education;

· Phase II (2001-2004) which supported six projects in the schools sector and three in post-compulsory areas;

· Phase III (2003-2008) which supported 12 projects in post-compulsory areas. 

2.4 ‘Extension projects’ were also funded in Scotland (four projects from 2003-05), Northern Ireland (three projects from 2004-07) and Wales (four projects from 2004-07). These projects extended the work undertaken by Phase II projects. The ‘Widening Participation in Higher Education’ phase (2006-08) also supported seven projects in England. 

3 Northern Ireland’s TLRP Projects  

3.1 Northern Ireland had one ‘main phase’ project, ‘ACTS II: Sustainable Thinking Classrooms’ (McGuinness and Sheehy
), which continues to have considerable UK-wide and international impact. Focusing on thinking skills in primary classrooms, the project’s findings challenge teachers to examine their beliefs about how children learn. 

3.2 The Northern Ireland ‘extension phase’ of TLRP comprised three projects. The first considered ‘A Values-based Approach to Teacher Education’ (Smith et al). The highly topical uncertainties around the selection system and the introduction of a new curriculum in Northern Ireland were some of the challenges a group of PGCE students had to face as they were tracked through their induction and early professional development experiences in schools.   

3.3 A second project, ‘Consulting Pupils on the Assessment of their Learning (CPAL)’ (Leitch et al
) built on TLRP’s Phase I network project ‘Consulting Pupils about Teaching and Learning: Process, Impact and Outcomes’ (Rudduck et al
). The Northern Ireland project focused on the ‘pupil voice’ in the context of the introduction of Assessment for Learning methods in schools in Northern Ireland and the development of the Annual Pupil Profile (which had been proposed as part of the system replacing the 11+ Transfer Tests). 

3.4 The third extension project, ‘Learning In and For Interagency Working: Multi-agency Work in Northern Ireland’ (Gallagher et al
) examined how to make interagency work more effective in the context of children at risk of being expelled from schools.  
4 Review Methodology 
4.1 The remit of the placement was to:

· “Review the TLRP projects and themes for (1) schools and/or (2) post-compulsory education and training;

· “Review relevant research already undertaken in Northern Ireland and relate TLRP findings to recent DE and DEL research agendas and policy concerns;

· “Synthesize findings and liaise with policymakers, advisers and other relevant stakeholders in order to plan, finance and organize appropriate conferences, seminars, meetings, events, literature distribution etc to promote and disseminate the findings widely across Northern Ireland (including Labour market lunchtime seminars at DEL) and particularly in policymaking and advice circles.”

4.2 In the initial stages it was decided that schools and post-compulsory reviews would be undertaken and that separate reports would be made to the departments of Education (DE) and for Employment and Learning (DEL) 
.

4.3 Reviewing the TLRP research projects and relating their findings to the research agendas and policy concerns of the two Northern Ireland departments (Department of Education and the Department for Employment and Learning) was the main task of this fellowship. The methodology involved in-depth familiarisation with both departments’ research and policy priority areas.  

4.4 The key documents that were relevant to the Department for Employment and Learning’s priorities included the Corporate Plan 2008-2011
 and the Research Agenda 2007-09
. Other important documents included:
· ‘Further Education Means Business’
 strategy document. This document sets out how the FE sector should be re-structured and collaborate in order to play a greater role in preparing the workforce and driving economic development in Northern Ireland at all levels.
· ‘Skills Strategy for Northern Ireland: November 2004’’
. This was the original draft strategy document, published for consultation in 2004, which set out the rationale for having a framework for the development of skills in Northern Ireland. It defined three different types of skills: essential skills; employability skills; and work-based skills. It attracted over 100 detailed responses and endorsed the need for a strategic approach to skills development. 
· ‘Success through Skills. The Skills Strategy for Northern Ireland: A Programme for Implementation’
. This strategy document was published in 2006 following the consultation process described above. It set out the Department’s vision for skills in Northern Ireland and regular progress reports have been published on the progress of the implementation of the strategy (progress reports for May 2007, October and November 2008 are available at the website cited).
4.5 The process also involved liaising with and interviewing key people in the Department with a view to acquiring the most recent information on the Department’s priorities and then triangulating the information provided with the various documents. 

4.6 The next stage was to map the main findings and implications of the TLRP projects into the Department’s research priorities and policy concerns, once these were identified. This involved taking the synthesis of the main findings, outcomes and implications of each of the major post-compulsory TLRP projects and categorising them in relation Department’s priorities. 
4.7 The report enables the reader to access project summaries and Internet resources through hyperlinks in the text and Appendix 1: Lists of Relevant Projects Hyperlinked to Internet URLs and 2: Listing of Relevant Projects Hyperlinked to Project Summaries. 

4.8 Appendix 3: Key Findings from the Reports also summarises the key points from each study with hyperlinks to the projects while Appendix 4: General Principles for Effective Pedagogy records the essence of the teaching and learning messages from TLRP for all sectors of education including higher and further education.   

5 Department for Employment and Learning Policy Priorities and Research Agenda
5.1 The Department for Employment and Learning (DEL) is responsible for further and higher education and training and for a range of employment issues. The aims of DEL are to:

· promote learning and skills;

· prepare people for work; 

· support the economy
.

5.2 This is consistent with what the Programme for Government articulates as the characteristics of a successful economy: having high productivity, a highly skilled and flexible workforce, and employment growth.
 
5.3 The Department recognises that access to high quality, up to date research is an essential component in both shaping and successfully delivering upon its strategic priorities. Recognising that high quality research should inform policy making, the Department published its first research agenda in 2004 in order to strengthen the evidence base available to it. By publicising their research agenda, the Department also aimed to enhance interest among the research community. 
5.4 The 19 research projects commissioned during the Department’s first research agenda period covered the areas of (a) skills; (b) research and development; (c) helping people into work; and (d) employment rights, responsibilities and remedies (see Table 1 below). These key areas remained the focus for the most recent research agenda 2007-09
. As a result of the most recently completed research agenda, the Department commissioned another 20 research projects.  Currently, the process of drawing up the Research Agenda 2010-2012 has been initiated and the pertinent TLRP findings, summarised within this report, should help to inform this process.
5.5 The projects listed in Table 1 below illustrate the type of research commissioned by the Department.
Table 1: DEL Research Priorities and Associated Research Work Carried Out (2004-09) 

	Priorities and Associated Research Work Undertaken by DEL 2004-09

	Research Agenda 2004-07
	Research Agenda 2007-09

	(a) Skills Strategy and Workforce Development

	· Projects included research on occupational forecasts and replacement demand in NI; changes in recruitment demand for executive jobs in NI; NI skills monitoring survey; literacy scores and NI’s productivity gap and assessing the impact of the Essential Skills for Living Strategy.

· Projects looking into why students do not complete their course; what factors are important to students as they consider applying to enter HE and FE; assessing proportions of disadvantaged social groups participating in FE ad HE over time.
	· Researching skills issues such as the use of Labour Market Information to understand the demand for skills; priority skills areas in NI; skills from an employee perspective; exploring employers’ skill needs and local provision in different parts of the UK.

· Continue to work on research into the FE and HE participation rates in NI according to social background; assessing the impact of the introduction of variable fees in NI; research into the labour market experiences of migrant workers in NI; researching the importance of qualifications in the achievement of high wages and improving productivity.

	(b) Helping People into Work

	· An investigation into flexible working patterns from the employer and employee perspective.
	· Conducting research into the experiences and outcomes of participants on New Deal; An investigation into the barriers to work faced by the unemployed and inactive; research to inform the roll-out of the Welfare Reform Agenda.

	(c) Employment rights, responsibilities and remedies

	· An investigation into the dispute resolution procedures between employers and employees.
	

	(d) Research and Development

	· Examining HE Research and Development and knowledge transfer in NI
	· Understanding the economic and social impact of HEIs across the regions of the UK.


5.6 Other policy priority areas include work-based learning and widening participation for those considered to be excluded from higher education for a variety of reasons. For example, the Department is currently engaged in the development of a new Regional Integrated Widening Participation Strategy in order tohelp more students from under-represented groups, particularly lower socio-economic backgrounds and students with learning difficulties and disabilities, to participate successfully in higher education. In a sector-wide context, the Department has also begun in 2009 procedures for a consultation on a higher education strategy to cover the period up to 2020. Five theme areas have been identified and these are listed below along with some of the identified sub themes within each area:
· Economy e.g. economic strategy and how HE sector can contribute; science, technology, engineering and mathematics (STEM) initiatives; graduate employability; entrepreneurship; and the skills agenda 

· Society/People e.g. widening access; community engagement; student retention; benefits of higher education

· Learning e.g. part-time/full-time modes; postgraduate study; accessibility; flexibility; demographics; e-learning

· International e.g. competing in a global environment; attracting overseas students; International links/collaboration; Bologna Process 

· Finance and Governance e.g. accountability and governance; contribution to government policy making (including and beyond research); financial sustainability of institutions; flexible funding of higher education; environmental sustainability 

5.7 It is anticipated that the TLRP research findings on higher education, for example on widening participation and on student experience, will inform this new strategy document.
6 TLRP Findings
6.1 The TLRP projects covered a wide variety of education issues and sectors including, for the purposes of this review, further and higher education, lifelong learning, workplace learning and the key area of skills in workforce development. Most of projects took place in England, with small numbers in Scotland and Wales. Five projects were located in Northern Ireland but not specifically in the higher or further education sectors. Insights from the various projects are clearly most pertinent in the circumstances and locations in which they were investigated but the subjects of the studies are often generally of interest and just as valuable for consideration in Northern Ireland contexts.

6.2 For example, adult basic skills problems are common to most jurisdictions. Wolf and Evans’s project, ‘Enhancing Skills for Life: Adult basic Skills and Workplace Learning’ argued for the importance of workplace learning in reaching adults who do not participate in any other formal learning. Mary Fuller et al’s project ‘Enhancing the Quality and Outcomes of Disabled Students’ Learning in Higher Education’ offered insights into students’ and lecturers’ perspectives on inclusion and concluded that universities should focus on developing inclusive curricula, reducing the need for most disabled students to disclose the nature of their impairment.

6.3 The TLRP projects with relevance to the Department’s priorities have a focus on post-compulsory education in a variety of contexts and there are a number of ways of examining them with a view to addressing the issues that are of most interest. For the purposes of this report the categories of analysis are as follows:

· Improving the quality of provision in post-compulsory education

· Skills and workforce development

· Widening participation in post-compulsory education

6.4 It is worth emphasising that the TLRP was a programme that focused almost exclusively on teaching and learning matters and that the categories above may not be the exclusive concern of any one project or group of projects. While there is, therefore, an inevitable degree of overlap, the following sections will attempt to focus on the most relevant aspects for each category under analysis.

7 Improving the Quality of Provision in Post-Compulsory Education
7.1 This section covers both the quality and design of teaching and learning practices and the quality of experience for students.  

· Higher education
7.2 In the area of higher education, several TLRP projects have looked at how the teaching and learning environment can become more effective and how university courses’ learning outcomes can interact with social and professional identities. For example, Hounsell et al’s project ‘Enhancing Teaching-Learning Environments in Undergraduate Courses’ investigated how students, mainly in their first or final years, engaged with their studies in electronic engineering, biological sciences, economics and history. In the course of the research, data was collected on 26 undergraduate course units in 11 universities and one further education college around Coventry, Durham and Edinburgh. 

7.3 The researchers evaluated the students as they progressed through the course over the years, focusing on the knowledge, skills and conventions specific to each subject. The final sample comprised approximately 6,500 questionnaires and interviews with 668 students and 90 staff. The project found that the quality of students’ learning improved as their studies progressed. The students highly rated teaching that promoted understanding rather than superficial, memory focused learning while their lecturers also found that using research evidence about the students’ experiences, when preparing their courses, also enhances teaching and learning. 

7.4 Importantly, the research identified two concepts which if given due consideration could significantly improve the quality of student progress and the design of the course provision. These were the existence of ‘threshold concepts’ and the concept that each discipline has within its learning context specific ‘ways of thinking and practising’. Threshold concepts are concepts that the project describes as seeming “to serve as portals, opening up previously inaccessible ways of thinking about certain aspects of the subject”. Identification or at least seeking to identify such concepts in the subject curriculum is an important pedagogical approach as failure to grasp them is argued to prevent the student from progressing. 
7.5 ‘Ways of thinking and practising’ were considered to “capture the richness, depth and breadth of what the students surveyed could learn through engagement with a given discipline or subject area”. This helped the lecturers to identify specific ‘lietmotivs’ of the pedagogy of their subject, enhancing the students’ learning and improving their grasp. The project holds lessons for those responsible for modules, courses or programmes of study not simply to adhere to general learning outcomes and other rhetorics of course design but to monitor, review and enhance the efficacy of teaching-learning environments by deploying data gathering and analytic tools which are evidence-based and have clear conceptual underpinnings. 

7.6 In another project, ‘The Social and Organizational Mediation of University Learning’, Brennan et al examined the social aspect of learning and aimed to enhance understanding of the learning outcomes of a diverse range of students. They conducted case study research with students and staff from 15 universities covering a range of different types of institution and drawing on different types of data. For example, they analysed 1,600 questionnaires from students at the case study universities and over 600 questionnaires in a wider survey. They conducted almost 250 interviews with students, augmented by focus groups and staff interviews. 

7.7 One of the important findings of this project challenges the way governments tend to concentrate their efforts on skills and employability agendas: “At the very least, an exclusive focus on employability and skills may lead to a neglect of equally important ways in which higher education can change people’s lives and impact upon the communities in which they live which will make students better equipped to contribute to the workforce”. They reported that students often rated social and personal change higher than academic gains from their university education. Interestingly, the project also found evidence that reputational differences in institutions did not necessarily correlate with learning outcomes. Diversity was a significant challenge for some institutions, which coped through “effectively running ‘parallel’ institutions for different types of student”. 

7.8 Crozier and Reay investigated another social aspect of higher education learning experiences, that relating to working class students. The project ‘The Social-Cultural and Learning Experiences of Working Class Students in Higher Education’ survey all first and second-year students in nine foundation degree subjects at four higher education institutions (including red-brick and post-1992 universities, and a further education college). The subjects were: law, history, English, chemistry, engineering, economics, arboriculture, performing arts and early childhood studies. The survey produced approximately 1,200 completed questionnaires and the researchers then interviewed 48 designated middle-class and 41 working-class students. Follow up interviews, a minimum of three each, were conducted with 27 working-class students over the subsequent two years. Tutors and admissions officers were also interviewed (making 159 in total for the project) and 12 lectures were observed. 

7.9 The research aimed to find out how the different structures and organisations of institutions affected students’ attitudes to learning and views of themselves. For example, did they feel they had to adapt and change their identities in order to progress and indeed survive, and did they resist such pressures? The findings showed that although working class students do experience tension and competing demands, and often feel disconnected from the institution, the students in the sample demonstrated great commitment to their studies. The project questioned the perception of working class students being considered ‘high risk’ (of drop out etc) and argued that they should be supported financially to enable them to realise their potential without the stress of having to provide for themselves while studying. 

7.10 Going beyond class, gender and ethnicity, Hockings and Bowl investigated diversity in its broadest sense, to include students’ different arrangements in their effort to combine study, work and life. This study, ‘Learning and Teaching for Social Diversity and Difference’ made extensive use of video recordings of classroom sessions, promoting participants’ involvement in the data collection process. Two universities, one red-brick and one post-1992, were studied across a range of disciplines; IT, science, health and social policy, and business. Sample sizes were approximately 200+ for each of a series of student surveys and around 10-15 for interviews of both students and staff during separate phases of the study. 

7.11 The findings of this research indicated that students expect teaching that recognises their learning needs and their academic and social identities. This puts the onus on the university tutors to develop inclusive teaching materials and practices that take account of their diverse audience and the individuality of their students. Hockings and Bowl also warn universities against maximising economic efficiency at the expense of students from diverse cultural, social and educational backgrounds. The constant efforts for better results, academic and financial, often limit teachers’ capacity to teach in inclusive ways that they then alienate certain groups of students and increase the risk of non-participation. 

7.12 Williams et al’s project, ‘Keeping Open the Door to Mathematically-Demanding FE and HE Programmes’, investigated how to extend and improve learning in mathematics, especially for those at risk of dropping out. The study surveyed over 1,700 students in 100+ classes in sixth-form and further education colleges and collected data on added value in attainment scores, self efficacy in mathematics, intention to continue study in higher education, dispositions to further mathematical study and university course choice. The sample included a high proportion of students who were on the edge between engagement and disengagement. Their study compared two types of mathematics course (‘Use of Mathematics’ in comparison to a traditional Mathematics AS level) and concluded that the type of programme can make a significant difference to drop-out rates. They identified ‘teaching to the test’, prompted by ‘performativity
’ concerns in colleges about pass rates and league tables, as damaging to learners. Their report argued the need for programmes that engage students in meaningful ways to improve learning outcomes and deeper understanding of mathematical concepts. 
7.13 Mary Fuller and her colleagues have researched another aspect of access to higher education, this time from the perspective of disabled students. Their project ‘Disabled Students in HE, Experiences and Outcomes’ examined the experiences of 31 students in four universities (two pre- and two post-1992) over three years. Their objective was to gather information on the students’ outcomes and experiences in the context of the Disability Discrimination Act and to assess the extent to which universities are becoming more inclusive.

7.14 The researchers found that many disabled students were particularly vulnerable to stress and academic failure at points such as the beginning of a new course or the start of an exam period. In general, the students reluctantly conceded their labelling as disabled to ensure they received reasonable adjustments. However, while a small number of individuals identified strongly with the political disability movement, the majority did not integrate disability into their core identity. Lecturers were generally supportive of disabled students but on occasions they appeared overwhelmed by too many requests for individualised adjustments. The report suggested that development of more inclusive and flexible curricula could reduce the need for individualised support. Better communication between central services and academic departments would also ensure better support for all students.

7.15 Parry et al’s project, ‘Universal Access and Dual Regimes of Further and Higher Education’ investigated the complex circumstances that ten further education institutions had experienced as a result of a merger, changing sector or developing a partnership with a university. These ‘dual sector’ institutions were drawn from the 270 colleges in England that are providing higher education and the 40 higher education institutions that are providing further education programmes. Northern Ireland has a number of similar arrangements in relation to further education institutions delivering higher education programmes.
7.16 Detailed cases studies were carried out in four institutions with data collected through interviews with 40 senior managers, 200 students at transition points between programmes, levels and institutions, and 45 teaching staff. Their main findings suggested that institutions attach themselves to the sector in which they mainly operate but often do not have a clear mission or identity. The differences between further and higher education, and therefore between the institutions, can hinder progression while the decisions taken to combine further and higher education are only partially informed by widening participation strategies. Perhaps unsurprisingly, they found that policy development for dual sector education was uneven, unstable and led by higher education sector bodies.
· Further education
7.17 The improving learning strand of TLRP also covered the vocational training and further education sector in post-compulsory education. Hodkinson et al, for example, identified the pressures that learning in further education is under in their project, ‘Transforming Learning Cultures in Further Education’. The research team carried out a four-year longitudinal study in 17 sites belonging to further education colleges in England. The data collection included over 600 interviews, over 150 observations of teaching and learning sessions and approximately 1,040 questionnaires completed by students. The study revealed the complexity of learning in the further education sector and concluded that “the nature of ‘good learning’ varies from context to context”. They also identified unstable and inadequate funding arrangements as particularly damaging to learning in the sector.

7.18 In her project, ‘Literacies for Learning in Further Education’, Ivanic and her colleagues worked with further education practitioners to investigate the literacy capabilities and practices of further education students, the literacy demands of the curriculum and how improvements in practice could be achieved. Sixteen college lecturers were involved in the research and 32 units of study covering 11 curriculum areas in four colleges (two each in Scotland and England) were studied in depth. 

7.19 The project developed the concept of literacy as a complex and diverse social practice in students’ everyday lives and showed that students’ literacy capabilities are not simply represented by their performance on literacy tests. It is interesting how, prior to this research, neither the lecturers nor the students perceived everyday literacy practices as having any educational value. The project demonstrated that all student learning is mediated by text, even in the most ‘practical’ subjects. For example, the reading and writing which arises in simulations of work tasks is part and parcel of doing the job. However, lecturers often overlooked the communicative aspects of learning by focusing on social and cognitive aspects. The project identified ways of using students’ everyday literacies in the college environment to enhance their learning.

7.20 Coffield et al’s project on ‘Policy, Learning and Inclusion in the Learning and Skills Sector’ examined the impact of major reforms that followed the Learning and Skills Act of 2000. It focused on five key policy levers: funding, targets, planning, inspection and initiatives, and their impact on teaching, learning, assessment and inclusion for three groups of disadvantaged learners: adult basic skills students in the community; adults in the workplace and level 1 and 2 learners in further education. Courses were tracked in 24 learning sites in London and the North East of England – eight adult courses in the community, eight workplace learning sites and eight in further education. The researchers conducted 131 interviews with policy officials, 210 with staff in learning sites, and 333 individual or group interviews with 349 learners. The findings of the project indicated that despite increased investment in the post-16 education and training sector in England, inequity persisted even though participation and success rates had risen. Top-down policy and funding was considered not to have been effective and they argued that feedback and participation by practitioners, employers, unions and community services could ensure a more equitable and inclusive system is in place.

7.21 In order to ensure greater equity and inclusion it is important to know the types of students coming into further education, their prior experiences and social background and what they bring to the classroom. This was one of the conclusions of Jephcote et al’s ‘Learning and Working in Further Education in Wales’ project, which employed a multi-method qualitative approach, incorporating interviews, journal writing and ethnographic observation with 27 core teachers and 45 core students. Another 131 students also participated in focus groups across seven further education campuses. The researchers concluded that the further education lecturers were under pressure to retain students on their courses and to ensure they achieved the requisite qualifications. The pressures of performativity and changing practices undermine and restructure their professionalism, their professional identities and classroom practice. Their report argued for greater recognition by college management and policy makers that such demands on the teaching staff could distract them from their work. 

8 Skills and Workforce Development

Globalisation dictates that the nations that succeed will be those that bring out the best in people and their potential. And this is the new opportunity for Britain. Put simply: in the past we unlocked only some of the talents of only some of the people; the challenge now is to unlock the talents of all of the people. (Prime Minister Gordon Brown, 2008
)

8.1 A quarter of a million 16 and 17 year olds in the UK are estimated
 to be NEETs (not engaged in education, employment or training) and this issue is pertinent to both the Department for Employment and Learning and the Department of Education. According to MacKinnon (2009) 20% of young people in Northern Ireland fit within the NEET classification, and it is therefore understandable that the Department places considerable importance on developing a stronger skills base in the workforce. Several TLRP projects address the matter in work-based learning contexts. Rainbird et al’s ‘Improving Incentives to Learning in the Workplace’ project, for example, explored the contemporary workplace as a site for learning, looking for ways in which learning and incentives for learning could be improved. Using a network of five projects, the researchers collected data from ten colleges and training providers. Interviews were conducted with 116 key informants and 230 learners/employees, of whom 55 were longitudinally tracked. A total of 170 questionnaires and 281 learning logs were also completed by research participants. 

8.2 During the 3-year period the researchers found that richer learning took place among the employees where work environments were more expansive and flexible. As with all levels and settings of education, ‘one size fits all’ top-down approaches to learning did not work as the employees presented individual dispositions and skills. It is also important to recognise that employers and others have much to gain from using and expanding the skills that workers already possess. Therefore any effort by management to impose training initiatives that would ignore workers’ prior achievements and skills would most likely meet with resistance.

8.3 Training events are important instances of work based learning but Eraut et al found that in early career stages, most learning occurred at work and not through organised learning activities. Their longitudinal study ‘Early Career Learning at Work: LINEA’ followed the experiences of 40 newly qualified nurses, 38 graduate engineers and 14 trainee chartered accountants. Data were collected during four 1-2 day visits to each participant over a three year period. These visits were designed to observe the participants at work and then conduct a recorded interview with them. Interviews, some opportunistic, were also conducted with 147 managers, team leaders and mentors. 

8.4 The researchers found that feedback had a major effect on the participants’ performance and motivation while commitment to their work and their colleagues was generated through participation in teams and through appreciation of the value of their work. The exercise of personal agency recognised the participants’ own sense of choice, meaningfulness, competence and progress but this was not necessarily aligned with their employer’s priorities. Good relationships and an active learning culture were important when learning from others and the successful creation of an active learning culture was crucially dependent on these local managers. 

8.5 Another major work-based study was that of Felstead et al’s ‘Learning as Work: Teaching and Learning Processes in the Contemporary Work Organisation’. The researchers spent five years studying workers in 12 UK economic sectors, deliberately chosen for variety in terms of size, ownership and competition. The workers included: community health visitors; supermarket managers and staff; fitness instructors; local authority call-centre staff; software engineers in hi-tech industries and construction project managers. Nearly 500 interviews were conducted; ‘learning logs’ were compiled, workers were shadowed, surveys were undertaken and artefacts associated with learning were collected. 
8.6 The project’s main findings showed that the employees’ learning was affected by the interplay of processes generated within their workplaces. For example, health visitors’ attempts to improve their learning environment were first helped but then hindered by complicated relationships with a diverse and fragmented network of managers and other healthcare professionals. Such dynamic complexity overrides conventional notions held by policy-makers, researchers and practitioners that differences in workplace learning are accounted for by fixed variables such as sector, size and market. It also overrides the emphasis placed on the influence of individual employees’ of personality and background. Increased responsibility in the workplace raises aspirations and creates more opportunities to learn while the value placed on an employee’s knowledge is influenced by their position within the system. The project team concluded that while all these factors are important and relevant, they represent only some of the processes that together comprise a complex social world within the workplace. 
8.7 The often heard complaint that employees are not sufficiently numerate was an aspect of the project: ‘Techno-mathematical Literacies in the Workplace’ by Hoyles and her colleagues. Techno-mathematical skills are defined by the researchers as those that are required in IT-rich work environments. Their findings from case studies in ten companies, spanning automotive manufacture, pharmaceuticals, retail financial services and packaging included a robust dismissal of the view that “the IT presence removes the need for employees to interpret and understand the output of the technologies: on the contrary, new kinds of knowledge and new ways of acquiring it are becoming increasingly necessary. The central finding is that the major skills deficit for mathematics in workplaces is the understanding of systems, not the ability to calculate”. The report goes on to show that these types of skills will generally not be picked up in normal working contexts and need to be the subject of specific workplace training.

8.8 Basic skills or lack of them is a common concern of those who work within education, whether in the compulsory, post-compulsory or work-based sectors. Wolf et al’s project ‘Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning’ focused on publicly funded courses in basic skills that are offered in the workplace. The reading and writing skills of 567 learners on publicly funded courses were tested at the start of their courses and then one and two years later. Interviews took place with learners on their work, learning experiences, education etc. and also with managers, training managers and tutors. 

8.9 Wolf et al’s research indicates that while the UK government may think that there is a severe skills deficit in businesses and other workplaces, the workers in this study thought that they coped adequately at work using their existing literacy and numeracy skills. Their employers seemed to agree. The researchers argued that engaging in training which is irrelevant to every day duties is pointless because employees who attended literacy courses, while engaging in tasks with little or no literacy content, were unlikely to sustain any gains in literacy skills.

8.10 Brown et al, in an ‘associated’ TLRP project (i.e. working in a related area but not funded by TLRP), investigated the future of skills in global competition including countries such as China and India. Their project ‘Globalisation and Skill Formation Strategies of MNC
s: A Comparative Analysis’ offers a challenge to conventional policy assumptions about the role of education and skills in the global knowledge economy. Their research was based on extensive interviews with senior executives in leading companies and senior policy makers across North America, Europe and Asia. Several aspects of this work are worth considering in the context of both a skills and a higher education (or post-compulsory education) context.

8.11 For example, as a result of their investigations, Brown et al claim that it is incorrect to assume that a linear relationship exists between skills, jobs and rewards, in which widening participation in higher education is proposed as a means to reduce inequalities as more people have opportunities to access better paid jobs. Instead they point to the types of skills that are likely to give a competitive edge to graduates, namely soft skills such as good communication skills. 

8.12 According to Brown et al, the ‘proxy’ of qualifications as indicators of quality in terms of achieved skills remains important in identifying candidates with the appropriate set of ‘hard skills’. However, global competition in the provision of such candidates suggests that a competitive edge may well be linked to ‘soft skills’, namely key competences such as initiative, perseverance, time-management and team-working.

8.13 In all seven counties in which the research was undertaken, Brown et al reported that ‘hard skills’ were not considered to be in shortage; the major employers were more concerned to find candidates with appropriate ‘behavioural’ characteristics to ‘get the job done’ or ‘take the job forward’. In their view the gap between different types of graduates has not been affected by the increase in participation in higher education of recent years. Furthermore they claim that as the level of participation has increased, it has outstripped demand in many fields causing a downward pressure on salaries, particularly as developing nations such as China and India begin to generate ever-increasing numbers of highly skilled and generally lower waged professionals. 

8.14 The lesson Brown et al propose for the UK (and therefore Northern Ireland) is that skills training must include a significant element of important ‘soft-skills’ development. Certainly the message from a recent OECD report (Froy 2009)
 is that the skills most in demand are “the ability to create, communicate, and innovate and problem solve”; and that these ought to form the basis of strong regional workforce development strategies. 

9 Widening Participation in Post-Compulsory Education
9.1 Non-participation and widening participation to higher education have been the focus of several TLRP projects and also one of the main policy priorities for the Department. Alison Fuller et al, through their project ‘Non-Participation in HE: Decision-Making as an Embedded Social Practice’ investigated how adults’ decision-making about higher education is embedded in networks of family, partners and friends, and the extent to which they see future participation as being within the bounds of possibility. 

9.2 Fuller and her colleagues argue that no single agency has widening participation across the life course as its primary responsibility and that it is therefore important to address the infrastructure for assisting those adults in need of support while they are considering their participation in higher education. Many ‘potentially recruitable’ adults are unaware of the benefits of higher education, primarily because they are in employment and live comfortable lives. An agency dedicated to widening participation could, they argue, make the potential benefits of higher education more apparent for this group of people. 

9.3 ‘Widening Participation in Higher Education: A Quantitative Analysis’ is a project that looked into participation in higher education by socially disadvantaged individuals (for example, from economically deprived and ethnic minority groups). Vignoles and her colleagues examined data from age 11 (Key Stage 2) through to potential entry into higher education at age 18 (in 2004/05) or 19 (in 2005/06) for every state school student in England who was in Year 11 in 2001/02. Their objective was “to understand whether individuals from materially deprived backgrounds or from ethnic minority groups are less likely to attend HE”, having corrected for the lower performance grades at Key Stage 2 and GCSE that they tended to have in comparison to their better-off peers. 
9.4 The researchers used data on both higher education participants and non-participants to show that the gap in higher education participation between richer and poorer students is largely explained by the weak academic achievement of poor children in secondary school. These findings suggest that widening participation in higher education requires intervention well before the point of entry into higher education if the attainment of children from poorer backgrounds is to be improved.  Interestingly, ethnic minority students are more likely to go to university than white British students but students from state schools and poor backgrounds are less likely to participate in higher education. When they do participate they usually do not attend top universities. 

9.5 Hayward and Ertl investigated the transition process between vocational training and higher education. Their project ‘Degrees of Success: The Transition between VET and HE’ looked at those with vocational qualifications who made the transition to HE. Their main method involved analysing several existing large-scale datasets provided by UCAS and HESA and following up with in-depth studies in five higher education institutions. This latter phase provided data from over 1,700 analysed questionnaires and interviews with 40 students, 29 lecturers and 12 admissions staff. Their findings suggested that those with a combination of vocational and academic qualifications were more likely to participate in higher education than those with vocational qualifications alone. Those with vocational qualifications alone were not likely to be offered a place in the top universities and were proportionately more likely not to get a place in any institution and more likely to drop out after their first year. 

10 Summary

10.1 Although the TLRP research has been carried out primarily outside of Northern Ireland, the issues at the centre of the various projects are of general concern across the UK. The projects reviewed here therefore have varying degrees of relevance to the Department for Employment and Learning’s aim ‘… to promote learning and skills, prepare people for work and to support the economy’.

10.2 It is not unreasonable to assume that learning and skills development, and therefore employability, will be best served if the training for workforce development is of the highest quality. To this end it is important for the post-compulsory education system to ensure they are striving to recruit the best tutors and to expect them to deliver the highest quality of teaching. The TLRP focused on research into how teaching and learning across the various education phases and sectors can be improved and its most widely cited output is its set of ten research-informed principles defining ‘effective pedagogy’ (see Appendix 4). The essential rationale for the principles is that improving pedagogy is a key to improving training and training outcomes. Further and higher education institutions are encouraged to review their teaching and learning practices in the light of these widely acclaimed principles.
10.3 As the review sections above demonstrate, the TLRP programme provides a variety of research findings, including new and emerging insights, about the social, structural and resource-related complexities of education and training. Appendix 3 offers a digest of the key findings from each of the projects reviewed in this report, set out under three categories: Improving the Quality of Provision in Post-compulsory Education, Skills and Workforce Development, and Widening Participation in Post-compulsory Education. 

10.4 Clearly boundaries between the findings are not absolute and many issues will overlap, serving only to reinforce the view that policy and practice in these fields is subject to complex interacting influences. However, while acknowledging a degree of repetition, it is worth drawing out three categories of findings in this concluding section. These categories are: Challenging assumptions; Emerging ways of understanding and improving workplace learning processes; and Student/employee perspectives. Arguably some of these can relate directly to the interests of the main stakeholder groups in Northern Ireland, that is policymakers, employers and both further and higher education sectors. These groups may draw benefits from reflecting upon or using the findings as appropriate. 

· Challenging assumptions

10.5 Several projects challenge what some may argue are commonly held assumptions or views. Brown et al, for example, question the notion that a global competitive advantage can be won from simply having a highly qualified and technically skilled workforce. Yes, they say, that is part of the answer but one on which the emerging giants of China and India, for example, have already taken a leading position. They argue that most multi-national companies are now more likely to go for high quality ‘soft’ skills such as initiative, perseverance, time-management and team-working. In common with this finding the Department is committed to working with HEIs and  other administrations in the development of the Higher Education Achievement Report (HEAR). The HEAR will eventually capture a blend of knowledge, skills and experience acquired through a range of higher education experiences. The University of Ulster is currently one of the eighteen institutions participating in the HEAR pilot.

10.6 In the context of the quality of (higher education) outcomes, Crozier and Reay challenge the view that students from relatively disadvantaged backgrounds are a ‘high risk’ for lack of commitment and dropping out. They argue that these students can be just as committed as their better-off peers but need targeted financial support to overcome the stresses that these same better-off students do not experience.   The Department already offers a range of targeted financial support to, inter alia, those from low income backgrounds as part of its responsibility for the administration of student support.  

10.7 In a widening participation context, both Crozier and Reay and Vignoles et al also challenge any assumption that the problems of participation should be addressed primarily by the higher education institutions alone. The argument is made that attention to developing awareness and positive aspirations must begin much earlier, for example in primary schools. 

10.8 In the policy context, Coffield et al have also challenged the assumption that increased participation and higher success rates for students in higher education necessarily mean that widening participation policy is achieving its goals. They argue instead that improvement in equity and inclusion requires greater and more integrated input from a wider variety of stakeholders including employers, unions and community services. Hayward and Ertl’s project also suggests that those with a combination of vocational and academic qualifications are more likely to participate in higher education than those with vocational qualifications alone. Those with vocational qualifications alone were not likely to be offered a place in the top universities and were proportionately more likely not to get a place in any institution and more likely to drop out after their first year.

10.9 Widening participation in higher education, in particular for students from disadvantaged backgrounds as well as those with learning difficulties or disabilities, is a key priority for the Department. The issue of widening participation is currently addressed through a broad series of policy measures. In common with the findings of the research above (10.6-10.8) DEL has sought to ensure that a wide variety of stakeholders, including representatives from business and community groups, are involved in the steering groups developing its Northern Ireland Strategy for Widening Participation. This new Strategy will add to the Department’s policy measures and will aim to tackle inequality and break down inter-generation inheritance of inequity at early stage. Issues around aspiration and attainment, recruitment and selection retention and progression, and finally targets will be considered as part of the Strategy.

10.10 Continuing the higher education theme, Ivanic et al highlight the mistaken assumption of many lecturers (and indeed their students) that everyday literacy activities have no educational value. Their project has demonstrated the potential of everyday reading and writing activities to enhance learning and literacy. 
· Emerging ways of understanding and improving workplace learning processes
10.11 In workplace learning for skills development, Rainbird et al and Felstead et al have shown that ‘expansive’ contexts – flexible opportunities for employees to develop their skills – are more effective than ‘restrictive’ contexts that have fixed goals and limited skill identification. Felstead et al also unpick the social complexity of the workplace and argue that there are benefits, such as raised aspirations and more opportunities to learn, to be had from increasing individual responsibilities.

10.12 On a similar theme, Eraut et al provide evidence that a key factor in successful workplace learning is the contribution of the local manager in creating the right circumstances for learning, for example, through ensuring there are opportunities for employees to learn together on challenging tasks.
· Student/employee perspectives
10.13 There are many surveys of student views but some of the TLRP projects presented less widely appreciated perspectives from students for consideration by higher education institutions. For example, Brennan et al would argue that students will often rate social and personal change, arising from undertaking higher education studies, higher than the academic achievement itself. Mary Fuller et al suggest that disabled students may be reluctant to disclose their disability and may do so only to ensure they achieve reasonable adjustments to the conditions of their courses. Finally, in this selection of findings, Wolf et al’s report on employees’ views of training suggests that if it is not geared towards everyday working activities it may be viewed as ‘pointless’ and any gains may not endure. 

10.14 Other findings could just as easily be singled out for special mention but it is important to note that the TLRP investment gave rise to over 1,500 outputs and resources across the education sectors. It would be difficult for any review to do justice to all aspects of such a major programme of research so readers who wish to find out more are encouraged to visit the main website:

www.tlrp.org.uk
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Referenced TLRP Projects (Alphabetic)
Biesta, Field, Goodson, Hodkinson & Macleod, Learning Lives: Learning, Identity and Agency in the Lifecourse
Brennan, Jary, Osborne & Richardson, The Social and Organisational Mediation of Learning
Brown, Lauder & Ashton, Globalisation and Skill Formation Strategies of MNCs: A Comparative Analysis
Coffield, Hodgson, Spours & Finlay, Policy, Learning and Inclusion in the Learning and Skills Sector 
Crozier & Reay The social-cultural and learning experiences of working class students in higher education
Eraut, Maillardet, Miller & Steadman, Early Career Learning at Work: LINEA
Felstead, Unwin, Fuller, Bishop, Lee, Jewson & Kakavelakis, Learning as Work: Teaching and Learning Processes in the Contemporary Work Organisation
Fuller, Healey, Hurst, Riddell & Wareham, Enhancing the Quality and Outcomes of Disabled Students’ Learning in Higher Education
Fuller, Dyke, Foskett, Foskett, Heath, Johnston, Maringe, Rice &Taylor, Non-participation in HE: Decision - making as an embedded social practice
Hayward & Ertl, Degrees of success: The transition between VET and HE
Hockings & Bowl, Learning and teaching for social diversity and difference
Hodkinson, Gleeson, James and Postlethwaite & Biesta,Transforming Learning Cultures in Further Education
Hounsell, Entwistle, Anderson, Bromage, Day, Land, McCune, Meyer, Nisbet & Reimann, Enhancing Teaching-Learning Environments in Undergraduate Courses
 Hoyles, Noss, Kent, Guile & Bakker, Techno-mathematical Literacies in the Workplace
Ivanic, Barton, Edwards & Mannion, Learning and working in Further Education in Wales
Jephcote, Salisbury, Roberts &Rees, Learning and working in Further Education in Wales
McNally, Boreham, Cope & Stronach, Enhanced Competence-based Learning in Early Professional Development 
Newman, The Effectiveness of Problem Based Learning in Promoting Evidence Based Practice
Parry, Bathmaker, Brooks & Smith, Universal Access and Dual Regimes of Further and Higher Education
Rainbird, Evans, Hodkinson, Unwin, Munro, Senker, Fuller & Hodkinson and 
Sakamato-Vandenberg & Kersh, Improving Incentives to Learning in the Workplace
Smith, Moran, McCully & Clarke, A Values-based Approach to Teacher Education
Vignoles, Goodman, Machin & McNally, Widening participation in higher education: A quantitative analysis
Williams, Davis, Wake, Nicholson, Hutcheson & Black, Keeping open the door to mathematically-demanding FE and HE programmes
Wolf, Evans & Bynner, Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning
Referenced TLRP Projects (Sector)
Further and Post 16 Education
Coffield, Hodgson, Spours & Finlay, Policy, Learning and Inclusion in the Learning and Skills Sector 
Hodkinson, Gleeson, James and Postlethwaite & Biesta,Transforming Learning Cultures in Further Education
Ivanic, Barton, Edwards & Mannion, Literacies for Learning in Further Education 

Jephcote, Salisbury, Roberts &Rees, Learning and working in Further Education in Wales
Higher Education
Brennan, Jary, Osborne & Richardson, The Social and Organisational Mediation of Learning
Crozier & Reay The social-cultural and learning experiences of working class students in higher education
Fuller, Healey, Hurst, Riddell & Wareham, Enhancing the Quality and Outcomes of Disabled Students’ Learning in Higher Education
Fuller, Dyke, Foskett, Foskett, Heath, Johnston, Maringe, Rice &Taylor, Non-participation in HE: Decision - making as an embedded social practice
Hayward & Ertl, Degrees of success: The transition between VET and HE
Hockings & Bowl, Learning and teaching for social diversity and difference
Hounsell, Entwistle, Anderson, Bromage, Day, Land, McCune, Meyer, Nisbet & Reimann, Enhancing Teaching-Learning Environments in Undergraduate Courses
Newman, The Effectiveness of Problem Based Learning in Promoting Evidence Based Practice
Parry, Bathmaker, Brooks & Smith, Universal Access and Dual Regimes of Further and Higher Education
Smith, Moran, McCully & Clarke, A Values-based Approach to Teacher Education
Vignoles, Goodman, Machin & McNally, Widening participation in higher education: A quantitative analysis
Williams, Davis, Wake, Nicholson, Hutcheson & Black, Keeping open the door to mathematically-demanding FE and HE programmes
Workplace Learning
Brown, Lauder & Ashton, Globalisation and Skill Formation Strategies of MNCs: A Comparative Analysis
Eraut, Maillardet, Miller & Steadman, Early Career Learning at Work: LINEA
Felstead, Unwin, Fuller, Bishop, Lee, Jewson & Kakavelakis, Learning as Work: Teaching and Learning Processes in the Contemporary Work Organisation
Hoyles, Noss, Kent, Guile & Bakker, Techno-mathematical Literacies in the Workplace
Rainbird, Evans, Hodkinson, Unwin, Munro, Senker, Fuller & Hodkinson and
Sakamato-Vandenberg & Kersh, Improving Incentives to Learning in the Workplace
Wolf, Evans & Bynner, Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning
Professional Learning
McNally, Boreham, Cope & Stronach, Enhanced Competence-based Learning in Early Professional Development 
Lifelong Learning
Biesta, Field, Goodson, Hodkinson & Macleod, Learning Lives: Learning, Identity and Agency in the Lifecourse
Referenced TLRP Projects (Phase)
Phase I (networks) 
Rainbird, Evans, Hodkinson, Unwin, Munro, Senker, Fuller & Hodkinson and
Sakamato-Vandenberg & Kersh, Improving Incentives to Learning in the Workplace
Phase II 
Eraut, Maillardet, Miller & Steadman, Early Career Learning at Work: LINEA
Hodkinson, Gleeson, James and Postlethwaite & Biesta,Transforming Learning Cultures in Further Education
Hounsell, Entwistle, Anderson, Bromage, Day, Land, McCune, Meyer, Nisbet & Reimann, Enhancing Teaching-Learning Environments in Undergraduate Courses
Phase III 


Biesta, Field, Goodson, Hodkinson & Macleod, Learning Lives: Learning, Identity and Agency in the Lifecourse
Brennan, Jary, Osborne & Richardson, The Social and Organisational Mediation of Learning
Coffield, Hodgson, Spours & Finlay, Policy, Learning and Inclusion in the Learning and Skills Sector 
Felstead, Unwin, Fuller, Bishop, Lee, Jewson & Kakavelakis, Learning as Work: Teaching and Learning Processes in the Contemporary Work Organisation
Fuller, Healey, Hurst, Riddell & Wareham, Enhancing the Quality and Outcomes of Disabled Students’ Learning in Higher Education
Hoyles, Noss, Kent, Guile & Bakker, Techno-mathematical Literacies in the Workplace
Ivanic, Barton, Edwards & Mannion, Literacies for Learning in Further Education 

McNally, Boreham, Cope & Stronach, Enhanced Competence-based Learning in Early Professional Development 
Wolf, Evans & Bynner, Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning
Welsh Extension 
Jephcote, Salisbury, Roberts &Rees, Learning and working in Further Education in Wales
Northern Ireland Extension 
Smith, Moran, McCully & Clarke, A Values-based Approach to Teacher Education
Widening Participation in Higher Education 
Crozier & Reay The social-cultural and learning experiences of working class students in higher education
Fuller, Dyke, Foskett, Foskett, Heath, Johnston, Maringe, Rice &Taylor, Non-participation in HE: Decision - making as an embedded social practice
Hayward & Ertl, Degrees of success: The transition between VET and HE
Hockings & Bowl, Learning and teaching for social diversity and difference
Parry, Bathmaker, Brooks & Smith, Universal Access and Dual Regimes of Further and Higher Education
Vignoles, Goodman, Machin & McNally, Widening participation in higher education: A quantitative analysis
Williams, Davis, Wake, Nicholson, Hutcheson & Black, Keeping open the door to mathematically-demanding FE and HE programmes
Associated Projects 

Brown, Lauder & Ashton, Globalisation and Skill Formation Strategies of MNCs: A Comparative Analysis
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Brennan, Jary, Osborne & Richardson, The Social and Organisational Mediation of Learning
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Wolf, Evans & Bynner, Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning
 Learning Lives: Learning, Identity and Agency in the Life Course (2003 - 2007) 
Gert Biesta (University of Stirling)
John Field (University of Stirling)
Ivor Goodson (University of East Anglia)
Phil Hodkinson (University of Leeds)
Flora Macleod (University of Exeter)
Learning Lives was the first large-scale longitudinal study of its kind into the learning biographies of 150 adults aged between 25 and 65+. Through interviews, observation and documentation and by using a life-history approach the project traced and reconstructed the learning biographies of a wide range of different adults in different contexts and stages of their lives, both retrospectively and over a 30-month ‘real time’ period. The life-history study was complemented by a longitudinal survey study over the same period. 

The research focussed on the significance and impact of life course transitions upon learning, identity and agency. Key transitions include migration (travellers, international and intra-national migrants, asylum seekers), life, family and community transitions (individual, community and family support), age/stage transitions (careers guidance; adult education) and work transitions (redundancy; work based learning and trade union education).

Learning Lives aimed to provide an empirical informed understanding of the reality of learning throughout the lifespan from the point of view of those for whom learning does – or does not – matter. It aimed to deepen understanding of the complexities of learning throughout the lifecourse, with a focus on the relationships between learning, identity and agency. On the basis of this, the project identified, implemented and evaluated learning, teaching and guidance strategies for sustained positive impact upon learning opportunities, dispositions and practices and upon the empowerment of adults. 

The main findings and implications of this project are:

	Findings
	Implications

	Learning is ubiquitous in all stages of life and varies in significance and value.


	Broad and varied opportunities for learning should be available throughout the life course, and should be underpinned by accessible information, advice and guidance.

	Learning is complex and multi-faceted, and can only be understood in the context of relationships between people.


	Support for learning includes but goes far beyond teaching. Good support requires adaptation to personal circumstances and situations, and the building of valued relationships.

	People can learn from their lives through the stories they tell about them. This is important for their sense of identity and ability to act independently.
	There is no ready-made curriculum for narrative learning. Prescriptive modes do not help people to construct their own identity in narrative form.


More information is available on the project’s website at www.learninglives.org
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The social and organisational mediation of university learning (2004 - 2007)
John Brennan (Open University)
David Jary (University of Birmingham)
Mike Osborne (University of Stirling)
John Richardson (Open University)

The aim of this project was to increase our understanding of the range of learning outcomes of an increasingly diverse higher education system and to investigate how these are socially and organisationally mediated. Social mediation refers primarily to the social mix of students and the characteristics of the student culture and lifestyle. Organisational mediation refers primarily to the principles underlying the organisation of the curriculum (for examples, the boundaries between different subjects and the links – formal and informal - between academic knowledge and workplace and other sources of knowledge).

The study concentrated on students and graduates in three contrasting subjects – biology, business studies and sociology. For each subject, five study programmers were selected to represent the different social and organisational features in which the project was interested. Students from these programmes were investigated at various stages during and following their undergraduate careers with a focus on their conceptions of learning and personal and professional identity. The results were set within the context of subject benchmark statements and programme specifications.
The main findings and implications of this project are:

	Findings
	Implications

	Although students now learn in many different contexts, many of the learning outcomes are similar. 
	Universities’ ‘good’ or ‘bad’ reputations may not always correspond to differences in what students learn.

	Students differ in their priorities and in their engagement with their studies, with university life and with life outside university.
	Universities need to understand and take into account the range of students and types of engagement.

	Students often appear to consider personal and social change more important than the academic.
	Policies that prioritise knowledge, skills and employability may not be in tune with students’ priorities.

	Some universities cope with increased diversity by effectively running ‘parallel’ institutions for different types of student.
	Diversity requires universities to satisfy students’ very different needs.


More information is available on the project’s website at http://www.tlrp.org/proj/phase111/brennan.htm 
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Globalization and the Skill Formation Strategies of MNCs: A Comparative Analysis (2004 - 2006)
Phil Brown (Cardiff University) 

Hugh Lauder (University of Bath)
David Ashton (Cardiff University)
The British government, like those of other developed countries, believes that learning equals earning. Having a workforce with world-class, knowledge-based skills is seen as the route to prosperity, greater equality and social cohesion. The conviction that knowledge-driven economies require more graduates has fuelled the expansion of higher education across the world. 

However, many policy assumptions, including that high skills offer Britain a competitive advantage, are challenged by this study. The first of its kind by UK academics, it examines the future of skills in an increasingly integrated global marketplace. Researchers analysed the skills strategies of leading multinational companies in four sectors and seven countries – China, India, the US, Korea, Singapore, Germany and the UK. Senior policy-makers and company officials were interviewed to discover the extent to which workforce skills influenced investment decisions and the impact of corporate skills strategies on national policies.

The main findings and implications of this project are:

	Findings
	Implications

	Multinational companies are increasingly employing highskilled graduate workers in low-cost countries.
	Policy-makers in the UK need to confront prospect of rising inequality and unmet expectations in a high-skilled, but low-waged economy.

	Multinational companies are still engaged in a war for top talent despite the global rise in graduate numbers.
	Policy-makers need to tackle increasing polarization of graduate careers in a ‘winner-takes-all’ jobs market.

	Multinational companies are attempting to standardize ‘knowledge’ work just as manufacturing processes were standardised.
	Policy-makers must address fundamental issues about the role and content of mass higher education.

	Multinational firms are more concerned with employee performance and personality than with formal qualifications.
	


More information is available on the project’s website at http://www.tlrp.org/proj/phase111/assoc_brown.html  
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Policy, Learning and Inclusion in the Learning and Skills Sector (2003 - 2006)
Frank J Coffield (London IoE)
Ann Hodgson (London IoE)
Ken Spours (London IoE)
Ian Finlay (Strathclyde)
The Learning and Skills Act 2000 created a unified sector for the planning and funding of post-16 education and training in England, under the Learning and Skills Council. This was accompanied by significant additional investment and participation and success rates have risen. However, the radical policy-shift toward a ‘demand-led’ system is not well understood by the many players in the Learning and Skills Sector. Area-based planning has been replaced by widespread uncertainty about how a system led by employer and individual demand can work. There are also concerns about provision for learners who are expensive to train (for example in construction and engineering), who are not in a priority group, or who live in sparsely populated areas.

This project examined the impact of policy on learning and inclusion for three groups of disadvantaged learners:

• Adult basic skills students in the community

• Adults in the workplace

• Level 1 and 2 learners in FE colleges.

The main findings and implications of this project are:

	Findings
	Implications

	Top-down funding and targets within a new market model have high costs and unpredictable outcomes.
	This model could destabilise institutions and exclude those most in need. There should be a new settlement between national, regional and local decision-making.

	Practitioners face too many quickly-introduced, bureaucracy heavy changes which divert them from teaching and learning.
	Change should be gradual, incorporating professional participation and feedback.

	Learners saw their relationships with tutors as key to their success.
	The learner-tutor relationship is at the heart of the system and policy needs to support this.

	Considerable inequity persists despite increased investment.
	Equity should be a high priority, with disadvantaged groups receiving greater resources.


More information is available on the project’s website at http://www.tlrp.org/proj/phase111/coffield.htm
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The social-cultural and learning experiences of working class students in higher education (2006 - 2008)
Gill Crozier (University of Sunderland)

Diane Reay (University of Cambridge)
This research explored working class students' experiences of higher education, once at university, their impact on their learner and cultural identities, and the implications of these for their progress and retention. The research employed mixed methods across four institutions, located in three different geographical areas, comprising an elite, 'red brick' and post 1992 university and a college of Further Education, offering Foundation degrees.

The project sought to compare the social and cultural experiences of working class students in different types of universities in order to identify any similarities and differences. This helped to understand how the students see themselves as learners and whether they see a need to operate strategically in order 'to stay in and get on'. The project aimed to find out whether working class students feel the need to adapt and change their identities in order to survive and progress at university or whether they resist any pressures and expectations to do so; also whether and if so how, this impacts on their learning and their ability to stay the course.
The main findings and implications of this project are:

	Findings
	Implications

	Working-class students demonstrate great resilience and commitment to their studies despite structural  discrimination and oppression.
	Working-class students should not be seen as high risk or problematic.



	Students’ attitudes to learning can be damaged – or enhanced – as a result of structural inequalities between universities.
	Policy-makers need to tackle the unequal funding streams and the drift back to a divided university sector.

	Working-class students often feel disconnected from university where their experience is marked by tension and competing demands.
	Students need more financial support so that they do not need to take jobs while studying.

	Students’ learner identities are influenced by school, social circumstances and the reality of university life.
	More work needs to be done in primary schools to raise aspirations and to help children understand how to fulfil them.


More information is available on the project’s website at http://www.tlrp.org/proj/wphe/wp_crozier.html
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Early Career Learning at Work: LINEA (2001-2004)
Michael Eraut (University of Sussex)
Frederick Maillardet (University of Brighton)
Carolyn Miller (University of Brighton)
Stephen Steadman (University of Sussex)
LINEA was a longitudinal study of the workplace learning of 40 newly qualified nurses, 36 graduate engineers and 14 trainee chartered accountants. Data were collected during four 1-2 day visits to each participant over 3 years, designed to observe them at work, conduct a recorded interview and carry out short opportunistic interviews with significant others in the workplace. So what affects learning at work? For novice professionals to make good progress, a significant proportion of their work should be sufficiently new to challenge them without being so daunting as to reduce their confidence. Their workload should allow them to respond to new challenges reflectively, rather than developing coping mechanisms that might later prove ineffective. Only one problem was common across all the professions – novices’ concerns about meeting both their own and their employers’ expectations resulted from inadequate feedback about the standard of their work. This weakened their motivation and commitment to the organisation.
The main findings and implications of this project are:

	Findings
	Implications

	Most learning takes place through doing the work, and is triggered by challenging work and by consulting or working alongside others.
	The allocation and structuring of work are key for learning. Learning from others depends on good relationships and a learning culture.

	Much learning entails active support from colleagues or designated mentors or coaches.
	On-the-spot support from colleagues is key during the first few months. The quality of feedback and emotional support from coaches is critical.

	Confidence and personal agency enhance learning and are developed by learning opportunities and a supportive workplace climate.
	The local manager needs to create mutual trust and a learning culture, with opportunities for learning together on challenging tasks


More information is available on the project’s website at http://www.tlrp.org/proj/phase11/phase2d.html 
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Learning as Work: Teaching and Learning Processes in the Contemporary Work Organisation (2003 - 2008) 

Alan Felstead (University of Cardiff)
Lorna Unwin (Institute of Education)
Alison Fuller (University of Southampton)
Dan Bishop (University of Cardiff)
Tracey Lee (University of Cardiff)
Nick Jewson (University of Cardiff)
Konstantinos Kakavelakis (University of Cardiff)
This multi-disciplinary project aimed to break new theoretical and methodological ground by examining the interplay of the organisational context with processes of individual/group teaching and learning at work. It assessed the implications for workplace learning opportunities for employees at all levels in both the public and private sectors. 

In particular, it investigated the hypothesis that workplaces which exhibit high involvement characteristics and 'expansive' learning environments provide employees with greater opportunities to engage in and attain new skills and knowledge through learning at work than would be the case for employees in low involvement ('restrictive') workplaces. 

In keeping with its collaborative and transformative approach, the project sought to: improve the process of and learning outcomes from workplace learning in the case study organisations; and influence and inform the practitioner and policy-making communities in the field of workforce development.
The main findings and implications of this project are:

	Findings 
	Implications

	Employees in similar occupations may have very different experiences of learning at work.
	Occupational labels can be misleading indicators of the knowledge, skill and learning experiences of employees.

	Increased responsibility raises aspirations and creates more opportunities to learn.
	Organisations must ensure managers have the time and training to support learning at work.

	The value placed on an employee’s knowledge is influenced by their position within the ‘productive system’.
	Organisations need to recognise that knowledge is widely distributed among employees, not held only in ‘elite’ pockets.


More information is available on the project’s website at http://www.tlrp.org/proj/phase11/phase2d.html 
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Enhancing the Quality and Outcomes of Disabled Students’ Learning in Higher Education (2004 - 2007)
Mary Fuller (University of Gloucestershire)
Mick Healey (University of Gloucestershire)
Alan Hurst (University of Central Lancashire)
Sheila Riddell (Glasgow University)
Terry Wareham (University of Lancaster)
Over the past 15 years much has been done to make higher education more accessible to disabled students. Many more now embark on degree courses following changes in policy and funding, particularly the extension of disability discrimination legislation to education in 2001. Disabled students are now legally entitled to expect lecturers to make ‘reasonable adjustments’ to their curriculum, pedagogy and assessment methods.

In order to assess just how inclusive universities have become, this project tracked 31 disabled students in four universities – two post-1992, two pre-1992 – for three years. The researchers’ aim was to understand the students’ social and academic lives and the extent to which these were influenced by impairment, subject studied and type of institution. By listening to the voices of  students, academic staff, support staff and senior managers, they examined what barriers remain to inclusion and suggest how they can be removed.
The main findings and implications of this project are:

	Findings 
	Implications:

	Lecturers were generally supportive of disabled students, but were sometimes overwhelmed by requests for individual adjustments to curriculum, pedagogy and assessment.
	The development of inclusive and flexible curricula would require fewer individual adjustments and ensure fairness for all while maintaining academic standards. Many adjustments are in line with good teaching practice and benefit all students.



	Many of the adjustments lecturers made were formulaic and limited, particularly in the area of assessment.
	

	Lecturers were unsure about the balance between upholding academic standards and accommodating needs of disabled students.
	

	Disclosure and acceptance of the label of disability was problematic for some students.
	Better communication with and between  central services and academic departments would improve support for all disabled students.


More information is available on the project’s website at http://resources.glos.ac.uk/faculties/ehs/education/tlrp/index.cfm 
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Non-participation in HE: Decision - making as an embedded social practice (2006 - 2007)
Alison Fuller (University of Southampton)

Martin Dyke (University of Southampton)
Nick Foskett (University of Southampton)
Ros Foskett (University of Southampton)
Sue Heath (University of Southampton)
Brenda Johnston (University of Southampton)

Felix Maringe (University of Southampton)

Patricia Rice (University of Southampton)
John Taylor (University of Southampton)
This study examined the extent to which HE is conceived as 'within the bounds of the possible' for non-participants and explored how attitudes to HE and decisions about non-participation are embedded within 'networks of intimacy' consisting of family members and close friends. It hypothesised that such networks provide a critical context within which individuals' thinking about participation is embedded. 

Focusing on non-participants helped to generate evidence from networks with a spectrum of attitudes to and experience of HE, as well as from a variety of socio-economic backgrounds. Each case study was conducted in two parts: an initial structured interview with each 'entry point' individual to determine educational and employment histories, household and family composition, and details of their self-defined network of intimacy, followed by semi-structured interviews with each of these individuals plus five or six members of their network who were identified as sources of influence in the decision-making process. The focus at the macro and micro levels on non-participants and on adults at various stages in the life-course make this research distinctive, as existing research has tended to focus on non-traditional participants and applicants and on adults below the age of 30.
The main findings and implications of this project are:

	Findings 
	Implications:

	HE experiences within social networks critically shape the perceptions of ‘potentially recruitable’ adults across and within generations.
	Identification with entrants to HE who are ‘people like me’ in terms of education, social and employment background influences decision-making.

	The ‘potentially recruitable’ are living comfortable lives and usually see little need to participate in HE.
	The potential benefits of HE need to be made more apparent to the ‘potentially recruitable’ group.

	Nevertheless, there is an appetite for high quality, work-related, employer supported provision, and for recognised qualifications that offer tangible returns.
	More high quality, work-related provision by employers could release latent employee demand.

	No single agency has widening participation in HE across the life course as its core mission.
	There is untapped need for professional information, advice and guidance for adults.


More information is available on the project’s website at http://www.tlrp.org/proj/wphe/wp_fuller.html 
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Degrees of Success: The Transition between VET and HE (2006-08)
Geoff Hayward (University of Oxford)

Hubert Ertl (University of Oxford)
This project investigated the transition processes between vocational and higher education (HE). The underlying assumption is that people with vocational qualifications can widen participation in HE. The project tested this assumption by analysing a number of existing datasets, most importantly HE access data provided by UCAS for the last ten years and HE participation data from HESA. The resulting map of the landscape of transition was then further investigated using a focused research design looking at the learning experiences of young people who have made the transition from VET to HE.

The project regards learning and teaching processes as intertwined, and, therefore, the perceptions of HE lecturers and admissions staff regarding students with a background in vocational education were analysed.
The main findings and implications of this project are:

	Findings 
	Implications:

	The main target groups for widening participation are over-represented among applicants to HE from a VET background.
	Increasing the proportion of students from a VET background would contribute to wider access to HE.

	Students with combined vocational and academic qualifications have significantly greater access to HE than those with VET qualifications alone.
	Processes which support students in combining academic and vocational qualifications need to be strengthened and developed.

	VET students are overrepresented in less selective institutions.


	Parity of esteem between vocational and academic qualifications remains a myth. This could have serious implications for the introduction of Diplomas.

	Many HE lecturers have limited awareness of the diverse qualification backgrounds of their students.
	More appropriate approaches to teaching and learning require better understanding of students’ VET backgrounds.


More information is available on the project’s website at http://www.tlrp.org/project%20sites/degrees/index.html
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Learning and teaching for social diversity and difference (2006 - 2008)
Christine Hockings (University of Wolverhampton
Marion Bowl (University of Birmingham)
This research project explored ways of enhancing the learning and teaching environment to improve the academic engagement and participation of a diverse range of students, particularly in relation to differences in class and academic background, age, gender and ethnicity.
The main findings and implications of this project are:

	Findings 
	Implications:

	Students value teaching that recognises their individual academic and social identities and that addresses their particular learning needs.


	University teachers need to develop inclusive pedagogic practices and curricula that take account of the diverse interests and needs of students in each class.

	The notion that there are traditional and non-traditional students is too simplistic, and limits the development of inclusive, engaging teaching.
	Universities should help create a more sophisticated understanding of diversity that reflects students’ range of social, cultural and educational backgrounds.

	Systems designed for quality assurance and maximising economic efficiency constrain teachers’ capacity to teach in inclusive ways.


	University leaders need to ensure that systems do not limit the learning of students from diverse cultural, social and educational backgrounds.


More information is available on the project’s website at http://www.tlrp.org/proj/wphe/wp_hockings.html 
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Transforming Learning Cultures in Further Education (2001-2005)
Phil Hodkinson (University of Leeds)
Denis Gleeson (University of Warwick)
David James (University of the West of England)
Keith Postlethwaite (University of Exeter), 
Gert Biesta (University of Exeter) (from Sept 03)
The research was based upon a partnership between four universities and four further education (FE) sector colleges from the North, Midlands and South of England. 16 FE learning ‘sites’ provided the focuses for an intensive examination of educational practice, learning and learning cultures by means of a four-year longitudinal study. The principal aims of the project were to deepen understanding of the complexities of learning; identify, implement and evaluate strategies for the improvement of learning opportunities; and enhance practitioners' capacity for enquiry into FE practice. 

The partnership involved close collaboration between FE- and university-based researchers and FE teachers, students and managers and was integrated with existing communities of practice, with the object of strong impact on the practice of those involved. The project was backed by an elaborate dissemination plan supported by the Learning and Skills Development Agency (LSDA). Project activities and outcomes were reported to practitioners, managers and policy-makers within and beyond the four selected FE colleges through local, regional and national workshops, seminars, conferences and publications.

Opportunities for participation were extended to an expanded network of practitioners, managers and policy-makers. They researched their own practices using ideas developed within the project, and operationalised, experimented with and evaluated the themes identified by the project teams. Their insights were fed back into the on-going work and thinking of the college-based project teams and the project as a whole.
The main findings and implications of this project are:

	Findings 
	Implications:

	Learning in FE is shaped by complex cultural relationships.
	The most effective way to improve learning is to change learning cultures.

	The nature of good learning and teaching varies from context to context.

	Improved learning in FE needs adequate and stable financing, consistency in policy objectives over time, and enhanced staff professionalism.

	Learning outcomes are many and varied. Not all are beneficial.
	There is a need to recognise a greater range of learning outcomes as valuable.

	Inadequate and unstable funding, along with overemphasis on measured outcomes, is damaging learning in FE.
	National policy should concentrate on creating greater professional autonomy and expertise, audited against published principles.


More information is available on the project’s website at http://education.exeter.ac.uk/tlc/homepage.htm
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Enhancing Teaching-Learning Environments in Undergraduate Courses (2001-2004)

Dai Hounsell (University of Edinburgh)

Noel Entwistle (University of Edinburgh)

Charles Anderson (University of Edinburgh)
Adrian Bromage (University of Coventry)
Kate Day (University of Edinburgh)
Ray Land (University of Coventry)
Velda McCune (University of Edinburgh)
Erik Meyer (University of Durham)

Jennifer Nisbet (University of Edinburgh)
Nicola Reimann (University of Durham) 
This project sought to develop subject-specific conceptual frameworks to guide institutional and faculty or departmental development of teaching-learning environments. The frameworks were deployed to integrate findings from research both with the professional knowledge of academic staff and with national and institutional criteria describing high quality teaching and learning. 

The aim was to assist those responsible for modules, courses or programmes of study to monitor, review and enhance the efficacy of teaching-learning environments by deploying data gathering and analytic tools which are evidence-based and have clear conceptual underpinnings. 

The project focused on four subject areas, chosen to provide good coverage of academic disciplines and professional areas: electronic engineering, cell and molecular biology, business economics, and history. Course settings were mainly chosen in clusters of universities around Coventry, Durham and Edinburgh, where the research team was based, whilst also encompassing a variety of traditional and innovative teaching-learning environments.
The main findings and implications of this project are:
	Findings 
	Implications:

	Students showed a growing ability to think about and approach their subject as an expert.
	These ‘ways of thinking and practising’ a subject offer a powerful means of evaluating the fundamental goals of a degree course.

	The subject studied shaped not only what students learnt, but also how they were taught and assessed.
	Attempts to improve teaching and learning must pay more heed to a subject’s distinctive characteristics.

	While learning was well supported on most courses, students were often unhappy with feedback on coursework.
	Feedback needs to be faster and more helpful, especially to new students in large and diverse classes.

	Conceptually-focused research evidence about students’ experiences helped staff ‘fine-tune’ courses.
	Use of such evidence can systematically enhance teaching and learning for students.


More information is available on the project’s website at http://www.etl.tla.ed.ac.uk/ 
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Techno-Mathematical Literacies in the Workplace (2003 - 2007)
Celia Hoyles (London Knowledge Lab, Institute of Education)
Richard Noss (London Knowledge Lab, Institute of Education)
Phillip Kent (London Knowledge Lab, Institute of Education)
David Guile (London Knowledge Lab, Institute of Education)
The mathematical skills required of today’s employees have changed hugely. The computers that dominate workplaces now dictate the skills staff need, though staff often have no real grasp of what their screens are telling them or the ‘invisible’ maths that underpins an IT system. Such techno-mathematical literacies are not yet being reliably taught by schools and companies struggle to impart them to employees. 
Working with companies involved in packaging, car manufacture and financial services, researchers set out to identify the techno-mathematical literacies staff needed to do their job well. They focused on middle-ranking employees’ understanding of the mathematical aspects of their work – such as computer outputs – and how well they communicated them. The project team then developed learning materials to improve employees’ understanding of symbolic data and their ability to make decisions based on that understanding.
The main findings and implications of this project are:

	Findings 
	Implications:

	Staff need techno-mathematical literacies if companies reliant on IT systems are to flourish.
	Training that merely re-teaches school mathematics will not close the skills gap.

	IT systems are based on models involving mathematics that is largely hidden to the employee.
	Techno-mathematical literacies are rarely picked up on the job and need to be developed explicitly.

	Employees often regard symbolic data – numbers, graphs and tables – as labels or pictures with no appreciation of the underlying mathematics.
	Techno-mathematical literacies are an effective challenge to such ‘pseudo-mathematics’.

	Interactive software can make models of work processes more visible and manipulatable.
	Employers and educators must co-operate in the design of such software if the skills gap is to be closed.


More information is available on the project’s website at http://www.lkl.ac.uk/research/technomaths/
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Literacies for Learning in Further Education (2003 - 2006)
Roz Ivanic (University of Lancaster )

David Barton (University of Lancaster )

Richard Edwards (University of Stirling )

Greg Mannion (University of Stirling)

This three-year project explored students’ vernacular literacy practices alongside those that are required of them on their college courses. While students are regularly portrayed as belonging to the ‘media generation’ and their literacy practices are often devalued, this project identified ways of mobilising students’ everyday literacies in the college environment to enhance their learning.

This project was conducted as a two-university  partnership, in two FE sites in Scotland and two in England. 11 curriculum areas were researched across the 4 sites. This project collected evidence through literacy diaries (using a clockface), student photos and photo-based interviews.
The main findings and implications of this project are:

	Findings 
	Implications:

	Although public discussion focuses on students’ deficits in literacy, they engage in rich and varied literacy activities in their daily lives.
	Students’ learning is enhanced when FE teachers recognise and tap into these practices in their courses.

	Tutors often ignore the communicative aspects of learning, rather than explaining what they mean by terms such as ‘analysis’ or ‘essay’.
	Tutors can make the communicative aspects of learning more explicit and visible.

	Tutors often feel constrained to use existing assessments, even though changing them would benefit students’ learning.

	Students should be assessed on their capacity to engage in the actual literacy practices for which their vocational and academic courses are preparing them.


More information is available on the project’s website at http://www.lancs.ac.uk/lflfe
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Learning and Working in Further Education in Wales (2004-07)
Martin Jephcote (Cardiff University)

Jane Salisbury (Cardiff University)

John Roberts (University of Wales, Newport)

Gareth Rees (Cardiff University)
The aim of this project was to add to our knowledge and understanding of how learning and working in Further Education in Wales relate to each other The distinctive focus of the project was on the ways in which learning of all kinds are a product of the social interaction between students and teachers and the ways in which learning processes are influenced by the policy framework through which Further Education in Wales is regulated, as well as the wider economic and social context in which learning and these interactions take place. Individual interviews with teachers and students and the completion of reflective journals, focus group interviews with students and ethnographic classroom observation provided a rich data source.
The main findings and implications of this project are:

	Findings
	Implications:

	Teachers are under pressure to retain students and maximise qualification rates against a background of constant change.
	Managers and policy makers must accept that the pressures associated with retaining students and maximising qualification rates destabilise teachers and add to their workload.

	Some students lack the knowledge and skills for learning because of previous negative experience in school.
	Transition of students to further education and acquisition of basic skills needs more attention.

	Participation and engagement in college are affected by the demands of students’ complex wider lives.
	Policy makers must acknowledge the support given by teachers. Students also need greater financial support.

	The pressures on teachers undermine and restructure their professionalism, professional identities and classroom practice.
	More recognition should be given to the individualised support that teachers provide to students.


More information is available on the project’s website at http://www.furthereducationresearch.org/
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Enhanced Competence-Based Learning in Early Professional Development (2003 - 2007) 

Jim McNally (University of Stirling)
Nick Boreham (University of Stirling)
Peter Cope (University of Stirling) 
Ian Stronach (Manchester Metropolitan University) 

The overall aim of this project was to improve the learning of new teachers and other new professionals by developing, evaluating and disseminating a research-based, practical model of early professional learning (EPL).  This model added value to previous approaches by integrating outcome-oriented competencies with non-formal learning, context and identity. The outcomes of the project had immediate relevance for programmes of professional induction and early professional learning and support in general. 
The main findings and implications of this project are:

	Findings
	Implications:

	In the first few months of teaching, the emotional and relational dimensions predominate. There is little explicit evidence of cognitive learning during this initial phase of identity formation. 
	There is a danger in over-relying on a standard for registration and other formal support to reflect, explain or enhance the new teacher’s lived experience of developing into a fully functioning professional. .

	Towards the end of the early phase there are signs of cognitive engagement with specific aspects of the teacher’s role, such as differentiation, that may suggest a staged adoption by new teachers of their professional standard.
	A dialogue with policy makers is needed to explore connections between the conflicting discourses of professional standards and the lived learning experiences of beginners.



	The use of practitioners in a central research role meant that ethnographic research interviews could be relatively open-ended, and deliver a deeper, more detailed picture of what new teachers were actually learning.
	Teachers as researchers have different experiences and understandings of the research process. These have implications for methodology and for the interaction between academics and practitioners.


More information is available on the project’s website at http://www.ioe.stir.ac.uk/research/projects/epl/index.php 
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The Effectiveness of Problem Based Learning in Promoting Evidence Based Practice (2000 - 2003)
Mark Newman (Institute of Education, University of London)
This project examined the proposition that Problem Based Learning (PBL) can assist students to achieve specific competencies and should be the method of choice for professional education. It is argued that it is particularly suitable to support the conditions that influence adult learning. There is growing interest in using PBL for the education of healthcare professionals, and a number of institutions have adopted forms of PBL for pre-registration education of Doctors, nurses and midwives. A systematic review of the effectiveness of PBL was carried out using the methodology developed by the international Cochrane/ Campbell collaborations. The empirical study comprised of a simple two group randomised controlled trial of two under-graduate level post-registration nursing education programmes, using problem-based and current teaching methods. Outcome measures included changes in learning styles, student performance on assessment, and assessment of practice. The study also assessed student and teacher satisfaction, and described the process of teaching/learning used in both the intervention and control groups.
The main findings and implications of this project are:

	Findings 
	Implications:

	In the Continuing Nursing Education Programme of an English HE institution, on all the measures used, students in the Problem Based Learning curriculum reported lower levels of satisfaction than those experiencing a traditional curriculum. Their dropout rate was ten times greater than in the control curriculum.


	Problem Based Learning can increase student dissatisfaction and drop-out. In the case studied, it did not appear to fit with the expectations and values about teaching and learning that prevail in professional and occupational cultures of nursing and the National Health Service. A Problem Based Learning Curriculum, of the sort studied here, seems insufficient to overcome these barriers or to change such cultures.

	Problem Based Learning, in the form studied, did not appear to meet students’ expectations about learning, teaching or their role as a student.
	Further study in other settings is required to identify whether improved student outcomes can be produced with Problem Based Learning. The results found here may be specific to the type of Problem Based Learning offered or to its implementation.

	The particular Problem Based Learning curriculum   which was studied resulted in a reduced teaching workload.


	A reduced teaching workload seems to favour Problem Based Learning, although the number of teacher hours per successful student is greater because of higher dropout rates.


More information is available on the project’s website at http://www.tlrp.org/proj/phase1/phase1fsept.html  
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Universal Access and Dual Regimes of Further and Higher Education (2006 - 2008)
Gareth Parry (University of Sheffield)
Ann-Marie Bathmaker (University of Sheffield)
Greg Brooks (University of Sheffield)
David Smith (University of Leeds)
The division between further and higher education in England is long-standing. This project examined the impact of this separation on strategies to widen participation in undergraduate education. Does it advance or inhibit a broadening of participation, or is its influence otherwise neutral? This influence was investigated at three levels: At the system level, the findings of policy interviews and statistical studies will be compared with international evidence on analogous systems. At the institutional level, a typology of dual sector organisations, partnerships and networks will be developed from an analysis of national datasets and a survey of further and higher education establishments. At the level of learning and teaching, fieldwork conducted in four partner institutions will assess the significance and meaning of moving between further and higher education and between short-cycle and first-degree education.  A key element in the study was research collaboration and capacity-building with partner institutions. 
The main findings and implications of this project are:

	Findings
	Implications:

	Although there is no developed rationale for a two-sector system, separate funding and quality regimes have emerged for further and higher education.
	Further and higher education need to be regarded as parts of a common enterprise, with mechanisms to recognise and support this.

	Policy development for dual sector education is uneven, unstable and led by higher education sector bodies.
	Further education colleges are not yet regarded as normal and necessary locations for higher education.

	Institutions attach themselves to the sector in which they mainly operate.
	Dual sector organisations do not have a clear mission or identity.

	Decisions to combine further and higher education are only partially informed by widening participation strategies.
	Equity and skills agendas are not easily aligned, but require careful co-ordination.

	The differences between further and higher education can hinder progression.
	An expansion of work-focused higher education will place new demands on access and transfer functions of dual sector institutions.


More information is available on the project’s website at http://www.shef.ac.uk/furtherhigher/
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Improving Incentives to Learning in the Workplace (2000-2003)
Helen Rainbird (University College Northampton)
Karen Evans (University of London, Institute of Education)
Phil Hodkinson (University of Leeds)
Lorna Unwin (University of Leicester)
Anne Munro (Napier University)

Peter Senker (University College Northampton)
Alison Fuller (University of Leicester)
Heather Hodkinson (University of Leeds) and Akiko Sakamato-Vandenberg (University of London, Institute of Education); Natasha Kersh (University of London, Institute of Education)
A network of five projects explored the contemporary workplace as a site for learning, looking for ways in which learning and incentives for learning could be improved. The network linked five universities drawing on disciplines including education, industrial relations and political economy. 

Analysis across the five projects identified three major themes. These concern: expansive and restrictive learning environments; regulatory and state interventions and the disposition of individual learners.
The main findings and implications of this project are:

	Findings 
	Implications:

	Workplaces can be more expansive or more restrictive as learning environments. Richer learning is found where the environment is more expansive.
	The expansive - restrictive framework provides a new way to analyse and assess the quality of learning environments, and to improve learning.

	Regulatory frameworks and government policy have significant direct and indirect impacts on opportunities for workplace learning.


	Improving workplace learning often entails making changes to regulatory frameworks. In particular, issues of worker status and unequal access to learning have to be addressed.

	The dispositions and tacit skills of workers influence the working environment and the ways in which workers react to and interact with that environment.


	One size fits all’ approaches to learning, imposed by management (or government) can meet problems, as workers respond in different ways. There may be resistance or strategic compliance rather than enthusiasm.


More information is available on the project’s website at http://www.tlrp.org/proj/phase1/phase1csept.html 
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A Values-based Approach to Teacher Education (2005 - 2007)
Alan Smith (University of Ulster)

Anne Moran (University of Ulster)

Alan McCully (University of Ulster)

Linda Clarke (University of Ulster)
This research investigated the area of values in Initial Teacher Education (ITE), induction and early professional development (EPD) within the context of a government review of the future of teacher education in Northern Ireland (NI). Additional challenges for teacher education were created by other key developments. These include a government commitment to abandon academic selection at age eleven by 2008, and a proposed new curriculum that places greater emphasis on values and skills-based learning, personal, social and health education, and citizenship. The NI e-learning strategy is well advanced with important implications for teacher education. This three-year research programme tracked a representative sample of PGCE students through induction and their first year of EPD. 
The proposal included testing of innovations in each of the three phases of the NI partnership model of teacher education, which have more widespread relevance for adopting a values-based approach to teacher education and development.
The main findings and implications of this project are:

	Findings 
	Implications:

	Student teachers anticipated correctly that ITE would challenge their values and attitudes and this involved reflection on both personal and professional values.
	Opportunities to engage student teachers with values-related issues needs to be made explicit and involve appropriate methodologies.

	Beginning teachers’ experiences of induction were inconsistent, with many describing the induction year as disjointed and disappointing.


	All beginning teachers should have professional development opportunities. Possibilities include a guaranteed induction year and the use of e-portfolios.

	Securing long-term employment continued to be a significant challenge for many beginning teachers. Many questioned the value of Professional Development Activities.
	Fragmented employment experiences for beginning teachers reduce the quality of the early professional development process.



More information is available on the project’s website at http://www.tlrp.org/proj/asmith.html 
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Widening participation in higher education: A quantitative analysis (2006 – 2007)
Anna Vignoles (University of London, Institute of Education)
Alissa Goodman (Institute of Fiscal Studies)
Stephen Machin (London School of Economics)
Sandra McNally (London School of Economics)
State-school pupils from deprived backgrounds or from particular ethnic minorities remain under-represented in higher education. More than three-quarters of pupils from professional families go on to study for a degree, compared to 14 per cent of those from unskilled backgrounds.

This project sought to provide a quantitative analysis of young people’s academic journeys. The aim was to determine at what age pupils from deprived backgrounds need to be targeted to maximise their chances of going to university. In particular, the project considered when socio-economic, ethnic and gender gaps in educational attainment emerged.
The main findings and implications of this project are:

	Findings 
	Implications:

	State-school pupils from deprived backgrounds remain far less likely to go to university than more advantaged children.
	Policy-makers need to continue to focus on narrowing the socio-economic gap in relation to university  attendance.

	Irrespective of background, pupils who achieve similar results at school have similar rates of university entrance.


	Improving the results of poorer pupils at secondary school will increase their participation in higher education.



	Ethnic-minority pupils are generally more likely to go to university than white British pupils.
	Policy-makers now need to concentrate on the type of university attended by ethnic minority students.


More information is available on the project’s website at http://www.tlrp.org/project%20sites/WPinHE/index.html
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Keeping Open the Door to Mathematically-Demanding FE and HE Programmes (2006-08)
Julian Williams (University of Manchester)
Pauline Davis (University of Manchester)
Geoff Wake (University of Manchester)
Su Nicholson (Loreto College)
Graeme Hutcheson (University of Manchester)
Laura Black (University of Manchester)
The research investigated how pedagogic cultures impact on student learning in mathematically demanding courses in FE and examined how such courses can be enhanced to widen participation for those at risk of marginalisation and drop out from participating and continuing with mathematics. The research formed a comparison of two FE mathematics programmes: an inquiry based, applied programme known as Use of Mathematics (UoM) and traditional A/S maths. The aim was to examine the effectiveness of both programmes in terms of Learning Outcomes and how they mediate the identities of students in relation to mathematics learning and participation in HE. Overall the project aimed to further our understanding of how pedagogic cultures can support participation in mathematics, especially for our targeted non-traditional AS/A2, potential HE learners.
The main findings and implications of this project are:

	Findings 
	Implications:

	Different programmes can make significant differences to drop-out rate, and to students’ perceptions of the value of mathematics.
	Programmes should be designed to engage students in meaningful uses of mathematics, e.g. via modelling coursework.

	Teaching which emphasises understanding and enjoyment can make significant differences to students’ attitudes to and understanding of mathematics, especially for students with lower GCSE grades.
	If we value inclusion, and outcomes such as enjoyment and understanding of mathematics, this kind of teaching should be encouraged.



	Concern with league tables and pass rates reinforces ‘teaching to the test’, which can be damaging to learners.
	Policy makers should reduce the pressure to teach to the test by valuing learning outcomes such as deeper understanding and enjoyment of mathematics.


More information is available on the project’s website at http://www.tlrp.org/project%20sites/WPinHE/index.html
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Enhancing 'Skills for Life': Adult Basic Skills and Workplace Learning (2003 - 2007)

Alison Wolf (Institute of Education, London)
Karen Evans (Institute of Education, London)
John Bynner (Institute of Education, London)

This research aimed to develop a theoretically-informed and evidence-based analysis of both immediate and longer-term outcomes of workplace-linked interventions designed to improve adults’ basic skills. The research builds upon ongoing work carried out through the new National Research and Development Centre for Adult Literacy and Numeracy, the DfES funded centre based at the Institute of Education. 
The project benefitted from extremely close links with the NRDC, and with its strong network of providers and researchers, notably the Lancaster-based Workplace Basic Skills Network of employers and practitioners, who are key players in the Basic Skills Agency’s National Programme for Workplace Basic Skills, and in Trades Union Learning Fund projects. 

The main findings and implications of this project are:

	Findings 
	Implications:

	Workplace courses successfully reach adults who do not participate in other formal learning, but fail to create any lasting infrastructure when delivered through outside initiatives.
	Support for workplace learning should 

encourage and complement enterprises’ own efforts. Learning programmes initiated by and within workplaces survive longest.

	Both the participants in workplace literacy courses and their employers are motivated 

by a wider range of factors than the wish to improve performance at work.


	The most marked benefits for individuals and organisations are in personal and/or work satisfaction.

	Adults who actively use literacy in their day to day lives in the workplace and beyond it are 

the ones who will continue to improve.
	Whether people increase their proficiency or 

lose ground depends on whether the job itself requires the learning and use of literacy skills.




More information is available on the project’s website at http://www.tlrp.org/proj/phase111/wolf.htm  
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· Appendix 3: Key Findings from the Reports

Improving the Quality of Provision in Post-compulsory Education
	Hounsell et al:
	· ‘Ways of thinking and practising’ a subject offer a powerful means of evaluating the fundamental goals of a degree course.

· Attempts to improve teaching and learning must pay more heed to a subject’s distinctive characteristics.

· Feedback needs to be faster and more helpful, especially to new students in large and diverse classes.

	Brennan et al:
	· Universities’ ‘good’ or ‘bad’ reputations may not always correspond to differences in what students learn. 

· Universities need to understand and take into account the range of students and types of engagement. 

· Policies that prioritise knowledge, skills and employability may not be in tune with students’ priorities. Diversity requires universities to satisfy students’ very different needs.

	Crozier and Reay:
	· Working-class students should not be seen as high risk or problematic.

· Policy-makers need to tackle the unequal funding streams and the drift back to a divided university sector.

· Students need more financial support so that they do not need to take jobs while studying.

· More work needs to be done in primary schools to raise aspirations and to help children understand how to fulfill them.

	Hockings and Bowl:
	· University teachers need to develop inclusive pedagogic practices and curricula that take account of the diverse interests and needs of students in each class.

· Universities should help create a more sophisticated understanding of diversity that reflects students’ range of social, cultural and educational backgrounds.

· University leaders need to ensure that systems do not limit the learning of students from diverse cultural, social and educational backgrounds.

	Williams et al:
	· Programmes should be designed to engage students in meaningful uses of mathematics, e.g. via modelling coursework.

· If inclusion is valued, teaching that emphasises understanding and enjoyment should be encouraged.

· Policy makers should reduce the pressure to teach to the test by valuing learning outcomes such as deeper understanding and enjoyment of mathematics. 

	Mary Fuller et al:
	· To circumvent the problem posed by the requirement for individual adjustments, there should be a greater focus on the development of inclusive curricula, based on the principles of universal design. 

· ‘Fitness to Practise’ standards deter disabled students from entering particular courses and should be replaced by professional standards. Reasonable adjustments should be made for disabled students in order to enable them to comply with these standards.

· More attention should be paid to the social and emotional aspects of learning in higher education, including additional support for vulnerable students at points of transition.

	Hodkinson et al:
	· The most effective way to improve learning is to change learning cultures.

· Improved learning in further education needs adequate and stable financing, consistency in policy objectives over time, and enhanced staff professionalism.

· There is a need to recognise a greater range of learning outcomes as valuable.

· National policy should concentrate on creating greater professional autonomy and expertise, audited against published principles.

	Ivanic et al:
	· Students’ learning is enhanced when further education teachers recognise and tap into these practices in their courses.

· Tutors should make the communicative aspects of learning more explicit and visible.

· Students should be assessed on their capacity to engage in the actual literacy practices for which their vocational and academic courses are preparing them.

	Coffield et al:
	· The ‘demand-led’ model could de-stabilise institutions and exclude those most in need. 

· Change should be gradual, incorporating professional participation and feedback.

· The learner-tutor relationship is at the heart of the system and policy needs to support this.

· Equity should be a high priority, with disadvantaged groups receiving greater resources.

	Jephcote et al
	· Managers and policy makers must accept that the pressures associated with retaining students and maximising qualification rates destabilise teachers and add to their workload.

· The transition of students to further education and the acquisition of basic skills need more attention.

· More recognition should be given to the individualised support that teachers provide to students. Students also need greater financial support.


Skills and Workforce Development 

	Rainbird et al:
	· The expansive - restrictive framework provides a new way to analyse and assess the quality of learning environments, and to improve learning.

· Improving workplace learning often entails making changes to regulatory frameworks. In particular, issues of worker status and unequal access to learning have to be addressed.

· ‘One size fits all’ approaches to learning, imposed by management (or government) can meet problems, as workers respond in different ways. There may be resistance or strategic compliance rather than enthusiasm. 

	Eraut et al:
	· The allocation and structuring of work are key processes in the support of learning.

· Learning from others depends on good relationships and a learning culture.

· On-the-spot support from colleagues is key during the first few months of employment.

· The quality of feedback and emotional support from coaches is critical.

· The local manager needs to create mutual trust and a learning culture, with opportunities for learning together on challenging tasks.

	Wolf et al:
	· Support for workplace learning should encourage and complement enterprises’ own efforts. Learning programmes initiated by and within workplaces survive longest.

· The most marked benefits for individuals and organisations are in personal and/or work satisfaction.

· Whether people increase their proficiency or lose ground depends on whether the job itself requires the learning and use of literacy skills.


Widening Participation in Post-compulsory Education
	Alison Fuller et al:
	· Identification with entrants to higher education, who are ‘people like me’ in terms of education, social and employment background, influences decision-making.

· The potential benefits of higher education need to be made more apparent to the ‘potentially recruitable’ group.

· More high quality, work-related provision by employers could release latent employee demand.

· There is untapped need for professional information, advice and guidance for adults.

	Vignoles et al:
	· Policy-makers need to continue to focus on narrowing the socio-economic gap in relation to university attendance.

· Improving the results of poorer pupils at secondary school will increase their participation in higher education.

· Policy-makers need to concentrate on the type of university attended by ethnic minority students.

	Hayward and Ertl:
	· Increasing the proportion of students from a vocational education and training (VET) background would contribute to wider access to higher education.

· Processes which support students in combining academic and vocational qualifications need to be strengthened and developed.

· Parity of esteem between vocational and academic qualifications remains a myth. This could have serious implications for the introduction of Diplomas.

· More appropriate approaches to teaching and learning require better understanding of students’ VET backgrounds.

	Hoyles et al:
	· Training that merely re-teaches school mathematics will not close the skills gap.

· Techno-mathematical literacies are rarely picked up on the job and need to be developed explicitly.

· Techno-mathematical literacies are an effective challenge to ‘pseudo-mathematics’.

	Parry et al:
	· Further and higher education need to be regarded as parts of a common enterprise, with mechanisms to recognise and support this.

· Further education colleges are not yet regarded as normal and necessary locations for higher education.

· Dual sector organisations do not have a clear mission or identity.

· Equity and skills agendas are not easily aligned, but require careful co-ordination.

· An expansion of work-focused higher education will place new demands on access and transfer functions of dual sector institutions.


· Appendix 4: General Principles for Effective Pedagogy

The ten TLRP principles
,
 for effective pedagogy are set out below: 

Effective pedagogy … 

… equips learners for life in its broadest sense.

Learning should aim to help individuals and groups to develop the intellectual, personal and social resources that will enable them to participate as active citizens, contribute to economic development and flourish as individuals in a diverse and changing society. This means adopting a broad conception of worthwhile learning outcomes and taking seriously issues of equity and social justice for all.

… engages with valued forms of knowledge.

Pedagogy should engage learners with the big ideas, key skills and processes, modes of discourse, ways of thinking and practising, attitudes and relationships, which are the most valued learning processes and outcomes in particular contexts. They need to understand what constitutes quality, standards and expertise in different settings.

… recognises the importance of prior experience and learning. 

Pedagogy should take account of what the learner knows already in order for them, and those who support their learning, to plan their next steps. This includes building on prior learning but also taking account of the personal and cultural experiences of different groups of learners.

…  requires learning to be scaffolded. 

Teachers, trainers and all those, including peers, who support the learning of others, should provide activities, cultures and structures of intellectual, social and emotional support to help learners to move forward in their learning. When these supports are removed the learning needs to be secure.

… needs assessment to be congruent with learning. 

Assessment should be designed and implemented with the goal of achieving maximum validity both in terms of learning outcomes and learning processes. It should help to advance learning as well as determine whether learning has occurred.

… promotes the active engagement of the learner. 

A chief goal of learning should be the promotion of learners’ independence and autonomy. This involves acquiring a repertoire of learning strategies and practices, developing positive learning dispositions, and having the will and confidence to become agents in their own learning.

… fosters both individual and social processes and outcomes. 

Learners should be encouraged and helped to build relationships and communication with others for learning purposes, in order to assist the mutual construction of knowledge and enhance the achievements of individuals and groups. Consulting learners about their learning and giving them a voice is both an expectation and a right.

… recognises the significance of informal learning. 

Informal learning, such as learning out of school or away from the workplace, should be recognised as at least as significant as formal learning and should therefore be valued and appropriately utilised in formal processes.

… depends on the learning of all those who support the learning of others. 

The need for lecturers, teachers, trainers and co-workers to learn continuously in order to develop their knowledge and skill, and adapt and develop their roles, especially through practice-based inquiry, should be recognised and supported.

… demands consistent policy frameworks with support for learning as their primary focus. 

Organisational and system level policies need to recognise the fundamental importance of continual learning - for individual, team, organisational and system success - and be designed to create effective learning environments for all learners.
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� Although the TLRP was completed in 2009, the ESRC and the Engineering and Physical Sciences Research Council (EPSRC) have created a Technology Enhanced Learning (TEL) extension phase to 2012.


� In Scotland this took the form of a fellow developing working papers on resilience in young people and evidence from TLRP to support recommendations from the OECD. In Wales, eight part-time fellows are being funded to review TLRP’s implications for four separate themes: the Foundation Phase, Improving teaching for 7-14 year olds, Improving learning by taking account of learners’ perspectives, and Social inclusion. No fellowship arrangement has been made for England.   


� Associated projects were not funded by the TLRP but were considered and accepted as being sufficiently important and complementary to be included in the Programme.


� ACTS II: Sustainable Thinking Classrooms, � HYPERLINK "http://www.tlrp.org/proj/phase11/phase2g.html" �http://www.tlrp.org/proj/phase11/phase2g.html� 


� �HYPERLINK "http://www.tlrp.org/proj/phase1/phase1dsept.html"��Consulting Pupils on the Assessment of their Learning (CPAL), � HYPERLINK "http://www.tlrp.org/proj/leitch.html" �http://www.tlrp.org/proj/leitch.html� 


� Consulting Pupils about Teaching and Learning: Process, Impact and Outcomes, � HYPERLINK "http://www.tlrp.org/proj/phase1/phase1dsept.html" �http://www.tlrp.org/proj/phase1/phase1dsept.html� 


� Learning in and for Interagency Working: Multiagency Work in Northern Ireland, � HYPERLINK "http://www.tlrp.org/proj/gallagher.html" �http://www.tlrp.org/proj/gallagher.html� 


� In addition to the two reports, four seminars were organised, two of them for DEL, on widening participation and workplace learning respectively. A factsheet presenting tailored evidence briefs was also prepared for distribution to further education colleges. 


� Corporate Plan, 2008-2011, Department for Employment and Learning � HYPERLINK "http://www.delni.gov.uk/corporate_plan_2008-2012.pdf" �http://www.delni.gov.uk/corporate_plan_2008-2012.pdf� 


� Research Agenda, 2007-2009, Department for Employment and Learning � HYPERLINK "http://www.delni.gov.uk/research_agenda_07-09_final__2_.pdf" �http://www.delni.gov.uk/research_agenda_07-09_final__2_.pdf� 


� Further Education Means Business, Department for Employment and Learning � HYPERLINK "http://www.delni.gov.uk/fe_means_business_implementation_plan_-_june_06.pdf" �http://www.delni.gov.uk/fe_means_business_implementation_plan_-_june_06.pdf� 


� The ‘Skills Strategy for Northern Ireland: November 2004’ document can be found at � HYPERLINK "http://www.delni.gov.uk/skills_strategy_for_northern_ireland-2.pdf" ��http://www.delni.gov.uk/skills_strategy_for_northern_ireland-2.pdf� 


� All the links for the ‘Success through Skills’ Strategy related reports can be found at the following webpage � HYPERLINK "http://www.delni.gov.uk/index/successthroughskills.htm" ��http://www.delni.gov.uk/index/successthroughskills.htm�.   


� P 3, Corporate Plan 2008-2011, Department for Employment and Learning, � HYPERLINK "http://www.delni.gov.uk/corporate_plan_2008-2012.pdf" �http://www.delni.gov.uk/corporate_plan_2008-2012.pdf�


� P 4, Corporate Plan 2008-2011, Department for Employment and Learning, � HYPERLINK "http://www.delni.gov.uk/corporate_plan_2008-2012.pdf" �http://www.delni.gov.uk/corporate_plan_2008-2012.pdf�


� Research Agenda, 2007-2009, Department for Employment and Learning � HYPERLINK "http://www.delni.gov.uk/research_agenda_07-09_final__2_.pdf" �http://www.delni.gov.uk/research_agenda_07-09_final__2_.pdf�


� Performativity is a loosely defined term related to accountability, which in the context of education relates to the pressure to ‘perform’ to set targets in such matters as standards of student outcomes, research quality and so on.


� Gordon Brown (2008) We’ll use our schools to break down class barriers. The Observer, February 10. � HYPERLINK "http://www.guardian.co.uk/commentisfree/2008/feb/10/gordonbrown.education" �http://www.guardian.co.uk/commentisfree/2008/feb/10/gordonbrown.education� 


� MacKinnon, J. (2009) Knowledge, Innovation and Skills for a Global Economy, Canada-UK Colloquia, Queen’s University (Kingston)


� MNC= multinational company


� Froy, F., Guigère, S. and Hofer, A. (2009) Designing Local Skills Strategies. Organisation for Economic Cooperation and Development, http://www.oecd.org/document/45/0,3343,en_2649_34417_43882413_1_1_1_1,00.html


� P 3, Corporate Plan 2008-2011, Department for Employment and Learning, � HYPERLINK "http://www.delni.gov.uk/corporate_plan_2008-2012.pdf" �http://www.delni.gov.uk/corporate_plan_2008-2012.pdf� 


� The relevant research evidence for the principles is provided in: � HYPERLINK "http://www.tlrp.org/pub/documents/TLRP_Schools_Commentary_FINAL.pdf" ��Improving Teaching and Learning in Schools: a Commentary by the Teaching and Learning Research Programme�. James, M. and Pollard, A. (Eds) (2006) Swindon: ESRC


� These principles are the most recent version of the ‘Evidence-Informed Principles for Teaching and Learning’ (James and Pollard, 2006 above), which have been amended to focus more on general pedagogical issues and both “to broaden the conception of what is to be learned, beyond the notions of curricula and subjects associated with schools” and to give “more prominence to the importance of learning relationships which are crucial in all sectors” � HYPERLINK "http://www.tlrp.org/docs/TLRP10Principles.pdf" �http://www.tlrp.org/docs/TLRP10Principles.pdf� 
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