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EL/02/04/1
SUBMISSION BY DAVID RAFFE

The following submission is written in a personal capacity. It discusses some of the
issues raised by research conducted with colleagues at the Centre for Educational
Sociology. Much of this research has focused on the education and training of young
people.

A strategy for lifelong learning
There is a need for an explicit strategy for lifelong learning in Scotland. English lifelong
learning policy has been described as “101 initiatives but no strategy”.1 Scottish policy
may have slightly fewer initiatives and more signs of a strategy, but there is a need to
make this more explicit. A strategy for lifelong learning should include an explicit vision
of why (and if, and when, and what) learning is desirable, a clear statement of policy
aims and an analysis of how initiatives are expected to achieve these aims.

A strategy for lifelong learning should give equal weight to the wider benefits of learning
as well as the economic benefits. In any case, the two aspects are not easily separated.
People are often motivated to learn for both vocational and non-vocational reasons;
there is no simple correlation between the content, mode or organisation of learning and
whether or not it has direct economic benefits.2 A strategy for lifelong learning needs a
wider ‘vision’, for example of a learning society, which embraces both the economic and
non-economic dimensions of learning.

Lifelong learning does not start at 16 or 18. The experience of learning at school, and
the level of attainment reached there, are among the strongest predictors of post-school
learning. A strategy which starts at 16 is far too late to reverse social inequalities in
participation and attainment. Many key policy issues in lifelong learning, such as
National Qualifications, education for work and careers guidance, straddle the
school/post-school boundary. The division of educational responsibilities between two
departments of the Scottish Executive appears to have hindered the development of
strategy.

A strategy for lifelong learning should take account of the incentives and disincentives to
learn as well as the opportunities and barriers. Many policies focus either on the supply
of learning, or on ‘barriers’ to access, with the implication that everyone would engage
in lifelong learning if only the right opportunities were available and the barriers were
removed. Our research on young people’s transitions since the 1970s suggests that
incentives to learn have been important influences on whether young people participate
in learning, on which young people participate and on what and where they choose to



learn. The incentives to learn (both intrinsic and instrumental) have changed very
substantially over the past two decades, but they cannot be taken for granted. A policy
for a high-skills economy should pay as much attention to the use of skills and the
demand for skills – and thus to the incentives to people to acquire them – as to their
supply.3

Flexibility is an important element of current strategy, but there is a need to clarify and
prioritise the different aspects of flexibility. Compared with most European systems
Scottish policy and provision are often described as ‘flexible’. However there are
different possible meanings of flexibility including
- flexibility as a student outcome
- flexibility of the curriculum
- flexibility of delivery – in the mode, method, place and pace of learning, and
- flexibility of student pathways.4

Scottish policy has tended to emphasise flexibility of pathways (eg flexible entry and exit
points and opportunities for re-entry) but this may conflict with other types of flexibility
such as flexible delivery.5

‘Unification’ is another strand in current strategy. Higher Still, the Scottish Credit and
Qualifications Framework (SCQF), Fast Trac and the Opportunities and Choices
initiative are examples of what colleagues and I have called the ‘unification’ of the post-
compulsory education and training system.6 Unification is a cross-national trend but it
takes different forms in different countries. Unifying strategies variously aim
- to integrate academic and vocational curricula,
- to link or merge different ‘tracks’ in post-compulsory education, and/or
- to create ‘seamless’ opportunities for access and progression.
In Scotland there has been more emphasis on the second and third of these aims and
less on the first than in many other countries.

There are economic, social and educational rationales for unification. It also responds to
the need for coherence and co-ordination in education systems which have expanded
and become more complex. Lifelong learning requires a coherent framework of
educational opportunities across the life cycle and across different types and contexts of
learning.

With respect to young people, unification is a response to what the OECD panel which
reviewed the Transition from Initial Education to Working Life in the UK identified as the
“two principal sources of problems in the transition from school to work within the British
education system:
- the academic orientation of mainstream education, and related to it



- the previous absence and today the relative weakness of a genuine system of initial
vocational education.”7

The alternative strategy – to build up an alternative vocational track separate from the
academic mainstream – was rejected as being unrealistic as well as undesirable in
principle.

Higher Still/National Qualifications
A strategy for lifelong learning should re-define and articulate the ‘vision’ of Higher Still.
Many of the difficulties faced by Higher Still reflect the failure to establish a clear vision
of its aims and strategy and to establish agreement on this vision among the diverse
groups that have to make it work.8 There is a consensus on aims but not on the means
required to achieve them.9 Although National Qualifications straddle the remits of the
Education and ELL Committees, they are fundamentally a policy for lifelong learning
and should be a central issue in the current inquiry.

The future development of Higher Still can and should be steered. Higher Still
establishes a unified system based on ‘common design rules’ for curriculum structure,
for assessment, for certification and for a few other features such as core skills. Within
this framework there is considerable diversity and flexibility: institutions, students and
(indirectly) end-users such as universities and employers have (in principle)
considerable latitude to use the system as they will. Higher Still thus combines features
which are tightly prescribed and features which are left very open. The basic philosophy
is that the framework defined by the common design rules is necessary to ensure
access, progression and parity of esteem, and that within this framework there must be
flexibility to respond to diverse needs. However, this does not mean that the future
development of the new system will look after itself. An agreed vision and strategy is
needed to address such issues as
- do the common design rules cover the right things? Which of them, if any, can be

relaxed or made more flexible without threatening access, progression and parity of
esteem?

- the unified system is not meant to be a uniform one; which types of differentiation
(eg by institution, subject, mode of learning) are legitimate in this system, and which
are not?

- what is the best trade off between, on the one hand, flexibility and diversity, and on
the other Higher Still’s goal of a system that is simple and easy to understand?

- how far should the common design rules be relaxed in order to permit more flexible
modes of delivery, including part-time and distance learning?10

- other current issues, such as the role of Scottish Group Awards, core skills, etc.



Quick fixes may be counterproductive. Changes in the National Qualifications
framework may be required, but they should be guided by a strategy and they should
not be rushed. Implementation has been phased, starting with ‘school’ subjects at
Higher level, so quick fixes based on the early experience of the reform may not meet
the needs of other types of provision, including much vocational and adult provision.
The system needs time to bed in and several of the early difficulties are already being
resolved. There is evidence of some successes, notably in meeting the needs of
disadvantaged students and of students with learning difficulties.11

The role of qualifications in lifelong learning strategy
Qualifications reform may be an important element of lifelong learning strategy but it is
only a part. Qualifications are an important policy driver in lifelong learning in Scotland.
Qualifications-led reforms in general, and qualifications frameworks in particular, tend to
be characteristic of countries with weaker (or, perhaps, more flexible) institutional
structures; qualifications are used to provide the coherence and the structure that
institutions cannot provide. However they raise at least three sets of issues.

First, a flexible qualifications framework may be a necessary condition for broadening
access and encouraging progression but it is not a sufficient condition. Merely providing
a common currency for qualifications will not guarantee that the currency is used or that
it will have  exchange value in all parts of the system.12 Our work on the impact of
National Certificate modules – an earlier flexible qualifications framework – suggested
that its direct effects on participation or access were modest.13 Other measures are also
required, such as encouragement for institutional linkages, incentives to broaden
access, information and student support services.

Second, qualifications-led policies separate the ‘outcomes’ of learning from the
‘processes’ of learning which are embedded in institutions and in particular social
arrangements. As a result:
- the learning process may be neglected (this has been a criticism of UK vocational

training policies over the past 20 years);
- ‘tacit’ outcomes of learning and those which are less easy to specify as formal

outcomes may be neglected;
- outcome-related funding may distort the assessment process (if those receiving the

funding are responsible for assessment) and it may narrow access if providers select
students most likely to succeed. We have neither the data nor the knowledge base
for a valid measure of ‘value-added’ for most lifelong learning.14

Third, qualifications are as much about trust and confidence as about technicalities of
measurement. A low-trust society, where any increase in attainment is seen as proof of



declining standards, is an unfavourable environment for a strategy which encourages
access and progression through modular certification. This is because certification at
this level of detail requires a heavy burden of assessment if it is to sustain its credibility.
The quest for a technical solution – an assessment regime that is beyond challenge – is
doomed to failure, but has contributed to the over-assessment which characterised
Scottish education long before the 2000 exam crisis.15 A policy for qualifications needs
to consider other methods to enhance confidence.

The position of work-based learning
The role of work-based training for young people needs to be clarified. There are many
arguments for maintaining a vigorous ‘work-based’ route for young people:
- it may motivate young people who are disaffected from general education;
- it can link applied and theoretical learning;
- it keeps training close to changing occupational practice;
- it socialises young people into the workplace and an occupational identity;
- it smooths the transition from school to work and reduces youth unemployment.
However a work-based programme such as Skillseekers can perform different possible
roles:
- an ‘alternative route’ to continued learning for 16-plus year olds for whom full-time

education is less appropriate;
- a bridge between initial education and employment, regardless of age or level;
- a safety-net for the unemployed; and
- a means for acquiring skills for economic development.16

These roles are not mutually exclusive, and Skillseekers has tried to perform all four,
but they have different implications for the design and content of training. For example
there is a tension between the first two roles: is Skillseekers primarily an alternative to
full-time post-compulsory education (in which case it should offer a broader range of
qualifications) or something that may follow it (in which case it should not target only the
16-18 age group)?

There has been a tension between the ‘safety net’ role of youth training programmes
and their training roles ever since they developed from the unemployment programmes
of the late 1970s. This tension has been reduced by making Skillseekers more
employment-based, and by developing Modern Apprenticeships, but the effect is to split
the programme into two. The educational and social backgrounds of Skillseekers with
employed status are similar to those of other employees, while the backgrounds of
Skillseekers without employed status are similar to those of the unemployed.17

Skillseeker recruitment appears to be focused on recent school leavers; relatively few
unemployed young people leave unemployment for Skillseekers.18



The distinction between work-based provision and school/college-based provision is
one of the main ‘fault lines’ in Scottish education and training, and it has not been easy
to bridge.19 For example, SVQs are not included in Higher Still, and they are not easy to
include within the SCQF. The experience of Fast Trac in attempting to bridge college
and work-based training for young people has been instructive. This ‘fault line’ matters
because:
- it obstructs the process of ‘unification’ and the creation of a seamless structure of

opportunities for access and progression. Choices between school/college-based
and work-based learning are distorted, opportunities to combine them are restricted,
and progression between them may be inhibited;

- work-based provision may become marginalised as full-time education expands;
- school/college-based education may lose touch with the workplace. Stakeholders

tend to see their interests and ‘ownership’ as bounded by this fault line. For
example, there was less labour-market input into the development of Higher Still
than of parallel initiatives elsewhere in Europe.20

There are structural and organisational reasons for the fault line,21 but other countries
have apparently bridged it. Norway has successfully integrated apprenticeships into its
more unified upper-secondary system. The Netherlands recently introduced reforms to
bring together school- and work-based vocational education together with adult
education.

Participation among young people
Scotland still has a long ‘tail’ of low participation and low attainment. Participation by
young people in post-compulsory education and training has expanded rapidly over the
past two decades, rather more steadily in Scotland than elsewhere in the UK.22 There
are several reasons for the expansion, including labour-market changes, rising levels of
attainment at school, more positive attitudes towards education, social and
demographic changes, and policy changes.23 Compared with the rest of the UK,
Scotland has higher participation in higher education but not (consistently) in full-time
education at 16-18. Compared with European or OECD norms, Scotland has a more
polarised pattern of participation: more people complete higher education, but more
people leave education by age 17 or 18. The distribution of attainment is probably
similarly polarised, although precise comparisons of attainment are harder to make.

It is this polarisation of participation and attainment, rather than the relatively low level of
participation, which a strategy needs to address. Higher participation per se is not
necessarily desirable. As the OECD panel mentioned earlier pointed out, unlike other
countries the UK has avoided “excessive prolongation of initial education”, and the
“work culture” associated with early transitions to the labour market can be a positive
feature provided that opportunities for continued learning are available and used.24 In



contrast with other European countries, in the UK there is a persisting norm of early
transitions to adulthood, especially among working class males.

Despite the formal opportunities to continue learning too many early leavers make little
further progress. Many early leavers face unstable labour-market careers during the two
or three years after leaving.25 Among females, and to a lesser extent among males,
those with qualifications are more likely to move into stable employment. On paper, the
‘flexible’ Scottish system appears to offer good opportunities to continue learning, but
many early leavers gain no further qualifications, and the proportion returning to
education, at least during the teenage years, is low.26

Among a recent year group, 31% were NEET (not in education, employment or training)
at some time between 16 and 18; the proportion who were NEET at any one time varied
from 5% to 16%.27 The NEET category includes young people who are voluntarily and
productively NEET (eg taking gap years or doing voluntary work) and some whose
NEET status is short-lived. However a majority are unemployed or (among females)
have family responsibilities, and many of these remain NEET for longer and are likely to
re-enter NEET status if they leave it. They tend to be disaffected, to have played truant
and to have achieved low school qualifications. Most want full-time jobs and are actively
seeking them, but relatively few return to education or training. Fewer unemployed
young people return to education or training in Scotland than in other European
countries.28 (New Deal may help to reverse this trend.)

Among the policy issues that are raised are:
- how to increase participation among the least qualified young people. There are

encouraging trends, for example colleges have increased recruitment of young
people, especially the least qualified; Higher Still may be having a positive effect;
and educational maintenance allowances may help further;

- how to encourage ‘horizontal’ as well as ‘vertical’ progression. After about 17 or 18
years most people still in education tend to be either in higher education or trying to
get there;

- how to facilitate returning to education;
- whether and how to pursue the notion of a ‘minimum learning platform’, ie the aim to

bring all young people up to the minimum level of attainment for effective
participation in the labour market and society, as some commentators advocate.29 If
a minimum target is set it should not become a mechanism for excluding those who
do not reach it (a fear that has been expressed in relation to the graduation
certificate proposed in England).



Inequalities among young people
Social inequalities have declined. There has been some lessening of social inequalities
in participation at 16 and in entry to higher education. This appears to be an effect of
expansion.30 However participation continues to be unevenly distributed across social
classes, and across other indicators of social (dis)advantage.

Inequalities among school leavers primarily reflect inequalities in school attainments,
but there is still scope for intervention. Young people from more advantaged
background achieve better qualifications at school, and the level of qualifications –
together with gender – is the strongest predictor of post-school outcomes whether in
education or the labour market. For example, our study of school-leavers entrance to
higher education distinguished three sources of inequality:
- school leavers from less advantaged backgrounds had lower average qualifications;
- school leavers from less advantaged backgrounds were less likely to apply to higher

education than others with comparable qualifications;
- applicants from less advantaged backgrounds were less likely to enter higher

education.31

The first stage is by far the most important, but there is still scope for access schemes
and measures to raise awareness to influence patterns at the second and third stages.

Females are only disadvantaged at the third of these stages (possibly because more
females apply to over-subscribed courses, or because fewer females take up the offer
of a place). However despite females’ higher participation and attainment at school, this
has not been carried through into HE (at least up to 1995) or the labour market.
Moreover, females who leave school early with few qualifications face a more difficult
time in the labour market than their male peers,32 possibly because they are a smaller
and therefore more ‘selected’ group, but also because the labour market provides fewer
opportunities for female early leavers.

Research and data
Finally, a strategy for lifelong learning should incorporate a capacity to learn, including
learning from its own experience. The quantity and quality of data and research on
lifelong learning have improved in recent years,33 but I would point to three continuing
areas of weakness:
- a scarcity of longitudinal data; we have very little systematic knowledge of how

people move in and out of learning, and of how these movements interrelate with
labour-market careers and with other events such as family transitions;

- a failure to build an evaluation and its data requirements into the initial design of new
policy initiatives, even when they have an explicitly ‘experimental’ aim. As a result,



valuable opportunities for learning are lost, with the possibility that expensive policy
mistakes are repeated;

- a reluctance to invest in longer-term research capacity and research questions. It is
understandable that short-term policy questions are given priority – perhaps
especially so in the early years of the Parliament and Executive – but there must be
complementary attention to the longer-term research which will build up the
knowledge base.
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QUALITY ASSURANCE AGENCY FOR HIGHER EDUCATION
Scottish Office

Briefing paper on the Quality Assurance Agency for Higher Education

What is the Quality Assurance Agency (QAA)?

1 The QAA was established in 1997 to provide external assurance and
enhancement of quality and standards in higher education throughout the
UK, and to provide public information on provision for all stakeholders. It
brought together the main functions previously carried out by the Higher
Education Quality Council and the Quality Assessment Divisions of the
Higher Education Funding Councils in Scotland, Wales and England. The
affairs of the QAA in Scotland are managed by the Agency’s Scottish
Committee and its Scottish Office in Glasgow, whose staff work closely
with a range of bodies in Scotland including, the higher education
institutions in Scotland, the student bodies in  Scotland, employer bodies
in Scotland, professional and statutory bodies, the Scottish Higher
Education Funding Council, the Scottish Executive, Universities Scotland
and SQA.

2 The QAA is funded in part by subscription from the higher education
institutions, and in part through contracts with the Higher Education
Funding Councils. Its affairs are overseen by a board which has a majority
of independent members, one of whom chairs the Board.

What does the Quality Assurance Agency do?

3 The QAA has developed and maintains the framework for quality and
standards in higher education. This framework grew out of the
recommendations of the Garrick and Dearing Committees and includes:

• The higher education sections of the Scottish Credit and Qualifications
Framework;

• The benchmark information for degree standards;

• The Code of Practice which provides guidelines on managing high
quality provision in teaching and learning in higher education;

• The description of all programmes through Programme Specifications.



4 The QAA undertakes, and publishes reports on, reviews of the quality of
provision and standards of qualifications offered by all higher education
institutions funded by SHEFC. The processes involved are based firmly on
peer review. Currently, reviews are undertaken at both the individual
subject level and at the level of the overall effectiveness of institutional
management of standards and quality. Where appropriate, these reviews
are undertaken in co-operation with other bodies including professional
and statutory bodies and HMIE. The approach to review is currently being
revised to provide, for example, an increased emphasis on: quality
enhancement; the nature of the student experience and involvement of
students in quality processes; and, European and wider international
involvement.

5 The QAA advises the Scottish Executive (and, where appropriate,
Government bodies throughout the UK) on applications for university title,
degree awarding powers, and first designation as a higher education
institution. Thus, for example, the QAA undertook special quality audits on
behalf of the Scottish Executive as part of the Executive processes for
considering the designation as higher education institutions of Bell College
and the UHI Millennium Institute.

6 The QAA collaborates with a range of partners in activities to promote and
support continuous improvement in the quality and standards of higher
education provision in Scotland. These activities currently include:

• A key role in implementing and further developing the Scottish Credit
and Qualifications Framework;

• The development of common arrangements for transcripts and the
further development of student progress files;

• The enhancing of the links between Further Education Colleges and
Higher Education Institutions;

• The further development of the potential of the ordinary degree in
Scotland.

Further information on the Quality Assurance Agency

7 For further information on the work of the QAA please visit our website
www.qaa.ac.uk.
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HM INSPECTORATE OF EDUCATION

ACTIVITIES IN FURTHER AND HIGHER EDUCATION

HMIE began operating as an Executive Agency of the Scottish Executive in April
2001. As an Executive Agency, HMIE operates independently and impartially, whilst
remaining directly accountable to Scottish Ministers for the standards of its work.  It
inspects or reviews within a number of educational sectors including further
education, community learning and development, and some aspects of higher
education.

1 Further education colleges

The Scottish Further Education Funding Council (SFEFC), established in July 1999,
has responsibility for the quality of provision in further education colleges. HMIE is
contracted by SFEFC to carry out a range of activities specified in Service Level
Agreements (SLAs) which are published annually.

The most prominent activity is a four-year cycle of reviews, covering all 46 further
education colleges over the period 2000-2004.  Inspectors work in review teams with
associate assessors, seconded from colleges.  They use a quality framework and
procedures which are published on the HMIE website.

Reviews result in separate published reports about subject provision and cross-
college aspects for each college.  The subject reports focus on provision funded by
SFEFC.  In most colleges, they cover both non-advanced programmes (further
education) and advanced programmes (higher education). In future, HMIE will not
review higher education provision in FE colleges which are members of the UHIMI
(University of the Highlands and Islands Millenium Institute) partnership, because
that provision is now funded by the Scottish Higher Education Funding Council
(SHEFC).  Cross-college review reports cover most but not all of a college’s
provision.  For example, SFEFC decided that HMIE reviews would not deal with
matters such as strategic planning and estates.

Other HMIE activities under the SFEFC SLAs include evaluations leading to
publication of national reports on specific subject areas and aspects of provision.
Recent examples include business and management, land-based industries, racial
equality, and information and communications technology.

2 Universities :  teacher education

Under the terms of the Teaching and Higher Education Act 1998, Scottish Ministers
have powers to ask HMIE to inspect education and training for teachers or student
teachers provided by institutions within the higher education sector.   All of these
institutions are now universities.

HMIE is a partner in the Standing Committee on Quality Assurance in Initial Teacher
Education, together with SEED, the Quality Assurance Agency for Higher Education,
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the General Teaching Council for Scotland, education authorities, higher education
institutions providing teacher education, and representatives of the teachers’
associations.  The committee’s remit is to develop an approach to assuring quality
that minimises the potential audit burden.  It has produced The Standard for Initial
Teacher Education in Scotland and made arrangements for the current pilot
collaborative review of initial teacher education.

Scottish Ministers may request HMIE to undertake aspect reviews of teacher
education.  The first of these reviews deals with preparation of student teachers to
teach literacy and is currently being prepared for publication.

3 Community learning and development

HMIE inspect provision in local authorities for community learning and development
on a cycle within which at least one area is to be inspected in each authority over a
four-year period.  Following the publication of SOEID Circular 4/99, inspections now
focus on community learning plans.  The partnership approach to provision to
community learning leads to some involvement with further education colleges and
occasionally universities in the course of inspections. Conversely, colleges’
commitment to community learning features in the relevant subject and college
review reports, most often under sections dealing with programmes, access and
inclusion.

4 Other tasks and commissions

HMIE carries out tasks in a number of areas related to the above, increasingly
commissioned by Scottish Executive departments.  For example, a report to be
published shortly deals with good practice in transition from school to further
education college for young people with additional support needs.  This publication is
linked to the agenda established by the Beattie Report.

HM Inspectorate of Education January 2002
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HEADTEACHERS ASSOCIATION IN SCOTLAND

The Headteachers Association of Scotland is affiliated with the secondary
headteachers association in England, Wales and Northern Ireland and has a broad
membership encompassing the entire senior management or leadership team in the
Scottish secondary school sector.

The mission of the association is twofold:

• to promote the highest standards of education in Scottish secondary schools
• to provide for the needs and interests of members

Aims of the Association

The aims of our association which are embodied in the constitution are:

• To safeguard and promote the interests of the senior staff (head teachers,
depute head teachers and assistant head teachers) of Scottish secondary
schools.

• To promote education, particularly that of secondary age children in Scotland.
• To secure for the senior staff of Scottish secondary schools a fitting part in

making and implementing policies which affect secondary education.
• To provide members of the Association with advice and assistance in

professional matters.
• To encourage the highest standards of professional conduct.
• To provide to members of the Association information pertaining to education

and to encourage discussion of these matters and the widest possible
decision making at all levels.

• To place the policies and views of the Association before parents, the wider
public, central and local government and before such other bodies as may be
considered appropriate.

• To endeavour to ensure that central and local government provide the
resources necessary for carrying out national and local policies in education.
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SUBMISSION TO THE ELL COMMITTEE - 30 JANUARY 2002
OPPORTUNITIES AND CHOICES WORKING GROUP

The “Opportunities and Choices” consultation paper was published in March
1999 to seek views on key issues in non-advanced education and training for
16-24 year olds.  Specifically it asked for views on guidance and support
arrangements, the role and value of work-based training, the age range and
eligibility criteria for training, and on greater integration between further
education and training.

The main messages to emerge from the Consultation were about the need to:

• Reduce duplication of learning
• Simplify funding arrangements
• Improve transfer and progression
• Create more integrated courses of FE and training
• Extend eligibility to the training programme
• Extend qualifications funded through Skillseekers

An Opportunities & Choices Working Group was set up to look further at
these issues in November 2000, drawing on a wide range of experience
(please see Annex A for a list of the current members).

The remit of the Group is to develop models of more integrated non-
advanced further education and training provision and funding.  To achieve
this the Group was tasked with overseeing the testing and evaluation of a
number of small pilot projects, involving collaboration between enterprise
companies and further education colleges.

The Group has also been able to draw on the experience and recent
developments of Fast-Trac in Fife, which is concerned with integrated funding
for non-advanced FE for 16 and 17 year olds and Skillseekers.  An
independent evaluation of Fast-Trac has been carried out and is due to be
published next month.

The first set of Opportunities & Choices pilots has been running for less than
a year. To date they have engaged 53 learners and are operating in
Edinburgh & Lothian, Falkirk and Renfrewshire.

The lessons learned from the work to date have shown the varying
circumstances in which young people and their employers do, or do not,
respond favourably to the learning opportunities offered to them. To take
these lessons forward and following on from an evidence giving session with
some members of the Committee in November, the Group agreed at its last
meeting in December to the principles of a second set of pilots to test
employer and employee involvement.   Scottish Enterprise, who will fund the
second set of pilots, have estimated that these will engage approximately



150-200 young people.  Group members were invited to submit suggestions
for where the pilots should take place.

The aim of the new pilots is to engage employers and individuals that are not
currently participating in structured training and education opportunities.  A ’Fit
for Purpose’ model is being developed, which will seek to offer employers and
individuals greater choice to gain the skills appropriate for the job.

The aim is for the Group to make an interim report on its findings to the
Minister for Enterprise, Transport and Lifelong Learning by this June.

KEVIN DORAN
CHAIRPERSON - OPPORTUNITIES & CHOICES WORKING GROUP



 ANNEX A
OPPORTUNITIES & CHOICES WORKING GROUP MEMBERS

Alistair Aitken, Scottish Executive, Skills & Learning Opportunities

Frank Burns, Principal Ayr College

Gavin Cameron, Highlands & Islands Enterprise

Kevin Doran, Scottish Executive, Transitions to Work

Martin Fairbairn, Scottish Funding Council for Further Education*

Chris Hunter, Principal Glasgow College of Nautical Studies*

Imogen Lemon, National Council for Administration

Seonaid Miller, Scottish Executive, Transitions to Work

Eric Milligan, Scottish Enterprise*

Linda Murray, Scottish Enterprise

Jim McAloon, Scottish Enterprise Dunbartonshire

Paul McGuiness, Scottish Enterprise Renfrewshire

Morag McKelvie, NEC

Ian McLachlan, Scottish Enterprise Fife

David Seers, Scottish Executive, Transitions to Work

Margaret Sutor, Scottish Executive, Further & Adult Education

Craig Thomson, Principal Glenrothes College

Doug Wilkie, Federation for Small Businesses

*  Joined in December 2001
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BACKGROUND INFORMATION ON THE SCOTTISH CREDIT AND
QUALIFICATIONS FRAMEWORK

The Scottish Credit and Qualifications Framework (SCQF) is a new development,
commencing in 2001, which will bring together all Scottish qualifications and learning
opportunities into a single unifying framework of levels and credit points. It is
anticipated that the SCQF will form a major part of the Scottish Executive’s new
strategy for lifelong learning due to be published in 2002 after the current review of
lifelong learning in Scotland is complete.
The general aims of the SCQF are to

• Help people of all ages and circumstances to access appropriate education
and training over their lifetime in order that they can fulfil their personal, social
and economic potential

• Enable employers, learners and the public in general to understand the full
range of Scottish qualifications, how those qualifications relate to each other
and how different types of qualifications can contribute to improving the skills
of the workforce

It is intended that the SCQF will help describe the programmes of learning which
lead to the various qualifications and support the development of routes to permit
progress from qualification to qualification.
A key aim is to maximise the opportunities to transfer credit points between
qualifications. The SCQF will do this by

• Making the overall system of qualifications and relevant programmes of
learning easier to understand

• providing a national vocabulary for describing learning opportunities
• making the relationships between qualifications clearer
• clarifying entry and exit points, and routes for progression within and across

education and training sectors
• assisting learners to plan their progress
• minimising duplication of learning

The SCQF will also assist in making clear the relationships between Scottish
qualifications and those in the rest of the UK, Europe and beyond, thereby clarifying
opportunities for international progression routes and credit transfer.
Two measures are used to place qualifications within the Scottish Credit and
Qualifications Framework:

• the levels of learning outcomes
• the volume of learning outcomes described in terms of the number of credits

The SCQF has 12 levels of learning outcomes. Level 1 represents outcomes
designed for learners with severe and profound learning difficulties, while level 12
contains outcomes associated with studies at doctorate level. Levels are not directly
related to years of study. Over a lifetime of learning, individuals will move from higher
to lower levels or across levels of qualifications as they take on new learning and
acquire new skills.

In terms of the volume of learning outcomes, the SCQF makes use of the Scottish
Credit Accumulation and Transfer system (SCOTCAT) which already operates within



Higher Education. SCOTCAT points are used to quantify the outcomes of learning
and give them a value. Such credit points can be used to assist learners to transfer
between programmes. The awarding bodies - the Scottish Qualifications Authority
and the individual universities - will continue to determine the extent to which this
kind of credit transfer can take place. Such decisions will depend on the nature and
content of the learning for which the credit has been given and the requirements of
the programme into which transfer is being sought.
The diagram below shows what the main Scottish qualifications are and where they
sit within the SCQF.
It is anticipated that all those responsible for the delivery of education and training in
Scotland - schools, further education, higher education, community education and
providers of work-based learning - will use the SCQF as a basis for developing and
describing provision. Any short programme, module, unit or work-based learning has
the potential for incorporation into the framework provided that it comes with an
appropriate quality assurance system and is subject to reliable and valid methods of
assessment. Guidelines on these issues are being developed and will be included in
the SCQF Handbook to be published early in 2002.
The SCQF is managed and developed by a partnership of national bodies - the
Quality Assurance Agency for Higher Education (QAA) through its Scottish office, the
Scottish Qualifications Authority (SQA), and Universities Scotland, supported by the
Scottish Executive (Department of Education and Department of Enterprise and
Lifelong Learning).

Further information on the Scottish Credit and Qualifications Framework may be
obtained from:

Lorraine Judge
SCQF Development Officer
Room 505
Cadogan House
c/o Hanover House
24 Douglas Street
Glasgow
G2 7NQ
Tel: 0141 242 2429
Fax: 0141 248 2278
E-mail: lorraine.judge@sqa.org.uk, or l.judge@qaa.ac.uk
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Enterprise and Lifelong Learning Committee

Meeting 30 January 2002

Scottish Development International

At its meeting on 16 January 2002, the Committee heard from Scottish Enterprise on
its contribution to the newly created Scottish Development International and other
related work.

Following this meeting, I would like to suggest that  it would be beneficial to write to
the Minister for Enterprise, Transport and Lifelong Learning to highlight the following
points:

1. outline our recent examination of the global connections strategy and the role of
Scottish Development International;

2. commend the proposals and indicate our support for the strategy;
3. indicate that the Committee looks forward to further information on the

performance indicators as the strategy develops;
4. inform that the Committee are minded to return to examine progress with the

Strategy in late 2002 or early 2003.

Recommendation

The Committee is invited to authorise the Convener to write to the Minister for
Enterprise, Transport and Lifelong Learning on the basis outlined above.

Alex Neil
Convener


