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Gwyneth	  Alla,,	  Anne	  Reardon-‐James	  and	  Yvonne	  Spare	  

Welcome	  to	  Journal	  91,	  which	  focuses	  on	  the	  joint	  RaPAL,	  Learning	  and	  Work	  InsGtute,	  UCU,	  UCL	  
and	   NATECLA	   conference	   held	   on	   November	   3rd	   2016	   at	   Imperial	   College	   Union,	   London.	   The	  
annual	   conference	   on	   English,	   maths	   and	   ESOL	   was	   enGtled	   Resilience	   and	   Responsiveness;	  
a,ributes	   that	  were	   reflected	   in	   the	   varied	   presentaGons	   and	  workshops	  which	   considered	   the	  
challenges	   and	   opportuniGes	   for	   adult	   learning	   posed	   by	   the	   current	   policy	   context	   and	   shared	  
some	  of	  the	  ways	  in	  which	  pracGGoners,	  providers	  and	  learners	  are	  responding.	  	  

This	  ediGon	  includes	  contribuGons	  from	  the	  pracGGoners	  and	  researchers	  who	  gave	  presentaGons	  
and	  led	  workshops	  on	  the	  day,	  and	  we	  begin	  with	  Pip	  Kings’	  thoughts	  on	  the	  conference	  in	  which	  
she	   explains	   the	   significance	   of	   the	   theme	   of	   ‘Resilience	   and	   Responsiveness’	   and	   provides	   an	  
overview	  of	  the	  sessions.	  This	   is	  followed	  by	  Steven	  Evans,	  who	  reflects	  on	  the	  changing	  poliGcal	  
situaGon	   of	   English,	  maths	   and	   ESOL,	   from	   a	   skills	   deficit	   point	   of	   view.	   Arguing	   the	   case	   for	   a	  
doubling	   of	   investment	   levels,	   a	   need	   to	   develop	   new	  ways	   of	   engaging	   people	   and	   delivering	  
learning	   (such	  as	   through	   the	  CiGzens'	  Curriculum),	   the	   current	   chief	   execuGve	   for	   Learning	  and	  
Work	  InsGtute,	  sees	  these	  as	  essenGal	  to	  preparing	  adults	  for	  life	  and	  work	  in	  the	  21st	  century.	  	  

Sue	   Southwood	   provides	   an	   overview	   of	   the	   key	   findings	   from	   the	   FuncGonal	   Skills	   Reform	  
Programme,	  which	  gleaned	  the	  views	  of	  more	  than	  1000	  employer	  and	  provider	  representaGves.	  
She	  explains	  that	  results	  have	  been	  reported	  to	  government	  and	  curriculum	  content	  is	  likely	  to	  be	  
revised	   in	  response	  to	  this,	  with	  resources	  developed	  for	  teachers	  to	  support	  assessment	  of	  and	  
for	   learning.	   	   On	   a	   different	   note,	   the	   ESOL	   Curriculum	   lead	   for	   City	   Gateway	   Women’s	  
Programmes,	  Tammela	  Pla,,	  provides	  three	  ‘tried	  and	  tested’	  teaching	  strategies	  for	  assisGng	  ESOL	  
learners,	   who	   frequently	   find	   themselves	   on	   English	   funcGonal	   skills	   courses,	   for	   a	   variety	   of	  
reasons.	  	  

Next	  Seb	  Schmoller	  and	  Graham	  Griffiths	  discuss	  the	  development	  and	  implementaGon	  of	  Ci/zen	  
Maths,	  a	  free	  online	  course	  which	  follows	  the	  MOOC	  model	  (massive,	  open,	  online	  course).	  Their	  
arGcle	   outlines	   the	   structure	   of	   the	   course	   and	   idenGfies	   its	   intended	   learners,	   while	   also	  
considering	  the	  posiGves	  and	  potenGal	  pidalls	  of	  online	  learning	  on	  such	  a	  large	  scale.	  	  

Meanwhile,	  Janine	  Eldred	  considers	  the	  England	  Impact	  Forum’s	  response	  to	  the	  OrganisaGon	  for	  
Economic	  CooperaGon	  and	  Development’s	  (OECD)	  report,	  Building	  Skills	  for	  All:	  A	  Review	  of	  Policy	  
insights	  from	  the	  survey	  of	  adult	  skills,	  which	  analysed	  data	  from	  the	  OECD’s	  Survey	  of	  Adult	  Skills.	  
In	   addiGon	   to	   outlining	   the	   response	   to	   the	   report’s	   findings	   and	   recommendaGons,	   she	   also	  
idenGfies	   the	   forum’s	  own	  prioriGes	  and	  possible	  direcGons	   for	   the	  development	  of	   literacy	  and	  
numeracy	  in	  England.	  	  
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Focussing	   on	   the	  Midlands,	   but	  with	   implicaGons	   for	   the	   rest	   of	   the	   sector,	   Joanne	   Keatley	   and	  
Wendy	  Meredith	   look	  at	  Birmingham	  City	  Council’s	  preparaGon	   for	  next	  year’s	  devoluGon	  of	   the	  
Adult	   EducaGon	   Budget.	  While	   acknowledging	   the	   challenges	   that	   devoluGon	  may	   present,	   they	  
idenGfy	  a	  broad	  range	  of	  opportuniGes	  resulGng	  from	  greater	  flexibility	  to	  provide	  non-‐accredited	  
literacy	  and	  ESOL	  courses.	  More	  personalised	  approaches,	  greater	  use	  of	  authenGc	  acGviGes	  and	  
increased	   ability	   to	   respond	   to	   the	   needs	   of	   the	   local	   labour	   market	   are	   amongst	   the	   varied	  
opportuniGes	  they	  consider.	  	  

In	  our	  peer-‐reviewed	  arGcle	  Alex	  Braddell	  and	  Bob	  Read	  explore	  the	  topic	  of	  self-‐directed	  learning.	  
They	  outline	  the	  work	  of	  the	  Erasmus+	  project	  Autonomous	  Literacy	  Learners	  –	  Sustainable	  results’	  
in	  several	  European	  countries	  and	  consider	  the	  potenGal	  of	  non-‐direcGve	  coaching	  to	  support	  adult	  
learners	   in	  English,	  maths	  and	  ESOL,	  raising	  some	  interesGng	  quesGons	  about	  the	  nature	  of	  adult	  
learning	  in	  the	  process.	  	  	  

This	   ediGon	   also	   considers	   two	   recent	   addiGons	   to	   the	   literature	   in	   our	   field.	   Sarah	   Freeman	  
reviews	  Exploring	  Adult	  Literacy	  and	  Numeracy	  prac/ces:	  ethnographic	  case	  studies	  from	  Uganda,	  
in	  which	  the	  editors	  (George	  Openjuru,	  Dave	  Baker,	  Alan	  Rogers	  and	  Brian	  Street)	  bring	  together	  a	  
series	  of	  case	  studies	  to	  provide	  valuable	  insights	  into	  people’s	  everyday	  literacy	  and	  numeracy	  and	  
idenGfy	  their	   implicaGons	  for	  teaching.	  On	  a	  different	  theme,	  Tara	  Furlong	  reviews	  Mul/modality,	  
Learning	   and	   Communica/on:	   a	   social	   semio/c	   frame	   by	   Jeff	   Bezemer	   and	   Gunter	   Kress	   which	  
provides	  a	  means	  of	  re-‐examining	  our	  communicaGon	  and	  learning	  pracGces	  in	  today’s	  social	  and	  
technological	  context.	  

Finally,	   this	   ediGon	   ends	  with	   Tara	   Furlong’s	   round	   up	   of	   news	   from	   the	   sector,	   including	   iniGal	  
feedback	  from	  our	  recent	  members’	  survey.
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Note	  from	  the	  Journal	  Coordinator	  

Hello	  fellow	  RaPAL	  members	  

We	  hope	  you	  enjoy	  this	  conference	  ediGon	  of	  the	  Journal.	  	  We	  have	  tried	  to	  include	  a	  
representaGve	  selecGon	  of	  arGcles	  from	  speakers	  and	  workshop	  leaders	  on	  the	  day.	  	  	  

We	  have	  also	  been	  busy	  puing	  together	  another	  long-‐awaited	  ediGon	  of	  the	  Taster	  Journal,	  which	  
we	  hope	  to	  have	  ready	  in	  print	  for	  our	  upcoming	  RaPAL	  Conference	  in	  Liverpool	  in	  June.	  	  We	  have	  
chosen	  a	  selecGon	  of	  arGcles	  from	  the	  past	  three	  years’	  Journals.	  	  Ajer	  that,	  we	  have	  plans	  for	  a	  
‘Numeracies	  as	  a	  social	  pracGce’	  issue	  due	  for	  publicaGon	  in	  the	  summer.	  	  Our	  ediGng	  team	  have	  
put	  out	  a	  call	  for	  papers	  and	  we	  would	  love	  to	  hear	  from	  anyone	  with	  experience	  or	  interest	  in	  that	  
field	  –	  have	  you	  found	  this	  to	  be	  an	  accessible	  route	  into	  numeracy?	  	  Do	  you	  have	  any	  learners’	  
stories	  that	  we	  could	  include?	  

Many	  thanks	  to	  those	  members	  who	  have	  joined	  our	  editorial	  group	  this	  year,	  and	  more	  recently,	  
those	  who	  answered	  our	  call	  for	  addiGonal	  peer-‐reviewers.	  	  It	  is	  important	  for	  us	  to	  conGnue	  to	  
include	  a	  selecGon	  of	  academic	  arGcles	  about	  research,	  pracGce	  or	  policy	  and	  for	  this	  we	  need	  to	  
retain	  a	  team	  of	  peer-‐reviewers	  with	  appropriate	  experience.	  	  	  

A	  variety	  of	  opportuniGes	  and	  different	  approaches	  are	  discussed	  in	  this	  ediGon.	  	  If	  you	  were	  not	  
able	  to	  have	  your	  say	  on	  the	  day	  of	  the	  conference,	  why	  not	  take	  the	  opportunity	  to	  do	  so	  now	  and	  
add	  your	  comment	  to	  our	  comments	  space	  at	  the	  bo,om	  of	  the	  page,	  which	  needs	  the	  password	  
that	  has	  been	  circulated	  with	  this	  ediGon.	  

Any	  thoughts	  about	  this	  or	  other	  ediGons	  or	  ideas	  for	  future	  content	  can	  be	  sent	  to	  
journal@rapal.org.uk	  and	  don’t	  forget	  that	  most	  Journal	  ediGons	  contain	  arGcles	  by	  new	  writers.	  	  
There	  are	  guidelines	  on	  our	  website	  on	  the	  Write	  for	  Us	  page	  and	  we	  offer	  as	  much	  support	  as	  you	  
feel	  you	  need	  to	  be	  able	  to	  see	  your	  wriGng	  published.	  

We	  hope	  you	  enjoy	  this	  conference	  ediGon	  of	  the	  RaPAL	  Journal.	  

Best	  wishes	  

Yvonne	  

mailto:journal@rapal.org.uk
http://www.rapal.org.uk/journal/write-for-us
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Resilience	  and	  Responsiveness:	  English	  Maths	  ESOL	  Annual	  Conference	  
2016	  	  	  

Pip	  Kings,	  conference	  chair	  

Pip	  was	  the	  Development	  Director	  at	  the	  Na/onal	  Research	  and	  Development	  Centre	  for	  adult	  
literacy,	  language	  and	  numeracy	  (NRDC)	  at	  the	  Ins/tute	  of	  Educa/on.	  In	  this	  capacity	  Pip	  has	  led	  
on	  recent	  research	  and	  development	  projects	  for	  LSIS,	  BIS,	  IfL.	  She	  managed	  the	  teacher	  educa/on	  
strand	  of	  the	  Na/onal	  Skills	  for	  Life	  Support	  Programme.	  	  

Prior	  to	  joining	  NRDC	  Pip	  worked	  at	  the	  Learning	  and	  Skills	  Council	  as	  London	  Regional	  Skills	  for	  Life	  
lead	  where	  she	  collaborated	  on	  the	  development	  of	  a	  London	  Skills	  for	  Life	  strategy.	  	  

'If	  so	  much	  money	  went	  into	  the	  Skills	  for	  Life	  strategy	  –	  what	  is	  there	  to	  show	  for	  it?'	  

To	  meet	  Star	  Painter	  at	  the	  end	  of	  the	  conference	  day	  was	  a	  significant	  moment	  for	  me:	  she	  
provided	  the	  very	  real	  learner	  voice	  from	  the	  RaPAL	  stories	  of	  resilience	  and	  adult	  learning	  that	  
acted	  as	  a	  counterpoint	  to	  the	  whole	  event.	  She	  was	  the	  embodiment	  of	  the	  vibrancy	  and	  vitality	  
that	  rang	  out	  from	  her	  story	  in	  the	  book	  and	  provided	  the	  meaning	  behind	  everyone’s	  a,endance	  
at	  this	  event.	  She	  (and	  the	  RaPAL	  ‘Resilience’	  publicaGon)	  provided	  the	  answer	  to	  the	  above	  
quesGon	  posed	  during	  the	  panel	  session.	  

Why	  Resilience	  and	  Responsiveness?	  

The	  conference	  topic	  arose	  from	  joint	  commi,ee	  discussions	  between	  RaPAL,	  Learning	  and	  Work	  
InsGtute	  (L&W),	  UCU,	  NATECLA	  and	  InsGtute	  of	  EducaGon	  (formerly	  NRDC).	  	  In	  the	  ever-‐changing	  
policy	  world	  of	  adult	  and	  further	  educaGon,	  resilience	  and	  responsiveness	  are	  qualiGes	  that	  
provide	  a	  bedrock	  for	  the	  success	  of	  adult	  learning.	  Both	  learners	  and	  teachers	  need	  to	  be	  resilient	  
in	  the	  face	  of	  vacillaGng	  prioriGes	  regarding	  educaGon	  and	  skills	  training	  and	  funding	  allocaGons,	  
and	  to	  be	  creaGve	  in	  their	  responses	  to	  these.	  Of	  no	  less	  significance	  is	  the	  resilience	  and	  
responsiveness	  we	  need	  in	  our	  personal	  lives	  in	  order	  to	  support	  each	  other	  and	  adhere	  to	  our	  
principles.	  	  	  

The	  aim	  of	  the	  conference	  was	  not	  to	  make	  assumpGons	  about	  resilience	  and	  responsiveness	  but	  
to	  explore	  the	  ideas,	  and	  consider	  how	  obstacles	  to	  learning	  develop	  and	  can	  be	  overcome	  and	  to	  
respect	  the	  lengths	  to	  which	  people	  will,	  or	  have	  to,	  go	  to	  access	  educaGon.	  This	  would	  include	  an	  
examinaGon	  of	  current	  policy	  focused	  on	  English	  and	  mathemaGcs	  skills	  at	  level	  2	  and	  above	  
whereas	  there	  remains	  a	  huge	  need	  for	  teaching	  these	  subjects	  at	  all	  entry	  levels	  and	  level	  1.	  
Policy	  terminology	  no	  longer	  refers	  to	  basic	  skills,	  skills	  for	  life	  and	  literacy,	  ESOL	  and	  numeracy	  and	  
perhaps	  the	  Gme	  is	  ripe	  for	  a	  re-‐examinaGon	  of	  these	  needs.	  	  

Conference	  speakers	  

ReflecGng	  on	  the	  content	  of	  the	  day	  I	  am	  amazed	  at	  how	  much	  was	  covered,	  the	  breadth	  of	  
content,	  plus	  a	  range	  of	  authoritaGve	  presenters.	  
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Stephen	  Evans,	  the	  new	  L&W	  Chief	  ExecuGve	  took	  us	  through	  current	  government	  policy	  on	  
English,	  maths	  and	  ESOL	  drawing	  a,enGon	  to	  the	  higher	  levels	  and	  revised	  funding	  for	  adult	  
educaGon;	  L&W	  will	  conGnue	  to	  lobby	  government	  for	  widening	  parGcipaGon	  in	  basic	  skills.	  	  

Jan	  Eldred,	  L&W	  Senior	  Research	  Fellow,	  examined	  England’s	  performance	  in	  English	  and	  
mathemaGcs	  from	  the	  OECD	  survey	  on	  adult	  skills	  (PIAAC).	  L&W	  has	  a	  key	  role	  as	  NaGonal	  
Coordinator	  on	  the	  European	  Agenda	  for	  Adult	  Learning.	  She	  took	  us	  through	  the	  data	  that	  shows	  
comparaGvely	  low	  levels	  of	  basic	  skills	  in	  England	  compared	  to	  other	  countries	  and	  sought	  
delegate	  parGcipaGon	  in	  prioriGsaGon	  of	  strategies	  to	  change	  this;	  we	  became	  a	  live	  ‘people’s	  
chart’	  enabling	  her	  to	  gauge	  support	  for	  different	  opGons.	  

Sue	  Southwood,	  ETF	  Programme	  Manager,	  followed	  Jan	  with	  an	  update	  on	  the	  FuncGonal	  Skills	  
Reform	  Programme.	  	  Sue	  is	  responsible	  for	  English,	  maths	  and	  SEN	  and	  has	  successfully	  raised	  the	  
profile	  of	  these	  learning	  areas,	  securing	  funding	  to	  conGnue	  research	  and	  staff	  development	  
programmes.	  	  As	  a	  result	  of	  this	  work	  literacy,	  ESOL	  and	  numeracy	  standards	  and	  curricula	  are	  
being	  retained	  and	  updated.	  

In	  the	  ajernoon,	  we	  were	  lucky	  to	  hear	  from	  Birmingham	  Adult	  EducaGon	  Service:	  Joanne	  Keatley,	  
Principal,	  and	  Wendy	  Meredith,	  Curriculum	  Lead	  English	  and	  ESOL,	  about	  their	  experience	  of	  the	  
devolved	  Adult	  EducaGon	  Budget.	  Amidst	  concerns	  that	  this	  will	  mean	  a	  further	  diluGon	  of	  adult	  
educaGon,	  Birmingham	  AES	  has	  seized	  this	  as	  an	  opportunity	  to	  reshape	  the	  adult	  budget	  locally	  
with	  the	  Local	  Enterprise	  Partnership	  (LEP)	  and	  to	  align	  their	  programme	  with	  local	  skills	  and	  
producGvity	  plans.	  They	  see	  the	  potenGal	  for	  greater	  flexibility	  for	  teachers	  in	  the	  use	  of	  non-‐
accredited	  learning	  and	  RARPA.	  

Finally,	  delegates	  had	  an	  opportunity	  to	  quesGon	  an	  expert	  panel	  that	  drew	  from	  the	  day’s	  
speakers	  plus	  representaGves	  from:	  Department	  for	  EducaGon,	  Kate	  Cropper;	  NATECLA,	  James	  
Cupper;	  L&W,	  Alex	  Stevenson.	  	  

Workshops	  

The	  workshops	  form	  the	  backbone	  of	  this	  conference	  which	  has	  been	  held	  annually	  for	  many	  years	  
now	  to	  link	  research	  and	  pracGce	  in	  basic	  skills.	  This	  year	  we	  had	  a	  greater	  number	  than	  ever	  
encompassing	  all	  the	  basic	  skills:	  

• Bridging	  the	  gap	  between	  ESOL	  and	  funcGonal	  skills	  

• CiGzen	  maths	  supporGng	  the	  level	  2	  maths	  challenge	  

• The	  workplace	  and	  basic	  skills:	  opportuniGes	  for	  adult	  literacy	  

• Coaching	  to	  support	  self-‐directed	  English	  and	  maths	  learning	  

• Client	  Care	  and	  Self-‐Advocacy	  (and	  implicaGons	  for	  literacies	  educaGon)	  
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• Re-‐imagining	  assessment	  and	  tracking	  for	  maths	  and	  English	  

• Talk	  English	  project:	  DemonstraGng	  the	  impact	  of	  community	  English	  language	  learning.	  

The	  Gtles	  themselves	  evidence	  the	  depth	  of	  learning	  and	  research	  that	  provided	  the	  knowledge	  
base	  for	  each	  workshop.	  The	  commitment	  of	  all	  presenters	  ensured	  a	  programme	  both	  relevant	  
and	  criGcal	  in	  the	  current	  adult	  educaGon	  landscape.	  

Conference	  organisaKon	  and	  venue	  

The	  conference	  organisers	  discovered	  a	  new	  venue	  this	  year	  thanks	  to	  Imperial	  College	  Union	  who	  
hosted	  us	  in	  their	  own	  premises.	  A	  new	  venture	  for	  them,	  they	  will	  have	  been	  grateful	  for	  the	  
feedback	  from	  all	  delegates.	  The	  eminent	  locaGon	  behind	  the	  Royal	  Albert	  Hall	  was	  welcome	  and	  
menGon	  must	  be	  made	  of	  Mintra	  Sadler	  (L&W)	  who	  worked	  Grelessly	  with	  the	  premises	  manager	  
to	  ensure	  that	  everything	  ran	  smoothly.	  	  	  

Tara	  Furlong,	  her	  team	  and	  the	  book	  

Learners’	  stories	  are	  aways	  the	  most	  powerful	  advocate	  for	  adult	  learning	  and	  it	  was	  inspiring	  to	  
see	  this	  collecGon	  in	  RAPAL’s	  ‘Resilience:	  stories	  of	  Adult	  Learning’.	  At	  the	  end	  of	  the	  day	  Tara	  
launched	  the	  publicaGon,	  together	  with	  some	  of	  its	  contributors.	  Not	  an	  addiGonal	  event	  to	  the	  
day,	  but	  very	  much	  integral	  to	  the	  thinking	  and	  sharing	  throughout	  the	  day	  and	  a	  welcome	  
celebraGon	  of	  all	  learners.	  	  

And	  finally…	  

The	  space,	  the	  input,	  and	  resulGng	  professional	  pracGce	  exchanges	  were	  invaluable	  to	  us	  all.	  The	  
importance	  of	  conferences	  like	  this	  really	  cannot	  be	  overvalued.	  	  	  
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English,	  maths	  and	  ESOL:	  the	  current	  state	  of	  play	  

Stephen	  Evans	  

Stephen	  Evans	  became	  Chief	  Execu/ve	  in	  2016	  aUer	  two	  years	  as	  Deputy	  Chief	  Execu/ve,	  where	  he	  
was	  responsible	  for	  Learning	  and	  Work	  Ins/tute’s	  research	  and	  development	  work.	  He	  joined	  from	  
Working	  Links,	  a	  leading	  provider	  for	  employment	  and	  skills	  services,	  where	  he	  led	  on	  policy,	  
strategy	  and	  business	  development.	  Prior	  to	  this,	  he	  worked	  for	  the	  London	  Development	  Agency	  
as	  Director	  of	  Employment	  and	  Skills,	  commissioning	  programmes	  and	  leading	  the	  work	  of	  the	  
London	  Skills	  and	  Employment	  Board;	  was	  Chief	  Economist	  at	  the	  Social	  Market	  Founda/on;	  and	  
spent	  six	  years	  as	  Senior	  Policy	  Advisor	  in	  HM	  Treasury,	  leading	  on	  policy	  to	  cut	  child	  poverty,	  
increase	  employment	  and	  boost	  produc/vity.	  

SeRng	  our	  sights	  high	  

It	  has	  been	  a	  topsy-‐turvy	  year	  of	  almost	  unprecedented	  poliGcal	  change.	  But	  the	  challenge	  of	  
supporGng	  all	  adults	  to	  gain	  the	  basic	  literacy,	  numeracy	  and	  digital	  skills	  needed	  for	  life	  and	  work	  
in	  the	  21st	  century	  remains	  central	  to	  our	  future	  prosperity	  and	  fairness.	  There	  is	  much	  good	  work	  
going	  on,	  but	  we	  need	  extra	  acGon	  and	  investment	  to	  match	  the	  scale	  of	  the	  challenge.	  Just	  over	  a	  
year	  ago,	  everything	  seemed	  relaGvely	  se,led.	  Ajer	  an	  unexpected	  majority	  victory	  in	  the	  2015	  
general	  elecGon,	  the	  new	  ConservaGve	  government	  had	  set	  out	  its	  key	  policy	  and	  investment	  
prioriGes	  in	  an	  Emergency	  Budget	  and	  Spending	  Review.	  The	  challenge	  for	  those	  of	  us	  in	  the	  
learning	  and	  skills	  sector	  was	  to	  implement	  the	  policies	  these	  showed.	  

A	  year	  later,	  and	  so	  much	  has	  changed.	  Following	  the	  UK’s	  vote	  to	  leave	  the	  European	  Union	  (EU),	  
a	  new	  Prime	  Minister	  and	  government	  are	  in	  place.	  ConfirmaGon	  and	  further	  details	  of	  both	  
devoluGon	  of	  the	  Adult	  Educa/on	  Budget	  (AEB)	  in	  England	  and	  the	  UK-‐wide	  Appren/ceship	  Levy	  
have	  followed.	  The	  Autumn	  Statement	  has	  set	  out	  the	  economic	  and	  policy	  challenges	  ahead.	  The	  
ajermath	  of	  the	  EU	  referendum	  vote	  has	  included	  a	  debate	  about	  how	  to	  spread	  opportunity	  
more	  widely	  across	  the	  UK	  and	  the	  future	  of	  social	  investment,	  once	  we	  leave	  the	  EU.	  

Our	  stark	  challenge	  

But	  in	  many	  ways	  nothing	  has	  changed.	  In	  parGcular,	  there	  are	  sGll	  9	  million	  adults	  with	  low	  
literacy	  or	  numeracy	  skills	  and	  around	  11	  million	  with	  low	  digital	  skills.	  This	  is	  a	  staggering	  number	  
and	  has	  a	  massive	  impact	  on	  people's	  life	  chances,	  social	  inclusion	  and	  economic	  prosperity.	  
People	  with	  low	  literacy,	  numeracy	  or	  digital	  skills	  are	  far	  less	  likely	  to	  be	  in	  work.	  This	  employment	  
penalty	  is	  only	  likely	  to	  increase	  as	  global	  economic	  changes	  conGnue	  to	  reduce	  the	  number	  of	  
jobs	  that	  do	  not	  need	  these	  skills.	  

Our	  naGonal	  prosperity,	  parGcularly	  in	  a	  post-‐Brexit	  world,	  depends	  on	  people	  having	  the	  skills	  
needed	  for	  the	  jobs	  of	  the	  future.	  This	  drives	  not	  just	  individual	  opportunity	  but	  business	  success	  
too;	  for	  our	  businesses	  to	  make	  the	  most	  of	  future	  opportuniGes	  they	  need	  a	  well-‐skilled,	  
adaptable	  workforce.	  The	  importance	  of	  literacy,	  numeracy	  and	  digital	  skills	  to	  employers	  can	  be	  
seen	  in	  part	  by	  the	  higher	  wages	  they	  pay	  people	  with	  them.	  For	  example,	  those	  with	  Level	  1	  
numeracy	  skills	  earn	  6-‐7%	  more	  than	  those	  without.
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But	  it	  is	  also	  bigger	  than	  that.	  Literacy,	  numeracy	  and	  other	  basic	  skills	  are	  associated	  with	  
increased	  likelihood	  of	  voGng,	  acGve	  ciGzenship	  and	  social	  inclusion.	  This	  is	  in	  addiGon	  to	  being	  
associated	  with	  improved	  health	  and	  financial	  capability.	  In	  other	  words,	  this	  is	  not	  just	  about	  
driving	  economic	  growth	  and	  individual	  opportunity.	  It	  is	  also	  about	  the	  sort	  of	  society	  we	  want	  to	  
be	  and	  ensuring	  everyone	  can	  play	  a	  full	  part	  in	  it.	  	  

Making	  a	  change	  

What	  then	  to	  do?	  

The	  first	  thing	  is	  to	  argue	  for	  more	  investment.	  Current	  rates	  of	  progress	  are	  simply	  too	  slow.	  We	  
need	  more	  adults	  to	  have	  the	  opportunity	  for	  learning.	  Learning	  and	  Work	  Ins/tute	  have	  argued,	  
along	  with	  Joseph	  Rowntree	  Founda/on	  in	  their	  Solve	  UK	  Poverty	  strategy,	  that	  we	  should	  set	  a	  
naGonal	  goal	  that	  all	  adults	  have	  the	  opportunity	  to	  gain	  these	  basic	  skills	  by	  2030.	  This	  would	  
require	  an	  addiGonal	  £200	  million	  per	  year,	  doubling	  current	  levels	  of	  investment.	  But	  it	  would	  pay	  
back	  many	  Gmes	  over,	  given	  the	  clear	  job,	  earnings	  and	  social	  benefits	  detailed	  above.	  

The	  second	  thing	  is	  to	  develop	  new	  ways	  of	  engaging	  people	  and	  new	  ways	  of	  delivering	  learning.	  
People	  need	  to	  want	  to	  learn	  and	  learn	  in	  ways	  that	  are	  tailored	  to	  their	  own	  circumstances	  and	  
moGvaGons.	  People	  learn	  for	  many	  different	  reasons,	  whether	  to	  find	  work,	  build	  a	  career,	  support	  
their	  children	  with	  homework,	  to	  make	  friends,	  for	  pleasure	  and	  many	  other	  reasons.	  People	  also	  
learn	  in	  different	  ways	  and	  in	  different	  modes,	  whether	  in	  groups,	  digitally,	  or	  fiing	  around	  work	  
and	  personal	  life.	  

At	  Learning	  and	  Work	  InsGtute,	  we	  have	  been	  working	  with	  a	  number	  of	  partners	  to	  develop	  the	  
Ci/zens’	  Curriculum.	  This	  takes	  the	  core	  skills	  of	  literacy,	  numeracy,	  digital,	  financial	  capability,	  
health	  literacy	  and	  ciGzenship.	  It	  brings	  them	  together	  into	  a	  programme	  of	  study-‐type	  approach	  
with	  the	  content	  co-‐designed	  by	  learners.	  In	  one	  pilot	  with	  Rochdale	  Council,	  every	  £1	  spent	  saved	  
£3.68	  to	  local	  public	  services.	  

We	  think	  the	  CiGzens’	  Curriculum	  is	  part	  of	  the	  answer.	  We	  would	  like	  to	  see	  local	  commissioners	  
and	  learning	  organisaGons	  develop	  their	  own	  similar	  approaches	  and	  also	  for	  this	  approach	  to	  
learning	  to	  be	  built	  in	  to	  other	  public	  services,	  such	  as	  health,	  regeneraGon,	  employment	  and	  
social	  care.	  Ongoing	  work	  to	  review	  and	  revise	  FuncGonal	  Skills	  curricula	  is	  also	  an	  important	  part	  
of	  the	  answer;	  GCSEs	  are	  not	  the	  answer	  for	  everyone	  and	  funcGonal	  skills	  have	  the	  potenGal	  to	  be	  
a	  soluGon.	  

The	  scale	  of	  the	  challenge	  is	  stark.	  The	  case	  for	  acGon	  is	  clear.	  The	  challenge	  is	  for	  us	  collecGvely	  to	  
build	  a	  naGonal	  mission	  to	  ensure	  everyone	  has	  the	  core	  capabiliGes	  and	  skills	  needed	  for	  life	  and	  
work	  in	  21st	  century	  Britain.
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FuncKonal	  Skills	  Reform	  Programme	  update	  

Sue	  Southwood	  

Sue	  Southwood	  is	  programme	  manager	  for	  Professional	  Standards	  and	  Workforce	  Development	  at	  
the	  Educa/on	  and	  Training	  Founda/on.	  Sue	  has	  lead	  responsibility	  for	  the	  Founda/on’s	  work	  on	  
maths,	  English	  and	  learners	  with	  Special	  Educa/onal	  Needs	  and/or	  Disabili/es	  (SEND).	  Before	  
joining	  the	  Founda/on	  in	  September	  2014,	  Sue	  was	  Head	  of	  Basic	  Skills	  at	  the	  former	  Na/onal	  
Ins/tute	  of	  Adult	  Con/nuing	  Educa/on	  (NIACE),	  where	  she	  worked	  for	  9	  years.	  Sue	  began	  her	  
career	  as	  a	  literacy	  and	  General	  Cer/ficate	  of	  Secondary	  Educa/on	  (GCSE)	  English	  teacher	  for	  
Norfolk	  County	  Council.	  An	  experienced	  manager	  with	  over	  25	  years’	  experience	  in	  the	  sector,	  Sue	  
has	  led	  a	  variety	  of	  na/onal	  programmes	  to	  develop	  and	  improve	  prac/ce	  and	  has	  wriden	  several	  
publica/ons.	  Prior	  to	  joining	  NIACE,	  Sue	  held	  a	  number	  of	  posts	  including	  curriculum	  manager	  for	  
City	  and	  Islington	  College	  and	  spent	  a	  year	  in	  Spain	  as	  an	  English	  as	  a	  Foreign	  Language	  (EFL)	  
teacher.	  Sue	  set	  up	  and	  managed	  workplace	  basic	  skills	  at	  work	  programmes	  for	  Northern	  Foods,	  
Ford	  Motor	  Company	  and	  Transport	  for	  London.	  	  

The	  FuncGonal	  Skills	  Reform	  Programme	  has	  consulted	  with	  employers,	  teachers,	  trainers	  and	  
learners	  from	  across	  the	  educaGon	  and	  skills	  sectors	  and	  reported	  to	  Government.	  	  We	  have	  heard	  
from	  more	  than	  1,000	  representaGves	  of	  employers	  and	  providers	  about	  what	  they	  think	  must	  be	  
done	  to	  improve	  the	  qualificaGons,	  which,	  despite	  being	  relaGvely	  new,	  have	  already	  had	  a	  posiGve	  
impact	  on	  many	  people’s	  lives.	  	  	  

The	  top	  three	  skills	  employers	  asked	  for	  in	  English	  are	  to	  speak	  confidently	  and	  clearly;	  understand	  
quesGons	  and	  give	  a	  relevant,	  logical	  and	  coherent	  answer	  in	  language	  that	  is	  appropriate;	  and	  to	  
follow	  complex	  oral	  instrucGons.	  	  The	  top	  three	  maths	  skills	  required	  by	  employers	  are	  to	  solve	  
problems	  that	  involve	  number	  or	  measurement	  in	  a	  job-‐specific	  context;	  to	  break	  a	  problem	  down	  
into	  smaller	  parts	  and	  then	  work	  through	  systemaGcally	  to	  get	  a	  sensible	  answer	  in	  a	  job-‐specific	  
context;	  and	  finally	  to	  persevere	  and	  try	  different	  approaches	  if	  you	  do	  not	  find	  the	  answer	  straight	  
away.	  	  We	  are	  confident	  that	  revised	  FuncGonal	  Skills,	  especially	  at	  Levels	  1	  and	  2,	  will	  give	  
employers	  what	  they	  are	  looking	  for.	  	  Our	  revised	  naGonal	  standards	  for	  adult	  literacy	  and	  
numeracy,	  FuncGonal	  Skills	  subject	  content	  and	  report	  are	  currently	  with	  ministers	  for	  approval.	  

The	  consultaGon	  included	  discussions	  on	  the	  balance	  between	  developing	  confidence	  in	  skills	  and	  
applying	  them.	  	  For	  example,	  are	  FuncGonal	  Skills	  about	  using	  simple	  skills	  in	  complex	  
environments	  or	  does	  the	  challenge	  of	  re-‐creaGng	  a	  realisGc	  scenario	  act	  as	  too	  much	  of	  a	  barrier	  
for	  some	  learners?	  Will	  increasing	  content	  enhance	  the	  value	  and	  credibility	  of	  FuncGonal	  Skills	  
qualificaGons	  or	  will	  this	  just	  make	  them	  too	  much	  like	  GCSEs?	  	  These	  are	  vital	  quesGons	  and	  the	  
devil	  will	  be	  in	  the	  detail.	  	  Once	  we	  receive	  ministerial	  go-‐ahead,	  the	  next	  step	  is	  to	  consult	  on	  how	  
we	  assess	  the	  revised	  content	  in	  order	  to	  ensure	  these	  qualificaGons	  have	  credibility	  with	  learners	  
and	  employers.	  	  There	  will	  be	  further	  consultaGons	  led	  by	  the	  Department	  for	  EducaGon	  (DfE)	  and	  
the	  Office	  of	  QualificaGons	  and	  ExaminaGons	  RegulaGon	  (Ofqual)	  to	  iron	  out	  these	  details.	  	  When	  
the	  qualificaGons	  are	  ready,	  we	  will	  be	  working	  hard	  to	  promote	  Levels	  1	  and	  2	  as	  qualificaGons	  
that	  prepare	  young	  people	  and	  adults	  for	  the	  workplace.
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FuncGonal	  Skills	  should	  develop	  confidence	  in	  the	  basics	  of	  maths	  and	  English	  through	  
understanding	  their	  relevance	  and	  applicaGon.	  We	  are	  developing	  a	  dynamic	  and	  inclusive	  
exemplar	  curriculum	  for	  teachers,	  parGcularly	  to	  support	  those	  who	  are	  new	  to	  teaching	  
FuncGonal	  Skills.	  	  	  We	  have	  developed	  a	  range	  of	  resources	  to	  support	  assessment	  of	  and	  for	  
learning	  and	  will	  conGnue	  to	  support	  teachers	  and	  trainers	  with	  a	  comprehensive	  ConGnuing	  
Professional	  Development	  (CPD)	  plan.	  The	  EducaGon	  and	  Training’s	  Maths	  and	  English	  Pipeline	  
offers	  a	  range	  of	  training	  and	  resources	  to	  develop	  teaching	  approaches	  in	  order	  to	  improve	  
learner	  outcomes	  in	  these	  subjects	  and	  FoundaGon	  Online	  Learning	  has	  support	  for	  all	  teachers	  to	  
improve	  their	  maths	  and	  English	  to	  Level	  2.	  	  	  

For	  more	  informaGon,	  go	  to	  h,p://www.et-‐foundaGon.co.uk/supporGng/support-‐pracGGoners/	  

 

http://www.et-foundation.co.uk/supporting/support-practitioners/


�   �
Bridging	  the	  gap	  between	  ESOL	  and	  FuncKonal	  Skills	  

Tammela	  Pla,	  

Tammela	  Plad	  is	  a	  Diploma	  in	  English	  Language	  Teaching	  to	  Adults	  (DELTA)-‐qualified	  ESOL	  (English	  
for	  Speakers	  of	  Other	  Languages)	  Curriculum	  Lead	  at	  City	  Gateway	  Women’s	  Programmes,	  where	  
the	  majority	  of	  learners	  are	  adult	  migrant	  women.	  She	  leads	  a	  small	  team	  of	  ESOL	  and	  Func/onal	  
Skills	  tutors	  and	  teaches	  accredited	  ESOL	  and	  Func/onal	  Skills	  courses,	  as	  well	  as	  non-‐accredited	  
pre-‐entry	  English	  courses.	  Tammela	  has	  been	  teaching	  English	  in	  various	  guises	  since	  2010	  -‐	  from	  
secondary	  school	  pupils	  in	  the	  Ukraine	  to	  interna/onal	  students	  at	  University	  College	  London	  (UCL).	  
Her	  academic	  interests	  include	  theories	  of	  second	  language	  acquisi/on,	  teaching	  academic	  wri/ng	  
and	  literacy	  for	  ESOL	  learners.	  

IntroducKon	  

In	  November	  2016,	  I	  delivered	  a	  workshop	  at	  ‘Resilience	  and	  responsiveness’,	  the	  annual	  joint	  
conference	  on	  English,	  maths	  and	  ESOL.	  My	  workshop	  highlighted	  the	  challenges	  of	  moving	  ESOL	  
learners	  to	  FuncGonal	  Skills	  (FS)	  English	  courses	  and	  introduced	  three	  pracGcal	  classroom	  acGviGes	  
used	  to	  support	  and	  prepare	  ESOL	  learners	  for	  the	  FS	  English	  Level	  1	  exams.	  This	  arGcle	  explains	  
the	  workshop’s	  origins	  and	  then	  outlines	  each	  of	  the	  classroom	  acGviGes.	  It	  is	  hoped	  that	  they	  will	  
be	  useful	  for	  any	  pracGGoners	  teaching	  ESOL	  learners	  on	  FS	  English	  courses.	  

Background:	  linking	  ESOL	  and	  FS	  English	  

Recently,	  the	  ESOL	  and	  FS	  tutor	  team	  at	  City	  Gateway	  Women’s	  Programmes	  has	  noGced	  that	  
many	  ESOL	  learners	  can	  achieve	  the	  FS	  English	  Entry	  3	  qualificaGon,	  but	  the	  jump	  from	  Entry	  3	  to	  
Level	  1	  –	  and	  on	  courses	  meant	  for	  naGve	  English	  speakers	  –	  proves	  difficult	  for	  these	  learners.	  	  

Why	  do	  we	  move	  ESOL	  learners	  onto	  FS	  English	  courses?	  We	  have	  idenGfied	  the	  following	  reasons	  
why	  our	  organisaGon	  progresses	  ESOL	  learners	  onto	  FS	  English	  courses:	  	  

• Some	  claim	  that	  FS	  qualificaGons	  are	  more	  widely	  recognised	  than	  ESOL	  
qualificaGons	  by	  vocaGonal	  training	  providers	  as	  well	  as	  employers	  (we	  wonder	  if	  
this	  is,	  indeed,	  the	  case	  and	  would	  welcome	  more	  insight	  about	  it	  from	  prac//oners	  
and	  employers)	  

• FS	  qualificaGons	  are	  required	  for	  people	  compleGng	  apprenGceships	  

• Most	  employers	  sGll	  prefer	  applicants	  with	  GCSEs	  and	  FS	  qualificaGons	  put	  learners	  
on	  the	  path	  to	  GCSEs	  

• There	  is	  more	  government	  funding	  available	  for	  FS,	  as	  ESOL	  funding	  conGnues	  to	  be	  
cut	  across	  the	  country.	  

Due	  to	  the	  issues	  listed	  above,	  we	  developed	  a	  non-‐accredited	  ‘bridging’	  course	  to	  try	  to	  prepare	  
ESOL	  learners	  for	  the	  FS	  Level	  1	  English	  course.	  This	  course	  ran	  for	  two	  terms	  following	  one	  term	  of	  
FS	  English	  Entry	  3	  and	  proved	  to	  be	  about	  50%	  successful,	  with	  half	  of	  the	  students	  being	  assessed	  
as	  ‘Level	  1	  -‐ready’	  before	  the	  autumn	  term.
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Challenges	  for	  ESOL	  learners	  on	  FS	  English	  courses	  

We	  have	  idenGfied	  three	  main	  categories	  of	  challenge	  for	  ESOL	  learners	  on	  FS	  English	  courses:	  

• The	  exam	  mark	  schemes	  are	  designed	  for	  naKve	  speakers	  (NS)	  

o The	  standards	  assume	  that	  learners	  can	  already	  use	  English	  accurately	  and	  so	  do	  
not	  award	  marks	  for	  elements	  like	  vocabulary	  range	  or	  pronunciaGon	  

o Grammar,	  spelling	  and	  punctuaGon	  mistakes	  are	  counted	  on	  the	  wriGng	  exam.	  This	  
automaGcally	  disadvantages	  non-‐naGve	  speakers	  (NNS),	  as	  they	  are	  increasingly	  
likely	  to	  make	  more	  mistakes	  than	  naGve	  speakers	  (NSs);	  for	  example,	  using	  
incorrect	  preposiGons	  or	  arGcles.	  

• English	  is	  not	  the	  first	  language	  of	  ESOL	  learners	  

o NNSs	  need	  to	  master	  subjects	  such	  as	  grammar,	  syntax	  and	  lexical	  chunks,	  which	  
NSs	  can	  apply	  automaGcally.	  This	  again	  disadvantages	  NNSs	  in	  the	  wriGng	  exam	  

o If	  there	  are	  many	  unfamiliar	  words	  in	  a	  text,	  NNSs	  might	  become	  too	  preoccupied	  
with	  decoding	  at	  word	  and	  sentence	  level	  to	  focus	  on	  meaning.	  

• Other	  challenges	  

o Language	  learners	  naturally	  plateau	  around	  B1-‐B2	  level	  (ESOL	  Entry	  Level	  3	  to	  Level	  
1)	  

o Many	  of	  the	  FS	  English	  exam	  tasks	  are	  culturally	  specific	  and	  assume	  the	  learners	  
possess	  certain	  knowledge;	  this	  is	  evident	  in	  the	  use	  of	  classically	  English	  names	  
such	  as	  ‘Jane’	  and	  lesser-‐known	  place	  names	  like	  ‘Glastonbury’	  

o NNSs	  have	  much	  more	  to	  learn	  than	  NSs;	  the	  recommended	  45	  Guided	  Learning	  
Hours	  (GLH)	  are	  ojen	  not	  enough	  to	  enable	  NNSs	  to	  achieve	  the	  Level	  1	  
qualificaGon.	  

Classroom	  acKviKes	  to	  support	  NNSs	  in	  FS	  English	  Level	  1	  

Our	  ESOL	  and	  FS	  tutor	  team	  has	  developed	  three	  pracGcal	  classroom	  acGviGes	  that	  we	  find	  useful	  
in	  addressing	  some	  of	  the	  challenges	  that	  ESOL	  learners	  face	  in	  FS	  English	  Level	  1.	  (At	  the	  
conference,	  the	  workshop	  parGcipants	  acted	  as	  learners	  in	  order	  to	  try	  out	  and	  give	  feedback	  on	  
each	  acGvity.)	  

Nightmare	  topics	  

This	  acGvity	  addresses	  difficult,	  ojen	  culturally-‐specific	  wriGng	  exam	  tasks.	  It	  can	  be	  staged	  as	  
follows:
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• Each	  learner	  writes	  down	  a	  topic	  they	  do	  not	  know	  much	  about	  or	  would	  hate	  to	  write	  an	  

exam	  on.	  For	  example,	  ‘My	  nightmare	  topic	  is	  wri/ng	  an	  ar/cle	  about	  Bri/sh	  films’;	  a	  NNS	  
would	  find	  this	  difficult	  if	  they	  do	  not	  watch	  BriGsh	  films	  

• Small	  groups	  pool	  their	  topics	  and	  pick	  one	  at	  random	  to	  discuss	  these	  quesGons:	  

o What	  do	  you	  know	  about	  the	  topic?	  

o What	  can	  you	  guess	  or	  make	  up	  about	  it?	  

o What	  opinions	  do	  you	  have	  about	  the	  topic?	  

o How	  can	  you	  contrast	  it	  with	  your	  home	  country	  or	  experience?	  

One	  workshop	  parGcipant	  pointed	  out	  that	  this	  acGvity	  helped	  her	  realise	  that	  she	  knew	  more	  
about	  the	  topic	  than	  she	  thought;	  sharing	  ideas	  with	  a	  group	  can	  do	  this.	  ‘Nightmare	  topics’	  also	  
help	  learners	  to	  develop	  confidence	  in	  their	  ability	  to	  make	  things	  up	  on	  the	  spot	  rather	  than	  
always	  sGcking	  to	  the	  literal	  truth.	  

Unfamiliar	  lexis	  

This	  acGvity	  helps	  learners	  with	  difficult	  vocabulary,	  parGcularly	  on	  the	  reading	  exam:	  

• Present	  a	  few	  challenging	  words	  that	  the	  learners	  are	  unlikely	  to	  know	  

• Ask	  the	  learners	  to	  look	  at	  the	  words	  and	  see	  if	  they	  can	  idenGfy	  any	  prefixes,	  suffixes	  or	  
root	  words	  within	  the	  new	  words	  

• Show	  the	  words	  in	  sentences	  and	  encourage	  the	  learners	  to	  use	  context	  to	  guess	  the	  
meanings,	  both	  of	  the	  word	  and	  of	  the	  sentence	  as	  a	  whole.	  They	  could	  also	  try	  to	  idenGfy	  
the	  word’s	  part	  of	  speech.	  

The	  point	  of	  this	  acGvity	  is	  not	  to	  teach	  new	  words,	  but	  rather	  to	  show	  the	  learners	  that	  they	  do	  
not	  need	  to	  understand	  every	  word	  in	  order	  to	  infer	  the	  general	  idea	  of	  a	  sentence	  or	  text.	  In	  the	  
workshop,	  I	  used	  German	  words	  for	  the	  ‘unfamiliar	  lexis’	  that	  the	  parGcipants	  had	  to	  decode.	  

Top	  10	  mistakes	  

This	  acGvity	  came	  from	  a	  former	  co-‐worker	  of	  my	  colleague:	  

• Hand	  back	  learners’	  marked	  work	  with	  the	  types	  of	  mistakes	  idenGfied	  in	  the	  teacher’s	  
preferred	  marking	  code	  (e.g.	  ‘sp’	  for	  spelling,	  ‘gr’	  for	  grammar,	  etc.)	  

• Each	  learner	  must	  come	  up	  with	  a	  list	  of	  10	  common	  errors	  that	  they	  make	  in	  their	  wriGng.	  	  

The	  errors	  cannot	  be	  as	  general	  as	  ‘grammar’	  or	  ‘capital	  le,ers’;	  encourage	  learners	  to	  look	  
closely	  and	  idenGfy	  specific	  errors	  that	  they	  regularly	  make,	  such	  as	  ‘the	  le,er	  ‘p’	  is	  always	  
capitalised’	  or	  ‘spelling	  “because”	  incorrectly’.
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This	  acGvity	  helps	  learners	  focus	  on	  weaker	  areas	  of	  their	  wriGng	  and	  is	  less	  overwhelming	  than	  
trying	  to	  improve	  all	  areas	  at	  once.	  Learners	  should	  revise	  their	  lists	  regularly	  so	  that	  they	  have	  a	  
working	  document	  to	  refer	  to	  when	  checking	  their	  homework	  and	  preparing	  for	  exams.	  	  

Conclusion	  

Teaching	  FS	  English	  to	  ESOL	  learners	  is	  not	  ideal,	  but	  in	  today’s	  funding	  environment	  and	  
employment	  market	  it	  is	  someGmes	  the	  easiest	  way	  to	  help	  learners	  progress	  into	  further	  training	  
and	  work.	  The	  ESOL	  and	  FS	  English	  team	  at	  City	  Gateway	  Women’s	  Programmes	  uses	  the	  above	  
three	  acGviGes,	  among	  others,	  to	  support	  our	  ESOL	  learners	  in	  the	  FS	  English	  Level	  1	  classroom.	  	  

What	  challenges	  do	  you	  have	  in	  working	  with	  ESOL	  learners	  on	  FS	  courses	  and	  how	  do	  you	  support	  
them?	  How	  does	  your	  organisaGon	  progress	  ESOL	  learners	  into	  further	  training	  and	  work? 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Can	  an	  open	  online	  course	  like	  CiKzen	  Maths	  help	  tackle	  the	  (Level	  2)	  
maths	  challenge?	  

Seb	  Schmoller	  and	  Graham	  Griffiths	  

Graham	  Griffiths	  taught	  mathema/cs	  in	  FE	  for	  many	  years.	  He	  now	  works	  as	  a	  Lecturer	  in	  Educa/on	  at	  UCL-‐
IOE	  where	  he	  leads	  the	  Post	  Compulsory	  PGCE	  Mathema/cs	  with	  numeracy	  course.	  His	  main	  focus	  in	  the	  
Ci/zen	  Maths	  team	  is	  on	  evalua/on.	  Email:	  g.griffiths@ucl.ac.uk.	  	  	  

Seb	  Schmoller	  worked	  in	  trade	  union	  educa/on	  in	  FE	  un/l	  1996,	  and	  then	  held	  learning	  technology	  roles	  in	  
FE	  /ll	  2002.	  Un/l	  2012	  he	  was	  CEO	  of	  the	  Associa/on	  for	  Learning	  Technology.	  He	  now	  does	  independent	  
work	  on	  online	  learning,	  including	  direc/ng	  Ci/zen	  Maths.	  He	  is	  a	  Governor	  of	  Northern	  College	  and	  of	  The	  
Sheffield	  College.	  Email:	  seb@schmoller.net.	  	  

To	  stay	  in	  touch	  with	  Ci/zen	  Maths,	  go	  to	  hdps://www.ci/zenmaths.com/keep-‐in-‐touch/.	  

Background  

What	  is	  CiKzen	  Maths?	  

CiGzen	  Maths	  is	  a	  free	  and	  open	  online	  maths	  course	  for	  self-‐moGvated	  adults,	  at	  Level	  2,	  covering	  
five	  'powerful	  ideas'	  in	  mathemaGcs,	  and	  involving	  between	  25	  and	  50	  hours	  of	  study.	  It	  does	  not	  
lead	  to	  a	  formal	  qualificaGon.	  We	  have	  structured	  CiGzen	  Maths	  according	  to	  the	  OECD’s	  PISA	  
Assessment	  and	  AnalyGcal	  Framework	  for	  MathemaGcs,	  Reading,	  Science,	  Problem	  Solving	  and	  
Financial	  Literacy,	  which	  provides	  an	  internaGonally	  recognised	  framework	  for	  mathemaGcal	  
content.	  CiGzen	  Maths	  has	  been	  developed	  incrementally	  since	  2013	  and	  was	  launched	  in	  its	  final	  
form	  on	  31	  January	  2017.	  All	  of	  the	  course	  content	  is	  licensed	  under	  the	  most	  liberal	  CreaGve	  
Commons	  licence,	  so	  is	  freely	  available	  for	  reuse.	  

Who	  is	  behind	  CiKzen	  Maths?  

The	  development	  of	  CiGzen	  Maths	  was	  funded	  by	  the	  Ufi	  Charitable	  Trust.	  The	  work	  was	  done	  by	  
Calderdale	  College,	  with	  the	  UCL	  InsGtute	  of	  EducaGon	  and	  OCR,	  with	  advice	  from	  the	  Google	  
Course	  Builder	  team.	  	  CiGzen	  Maths	  is	  conGnuing,	  in	  its	  current	  steady-‐state	  mode,	  with	  support	  
from	  Calderdale	  College.	  	  

Ufi	  Charitable	  Trust  

The	  Ufi	  Charitable	  Trust	  became	  a	  grant-‐giving	  body	  following	  the	  sale	  in	  2010	  of	  Learndirect	  (the	  
learning	  arm	  of	  the	  University	  for	  Industry,	  which	  the	  government	  set	  up	  in	  1998).	  With	  an	  iniGal	  
fund	  of	  £50m,	  the	  Trust	  focuses	  on	  scaling	  up	  the	  use	  of	  digital	  technology	  to	  support	  adult	  
vocaGonal	  skills.	  CiGzen	  Maths	  was	  one	  of	  the	  first	  three	  projects	  chosen	  to	  be	  funded	  by	  the	  Trust.

mailto:g.griffiths@ucl.ac.uk
mailto:seb@schmoller.net
https://www.citizenmaths.com/keep-in-touch/
mailto:g.griffiths@ucl.ac.uk
mailto:seb@schmoller.net
https://www.citizenmaths.com/keep-in-touch/
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Headline	  data  

At	  the	  Gme	  of	  wriGng	  over	  9,000	  people	  had	  signed	  up	  for	  CiGzen	  Maths,	  at	  a	  current	  rate	  of	  
nearly	  200	  per	  week,	  with	  over	  18,000	  people	  having	  completed	  the	  nine-‐point	  pre-‐course	  self-‐
assessment	  that	  (opGonally)	  precedes	  registraGon,	  and	  which	  ensures	  at	  least	  to	  some	  extent	  that	  
learners	  know	  what	  they	  are	  leing	  themselves	  in	  for.	  	  

Learners	  are	  roughly	  normally	  distributed	  around	  the	  30-‐39-‐year-‐old	  range.	  About	  60%	  of	  those	  
signing	  up	  are	  women.	  	  

Nuts	  and	  bolts	  of	  CiKzen	  Maths  

The	  thinking	  behind	  it  

Typically,	  our	  learners	  will	  have	  been	  through	  the	  convenGonal	  educaGon	  system	  and	  they	  will	  
have	  been	  failed	  by	  that	  system,	  coming	  out	  of	  it	  with	  qualificaGons	  that	  they	  now	  feel	  do	  not	  
reflect	  what	  they	  might	  have	  achieved,	  given	  different	  opportuniGes,	  and	  what	  they	  now	  need,	  
either	  for	  personal	  saGsfacGon	  or	  for	  more	  uGlitarian	  purposes.	  Like	  many	  others,	  they	  probably	  do	  
not	  see	  the	  point	  of	  maths,	  finding	  it	  hard	  to	  engage	  with	  the	  subject.	  They	  may	  simply	  ‘glaze-‐over’	  
when	  presented	  with	  numbers.	  As	  a	  result,	  perhaps	  they	  feel	  a	  sense	  of	  disempowerment,	  
captured	  memorably	  by	  the	  astronomer,	  Carl	  Sagan	  (1996)	  in	  his	  final	  interview,	  who	  argued	  that,	  
without	  scienGfic	  understanding,	  'We	  don’t	  run	  the	  government,	  the	  government	  runs	  us.'	  (Bailsie,	  
2012).	  This	  view	  could	  equally	  be	  applied	  to	  mathemaGcal	  understanding.	  

It	  is	  a	  key	  starGng	  point	  for	  the	  design	  of	  CiGzen	  Maths	  that	  these	  individuals	  will	  benefit	  from	  
engaging	  with	  a	  different	  approach	  to	  the	  teaching	  and	  learning	  of	  mathemaGcs	  from	  the	  
convenGonal	  pedagogy	  that	  did	  not	  work	  for	  them	  in	  the	  past.	  Our	  design	  sets	  out	  to	  avoid	  
portraying	  maths	  as	  something	  abstract.	  Instead	  it	  puts	  maths	  in	  the	  context	  of	  many	  adults’	  
everyday	  lives.	  

Learning	  results	  from	  what	  the	  student	  does	  and	  thinks	  and	  only	  from	  what	  the	  student	  
does	  and	  thinks.	  The	  teacher	  can	  advance	  learning	  only	  by	  influencing	  what	  the	  student	  
does	  to	  learn.	  (Simon,	  n.d.	  in	  Eberly	  Centre	  for	  Teaching	  Excellence	  and	  EducaGonal	  
InnovaGon,	  2015).	  	  

We	  have	  tried	  to	  apply	  the	  above	  'axiom'	  about	  learning,	  which	  is	  a,ributed	  to	  Nobel	  Prize	  winner	  
Herbert	  Simon.	  We’ve	  designed	  the	  course	  so	  that	  learners	  engage	  in	  contextualised	  problems	  in	  
such	  a	  way	  that	  the	  power	  of	  mathemaGcs	  is	  revealed.	  We’ve	  modelled	  CiGzen	  Maths	  in	  part	  on	  
the	  2011	  arGficial	  intelligence	  (AI)	  MOOC	  designed	  and	  run	  by	  Google’s	  Director	  of	  Research	  Peter	  
Norvig	  and	  by	  SebasGan	  Thrun,	  at	  that	  Gme	  a	  computer	  science	  professor	  at	  Stanford	  University,	  
who	  then	  went	  on	  to	  found	  the	  online	  course	  provide	  Udacity	  Inc.	  Our	  aim	  is	  to	  give	  learners	  the	  
feeling	  –	  at	  least	  for	  some	  of	  the	  Gme	  –	  that	  they	  are	  in	  a	  one-‐to-‐one	  tutorial	  with	  an	  experienced	  
and	  effecGve	  maths	  tutor.
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Intended	  learners  

CiGzen	  Maths	  is	  for	  self-‐moGvated	  learners	  who	  want	  to	  improve	  their	  grasp	  of	  mathemaGcs	  
amongst	  the	  10	  million	  or	  so	  adults	  in	  England	  whom	  surveys	  shows	  are	  at	  or	  above	  Level	  1,	  but	  
not	  yet	  at	  Level	  3.	  

CiGzen	  Maths	  may	  also	  be	  of	  use	  to	  employers	  who	  want	  to	  provide	  staff	  (or	  trade	  unions,	  their	  
members)	  with	  a	  pracGcal	  and	  flexible	  learning	  and	  development	  opportunity	  in	  maths;	  also	  to	  
colleges	  and	  other	  learning	  providers	  who	  want	  to	  give	  enrolled	  learners	  an	  addiGonal	  or	  
alternaGve	  route	  to	  improving	  their	  maths.	  

The	  'pool'	  is	  so	  big	  –	  in	  absolute	  terms,	  and	  in	  relaGon	  to	  the	  amount	  of	  public	  funding	  available	  –	  
that	  we	  think	  it	  is	  important	  to	  try	  to	  meet	  some	  of	  the	  need	  using	  a	  non-‐standard	  approach.	  

Structure	  of	  CiKzen	  Maths  

We’ve	  organised	  the	  course	  under	  five	  powerful	  ideas	  –	  proporGon,	  uncertainty,	  representaGon,	  
pa,ern,	  and	  measurement,	  each	  split	  into	  between	  three	  and	  five	  units	  of	  about	  five	  lessons.	  We	  
use	  a	  range	  of	  content	  types	  including:	  

• short	  (typically	  3m)	  videos	  of	  'tutor	  to	  camera'	  or	  'tutor’s	  hand	  to	  camera'	  

• quizzes	  and	  other	  challenge	  acGviGes	  

• spreadsheets	  and	  purpose-‐designed	  apps	  which	  learners	  can	  use	  to	  'experiment	  with	  the	  
maths'	  

• some	  programming	  in	  the	  educaGonal	  programming	  language	  Scratch.	  

Figure	  1	  -‐	  examples	  of	  content	  types	  used	  by	  Ci9zen	  Maths
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We’ve	  designed	  CiGzen	  Maths	  to	  be	  excepGonally	  cheap	  to	  run	  at	  very	  large	  scale.	  This	  has	  meant	  
making	  many	  design	  compromises.	  

Figure	  2	  -‐	  3-‐minute	  screencast	  showing	  what	  Ci9zen	  Maths	  is	  like	  from	  a	  learner's	  point	  of	  view	  

PossibiliKes	  and	  problems  

PossibiliKes  

Demand.	  Uptake	  is	  growing	  steadily,	  without	  substanGal	  markeGng	  spending,	  such	  that	  we	  are	  
reasonably	  confident	  that	  'lej	  to	  its	  own	  devices'	  CiGzen	  Maths	  will	  have	  at	  least	  15,000	  
registraGons	  by	  the	  end	  of	  2017,	  and	  perhaps	  30,000	  by	  the	  end	  of	  2018.	  	  

Learner	  enthusiasm.	  Learners'	  raGngs	  of	  many	  different	  aspects	  of	  the	  course	  range,	  in	  general,	  
from	  posiGve	  to	  very	  posiGve	  (averaging	  3.5	  to	  over	  4	  on	  a	  five-‐point	  Likert	  scale).	  

Figure	  3	  -‐	  Lesson	  ra9ngs,	  aggregated	  by	  Unit	  (5=100%	  Extremely	  Useful;	  
1	  =	  100%	  Not	  at	  all	  Useful)

https://www.youtube.com/watch?v=XETrn2Jk5lQ
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We	  know	  from	  learners’	  narraGve	  feedback	  that	  some	  feel	  that	  they	  gained	  from	  doing	  CiGzen	  
Maths.	  	  Here	  are	  some	  illustraGve	  snippets:	  

I	  really	  enjoyed	  this	  sec/on,	  I	  was	  able	  to	  do	  the	  calcula/ons	  quickly	  &	  easily.	  I	  have	  even	  
been	  able	  to	  grasp	  rounding	  and	  will	  be	  using	  this	  method	  to	  help	  me	  in	  future	  tasks.	  

I	  feel	  I	  have	  learnt	  how	  to	  read	  and	  interpret	  data	  on	  both	  on	  a	  spreadsheet	  and	  even	  
without	  the	  aid	  of	  a	  spreadsheet.	  This	  lesson	  has	  been	  the	  most	  enjoyable,	  clear	  and	  easiest	  
to	  understand.	  

This	  is	  a	  good	  app	  to	  use	  to	  interpret	  household	  data.	  I	  enjoyed	  working	  through	  the	  
lessons.	  

Definitely	  got	  me	  thinking	  as	  I	  have	  played	  the	  Pass	  the	  Pigs	  so	  this	  helped	  me	  to	  construct	  
mental	  images	  to	  accompany	  the	  statements	  about	  the	  probability.	  

This	  course	  has	  allowed	  me	  to	  consider	  how	  I	  react	  and	  respond	  to	  maths.	  It	  has	  given	  me	  
the	  confidence	  to	  tackle	  ques/oning	  that	  I	  ordinarily	  would	  not	  be	  exposed	  to	  in	  my	  current	  
work	  role	  (learning	  support	  assistant).	  …	  Par/cularly	  useful	  is	  the	  feeling	  of	  having	  my	  own	  
personal	  tutor	  alongside	  me	  all	  the	  way.	  Being	  able	  to	  pause	  videos	  whilst	  I	  process	  what	  is	  
being	  taught	  has	  empowered	  me	  too.	  	  

Figure	  4	  -‐	  short	  video	  with	  learners	  (mainly	  from	  Barking	  and	  
Dagenham	  College	  and	  from	  Morley	  College)	  talking	  about	  their	  
experiences	  of	  Citizen	  Maths

https://www.youtube.com/watch?v=CWO16U52ghY
https://www.youtube.com/watch?v=CWO16U52ghY
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Figure	  5	  –	  short	  video	  with	  teachers	  from	  Barking	  and	  Dagenham	  College	  and	  from	  Morley	  
College	  giving	  their	  perspec9ves	  on	  Ci9zen	  Maths	  

Problems  

A\riKon.	  In	  common	  with	  other	  open	  online	  courses,	  the	  road	  to	  learning	  is	  'paved	  with	  good	  
intenGons'.	  That	  is	  to	  say,	  many	  people	  register	  and	  do	  no	  more	  than	  that.	  Some	  then	  take	  a	  look	  
and	  go	  no	  further.	  (That	  may	  have	  been	  all	  they	  were	  intending	  to	  do;	  or	  they	  may	  not	  have	  liked	  
what	  they	  found.)	  A	  small	  proporGon,	  once	  they’ve	  got	  started,	  then	  sGck	  at	  it.	  

Support.	  If	  CiGzen	  Maths	  is	  being	  acGvely	  deployed	  by	  a	  learning	  provider	  (and	  it	  has	  not	  been	  
designed	  with	  this	  in	  mind),	  then	  learners	  may	  have	  access	  to	  local	  support:	  otherwise,	  unless	  they	  
acGvely	  seek	  help,	  if	  stuck	  they	  will	  remain	  so.	  To	  counter	  this,	  we	  have	  provided	  on	  the	  CiGzen	  
Maths	  web	  site	  a	  wide	  range	  of	  support	  materials,	  FAQs,	  video	  'how-‐tos'	  and	  the	  like.	  CiGzen	  Maths	  
also	  has	  an	  opt-‐in	  system	  that	  we	  have	  developed	  which	  tracks	  individual	  learners’	  progress	  and	  
which	  emails	  them	  friendly,	  context-‐sensiGve	  'chivvies'.	  	  

Learning	  gains.	  We	  don’t	  know	  other	  than	  anecdotally	  whether	  people	  who	  use	  CiGzen	  Maths	  gain	  
in	  their	  grasp	  of	  mathemaGcs.	  	  

'Techno-‐discriminaKon'.	  It	  is	  well	  known	  that	  there	  are	  adverse	  age-‐	  and	  income-‐gradients	  in	  
access	  to	  the	  Internet	  and	  to	  computers.	  Therefore	  online	  learning	  is	  inherently	  discriminatory	  
against	  those	  who	  do	  not	  have	  personal	  access	  to	  technology.	  On	  the	  other	  hand,	  CiGzen	  Maths	  is	  
free	  to	  learners,	  and	  can	  be	  tackled	  without	  learners	  needing	  to	  go	  anywhere	  near	  a	  course	  
provider.

https://www.youtube.com/watch?v=F7JAHpwR43U
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PracKcaliKes  

Pla_orm	  requirements  

To	  run	  a	  service	  like	  CiGzen	  Maths	  –	  cheaply	  –	  you	  need	  access	  to	  a	  ‘cloud-‐based’	  system	  which	  can	  
cheaply	  handle	  potenGally	  very	  large	  numbers	  of	  users	  without	  stress.	  It	  is	  for	  this	  reason	  that	  we	  
have	  developed	  CiGzen	  Maths	  using	  an	  Open	  Source	  system	  called	  Google	  Course	  Builder,	  which	  
runs	  on	  an	  economical	  commercial	  service	  provided	  by	  Google	  called	  the	  Google	  Cloud	  Pladorm.	  
Our	  hosGng	  costs	  vary	  almost	  linearly	  with	  the	  amount	  of	  use,	  and	  are	  very	  low	  indeed	  per	  learner.	  

Learning	  design  

Face-‐to-‐face	  v.	  online.	  In	  contrast	  to	  a	  face-‐to-‐face	  course,	  an	  online	  course	  like	  CiGzen	  Maths	  
needs	  to	  be	  meGculously	  designed	  and	  implemented	  and	  tested	  –	  with	  nigh	  on	  every	  'i'	  do,ed	  and	  
't'	  crossed,	  before	  it	  is	  used	  by	  real	  learners.	  This	  is	  a	  commonly	  underesGmated	  challenge.	  We	  
have	  had	  the	  benefit	  of	  being	  funded	  to	  develop	  CiGzen	  Maths	  over	  2+	  years,	  iteraGvely,	  which	  has	  
helped	  us	  iron	  out	  many	  problems.	  Readers	  who	  would	  like	  access	  to	  our	  design	  spreadsheet	  
(which	  may	  serve	  as	  a	  template)	  are	  welcome	  to	  contact	  Seb	  Schmoller).	  

Skills.	  To	  develop	  CiGzen	  Maths	  we	  have	  needed:	  

• maths	  learning	  experGse	  

• evaluaGon	  knowhow	  

• outstanding	  to-‐camera	  tutors	  

• online	  learning	  design	  knowhow	  

• content	  development	  experGse	  

• web-‐systems	  engineering	  and	  sojware	  development	  skills	  

• project	  management	  experience	  

• privacy	  policy	  and	  IPR	  knowledge	  

• web-‐usability	  knowhow.	  

It	  is	  arguable	  that	  this	  mix	  of	  skills	  tends	  not	  to	  reside	  in	  single	  insGtuGons.	  
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SummaKve	  assessment.	  Because	  of	  changes	  in	  the	  regulatory	  environment,	  we	  decided	  early	  in	  
the	  project	  to	  drop	  earlier	  plans	  to	  develop	  a	  Level	  2	  qualificaGon	  to	  'go	  with'	  CiGzen	  Maths.	  We	  
know	  from	  learner	  feedback	  that	  explicit	  linkage	  between	  CiGzen	  Maths	  to	  a	  Level	  2	  qualificaGon	  –	  
indeed	  'click-‐through'	  access	  to	  summaGve	  assessments	  –	  would	  be	  highly	  valued	  by	  a	  proporGon	  
of	  our	  learners.	  Once	  the	  revised	  FuncGonal	  Skills	  MathemaGcs	  specificaGons	  have	  been	  finalised	  
there	  would	  probably	  much	  to	  gain	  from	  the	  creaGon	  of	  a	  'CiGzen	  Maths-‐like'	  course	  explicitly	  
linked	  to	  FuncGonal	  Skills	  MathemaGcs.	  	  

Conclusion  

We	  began	  this	  arGcle	  asking	  if	  an	  open	  online	  course	  like	  CiGzen	  Maths	  can	  help	  tackle	  the	  (Level	  2)	  
maths	  challenge.	  From	  our	  experience	  with	  developing	  and	  running	  CiGzen	  Maths	  we	  think	  that	  
the	  straight	  answer	  to	  the	  quesGon	  is	  'at	  least	  to	  some	  extent'.	  	  

Very	  few	  if	  any	  single	  insGtuGons	  in	  the	  further	  and	  adult	  educaGon	  have	  access	  to	  the	  wide	  
mixture	  of	  skills	  referred	  to	  in	  the	  'pracGcaliGes'	  secGon,	  so	  the	  challenges	  for	  a	  single	  insGtuGon	  to	  
develop	  comparable	  courses	  to	  CiGzen	  Maths	  would	  be	  great	  in	  any	  event.	  	  

But,	  alongside	  this,	  most	  successful	  developments	  of	  large	  scale	  open	  online	  learning	  have	  been:	  

• 'start-‐ups',	  such	  as	  Udacity	  (mix	  of	  free	  and	  subscribed	  to	  courses,	  with	  a	  lot	  of	  strong	  industry	  links,	  
mulG-‐million	  dollar	  investment	  from	  venture	  capital	  firms),	  or	  Alison	  (very	  early	  into	  the	  field,	  funded	  
by	  adverGsing,	  parGally	  philanthropic),	  or	  

• dependent	  on	  some	  kind	  of	  aggregaGon	  of	  demand	  and	  sharing	  of	  effort	  between	  insGtuGons,	  such	  as	  
the	  Open	  University’s	  FutureLearn	  (single	  pladorm	  shared	  by	  partners	  who	  are	  willing	  to	  share	  previous	  
registrants	  with	  each	  other	  via	  FutureLearn,	  thereby	  ensuring	  that	  each	  new	  course	  is	  adverGsed	  to	  
several	  million	  people).	  

For	  these	  reasons,	  we	  believe	  that	  to	  make	  a	  long-‐term	  success	  of	  provision	  like	  CiGzen	  Maths,	  
across	  the	  spectrum	  of	  adult	  learning	  needs	  at	  around	  Level	  2,	  there	  needs	  to	  be	  the	  Further	  and	  
Adult	  EducaGon	  equivalent	  of	  FutureLearn.	  This	  would	  enable	  development	  and	  deployment	  to	  
take	  place	  at	  a	  large	  enough	  scale	  for	  it	  to	  be	  done	  cost-‐effecGvely	  and	  efficiently,	  and	  with	  
sufficient	  outward	  reach	  to	  ensure	  that	  individual	  courses	  were	  used	  by	  thousands	  of	  learners.	  	  

Whether	  there	  is	  sufficient	  moGvaGon	  and	  resources	  within	  a	  fragmented	  Further	  and	  Adult	  
EducaGon	  system	  for	  such	  an	  endeavour	  to	  be	  viable	  is	  an	  open	  quesGon.	  
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European	  agenda	  for	  adult	  learning:	  UK	  NaKonal	  Coordinator	  Work	  
Programme	  2015/17	  

England	  Impact	  Forum	  responses	  to	  the	  OECD	  report,	  Building	  Skills	  for	  
All:	  A	  Review	  of	  England.	  	  Policy	  insights	  from	  the	  survey	  of	  adult	  skills	  

Janine	  Eldred	  

Janine	  is	  a	  Senior	  Research	  Fellow	  at	  the	  Learning	  and	  Work	  Ins/tute.	  Previously	  Jan	  worked	  at	  
NIACE	  in	  the	  areas	  of	  widening	  par/cipa/on;	  literacy,	  language	  and	  numeracy;	  health	  and	  
disability	  equali/es	  and	  young	  adults	  as	  well	  as	  interna/onal	  aspects	  of	  adult	  learning.	  She	  was	  an	  
Assistant	  Director	  for	  NIACE	  un/l	  2010	  when	  she	  became	  a	  Senior	  Research	  Fellow	  in	  a	  freelance	  
capacity.	  She	  has	  worked	  as	  a	  teacher	  and	  tutor	  organiser	  in	  Adult	  Basic	  Skills,	  a	  community	  
outreach	  worker,	  a	  Local	  Government	  Officer	  and	  a	  Head	  of	  Faculty	  in	  a	  College	  of	  Further	  
Educa/on.	  Jan	  has	  a	  Master’s	  degree	  and	  a	  Doctorate	  in	  Adult	  Literacy	  and	  was	  advisor	  to	  Lord	  
Boswell	  of	  Aynho,	  the	  Chair	  of	  the	  Commissioners	  of	  the	  NIACE	  Inquiry	  into	  Adult	  Literacy	  in	  
England.	  Her	  current	  work	  includes	  working	  with	  colleagues	  on	  the	  European	  Agenda	  for	  Adult	  
Learning	  in	  the	  UK	  (L+WI	  is	  the	  Na/onal	  Co-‐ordinator)	  on	  insights	  into	  the	  impact	  of	  adult	  learning	  
on	  work,	  health	  and	  communi/es.	  She	  supports	  her	  local	  authority	  Adult	  and	  Community	  Learning	  
Service	  and	  is	  chair	  of	  her	  local	  Ci/zens’	  Advice	  Bureau.	  

1.	  Background	  

In	  January	  2016,	  the	  OrganisaGon	  for	  Economic	  CooperaGon	  and	  Development	  (OECD)	  published	  

its	  report,	  Building	  Skills	  for	  All:	  A	  review	  of	  England	  Policy	  insights	  from	  the	  survey	  of	  adult	  skills.¹	  
This	  report	  had	  been	  trailed	  by	  OECD,	  at	  the	  summaGve	  conference	  of	  the	  UK’s	  contribuGon	  to	  the	  
European	  Agenda	  for	  Adult	  Learning	  (EAAL)	  in	  September	  2015.	  

Skills	  planning	  and	  funding	  in	  the	  UK	  is	  devolved	  to	  the	  four	  administraGons:	  England,	  Northern	  
Ireland,	  Scotland,	  and	  Wales.	  	  However,	  it	  is	  also	  worth	  noGng	  that	  there	  are	  moves	  to	  devolve	  
further	  within	  England,	  linking	  skills	  planning,	  commissioning	  and	  delivery	  to	  local	  economic	  
development	  and	  well-‐being.	  	  

The	  focus	  of	  the	  OECD	  report	  was	  on	  an	  analysis	  of	  data	  relaGng	  to	  England	  only,	  with	  source	  data	  
being	  drawn	  from	  OECD’s	  Survey	  of	  Adult	  Skills,	  which	  was	  published	  in	  2013².	  	  This	  document	  
provided	  comparaGve	  analysis	  of	  data	  drawn	  from	  across	  23	  parGcipaGng	  countries.	  

____________________________________	  

¹ h,ps://www.oecd.org/unitedkingdom/building-‐skills-‐for-‐all-‐review-‐of-‐england.pdf

² h,ps://www.oecd.org/skills/piaac/
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Of	  the	  UK	  administraGons,	  only	  England	  and	  Northern	  Ireland	  invested	  in	  the	  survey.	  	  When	  the	  
2013	  report	  was	  published,	  it	  showed	  that	  England	  faced	  some	  challenges,	  some	  of	  which	  were	  
shared	  by	  other	  developed	  countries,	  and	  others	  which	  were	  unique	  or	  atypical.	  	  	  

The	  purpose	  of	  the	  2016	  report	  is	  to	  present	  the	  England-‐specific	  data	  in	  a	  single	  report,	  assess	  the	  
implicaGons	  of	  the	  idenGfied	  challenges	  and	  recommend	  prioriGsed	  acGons	  that	  are	  required	  to	  
address	  these.	  

2.	  The	  England	  Impact	  Forum	  	  

The	  forum	  was	  established	  in	  2014	  as	  part	  of	  the	  UK	  work	  programme	  for	  the	  EAAL.	  	  There	  are	  
impact	  forums	  in	  Northern	  Ireland,	  Scotland	  and	  Wales.	  	  The	  purpose	  of	  the	  England	  forum	  is	  to	  
discuss	  research	  and	  development	  acGviGes	  related	  to	  the	  UK’s	  programme	  of	  work	  and	  
contextualise	  them	  for	  England.	  	  During	  the	  current	  UK	  work	  programme,	  the	  forum	  will	  feed	  into	  
the	  development	  of	  a	  ‘State	  of	  the	  NaGons’	  report	  on	  the	  impact	  of	  adult	  learning	  to	  be	  published	  
in	  September	  2017.	  

Membership	  of	  the	  forum	  includes:	  

• RepresentaGves	  of	  local	  and	  naGonal	  policy	  makers	  in	  England	  

• RepresentaGves	  from	  adult	  learning	  providers	  including	  colleges,	  local	  authoriGes,	  as	  well	  
as	  private	  and	  third	  sector	  bodies	  

• RepresentaGves	  of	  infrastructure	  bodies,	  or	  agencies	  in	  health	  or	  regeneraGon	  bodies	  with	  
an	  interest	  in	  adult	  learning	  

• Employers	  and	  trades	  unions	  with	  an	  interest	  in	  the	  EAAL	  and	  adult	  learning	  policy	  

• Support	  agencies	  and	  curriculum	  specialist	  agencies	  in	  adult	  learning	  

• UniversiGes	  and	  think-‐tanks	  researching	  in	  the	  field	  of	  adult	  learning	  

• EAAL	  project	  leads	  will	  be	  invited	  to	  a,end	  and	  present	  their	  findings	  

• RepresentaGve	  of	  Learning	  &	  Work	  InsGtute	  or	  the	  programme’s	  Research	  Group.	  

The	  forum	  had	  previously	  discussed	  the	  full	  Survey	  of	  Adult	  Skills	  (2013)	  so	  decided	  that	  the	  OECD	  
report	  (2016)	  should	  be	  discussed	  as	  highly	  relevant	  to	  its	  terms	  of	  reference.	  	  Basic	  or	  essential	  
skills,	  particularly	  contextualised	  approaches	  such	  as	  those	  promoted	  and	  piloted	  by	  the	  Citizens’	  
Curriculum,	  are	  a	  key	  aspect	  of	  the	  UK	  EAAL	  National	  Coordinator	  programme.	  
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OECD	  authors	  of	  the	  report	  were	  invited	  to	  a,end	  the	  Forum	  but	  were	  unable	  to	  do	  so.	  	  A	  
summary	  presentaGon	  (based	  on	  OECD	  material)	  was	  circulated	  prior	  to	  the	  meeGng	  of	  the	  Impact	  
Forum	  in	  February	  2016.	  	  Dr.	  Janine	  Eldred,	  Senior	  Research	  Fellow	  at	  Learning	  and	  Work	  InsGtute,	  
summarised	  some	  of	  the	  key	  elements	  and	  recommendaGons	  of	  the	  report.	  	  This	  set	  the	  scene	  for	  
Impact	  Forum	  members	  to	  discuss	  their	  responses	  to	  the	  report	  in	  small	  groups	  and	  prepare	  
flipcharts	  with	  their	  feedback.	  	  The	  small	  groups	  were	  asked	  to	  discuss	  the	  key	  quesGons:	  	  

• What	  are	  our	  responses	  to	  the	  headline	  findings?	  

• What	  are	  our	  responses	  to	  the	  recommendaGons?	  

• What	  would	  our	  prioriGes	  be	  for	  the	  development	  of	  literacy	  and	  numeracy	  (English	  and	  
maths)	  in	  England?	  

• What	  evidence	  can	  we	  draw	  upon	  to	  support	  our	  prioriGes?	  

3.	  Feedback	  from	  the	  England	  Impact	  Forum	  discussion	  

3.1.	  What	  are	  our	  responses	  to	  the	  headline	  findings?	  

3.1.1	   Is	  there	  anything	  new	  here?	  

Impact	  Forum	  members	  felt	  that	  there	  was	  a	  lot	  of	  informaGon	  in	  the	  report	  which	  was	  familiar;	  
this	  included	  such	  aspects	  as	  the	  impact	  of	  parental	  involvement	  on	  children’s	  and	  young	  people’s	  
achievements;	  the	  diversity	  of	  adults	  who	  need	  support	  and	  the	  challenges	  of	  how	  to	  adopt	  the	  
most	  effecGve	  teaching	  and	  learning	  approaches.	  	  The	  comparaGve	  staGsGcs	  were	  probably	  some	  
of	  the	  most	  interesGng	  insights.	  There	  was	  felt	  to	  be,	  already,	  a	  great	  deal	  of	  collecGve	  insight	  and	  
knowledge,	  amongst	  both	  research	  communiGes	  and	  pracGGoners,	  about	  levels	  of	  need	  and	  what	  
works	  to	  help	  adults	  to	  develop	  the	  English	  and	  Maths	  which	  seem	  most	  relevant	  to	  their	  lives.	  	  	  

3.1.2	   Is	  there	  a	  strong	  enough	  focus	  on	  valuing,	  training	  and	  developing	  the	  English	  and	  Maths	  
teaching	  and	  learning	  workforce?	  

There	  were	  concerns	  that	  reductions	  in	  the	  amount	  and	  availability	  of	  continuing	  professional	  
development	  (CPD)	  for	  teachers	  and	  assistants	  in	  the	  English	  and	  maths	  sectors	  were	  not	  
emphasised.	  	  Additionally,	  the	  depression	  of	  teachers’	  pay	  and	  conditions,	  when	  compared	  with	  
highly	  successful	  countries,	  was	  possibly	  a	  contributing	  factor,	  when	  trying	  to	  attract	  the	  most	  able	  
and	  competent	  teachers.	  	  Forum	  members	  would	  have	  welcomed	  an	  analysis	  of	  how	  successful	  
countries	  manage	  the	  Initial	  Teacher	  Training,	  CPD	  and	  pay-‐conditions	  systems	  of	  their	  workforce	  
in	  this	  curriculum	  area.
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3.1.3	   Should	  there	  be	  even	  greater	  emphasis	  on	  intergeneraKonal	  approaches?	  

The	  Forum	  welcomed	  the	  endorsement	  of	  evidence	  around	  the	  intergeneraGonal	  impact	  of	  poor	  
literacy	  and	  numeracy	  skills,	  recognising	  that	  parents	  with	  under-‐developed	  skills	  cannot	  support	  
their	  children.	  	  This	  has	  been	  idenGfied	  over	  many	  years	  of	  research.	  There	  was	  support	  for	  the	  
recommendaGon	  of	  involving	  parents	  much	  more	  in	  early	  years’	  educaGon,	  which	  should	  be	  
implemented	  through	  more	  family	  learning	  programmes.	  	  This	  approach	  has	  long	  been	  
evidenced	  and	  advocated	  to	  help	  support	  children’s	  learning	  as	  well	  as	  develop	  adults’	  skills	  and	  
therefore	  impact	  upon	  the	  intergeneraGonal	  difficulGes.	  In	  spite	  of	  the	  compelling	  data	  from	  the	  
NIACE	  Inquiry	  into	  Family	  Learning,	  this	  approach	  has	  not	  been	  given	  a	  high	  policy	  priority	  in	  
recent	  years	  in	  the	  UK.	  	  However,	  the	  forum	  felt	  that,	  given	  its	  importance	  and	  proven	  impact,	  
the	  recommendaGon	  could	  have	  been	  given	  greater	  prominence.	  

3.1.4	   Was	  the	  diversity	  of	  contextualised	  approaches	  to	  basic	  skills	  given	  enough	  emphasis?	  

Members	  of	  the	  Forum	  felt	  that	  the	  presentaGon	  of	  contextualised	  basic	  skills	  as	  a	  subset	  of	  
another	  recommendaGon	  was	  to	  underesGmate	  its	  importance.	  	  Competence	  in	  basic	  skills	  is	  
about	  being	  able	  to	  relate	  those	  skills	  to	  the	  diverse	  capabiliGes	  required	  to	  get	  on	  at	  work,	  at	  
home	  and	  in	  the	  community.	  	  The	  Forum	  supported	  the	  necessity	  to	  include	  literacy	  and	  
numeracy	  in	  apprenGceship	  and	  traineeship	  programmes	  but	  was	  concerned	  about	  a	  lack	  of	  
skills	  amongst	  the	  English	  and	  maths	  teaching	  workforce	  and	  variable	  quality	  of	  teaching	  and	  
learning.	  	  Literacy	  and	  numeracy	  are	  used	  in	  life-‐wide	  and	  lifelong	  situaGons	  and	  so	  opportuniGes	  
for	  development	  and	  learning	  should	  reflect	  that	  diversity	  of	  contexts	  and	  seings.	  The	  work	  of	  
the	  CiGzens’	  Curriculum	  ³,	  is	  evidencing	  how	  literacy	  and	  numeracy	  can	  be	  developed	  using	  
holisGc,	  contextualised	  approaches	  in	  a	  wide	  number	  of	  seings	  including,	  for	  example,	  housing,	  
homelessness,	  health,	  financial	  management,	  drug	  and	  alcohol	  recovery	  and	  community	  
development.	  	  Many	  of	  these	  contexts	  are	  where	  we	  find	  many	  people,	  who,	  for	  diverse	  reasons,	  
benefited	  least	  from	  iniGal	  educaGon.	  	  They	  ojen	  face	  challenges	  and	  difficulGes	  in	  adult	  life	  
which,	  research	  tells	  us,	  are	  closely	  linked	  with	  difficulGes	  with	  literacy	  and	  numeracy.	  	  Evidence	  
from	  work	  in	  these	  contexts,	  including	  the	  CiGzens’	  Curriculum,	  highlights	  the	  importance	  of	  also	  
developing	  high	  quality,	  so-‐called	  ‘soj’	  skills,	  demanded	  not	  only	  for	  employment,	  but	  for	  
navigaGng	  and	  negoGaGng	  throughout	  life.	  

____________________________________	  

³ Bynner,	  J	  and	  Parsons,	  S,	  2014:	  The	  Impact	  of	  Adult	  Literacy	  and	  Numeracy,	  research	  based	  on	  the	  1970	  
BriGsh	  Cohort	  Study,	  London,	  Centre	  for	  Longitudinal	  Studies

⁴ NIACE,	  2013:	  The	  Inquiry	  into	  Family	  Learning	  in	  England	  and	  Wales,	  Leicester,	  NIACE

⁵ h,p://www.learningandwork.org.uk/our-‐work/life-‐and-‐society/ciGzens-‐curriculum/
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3.1.5	   Is	  it	  possible	  to	  reform	  skills	  provision	  without	  reforming	  the	  ways	  people	  access	  learning	  
(through	  informaKon,	  advice,	  guidance,	  support,	  sign-‐posKng	  and	  brokering)?	  

Forum	  members	  acknowledged	  that	  more	  could	  and	  should	  be	  done	  to	  offer	  informaGon,	  
assessment	  and	  guidance	  at	  the	  point	  of	  transiGons	  from	  school	  to	  Further	  EducaGon,	  
ApprenGceships	  and	  Higher	  EducaGon.	  	  This	  should	  be	  supported	  with	  the	  appropriate,	  relevant	  
literacy	  and	  numeracy	  so	  that	  individuals	  can	  benefit	  most	  effecGvely	  from	  their	  progression.	  	  
Similarly,	  adults	  returning	  to	  learning	  following	  job-‐loss	  or	  periods	  of	  long-‐term	  unemployment,	  
require	  qualified	  support	  with	  relevant	  informaGon,	  advice	  and	  guidance.	  	  This	  seemed	  a	  
significant	  gap	  in	  the	  report.	  

3.1.6	   Is	  it	  possible	  to	  stop	  using	  qualificaKons	  as	  a	  proxy	  for	  skills?	  

In	  the	  general	  discussion	  generated	  by	  the	  Forum,	  great	  concerns	  were	  expressed	  about	  the	  
instrumental	  approaches	  to	  the	  development	  of	  literacy	  and	  numeracy	  amongst	  the	  adult	  
populaGon,	  which	  sees	  these	  skills	  linked	  only	  to	  employment,	  work	  and	  economic	  impact.	  
QualificaGons	  are	  ojen	  used	  as	  a	  proxy	  for	  idenGfying	  the	  skills	  that	  have	  developed	  but	  the	  forum	  
believed	  that	  the	  gap	  between	  levels	  of	  competence	  and	  the	  qualificaGons	  gained,	  should	  have	  
been	  more	  highly	  emphasised.	  	  There	  was	  a	  strong	  feeling	  that	  this	  method	  of	  accountability	  is	  
flawed	  and	  there	  is	  plenty	  of	  pracGGoner	  (and	  employer)	  anecdotal	  evidence	  to	  support	  this.	  
Further	  systemaGc	  research	  into	  successful	  alternaGves	  to	  qualificaGons,	  as	  proxies	  for	  skills	  and	  
knowledge,	  should	  be	  explored,	  including,	  for	  example,	  entrepreneurship,	  employability,	  civic	  
responsibiliGes	  and	  ciGzenship.	  	  	  

3.2	   What	  are	  our	  responses	  to	  the	  recommendaKons?	  

3.2.1	   Do	  the	  recommendaKons	  match	  the	  findings?	  

The	  Forum	  felt	  that	  the	  recommendaGons	  were	  not	  those	  that	  they	  would	  have	  proposed,	  given	  
the	  evidence	  presented,	  alongside	  their	  pracGGoner	  and	  research	  experience.	  	  There	  was	  a	  strong	  
feeling	  that	  iniGal	  educaGon	  alone	  cannot	  address	  the	  challenges	  idenGfied	  by	  the	  report.	  	  It	  was	  
believed	  to	  be	  naïve	  to	  think	  that	  only	  iniGal	  educaGon	  can	  meet	  the	  ever-‐changing	  demands	  of	  
living	  and	  longer	  years	  of	  working,	  in	  Gmes	  of	  rapid	  technological,	  economic	  and	  social	  
development.	  	  This	  was	  felt	  to	  be	  parGcularly	  important	  in	  the	  context	  of	  increased	  geographical	  
mobility	  and	  the	  demands	  of	  responding	  to	  enforced	  migraGon	  and	  the	  needs	  of	  diverse	  migrant	  
and	  refugee	  communiGes.	  	  Put	  simply,	  schools	  cannot	  have	  all	  the	  answers.	  	  There	  must	  be	  a	  more	  
holisGc	  approach	  involving	  all	  players	  in	  a	  policy	  of	  Lifelong	  Learning.	  
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Members	  wondered	  how	  the	  recommendaGon	  of	  the	  “the	  priority	  of	  prioriGes”	  on	  iniGal	  
educaGon	  had	  been	  reached.	  	  Previous	  evidence	  in	  Learning	  Through	  Life⁶	  and	  other	  publicaGons	  
has	  indicated	  that	  a	  policy	  response	  based	  on	  addressing	  the	  ‘flow’	  (or	  new	  entrants	  to	  the	  
labour	  market)	  over	  the	  ‘stock’	  of	  those	  already	  in	  it,	  is	  an	  inefficient	  use	  of	  resources.	  	  Some	  
concerns	  were	  expressed	  that	  literacy,	  numeracy	  and	  technical	  skills	  are	  embedded	  in	  schools’	  
systems	  but	  generally	  lose	  priority	  in	  FE,	  HE	  or	  employment.	  	  Teaching	  and	  learning	  approaches	  
in	  sectors	  other	  than	  schools	  should	  be	  examined	  and	  key	  success	  factors	  idenGfied	  so	  that	  
transiGons	  from	  school	  to	  work	  or	  to	  further	  formal	  learning,	  unemployment	  to	  employment	  or	  
changes	  in	  employment	  are	  supported.	  	  Each	  of	  these	  transiGon	  points	  demands	  an	  appropriate	  
structure	  and	  staff	  with	  the	  necessary	  professional	  competences	  and	  qualificaGons.	  	  	  

3.2.2	   Are	  the	  recommendaKons	  sensiKve	  enough	  to	  the	  devoluKon	  agenda?	  

Whilst	  recognising	  the	  Gmescale	  within	  which	  the	  OECD	  report	  was	  compiled,	  Forum	  members	  
were	  keen	  to	  stress	  that	  although	  hitherto	  the	  funding	  system	  for	  adult	  basic	  skills	  in	  England	  has	  
not	  supported	  the	  most	  effecGve	  ways	  of	  teaching	  and	  learning,	  policies	  were	  changing.	  	  With	  
moves	  to	  devolve	  decision-‐making	  in	  England,	  members	  felt	  that	  there	  could	  be	  a	  greater	  focus	  
on	  the	  evidence	  of	  ‘what	  works’,	  as	  opposed	  to	  simply	  conGnuing	  to	  support	  and	  fund	  
qualificaGons.	  	  

As	  suggested	  above,	  England	  has,	  for	  many	  years,	  used	  qualificaGons	  as	  a	  proxy	  for	  skill	  levels,	  as	  
a	  way	  to	  link	  funding	  of	  provision	  in	  adult	  basic	  skills	  and	  assess	  outcomes.	  	  However,	  the	  
development	  and	  piloGng	  of	  such	  iniGaGves	  as	  the	  CiGzens’	  Curriculum	  and	  What	  Employers	  
Want⁷,	  in	  developing	  employability	  skills	  amongst	  young	  people,	  indicate	  how	  relevance,	  links	  to	  
‘sojer	  skills’	  and	  applicaGon	  to	  context	  are	  highly	  valued	  and	  cannot	  always	  be	  evidenced	  
through	  qualificaGons.	  	  	  

With	  greater	  devoluGon,	  centralised	  approaches	  to	  investment	  in	  skills	  for	  life	  and	  work	  will	  be	  
more	  heavily	  scruGnised	  and	  future	  emphasis	  could	  be	  on	  impact	  rather	  than	  cerGficaGon.	  	  	  

3.3	   Priority	  recommendaKons	  and	  acKons	  from	  the	  England	  Impact	  Forum	  	  

3.3.1	   Learn	  from	  what	  works	  elsewhere	  

We	  should	  use	  research	  to	  idenGfy	  what	  other	  countries	  do	  that	  helps	  their	  schools	  and	  adults	  to	  
achieve	  more	  successfully.	  	  The	  evidence	  should	  be	  used	  to	  inform	  the	  development	  of	  teachers,	  
providers,	  curricula	  and	  accreditaGon.	  

____________________________________	  

⁶ www.learningandwork.org.uk/our.../what-‐employers-‐want-‐young-‐peopl...

⁷ www.learningandwork.org.uk/our.../what-‐employers-‐want-‐young-‐peopl...
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AcKon:	  	  

OECD	  data	  and	  other	  internaGonal	  comparaGve	  studies	  (see	  for	  example,	  the	  work	  of	  the	  BriGsh	  
AssociaGon	  of	  InternaGonal	  and	  ComparaGve	  EducaGon	  www.baice.ac.uk)	  should	  be	  examined	  and	  
summarised	  by	  Learning	  and	  Work	  InsGtute	  to	  idenGfy	  the	  key	  success	  factors	  which	  help	  to	  
inform	  systems	  and	  approaches	  in	  both	  compulsory	  and	  post-‐compulsory	  learning	  in	  other	  
countries.	  	  Learning	  and	  Work	  InsGtute	  should	  share	  the	  insights	  widely	  amongst	  policy	  makers,	  
providers	  and	  pracGGoners	  in	  the	  UK	  and	  across	  Europe.	  	  

3.3.2	   Engage	  educaKon	  leaders	  in	  the	  debate	  

EducaGon	  leaders	  in	  both	  the	  schools	  and	  post-‐compulsory	  sectors	  should	  be	  made	  aware	  of	  the	  
evidence	  of	  need	  and	  what	  works.	  	  

AcKons:	  	  	  

• Advocacy	  organisaGons	  such	  as	  Learning	  and	  Work	  InsGtute,	  the	  Reading	  Agency	  and	  the	  
Literacy	  Trust	  should	  raise	  awareness	  amongst	  the	  public,	  pracGGoners	  and	  providers,	  of	  
the	  challenges	  idenGfied	  by	  the	  OECD	  report.	  

• Advocacy	  and	  research	  organisaGons	  should	  work	  with	  the	  Department	  for	  EducaGon	  and	  
The	  EducaGon	  and	  Training	  FoundaGon,	  to	  acknowledge	  the	  OECD	  data	  and	  analysis	  for	  
England,	  to	  publicly	  recognise	  the	  challenges	  and	  help	  to	  inform	  and	  shape	  future	  prioriGes	  
in	  all	  educaGon	  sectors.	  	  	  

3.3.3	   Integrate	  the	  learning	  process	  with	  other	  forms	  of	  support	  

Guidance	  opportuniGes	  should	  be	  offered	  at	  transiGon	  stages	  from	  school	  to	  FE,	  apprenGceships	  
and	  HE,	  which	  take	  into	  account	  literacy	  and	  numeracy	  achievements	  and	  developmental	  needs.	  	  	  
Literacy	  and	  numeracy	  support	  should	  be	  integrated	  in	  all	  post-‐compulsory	  programmes,	  including	  
HE,	  where	  individuals	  may	  present	  strong	  skills	  in	  other	  areas	  but	  less	  so	  in	  literacy	  and	  numeracy.	  	  	  

AcKons:	  

• Forums	  such	  as	  the	  AssociaGon	  of	  Colleges,	  the	  Local	  Government	  AssociaGon	  (LGA)	  and	  
forum	  for	  local	  providers	  (such	  as	  LEAFEA	  and	  HOLEX)	  should	  bring	  together	  careers	  
guidance	  organisaGons,	  local	  authoriGes,	  Academy	  Trusts,	  schools,	  Further	  EducaGon	  and	  
Sixth	  Form	  Colleges	  representaGves	  to	  explore,	  idenGfy	  and	  implement	  assessment,	  
informaGon,	  guidance	  and	  support	  processes	  to	  ensure	  conGnuity	  at	  transiGon	  stages	  with	  
a	  focus	  on	  English	  and	  maths	  competence	  and	  achievement.	  	  

• HE	  and	  FE	  forums	  should	  collaborate	  more	  in	  idenGfying	  the	  best	  match	  for	  skills	  and	  
aspiraGons,	  including	  offering	  addiGonal	  learning	  alongside	  vocaGonal	  and	  academic	  
programmes.	  	  There	  is	  evidence	  that	  this	  kind	  of	  support	  can	  be	  highly	  effecGve	  for	  
internaGonal	  students	  who	  can	  out-‐perform	  their	  peers.	  	  It	  should	  be	  available	  for	  all	  
students.

http://www.baice.ac.uk
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• Learning	  and	  Work	  InsGtute	  and	  its	  partner	  organisaGons,	  should	  explore	  and	  re-‐present	  

the	  evidence	  of	  the	  effecGveness	  of	  embedded	  and	  integrated	  approaches	  to	  teaching	  and	  
learning	  English	  and	  maths,	  such	  as	  the	  CiGzens’	  Curriculum.	  	  This	  should	  inform	  work-‐
force	  development	  programmes	  for	  both	  IniGal	  Teacher	  Training	  and	  ConGnuing	  
Professional	  Development.	  

3.3.4	   Look	  at	  family	  learning	  in	  the	  light	  of	  the	  report	  

Family	  learning	  should	  be	  a	  higher	  policy	  priority	  and	  the	  promoGon	  of	  years	  of	  experience,	  
knowledge	  and	  understanding	  shared	  widely	  and	  used	  to	  support	  training	  of	  both	  school	  and	  adult	  
educators.	  

AcKons:	  

• Learning	  and	  Work	  InsGtute	  and	  its	  partners	  should	  make	  strong	  representaGon	  to	  the	  
Department	  for	  EducaGon,	  using	  summaries	  of	  the	  impact	  of	  family	  learning,	  alongside	  the	  
evidence	  of	  longitudinal	  studies	  and	  the	  OECD	  reports,	  to	  create	  a	  family	  learning	  ‘deal’	  
with	  nurseries	  and	  infant	  schools.	  	  

• Drawing	  on	  the	  evidence,	  a	  programme	  of	  CPD	  should	  be	  organised	  by	  DfE	  to	  equip	  staff	  in	  
both	  compulsory	  and	  post-‐compulsory	  seings	  to	  successfully	  offer	  family	  learning	  
programmes.	  

3.3.5	   Don’t	  forget	  devoluKon!	  

Regional	  and	  local	  networks,	  including	  the	  Local	  Enterprise	  Partnerships	  (LEPs),	  should	  be	  made	  
aware	  of	  the	  need	  to	  develop	  literacy	  and	  numeracy	  as	  well	  as	  what	  works	  in	  teaching	  and	  
learning.	  	  IntegraGng	  the	  development	  of	  these	  skills	  with	  work-‐place	  learning,	  apprenGceships,	  
community	  development,	  health,	  housing	  and	  employment	  policies	  and	  pracGces	  will	  provide	  the	  
diversity	  of	  pladorms	  required	  to	  meet	  diversity	  of	  need.	  

AcKons:	  	  

• Strong	  advocacy	  and	  representaGon	  should	  be	  made	  by	  LGA	  with	  local	  authoriGes	  and	  
educaGonal	  representaGves	  on	  LEPs	  and	  City	  Region	  Boards	  to	  inform	  them	  of	  the	  
challenges	  presented	  by	  the	  OECD	  report	  as	  well	  as	  some	  of	  the	  soluGons	  idenGfied.	  

• LEPs	  and	  City	  Region	  Boards	  should	  advocate	  the	  vital	  importance	  of	  English	  and	  maths,	  
their	  prioriGes	  for	  review	  and	  development	  and	  offer	  their	  support	  through	  forums	  or	  
conferences.	  	  	  

• LEPS	  and	  City	  Region	  boards	  should	  prioriGse	  CPD,	  for	  all	  teachers	  of	  English	  and	  maths,	  of	  
integrated	  and	  embedded	  approaches	  to	  teaching	  and	  learning.	  	  This	  should	  be	  co-‐funded	  
with	  UK	  government	  departments	  (such	  as	  DfE	  and	  DWP.)	  



�   �
3.3.6	   Don’t	  forget	  the	  workplace!	  

IntegraGon	  of	  literacy	  and	  numeracy	  in	  apprenGceships	  and	  traineeships	  should	  be	  reviewed	  in	  
order	  to	  idenGfy	  the	  most	  effecGve	  ways	  of	  supporGng	  both	  young	  people	  and	  adults	  in	  their	  
training.	  

AcKons:	  

• Linked	  with	  the	  devoluGon	  agenda,	  trades	  unions,	  employers’	  forums	  and	  City	  Region	  
Boards	  should	  work	  co-‐operaGvely	  to	  communicate	  the	  benefits	  to	  employees	  as	  well	  as	  
business	  and	  commerce,	  of	  investment	  in	  work-‐related	  English	  and	  maths	  (as	  part	  of	  the	  
STEM	  agenda).	  	  

• Such	  networks	  and	  consorGa	  should	  work	  with	  research	  and	  development	  organisaGons	  to	  
inform	  and	  provide	  conGnuing	  learning	  opportuniGes	  for	  apprenGces,	  trainees	  and	  
employees.	  

• Work-‐place	  trainers	  and	  HR	  staff	  should	  be	  supported	  with	  CPD	  in	  effecGve	  pracGces	  and	  
approaches	  to	  integrated	  work-‐place	  English	  and	  maths.	  

Feedback 

The England Impact Forum seeks feedback on this paper and the matters we raise.  
Please contact the independent chair, Mark Ravenhall via markravenhall@sky.com 

mailto:markravenhall@sky.com
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ImplicaKons	  of	  the	  devolved	  Adult	  EducaKon	  Budget	  (AEB)	  for	  local	  
adult	  literacy,	  numeracy	  and	  ESOL	  provision	  	  	  
Joanne	  Keatley	  &	  Wendy	  Meredith	  

Joanne	  Keatley	  is	  Principal	  at	  Birmingham	  Adult	  Educa/on	  Service.	  	  Prior	  to	  this,	  Joanne	  was	  Vice	  
Principal	  at	  Walsall	  Adult	  and	  Community	  College	  with	  responsibility	  for	  Curriculum.	  Joanne	  began	  
her	  management	  career	  in	  educa/on	  back	  in	  the	  heady	  days	  of	  the	  Gremlins	  as	  Skills	  for	  Life	  
Manager	  for	  a	  Community	  College	  in	  the	  Midlands.	  Joanne	  qualified	  as	  a	  teacher	  in	  1991	  and	  has	  
taught	  ESOL,	  EFL	  and	  literacy	  at	  FE	  colleges	  and	  private	  and	  public	  sector	  organisa/ons.	  She	  is	  
passionate	  about	  adult	  learning	  as	  a	  tool	  for	  social	  and	  economic	  empowerment.	  

Wendy	  Meredith	  is	  Curriculum	  Leader	  for	  English&	  ESOL	  at	  Birmingham	  Adult	  Educa/on	  Service.	  	  
Before	  joining	  BAES,	  Wendy	  has	  worked	  as	  lead	  trainer	  for	  a	  social	  enterprise,	  training	  young	  
adults	  to	  work	  as	  PAs/carers	  for	  disabled	  children,	  and	  spent	  8	  years	  in	  the	  role	  of	  Opera/ons	  
Director	  for	  an	  IT	  recruitment	  agency.	  	  Wendy	  began	  her	  teaching	  career	  as	  a	  family	  literacy	  and	  
English	  tutor	  working	  in	  deprived	  communi/es	  across	  Birmingham;	  and	  inclusion	  is	  very	  much	  part	  
of	  her	  iden/ty	  as	  a	  teacher	  and	  curriculum	  manager.	  

Birmingham	  City	  Council’s	  adult	  educaGon	  service	  (BAES)	  is	  preparing	  for	  the	  devoluGon	  of	  the	  
Adult	  EducaGon	  Budget	  (AEB).	  This	  budget	  is	  currently	  managed	  for	  central	  Government	  by	  the	  
Department	  for	  EducaGon's	  Skills	  Funding	  Agency.	  From	  August	  2018,	  this	  responsibility	  will	  be	  
passed	  to	  Local	  Enterprise	  Partnerships	  (LEPs)	  or	  Combined	  AuthoriGes	  who	  have	  secured	  a	  
devoluGon	  deal	  and	  have	  met	  the	  readiness	  condiGons.	  	  

The	  aim	  of	  devoluGon	  is	  to	  increase	  local	  powers	  and	  enable	  localiGes	  to	  make	  decisions	  that	  
impact	  posiGvely	  on	  their	  locality.	  This	  combined	  with	  the	  aim	  of	  the	  AEB	  to	  improve	  producGvity	  
and	  create	  opportuniGes	  for	  the	  most	  disadvantaged	  in	  our	  communiGes	  should	  bring	  posiGve	  
results	  for	  local	  people.	  

However,	  there	  are	  challenges	  to	  geing	  devoluGon	  right.	  There	  are	  many	  unknowns	  and	  new	  
territories	  to	  navigate.	  BAES	  has	  been	  preparing	  for	  devoluGon	  strategically	  and	  operaGonally	  with	  
parGcular	  a,enGon	  to	  English	  and	  ESOL	  as	  two	  core	  and	  key	  competencies	  for	  its	  Birmingham	  
residents.	  

Strategically	  BAES	  recognised	  the	  importance	  of	  geing	  a	  place	  at	  the	  table	  where	  local	  decisions	  
to	  shape	  a	  devolved	  AEB	  were	  taking	  place.	  Of	  course,	  this	  was	  true	  for	  all	  providers	  and	  the	  key	  
has	  been	  an	  alliance	  of	  the	  Adult	  EducaGon	  providers	  within	  the	  footprint	  of	  our	  devoluGon	  deal.	  
The	  West	  Midlands	  Adult	  and	  Community	  Learning	  Alliance	  (ACLA)	  was	  formed	  and	  has	  provided	  
the	  strategic	  voice	  to	  support	  shaping	  the	  devolved	  budget.
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OperaGonally	  for	  BAES,	  changes	  to	  Adult	  Skills	  Budget	  funding	  requirements	  over	  the	  past	  four	  
years	  have	  resulted	  in	  an	  increased,	  almost	  total,	  focus	  on	  delivery	  of	  accredited	  courses	  in	  English,	  
maths	  and	  ESOL	  programmes:	  GCSE,	  FuncGonal	  Skills,	  QCF	  Awards	  in	  English	  and	  Maths	  Skills	  and	  
ESOL	  Skills	  for	  Life	  QCF	  qualificaGons.	  Moving	  forward,	  the	  introducGon	  of	  AEB	  and	  planned	  
devoluGon	  of	  funding	  to	  the	  Combined	  Authority	  affords	  us	  an	  opportunity	  to	  be	  more	  flexible	  in	  
programme	  planning	  to	  design	  a	  be,er	  ‘fit’	  for	  our	  learners.	  

In	  2013-‐14,	  QCF	  Awards	  in	  English	  and	  Maths	  Skills	  were	  introduced	  as	  stepping	  stones	  to	  
FuncGonal	  Skills	  and	  GCSE	  qualificaGons.	  Awarding	  bodies	  responded	  quickly	  to	  this	  funding	  
change	  and	  the	  market	  was	  saturated	  with	  a	  vast	  array	  of	  individual	  and	  combined	  awards.	  	  At	  
BAES,	  we	  welcomed	  the	  introducGon	  of	  bite-‐size	  awards	  as	  they	  offered	  increased	  funding	  to	  aid	  
progression	  for	  weaker	  learners;	  for	  example,	  addiGonal	  guided	  learning	  hours	  to	  focus	  on	  
improving	  the	  technical	  skills	  of	  wriGng.	  However,	  the	  context	  and	  content	  of	  QCF	  awards	  
assessment	  papers	  ojen	  did	  not	  meet	  our	  learners’	  needs;	  the	  language	  used	  in	  tests	  did	  not	  
reflect	  how	  students	  needed	  to	  use	  English	  and	  maths	  in	  their	  everyday	  life	  and	  at	  work	  and,	  with	  
limited	  guided	  learning	  hours,	  tutors	  felt	  they	  had	  li,le	  flexibility	  to	  meet	  individual	  students’	  
needs	  and	  were	  mostly	  ‘teaching	  to	  the	  test’.	  

In	  2016	  –	  17,	  with	  the	  introducGon	  of	  AEB,	  we	  now	  have	  greater	  flexibility	  to	  run	  non-‐accredited	  
basic	  skills	  courses.	  	  For	  example,	  to	  prepare	  learners	  for	  Level	  2	  English,	  we	  have	  embarked	  on	  use	  
of	  non-‐regulated	  funding	  to	  design	  courses	  to	  be,er	  meet	  our	  learners’	  needs.	  There	  is	  a	  
conGnued	  focus	  on	  development	  of	  spelling,	  punctuaGon	  and	  grammar:	  82%	  of	  students	  are	  from	  
black	  and	  minority	  ethnic	  backgrounds,	  many	  of	  whom	  speak	  two	  or	  three	  languages,	  and	  a	  focus	  
on	  grammar	  is	  essenGal.	  By	  removing	  qualificaGons	  from	  this	  course,	  we	  offer	  a	  more	  personalised	  
learning	  journey	  and,	  with	  less	  Gme	  spent	  on	  controlled	  assessment	  in	  class,	  learners	  now	  develop	  
literacy	  skills	  in	  a	  range	  of	  authenGc	  acGviGes	  with	  employability	  themes,	  rather	  than	  just	  working	  
towards	  a	  set	  of	  exam	  criteria.	  Students	  now	  have	  Gme	  to	  engage	  in	  community	  fundraising	  events	  
(to	  plan/organise	  and	  raise	  money	  for	  a	  charity	  nominated	  by	  the	  whole	  class)	  or	  to	  create	  displays	  
and	  write	  arGcles	  to	  raise	  awareness	  of	  subjects	  they	  feel	  passionate	  about:	  	  local	  environmental	  
issues,	  healthy	  lifestyles	  and	  the	  work	  of	  local	  chariGes	  to	  support	  disadvantaged	  groups.	  Feedback	  
from	  learners	  so	  far	  evidences	  increased	  confidence	  and	  enjoyment	  of	  learning.	  To	  ensure	  
consistency	  in	  delivery,	  all	  our	  non-‐regulated	  courses	  are	  aligned	  with	  requirements	  for	  RARPA	  
(Recognising	  and	  Recording	  Progress	  and	  Achievement)	  and	  individual	  learning	  plans	  evidence	  
learner	  progress	  in	  literacy	  skills	  from	  start	  to	  end	  of	  course.	  
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Another	  new	  flexibility	  that	  comes	  with	  local	  commissioning	  is	  the	  need	  for	  English,	  maths	  and	  
ESOL	  provision	  to	  meet	  local	  prioriGes.	  Students	  without	  GCSEs	  are	  already	  enGtled	  to	  study	  
English	  and	  maths	  for	  free.	  With	  new	  funding	  powers,	  some	  combined	  authoriGes	  may	  decide	  to	  
offer	  ESOL	  for	  free	  to	  support	  local	  economies.	  One	  example	  of	  how	  BAES	  are	  considering	  bespoke	  
free	  ESOL	  courses	  is	  in	  response	  to	  Birmingham’s	  commitment	  to	  rese,lement	  of	  refugees.	  	  
Birmingham	  is	  officially	  recognised	  as	  a	  City	  of	  Sanctuary	  for	  refugees	  fleeing	  war	  and	  persecuGon	  
in	  Syria,	  Iraq,	  Afghanistan	  and	  Eritrea.	  We	  have	  taken	  a	  ciGzens’	  curriculum	  approach	  to	  design	  a	  
bespoke	  ESOL	  course	  for	  newly	  arrived	  refugees.	  There	  are	  two	  underpinning	  principles:	  learning	  is	  
co-‐created	  with	  learners	  and	  development	  of	  English	  language	  skills	  is	  interlinked	  with	  digital	  and	  
civic	  capabiliGes.	  As	  well	  as	  improving	  spoken	  English,	  prioriGes	  are	  developing	  a	  sense	  of	  
belonging	  to	  the	  area	  and	  access	  to	  local	  services,	  prioriGsed	  by	  learners.	  By	  the	  end	  of	  the	  course,	  
students	  produce	  an	  informaGon	  pack	  about	  the	  local	  area	  in	  digital	  format	  to	  be	  shared	  with	  
other	  recently	  arrived	  refugees.	  Birmingham	  is	  a	  young	  and	  diverse	  city	  and	  community	  cohesion	  is	  
key.	  	  ESOL	  is	  likely	  to	  be	  high	  on	  the	  local	  agenda.	  

Another	  demand	  of	  devolved	  AEB	  will	  be	  to	  work	  with	  our	  partners	  to	  create	  pathways	  to	  ensure	  
learners	  at	  all	  levels	  benefit	  from	  economic	  growth	  in	  the	  region.	  Birmingham	  is	  currently	  
experiencing	  considerable	  economic	  growth.	  A	  key	  priority	  is	  to	  promote	  inclusive	  growth	  and	  to	  
ensure	  every	  ciGzen	  is	  part	  of	  that	  growth	  and	  benefits	  from	  it.	  Adult	  learners	  who	  present	  with	  
language,	  literacy	  and	  numeracy	  skills	  below	  Level	  2	  must	  be	  offered	  pathways	  to	  skilled	  jobs	  in	  
our	  local	  economy.	  

In	  September	  2017,	  a	  NaGonal	  College	  for	  High	  Speed	  Rail	  will	  be	  opening	  in	  Birmingham.	  	  It	  will	  
offer	  specialist	  training	  at	  Level	  4+	  and	  one	  of	  our	  challenges	  at	  BAES	  is	  to	  work	  with	  our	  partners	  
to	  create	  pathways	  for	  adult	  learners	  in	  STEM	  subjects.	  In	  our	  ESOL	  and	  English	  programmes	  we	  
have	  skilled	  migrants,	  qualified	  engineers	  from	  Syria,	  who	  are	  under-‐employed	  because	  of	  poor	  
English	  language	  skills.	  We	  are	  looking	  at	  ways	  to	  idenGfy	  these	  individuals	  and	  fast-‐track	  to	  enable	  
access	  to	  work	  opportuniGes	  reflecGng	  the	  high	  level	  of	  vocaGonal	  skills	  they	  already	  hold.	  With	  a	  
devolved	  AEB,	  the	  expectaGon	  is	  that	  adult	  educaGon	  providers	  will	  conGnue	  to	  work	  with	  
unemployed	  adults	  and	  those	  furthest	  from	  the	  labour	  market.	  Adult	  literacy	  and	  numeracy	  will	  
remain	  a	  priority	  for	  funding	  before	  any	  local	  allocaGons	  can	  be	  made.	  These	  new	  flexibiliGes	  will	  
enable	  authoriGes	  to	  also	  make	  ESOL	  a	  key	  priority.	  	  

We	  see	  the	  impact	  of	  devoluGon	  as	  potenGally	  very	  posiGve	  for	  both	  teaching	  staff	  and	  learners.	  
Instead	  of	  rouGnely	  offering	  mostly	  accredited	  courses	  based	  on	  what	  is	  fundable	  from	  one	  year	  to	  
the	  next,	  with	  a	  localised	  agenda	  we	  should	  be	  able	  to	  plan	  more	  strategically	  to	  offer	  bespoke	  
courses	  to	  our	  target	  groups,	  leading	  to	  jobs	  that	  exist	  in	  the	  local	  economy.
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Who’s	  the	  boss?	  	  
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Workshop	  summary	  for	  conference	  

Classroom	  teaching	  helps	  many	  adults	  to	  improve	  their	  English	  and	  maths	  skills,	  but	  to	  sustain	  
and	  develop	  those	  skills	  adults	  need	  to	  go	  on	  learning	  outside	  of	  and	  beyond	  the	  classroom.	  
Many	  learners,	  however,	  lack	  both	  the	  strategies	  and	  the	  confidence	  to	  engage	  in	  this	  sort	  of	  
self-‐directed	  learning.	  	  

Non-‐direcGve	  coaching	  is	  an	  approach	  specifically	  designed	  to	  help	  people	  become	  more	  
effecGve	  self-‐directed	  learners.	  It	  has	  proved	  powerfully	  effecGve	  in	  a	  range	  of	  contexts,	  but	  we	  
know	  relaGvely	  li,le	  about	  its	  potenGal	  in	  the	  field	  of	  adult	  English,	  maths	  and	  ESOL	  learning.	  

For	  the	  past	  two	  years,	  however,	  the	  Erasmus+	  project,	  Autonomous	  Literacy	  Learners	  –	  
Sustainable	  Results	  (ALL-‐SR),	  has	  been	  exploring	  that	  potenGal	  through	  pilots	  across	  a	  range	  of	  
contexts	  (including	  at	  work)	  in	  the	  UK,	  the	  Netherlands	  and	  Germany.	  Results	  suggest	  that	  
coaching	  has	  rich	  potenGal	  to	  reinforce	  and	  extend	  English,	  maths	  and	  ESOL	  learning.	  

1.	  Autonomous	  Literacy	  Learners	  –	  Sustainable	  Results	  	  

Between	  October	  2014	  and	  September	  2016,	  the	  Erasmus+	  project	  Autonomous	  Literacy	  
Learners	  –	  Sustainable	  Results	  (ALL-‐SR)¹	  invesGgated	  the	  use	  of	  non-‐direcGve	  coaching	  to	  help	  
adult	  literacy	  and	  language	  learners	  develop	  the	  skills,	  strategies	  and	  confidence	  they	  need	  to	  
become	  more	  effecGve	  self-‐directed	  learners,	  be,er	  able	  to	  take	  advantage	  of	  the	  many	  literacy	  
and	  language	  learning	  opportuniGes	  that	  arise	  naturally	  in	  daily	  life,	  including	  work	  (ITTA,	  2016).	  	  	  	  

The	  Dutch-‐led	  project’s	  team	  included	  six	  pracGGoner-‐researchers,	  two	  each	  from	  the	  
Netherlands,	  Germany	  and	  the	  UK	  (including	  the	  lead	  author	  of	  this	  paper).	  The	  team	  was	  
supported	  by	  a	  small	  reference	  group	  of	  academics	  and	  pracGGoners	  (including	  the	  secondary	  
author	  of	  this	  paper).	  All	  had	  extensive	  experience	  of	  adult	  literacy,	  language	  and	  numeracy.	  

The	  project	  was	  structured	  into	  three	  phases:	  

____________________________________	  

¹ h,ps://www.i,a.uva.nl/learnerautonomy/learner-‐autonomy-‐48

mailto:abraddell@gmail.com
https://www.itta.uva.nl/learnerautonomy/learner-autonomy-48
https://www.itta.uva.nl/learnerautonomy/learner-autonomy-48
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The	  project	  was	  structured	  into	  three	  phases:	  	  

• Development	  of	  an	  underpinning	  conceptual	  framework	  	  

• FormulaGon	  of	  a	  pracGcal	  approach,	  with	  guidance	  and	  other	  resources	  	  

• PiloGng	  to	  test	  the	  approach,	  including	  training	  for	  pracGGoners.	  

PiloGng	  took	  place	  at	  eight	  locaGons	  in	  the	  context	  of	  low-‐level	  second	  language	  learning	  (i.e.	  ESOL	  
and	  its	  equivalents	  in	  the	  Netherlands	  and	  Germany)	  in	  further	  educaGon,	  adult	  and	  community	  
learning	  and	  workplace	  learning.	  The	  project	  recruited	  both	  professional	  and	  volunteer	  second	  
language	  teachers	  to	  coach	  learners,	  typically	  over	  a	  period	  of	  several	  months.	  Some	  of	  the	  pilots	  
took	  place	  within	  formal	  provision,	  some	  alongside	  it.	  The	  workplace	  pilot	  (which	  took	  place	  in	  the	  
UK)	  occurred	  in	  a	  non-‐formal	  context.	  Pilots	  included	  both	  one-‐to-‐one	  and	  group	  coaching,	  
together	  with	  one	  exploraGon	  of	  peer	  coaching.	  	  

Research	  data	  was	  gathered	  through	  	  

• Interviews	  with	  learners	  and	  coaches	  at	  various	  stages	  of	  the	  process	  

• Session	  records	  and	  reflecGve	  logs	  compiled	  by	  coaches	  	  

• Session	  recordings	  (audio	  and/or	  video),	  with	  transcripts	  

• Session	  observaGon	  	  

Full	  details,	  including	  results	  and	  products	  developed	  during	  the	  project,	  are	  available	  from	  the	  
project	  website.	  	  	  

2.	  Context:	  Why	  support	  self-‐directed	  English	  and	  maths	  learning?	  

Any	  model	  of	  adult	  learning	  that	  claims	  to	  be	  complete	  has	  to	  take	  into	  account	  the	  self-‐
directedness	  of	  much	  learning,	  and	  the	  fact	  that	  the	  majority	  of	  learning	  in	  people’s	  lives	  
takes	  place	  outside	  formal	  learning	  provision.	  (TusGng	  and	  Barton,	  2003:6)	  

Here	  as	  elsewhere	  in	  Europe,	  efforts	  to	  improve	  adult	  basic	  skills	  have	  tended	  to	  treat	  literacy	  and	  
numeracy	  as	  technical	  skills	  learned	  through	  formal	  instrucGon,	  starGng	  at	  primary	  school.	  Our	  
basic	  skills	  ‘problem’	  –	  referenced	  again	  in	  the	  government’s	  recent	  green	  paper	  on	  industrial	  
strategy	  (BEIS,	  2017)	  –	  is	  presented	  as	  essenGally	  a	  failure	  of	  schooling.	  	  

This	  outlook	  on	  basic	  skills	  dates	  back	  to	  the	  mid-‐1990s,	  when	  the	  InternaGonal	  Adult	  Literacy	  
Surveys	  (IALS)	  linked	  literacy	  to	  naGonal	  economic	  performance	  (OECD,	  2000).	  In	  the	  UK,	  IALS	  
underpinned	  Skills	  for	  Life	  (DfEE,	  2001)	  and	  a	  decade	  of	  investment	  in	  high	  quality,	  formal	  literacy,	  
numeracy	  and	  ESOL	  instrucGon	  –	  at	  the	  end	  of	  which,	  despite	  substanGally	  increased	  enrolment,	  
compleGon	  and	  achievement,	  with	  some	  ‘worthwhile	  gains’	  for	  learners,	  there	  was	  li,le	  evidence	  
of	  impact	  on	  employment,	  producGvity,	  civic	  parGcipaGon	  or	  learning	  progression
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(Vorhaus	  et	  al,	  2011).	  Worse	  sGll,	  the	  number	  of	  adults	  with	  low	  basic	  skills²	  in	  England	  has	  risen	  
from	  the	  seven	  million	  idenGfied	  in	  2001	  (DfEE,	  ibid),	  to	  nine	  million,	  among	  them	  a	  ‘surprising’	  
number	  of	  young	  adults,	  at	  every	  qualificaGon	  level	  (Kuczera,	  Field	  and	  Windisch,	  2016).	  

Consistent	  with	  the	  understanding	  of	  literacy	  and	  numeracy	  as	  technical	  skills	  learned	  at	  school,	  
Kuczera	  and	  her	  fellow	  OrganisaGon	  for	  Economic	  CooperaGon	  and	  Development	  (OECD)	  analysts	  
prioriGse	  what	  they	  describe	  as	  ‘early	  intervenGon’:	  improving	  school	  standards,	  together	  with	  a	  
focus	  on	  basic	  skills	  in	  further,	  higher	  and	  vocaGonal	  educaGon.	  By	  contrast,	  the	  returns	  from	  adult	  
learning	  are	  ‘very	  uncertain’:	  those	  in	  need	  are	  vulnerable,	  hard	  to	  reach	  and	  ojen	  reluctant	  (ibid).	  	  

Meanwhile,	  there	  is	  a	  broad	  recogniGon	  that	  the	  skills	  themselves	  are	  evolving.	  ‘The	  way	  we	  live	  
and	  work	  has	  changed	  profoundly	  –	  and	  so	  has	  the	  set	  of	  skills	  we	  need	  to	  parGcipate	  fully	  in	  and	  
benefit	  from	  our	  hyper-‐connected	  socieGes	  and	  increasingly	  knowledge-‐based	  economies’	  (OECD,	  
2013:3).	  	  

Skills	  needs	  related	  to	  literacy,	  language	  and	  numeracy	  also	  change	  over	  Gme	  at	  a	  personal	  level.	  
As	  individuals	  move	  through	  the	  lifespan	  and	  also	  as	  their	  specific	  circumstances	  change,	  they	  face	  
different,	  in	  many	  cases	  unpredictable,	  demands	  on	  their	  literacy,	  language	  and	  numeracy	  skills	  
associated	  with	  e.g.	  family	  responsibiliGes,	  work,	  personal	  finance,	  etc.	  	  

These	  demands	  both	  challenge	  and	  enable	  adults	  to	  maintain	  and	  develop	  their	  skills	  and,	  in	  this	  
sense,	  the	  vast	  majority	  of	  adult	  literacy,	  language	  and	  numeracy	  learning	  is	  self-‐directed,	  informal	  
and	  occurs	  outside	  of	  formal	  provision.	  	  

Self-‐directed	  adult	  learning	  has	  been	  an	  area	  of	  research	  interest	  for	  well	  over	  50	  years	  and	  the	  
five-‐step	  process	  outlined	  by	  the	  American	  researcher	  Malcolm	  Knowles	  (Knowles,	  1975)	  is	  well-‐
known.	  Perhaps	  less	  well-‐known	  is	  the	  work	  of	  the	  Canadian	  researcher,	  Alan	  Tough,	  on	  what	  he	  
described	  as	  self-‐directed	  learning	  projects	  (Tough,	  1971).	  Tough	  found	  that	  adults	  of	  all	  types	  
undertake	  significant	  self-‐directed	  ‘learning	  projects’	  on	  a	  regular	  basis,	  throughout	  their	  lives,	  
prompted	  by	  their	  own	  interests	  and	  aspiraGons.	  Key	  to	  these	  projects	  was	  the	  learner’s	  ability	  to	  
source	  learning	  resources,	  including	  people	  willing	  to	  share	  experGse.	  

To	  learn	  autonomously,	  individuals	  need	  not	  only	  moGvaGon	  and	  resources,	  but	  also	  confidence,	  
perceived	  self-‐efficacy	  and	  learning/problem-‐solving	  strategies	  (Amalathas,	  2010).	  Where	  adults	  
lack	  these	  qualiGes,	  their	  capacity	  to	  learn	  and	  problem-‐solve	  autonomously	  is	  greatly	  reduced	  –	  a	  
characterisGc	  of	  many	  adults	  with	  limited	  literacy,	  language	  and	  numeracy.	  At	  the	  same	  Gme,	  it	  is	  
important	  to	  recognise	  that	  learning	  ‘is	  a	  characterisGc	  of	  all	  real-‐life	  acGviGes’	  (TusGng	  and	  Barton,	  
ibid:5)	  and	  that	  most	  adults	  who	  struggle	  with	  learning	  and	  problem-‐solving	  in	  relaGon	  to	  literacy,	  
language	  and/or	  numeracy	  are	  sGll	  ‘able	  to	  manage	  their	  lives	  effecGvely’	  (Parsons	  and	  Bynner,	  
2007:10).	  That	  is,	  in	  other	  areas	  of	  their	  lives,	  these	  adults	  are	  effecGve	  learners.	  

____________________________________	  

¹ Defined	  as	  people	  who	  ‘struggle	  with	  basic	  quanGtaGve	  reasoning	  or	  have	  difficulty	  with	  simple	  wri,en	  
informaGon’	  (Kuczera,	  Field	  and	  Windisch,	  2016:9).
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This	  last	  is	  an	  important	  point	  and	  perhaps	  somewhat	  obscured	  by	  the	  heavy	  focus	  on	  instrucGon	  
that	  sits	  at	  the	  heart	  of	  our	  model	  of	  formal	  literacy,	  language	  and/or	  numeracy	  provision,	  a	  focus	  
encapsulated	  by	  that	  recurrent	  line	  in	  the	  Skills	  for	  Life	  core	  curricula,	  ‘Adults	  should	  be	  taught	  
to…’	  (DfES,	  2001:	  passim).	  	  

InstrucGon	  has	  its	  place,	  of	  course,	  but	  the	  ulGmate	  object	  of	  formal	  literacy,	  language	  and	  
numeracy	  provision	  must	  surely	  be	  to	  enable	  learners	  to	  move	  beyond	  it	  –	  to	  equip	  them	  with	  the	  
confidence	  and	  strategies	  to	  problem-‐solve	  and	  learn	  from	  the	  literacy,	  language	  and	  numeracy	  
demands	  that	  they	  encounter	  in	  their	  daily	  lives,	  so	  that	  they	  are	  able	  to	  sustain	  and	  develop	  their	  
skills	  autonomously.	  	  

Typically,	  formal	  provision	  aims	  to	  do	  this	  by	  teaching	  learners	  technical	  literacy,	  language	  and	  
numeracy	  skills,	  as	  prescribed	  in	  naGonal	  standards	  –	  in	  other	  words,	  transmiing	  the	  body	  of	  
knowledge	  that	  currently	  consGtutes	  ‘English	  and	  maths’	  for	  adults.	  However	  useful	  and	  helpful,	  
this	  is	  not	  quite	  the	  same	  as	  helping	  adults	  to	  become	  autonomous	  literacy,	  language	  and	  
numeracy	  learners,	  capable	  of	  coping	  with	  real	  life	  demands,	  in	  the	  face	  of	  difficulty.	  Yet	  isn’t	  this	  
what	  both	  learners	  and	  policy-‐makers	  are	  really	  trying	  to	  achieve?	  

Given	  the	  stubborn	  persistence	  of	  large	  scale	  basic	  skills	  deficits	  over	  decades,	  it	  seems	  
increasingly	  clear	  that	  complementary	  strategies	  might	  be	  helpful	  –	  strategies	  that	  are	  consistent	  
with	  the	  overall	  scale	  of	  need,	  its	  persistence	  over	  decades,	  the	  actual	  capacity	  of	  our	  adult	  
educaGon	  systems,	  the	  new	  opportuniGes	  that	  digital	  technologies	  offer,	  the	  dynamic,	  evolving	  
nature	  of	  the	  skills	  themselves	  and	  what	  research	  tells	  us	  about	  how	  adults	  really	  learn,	  including	  
their	  recognised	  drive	  towards	  autonomy	  and	  preference	  for	  meaningful	  learning	  (TusGng	  and	  
Barton,	  ibid).	  

3.	  Coaching	  as	  a	  strategy	  	  

What	  is	  coaching	  and	  how	  is	  it	  different	  from	  teaching?	  	  

Originally	  slang	  for	  a	  private	  cramming	  tutor,	  the	  term	  ‘coach’	  has	  also	  been	  applied	  to	  personal	  
and	  team	  trainers	  in	  sports	  and	  now	  has	  wide	  currency	  in	  business,	  where	  ‘coaching’	  is	  ojen	  
paired	  with	  ‘mentoring’.	  More	  recently,	  the	  terms	  ‘coach’	  and	  ‘coaching’	  have	  appeared	  in	  areas	  
such	  as	  health,	  employment	  and	  lifestyle.	  Common	  to	  all	  these	  applicaGons	  of	  the	  term	  is	  an	  
understanding	  that	  the	  purpose	  of	  coaching	  is	  to	  help	  the	  individual	  or	  group	  improve	  their	  
performance	  in	  a	  given	  context.	  

Generally	  speaking,	  how	  a	  coach	  achieves	  improved	  performance	  is	  up	  to	  the	  coach.	  Moreover,	  
performance	  objecGves	  and	  measures	  of	  improvement	  are	  typically	  negoGated	  directly	  with	  the	  
coachee.	  A	  teacher,	  by	  contrast,	  tends	  to	  work	  within	  an	  externally	  prescribed	  framework	  where	  
objecGves,	  measures	  and	  ojen	  methods	  are	  set	  by	  a	  third	  party	  (e.g.	  an	  awarding	  body)	  and	  are	  
non-‐negoGable.	  	  

There	  is	  a	  further	  crucial	  disGncGon	  to	  be	  made.	  Teacher-‐led	  learning	  is	  for	  the	  most	  part	  based	  on	  
the	  transmission	  model	  of	  learning,	  i.e.	  instrucGonal.	  Consequently	  teachers	  are	  expected	  to
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have	  field	  (i.e.	  subject	  ma,er)	  experGse:	  a	  teacher	  of	  French	  is	  expected	  to	  speak	  French	  
proficiently,	  a	  teacher	  of	  physics	  to	  understand	  physics,	  a	  vocaGonal	  tutor	  to	  be	  competent	  in	  their	  
vocaGonal	  field.	  Quality	  assurance	  schemes	  generally	  require	  teachers	  to	  have	  field	  experGse	  one	  
or	  more	  levels	  above	  the	  level	  of	  study.	  This	  field	  experGse	  underpins	  much	  of	  a	  teacher’s	  
classroom	  authority.	  It	  may	  also	  be	  central	  to	  the	  teacher’s	  sense	  of	  professional	  idenGty.	  

This	  is	  not	  the	  case	  in	  coaching	  –	  or	  at	  least,	  not	  in	  coaching	  proper	  (as	  opposed	  to	  acGviGes	  more	  
accurately	  described	  as	  tutoring,	  guidance	  or	  mentoring).	  The	  coach’s	  focus	  is	  on	  ‘unlocking	  a	  
person’s	  potenGal	  to	  maximise	  their	  own	  performance.	  [Coaching]	  is	  helping	  them	  to	  learn	  rather	  
than	  teaching	  them.’	  (Whitmore,	  2002:8)	  	  

This	  is	  perhaps	  most	  clearly	  visible	  in	  the	  well-‐developed	  area	  of	  execuGve	  coaching.	  In	  this	  
context,	  the	  coach	  helps	  execuGves	  to	  solve	  problems	  about	  which	  the	  coach	  knows	  li,le	  or	  
nothing.	  The	  coach’s	  authority	  and	  idenGty	  rest	  solely	  on	  their	  experGse	  in	  coaching.	  

Coaching	  is	  underpinned	  by	  a	  reflecGve,	  problem-‐solving	  model	  of	  learning.	  AcGng	  as	  a	  non-‐
judgemental,	  but	  highly	  a,enGve,	  'criGcal	  friend',	  the	  coach	  aims	  to	  help	  their	  client	  gain	  clarity	  
about	  their	  objecGves	  and	  how	  best	  to	  achieve	  them,	  given	  the	  realiGes	  of	  the	  client's	  situaGon.	  By	  
taking	  a	  close,	  supporGve	  interest	  in	  the	  client's	  progress,	  the	  coach	  builds	  the	  client's	  confidence	  
as	  well	  as	  their	  awareness	  (of	  themselves	  and	  their	  circumstances)	  and	  helps	  the	  client	  to	  persist	  in	  
the	  face	  of	  difficulty.	  The	  coach's	  aim	  is	  first	  and	  foremost	  to	  enable	  the	  client	  to	  take	  full	  personal	  
responsibility	  for	  their	  own	  progress.	  The	  coach	  does	  this	  by	  treaGng	  the	  client	  at	  all	  Gmes	  as	  a	  
resourceful	  person,	  fully	  capable	  of	  developing	  their	  own	  soluGons	  –	  even	  when	  the	  client	  doubts	  
their	  own	  ability.	  By	  refraining	  from	  giving	  advice	  or	  instrucGon	  to	  the	  client,	  the	  coach	  gives	  the	  
client	  space	  to	  devise,	  test	  and	  develop	  their	  own	  strategies.	  (Whitmore,	  ibid;	  ICF,	  no	  date;	  Van	  
Nieuwerburgh,	  2014)	  

This	  sort	  of	  non-‐direcGve	  coaching	  has	  proved	  powerfully	  effecGve	  in	  other	  contexts.	  Might	  it	  help	  
adults	  develop	  the	  skills,	  strategies	  and	  confidence	  they	  need	  to	  take	  charge	  of	  their	  own	  literacy,	  
language	  and	  numeracy	  learning?	  What	  would	  that	  look	  like	  in	  pracGce?	  

4.	  Coaching	  approaches	  developed	  by	  the	  ALL-‐SR	  project	  

Two	  coaching	  approaches	  emerged	  from	  the	  ALL-‐SR	  project,	  both	  based	  on	  the	  widely-‐used	  GROW	  
(Grow,	  Reality,	  OpGons,	  Will)	  model	  (Whitmore,	  ibid;	  Van	  Nieuwerburgh,	  ibid),	  together	  with	  a	  
competency	  framework	  for	  autonomous	  learning	  developed	  by	  the	  project	  team	  (ITTA,	  ibid)	  that	  
essenGally	  paralleled	  Knowles’	  delineaGon	  of	  self-‐directed	  learning:	  needs	  idenGficaGon,	  goal	  
seing,	  resource	  idenGficaGon,	  applicaGon	  of	  appropriate	  learning	  strategies	  and	  evaluaGon	  of	  
outcomes	  (Knowles,	  ibid).	  	  

The	  GROW	  model	  offers	  an	  iteraGve	  method	  of	  goal	  seing	  and	  problem-‐solving,	  based	  on	  
reflecGve	  quesGoning	  (e.g.	  coaching	  quesGons	  such	  as,	  ‘What	  are	  you	  are	  trying	  to	  achieve	  in	  your	  
life	  now?’,	  ‘What	  problems	  might	  occur?’,	  ‘Who	  could	  you	  ask	  for	  help?);	  construcGve	  challenge	  
(‘What	  else?’,	  ‘Is	  that	  realisGc?’,	  ‘What’s	  the	  real	  issue	  here?’);	  and	  confidence-‐building	  
reassurance,	  affirmaGon:	  (‘I	  am	  sure	  you	  can	  do	  it!’).
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The	  principal	  approach	  was	  structured	  around	  a	  Gme-‐limited,	  self-‐directed	  learning	  project.	  In	  this	  
approach,	  the	  coach	  supports	  the	  learner	  to	  frame	  a	  learning	  project	  of	  their	  own	  choice,	  which	  
they	  undertake	  outside	  of	  the	  coaching	  sessions	  over	  a	  specified	  Gme	  period,	  e.g.	  12	  weeks	  (i.e.	  
long	  enough	  to	  allow	  for	  meaningful	  learning,	  but	  short	  enough	  to	  offer	  a	  clear	  beginning,	  middle	  
and	  end).	  The	  coaching	  sessions	  are	  used	  to	  support	  the	  learner	  to	  acGon-‐plan	  the	  learning	  
project,	  to	  idenGfy	  resources,	  to	  trouble	  shoot	  and	  to	  monitor	  and	  evaluate	  progress.	  

In	  addiGon	  to	  this	  learning	  project	  approach,	  a	  second	  peer	  coaching	  approach	  was	  developed	  by	  a	  
Dutch	  associate	  of	  the	  project,	  Annemarie	  Nuwenhoud,	  for	  classroom	  use	  within	  formal	  provision.	  
This	  approach	  structured	  around	  a	  weekly	  group	  discussion	  in	  class	  Gme.	  Called	  ‘My	  Plan’,	  this	  
discussion	  was	  framed	  around	  a	  set	  of	  easy-‐to-‐understand	  quesGons.	  IniGal	  discussions	  focused	  on	  
long-‐term	  goal-‐seing:	  ‘Why	  do	  you	  want	  to	  learn	  Dutch?’	  ‘What	  is	  your	  plan?’	  ‘How	  long	  will	  it	  
take	  to	  reach	  your	  goal?’	  ‘How	  much	  Gme	  do	  you	  want	  to	  invest?’	  ‘When	  do	  you	  want	  to	  make	  
Gme	  to	  study?’	  Subsequent	  sessions	  paired	  learners	  together	  to	  monitor	  progress	  and	  acGon-‐plan.	  
QuesGons	  included,	  ‘What	  are	  you	  going	  to	  do	  this	  week?’	  ‘Where,	  when	  are	  you	  going	  to	  study?’	  
‘Who	  can	  you	  ask	  for	  help?’	  ‘Can	  I	  ask	  you	  next	  week	  how	  your	  plan	  went?’	  	  

Both	  these	  approaches	  frame	  learning	  in	  terms	  of	  an	  acGon	  plan	  developed	  by	  the	  learner	  to	  
achieve	  larger	  life	  goals.	  Both	  combine	  problem-‐solving	  with	  reflecGve	  learning.	  Both	  direct	  the	  
learner	  to	  the	  many	  affordances	  for	  learning	  offered	  by	  their	  environment.	  Both	  posiGon	  
instrucGon	  (and	  the	  teacher)	  as	  a	  resource	  for	  learning,	  rather	  the	  source	  of	  learning.	  Most	  
importantly,	  though,	  both	  from	  the	  outset,	  entrust	  the	  learner	  with	  full	  responsibility	  for	  their	  own	  
learning.	  

The	  use	  of	  peer	  coaching	  in	  the	  My	  Plan	  approach	  introduces	  a	  range	  of	  dynamics	  absent	  from	  the	  
learning	  project	  approach	  and	  gives	  the	  teacher	  (absent	  in	  the	  other	  approach)	  a	  facilitaGve	  role.	  	  

A	  further	  point	  to	  note	  is	  that	  in	  neither	  approach	  does	  the	  coach/facilitator	  require	  teaching	  
experGse	  or	  specialist	  knowledge	  of	  literacy,	  language	  and/or	  numeracy.	  To	  be	  of	  use	  to	  the	  
learner,	  the	  coach/facilitator	  needs	  only	  to	  help	  the	  learner	  problem-‐solve	  for	  themselves.	  

5.	  Pilot	  outcomes	  

The	  ALL-‐SR	  pilots	  were	  designed	  to	  explore	  the	  pracGcaliGes	  of	  using	  a	  non-‐direcGve	  coaching	  
approach	  to	  help	  low-‐level	  adult	  learners	  develop	  the	  competences	  that	  underpin	  autonomous	  
learning.	  

Training,	  guidance	  and	  resources	  for	  those	  who	  acted	  as	  coaches	  in	  the	  pilots	  were	  necessarily	  
limited,	  not	  least	  because	  the	  approach	  itself	  was	  an	  emerging	  one.	  Those	  acGng	  as	  coaches	  
performed	  in	  different	  ways	  at	  different	  points	  during	  the	  pilot.	  ExpectaGons,	  demands	  and	  
behaviours	  of	  learners	  varied.	  Despite	  these	  significant	  limitaGons,	  however,	  pilot	  results	  (available	  
in	  detail	  on	  the	  project’s	  website)	  make	  it	  quite	  clear	  that	  this	  is	  an	  approach	  with	  real	  potenGal.	  	  

For	  many	  parGcipants	  –	  both	  teacher-‐coaches	  and	  learners	  –	  the	  experience	  of	  simply	  asking	  the	  
learner	  to	  set	  the	  agenda	  was	  transformaGve,	  as	  illustrated	  in	  the	  secGons	  immediately	  below.	  
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Learners	  reported	  gains	  in	  confidence,	  engagement	  and	  moGvaGon.	  They	  developed	  new	  
strategies	  and	  reported	  progress	  towards	  goals	  in	  relaGon	  to	  work	  and	  family	  life.	  

Teacher-‐coaches	  reported	  significant	  gains	  in	  understanding	  about	  their	  learners	  and	  about	  the	  
learning	  process	  more	  generally,	  parGcularly	  regarding	  the	  disGncGons	  between	  teaching	  and	  
learning	  and	  between	  teaching	  strategies	  and	  learning	  strategies.	  At	  Gmes,	  this	  could	  be	  
challenging	  to	  their	  sense	  of	  purpose	  and	  professional	  idenGty,	  but	  was	  ulGmately	  viewed	  as	  a	  
posiGve	  development.	  	  

6.	  Pilot	  voices:	  Learning	  project	  approach	  

The	  following	  extracts	  from	  interviews	  with	  coaches	  and	  learners	  parGcipaGng	  in	  the	  workplace	  
pilot	  show	  how	  these	  individuals	  experienced	  the	  learning	  project	  approach.	  Co-‐ordinated	  by	  the	  
lead	  author	  of	  this	  paper,	  the	  pilot	  took	  place	  at	  a	  large	  UK	  social	  care	  provider,	  many	  of	  whose	  
staff	  were	  migrants	  with	  limited	  English.	  To	  support	  these	  staff,	  the	  employer	  ran	  a	  scheme	  where	  
volunteers,	  ojen	  reGred	  ESOL	  teachers,	  offered	  staff	  one-‐to-‐one	  tutoring	  at	  work.	  For	  the	  duraGon	  
of	  the	  pilot,	  six	  of	  these	  volunteers	  agreed	  with	  their	  learners	  to	  test	  the	  coaching	  approach.	  	  

Learner	  voices	  

I	  was	  the	  person	  that	  was	  mostly	  in	  control.	  It	  wasn't	  like	  sit	  in	  a	  classroom.	  

You	  feel	  more	  relaxed.	  It's	  not	  really,	  'oh	  she's	  my	  teacher.'	  I	  feel	  like	  more	  like	  two	  people.	  I	  
can	  tell	  what	  I	  needed,	  you	  teach	  me	  in	  a	  way	  what	  I	  needed.	  That	  is	  fantas/c,	  it	  become	  less	  
boring.	  Don't	  become	  like	  what's	  happen	  in	  the	  school	  most	  of	  the	  /me.	  	  

When	  she	  teached	  me	  she	  choose	  all	  the	  subjects	  and	  everything	  what	  I	  have	  to	  do.	  For	  the	  
coaching	  I	  have	  to	  choose	  what	  I	  want	  to	  learn	  and,	  if	  I've	  got	  some	  ques/ons,	  I	  can	  ask	  and	  
she's	  going	  to	  explain	  to	  me	  what	  it	  is.	  But	  always	  was	  my	  choice	  what	  I	  have	  to	  learn.	  

Maybe	  when	  you	  go	  teacher,	  teacher	  taking	  more	  responsibility	  to	  teach	  you.	  When	  you	  are	  
learner	  in	  the	  coaching	  project,	  maybe	  I'm	  taking	  more	  responsibility	  to	  learn	  and	  not	  let	  
down	  teacher.	  

Last	  year	  [I	  did]	  manual	  handling	  and	  fire	  training,	  but	  that	  /me	  I	  was	  like	  a	  statue,	  I	  just	  listen	  
them	  and	  'okay,	  yeah,	  yeah,	  yeah.‘	  Some/mes	  I	  want	  to	  ask	  ques/ons	  but	  because	  of	  my	  
English	  I	  could	  not	  ask	  properly,	  so	  I	  just	  stay	  quiet.	  So	  this	  [year]	  I	  ask	  lots	  of	  ques/ons	  to	  
them.	  Because	  of	  [coach]	  I	  am	  able	  to	  get	  confidence	  and	  then	  able	  to	  say	  my	  own	  thing.	  If	  I	  
cannot	  exactly	  word	  I	  will	  say	  a	  different	  word	  to	  make	  them	  understand,	  so	  I	  am	  glad.	  

Before	  I	  know,	  but	  I	  couldn't	  tell	  to	  my	  nurse	  and	  manager	  what	  is	  main	  thing.	  I	  do	  know,	  but	  I	  
couldn't	  explain	  so	  I	  just	  keep	  quiet.	  So	  nothing	  that	  was	  helpful,	  but	  I	  just	  keep	  as	  regular	  
carer,	  personal	  carer,	  that's	  all.	  Nowadays	  I'm	  able	  to	  know	  their	  pain,	  their	  feeling,	  my	  
residents.	  So	  that	  is	  good	  thing	  for	  me	  and	  residents	  as	  well,	  they	  are	  happy	  with	  me.	  While	  
I'm	  adending	  them	  I	  start	  to	  chat	  with	  them,	  before	  I	  don't.	  They	  also	  feel	  happy	  'oh	  you	  are	  
here	  today,	  oh	  I	  am	  glad'	  they	  start	  to	  say.
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Coach	  voices	  

[The	  training]	  really	  was	  interes/ng	  and	  totally	  alien.	  For	  quite	  a	  while	  I	  thought	  it	  really	  
couldn't	  work,	  having	  been	  trained	  as	  a	  teacher.	  I	  thought	  there	  was	  no	  input.	  But	  gradually	  I	  
began	  to	  realise	  that	  there	  was	  quite	  a	  good	  thing	  about	  it	  and	  there	  was	  some	  very	  posi/ve	  
aspects	  of	  it.	  

I	  started	  to	  think,	  ‘I'm	  only	  going	  to	  be	  seeing	  her	  every	  fortnight.	  She's	  got	  two	  weeks	  in	  
between	  when	  she's	  at	  home,	  when	  she's	  with	  clients,	  when	  she's	  working	  with	  people.’	  
That's	  when	  it	  started	  to	  make	  sense…	  it's	  giving	  them	  tools.	  

I’ve	  learned	  more	  about	  [my	  learner]	  as	  a	  person	  in	  two	  coaching	  sessions	  than	  I	  did	  in	  six	  
months	  of	  teaching	  her	  –	  and	  I	  have	  so	  much	  respect	  for	  her	  as	  a	  person!	  

We	  both	  [i.e.	  coach	  and	  learner]	  are	  aware	  at	  every	  session	  that	  we’re	  learning	  [how	  to	  make	  
the	  coaching	  work].	  But	  this	  is	  a	  way,	  I	  can	  see	  that.	  It’s	  good	  that	  responsibility	  comes	  from	  
the	  learner.	  

There	  are	  two	  main	  points	  that	  s/ck	  with	  me.	  First,	  since	  the	  coaching	  model	  seems	  to	  work	  
for	  most,	  it	  is	  a	  way	  forward	  for	  the	  workplace	  which	  has	  other	  learning	  and	  development	  
constraints.	  Second	  –	  the	  model	  empowers,	  engages,	  involves	  and	  respects	  the	  learner.	  

7.	  Pilot	  voices:	  My	  Plan	  approach	  

To	  document	  the	  My	  Plan	  approach,	  Nuwenhoud	  produced	  a	  short	  film	  showing	  a	  group	  of	  
learners	  using	  the	  approach.	  The	  following	  exchanges	  between	  learners	  (translated	  from	  the	  
original	  Dutch)	  give	  a	  flavour	  of	  learners’	  coaching	  interacGons:	  

ConversaGon	  1	  

Learner	  1:	   What	  is	  your	  plan?	  	  	  

Learner	  2:	   Yes,	  my	  plan...	  I'll	  work...	  I'll...	  it's	  difficult…	  

Teacher:	  	   Don't	  you	  have	  a	  plan	  yet?	  

Learner	  2:	   No,	  I	  don't	  have	  a	  plan.	  

Learner	  1:	   No!	  Everyone	  has	  a	  plan.	  Nobody	  says:	  "I	  have	  no	  plan."	  Someone	  who	  says	  
he	  has	  no	  plan	  is	  dead.	  (Laughs)	  

Learner	  2:	   No,	  I	  am	  not	  dead,	  look…	  I	  find	  it	  “strict”.	  I	  am	  busy.	  I	  am	  very	  busy	  with	  my	  
children.	  That	  is	  the	  problem.	  

Learner	  1:	   Look,	  the	  ques/on	  for	  you	  is	  why,	  why	  do	  you	  have	  to	  learn	  Dutch,	  right?	  

Learner	  2:	   To	  speak	  with	  colleagues.	  Colleagues	  and	  customers.	  

Learner	  1:	   That	  is	  also	  a	  plan.
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ConversaGon	  2	  

Learner	  1:	   What	  is	  your	  plan?	  

Learner	  2:	   Um...	  This	  is	  my	  plan...	  Saturday	  I	  go	  to	  work.	  I	  finish	  at	  one	  o'clock,	  I	  go	  
home.	  	  I	  go	  to	  the	  market.	  I	  buy	  chicken.	  I	  am	  done.	  I	  come	  home.	  I	  cook	  
soup.	  	  Then...	  Soup	  and...	  

Learner	  1	   And	  when	  you're	  finished	  ea/ng?	  

Learner	  2:	   When	  the	  chicken	  soup	  is	  finished,	  I'm	  going	  out.	  I	  go	  to	  the	  house	  of	  my	  
friend.	  Then	  I'll	  talk	  a	  bit.	  Then	  I	  go	  back	  home	  and	  look	  at	  the	  Dutch	  lessons.	  	  	  	  

Learner	  1	   	  At	  what	  /me	  are	  you	  going	  to	  read?	  And	  at	  what	  /me	  are	  you	  going	  to	  ask	  
someone	  if	  your	  reading	  and	  if	  your	  talking	  is	  good?	  When	  can	  you	  ask	  
someone	  for	  help?	  

Learner	  2:	   It's	  difficult	  with	  my	  friends.	  Nobody	  speaks	  Dutch	  well.	  	  	  

Learner	  1	   	  Look,	  I	  am	  telling	  you	  this	  now,	  look,	  you're	  taking	  Dutch	  classes	  now,	  right?	  
As	  for	  me,	  I	  used	  to	  hang	  out	  only	  with	  Africans	  and	  I	  only	  spoke	  my	  own	  
language.	  That	  was	  not	  good	  for	  me.	  Now	  I	  look	  for	  people	  I	  can	  prac/se	  my	  
Dutch	  with.	  You	  should	  do	  the	  same.	  Look	  for	  a	  man,	  a	  woman,	  it	  doesn't	  
mader	  who	  it	  is.	  Not	  only,	  "Ghana,	  Ghana,	  Ghana!”	  That's	  not	  good.	  

Learner	  2:	   Talk	  to	  all	  the	  people!	  

8.	  Conclusions	  

In	  their	  review	  for	  the	  Department	  for	  Business,	  InnovaGon	  and	  Skills	  (BIS)	  of	  the	  outcomes	  of	  
Skills	  for	  Life,	  Vorhaus	  and	  colleagues	  suggest:	  

The	  key	  to	  learner	  persistence	  is	  that	  breaks	  in	  engagement	  in	  formal	  learning	  are	  supported	  
by	  other	  learning	  opportuniGes	  and	  supports	  for	  learning,	  and	  that	  overall	  learning	  provision	  
is	  flexible	  and	  responds	  to	  individual	  learners’	  needs.	  (Vorhaus	  et	  al,	  2011:115).	  

The	  OECD’s	  analysts	  note	  adult	  learners’	  recognised	  drive	  towards	  autonomy	  and	  preference	  for	  
meaningful	  learning	  and	  stress	  the	  importance	  of	  personalised	  goal-‐seing	  and	  progress	  tracking	  
(Kuczera,	  Field	  and	  Windisch,	  2016).	  

The	  approaches	  described	  in	  this	  paper	  have	  pracGcal	  relevance	  to	  all	  those	  agendas,	  but	  they	  also	  
touch	  directly	  on	  a	  tension	  that	  lies	  deep	  at	  the	  heart	  of	  our	  adult	  basic	  skills	  ‘problem’.	  What	  
exactly	  is	  the	  problem?	  Is	  it	  that	  adults	  need	  to	  be	  taught	  the	  formal	  literacy	  and	  numeracy	  skills	  
they	  failed	  to	  acquire	  at	  school?	  Or	  is	  it	  that	  adults	  need	  more	  confidence	  and	  be,er	  strategies	  to	  
pursue	  learning	  goals	  of	  their	  own?	  How	  adequate	  is	  our	  closely	  prescribed,	  instrucGonal	  model	  of	  
adult	  literacy,	  language	  and	  numeracy	  learning?	  Who	  is	  best-‐placed	  to	  define	  what	  and	  how	  low-‐
skilled	  adults	  should	  learn?	  Here	  the	  issues	  of	  trust	  and	  responsibility
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are	  pivotal.	  Everything	  we	  know	  about	  adult	  learning	  emphasises	  the	  importance	  of	  the	  learner	  
taking	  full	  responsibility	  for	  their	  own	  learning	  (TusGn	  and	  Barton,	  ibid;	  Amalathas,	  ibid).	  Do	  we	  
trust	  low-‐skilled	  adults	  enough	  to	  allow	  them	  to	  take	  that	  responsibility?	  

The	  ALL-‐SR	  coaching	  pilots	  offer	  some	  indicaGons	  that	  between	  teacher	  and	  learner	  (and	  by	  
extension,	  government	  and	  ciGzen),	  responsibility	  is	  a	  zero	  sum	  game:	  the	  more	  one	  takes,	  the	  less	  
remains	  to	  the	  other.	  UlGmately,	  how	  we	  think	  responsibility	  is	  best	  shared	  will	  likely	  reflect	  our	  
understanding	  of	  why	  as	  well	  as	  how	  to	  help	  adults	  improve	  their	  English	  and	  maths.	  
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Sarah	  Freeman	  has	  worked	  in	  adult	  literacy	  and	  ESOL	  since	  the	  1970s	  and	  seen	  many	  changes	  in	  provision	  in	  
community	  and	  adult	  learning	  venues,	  further	  educa/on	  colleges,	  voluntary	  provision,	  schools	  and	  prisons.	  
Over	  the	  last	  ten	  years	  she	  has	  also	  undertaken	  various	  ac/on	  research	  projects	  and	  a	  doctorate	  study	  
among	  literacy	  learners	  and	  teachers,	  ESOL	  learners,	  and	  teachers	  involved	  in	  Addi/onal	  Learning	  Support.	  	  	  	  

This	  book	  will	  be	  close	  to	  the	  hearts	  of	  many	  RaPAL	  followers	  as	  it	  recounts	  fascinaGng	  studies	  
made	  into	  everyday	  literacy	  and	  numeracy	  pracGces	  of	  tradespeople,	  marketers,	  	  

and	  parents	  in	  Uganda.	  	  Being	  the	  third	  book	  in	  a	  series	  under	  the	  umbrella	  ‘Learning	  
empowerment	  through	  training	  in	  ethnographic	  research’	  (LETTER),	  it	  aims	  first	  to	  raise	  awareness	  
in	  newly	  trained	  teachers	  in	  developing	  countries	  ‘designed	  to	  help	  them	  make	  their	  teaching	  
more	  effecGve’	  (5).	  	  

For	  me	  as	  a	  UK	  adult	  literacy	  teacher	  it	  encompassed	  four	  main	  enquiries	  I	  have	  been	  conducGng	  
in	  my	  own	  research:	  

• What	  are	  the	  many	  social	  pracGces	  acquired	  through	  informal	  learning	  by	  tradespeople	  and	  
parents	  that	  enable	  them	  to	  get	  by	  successfully	  in	  small	  businesses	  despite	  li,le	  formal	  
literacy/numeracy	  training?	  

• How	  similar	  are	  the	  experiences	  of	  learners	  in	  developing	  countries	  to	  those	  in	  the	  UK?	  

• What	  are	  the	  aitudes	  of	  the	  Ugandans	  interviewed,	  to	  formal	  adult	  educaGon	  
programmes?	  

• How	  do	  the	  authors	  suggest	  the	  findings	  from	  the	  eight	  ethnographic	  studies	  can	  be	  
applied	  more	  widely?	  

The	  case	  studies	  are	  very	  well	  reported,	  each	  giving	  detailed	  comprehensive	  account(s)	  of	  people	  
trading,	  bringing	  up	  children	  and	  having	  roles	  within	  the	  local	  community.	  	  The	  greatest	  literacy	  
and	  numeracy	  obstacles	  to	  their	  prosperity	  are,	  as	  in	  the	  case	  of	  Peter	  the	  carpenter,	  not	  being	  
able	  to	  submit	  documents	  in	  English	  that	  would	  enable	  him	  to	  tender	  for	  larger-‐scale	  furniture-‐
building	  contracts	  (36).	  	  I	  was	  at	  once	  reminded	  of	  a	  number	  of	  builders,	  parts	  engineers	  and	  
tradesmen	  in	  the	  UK	  who	  came	  to	  classes	  over	  the	  years	  with	  varying	  levels	  of	  literacy	  but	  many	  
relying	  on	  a	  family	  member,	  usually	  a	  partner,	  to	  produce	  the	  estimates	  and	  invoices	  for	  official	  
purposes.	  	  The	  picture	  on	  the	  front	  of	  the	  book	  illustrates	  another	  case	  study	  of	  Mama-‐Saa	  (69).	  	  
Mama-‐Saa,	  75	  years	  old,	  is	  seated	  on	  the	  ground	  at	  her	  homestead	  looking	  at	  some	  passages	  from	  
a	  bible.	  	  She	  supports	  an	  extended	  family	  and	  has	  been	  treasurer	  to	  the	  local	  church	  for	  many	  
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decades.	  	  She	  runs	  a	  smallholding	  and	  rears	  some	  domesGc	  animals	  for	  the	  market.	  	  Her	  ability	  to	  
manage	  the	  church	  funds	  and	  her	  own	  small	  market	  trading	  affairs	  is	  gone	  into	  in	  great	  detail.	  	  	  
Ajer	  many	  years	  of	  studying	  how	  people	  (students	  whom	  I	  have	  taught)	  get	  by	  in	  their	  jobs	  in	  the	  
UK	  I	  would	  describe	  some	  similariGes	  between	  the	  resourcefulness	  of	  the	  Ugandan	  men	  and	  
women	  and	  the	  UK	  born/	  UK	  migrant	  people.	  	  In	  the	  UK,	  for	  example,	  students	  become	  
increasingly	  creaGve	  and	  adept	  at	  using	  mobile	  phones	  and	  other	  assisGve	  technology	  to	  help	  
them	  with	  their	  everyday	  lives,	  and	  alongside	  learning	  from	  raw	  experience,	  they	  are,	  like	  the	  
Ugandans,	  always	  aware	  of	  new	  literacy	  and	  communicaGon	  methods	  at	  hand	  to	  help	  them	  get	  by	  
at	  work	  and	  in	  running	  the	  home.	  	  There	  seemed	  to	  be	  a	  bit	  of	  ambivalence	  about	  some	  of	  the	  
adult	  educaGon	  classes	  that	  the	  various	  Ugandans	  were	  doing	  (Peter	  36);	  others	  were	  quite	  
enthusiasGc.	  	  ‘Alice’	  in	  her	  early	  twenGes	  was	  a,ending	  a	  FuncGonal	  Adult	  Literacy	  class	  and	  had	  
been	  given	  15,000	  Ugandan	  shillings	  to	  buy	  a	  piglet	  (86)	  –	  from	  which	  in	  due	  course	  she	  had	  
produced	  a	  further	  28	  piglets.	  	  Her	  exercise	  books	  were	  used	  for	  class	  but	  also	  for	  noGng	  the	  
telephone	  numbers	  of	  clients	  who	  want	  to	  buy	  the	  piglets.	  	  In	  this	  way,	  she	  was	  also	  able	  to	  
produce	  more	  vegetables	  for	  sale.	  	  

Part	  III,	  the	  secGon	  commenGng	  on	  the	  findings	  and	  discussing	  their	  implicaGons,	  has	  a	  big	  
disappointment	  which	  is	  that	  the	  page	  references,	  of	  which	  there	  are	  many,	  must	  be	  to	  an	  earlier	  
version	  of	  the	  case	  studies	  document	  because	  the	  page	  numbers	  are	  all	  incorrect.	  	  This	  is	  
frustraGng	  if	  you	  are	  interested	  and	  want	  to	  trace	  all	  the	  ideas	  that	  the	  authors	  are	  describing.	  	  The	  
other	  thing	  is	  that	  the	  authors	  rarely	  use	  the	  respondents’	  names	  here,	  so	  you	  don’t	  have	  that	  to	  
nudge	  your	  memory	  of	  a	  parGcular	  case	  study	  either.	  	  However,	  the	  organisaGon	  of	  the	  discussion	  
of	  findings	  under	  themes	  is	  a	  thorough	  and	  very	  interesGng	  follow	  up	  to	  the	  case	  study	  
descripGons.	  As	  I	  found	  in	  my	  own	  studies,	  the	  authors	  remark	  that	  ‘there	  was	  a	  desire	  to	  learn’	  
and	  in	  some	  cases	  this	  was	  linked	  to	  work	  (107). 

I	  think	  more	  could	  be	  read	  into	  the	  implicaGons	  of	  the	  studies	  which	  are	  discussed	  in	  the	  last	  part	  
of	  the	  book.	  There	  is	  emphasis	  on	  the	  importance	  of	  learners’	  informal	  learning.	  	  With	  one	  
student,	  Ann,	  her	  child’s	  health	  was	  what	  drew	  her	  to	  learning	  at	  the	  clinic.	  	  She	  studies	  all	  the	  
paperwork	  connected	  with	  health	  rouGnes.	  	  Nakiru	  Rose	  is	  also	  bringing	  up	  a	  family	  of	  five	  and	  she	  
has	  a	  li,le	  educaGon	  but	  not	  enough	  to	  understand	  the	  appointment	  cards	  which	  are	  issued	  by	  the	  
clinic	  for	  her	  child’s	  immunisaGons.	  	  The	  authors	  call	  for	  more	  health	  literacy	  provision	  –	  literacy	  
dedicated	  to	  promoGng	  a	  parGcular	  area	  of	  social	  pracGces.	  	  

Finally,	  the	  teachers	  are	  urged	  not	  to	  ignore	  informal	  pracGces	  but	  to	  build	  on	  them.	  	  My	  only	  
regret	  was	  that	  while	  this	  is	  menGoned	  several	  Gmes,	  there	  are	  not	  any	  suggesGons	  embedded	  in	  
this	  conclusion	  of	  strategies	  that	  the	  teachers	  could	  use	  with	  adults	  to	  tailor	  the	  formal	  literacy	  and	  
numeracy	  taught	  to	  everyday	  needs.	  

This	  is	  an	  excellent	  book,	  beauGfully	  illustrated	  with	  photographs	  throughout	  the	  case	  studies,	  that	  
tells	  the	  stories	  as	  well	  as	  brings	  alive	  the	  social	  literacy	  and	  numeracy	  pracGces	  of	  eight	  
individuals.	  	  Their	  stories	  are	  very	  specific	  but	  also	  add	  funds	  of	  knowledge	  to	  our	  understanding	  of	  
the	  universal	  literacy/numeracy	  student.
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AddiGonal	  readings	  of	  this	  seminal,	  simply	  structured	  and	  accessible	  illustrated	  text	  open	  new	  
avenues	  of	  understanding.	  It	  bridges	  interdisciplinary	  study	  and	  is	  fundamental	  to	  elucidaGng	  
communicaGon	  and	  learning	  pracGces	  in	  a	  mulG-‐cultural	  modern	  world.	  In	  seven	  compact	  
chapters,	  we	  move	  from	  reconceptualising	  communicaGon	  and	  learning	  in	  2	  and	  3	  (Signmaking	  
and	  TransformaGve	  engagement)	  to	  how	  to	  form	  those	  sites	  and	  potenGals	  and	  read	  interacGon	  in	  
4	  and	  5	  (Shaping	  engagement,	  Assessment	  and	  judgment).	  We	  review	  changes	  in	  the	  social	  and	  
technological	  condiGons	  in	  6	  (Gains	  and	  losses)	  and	  apply	  to	  standing	  challenges.	  	  	  	  	  	  

There	  isn't	  sufficient	  room	  in	  this	  review	  to	  detail	  the	  theoreGcal	  framework	  and	  derived	  
terminology	  for	  analysis,	  nor	  the	  examples	  and	  visuals.	  Aside	  from	  providing	  underpinning	  
theoreGcal	  tools	  for	  pracGcal	  design	  of	  more	  effecGve	  learning	  materials,	  environments	  and	  
interacGons,	  we	  have	  conceptual	  redesign	  of	  the	  mulGmodal	  social	  semioGc	  enGre.	  Bezemer	  and	  
Kress	  carefully	  and	  implicitly	  hand	  us	  back	  the	  keys	  to	  re-‐establishing	  dynamics	  of	  funcGonality	  and	  
power	  in	  communicaGon	  pracGces	  and	  thereby	  in	  learning.	  In	  cumulaGve	  stages,	  we	  look	  in	  detail	  
at	  the	  interacGon	  between	  teacher,	  learning	  environment	  and	  learner,	  developing	  understanding	  
of	  'expert	  teachers'	  and	  'expert	  learners'.	  	  

The	  authors	  reject	  transmission	  models	  and	  argue	  for	  iteraGve	  interacGon	  in	  learning	  paths.	  Sign-‐
making	  as	  interpretaGon	  splits	  power	  between	  the	  rhetor's	  moGvaGon	  and	  design	  capacity	  across	  
perceived	  potenGals	  and	  constraints	  of	  the	  material	  modes	  in	  any	  given	  environment,	  and	  the	  
capacity	  of	  the	  audience	  to	  respond	  to	  these	  prompts.	  These	  subjecGve	  sign	  ensembles	  
foreground	  meaning	  potenGals	  as	  communiGes	  of	  pracGce	  are	  negoGated	  and	  "show	  persistent	  
quesGons,	  pracGces	  and	  problems	  in	  a	  new	  light"	  (138)	  of	  mulGcultural	  dialogue.	  The	  authors	  
idenGfy	  a	  historical	  shij	  from	  explicit	  to	  implicit.	  They	  invite	  us	  to	  re-‐examine	  the	  pre-‐eminence	  
and	  uGlity	  of	  the	  universal	  if	  differing	  recourses	  of	  sound	  (languages)	  and	  mark-‐making	  (scripts)	  in	  
the	  context	  of	  all	  meaning-‐making	  modes.	  We	  review	  established	  inducGon	  pracGces	  which	  
graduate	  step-‐by-‐step	  skills	  development,	  minimising	  harm	  and	  maximising	  values	  in	  any	  given	  
seing.	  These	  introduce	  fundamental	  quesGons.	  What	  are	  the	  affordances	  of	  amplified	  resources	  
for	  semioGc	  producGon,	  distribuGon	  and	  disseminaGon?	  Which	  conceptual	  (non-‐material)	  means	  
and	  principles	  aid	  guarantees	  of	  communicaGon?	  That	  is	  given	  that	  representaGon,	  not	  replicaGon,	  
is	  the	  product	  of	  sign-‐making	  simulaGon	  and	  abstracGon.	  What	  implicaGons	  do	  these	  have	  for	  
teaching	  and	  learning?	  	  
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Meaning-‐makers	  frame,	  select,	  arrange	  and	  foreground	  resources	  in	  the	  environment.	  Material	  
modes	  are	  manipulated	  to	  carry	  conceptual	  meanings	  in	  given	  contexts,	  and	  where	  genres	  
develop,	  keyed	  in	  to	  communiGes	  of	  pracGce.	  Establishment	  of	  these	  historical	  traces	  of	  
interacGon	  may	  mature	  into	  epistemological	  commitments.	  We	  might	  ask,	  why	  this	  mode	  
ensemble,	  when	  it	  might	  not	  immediately	  appear	  best	  suited?	  Why	  these	  metrics	  and	  shaping	  
agencies	  in	  social	  groupings?	  What	  role	  does	  negoGaGng	  mimesis	  have	  and	  what	  design	  features	  
best	  draw	  learners'	  a,enGon?	  Learners'	  signs	  of	  engagement	  may	  translate	  across	  modes	  and	  may	  
"have	  been	  shaped	  by	  the	  modes	  (made)	  available	  to	  them"	  (54).	  For	  example,	  in	  the	  use	  of	  video	  
or	  range	  of	  available	  pladorms,	  which	  in	  turn	  start	  to	  create	  new	  specialisms.	  Changes	  in	  
coherence	  devices,	  in	  layout	  as	  much	  as	  in	  clausal	  connectors,	  move	  explicit	  agency	  and	  outcomes	  
from	  author	  to	  audience.	  The	  authors	  argue	  that	  meaning	  translaGon	  across	  modes	  (transducGon)	  
as	  opposed	  to	  within	  modes	  (transformaGon)	  is	  "producGve	  of	  new	  meanings	  and	  so	  consGtute	  
new	  domains	  of	  learning"	  (54).	  In	  this,	  the	  authors	  compare	  models	  of	  learner	  agency	  with	  deficit	  
models	  of	  performance	  to	  canon	  in	  any	  given	  community.	  

One	  of	  the	  risks	  of	  mulG-‐modal	  curricular	  and	  pedagogical	  redesign	  is	  "making	  materials	  look	  more	  
a,racGve...	  but	  ulGmately	  not	  carrying	  the	  actual	  curricular	  load,	  and	  therefore	  merely	  creaGng	  
'noise'	  that	  would	  distract	  learners	  from	  learning	  the	  'core'"	  (102).	  This	  is	  equally	  true	  in	  a,empts	  
to	  assess	  mulG-‐modal	  signs	  of	  learning.	  Bezemer	  and	  Kress	  leave	  us	  with	  a	  framework	  and	  tools	  to	  
re-‐imagine	  the	  mulGmodal	  communicaGon	  and	  learning	  pracGces	  which	  immerse	  us,	  and	  some	  
ideas	  for	  how	  to	  best	  go	  about	  understanding	  and	  assessing	  their	  effecGveness. 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News	  from	  the	  sector	  

Tara	  Furlong	  

Tara	  is	  the	  Chair	  of	  RaPAL	  and	  can	  be	  contacted	  on	  webweaver@rapal.org.uk	  

RaPAL	  Conference	  2017	  'Global	  Literacies:	  UK	  Literacies	  in	  a	  Global	  Context'	  

Sat	  24th	  June	  2017,	  Liverpool	  

Call	  for	  Workshops	  

The	  theme	  for	  this	  year’s	  RaPAL	  conference	  is	  superdiversity	  in	  adult	  literacies	  and	  English.	  We	  are	  
puing	  out	  a	  call	  for	  conference	  contribuGons	  which	  address	  the	  spectrum	  of	  resources	  and	  
challenges	  presented	  by	  superdiversity	  in	  global	  literacies	  and	  in	  a	  UK	  context.	  Liverpool	  is	  a	  rich	  
source	  of	  superdiversity	  and	  has	  indeed	  been	  a	  cosmopolitan	  city	  for	  hundreds	  of	  years.	  	  

‘Superdiversity’	  acknowledges	  the	  acceleraGon	  and	  intensificaGon	  of	  processes	  of	  cross-‐cultural	  
social	  integraGon	  as	  well	  as	  fragmentaGon	  naGonally	  and	  internaGonally.	  	  These	  have	  occurred	  
because	  of	  dramaGc	  changes	  in	  migraGon	  flows,	  and	  the	  advent	  and	  spread	  of	  the	  Internet	  and	  
mobile	  technologies.	  The	  resulGng	  extreme	  diversity	  in	  language	  and	  literacy	  resources	  has	  opened	  
exciGng	  and	  innovaGve	  research	  paths	  as	  well	  as	  potenGal	  direcGons	  for	  literacy	  in	  pracGce.
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We	  are	  looking	  for	  short	  and	  sharp	  ‘market	  stall’	  presentaGons	  on	  innovaGve	  work	  you	  are	  
interested	  in	  sharing	  with	  colleagues,	  and	  for	  more	  substanGve	  workshops.	  If	  you	  are	  interested	  in	  
contribuGng,	  please	  complete	  the	  call	  for	  workshops	  here	  and	  email	  to	  
conference2017@rapal.org.uk	  by	  18th	  April	  2017.	  	  

Booking	  open	  at	  £45	  early	  bird;	  accommodaGon	  at	  £45pppn;	  and	  bursaries	  available.	  More	  
informaGon	  on	  h,ps://rapal.org.uk/conference-‐2017/	  

	  

RaPAL	  Survey	  Results	  

In	  December	  2016,	  RaPAL	  launched	  a	  
Members'	  Survey	  to	  help	  us	  work	  ahead.	  
Thank	  you	  to	  everyone	  who	  responded:	  you	  
provided	  us	  with	  a	  working	  average	  of	  over	  
300	  years’	  experience	  in	  educaGon!	  This	  
comprised	  almost	  300	  in	  English	  literacies,	  
140	  in	  numeracy	  and	  maths;	  and	  a	  bit	  less	  in	  
teacher	  training.	  We	  also	  had	  a	  good	  
showing	  of	  experience	  in	  management	  
(100),	  research	  (90)	  and	  ESOL	  (60).	  The	  
sector	  training,	  development	  and	  policy	  
responsiveness	  needs	  are	  striking.	  We	  won't	  
go	  into	  them	  here:	  the	  raw	  data	  is	  online	  for	  
members	  to	  access	  if	  interested.	  In	  the	  
meanGme,	  we're	  working	  on	  it.	  

You	  are	  a	  fabulous	  bunch	  who	  overwhelmingly	  contribute	  to	  training	  in	  the	  sector,	  and	  take	  on	  
voluntary	  roles.	  However,	  you	  don't	  tend	  to	  publish.	  Why	  not:	  you're	  a	  member	  of	  RaPAL!	  
Academic	  literacies	  and	  research	  are	  not	  a	  priority,	  and	  neither	  are	  apprenGceships	  (currently).	  
Adult	  literacies	  as	  social	  pracGces	  takes	  first	  place	  spot,	  with	  a	  lot	  of	  focus	  on	  integraGng	  in	  to	  
other	  content,	  and	  digital	  learning.	  You	  told	  us	  that	  termly	  publicaGon	  of	  the	  journal	  remains	  our	  
number	  one	  priority,	  but	  you'd	  like	  more	  involvement	  in	  consultaGons.	  Our	  literacies	  events	  are	  
important	  to	  you.	  

Thank	  you	  again	  for	  responding.	  We	  will	  have	  more	  to	  say	  at	  the	  conference	  in	  June.	  We	  can	  only	  
say	  -‐	  please	  get	  more	  involved	  in	  RaPAL	  -‐	  we	  need	  you	  and	  we	  can't	  do	  it	  without	  you.	  

Commentary	  'Wots	  the	  problem	  exactly?'	  

For	  a	  li,le	  while	  now,	  RaPAL	  have	  been	  trying	  to	  work	  out	  what	  the	  naGonal	  strategy	  for	  adult	  
literacies	  in	  lifelong	  learning	  is.	  It	  appears	  to	  be	  organic.

https://rapal2012.files.wordpress.com/2015/11/2017_rapalcallforworkshops.docx
mailto:conference2017@rapal.org.uk?subject=RaPAL%2520Conference%25202017
https://rapal.org.uk/conference-2017/
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There	  are	  no	  explicit	  policies	  on	  adult	  literacies	  in	  lifelong	  learning	  currently	  listed	  under	  the	  
Department	  for	  EducaGon	  though	  there	  is	  a	  UK	  Digital	  Strategy	  Policy	  Paper.	  The	  Department's	  
five-‐year	  plan	  (DfE,	  2015)	  last	  updated	  in	  September	  with	  no	  apparent	  amendments	  in	  the	  light	  of	  
the	  enGre	  post-‐compulsory	  educaGon	  sector	  moving	  back	  into	  its	  remit:	  it	  talks	  about	  children	  and	  
young	  people	  to	  age	  19.	  It	  may	  be	  assumed	  that,	  because	  we're	  all	  grown-‐ups,	  the	  sector	  needs	  
neither	  the	  vision	  nor	  the	  plan:	  it's	  just	  geing	  on	  with	  it.	  This	  glaring	  gap	  has	  been	  noGced	  by	  
Stephan	  Evans,	  Chief	  ExecuGve	  at	  Learning	  and	  Work	  InsGtute,	  in	  recent	  news	  posts	  on	  the	  March	  
budget;	  while	  Alex	  Stevenson,	  Head	  of	  ESOL,	  is	  carrying	  out	  a	  study	  on	  ESOL	  in	  London.	  ESOL	  was	  
highlighted	  in	  HOLEX's	  (2017)	  press	  for	  'a	  people	  budget'	  where	  basic	  skills	  makes	  the	  top	  three	  in	  
its	  list	  of	  budget	  recommendaGons.	  

This	  of	  course	  doesn't	  mean	  that	  adult	  literacies	  in	  lifelong	  learning	  has	  disappeared	  from	  
government	  enGrely:	  it	  is	  in	  a	  March	  '16	  sector	  update	  to	  governors	  and	  leaders,	  emphasising	  their	  
importance	  and	  commenGng	  on	  FuncGonal	  Skills	  and	  GCSEs;	  English	  and	  maths	  are	  explicitly	  
reported	  on	  in	  the	  Further	  EducaGon	  and	  Skills	  staGsGcal	  releases;	  literacies	  (e.g.	  English,	  ESOL)	  
achievement	  and	  provision	  needs'	  analysis	  may	  be	  menGoned	  in	  the	  Area	  Reviews.	  English	  and	  
maths	  is	  embedded	  in	  to	  ApprenGceships	  and	  vocaGonal	  provision.	  The	  EducaGon	  and	  Training	  
FoundaGon	  conGnues	  as	  the	  sector	  professional	  body;	  it	  puts	  English	  and	  maths	  top	  of	  the	  list	  of	  
prioriGes	  in	  their	  recently	  released	  self-‐review;	  and	  has	  acGvity	  targeGng	  quality	  improvement	  in	  
FuncGonal	  Skills	  and	  GCSEs.	  	  

On	  the	  public	  policy	  face	  it	  appears	  adult	  literacies	  are	  to	  do	  themselves,	  integrated	  into	  other	  
stuff,	  because	  ajer	  the	  last	  few	  years,	  everyone	  knows	  it’s	  important.	  Or	  maybe	  we're	  taking	  a	  
(short)	  breath	  ajer	  the	  frenzied	  acGvity	  around	  the	  millennium	  and	  during	  this	  period	  of	  huge	  
sector	  upheaval	  are	  hoping	  no-‐one	  will	  noGce.	  Why	  do	  we	  need	  an	  adult	  literacies	  in	  lifelong	  
learning	  strategy	  anyway?	  	  

The	  UK	  Commission	  for	  Employment	  and	  Skills	  (UKCES,	  2016:23)	  commented	  that	  in	  the	  next	  few	  
years,	  54%	  of	  the	  workforce	  will	  be	  working	  at	  level	  four	  or	  above,	  30%	  at	  Masters	  degree	  or	  
above.	  How	  will	  we	  achieve	  this	  accelerated	  capacity	  building,	  and	  what	  will	  everyone	  else	  be	  
doing?	  Might	  literacies	  have	  a	  criGcal	  role	  to	  play	  in	  achieving	  or	  not	  this	  accelerated	  
development?	  Research	  evidence	  in	  the	  sector	  suggests	  it's	  all	  about	  leadership	  (ajer	  teachers	  of	  
course!).	  And	  driving	  a	  culture	  of	  evidence-‐based	  best	  teaching	  and	  learning	  pracGces:	  it	  can	  only	  
be	  assumed	  curricula	  are	  implicit.	  We've	  heard	  that	  there	  isn't	  a	  tremendous	  amount	  of	  robust	  
evidence	  in	  adult	  literacies	  (Maughan,	  Smith,	  Mitchell	  and	  Horrocks,	  2016;	  ETF,	  2014),	  beyond	  
advocaGng	  embedded,	  or	  integrated,	  literacies	  provision	  (NRDC,	  2011).	  	  

FE	  Week	  report	  on	  £6million	  pounds	  worth	  over	  three	  years	  split	  between	  the	  equally	  presGgious	  
Behavioural	  Research	  Centre	  for	  Adult	  Skills	  and	  Knowledge	  and	  the	  Centre	  for	  VocaGonal	  
EducaGon	  Research	  here:	  see	  what	  you	  think	  of	  it.	  BRCASK	  managed	  to	  increase	  a,endance	  (no	  
comment	  on	  a,ainment)	  with	  four	  strategies;	  CVER	  has	  crunched	  massive	  data	  sets	  and	  analysed	  
fine-‐drilled	  detail	  on	  general	  knowledge.	  So,	  that	  is	  a	  start.	  

So:	  back	  to	  leadership.	  Over	  the	  next	  few	  years,	  what's	  the	  cross-‐sectoral	  vision	  from	  the	  centre?	  

http://feweek.co.uk/2017/03/03/government-silent-on-adult-skills-behavioural-research-centre-funding/
http://feweek.co.uk/2017/03/03/government-silent-on-adult-skills-behavioural-research-centre-funding/
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What's	  the	  plan?	  

DfE	  (2016)	  Single	  Departmental	  Plan	  2015	  to	  2020	  London:	  DfE	  

ETF	  (2014)	  Effec/ve	  Prac/ces	  in	  Post-‐16	  Voca/onal	  Maths	  Final	  Report	  London:	  ETF	  	  

HOLEX	  (2017)	  Spring	  Budget	  2017	  Representa/on	  'A	  People	  Budget'	  Childswickham:	  HOLEX	  

Maughan,	  S.,	  Smith,	  J.,	  Mitchell,	  T.	  and	  Horrocks,	  N.	  (2016)	  Improving	  Level	  2	  English	  and	  maths	  
outcomes	  for	  16	  to	  18	  year	  olds	  Literature	  Review	  London:	  EducaGon	  Endowment	  FoundaGon	  and	  
Alpha	  Plus	  

NRDC	  (2011)	  A	  Literature	  Review	  of	  Interna/onal	  Adult	  Literacies	  Policies	  London:	  UCL	  IoE	  NRDC	  

UKCES	  (2016)	  Working	  Futures:	  2014	  –	  2024	  London:	  UKCES	  

LSRN	  Beds,	  Bucks	  and	  Herts	  'Researchmeet'	  

Bedford	  College	  on	  26th	  June:	  Research,	  experience,	  pracGce:	  have	  you	  got	  a	  great	  idea?	  Aiming	  to	  
give	  a	  pladorm	  to	  ideas	  from	  those	  working	  in	  FE	  and	  Work	  Based	  Learning	  (WBL)	  who	  may	  
struggle	  to	  get	  their	  ideas	  heard	  elsewhere.	  	  This	  event	  will	  be	  a	  unique	  event	  that	  addresses	  the	  
prioriGes	  and	  innovaGons	  of	  pracGGoners,	  rather	  than	  leaders	  and	  policy	  makers.	  If	  you're	  
interested	  in	  presenGng	  or	  a,ending,	  please	  email	  Sam	  Jones	  (sjones@bedford.ac.uk)	  by	  1st	  May	  
2017.	  ATL	  are	  sponsoring	  and	  cover	  some	  travel	  costs.	  

TELL	  

The	  TELL	  (Teacher	  EducaGon	  in	  Lifelong	  Learning)	  network	  have	  two	  more	  day	  conferences	  
scheduled	  this	  academic	  year:	  Tuesday	  9	  May	  2017	  at	  Northumbria	  University,	  and	  Tuesday	  15	  
June	  2017	  at	  University	  of	  Westminster.	  These	  are	  free	  to	  a,end	  and	  all	  are	  welcome:	  email	  Jim	  
Crawley	  at	  j.crawley@bathspa.ac.uk	  if	  you	  wish	  to	  join	  TELL.	  For	  more	  informaGon	  and	  to	  book,	  
please	  see	  their	  website	  here.	  

BALID	  (BriKsh	  AssociaKon	  for	  Literacy	  in	  Development)	  	  

BALID	  have	  the	  following	  Informal	  Literacy	  Discussions	  scheduled:	  'Literacy	  teaching	  in	  Northern	  
Nigeria'	  with	  Dr	  Mary	  Anderson	  in	  London	  Thursday,	  20th	  April	  2017	  at	  5pm	  in	  London;	  and	  with	  
Marta	  Paluch	  in	  Brighton	  on	  Monday,	  12th	  June	  at	  17:30.	  To	  book	  or	  for	  more	  informaGon,	  please	  
see	  the	  website	  here.	  

http://balid.org.uk/
http://balid.org.uk/
https://www.gov.uk/government/publications/department-for-education-single-departmental-plan-2015-to-2020/single-departmental-plan-2015-to-2020
http://www.et-foundation.co.uk/wpcontent/uploads/2014/12/Effective-Practices-in-Post-16-Vocational-Maths-v4-0.pdf
http://holex.org.uk/spring-budget-2017/
https://educationendowmentfoundation.org.uk/public/files/Publications/16-18_Literature_Review.pdf
https://www.nala.ie/sites/default/files/publications/A%2520Literature%2520Review%2520of%2520International%2520Adult%2520Literacy%2520Policies%2520110311_1.pdf
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/543301/WF_Headline_Presentation_v3.pdf
mailto:sjones@bedford.ac.uk?subject=Research,%2520experience,%2520practice:%2520have%2520you%2520got%2520a%2520great%2520idea?%2520Enquiry%2520via%2520the%2520RaPAL%2520Journal
mailto:j.crawley@bathspa.ac.uk?subject=TELL%2520Enquiry%2520via%2520the%2520RaPAL%2520Journal
http://teachereducatoruk.wikispaces.com/home
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Resilience:	  Stories	  of	  Adult	  Learning	  

"SupporGng	  learners	  and	  potenGal	  learners	  into	  and	  through	  adult,	  further	  and	  community	  
educaGon"	  

This	  free	  learner	  voice	  mulG-‐media	  publicaGon	  is	  available	  to	  access	  and	  download	  in	  mulG-‐
pladorm	  e-‐book,	  pdf	  and	  web	  versions	  from	  h,ps://rapal.org.uk/resilience/.	  There	  is	  video	  and	  
audio	  on	  the	  website,	  ojen	  with	  accompanying	  transcript	  and	  a	  number	  of	  stories	  are	  available	  in	  
a	  range	  of	  European	  languages.	  The	  book	  is	  widely	  available	  on	  standard	  e-‐book	  pladorms	  to	  
support	  using	  reading	  apps	  on	  devices,	  and	  in	  paperback	  for	  cost	  of	  prinGng	  (£5),	  p&p	  to	  support	  
outreach	  and	  inclusion	  –	  or	  just	  because	  you	  prefer	  paperback!	  	  

The	  resources	  can	  be	  used	  by	  friends,	  family,	  tutors,	  libraries,	  enrolment,	  and	  of	  course	  learners	  
themselves.	  Whether	  it	  is	  geing	  back	  in	  to	  educaGon	  in	  the	  first	  place	  or	  looking	  at	  how	  you	  
might	  progress	  in	  what	  you	  are	  doing,	  there	  is	  a	  story.	  Perhaps	  the	  course	  is	  geing	  a	  bit	  rocky,	  a	  
health	  or	  family	  issue	  comes	  up,	  and	  it	  is	  difficult	  to	  keep	  going,	  there	  is	  a	  story.	  A	  number	  of	  tutor	  
pieces	  contribute	  to	  understanding	  the	  journeys	  and	  the	  successes	  along	  the	  way.	  This	  is	  the	  
culminaGon	  of	  a	  two-‐year	  internaGonal	  project	  between	  RaPAL	  and	  ACAL	  (the	  Australian	  Council	  
for	  Adult	  Literacy).

https://rapal.org.uk/resilience/
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