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1 INTRODUCTION AND TERMS OF REFERENCE

The proposition that schools and colleges should develop the skills of their sudents as well as
increasing their subject or job related knowledge is not new. Recent years have seen a
vaiety of initiatives a nationd, local and ingtitutiond levels, that have been focused on skills
development under avariety of names (basic skills, core skills, persond skills) and targeted at
avariety of audiences (identified by age-group, ability level, course of study). Perhapsthe
most ambitious proposas were contained in the origind Nationa Curriculum specifications,
which identified a number of cross-curricular themes and dimens ons through which
individud, transferable skills might be developed. However, despite the origina intention,
which would have placed skills development alongside subject teaching at al stages of
compulsory schooling, the sheer pressure of content in the separately specified subjects
quickly sddined the cross-curricular ements. The past ten years have seen little progressin
this area, beyond what can be squeezed into tutoria or socia education provision, asthe
primacy of subjects and subject-related assessment has become even more strongly
established.

Whileit is true that many schools have tried to provide opportunities to develop individud
kills at some point, few have been able to sustain such programmes throughout the students
schooling. There has aso been an unfortunate link crested between skills devel opment
programmes and student ability levels and a consequent perception of skills-focused
programmes as, in some sense, ‘remedia’. The rationae here would seem to be that most
students acquire the necessary skills through osmod's, with only difficult or less able students
needing provison. We find ourselves unconvinced by such reasoning.

In the college sector, smilar attempts to develop the students through tutoria or key skills
programmes around the edge of the curriculum have been supplemented by amore direct
gpproach through vocationd courses, where the notion of ng student skills has
certainly become established, though teaching the skills has sometimes received less
emphasis. Neverthdess, the incorporation of skills development into NVQ and GNVQ
courses has been an important advance.

However, the current Key Skills initiative seems an dtogether more focused-yet indusve-

programme than we have seen so far. It targets, potentiadly at least, al sudents. It



establishes the stage of education where efforts are to be concentrated. It provides for the
accreditation of student achievement. It seeksto ensure that a broader and richer pattern of
learning experiences are made available to al post- 16 students.

These are dgnificant gods. It isinevitable that many schools and colleges will find them
chdlenging and will fed that they cannot be achieved without gppropriate support from
outside and important changesinsgde. These are the points of focus for this sudy, aswe have
attempted to identify what it is that schools and colleges need, both from their various
partnersin thisinitiative and to do for themsdlves, if theinitiative isto be effectively
implemented.

In carrying out the study we have been aware of, but have tried not to be distracted by, a
number of factors that influence current provison and attitudes. Some of those most
committed to key skills development, for example, have found that the new proposas require
them to change what, up to now, might have been considered best practice. Thisis
particularly evident where programmes have been developed around the previous Key Skills
specifications or, having been embedded in GNVQs, have to be ‘de-coupled’. A number of
schools and colleges have taken part in the piloting of Key Skills, and have clearly developed
views and accumulated experiences as aresult. Some of these have featured in our samples,
but we have not particularly sought them out. The wider reforms required by Curriculum
2000 are dtering patterns of provision and creating uncertaintiesin al post- 16 inditutions.
Though the implementation of Key Skills has typicaly been planned for in this context, we
have endeavoured to fix on needs arising from Key Skills programmes themselves rather than

engage with the issues of curriculum-wide reform.

We report our findingsin eght main sections — some focusing on implementation needs at
school or college level, others on needsin the classroom or workshop. We have given more
emphasis to management issues and needs for a number of reasons. Firg, the terms of
reference for the investigation points towards implementation issues. Second, it is how the
Key Skills programme will be planned and organised that the schools and colleges we visited
are most concerned with at this point in time. Third, we have had no opportunity within the
time-frame to carry out any classroom or work-shop based studies, so our access to data
about teaching and learning has been largely second-hand.



However, thisis not to say that we believe successful implementation will be determined by
the quaity of management more than, or instead of, the quaity of teaching. We have given
weight to the management and organisation needs that, if met, can improve the management
process, but we accept that in the end, it isthe quality of teaching and learning that will
determine success. Accordingly, we fed that it will be important to follow up the
implementation programme in a number of cases, in order to gain a clearer picture of what is
needed to fogter the highest qudity of teaching and learning once the Key Skills programme

isin place.

We are also aware that our approach has thrown up along list of needs, and says rather less
about how practice is developing and how those needs are being met or being
circumnavigated. That is because we were directed to focus on the needs, both felt and
perceived, within schools and colleges as they plan for the Key Skills programme. We
anticipate that more detailed accounts of how particular needs have been tackled will emerge
from the FEDA sponsored Development Projects, which we see as complementing the needs
andyss. The examplesthat we were able to identify of ‘whole school or college
approaches, such astheintegration of Key Skills through a Thinking Skills programme or
through * self-organised learning’, suggest that there is much they can learn from each other,
and it will be important to create mechanisms that dlow them to do so.

Of course, though it is difficult to locate this directly in the comments and documentation
made avallableto us, it is how the school or college taff value Key Skillsthet seemsto
underpin their responses. All of the centres we vidited were able to indentify needs, but, the
ways they presented these needs varied. In the best examples the needs were being clearly
articulated and sengibly addressed, as a preparation for action. In some cases, however, it
seemed to us that ‘ needs were being cited as reasons for inaction — as the judtification for
delay. Thissuggeststhat while the practica problems of managing the implementation can
be identified, the development of post-16 culturesin which Key Skillsare seen asan
entitlement for students, rather than a further means of accreditation or an additiond
‘requirement’ placed upon the teaching staff, dso requires attention.  The needs here may be
more elusive, harder to pin down and more difficult to address, but they are equaly
important. We have tried to alude to such needs where the evidence justifies this, but fedl
that existing attitudes and beliefs will be as important to address as shortages of materials or
the availability of syllabuses



Finaly, we would like to acknowledge our debt to al those centres who have alowed usto
disrupt their systems and programmes in order to talk to us. Though it would be an
exaggeration to suggest that Key Skills have the corfidence and commitment of dl those we
gpoke to, nevertheless there were many respondents who were extremely enthusiastic about
developments, who saw the vaue of Key Skillsfor their sudents. Though there is inevitably
concern about resources, about support, about the currency of qudification, thereisaso a
great desire to do the best for the students. We have been enormously impressed by the
professionaism, the goodwill and the genuine doubts and commitment of those who
contributed to this survey of needs. They deserve the credit for any ‘wisdom’ this report
contains, the shortcomings are our own.



2 EXECUTIVE SUMMARY

This report relates to a study carried out by the University of Cambridge, School of Educeation
from June 1999 to March 2000. It draws on data collected from vigtsto over sixty schools
and colleges. Dataincluded interviews with senior managers, Key Skill co-ordinators,
middle managers, teachers and students, documentation; and seminar discussons. The report
also draws on a questionnaire survey of forty-eight schools, the results of which are

summarised separately in Appendix A.

The main findings are summarised below. Each of these needs are cross-referenced to the
relevant sections of the report where the evidence base is preserted in greater detail. The first
four sets of needs refer to actions at the nationd level which schools and collegestell us
would increase the prospects of successful implementation. The second group require
support from agencies outside the school or college, but aso internd action if the needs are to
be met. The remainder will only be met if action is taken within the indtitution.

) The place of Key Skillsin the post-16 curriculum

Schools and colleges need clear information about the requirements and expectations that the
Key SKills programme will place on them and adequate resourcing to meet these
expectations. They dso need information and examples dedling with the integration of Key
Skillsinto subject courses. If dl sx Key Skills were embraced within the wider Curriculum
2000 reforms and assessment regimes, this would increase the confidence and commitment of
teachers and students dike. (4.1.1, 4.1.4,4.4.1, 4.6.1)

i) External status

Thereisaneed to establish a broader climate of understanding in which the value of the Key
Skills qudification is understood and acknowledged by both employers and universities and
parents are made aware that thisisthe case. The status of ‘points earned for Key Skillsin
the revised UCAS tariff scheme needs to be seen as equivaent to points earned via GNVQ
and ‘A’ level assessment. (4.1.1, 4.1.3,4.4.1)



iii)  External assessment and accreditation

Clearer and more consstent sgnposting across dl subjectsis required which not only sgnas
the evidence required for assessment, but which aso provides advice on teaching
opportunities. Awarding bodies need to ensure that their external verifiers have the necessary
competence to moderate Key Skills so that cons stent messages are given to centres. Schools
and colleges, particularly smdler establishments, vaue the advisory role of externd verifiers
and wish to see the new standards moderators maintain this function
(4.1.2,4.3.3,45.3,4.8.4)

iv) Managing and funding accreditation

Thereis aneed to ensure that procedures for accreditation are as efficient as possible,
avoiding duplication and wasted resources. The likely costs and sources of funding for
externd assessment need to be clarified for schools and colleges. (4.1.2, 4.4.1)

V) Patterns of delivery

Thereisapressing need for schools and colleges to have more information about aternative
patterns of ddivery with a clear indication of the advantages and disadvantages of each,
aongside accurate estimates of the resource requirements of different gpproaches. In
particular, schools and colleges require more information about the integration/separation
issue, practica srategies for moving from one to the other over time and the implications of
the different approaches for timetabling. (4.1.2, 4.1.4, 4.2.3,4.2.4, 4.4.1)

Vi) Materials

Schools and colleges require different types of affordable materias with the emphasis on
qudity rather than quantity. Materids required include: arange of new initia assessment
ingruments for the three main Key Skills (but particularly Information Technology); subject
specific teaching materias including exemplars, exemplar assessment and testing materiasto
help with identifying evidence and judging Sandards, saff traning materids that
demonstrate a variety of approaches to teaching and learning.
(4.33,44.1,45.3,48.1,4.8.3)



vii)  Student learning

Schools and colleges should strive to achieve as close a match as possible between the
gudents initid Key Skillslevels and their individua programmes. Students will need
opportunities to maintain and gpply existing skills as well as develop new ones. Teachers
need drategies for deding with the range of levelslikely to be found in many groups.
Examples of independent learning approaches are required as well as methods of involving
students in assessing, recording and monitoring their own progress. Thereisaneed to
remember, however, that sudents may be involved in learning without forma teaching taking
place and students will need support in providing evidence of their achievements outsde the
forma curriculum. The progress made by afew schools and collegesin using dl six Key
Skills to enhance students' generd learning needs further research and devel opment.
(4.24,4.6.2,4.7.1,4.7.2,4.7.3)

viii)  Developing staff

Schools and colleges need to plan for staff development dongsde the planning of Key kills.
It will be important to differentiate between the requirements of different staff groups,
prioritigng certain groups or individuas, such asthe Key Skills co-ordinator. In selecting
methods for staff training and development it should be remembered that while courses and
training events are ussful garting points, most saff development takes place within the
organisation and on the job, though this is often under-utilised and unsupported.  Training
needs to cover classroom practice aswell as assessment issues. A nationa, coherent and
recognised set of teacher qualificationsis required for al those teaching Key Kills, to ensure
asupply of confident and competent practitioners.
(4.1.3,422,4.2.3,44.3,451,45.2,45.4)

iX) I nternal Assessment

Schools need to undertake an initid assessment of al students progressing onto their post-16
courses in order to avoid making assumptions about sudents' levels of knowledge and skills.
This data needs to be used to inform teaching as well as placement. Thereisaso aneed for
centres to ensure that there is a common interpretation of levels applied across subjects and
course boundaries and internal verification procedures need to be developed to reinforce this,
as one aspect of the quality assurance processes. Information for tutors about aternative

ways to track and monitor student progress would be welcomed, including ways of



maximising student involvement in those processes including the use of Progress Files.
(4.1.1,4.2.3,432,434,48.1,482, 48.4)

X) I nternal status

Senior managers in schools and colleges need to demonstrate their commitment to and
support for the programme, which should be underpinned by a fully resourced
implementation strategy aimed at establishing the status of Key Skillsteaching. Part of the
drategy should involve identifying a Key Skills co-ordinator and teaching team — evenif the
team embraces most of the post 16 teachers — and ensuring thet timeis dlocated for regular
planning mestings, particularly in the early stages of implementation.
(44.2,443,46.1,4.7.2)

Xi) Whole institution responses

All gaff need to be fully informed about the purposes of the programme, the potentid
benefitsit will bring to sudents and the way it will be implemented. They dso require
frequent high-quality feedback about progress even if they are not directly involved in
teaching Key Skills. Where responsibility for teaching Key Skillsis shared between subject
and Key Skills specidigts, the need for forma systems of communication should be
recognised as integra to the success of the programme.

(44.2,443,46.1,4.7.2)

xii)  Relevance

Thereis aneed, through induction &t the outset of their programmes, to give clear messages
to students about the value of the Key Skills qudification and the assessment processes
involved. To reinforce these messages, teachers need to ensure that materids for kills
development and for assessment are set in contexts to which students can relate and that
teaching methods optimise opportunities for gpplying Key kills.
(4.1.4,44.4,47.1,47.2,4.8.2)

xiii)  Planning and preparing teaching

Aswell as needing qudlity time for organisng the whole programme, subject and Key Skills
gpecidists need to make time for planning their teeching. They will need to make conscious
decisons about the best ways of working together within available resources, drawing on

their relative strengths and expertise. The processes of planning schemes of work and



designing teaching materias help to increase understanding as well as providing
acknowledgement for teachers creetivity and expertise. Where schools and colleges adopt
team teaching approaches, agreements about roles and responsibilities and how teachers will
work together are required to ensure the best use of resources. (4.4.3,4.5.2, 4.6.1, 4.6.2)

xiv)  Building expertise and devel oping practice

Thereis a need to encourage active experimentation and arange of gpproachesin a climate
that encourages individuas to evauate their own practice and share experiences and
materids. ‘A’ leve teachers need to be made aware of and build on the expertise of
vocationa and Key Stage 3 and 4 teachers in addressing Key Skills. At ingtitutiond levd,
thereisaneed to ensure that decisons and future practice are influenced by the information
that the quaity assurance system provides. (4.3.1, 4.6.2)

Xxv)  Embedding

The Key Skillsinitiative needs to be embedded within wider school and college policies and
practices. The Key Skills programme has implications for curriculum planning and delivery,
daff development, basic kills, learning support and quality assurance policy and practices.
Through qudity assurance, there is aneed to monitor the separate strands of activity but also
to ensure that there is a coherent picture of overal progress. (4.3.1,4.3.2,4.5.1, 4.6.2)
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3 COLLECTING AND ANALYSING THE DATA

3.1  Research Activities
In this section we outline the main data collection activities that were used during the
investigation.

Review of Literature and Research on Key kills

A review of literature and previous research on Key Skills was undertaken and completed at
theend of 1999. Thisreview provided the context for subsequent research activities, and was
the starting-point for our discussions with staff from school and colleges.

Practitioner Seminars

Given the paucity of previous research, as evidenced from the review, and to advance our
understanding of the issueslikely to affect Key Skills ddlivery in schools and colleges, we
held aseriesof “practitioner” seminars, to which we invited a cross-section of professonds
involved in Key Skills delivery. The seminars were further structured to inform our
interview schedules for the centre vigits, as well adding to our understandings of the issues
confronting school and colleges.

Originaly we had intended to organise seminars around each of the three main Key Skills

and address separately issues of organisation, but subsequently decided to restructure them to
encompass whatever issues arose, in the knowledge that, in practice, such boundaries have
little Sgnificance. Attendance at the seminars included representation from awarding bodies,
publishing and materias devel opment companies, and managers and teachers from schools

and colleges.

Web-based trawl and postal questionnaire

It was originaly proposed to gauige the extent, nature and use of supporting materidsfor Key
Skills ddlivery usng awebsite, and to initiate and moderate an dectronic discussion forum.
However, it was not possible to carry out the web-based trawl in the time available because
of technical and organisationd difficulties

Web-basad questionnaires are difficult to quality assurein any case, and information coming
to us from the practitioner seminars suggested that the number of hits on such aweb-gte
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would be smdl. Therefore, in place of the web-based trawl, we decided to conduct a self-
completion (mostly closed-questions) posta survey of one hundred schools, selected by
staged sampling. Ten Local Education Authorities (LEAS) were sdlected a random, and then
ten schools selected at random from within each LEA cluster. The usegble response was
forty-eight per cent and a complete andysis of the returnsis contained in Appendix A.

Centre visits and staff training

The programme of centre visits was desgned to gather in-depth qualitative data on palicy,
models of delivery, quaity assurance, selection of saff and staff development, teaching and
assessment practices, guidance and support, staff and student perceptions, accreditation
issues, and externd factors affecting Key Skills ddlivery. Appendix B contains asample
interview schedule,

Weinitidly identified forty schools and twenty FE and Sixth Form colleges to vist,
representing arange of experience of Key Skills ddivery and awide geographica spread.
Appendix C showstheir location. All centres had some experience of Key Skills delivery.

| ndependent schools and schools outside England were excluded, as were training providers.

A team of deven interviewers, comprising secondees from schools and further education
colleges, independent consultants, staff with experience working with awarding bodies, and
full-time academic and research gtaff from the University of Cambridge School of Education,
carried out the centre visits. Secondees were selected for their experience and expertise and
senior management personnel from loca schools and colleges acted as interview subjectsin
order to test and refine the interview schedules.

The interviewers worked mostly in teams and alist of interviewees was compiled for each
centre, which varied with Sze and type of inditution and, to alesser extent, with subject
avalability. A typicd li of interviewees for schools and colleges is contained in Appendix
D. Interviews were tape-recorded and transcribed for later analyss. Interviewers were

regularly debriefed in order to disseminate emerging issues to the research group as awhole.

Relevant documentation, such as policy statements and organisationa charts, were collected
from centres wherever they were available. This process alowed the team to concentrate the

interview around issues and needs rather than descriptions of practice, as well as providing
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additiona and supporting evidence for the analysis. Appendix D aso containsalist of the
types of documentation requested from each centre.

A widening of the research remit, which extended to embrace the views of students,
necesstated changing the interview schedules and the profile of the interview teams &fter the
fird tranche of vidts. We believe tha the incluson of student perceptions widened the
sample and had a positive influence on the quality of dataavalable. In dl, approximately
three hundred subjects were interviewed in the course of this research project which,
represents a subgtantia sample of those involved with the ddivery of Key Skills.
Approximately twenty students were also interviewed.

Visits to Development Project centres

Asaresult of our direct involvement with two of the FEDA development projects, we
supplemented our needs andys's data with visits to participating schools and collegesin the
A1l and B6 development projects. Therefore, our findings are based on adightly larger
sample than was origindly planned. Indl, we increased our sample by gpproximately ten
per cent.

3.2 Analyssof data

Both the qualitative data from the centre vist interviews and the quantitetive data from the
questionnaire survey were anadysed at the University of Cambridge School of Education by
the project team’ s full-time academic and research staff.

Data from the centre visits

The hard copy transcripts from the centre vist interviews were firstly checked againg the
tape recordings to ensure accuracy. Theinterviews were transcribed by the interviewers
themsdves. Confidentidity and anonymity were guaranteed and all interviewees accepted
tape recording. Transcripts were later computerised to facilitate access by personne involved
in the andyss.

All transcripts were read through first in order to get a sense of theissues. The transcripts

were then coded and andysed, both individualy and collectively by the research team.
Essentidly, dl transcripts were anadlysed, on average, four times by different personndl.
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Supporting documentation from centres was used aswell as, where possible, to vdidate the

interview transcripts.

Data from postal questionnaire
The questionnaire was coded and andlysed using SPSS. More complete information can be
foundin Appendix A.

Invitation seminars

We contracted to hold twelve invitation seminars, in order to triangulate our data prior to
reporting. However, given the breadth of issues that emerged from our centre visits and

given the increase in sample Size, we held anumber of additional seminars, including one

designed to gauge reaction from employers.

Between twenty and forty people were invited to attend the seminars, which were targeted at
gpecific groups, such as senior curriculum managers, employers, Key Skills managers, and
teachers and tutors. L ocations were selected to represent a geographical spread over areas
not covered extensvely by our programme of centre visits, and for their easy access by public
and private transport in order to encourage attendance. Staff cover costs were a'so paid to
encourage attendance, which averaged ten per seminar. Given that schools and colleges are
particularly busy at thistime of year, we would describe the attendance as satisfactory.
Appendix E showsthe location of the invitation seminars by LEA.

3.3  Reporting
An Interim Report was presented and accepted by the Consortium on 10 December 1999.
Some of its findings have been reported by our partners in the Support Programmein

Newdetters and at conferences.

We have written thisfind report usng categories that were identified during the first round
of data andyss and have used these as headings to organise the findings. We examined
needs and issues from different perspectives, teaching, learning, management, organisation
and so on. Asareault, thereis some overlap in the presentation of the following eght
sections. However, we fed it preferable to present each of the various sections as fully as
possible, despite a degree of repetition, which we hope will reinforce the messages, rather
than irritate the reader.

14



4 ANALY SIS OF NEEDS

Introduction

We present the main findings from our visits to schools and colleges in the following section.
We have grouped these around a number of organising categories that seemed to emerge
from the data. Essentidly, these categories are of two sorts— those that seem important parts
of the process of managing the implementation of Key Skills as a programme, and those that

relate to the implementation of Key Skills as a series of learning experiences for students.

The firg grouping embraces planning, organisng, monitoring, climate-setting and taff
development activities. 1t will be recognised that the categories closaly match those
established in management literature as the mgor ingredients of successful change
management, S0 it is not altogether surprising thet they seem sensible areas of focus for the
data from schools and colleges that are, for the most part, viewing the implementation of Key
Sillsas asgnificant curriculum innovation. However, though it is not difficult to group the
needs reported to us within these categories, the degree to which particular categories are
explicitly acknowledged within the schools and colleges varies.

Linksto planning and staff development are readily articulated by our respondents. Linksto
aspects of monitoring are dso frequently made, though these are more likely to relate to
whether what has been planned is happening , rather than whether what had been planned is
having the expected impact on teaching approaches and learning quaity. In schools,
particularly, there seems to be a need to develop approaches to monitoring that are focused
both on outcomes and processes and that influence teaching strategy. Though organisationd
needs are apparent, there was often more emphasisin our interviews on what the organisation
needs than on how the organisation needsto change. Climate-setting is an especidly
important activity, bringing together arange of needs relating to leadership style and staff
motivation, the need to simulate enthusiasm and commitment amongst sudents, and need for
awider climate of support and understanding in the schools' communities and from higher

education providers.
The second grouping tries to bring order to the needs highlighted by those involved in the

teaching of Key Skills. We have adopted three organising categories here — teaching, where
we condder needs arising from the planning and ddlivery of Key Skillslessons or learning
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opportunities; learning, which brings together those needs associated with acquiring,
understanding and using Key Skills; and finaly assessment, which embracesinitid,
formative and summative stages of assessment attached to Key kills.

It was noticegble, during our vigits, that where GNV Qs were seen as having equa datusto
‘A’-levels, sudent and gteff attitudes towards Key Skills were more likely to be positive.
Where GNV Q was regarded as having lower satusthan ‘A’ levels, then Key Skills were dso
often seen aspart of a‘remedid’ programme, which influenced the commitment of both staff
and students to Key Skills and reduced the qudity of teaching and learning.

Inevitably, the data presented in these three categories are largely based on the experiences of
GNVQ teachers. Limited experience of Key Skillsin‘A’-leve teaching means that most
teachers we interviewed could only speculate about the likely issues and needs. Thusto the
extent that there are differences between the vocationa and academic routes that are as yet
only partiadly understood, our recommendations should be gpplied to * A’ -leve teaching and
learning with caution.

In compiling the needs this way, we are aware that there is a degree of repetition — some
needs stem from more than one category, and so Smilar needs are identified in different
categories. Intruth, this overlap isto a degree enforced by the short time-scale — there has
not been time to re-order the data into a neat procession, so we have alowed the needs to
emerge from the data. However, we also fed that in adopting this agpproach we have ensured
that ‘needs suggested to us, ether directly by respondents or from our analysis of what they
had to say, will not belost. We have endeavoured therefore, to be inclusive even though this
crestes some problems of ddineation. We hope that the Executive Summary will provide a
brief guide to the main findings, here we set them out as they emerged from the data.

16



4.1  Planning for Key Skills

All of the schools and colleges visited were planning some Key Skills provison from
September 2000. 1n colleges, planning was typically focused on modifying or extending
exiging provison, though in anumber of the schools forma teaching of Key Skillsfor
assessment will be anew activity. In both schools and colleges, the development of aKey
Skills ‘policy’ was seen as the sarting point for planning, though again colleges were more
likely to have an existing policy to work from. Two issues recurred in discussons with the
centres about how policies had been developed - the ‘status of Key Skills and the choice of
delivery strategy.

For the most part, in colleges Key Skills were regarded as amore or less * compul sory’
component of the 16-19 curriculum - their status reinforced by the presence of Key Skillsin
vocationd courses and the availability of funding for Key Skills programmes. Schools were
more equivoca - though sympathetic to ‘entitlement’ arguments, there was often afeding

that, for the present at least, Key Skills might not be appropriate for dl sudents. Certainly,
there were concerns that a Key Skills programme might distract from, rather than enhance,
the ‘core-busness of ‘A’-levels. Thereisadso uncertainty about whet the cogts of Key Skills
assessment might be, and how these are to be met.

Developing a delivery strategy posed problems for schools and colleges dlike. While there
appeared to be a genera acceptance that an integrated approach, if it can be delivered
successfully, is preferable, many centres had doubts about their own capacity to ddiver such
an approach. Policies often reflected these doubts, and tended to be pragmatic but practical,
rather than ideal but hard to deliver.

However the policy had been developed, planning for its implementation required that a
number of questions be worked through. Though it was clear from our viststhat these
questions had been tackled in different orders and with different levels of atentionin the
different centres we vigted, we fed that they offer auseful skeleton upon which asummary
of planning needs can be hung. These questions are to do with the *Whats', ‘Hows', ‘Whos

and ‘Wheres of planning, and we summarise these below.
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4.1.1 What to plan

As noted above, policies tend to be the start-points for plans, because it is the policies that
indicate what we hope to achieve. In planning for Key Skills, schools and colleges seem to
have made (explicitly or implicitly) two ‘policy’ decisons from the outset. The first

concerns what will go into the Key Skills curriculum. This may seem obvious, in thet the
‘big three Key kills have been clearly identified for assessment and, in the case of colleges,
for funding. However, in anumber of collegesthe ‘wider’ Key Skills have featured in the
curriculum - and some colleges report that those that have been ‘left out’ have been more
useful to and found greater commitment from students than those that are to be assessed.
Other centres, with no history of Key Skills teaching as such, have agpproached this from the
opposite perspective. Schools and sixth-form colleges often have an I'T course, for example,
to build on. Here, the debate may focus on what eseto put in, rather than what to leave out.

The second decision relates to which students or student groups will be offered Key kills.

In anumber of schools and colleges we have been told that, initidly a least, Key Skillswill

be focused on particular groups. There are, then, a number of possibilities - ranging from
teaching al Key Skillsto al students to teaching some Key Skills to some students. Clearly,
the choices made here in large measure reflect existing provision, the resources available, the
expectations of the particular centre. But, if centres are to be encouraged to plan for the
widest programme embracing the grestest numbers of students, they need to be reassured that
the effort is worthwhile.

A paticular difficulty in planning is finding secure sarting point for teaching efforts -
knowing whét leve or levels the sudents are beginning from. Though some centres have
developed instruments to audit student skills in these areas, many rely on GCSE resultsin
English and Maths as indicators, and no specific ‘audit’ is carried out in the mgority of
schools. Practice seems more developed in the colleges, perhaps because the students are
new, perhaps because the wider range of ability found in colleges has meant that there are
generdly better developed systems for individua assessment and support.

The data from our vidts and interviews indicate that schools and colleges will have a clearer

18



idea of what they need to plan for if:

There are *audit’ ingruments available to help assess student skills on entry to the
course.

Key Sillsare clearly established as aworthwhile area of qudifications, not a
short-term measure likely to fade away when nationd curriculum reforms and
Curriculum 2000 have worked their way through the system.

Thereis confidence that the tariff value attached to Key Skillsin the revised
UCAS schemeislikely to be accepted by universities as equivaent to points
gained from other qudifications.

It is demongtrated that the main Key Skills are recognised by employers.

There are clear indications of whether the wider Key Skillswill be bought into the
assessment regime in due course.

The cogts and sources of funding for Key Skills assessment are clarified.

4.1.2 How Key Sillswill be delivered

Sdecting adeivery modd for Key Skills has been a source of much discusson in schools
and colleges. As noted above, there has been some tension between what is thought to be
‘educationdly sound’, and what is practica. Most of the schools and colleges visited had
adopted a mixed approach, incorporating discrete and integrated components. There seemed
to be arductance to classify a delivery mode as anything other than ‘integrated’ and some
centres felt the need to provide arationde for the condtraints that led to dternative
gpproaches. There were aso problems of nomenclature - is, for example, integrated delivery

but separated assessment tasks, truly integrated?

The ‘mixed’ gpproach found in centres most often separates out I T, and most often shows
greater integration in vocational courses, despite the de-coupling of assessment. This

reflects, on the one hand, the difficulty of accessing IT hardware in many schools and
colleges (though the range of provision varies very widely) during subject teaching, and, on
the other, the lower levels of experience amongst subject teachers of incorporating Key Skills
into the subject. Significant numbers of schools seem likely to adopt a Key Skills programme
for ‘A’-levd studentsthat is delivered through Genera Studies or tutoria schemes. In
theory, this would guarantee that teaching can be concentrated within asmall team of
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specidig gaff, but in practice many schools and colleges indicate that saffing is determined
by ensuring that * A’-level and mgor vocational courses are timetabled first. Schools,
particularly those with smaller cohorts of 16+ students, have suggested that no other approach
is possible without additiond funding. Given these problems, it seemsthat there are likely to
be arange of ddlivery modelsin use, selected to make the most efficient use of the saffing
avalablein the particular context. However, though efficiency isimportant, it is not al
important - how effective the particular delivery modd will be likely to be the main concern.
But, as yet, schools and colleges fed that there isinsufficient information about effective
practice available, which makes it hard to balance efficiency issues in the planning equation.
It would appesr, therefore, that finding the most effective gpproach to Key Skills delivery
will become asmpler decison if the following needs are met.

Thereis aneed for more information about possible modes of Key Skills
ddivery, and aclear indication of the costs and benefits of particular approaches.
Thereisaneed for coherent schemes for separate ddivery, illustrating how Key
Skills teaching can be organised outside the subject curriculum, while assessment
is embedded into it.

Thereisaneed for information and examples deding with the integration of

teaching and assessment into subject courses.

4.1.3 Who will teach the Key Skills?

In the mgority of the centres we have sampled, discussions about delivery method have been
pardlded by discussons about who will do the teaching. Mot of those staff who have
experience of teaching Key Skills have taught these either in the context of vocationd

courses or as ‘ pecidist’ Key Skillsteachers - there are very few teachers who have
experience of teaching Key Skillsto *A’-level students, or aspart of an‘A’-leve course. Itis
perhaps not surprising that many ‘A’-level teachers we spoke with seem reluctant therefore to
embrace Key Kills, their lack of experience compounded by suspicions about the extent to
which Key Skills may displace time or attention for ‘A’-level sudies.

Key Skills‘ specidists aso seem to be something of a mixed group - ranging from those who

are epecidly enthusiastic about the need to develop students’ skills to those who have been
assigned to Key Skills teaching because of lighter timetables or reductions in demand for
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their subject teaching. In both schools and colleges, it has been suggested to us that the
appointment of the co-ordinator iscrucid - it isfelt that a co-ordinator with sufficient
credibility and authority will be needed if a strong Key Skills teaching team isto be
assembled - whether specidigts or not. Thisimplies that the co-ordinator needs to be
gppointed very early in the planning process and is able to play afull rolein the planning -
including the sdection of the teaching team. It has dso been suggested to us that who the co-
ordinator iswill have a significant influence on how serioudy teachers address Key SKills,
and that who the teaching team are will have sgnificant effect on sudent attitudes. Our
feding isthat how co-ordinators and teachers are trained is equaly important.

Theteaching of Key Skillswill be easer to plan for, and teachersin the team most effective
if:

The status of Key Skills teaching and the status of the Key Skills qudification are
established as equivaent to *A’-level or GNVQ courses

The team is sdlected for its experience, interest and commitment

Training is made avalable to dl those who need it

Conflicting/contradi ctory messages to teachers and students about the usefulness
of Key Skills are avoided.

4.1.4 Whereto fit Key ills

Issues of time and of timing were frequently raised in our interviews. Some of these rdlaeto
the smple problem of ‘cramming’ additiona teaching into the timetable. Thisis consdered
aparticular problem from September 2000, with al schools and colleges we visited planning
to introduce Curriculum 2000 in one form or another. It is not just amatter of finding space
within the timetable, but also finding teachers who are free to teach. This has caused
particular anxieties in schools, where teacher hours are very tight, and will be further
squeezed by the introduction of ‘AS -levds.

However, colleges have expressed a different kind of anxiety - the worry that local schools
that do not ‘indst’ on Key Skillswill gain an advantage in recruitment over collegestha do
‘ings’ because they wish to access the funding. Many college staff wondered whether
students would be content to see the length of their ‘learning week’ extended to fit everything
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in— not least because of the subgtantiad numbers holding part-time jobs. At the sametime, it
was suggested that there are substantial numbers of students who have poor levels of sif-
organisation, and who might benefit from alonger and more structured week.

But the problems of timing seemed most difficult to address when looking a how Key Skills
might be presented and assessed over atwo-year period. There was overwhelming agreement
that unless the teaching and assessment programmes were front-loaded, students would lose
interest and commitment. Two main reasons were put forward for this - firgt, the fact that
feedback on the importance and usefulness of Key Skills may well not be reinforced as
students apply for higher education or for jobs. Second, the fedling that once the ‘A’-leve
examination season gpproaches, sudents will have very little commitment to anything ese.
Consequently, afour-term programme, or even athree-term teaching programme with a
further term for assessment tasks, may prove an effective method of organisation. However,
in these circumstances, where the ‘value' of Key Skills might seem diminished at the point
when the student is due to be assessed, it was aso seen as vitd that there was maximum
clarity about both the internal assessment tasks and the externa tests, so that positive student
attitudes can be maintained. Wefed, therefore, that:

Thereisaneed to give clear messages to students about the vaue of the
qudification and the assessment processes involved from the outset.

Examples of how the Key Skills Curriculum can be front-loaded would be helpful
to those planning its implementation

The embracing of Key Skills within the wider Curriculum 2000 reforms will

increase the confidence and commitment of teachers and students dike.
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4.2  Organisng for Key Skills

The Key Xills programme comes at a time when fundamenta and far-reaching changes are
taking place in post- 16 education. To an extent, this makes the nationd launch timely — it is
sengbleto initiate the teaching of Key Skills within the wider reforms. Of coursg, it dso
meanstha are anumber of other prioritiesin schools and colleges that are competing with
Key Skillsfor resources and attention. 1n these circumstances, it may be tempting to
marginaise the Key Skills programme, fitting it around the edges of other initiatives that
Sseem more urgent or important. However, we fed that this would be a short-sghted
approach — hereis an initiative that istargeted at dl 16-18 year olds and, potentidly at least,
can be approached across the whole curriculum. However, responding to this initiative poses
anumber of challenges to existing structures and paiterns of organisation, particularly in

schools.

In our investigations we have been able to identify a number of organisationa congraints that
will need to be addressed if the Key Skills programmeisto flourish. We have categorised
these as issues relaing to the organisationa structure and culture, issues relating to the role of
the co-ordinator within the structure, issues reating to the way curriculum ddlivery is

organised, and problems of time-tabling.

4.2.1 Culturesand Structures

Aswe indicate above, how Key Skills are integrated into the wider school/college curriculum
isamgor determinant of success. But integration is unlikely to come about unlessit is
organised. Though many of our respondents (particularly those at more senior levels) have
identified this need, equaly, anumber (particularly those whose main role is teaching) have
suggested that existing structures often operate againgt the development of cross-curricular
initiatives. The strong identities of subject departments in schools and of courseteamsin
colleges can often create barriers between groups of staff, despite official policies or good
intentions.

Many of those interviewed have spoken of the need for a‘ culturd shift’ if these barriers are
to be broken down. They spesk of the problems of ‘owning student groups, of ‘traditiona
attitudes to subject-content links. Some assume competence to teach Key Skills, others
question their own abilities. What seemsto be required is a re-conceptualisation of practices
and relationships that schools and colleges take for granted. Research evidence from change
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programmes suggests that any changes in how staff work or how they relate to one another is
unlikely to be sustained unless parald changes are made to organisationa structures and
roles. It has aso been demondtrated, and indeed was regularly pointed out to us during our
vidits to schools and colleges, that senior management must support and work through any
new structures adopted if these are to become established. Consequently, we suggest thet:

Thereis aneed to ensure that the Key Skills Programme is appropriately
prioritised within the school/college, with clear support from senior management.

In many schools and colleges, existing organisationa structures, roles and
relaionships will need to be dtered to reflect this new priority.

Examples showing how traditional subject or course boundaries have been crossed
to create a coherent Key Skills team and programme are likely to prove helpful.

4.2.2 Co-ordinating Key ills

Almost dl centres visited had dready desgnated a member of staff as co-ordinator for the
Key Sills programme. In some ingtances, this was a new appointment — in many it wasthe
development of an exidting role. The mgority of co-ordinators either were members of the
centre’ s senior management group, or had adirect link into it. However, the levd of
authority, and consequently the perceived status of the co-ordinator, varied between
establishments, and often seemed to reflect the status of previous rolesfilled by the co-
ordinator. To this extent, it seemed persond rather than structurdl.

It is therefore not surprising that in many centres questions were raised about whether the co-
ordinator had sufficient ‘clout’ to ensure successful implementation. This raised doubts

about whether the co-ordinator would be able to select and recruit the most appropriate staff,
or would be assigned ateam. There was a strong fedling that success depended on a strong
and committed team who saw Key Skills teaching as a centra part of their work, and afear
that it may become a‘ servicing arrangement’ if it is not given appropriate status from the
Outset.

A common problem was the difficulty of creating time (and times) when the co-ordinator

could bring the team together. It was frequently suggested that opportunities to plan together

and to collaborate on the development of teaching materials was a better way to ensure that
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both gaps and overlap were iminated than trying to map teaching opportunities from
gyllabus outlines— however well ‘signposted’. It was therefore thought important that the co-
ordinator had the capacity to authorise meetings, resource professond development, and to
organise the release of gtaff from other duties to create time to work on the Key Skills
agenda. Many of those interviewed expressed doubts about whether their own co-ordinator
would be able to do these.

Co-ordinators themsel ves sometimes seemed less clear about how they would fulfil therole,
what resources would be available to them and what practical arrangements for co-ordinating
the efforts of the team would be put in place, than they were about the problems they faced.
Many co-ordinators had themselves received no training in Key Skillsin preparetion for the
role, and hardly any had received any forma training in ‘ co-ordinating’. We conclude from
thisthat:

Theimportance of co-ordinator’srole in securing effective implementation of the
initiative needs to be underlined.

Many co-ordinators would benefit from practical advice on how to approach the
task.

The provison of training and networking opportunities for co-ordinatorsis much
needed and likely to be well received.

4.2.3 Organising the Delivery of Key ills

In the mgority of schools and collegesthereis abelief that, in the longer term, an integrated
gpproach to the teaching of Key Skillsislikely to be more effective, and dso more likely to
capture student interest and commitment. However, there are anumber of factorsthat, in the
short term at least, have led to the adoption of a‘separated’ Key Skills curriculum. Thereis,
for example, afeding that an integrated gpproach will make it difficult to ensure that the
whole Key Skills curriculum is covered in each particular case. Even if thelearning
opportunities can be guaranteed, centres report that stand-aone lessons dlow for asmpler
yet more rigorous approach to assessment and preparation for external assessments. The
identification and authentication of Key Skills may be easier when de-contextudised. There
are anumber of reasons why beginning with asmall tesm is smpler, and probably more
effective than expecting that al staff can be transformed into Key Skills teachers overnight.
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Many centres will begin by teaching only one or two Key SKills, or teaching only some of the
sudentsinitidly. Such consderations have tended to favour a differentiated curriculum
modd.

There were specid concerns about the teaching of AoN. In schools particularly there were
doubts about usng Maths teachers with students who sometimes associate the subject with
persond failure and often are relieved to have reached a point where it can be *given up'.
There were often further concerns about the numbers of non-maths staff who were competent
to leve threein AoN themsealves. Interestingly, this concern was rarely raised in relation to
communication - our speculation isthat many schools and colleges have more staff who

could deal competently with AoN and less who are ready to teach communication than they
think.

Whatever the ddivery model, most centres will rely heavily on tutorid systems. Tutors (or
‘mentors’) will be required to play an important role ‘brokering’ between teachers and
internd verifiers and will carry mgor responsibilities for assessment, student tracking and the
mapping of evidence. Some respondents suggested that such systems may develop more
quickly in schools, where exigting pastoral programmes can be built on, than in colleges,
where the pagtora curriculum islesswell established. However, as we have previoudy
noted, we found in our own vigts, clearer evidence of individual audit and tracking systems

in colleges.

To help schools and colleges take appropriate decisons about how the curriculum for Key
Skills can best be organised:

Thereisaneed for high quaity information about dternative ddivery models, the
advantages and disadvantages of each and accurate estimates of the resource
requirements of different gpproaches.

Thereis aneed for information about how other schools and colleges have tackled
the separation/integration issue, and on practica strategies to develop from the
one to the other over time.

Thereis aneed to ensure that gppropriate training is available to those who will be
teaching Key Skills.
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Training needs to cover classroom practice as well as assessment issues.

Information for tutors about aternative ways of tracking students and seeking and

recording evidence of student competence will be welcomed.

4.2.4 Timetabling Key &ills

The timetable has continually been cited as a congtraint that will complicate the
implementation of a Key Skills programme. It is often percelved as having fixed dements,
that need to be worked around. It isidentified as amgor obstacle to team meetings and
collaborative preparation, as non-teaching ‘dots  often do not coincide. Timetable
commitments smilarly congtrain the development of team teaching, or the observation of
colleagues in the classroom or workshop. Many subject specidists fed that the time-tableis
already over-crowded, and that teaching Key Skills within their subject dlocation will
sgueeze our subject-related content. Many post- 16 students dready have a heavy schedule,
and the introduction of additiona € ements creates the problem of ‘over-teaching’ with
correponding implications for sudents motivation.

While dl these observations (and many others) reflect rea concerns, it is difficult to see how
they can be resolved without aradical re-conceptuaisation of how teaching and learning can
be organised. There are, however, some immediate needs, that, if addressed, may lead to a

more condructive use of staff and student time.

Thereisaneed for information on dternative ways of time-tabling Key Skills,
with examples showing how these have been implemented.

Thereisaneed to remind schools and colleges that sudents may be involved in
learning experiences without forma teaching taking place.

Thereisaneed for examples showing how independent learning approaches can
be used to develop Key Skills

Thereis aneed to underline that students can themsdves take respongbility for
some of the tracking/evidence collection, and to provide examples of how this can
be achieved.
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4.3  Monitoring, Implementation and Assuring Quality

How Quadity Assurance is gpproached is perhaps the most driking difference we have found
between schools and colleges. Typicdly, colleges have clearly identified qudity assurance as
an activity, and have systems and procedures in place. For the most part, it seems, they plan
to accommodate the monitoring of Key Skillsimplementation within these systems. Schools
generdly have aless formd, though not necessarily less rigorous, gpproach to monitoring,
though where GNV Q has been offered there will be specific monitoring processes related to
GNVQ programmes. There dso seem to be important differences in the vocabularies used in
the two kinds of centre when quality issues are discussed — colleges are more likely to be
using language deriving from Totd Quality Management (TQM) writings and quaity
assurance systems, schools to be influenced by the language of OFSTED and of devel opment
planning. It is, therefore, sometimes difficult to correlate the comments from the two sectors.
However, we fed that thereis common ground over a number of issues — the relationship of
quality assurance for Key Skills to the existing monitoring processes, the bases for
assessment and verification processes, externa feedback on standards and the particular

problems of tracking students progress.

4.3.1 Quality Assuring Key ills

In both schools and colleges the integration of quality assurance procedures into existing
sysems will be important — because it is desirable that information about progress across the
range of activitiesis pulled together and used, and because it would be inefficient to create a
new grand of activity related solely to the Key Skills programme. Thisimpliesthat some
regppraisa of the broader quality assurance function will be gppropriate in many cases, and
that the organisation and resourcing of quaity assurance for Key Skills needsto be
consdered in the context of the school/college’ s overal strategy for securing and checking

qudlity.

In anumber of centres vidted, the difference between the implementation of the programme
and the impact of the programme could be more clearly reflected in quality assurance
systems. Some centres have clearly identified strategies for ensuring that the programmeis
implemented but are less clear about how impact will be evauated.

In other centres, measures that will offer information on impact have been identified, but
systematic monitoring of implementation isless well developed, so that cause and effect may
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be difficult to link. Because of these issues, we fed thet there are a number of needs relaing

to the broader processes of quality assurance that could usefully be addressed in a number of
centres. Theseinclude:

The need to organise and resource quality assurance as a central function,
integrating the monitoring of separate strands of activity into a coherent picture of
overal progress.

The need to ensure that both implementation and impact are monitored through
the quality assurance system.

The need to ensure that decisions and future practice are influenced by the

information that the quaity assurance system provides.

4.3.2 Sandardsand Verification

When colleagues in schools and colleges spoke to us about qudity, interna verification
processes received most attention. A difficulty here was the problem of gpplying common
sandards across the range of staff involved. It was acknowledged that different members of
gaff had differing interpretations of the Key Skills specifications, so thet different standards
could arise within the same indtitutions. 1n some centres, Key Skills were assessed by
teachers or vocationd tutors, and internaly ‘verified' by Key Skills specidigts, in others, the
Key Skills specidist made the initial assessment, and ‘verification’ was by a second member
of gaff. Arrangementsfor internd verification across the centre were found in only a

minority of the centres sampled.

The attention which had been focused on internd verification seemed to have absorbed most
of the energy, with wider aspects of quality assurance receiving less atention. While
colleges had begun to make links between exigting activities, such as annud audit and sdlf-
asessment, that do fal under the responsibility of a senior member of gaff, arrangements for
developing the function in schools were less advanced. In both schools and collegesthe
numbers of staff working towards (or aready possessing) the Edexcdl Professiona
Development Qudlification was sometimes presented as a quaity assurance sirategy, though
this seemed to relate to GNVQ programmes rather than Key Skills specificdly, and there
were anumber of doubts about whether this qudification was likely to ‘assure’ the quaity of
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teaching, as opposed to promoting greater consstency in assessment. Our impression,
therefore, isthat:

Thereisaneed for each school/college to ensure that there is a common
interpretation of standard levels that are gpplied in assessment across subjects and
COUrSEsS.

Thereisaneed to develop internal verification procedures that cross subject and
course boundaries to reinforce this.

Thereis aneed to ensure that quality assurance is seen as a function that extends
beyond internd verification and for which anamed (and preferably senior)
member of staff is accountable.

4.3.3 External Feedback

One of the sources of difference between standards applied by different groups of staff within
the same schoal or college is the shortage of exemplar materiads. Exemplars of externd test
responses and of the types of tasks that could be used to generate portfolio evidence were felt
to be essentid, if sandards were to be digned quickly. Many of those interviewed dso felt
that the wording used in Key Skills specification could be amplified. Though thiswasa
problem that, in part at least, related to the 1995 specifications, not al were convinced that
the latest Specifications had diminated dl the ‘jargon’.

Those with experience of Key Skillswithin GNVQ programmes sometimes reported that
conflicting messages about Key Skills caused confusion. Externd verifiers and standards
moderators did not ways seem to attach a high priority to Key Skills. Examination Boards
gave different messages — even the same Examination Board showed inconsstency across
vocationd aress. Externa testing and moderation of portfolio evidence would provide more
rigour, but only if consistent messages and judgements could be guaranteed.

To asss the development of quality assurance in Key Skills teaching and assessment, thereis
aneed for:

Simple and unambiguous specifications.
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Exemplar materias thet illustrate Sandards, promote consistency of assessments
and dlarify how judgements can be made secure.

Examinations Boards/Awarding Bodiesto train externd verifiers and sandards
moderators S0 that consistent messages are given to schools and colleges through
external feedback.

Sound practice to be identified, described and disseminated, especidly into
schools or colleges where Key Skills cohorts are smal and internd resources are
limited.

4.3.4 Sudent Tracking

How effectively students can be tracked through their Key Skills programmes was seen as
central to the quality assurance process. Many centres have invested consderable time in the
designing of log sheets or diary systems for their students. Most schools and collegeswill

rely on the students to track their own experience and collect their own evidence, but thereis
less clarity about how student progress will be monitored by the centre. Thisisa particular
issue for schools, where resources are likely to be especidly scarce. Colleges and Sixth Form
Colleges have been informed that a tranche of money will be released to cover Key Kills,
tutoria and enrichment programmes. No such funding has been announced for schools,
where the monitoring of student progressin Key Skillswill be further complicated by the
adoption of Curriculum 2000 recommendations. The debate about whether subject teachers,
generd studies teachers or persond tutors should undertake the role of monitoring student
progressis adifficult onein colleges. It is even more difficult when there are no funds

avalldble, whatever method is chosen.

It would help to promote effective quaity assurance of sudent progress, therefore, if:

Schools and Calleges are provided with examples of smple but effective tracking
systems for students.

Schools and colleges are encouraged to monitor the use students make of the
tracking system and to review progress regularly.

Funding is earmarked for the tracking and monitoring of student progressin

schools.
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4.4  Creating a Positive Climate

Aswith other recent reforms, successful implementation of the Key Skills programme can
only be determined in the classsroom. Consequently, the levels of enthusiasm and
commitment that teachers and lecturers bring to their task will be of central importance. Itis
vitd, therefore, that Some attention is given to the creation of a positive climate around this
programme, and that deliberate actions are taken that will increase the commitment of those
involved — or, at least minimise the impact of those factors that are likely to undermine
morae and mativation among the teaching group.

In the interviews we have conducted in schools and colleges, factors influencing the
moativationa climate have frequently been mentioned. Of course, many of these are
mentioned e sewhere in this report, as they may well relae to planning needs or the
development of sensible implementation Strategies. However, we fed that it isimportant to
raise such issues again in this context, because the need to generate postive attitudes amongst
those implementing the programme is paramount. Here, we have pulled together the factors
influencing commitment into four broad groupings — exter nal factors, that are essentialy
beyond the control of the individua school or college; organisational factors, that derive
principaly from the school/college s own implementation strategy; personal factors, which
relate to the characteristics of teachers and lecturers themselves, and student factors, which
indicate some of the ways taff are influenced by the attitudes and behaviours of the student
group. A brief description of the kinds of issues that have been brought to our attention in
esch of these groupings follows, together with our own summary of what are the most
pressing needs to be addressed if high levels of commitment are to be developed and

maintained.

44.1 External Factors

Many teachers and lecturers have made reference to the confusion and uncertainties
asociated with Key Skillsin the wider community. Far from promoting Key SKills,
employers are often described as knowing little about them, except as an integrd part of
vocationd provision. Similarly, parents seemed suspicious about ‘new’ courses, particularly
ones which seemed to displace or distract from ‘A’ level studies. Universitiestoo, were seen
as generdly more interested in established qudifications. Though the announcement of a
tariff for Key Skills attainment under the UCAS scheme last December meets some of the

issues raised here, there remains a degree of cynicism in schools and colleges about the value
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that will be atached to Key Skills points, particularly in the older universities and for courses
where entry is strongly competitive,

There was dissatisfaction too with the level of guidance that had been given to schools and
colleges, and sometimes with the qudity of guidance offered. For some, timescales were
unredigtic, timing of announcements unhd pful, specifications, when they gppeared, ‘too
vague' . Long and eagerly awaited ‘sign posting’ by the examination boardsin ‘A’ leve
gyllabuses, for example, did not meet dl expectations, smilarly, some felt that the QCA had
been ‘lesshdpful’ than it might.

For colleges, there were significant funding issues. The practice of ataching budgetsto
coursesin light of income generated by the courses, now commonplace, made it difficult to
find funds for activities which generate no direct income, a least in the short term. The

recent announcement of funding which colleges can access to resource Key Skills
programmesis likely to be an important development and to lead to changes here. But, in
many sixth forms the additiona staff hours required to teach and oversee the Key Skills
programme aso requires some re-ordering of priorities, though there does not appear to be a
pardld incentive.

Where Key Skills programmes were dready being offered, a number of practica problems
seemed to arise. “There istoo much bureaucracy and paperwork” is one typica comment,
“We are dready taking on more than we can manage, now dl this...” another. Certainly, the
amount of time required to maintain the programme was a frequent cause of concern, which
often spilled over into frudtration and anger. Similar frustrations arose from the shortage of
appropriate teaching materids, particularly in vocationa contexts (possibly because thisis
where there has been most activity) and the lack of time to develop these.

These are Imply examples of the sources of dissatisfaction we encountered that could not be,
for the most part, resolved by the individua school or college, yet, as one respondent put it,
“The key to any successful trangition of thisscale, and | perceive it to be avery big change, is
gaff commitment and staff understanding ...”.
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It seems therefore, there are a number of needs to be addressed if that commitment isto be
nurtured. We would suggest that principa among these are:

The need to establish abroader climate of understanding, in which the value of the
Key Sills qudification is both understood and acknowledged by employers and
universities and parents are aware that thisis the case.

The need to make absolutely clear the requirements and expectations that the Key
ills programme will place on schools and colleges and to resource these
adequately.

The need to produce information about the dternatives available, in terms of
delivery modes, assessment and accreditation, and to disseminate this quickly into
schools and colleges.

The need to promote the development of gppropriate resources and materials for
teaching and assessment. The emphasis should be on qudity, not quantity.

The need to ensure that procedures for records, assessment and accreditation are
as efficient as possible and avoid wasteful duplication, without compromising the
development of National standards.

4.4.2 Organisational Factors

Beyond these wider needs, there is dso ample evidence that schools and colleges could do
much themselves to contribute to the climate surrounding Key Skills implementation.

Though most indtitutions stated that a Key Skills policy was being devel oped, many did not
asyet have one. There were dso wide differences in the ways policy formulation was being
gpproached. We believe that the smplest and most effective approach to policy devel opment
isto involve those who will be implementing the policy before it is drawn up, rather than

later. Thisin itsdf would do much to increase commitment levels. It isaso important thet,
once agreed, the policy is properly resourced. Indeed, agreement of a policy should mandate
the resources required for implementation, not leave individua members of staff to lobby for
the wherewithd. In someingtances, it is clear that policy development has become rather
abstracted from the implementation context, and these need to be brought back together.

Thislink ismore likely to be sustained where senior management is actively involved, and
offers practica support. In this context, time is probably the most va uable resource — timeto
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plan with colleagues, time to develop new skills, time to develop approaches and materias.
Nevertheless, the activities of individual teachers and lecturers need to be co-ordinated, to be
brought together and focused. Thisis more complex than smply designating someone as
‘co-ordinator’ — it means ensuring thet there is someone with clear authority in relation to the
implementation of the Key Skills programme and clear accountability for how thisis done
and what it achieves.

This, inturn, may well require some re-gructuring, some dteration of existing roles, of
existing decison-making procedures. It isfoolish to expect a co-ordinator to manage the
implementation effectively unless the organisation is dtered to reflect the new role and
responsibilities, particularly when the role cuts across existing groupings and (potentialy)
relates to al students. The person sdlected to co-ordinate will aso have important messages
for the gaff, and reflect the status of the programme within the school/college. We do not
believe thisisarole that can be given to an ‘underemployed” member of the Senior
Management Team with confidence of success— not least because the co-ordinator will have
to develop processes for ensuring that the whole staff group are aware of the Key Skills
programme. Similarly, it may be tempting to look to those teachers/lecturers with the lightest
workloads as potentid ‘Key Skills' deliverers, but these are unlikely to be the most
appropriate colleagues for the job.

There are, then, severd issues that can be managed at the inditutiond level, and will need to
be actively managed if staff commitment isto be secured. Prominent amongst these are:

The need to demongtrate senior management’ s commitment to and support for the
programme, and its willingness to resource it adequately.

The need to co-ordinate the Key Skills programme, even if that means dtering
current structures, roles and systems to ensure that the co-ordinator is able to do
the job.

The need to involve the wider staff group in discussions and decisions about the
programme, and to ensure that even those not currently teaching Key Skills, and
al those who are, enjoy frequent, high-quality feedback about progress.

The need to salect a strong team to launch the programme, rather than dlowing
timetable ‘ spaces to determine membership.
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The need to develop a dear implementation strategy, rather than smply apolicy

statement.

4.4.3 Personal Factors

Inevitably, the degree of commitment to the Key Skills programme is determined by
personal, aswell as system or school/college leve factors. Many experienced post-16
teachers have spent the better part of their careers developing their subject knowledge and
honing their skillsin transferring this knowledge to their sudents. Our interview data
suggedts that such staff may have anatural suspicion of the programme, and may have
negative atitudes — if not towards the notion that students need Key kills, then towards the
idea that they should be teaching them. By contrast, we have also spoken to many
experienced teachers of vocational courses who have devel oped very postive attitudes
towards Key Skills— but as an integra eement of the particular GNVQ programme — not as a
st of stand-aone skills. We report this to demongtrate both that the staff who will need
(eventudly) to beinvolved in Key Skills teaching come from awhole range of starting
points, and that previous experience, whilst an important factor, does not necessarily pre-

dispose the teacher towards postive attitudes.

It is a0 the case that the status of the Key Skills programme within the school or college has
an important influence on the attitudes of those involved in teaching them. As mentioned
above, the way the implementation is planned and resourced are key factors, but so isthe
‘selection’ of the Key Skillsteams. Where there is a perception that a deficit modd is
operating, with those having spare capacity or lighter teaching loads being handed the job,
morae seems correspondingly low and attitudes towards Key Skills, even amongst those not
involved in teaching, can be unhdpful. In severd of the centres we visited, this seemed to be

anisue

Even where commitment is high, sometimes thisis blunted by alack of specific skillsor by
uncertainties about major aspects of the programme. Differing levels of competence and
understanding can aso be the source of considerable frustration within the team, especidly
where thisis compounded by bureaucratic recording systems and few opportunities for the
team to get together to discuss common issues and gpproaches. It was pointed out to us that,
in colleges particularly, the problems of multiple sites and part-time staff can exacerbate

these difficulties

36



Many interviewees have suggested that active networking with colleaguesin other
establishments is an important source of information and idess, and can bolster morale and
commitment. However, networks need to involve gppropriate groups of colleagues, and to be
clearly focused around common concerns, or they become a further demand on teachers'/
lecturers time, and an additiona cause of frustration. Both good and bad experiences of
‘networking * were reported to us, as were the sengtivities of ‘ networking’ with an
edtablishment thet is, in some respects, a competitor.

Inevitably, any maor change in practice will meet with someresstance. Our interviews
suggest that some teachers fed their own subjects or courses are being ‘devalued’ by the
changes, others show that they are anxious about their abilities to develop new skills or work
in different contexts. Such responses are to be expected, but it is nevertheless important to
consider what can be done to minimise the negative effects of such fedings. Consequently,
we fed that there are a number of common needs, which, if addressed, would make it essier
for most schools and colleges to develop an appropriately skilled and highly motivated Key

Skillsteam. Thee are

The need to ensure that all saff are fully informed about the purposes of the
programme, the potentid benefits it will bring to sudents, and the way it will be
implemented in the particular school/college.

The need to ensure that appropriate training and development needs are identified,
planned for and systematically implemented. It isimportant to remember here

that while courses and training events may be useful garting points, most staff
development takes place within the organisation and within the job, though it is
often unacknowledged and under-utilised.

The need to develop a clear sense of identity within the Key Skillsteam — eveniif
the ‘team’ embraces the mgority of post-16 teachers - and to ensure that the team
is able to meet regularly, and where possiblein *qudity time', during the crucid
phase of implementation.

The need to encourage active experimentation and a diversity of gpproaches— it is
most unlikely that any one ‘orthodoxy’ will suit al teechers or dl dudents—ina
climate that encourages individuas to evduate their own practice and share

experiences and materias, and tolerates differences.
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The need to establish the status of Key Skills teaching and the rewards (both
tangible and psychologicd) for teaching them effectively are equd to those
associated with conventional subject- based or course-based teaching.

4.4.4 The Importance of Student Response

It is hardly surprising thet the mgjority of those teaching derive their sense of esteem and find
thelr commitment in the responses of their sudents. When talking to those teaching Key
ills, the reactions of students have consstently been mentioned. We explore thisissue
further in the section which looks specificadly a teaching and learning issues, but we would
want to underline here that the creetion of a supportive climate for the introduction of Key
kills, and certainly the continuing commitment of those teaching them, will be heavily
dependent on student attitudes to the programme. In our discussions with staff from schools
and colleges with some experience of Key Skillsteaching, dbeit in rather different contexts,
student achievement and teacher enthusiasm correlate strongly with positive perceptions of
student attitudes. Conversely, where the programmes have been less successful, sudent
gpathy or resentment have frequently been cited. Obvious asit may seem, we therefore fed
that it isimportant to record that:

Thereis aneed to include students as partnersin this programme, rather than to
regard them asits ‘objects. This means developing Strategies that actively
involve students a each stage. They need information and explanation as much as
they need teaching, if implementation of the Key Skills programmeisto be
successful.
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45  Deveoping Staff

Despite the widespread recognition that the knowledge and skills of those teaching the Key
Kills programme are the basic ingredients for successful implementation, few of the schools
and colleges sampled had a systemétic, planned programme for staff development. Most had
offered sometraining — typicaly ‘one-off’ or ‘ad-hoc’ events, but very few could point to a
coherent programme linked to an overdl implementation strategy. Neverthdess, Saff
development issues surfaced in our interviews with gaff from al levels, though these were,

for the most part, expressed as generd concerns or problems, rather than thought-out analyses
of specific needs. Reviewing these issues, we fed that they can be grouped around four
themes — the planning and management of gtaff development, the processes and methods of
daff development, the content of staff development, and the problems of accreditation.
Below, we indicate the sorts of issues that seem to be causing concern in schools and

colleges, and try to identify the mgor needs these concerns highlight.

45.1 Planning and Managing Saff Devel opment

A centrd concern is finding ways to integrate staff development for the Key Skills
Programme into the wider Saff development activities of the school or college. Generdly,
the influence of development planning has led to deliberate linking of staff development to
priorities for school or college development. However, thislink is often quite tenuous,
because of different planning cycles, changing priorities, the lead-in time required for some
activities, the avallability (or non-availability) of gppropriate development programmes. The
Key Skillsinitiative is an *addition’ to the exigting set of established priorities— inevitably
there is some disruption of exiging plans. Equally inevitably, there have been varying rates
of progress towards the ‘re-ordering’ of priorities, with a predictable impact on planning
processes. Consequently, we have found that alack of clarity about the priority to be
attached to the Key Skills Programme has delayed progress of staff developmernt activitiesin
many schools and colleges. We have aso found that the co-ordination of the Saff
development function has been separated from the planning cycle in severd establishments,
S0 that the integration of staff development into organisationa development isddlayed. Itis
clear that amore ‘thermodtatic’ relationship needs to be developed between these functions.

The lack of clarity referred to aso creates problems of differentiation. It seemsthat generd,
rather than specific training is offered, largely because it has not been possible to trace
specific implications of the Key Skillsimplementation through from policy to practica
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consequences for the different groups of staff involved. In some cases, schools or colleges
involved in the piloting of Key Skills report that they have learned much about the different
development needs of different groups from the experience. But thisis atime-consuming
and cost-ineffective gpproach — if ways can be found to disseminate what has been learned
quickly into the mgority of schools and colleges, time and resources will be targeted more
effectivdy.

The following groups have, for example, been identified to us as presenting specific needs,
beyond the genera need for appropriate induction to Key Skills,

- A-Levd teachers

- Heads of Departments

- New gaff and NQTs

- Maths staff who will teach AoN

- English gaff who will teech Communication

- NVQ staff

- Support staff

Thislig is by no means exhaudive — though it does underline that schools and colleges have
very different staff groups who each present their own, different staff developments needs. A
further grouping often identified by collegesis part-time staff, employed either directly or via

agencies, whose contracts do not require them to attend meetings or training ons.

There are a0 issues rdaing to the continuing management of saff development asan
activity. Too often, the mgor emphasis seems to have been placed on planning (however
poorly integrated), with little attention given to following up, evauating and exploiting the
new knowledge and skillsthat staff are acquiring. Thisis particularly important for Key
Sills implementation, which is being carried forward on very tight time-scales and budgets.

In summary, therefore, we fed that there are needs rdating to the management of staff
development that include:

The need to plan saff development for Key Skills staff dongside the planning of
Key SKillsimplementation.
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The need to integrate the staff development programme for Key Skillsinto the
wider staff development programme of the school/college.

The need to recognise that while dl saff require training, it will be important to
differentiate between the different requirements of different staff groups.

The need to target specific Saff development activitiesinitidly on those whose
need is grestest/most urgent.

45.2 Selecting appropriate methods

In our visits to schools and colleges we found many examples of both externa and internd
sources of staff development. External sources of support included awarding bodies, LEAS,
FEDA, the QCA and ‘Key Skills Consultants . Mogt often these had provided the
opportunity to participate in events, where information was available that up-dated staff on
developments, rather than developing the staff as such. Nevertheless, such events were
generdly seen as beneficid. Consultants offered different experiences — most often coming
into the school or college to work with groups of staff. Again, there was an gppreciation of
the vaue of such experience, though sometimes it was not dways clear what the agenda
would be until the consultant arrived.

Where internd training has been organised, it ranges from informationt giving to more
ambitious programmes, which go beyond information into practical help and advice. Both
formal and informal approaches are common, with the following methods most often cited.

Discussion Groups,

Shadowing colleagues;

Team-teeching;

Writing schemes of work or assessment talks in groups,

Working together on the production of teaching materias.

All of these activities were seen as potentialy vauable methods of developing staff skills, but
there were congraints (especidly time and cost) that limited their use and effectiveness.
There was also afeding that the most successful activities had tended to involve sdif-
selecting groups, and severd interviewees spoke of their doubts about how easy it would be
to involve al those who needed staff development rather than those who wanted to develop.
Libraries, for example, and teaching assistants, may play crucid roles.
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The main needs relating to identification and sdection of gppropriate methods gppear to be:

The need to have clearer information about who offers what — what do Exam
Boards offer, what will the LEAs do, what eseis available externdly.

The need to stimulate a more crestive use of the opportunities for staff
development interndly — perhaps by making models or examples of possble
approaches more widely available.

The need to match methods more carefully to the training gods and the staff
targeted.

The need to extend training to the relevant support staff.

45.3 Training Materials

There seemed to be a generd shortage of good qudity training materias. The mgority of
centres wanted materias that offered ideas and guiddines, rather than * packaged solutions
which were unlikely to be usable without modification anyway. There was adesre for
‘exemplar’ materids, that could provide tarting points for staff development, but many
schools/colleges felt that there was sufficient interna expertise to produce high quality
teaching materiasin-house, the problems were finding time to produce them and strategiesto
disseminate them effectively throughout the teaching team. One exception to thiswasthe
request for materials that could be used for training in assessment, with the interpretation of
evidence and digning of judgements with nationd standards identified as especidly difficult

training issues.

Some of those interviewed fdt that development of training materias had been held back by
alack of clear guidance, from the DfEE, from QCA, from Exam Boards, about expectations.
It was suggested that smply ‘asterisking’ where a Key Skill might be assessed within a
particular syllabus or unit of work was unhelpful. More detail of how the Key Skills could be
gpplied would bring more clarity. Training materias therefore needed to carry consstent
messages, whatever the source, and aso to be clear and ‘jargon-free. At the sametime, they
needed to underline that Key Skills offered opportunities for arange of teaching styles and
learning contexts, rather than promote a single gpproach.
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The data available to us suggests that there are needs associated with training materials.
Theseinclude:

The need to make more widdy available exemplar materids, particularly

materials addressing the nature of ‘evidence’ and the bases for assessment.

The need to amplify and standardise the language used by the various partners, so
that a common vocabulary can be promoted through training activities.

The need to ensure thet training materidsilludrate a variety of teaching
approaches, and aso point out opportunities for independent and collaborative

learning.

4.5.4 Accreditation of Training

Many of those interviewed spoke of the need to acknowledge staff training through
accreditation. A mgority of these had experience of GNVQ teaching, and so were aware of
the exiging training and qudlification opportunities. Thisissue was raised less frequently by
those new to Key Skills, though there was a generd acceptance that if training was required,
some acknowledgement should be available to those who had trained. Even amongst those
with previous experiences there seemed to be some corfusion about which of the

qualifications available would be most gppropriate.

Some staff had taken the Key Skills Professona Development Qudification. However, the
assessor awards (D32, D33, D34) were most frequently mentioned, though those who had
achieved these qudifications sometimes had mixed fedlings about their relevance to the
teaching of Key Skills. While the focus on assessment was seen as helpful, teaching, which
was generdly consdered a more important activity, was somewhat neglected. Whilethis
emphass from awarding bodies was understandable, it was unsatisfactory .

Some suggested that bringing staff confidence and competence up to acceptable standards

would require dl Key Skills teachersto hold qudifications in each of the three areas. But
most focused on the desirability of ensuring that Saff hold a qudification in aKey Skill thet
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they will be teaching. Needs arising from accreditation, therefore, seem focused around:

The need to establish a nationa, coherent and recognised set of teacher
qualifications, common across awarding bodies.

The need to ensure access to accreditation opportunities for al those teaching Key
ills

The need to ensure that accredited training addresses the problems of teaching

Key ills, aswell as assessment issues.



4.6  Teaching

When teaching and learning are effective, we have found that some teachers are able to use
Key Skillsto help students take more control of their own learning. In turn, sudents can
begin to use thar skills to enhance their learning in arange of contexts. Y et whilethe
knowledge about teaching and learning is expanding, much remains unknown, not least in the
aeaof Key Skills. Toimprove the qudity of teaching and the range of teaching Strategies
and styles used, we need to understand much more about how people acquire and are able to

use these generic ills.

Whether or not to integrate the teaching of Key Skillsinto subject teaching is a centrd theme
within this report, and the issue of integration is a the core of the teaching process because of
itsimplications for how teachers work with each other and in the classroom or workshop.
How thisis being resolved, combined with the underlying attitudes and commitment of steff,
provides the background to our findings on teaching. We have divided this section into two
broad areas. planning programmes and session content and approaches to teaching,
including, range of teaching methods used, differentiation and the use of support

mechanisms

4.6.1 Planning

The emphagisin planning Key Skills teaching was placed on the main Key Skills of
Communicetion, Application of Number and Information Technology, despite the fact that a
number of teachers regarded the wider Key Skills as*just asimportant”. Generdly spesking,
communication was perceived to be easier to integrate into wider curriculum content than the
two other main Key Skills. Teachers are divided in their opinions, however, about the
benefits of teaching IT and AoN as‘standaone’ or as integrated subjects. AoN was regarded
as the most problematic skill, because of the difficulties of integrating the subject metter.
Thismay be related to the specifications themselves. Certainly, much of the Key Skills
development work in AoN demands a certain sequencing of tasks: collect data; andyse data;
and present data, for example. Consequently, even if these tasks are embedded within
different host subjects and ‘ signposted’ within different topics, these subjects and topics have
to be sequenced in asmilar fashion. Some teachers expressed the view that sequencing
topics for Key Skills assessment sometimes distorts subject teaching. But some managers felt
that integration of AoN involved an implicit commitment to co-ordinate teaching across

traditional subject boundaries, which would have further implication for sequencing subjects.
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Generally spesking, the nature of the host subject content in vocationa courses does not
appear to be amgjor ssumbling block when deciding whether or not to integrate the teaching
of Key Skills. By contrast, the extent to which Key Skills can be taught through some
academic subjectsis a cause for concern. Asyet, we have little empirical evidence to draw
on here, though many centres believe that it will not be possible for sudentsto gain coverage
of Key Skills through certain combinations of *A’-levels. Ingteed, they are consdering using
aternatives such as the Diploma of Achievement, General Studies, ASDAN awards, Sports
Awards, Work Experience or an additiona ‘A’-leve to ensure teaching opportunities.

There are dso concerns that subject knowledge may be diluted because of time spent on
teaching Key Skills. One Head of Sixth, however, saw Key Skillsas avehicle for
chdlenging traditiona approachesto ‘A’-leve teaching, and there was some evidence to
support hisview. For example, the integration of problem solving skillsinto *A’-leve
geography teaching had, according to one teacher, greatly enhanced the learning of her
sudents. Another noted the impact of IT in the qudity of their presentations and on the
subsequent level of satisfaction students experienced. Severd teachers compared the work
habits of their GNVQ students to those of their *A’-level sudents noting how much more seif
directed and motivated the former appeared and attributing thisto Key Skills. A college
Science co-ordinator observed: ‘ (GNVQ students had a better grasp of) how to look at a
particular problem, how to plan it, how to solve it, how to put it over... how to present it to

other people o that they understand it.’

Theimportance of time spent on planning the content of programmes was stressed by arange
of respondents, whether designing specific Key Skills modules, integrated schemes of work
or assgnments. Careful planning helped to ensure coverage of Key Skills, assisted in better
communication between Key Skills and subject staff and acted as a saff development toal.
Nevertheess, we fed tha planning for Key Skills had been carefully worked throughin a

minority of casesonly. We believe therefore, that:

School and college st&ff at dl levels need to be made aware of the benefits of Key

Skillsto learners.
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Centres need to dlocate time to planning, especialy in the early stages of
development.

More empirica evidence is needed on the relationship between Key Skills and the
host subjects and the extent to which Key Skills can be successfully integrated
needs amplifying.

Subject and Key Skills specidists need to make conscious decisions about the best
way to design and use assignments which maximise the use of ther redive
strengths and expertise.

The process of designing materias needs to be recognised by schools and colleges
asan integra part of both increasing teachers understanding and ownership of
Key Sillsaswdl asvauing thar creativity and flexibility.

4.6.2 Teaching approaches

As noted elsewhere, we have identified arange of different delivery models. The Structures
that schools and colleges put in place for the management and organisation of Key Skills will
have adirect impact on the qudity of teaching, the kind of arrangements that teachers make
for working together and the issues that arise. When these systems are underpinned by
positive attitudes, as well as being carefully planned and thought through, thereislikely to be
greater congstency in the qudity of teaching and the extent to which staff work together to
plan Key Skills programmes and materids.

A wide range of gpproaches to the planning and use of assgnments was identified most of
which involved some collaboration between Key Skills staff and subject specidists. That

said, mogt of the following examples are drawn from GNVQ or NVQ programmes though we
believe that they have much to offer ‘A’ level teachers

- Integrated assgnments planned and taught by Key Skills and subject specidist
teachers.

- Integrated assgnments taught by subject specidigts but jointly written and
checked e.g. communication and AoN integrated into group projects. These
projects aso support the development of the wider Key Skills such asworking
with others and problem-solving.

- Integrated assignments written and taught by subject specididts.
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- Key Sills specidigsidentify Key Skills on subject specific assgnments to guide
vocationd tutors.

- Additiona assgnments focussed on specific Key Skills but subject related are
used by subject teachers, but jointly written eg. GNVQ Science.

- Key Skillsare contextudised in subject related assgnments but taught separately.

- Contextudised assgnments for self study designed by Key Skills specidists.

Some of the more innovative teaching methods we have identified which could well be
adapted for useon ‘A’ leve programmesinclude practica projectsinvolving dl the Key
Skillsfor use on work experience programmes, mock interviews on employers premises, peer
support programmes, and the use of video to record end of unit presentations. Where Key
Skills are taught separately, the importance of using practical approaches was emphasised,
leading students gradually towards abstract idess.

The need to cover the subject content as well asteach and assess Key Skills cregates dilemmas
for teachersin deciding the overdl purposes of aparticular sesson or activity. Similarly,
teachers report difficulties in managing the different levels of atanment of individud

students either in specific Key Skills or subject focused sessons. Of course, the issue of how
to differentiate teaching to meet different learner needs is not a new problem for many

teachers and it islikely to continue to be poorly tackled because of its complexity. However,
Key Skills presents teachers with new difficulties, because groups are generdly determined

by subject rather than Key Skill level, and it is unredlistic to expect differentiation to take

place without sgnificant training and development for teachers.

To help address these issues, team teaching gpproaches are used by some centres which acts
both asaform of daff development and as a means of sharing respongbility for different
tasks between the two teachers concerned. A Key Skills lecturer describes the processin her
college: ‘Instead of having students dragging their hedls about their work, they accept us
completely. We work in the room with their own tutors and we go round from student to
student to give feedback. We mark their assgnments after they’ ve been marked for course
purposes. The students al know that they’ re going to be marked twice.’

Another means of tackling the problem of different levels of attainment has been to establish

Key Skills workshops or drop in centres. These are mainly found in colleges rather than
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schools, however. These may be subject or key skill specific eg. science, information
technology or they may be generd workshops. Genera workshops are staffed by Key Skills
specidists or subject specidists but with Key Skills expertise. Particular specidists are
scheduled to be available at different times during the week. Some of the staff in such

centres are often learning assstants - they are not quaified teachers but can offer help to
individua or smdl groups of students with their Key Skillswork. Sometimes smdl groups

of students are scheduled to use the workshops at different times of the week, other centres
operate on anindividua drop in basis. Sdf supported materids have aso been devised
athough some students, particularly at foundation and intermediate levels, find these difficult
to work through without substantial support. Staff aso report difficulties with group

management and noise control.

Thereis apotentia overlap between the operation of these workshops which provide
additiona help and support with Key Skills and the provision of basic skills, ESOL or
learning support for sudents with specia educationa needs. 1n some ingtances the divisons
between each of these functions have been removed so that a Key Skills speciaist would be
just as likely to be able to provide support for a sudent with specific learning difficulties or
one who requires foundation or entry level basic kills. In other instances, clear distinctions

remain which can lead to overlap, duplication of effort or wasted resources.

The use of IT both as ateaching tool and aso as a support for teaching requires access for
gaff and students to adequate and up-to date equipment and software not least because IT
packages are being used to support the ddlivery of the other Key Skills and subjects aswell as
for specific IT teaching. Of course, decisions about where to locate machines will effect the
extent to which IT can be integrated into generd teaching. If they are located centrdly it is
clearly much harder to integrate their use into generd teaching. Nevertheless, many schools
and colleges favour IT *suites, despite looking for integration. While some schools and
colleges had benefited from grants to update equipment, schoolsin particular were concerned
about inadequate access to both hardware and software. We therefore recommend that:

Teachers need training and support in how to manage their teaching to take

account of sudents' different levels of Key Skills, including ideas for extension
activities.
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‘A’-leve teachers need to be made aware of and build on the expertise in teaching
Key Skillsof GNVQ and Key Stage 3 and 4 teachers.

To ensure effective team teaching, schools and colleges need to develop
agreements about how teachers will work together, their relative roles and
respongbilities and time alocated for joint planning.

Schools and colleges need to review the role and purposes of Key Skills, basic
skills, ESOL and learning support to ensure that any differences in the type of
support that is offered are identified and judtified. The different functions of each
type of support need to be communicated to teaching staff to ensure that they are
clear when to seek help and advice for themsalves or for individua students.
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4.7  Learning

In our research we were interested to find out how students were responding to the Key Skills
initiative. We wanted to know about their levels of motivation, the extent to which they were
supported in transferring and generalising Key Skills and whether Key Skills enhanced
sudents capacity in learning to learn.

4.7.1 Motivation

Motivation lies a the heart of the learning process and is closely rdated to achievement.

Y oung people are more likely to achieve if they are motivated. In fact, Sudents’ attitudes
towards Key Skills were mixed, with GNVQ students likely to be more positive than ‘A’ -
level students. Factors seeming to influence these attitudes included:

- The attitude of teachers. The more positive teachers were towards Key Skills,
the more motivated the students were likely to be.

- The gtatus of the Key Skills programme. If the provision was seen as
‘remedid’, students were disinclined to participate. Separate or discrete
classes tended to reinforce this attitude amongst students, dthough staff
emphasised that many students need specific development and practice in Key
ills

- Lack of understanding of the need for Key Skills. Students are aware that Key
Skills are not compulsory and not a requirement for employment or university
entrance.

- Previous experience of learning. Many students appear, for example, to
associate mathemeatics with failure, and, particularly students who did poorly
in their GCSE are often reluctant to attend AoN classes which are seen as

‘more maths .

While some students valued the opportunity to revidt aspects of their learning which they
may have forgotten, others criticised teachers for repesting work already covered in Key
Stages 3 or 4. According to students, insufficient attention is paid to what students can

aready do.

Some students resent having to choose A level and A/Slevel courses which will ensure
coverage of Key Skills. Yet centres aso report varying degrees of success with extra
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curricular activities such as ASDAN and the Duke of Edinburgh’s Award, since, again, lack

of compulsion means that some students do not participate.

In some centres, there had been a ddliberate attempt to increase student motivation, though it
isimportant to emphasise that only in the minority of instances had centres taken conscious
decisonsto addressthisissue. Those who had done so, emphasised the following points.
Firg, it isimportant to emphasise the relevance of Key Skillsto sudents. An effective
induction programme to Key SKillsis seen by many staff as essentid.  Programmes are used
to explain the rationde and relevance of Key Skills, not only to employment and university
entrance but to wider aspects of life. Past students are invited back to talk about how they
have used their Key Skills. Resdentia courses were dso found ussful in providing
opportunities to demonstrate the wider relevance of Key Skillsto students, as was work

experience.

Second, students need to have their prior learning recognised. Centres who used base-line
assessment data to make sure that students were placed on the correct level programme,

reported more posgitive attitudes from students.

Third, students need feedback on their achievements and to be able to see that they are
enhancing their performance in other contexts. This, of course, links to assessment and the
student’ s role within that process. Some centres encourage students to take responshility for
monitoring and tracking their own progress which can heighten the sudents awareness of
development. However it is the diaogue that takes place between teacher and student or
student and student that plays the most important part in contributing to students achievement
and hence motivetion & leve.

To maximise the learning response, these findings indicate that schools and colleges need to:

Recognise, in the light of the centrd part played by student motivation and
commitment, that specific strategies be adopted to address thisissue.

Take active steps through induction and the design of teaching assessment
methods and materias to ensure that students recognise the relevance of Key
Kills.
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Asfar as possble, ensure a match between studentsleve of attanment in Key
Sillsand their individua programme.

Involve students in the assessment of their own work.

4.7.2 Transfer and generalisation

If Key Skills are those skills which are generic and transferable across arange of contexts,
then the implication must be that, if these skills are to be learnt successfully, the best way to
teach them will be through providing opportunities for learners to use them in arange of
learning Stuations. So how best can schools and colleges ensure that students are able to
apply these ills? Yet, on the whole, very little is known about how Key Skills are learned
or the mogt effective teaching approaches. Consequently decisions about how to teach Key
Skillsare aslikely to be driven by pragmeatic and organisationa concerns, as by sound

pedagogica arguments.

Yet it was clear that understanding the practica gpplication of Key Skillsto everyday lifeis

an important factor in motivating both staff and students. The more enthusagtic students we
spoke to provided examples of how they had used their Key Skillsat work. Practical projects
designed for use in the workplace or other red life contexts provided students with
opportunitiesto apply their Key Skillsin ared stuations, and past students who had been
invited to talk a induction programmes, about the uses they had made of Key Skills since
leaving college clearly had impect.

Aswadl asimagindive teaching strategies linking Key Skillsto the world outsde the
classroom, the importance of teamwork and effective systems of communication between
Key Skills and subject staff were emphasised as vita in ensuring the transfer and
generdisation of skills. Also stressed was the need to move beyond a checklist approach or
‘tes’ culture, where competencies are ticked off as part of a paper exercise, to providing
concrete evidence of skills gpplication that students can recognise for themsdlves.

We were aso reminded that while some students need help with acquiring new skills,
(particularly those with alow skills base), others need help with maintaining them. Asone
student pointed out specific Key Skills sessions can act as arefresher course after the long
gap between Key Stage 4 and the start of an ‘A’ -leve programme.
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Schools and colleges have often made separate provison in the form of workshops or
separately taught sessions even where there is a predominantly integrated gpproach but the
complexity of the issues surrounding the acquisition and gpplication of Key Skillsremain
poorly mapped. Nevertheless, our interviews and vists suggest that to assst with transfer
and generdisation,

Teaching staff need ideas about how best to support studentsin gpplying Key
Skills across arange of contexts.

Where responghility for teaching Key Skillsis shared with Key Skills specidists,
schools and colleges need to ensure that effective systems of communication exist
between specidist and subject teachers.

Centres need to recognise that students will need opportunities to maintain and
goply skills as well as acquiring new ones.

Centres need to recognise that students can provide evidence of their Key Skills
achievements from both within and outside the forma curriculum, and insde and
outside the school/college.

Students need to be supported in generating, collecting and collating evidence of

their Key Skills competencies from arange of experiences and contexts.

4.7.3 Learningtolearn

While recognising the importance of Key Skills, the mgority of staff we spoke to regarded
Key Skills as additiond subjects to be fitted into the exigting timetable. A few, however,
believed that Key Skills can enhance students capacity to learn so that, in the long term, they
become more autonomous as learners and possibly ‘lifelong learners . ‘Learning to learn’
goes well beyond the Key Skill of Improving Own Learning and Performance. It includes
learning to share respongbility for learning with teachers and lecturers, and seeking

opportunities to improve learning performance across the whole curriculum.

We found afew examples of how individua teachers or teams and, in two instances, an entire
school and college had attempted to make learning to learn (or thinking skills) the basis for
the Key Skills programme. In one example, group projects have been devel oped by a motor
vehicle department into which communication and I T have been integrated. Working co-
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operatively students complete the project and are then asked to discuss each other’ s strategies
and approachesto particular tasks, as ‘learning to learn” becomes a pedagogica vehicle.

In another example, a college had based itstutorid programme on ‘salf-organised learning’ in
which students have regular ‘learning conversations' with their tutors. Students are guided in
responding to a series of questions based on their gods, the methods they will useto achieve
these, the intended outcomes and outcome measures. These processes assist sudentsin
planning the next stages of thair learning and Key Skills are linked to the specific subgtantive

gods of the learner.

One school had developed a comprehensive Key Skills programme for Key Stages3and 4 in
which pupils were encouraged to undertake awhole range of practical tasks linked to
everyday life. Pupils are rewarded for solving problemsin their own ways and ‘ doing things
asthey seeit’, thereby helping to raise their salf esteem aswell as Key Skillslevels.

To enable students to become more conscious of Key Skills some schools and colleges
encourage the students themselves to identify opportunities for goplying Key Skillsin ther
course work. This can lead to difficulties, however, if providing the evidence of achievement
becomes an end in itsdlf for the sudent at the expense of understanding the substantive
content. While examples of the kind described here are rare, they do provide powerful
evidence of how Key Skills can be used to strengthen the whole of a student’ s educationd
experience. Our feding isthat thisisapriority areafor further research, seeking out specific
examples of how a school or college can assmilate Key Skills, including the non-assessed
skills, into teaching sirategies and the design of learning opportunities. Wefed that
sgnificant opportunities for Key Skills development arise through extending the pedagoges
through which subjects or courses are ddlivered. Therefore, we suggest thet:

The field needs more examples of thiskind to convince teachers of the potentid of
Key Skillsin enhancing students learning.
Such examples need to be presented in the context of deivery modds, subjects,

monitoring arrangements, teaching methods and materials, assessment etc.
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4.8  Assessment and Accreditation

The problem of assessment of Key Skills learning presents a new set of challenges. Indeed, it
has been suggested that on some vocationa programmes the assessment of student
performance has displaced the teaching process. To exploit fully the relationships between
ng, teaching, and learning, it isimportant to remind ourselves about the purposes of
assessmert. Of course, judging what a student has learnt is a centrd objective of the
assessment task, but equally, so is using assessment data to plan what and how to teach next.
Thought also needs to be given to engaging students themsalvesin a process of sdif-
assessment and reflection on their learning, asit isthis, rather than *signposting’, that will

mogt effectively enable sudents to use their skills across the curriculum. Our data suggests
that issues relating to assessment and accreditation can be categorised into four broad strands
— base-line and diagnostic assessment, particularly on entry to post- 16 centres; factors
relating to the model s used for assessing Key Skills; processes for checking standards; and

tracking, monitoring and accreditation of the Key Skills.

4.8.1 Baselineand Diagnostic Assessment

Mogt of the schools contributing to the research did not undertake any form of base-line or
diagnogtic assessment for students continuing on to post-16 courses. There was agenera
reliance on GCSE grades for Maths and English to assess potentid for Application of
Number and Communication respectively. Some centres used informal assessment to
ascertain competence in Information Technology but, most relied on student having covered
the materia prescribed in the National Curriculum. Some schools referred to other
information they had about students such as Standard Assessment Test and Cognitive Ability
Test data. Very few students appeared to join schools from other centres, consequently these
centres felt that the knowledge of students' abilities built up during their time pre-16 provided
aufficient information for decisions to be taken about suitability of chosen 16+ courses,
including Key Skill programmes.

Most colleges used the Adult Literacy and Basic Skills Unit diagnostic assessment to identify
students requiring additiond basic skills support. However colleges were very aware of the
need to undertake an initid assessment to help identify the Key Skill capabilities of dl
students. Some colleges dready had initid tests for Key Skillsin place, commonly ether one
of their own devisng, West Nottinghamshire College' s pack or the Colchester

Ingtitute/ Cambridge Regionad College diagnodtic test. The West Nottinghamshire test
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consists of paper-based assessment tests for Communication and Number together with
supporting materias for skills development while the Colchester/Cambridge tests consist of
tests for Communication and Application of Number which are paper-based or computer-
based. Centres commented on the lack of asuitable initial assessment for Information
Technology.

Thisinitia assessment data should idedly be used firgt to decide which level of programme a
student requires and then to plan teaching. We found relatively few examples where thiswas
done systematicaly.

With regard to initid assessment, we fed that:

Thereisaneed for an initid assessment tool for Information Technology, and
continued development of instruments for assessng Communicetion and AoN.
Thereisaneed for 11-19 centres to undertake an initid assessment of dl students
progressing onto post 16 programmes, rather than assuming knowledge.
Thereisaneed for 11-19 centres to decide which additional information available
to them will dso best inform them about sudents Key Skill attainment.

There is aneed to ensure that base-line and diagnostic assessment datais used to
inform teaching, as well as placement.

4.8.2 Assessment Models

Very few centres have had experience of Key Skillswithin ‘A’ levels or across broader post-
16 provison. All had had experience of GNVQ and one school was found to have aKey
Skills programme which started in Year 7 though it did not trace clearly through to year 11.
GNVQ centres reported most success where assessment opportunities were focused within
vocationd assgnments with some contextudised stand-alone pieces of work used to ‘ plug
the gaps. This method was found to be particularly useful to motivate sudents for
Application of Number, which was frequertly mentioned as the most difficult Key Skill to
cover, and the one requiring most additiona input and stand-alone assessments. A teacher
commented, “Communication very much occurs naturdly. T occurs pretty naturdly, and
we' ve found we' ve been able to use the work that we' ve done in vocationd areasto build up

afull portfalio... AoN causesthe greatest problems and there is most resistance from
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sudentsto doing it aswell.” However, Information Technology was frequently delivered
separately too, mainly dueto practica rather than pedagogic considerations.

Stand-aone sessons were found to work well where they had been developed as part of an
overdl, systematic drategy for Key Skills delivery and assessment. Student motivation and
success was found to be greater where assessment and skills development were based on

relevant and interesting scenarios.

Thereis much variation in systems of assessment. Some centres rely on GNVQ saff to
assess Key Skills within the vocationa assgnments, others use Key Skills gtaff. Many
centres recognised there were staff development problems associated with dl staff ng
Key Skills when Curriculum 2000 isimplemented. Few centres had decided on models for
implementing Key Skills for September 2000, but a number were considering the use of
Generd Studies as the vehicle, because thiswould involve less staff and reduce the problems
of daff development.

The nature of the find assessment has clearly influenced some ddlivery moddsin some
centres. Nine of the centres visted had taken part in the Key Skills Pilot Programme and, as
a conseguence of the demands of the externa assessment, three centres had made the
decision to deliver and assess at least one of the Key Skills within GNVQ coursesin separate
lessons, even though they had successfully integrated al Key Skillsinto vocationd units
(using the 1995 specifications). These centres aso emphasised the importance of making
assessment tasks relevant for students, who were resentful of ‘artificid’ or * manufactured
tests.

Wefed, therefore, that:

Schools and Colleges need to ensure that materids for skills development and
asessment are st in contexts to which the student can relate.

Many staff will need to be trained before making consstent judgements about
Students attainments can be made with confidence.

Awarding bodies need to Sgnpost in detail the assessment that must be undertaken
to provide evidence for Key Skills, rather than smply identifying teaching
opportunities.
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4.8.3 Standards

In many centres, teachers were uncertain about the standards and how to apply them. They
were hopeful that exemplar materials would be produced for Key Skills 2000 to clarify the
standards required. Centres who had experience of externa moderation/standardisation
meetings commented on their usefulness. Some centres had processes in place where
opportunities were provided for staff to meet and discuss the standard of work required and to
look at students work. These included the larger centres where, in addition to aKey Skills
Co-ordinator, it was common practice to gppoint consultants to lead each of the Key Skills of
Communication, Application of Number and Information Technology. The consultants
organised meetings for their particular areaof expertise, providing opportunities to share
ideas and problems, disseminate latest news, discuss standards and how evidence might be
collected.

To achieve a consstent standard of assessment across the programme many centres restricted
the numbers of s&ff involved in the ddivery of Key Skills, usng agenerd sudies

programme, for targeted ddivery rather than attempting to use evidence from opportunities
occurring in ‘A’ levels. The dataavailable to us about standards suggests thet:

Thereisaneed for exemplar materid both to clarify the standards necessary to
achieve aparticular level and provide information about the external assessment.
Thereisaneed for centres to have smple but rigorous quality assurance

procedures relating to assessment.

4.8.4 Tracking, Monitoring and Accreditation

Much concern was expressed about the lateness of the publication of the ‘A’ leve
specifications, and of the percelved inadequacy of the Sgnposting of assessment

opportunities provided in the new specifications. Centres dso identified the areas of tracking
and monitoring as mgor hurdles to the introduction of Key Skills for 2000. Exigting practice
in some centres identified Key Skill coverage on front sheets of assgnments. These were
then re-assessed either by the vocationd or Key Skill staff and students were ‘signed off’ on
their logsheets if the Key Skills were achieved to the correct level. Other centres appeared to
rely on the student’ s own ability to identify where they had covered the Key Skills, and to log
these with the assstance of the vocationa or Key Skill tutors. Centres applying the latter
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approach frequently commented on too much time spent ‘explaining’ the Key Skillsto
gudents, and the students’ difficulty in understanding the standard of work required. It aso
gppeared that in such centres the Key Skills were not assessed until the process of logging

was undertaken.

One of the consstent messages regarding KS 2000 was the difficulty of deciding who should
track and monitor Key Skills. Monitoring arrangements for Key Skills within GNVQ courses
are sometimes included within the regular review sessonswith the GNVQ tutor. The few
centres where Key Skills have been piloted with ‘A’ levesidentified the monitoring of
students as problematic. These centres appear to have used persond tutors to track and

monitor progress.

Smplified tracking systems are needed for Key Skills 2000 and some centres felt that an
electronic system would be beneficial. Many centres looked to the Awarding Bodiesto
provide model tracking sheets which could be adapted to meet the needs of individua schools
and colleges. Othersfdt that usng the Generd Studies programme would facilitate tracking
because it would be easy to identify where the evidence opportunities lay.

Centres are dso divided over the vaue of the summative assessment tools available. Centres
involved with the pilot programme broadly welcomed the rigour of external assessment
athough some centres believed that the tests were currently too smilar to GCSE exams and
that preparation for the tests detracted from teaching.

Concern has been expressed in some quarters about the poor level of understanding of Key
Skills exhibited by some externd verifiers. Under the GNVQ 1995 specifications, externa
verifiers have focused on checking portfolios for the vocationd evidence, with little time
being spent on the Key Skills. One centre commented that they have often had externa
verifiers who were ‘less competent’ to assess Key Skills than their own vocationa gaff, and
who can offer little support to teachers. Another centre commented on the ‘ nit-picking’
atitudes of averifier. 1t was fet important that externd verification, while rigorous, did not

reduce staff confidence and commitment.
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The standards moderation meetings held within the Filot Programme were fet to be helpful
and informative. Centres were concerned that advice and guidance that came through the
externa verification system would be logt if the Sandards moderetion relied on postal
gandardisation or asingle vigt at the end of the academic year. In conclusion, we suggest
that:

Centres need different examples of how to track and monitor Key Skillsin order
to develop their own procedures.

Thereisaneed for asmple system for recording and assembling assessment deta,
possibly I T based.

Thereis aneed for externd verifiersstandards moderators from awarding bodies
to possess the necessary competence to moderate Key SKills.

Thereisaneed for awarding bodies to continue to provide advice and support to
centres, despite the change in role from externd verifier to sandards moderator.

61



62



APPENDICES

63



