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EXECUTIVE SUMMARY

1.0
Introduction
1.1 
The Learning and Skills Council (LSC) National Office commissioned NIACE to identify the possible impact of the new qualification, registration and CPD requirements for teachers, trainers and tutors in the learning and skills sector (referred to here as the ‘QTLS reforms’) on Third Sector (TS) providers and practitioners.

1.2 

This reflects a growing debate within TS provider networks and forums about the sector’s engagement with the QTLS reforms, and an associated interest within the LSC in whether, as a consequence of implementation, TS organisations might be deterred from contracting to deliver learning.  The LSC also sought an indication of the possible costs of compliance for TS organisations, and how these providers might be supported most effectively.

1.3 
Third Sector organisations in scope included those delivering LSC-funded programmes under direct contract to the LSC and those in partnership arrangements with lead providers, such as colleges, local authorities, and TS consortia, along with some prospective TS providers.

1.4 
The project addressed four key areas. These were.

· current teacher qualification levels amongst TS organisations;

· the TS teacher role, its distinguishing features (if any) and how these intersect with the QTLS reforms;

· the likely cost implications for TS providers of implementing the QTLS reforms, both in terms of meeting the new requirements and establishing/sustaining a supporting infrastructure; and

· issues or barriers that could affect TS engagement with the reforms, and any examples of practice to show how these could be addressed.

1.5 
During the research, other issues and foci emerged that were also relevant to the overarching aim and therefore, with LSC agreement, these were included in the study.

2.0 
Methodology

2.1 
Both quantitative and qualitative methods were used and data was collected between December 2007 and March 2008. A range of other stakeholders had an interest in the project outcomes and therefore liaison with these organisations was incorporated into the research and analysis.  

2.2 
Key stakeholders were:

· LSC National Office staff with responsibility for engagement with the QTLS reforms, and for LSC work with the TS;

· Lifelong Learning UK (LLUK), the Sector Skills Council for the Learning and Skills or Lifelong Learning Sector in England;

· Institute for Learning (IfL), the professional body for teachers, trainers and student teachers in the Learning and Skills Sector;

· Department for Innovation, Universities and Skills (DIUS), the Government department with overall responsibility for the implementation of the reforms; 

· UK Workforce Hub (UK WFH), the ‘hub of expertise’ funded by the Government’s ChangeUp programme that offers guidance and advice to TS organisations around staff (and volunteer) retention, training and development; and

· Centres for Excellence in Teacher Training (CETTs), the collaborative arrangements of providers and other key stakeholders with a prime focus on improving the quality of Initial Teacher Training (ITT) and professional development in support of the Government’s reform agenda.

2.3 
The definition of TS used for the research was taken from HM Treasury and LSC National Office. Accordingly, TS organisations are:

· non-governmental;

· ‘value driven’ (primarily motivated by the desire to further social, environmental or cultural objectives rather than to make a profit per se); and

· principally reinvest their surpluses to further social, environmental or cultural objectives
.

2.4 
An on-line survey was distributed to approximately 500 TS organisations.  The sample included directly-contracted and sub-contracted LSC-funded TS providers, along with TS bodies that had demonstrated a serious intention to secure LSC funding through completion of a Pre Qualification Questionnaire (PQQ) and/or Invitation To Tender (ITT).  The sample covered all nine English regions, urban and rural contexts, and organisations of diverse size, reach and type. TS providers that were neither funded by the LSC nor seeking funding from the LSC, were not approached.  This was because currently, only LSC-funded programmes are affected by the reforms. 

2.5 
The analysis presented in this report is based on 55 survey respondents, 22 focus group participants (through three focus groups), 41 people involved in two workshops, seven interviewees, and the learners, tutors and programme organisers and managers consulted during the three case study visits.

2.6 
Most respondents were small organisations with local reach (operating at neighbourhood, town, or city level) and described themselves as either a charity or voluntary and community organisation.  The sample also included five organisations with 250 or more employees and international coverage. Nearly half the respondents were involved in consortia. The majority were in receipt of LSC funding through either direct contracts or sub-contracting arrangements.  However, a sizeable minority were not (but had demonstrated an interested through PQQ or ITT submissions). Both constituencies were important to the research. 

3.0 
Key findings

3.1 
The key findings of the research are summarised and grouped below under the four original areas of research interest: teacher qualification levels (extended to also include access to Continuing Professional Development (CPD)); TS teaching role; cost implications; and issues and barriers to implementation. 

3.2 
Teacher qualification levels (and CPD)

3.2.1 
The majority of TS providers employ staff with teaching qualifications, many to level 4 and above, regardless of their size.  Fifty seven per cent of respondents used teachers with two to four teaching qualifications and 28 per cent had staff with more.

3.2.2 
The profile for subject specific qualifications again suggests a relatively well-qualified workforce.  Eighty one per cent of respondents reported teaching staff with degree level (NVQ Level 4) qualifications in the areas they teach.  Seventy one per cent employed staff with two or more qualifications.

3.2.3 Many TS providers, irrespective of size, are delivering within a professionalised culture already, one that recognises the value of appropriate standards and qualifications.  

3.2.4 However, unqualified staff are still important to TS delivery. Fifteen per cent of respondents gave no details of the teaching qualifications of their staff.  The reasons for this are unknown but could indicate that, in some cases at least, teaching staff were not formally qualified.  Four of the 35 respondents to the question at the Liverpool workshop identified staff qualified by experience only.

3.2.5 TS providers place a high premium on experience and in-depth knowledge of particular groups. Qualitative evidence suggests they value teachers with a wider awareness of, and sensitivity towards, learners’ needs, aspirations and context.

3.2.6 TS providers use ‘home grown’ teachers. Thirty three per cent of the respondents used teachers who had come through an internal progression route, including from amongst learners or volunteers.  

3.2.7 Most TS providers offer/arrange some form of CPD for their teaching staff.  Ninety four per cent of respondents affirmed their support for staff access to CPD and this level of engagement was reflected in focus group and interview responses.  

3.2.8 The range of CPD opportunities is considerable.  Most TS providers reported offering internal training and resourcing external training.  Observations and access to materials were common, while involvement in appraisal processes and professional networks was also widespread.  Mentoring was relatively less significant but nonetheless still featured in half the responses.  The lower incidence of peer review aligns with the wider picture for TS employers and could be a consequence of their smaller scale.  Opportunities for secondment were also scarce. 

3.2.9 CPD opportunities are funded through various means.  Amongst the respondents, training budgets were the most common but several described these as very small. 

3.2.10 Many TS providers have staff who are either training or planning to train for the new qualifications.  Nearly a third of the respondents had teachers studying for PTLLS (Preparing to Teach in the Lifelong Learning Sector), two had staff undertaking CTLLS (Certificate in Teaching in the Lifelong Learning Sector), and two DTLLS (Diploma in Teaching in the Lifelong Learning Sector). Respondents also reported staff taking other qualifications. PTLLS courses are already being adapted to meet the needs of TS practitioners

3.2.11 The vast majority of TS providers have systems in place for collecting information about their staff.  Seventy five per cent of respondents had systems covering at least 10 data categories, including qualification levels and CPD. 

3.3 
Third Sector teaching role

3.3.1 
Many TS providers think teachers in the sector have distinctive roles and attributes.  Amongst respondents and interviewees, these were associated with the needs of TS learners and the resulting teacher/learner relationship. The latter was characterised as more ‘holistic’, taking account of the learners’ wider environment, constraints and aspirations. In turn, TS practitioners were seen as requiring different skills and knowledge in order to work in more interactive, participative and responsive ways. Much of this was framed by the particularities of the TS context and how these affected not just what TS teachers do, but when and how they do it.

3.3.2 
Most TS provision appears to be directed towards particular learners, notably those who are more marginalised or ‘hard to reach’. Sixty six per cent of respondents targeted certain groups, most commonly (30 per cent) those with learning disabilities and mental health issues.  Other key constituencies were unemployed people, lone parents, black and ethnic minority communities, young people not in education, employment or training (NEETs), homeless people and refugees.  Many worked with more than one group 

3.3.3 
The curriculum offer is diverse.  A substantial majority of respondents covered more than one subject area, 49 per cent of whom offered up to five, and 38 per cent between five and ten.  The main areas were literacy and numeracy, ICT, administration, community development, organisational skills (leadership and management and trustee training) and social care skills.  This profile reflects some of the key skills gaps identified by TS employers
3.3.4 
Teaching and learning
 is part of a wider mixture of organisational activity for most TS providers and often accounts for a relatively small amount of their work (which is not necessarily equivalent to significance).  Sixty six per cent of respondents recorded less than 25 per cent, and 20 per cent was most common.  Focus group assessments were similar.  Participants described teaching and learning as a small and variable proportion of the work of their organisations.

3.3.5 The TS teaching and learning context is characterised by the diversity of the other work that also take place. For example, the research uncovered social enterprise development, social care, welfare advice, benefits and employment issues, beauty therapy, plastering and construction, counselling, fundraising, community safety, environmental services, supported accommodation, and early years care.  

3.3.6 The majority of TS providers are relatively small-scale (which accords with the wider TS profile).  Sixty five per cent of respondents employed ten or less full-time teachers, and 45 per cent five or less; 68 per cent employed ten or less part-time teachers, and 39 per cent five or less.

3.3.7 
TS providers tend to draw on their existing staff for delivery.  Respondents and focus group participants used their full and part time staff and generally did not ‘buy in’ expertise or capacity through fixed-term contracts, agencies or consultants. 

3.3.8 
The vast majority have staff performing other roles to support learning within their organisations. Amongst the respondents, the most common additional roles were mentoring, outreach and development work, and assessing.  

3.4      Cost implications

3.4.1 
TS providers access a wide range of funding to support delivery.  Thirty five per cent of respondents used more than one source, and of the organisations that classified themselves as voluntary and community sector, 50 per cent relied on multiple funding streams. These complex arrangements reportedly left insufficient margins to absorb significant additional costs.

3.4.2 As a consequence, the most frequently identified areas of concern regarding the QTLS reforms related to costs and funding. Resources to cover training fees or delivery costs, registration fees (once the current subsidy finishes), CPD costs, backfill costs for staff released for training, and the opportunity costs of lost service delivery and other income generating activity were all mentioned.

3.4.3 Different fees for PTLLS courses are proliferating. Those uncovered by the research ranged from entirely free programmes to fees of £300 per person.  The market is likely to become more complex and variable over time. There is some evidence that providers are finding it difficult to estimate the likely financial implications of their compliance. Only 40 per cent of survey respondents offered an estimate of the possible additional costs for 2007/08, and 45 per cent for 2008/09. Answers varied considerably from under £1,000 to £338,000. Figures calculated for the research suggest the overall cost for three years of taking an unqualified new teacher through to DTLLS, including IfL registration, CPD and opportunity costs, would be around £5,400. The total from the same calculation for CTLLS was just under £3,400.

3.4.4 There is little alignment between the teacher Qualification Framework and the requirements for Train to Gain service funding.  This could be a potential mainstream source for TS providers seeking support with implementation costs.

3.5    
Issues and barriers to implementation
3.5.1
TS providers are concerned about an anticipated contraction in the range of  experience and backgrounds from which TS teachers are drawn, and in particular, the loss of staff and volunteers from more excluded groups.  Respondents and interviewees feared they (or TS providers generally) would become less effective at meeting the needs of more disadvantaged learners - their niche contribution.

3.5.2 
Loss of flexibility, creativity and learner-centred approaches are also key issues.  There was a common concern amongst respondents, focus group participants and interviewees that the reforms would result in standardised and inappropriate provision for some ‘hard to reach’ learners.

3.5.3 There is some confusion and misunderstanding about the impact of the QTLS reforms on volunteers. Respondents feared volunteers might be deterred from involvement by a perceived necessity to obtain qualifications.

3.5.4 A loss of good, experienced staff is widely anticipated. Respondents and interviewees attributed this to several reasons: a refusal by established practitioners to take the qualifications, particularly if they deliver small amounts of teaching; insufficient funding to pay higher fees for qualified staff; and a possible migration of QTLS TS teachers to FE colleges.

3.5.5
The new qualifications have triggered a cluster of issues for TS providers, several of which hinge on the question of progression.  Respondents, focus group participants and interviewees noted the absence of earlier steps to Level 3 within the Teacher Qualification Framework. Another issue was the gap between the two PTTLS levels (Levels 3 and 4). Respondents saw this as too substantial for some practitioners and therefore a possible impediment. Organisations reported feeling insufficiently informed to advise and guide their staff about the best options for them, for example, on the appropriate PTTLS level or indeed whether the qualification was necessary at all. They registered a need to ensure qualified and experienced staff are not required to do PTLLS unnecessarily. Some PTLLS delivered by FE colleges was viewed as less relevant to TS practitioners. The prescribed five years for completion of both DTLLS and CTLLS was also identified as a potential problem.
3.5.6
Cost is perhaps the major barrier facing TS providers in implementing the QTLS reforms (see above). The second, or possibly equally significant, issue raised by the research is time.  Respondents, focus group participants, and interviewees all referred to the time implications of undertaking training, CPD, initial assessments, information, advice and guidance (IAG), and Accreditation of Prior Experiential Learning (APEL).

3.5.7 
The absence of current, accurate, accessible, TS-specific information is a key problem. Qualitative evidence suggest this is a cause of concern for some providers and that addressing it would help allay a range of fears and misunderstandings. It would also help TS providers respond accurately and effectively to the reforms. 
3.5.8 
There is a perception amongst some TS providers and practitioners that the sector has not been sufficiently ‘on the radar’ in LLUK and IfL. This is countered to an extent by various important initiatives from both organisations. 

 3.6
The research also set out to uncover the actual and perceived benefits of the QTLS reforms to TS providers and practitioners. These are summarised and set out below.

3.6.1 
Although PTTLS is relatively new, the research elicited positive feedback from staff who had enjoyed the experience and from providers who reported improvements in provision. Increased practitioner confidence, self-esteem, versatility and skills were widely noted outcomes from PTLLS programmes.  

3.6.2 
Some providers and teachers see the QTLS reforms as a way of delivering a higher quality service to learners, leading to greater job satisfaction as well as wider benefits for learners and the sector.

3.6.3 
The experience of training with others was noted more than once as a source of peer support and learning, and enjoyment.

3.6.4 
Other reported individual benefits include better knowledge, transferable skills and qualifications that improve employment chances and career progression. 

3.6.5 
CPD was welcomed, in principle.  Many reported that teachers should keep their teaching skills and knowledge up to date.

3.6.6 
Organisational benefits uncovered by the research include better trained and qualified staff, enhanced quality of delivery, and improved Ofsted inspection grades.  Several respondents saw the new qualifications as enabling them to fulfil funding requirements and to meet LSC contract outputs.

3.6.7 
Wider benefits of value to the TS as a whole included parity of esteem with other non-TS providers, an improved perception of TS delivery amongst learners, funders, partners, and other stakeholders, and better prospects of gaining contracts and joining partnerships.

“Well deserved recognition as a key player in lifelong learning industry”.

4.0 
Recommendations

The recommendations have been grouped under four themes: communication; the QTLS reforms; supporting practice; and further research.

Communication

1.
There is an immediate need to address levels of confusion, concern and misunderstanding amongst some TS providers.  It is recommended that LLUK, IfL and LSC work with TS partners (both infrastructure bodies, networks and providers) to ensure clear, accurate, TS-specific briefing materials are produced and circulated.

2. 
Allied to this, it is recommended that messages to the TS offer realistic guidance about necessary levels of investment (financial, time and staff) for QTLS compliance.  It is suggested these might usefully include emerging findings about the benefits experienced by TS PTLLS participants.  This might help offset some negativity uncovered during the research around a sense of compulsion, locating the rationale for engagement instead - at least partly - in better delivery for learners and increased confidence and satisfaction amongst practitioners.  

3. 
External stakeholders are urged to scrutinise their communication and consultation strategies to ensure they include effective links with key TS networks and bodies. Future initiatives should also recognise the importance of working with the TS and respond accordingly.  It is suggested that, as far as possible, key stakeholders design future communication and consultation processes in accordance with national Compact principles and the associated Good Practice Code relating to Consultation and Policy Appraisal.

QTLS reforms

4. 
LLUK, in consultation with other key stakeholders – including TS PTLLS providers – is urged to review the Teacher Qualification Framework in relation to the TS, taking account of emerging ‘TS friendly’ adaptations, attitudes to CTLLS and DTLLS, and the proposal (arising from this research) for a pre-PTLLS progression route. A review would be an opportunity to track emerging developments in delivery, for example, blended learning approaches, and to address the key issue of funding for sustained TS engagement. For example, it could incorporate an investigation by LLUK, Standards Verification UK (SVUK), LSC and other key stakeholders, of the potential to align PTLLS, and the proposed pre-PTLLS, with funding opportunities through the Foundation Learning Tier and Train to Gain.  

5. 
It is recommended that LLUK, SVUK and other key stakeholders – including TS providers – build on emerging good practice and develop more flexible, modularised delivery models (including the possibility of Credit Accumulation and Transfer), as a means of diversifying and widening potential routes into the profession, taking account of barriers such as competing professional demands (experienced by many TS teachers), and other access issues such as dependant care responsibilities.

6. 
Linked to this, it is recommended that SVUK explores the possibility of greater flexibility around the five year limit on CTLLS and DTLLS (perhaps framed by specific criteria), to take account of more incremental ITT routes and the difficulties some practitioners experience in securing placements.  

7. 
In support of this, the CETTs are encouraged to engage more pro-actively with TS providers in their areas, building on emerging good practice, and recognising TS interests across the range of Learning and Skills provision.

Supporting practice

8. 
There could be scope to further develop the capacity-building role currently played by non-TS bodies (such as local authorities) and TS intermediaries such as consortia, networks and substantial providers. Emerging evidence suggests they already function as an important, identifiable point of information and source of PTLLS, CPD and advice and guidance.  Further consultation with these bodies is recommended to determine whether and how their role might be consolidated to meet other rising needs, for example, better IAG and help with finding ‘value for money’ PTLLS training.  

9. 
Linked to this, it is recommended that LLUK, IfL and LSC consider strategies for resourcing awareness raising and support activities for TS providers. This might include specific, targeted initiatives and/or consolidating existing opportunities, for example, through consortia or the Third Sector Peer Coaching programme. It is suggested this includes some funding for materials to help providers with rising issues, for example, initial assessment, APEL, CPD management, and evaluation as part of professional formation.

10. 
It is recommended that TS consortia, networks and more substantial TS providers explore collaborative ways of delivering PTLLS (and possibly CTLLS) and CPD opportunities in order to simplify the professional environment, increase opportunities to share practice, and secure economies of scale. 

11. 
It is recommended that local authority support for sub-contracted TS providers and their compliance with QTLS is encouraged through the circulation of existing good practice examples. These arrangements will be particularly important in those areas without TS consortia or suitable networks, or where those arrangements lack the capacity to take on the role. Local authority/TS partnerships of this nature have the advantage of relative stability when compared with the funding uncertainties of even the most established consortia

Further research

12.
In view of the importance of Skills for Life as an area of provision for TS providers, and its wider policy significance, focused enquiries into the levels of delivery by unqualified TS staff might be fruitful. Similarly, the relatively low levels of peer support within the TS could be a second area for further research. It is suggested the primary intention in both cases should be to support practice through the development of useful resources and a better understanding of ‘what works’.

13. 
In order to ensure the QTLS reforms do not inadvertently disadvantage any particular practitioners or groups of providers (and therefore, learners), it is recommended that the LSC, with key stakeholders – including appropriate TS providers and practitioners – assesses the impact of implementation against the commitments in the LSC’s Equality and Diversity Strategy, and that judgements about QTLS effectiveness include the Strategy’s success criteria.

14. 
LLUK is encouraged to examine common and complementary findings from its research projects focusing on QTLS implementation, and to consider how these might be used for maximum cross-sectoral benefit.

� HM Treasury (2005), Exploring the Role of the Third Sector in Public Service, Delivery and Reform, HM Treasury


� ‘Teaching and learning’ was defined in the survey questionnaire as meaning “any training activity you carry out for individuals or groups who are not part of your work force”.  Staff development and training was explored through a separate set of questions.





