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Addressing the Professional Standards for Teachers and Trainers, this bestselling textbook
helpfully balances theory and practice, introducing key theories and concepts relating to
learning and assessment as well as providing practical advice on teaching.Extensively revised
and updated to reflect the current educational policy environment, this textbook for teaching
provides thorough and extensive coverage of the topics for higher-level awards in Education and
Training. The textbook provides a logical progression through the essential aspects of teaching,
such as planning and assessment; it considers key related areas including teacher
professionalism, equality and diversity, and mentoring and coaching; and it presents this
invaluable guidance in an accessible and readable format.In outlining the challenges,
opportunities, and debates in and around lifelong learning, the editors and contributing authors
draw on their extensive teaching experience, as well as offering an evidence-based approach
with a wide range of research. Teaching in Lifelong Learning: A Guide to Theory and Practice is
core reading for those teaching or preparing to teach in further, higher and community education
as well as in public sector contexts and in private training organisations, including those studying
for CertEd/PGCE and related awards, such as the Level 4 Certificate and Level 5 Diploma in
Education and Training.'Teacher education in FE continues to be an important and unresolved
issue, and this book is a great asset in supporting individuals in understanding and developing
their practices. With a focus on developing critical, inquiring practitioners, the text reads like an
experienced mentor sharing pointers, questions, and useful readings over a collegial cup of
coffee'. Dr Tim Herrick, Senior University Teacher, University of Sheffield, UK
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NetworkJiscformerly the Joint Information Systems Committee [simply ‘Jisc’ since 2012]JISC
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Development Agency [2010–12, replaced by STA]QCFQualifications and Credit Framework
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HEA]UNESCOUnited Nations Educational, Scientific and Cultural OrganisationUTCUniversity
Technical CollegeVAKvisual, auditory, kinaestheticVETvocational education and
trainingVLEvirtual learning environmentVQvocational qualificationVRQvocational related
qualificationVTCVirtual Teacher CentreWBLwork-based learningWEAWorkers’ Educational
AssociationYCWyouth and community workYOIyoung offender institutionYPLAYoung People’s
Learning Agency [2010–12]YTSYouth Training Scheme [1983–89]Mapping the chapters to the
Professional Standards for Teachers and Trainers in Education and Training – EnglandThe
Professional Standards for Teachers and Trainers in Education and Training – England (ETF
2014) are structured within three sections (see below and Chapter 2). These sections are:
professional values and attributes; professional knowledge and understanding; and professional
skills. The mapping below indicates the chapters of most direct relevance to each section and
standard; however, the nature of teaching and learning within the Lifelong Learning Sector
means that there are many interrelationships between chapters and between different
standards. Readers are advised to think broadly about the standards so that they can identify
chapters in the book of particular value in developing their practice in relation to specific
standards.Professional standardsAs a professional teacher or trainer you should demonstrate
commitment to the following in your professional practice.Professional Values and
AttributesDevelop your own judgement of what works and does not work in Chaptersyour
teaching and trainingChapters1 Reflect on what works best in your teaching and learning to
meet the diverse needs of learners6–142 Evaluate and challenge your practice, values and
beliefs2–6, 9, 12–13, 183 Inspire, motivate and raise aspirations of learners through your
enthusiasm and knowledge4, 6–7, 9–134 Be creative and innovative in selecting and adapting
strategies to help learners to learn7–135 Value and promote social and cultural diversity, equality
of opportunity and inclusion3–4, 6–7, 166 Build positive and collaborative relationships with
colleagues and learners2, 4–6, 9–10, 15–17Professional Knowledge and
UnderstandingDevelop deep and critically informed knowledge and understanding in theory and
practice7 Maintain and update knowledge of your subject and/or vocational area3–4, 11–138
Maintain and update your knowledge of educational research to develop evidence-based



practice3–5, 7, 10, 129 Apply theoretical understanding of effective practice in teaching, learning
and assessment drawing on research and other evidence3, 7–1310 Evaluate your practice with
others and assess its impact on learning9–13, 17–1911 Manage and promote positive learner
behaviour6–7, 10–11, 13, 1612 Understand the teaching and professional role and your
responsibilities2, 4, 16–18Professional SkillsDevelop your expertise and skills to ensure the best
outcomes for learners13 Motivate and inspire learners to promote achievement and develop
their skills to enable progression6–7, 9–13, 1614 Plan and deliver effective learning programmes
for diverse groups or individuals in a safe and inclusive environment6–13, 1615 Promote the
benefits of technology and support learners in its use10–1116 Address the mathematics and
English needs of learners and work creatively to overcome individual barriers to learning6–10,
11–1217 Enable learners to share responsibility for their own learning and assessment, setting
goals that stretch and challenge7–12, 1318 Apply appropriate and fair methods of assessment
and provide constructive and timely feedback to support progression and achievement6–7, 10,
1219 Maintain and update your teaching and training expertise and vocational skills through
collaboration with employers9, 10–13, 1920 Contribute to organizational development and
quality improvement through collaboration with others14–15, 16–18Initial Guidance for Users of
the Professional Standards and a Workbook for Self-Development Using the 2014 Professional
Standards, which provide further information regarding the purposes and use of the standards,
can be found on the Education & Training Foundation website at .About the editorsJames Avis is
Professor of Post-Compulsory Education and Training in the School of Education and
Professional Development at the University of Huddersfield. He has a longstanding interest in
education and lifelong learning, which is reflected in his extensive publication record.Roy Fisher
is Professor of Education in the School of Education and Professional Development at the
University of Huddersfield. A member of the editorial board of the Journal of Vocational
Education and Training, his work has been widely published.Ron Thompson is a Principal
Research Fellow in the School of Education and Professional Development at the University of
Huddersfield. His research interests include the education of marginalized young people and
teacher education. He is co-author of the books Education, Work and Social Change and NEET
Young People and Training for Work.PART 1Introduction to lifelong learning1Introduction to the
Lifelong Learning SectorRoy Fisher, Robin Simmons and Ron ThompsonIn this chapter•
Education, the market and globalization• Reform and the LLS• Development of the LLS•
Autonomous learning• Further education• Local authorities• Lifelong learning in the public
services• Private training providers• Higher education• Some key institutions• The need for
perspective• End of chapter reflectionsThis chapter provides a contextual overview of the
Lifelong Learning Sector (LLS), discussing the background to, and the current situation in, this
diverse sector of education.Education, the market and globalizationEducational institutions exist
in wider economic and political systems, which both facilitate and limit the ways in which they
respond to individual and societal needs. Throughout the modern era, education has been seen
as a process with huge potential to transform lives and to build positive futures, and this vision of



education as an engine of progressive social change has been adopted by ideologies across
the political spectrum. There has, however, been recognition that the progressive potential of
education is circumscribed. Indeed, a number of authors have argued that education is a vehicle
for the reproduction of social and economic structures, rather than for social mobility. For
example, Bourdieu (1974: 32) suggested that ‘It is probably cultural inertia which still makes us
see education in terms of the ideology of the school as a liberating force . . . even when the
indications tend to be that it is in fact one of the most effective means of perpetuating the
existing social pattern.’ Bowles and Gintis (1976: 265) expressed this more starkly: ‘The
education system . . . neither adds to nor subtracts from the degree of inequality and repression
originating in the economic sphere. Rather, it reproduces and legitimates a pre-existing pattern
in the process of training and stratifying the workforce.’In other analyses, education has been
seen as perpetuating repressive political structures. Louis Althusser (1918–90), in ‘Ideology and
ideological state apparatuses’ (1971), outlined his model of how ‘Ideological State Apparatuses’
and ‘Repressive State Apparatuses’ contrive to cement capitalistic power relations. He stated: ‘I
believe that the ideological State apparatus which has been installed in the dominant position in
mature capitalist social formations . . . is the educational ideological apparatus’ (Althusser 1971:
144–5).The determinism of Althusser or Bowles and Gintis was at odds with later postmodern
conceptions of a relatively fluid and unpredictable social world. Jean-François Lyotard (1924–
98), in The Postmodern Condition (1984), contended that modernist science employed grand
narratives (or ‘metanarratives’) as a means of legitimating scientific knowledge (see Chapter 8).
The positioning of science as the key to progress means the state can control education in the
name of freedom and economic development. This displaces the traditional role of the
universities and applies particularly to the field of teacher education and training which, in the
UK, is now heavily regulated and increasingly located in schools and colleges.The later decades
of the twentieth century were said to witness not only the collapse of the ‘socialist bloc’
countries, but a concomitant triumph of neo-liberal capitalism (Fukuyama 1992). This claim is
now recognized as premature, but capitalist economies have grown in power and influence, and
large corporations have become internationalized. The globalization of industries and
technology is accompanied by the globalization of culture, both through media conglomerates
and the power of certain cultural forms – such as cinema, popular music and ‘cybercultures’. The
largely unanticipated international economic crisis of 2008–9, though deep, did not threaten
capitalism as a system, and neo-liberalism remains largely unchallenged as the mainstream way
of thinking about economic and social issues, including education.The term ‘globalization’ is
now commonly used to describe a process of transition towards global markets and the
increasing power of large multinational corporations; a decline in the importance of geographical
and national boundaries and greater connectivity between people arising from developments in
technology; an exponential increase in global economic and cultural flows; and a compression of
time and space across the planet. Undoubtedly, certain features of life in the developed world
are objectively different to the way they were in the recent past, and in addition many people feel



differently about their relationship with the rest of the globe. However, as Lauder et al. (2006: 31)
point out, for some writers ‘globalization is primarily an “ideological” construct that is being
promulgated to support a neo-liberal agenda’. This ideological dimension is increasingly
apparent in debates about education. Our only defence against global economic forces, it is
argued, lies in providing the ‘right kind’ of education and training.The globalization of markets
and relations has had direct consequences for education. These include its increasing
commodification, through which learning has come to be regarded as a product to be sold and
purchased, with students positioned as consumers. The curriculum has been co-opted as a
vehicle of ‘economic progress’, with largely unchallenged assumptions about its purpose as a
means of producing efficient and pliable workers. While UK higher education (HE) has
expanded through policies aimed at ‘widening participation’ to enhance economic
competitiveness and social inclusion, this has been in the context of a rhetoric of marketization
and individualism.Neo-liberalism consists of a set of core assumptions, including a belief that
economic success depends on allowing individuals to pursue their own interests, and that the
operation of a competitive ‘free market’ will lead to superior economic outcomes. At the same
time, free-market approaches are not envisaged as arising of their own accord – individualized,
competitive and market-driven policies are enacted by the state in order to create the ‘right’
environment. In addition, although neo-liberalism acknowledges that the least successful in
society should be supported, this must be with the minimum of state intervention and at a level
that provides an incentive for the individual to do better (see Lauder et al. 2006: 25–8). Although
neo-liberalism has attained the status of orthodoxy in the UK and many other countries, its
effectiveness in creating social justice is questionable.In post-school education, neo-liberalism
and globalization have led to a system which has been shaped by processes which Ritzer
(2008) has called ‘McDonaldization’. The largely vocational nature of the further education (FE)
system means that the impact of these trends is amplified in colleges and the Lifelong Learning
Sector (LLS). Such processes have been documented in the work of Apple (2006), Brookfield
(2005) and Avis (2009a), among others. For studies focusing on British developments, see Ball
(2017) and Fisher and Simmons (2012). Teachers have found their work more scrutinized and
regulated, with an associated negative impact on their autonomy leading to a crisis about their
professional identity and status.Reform and the Lifelong Learning Sector (LLS)Turbulent change
within lifelong learning has affected teacher education, and teaching and learning more
generally. Much of this arose from the broader agenda of successive New Labour governments
and continued following the formation of the Coalition Government in 2010, through to the
subsequent Conservative governments. This is consistent with the assumptions of a ‘political
era’ dating back (at least) to the late 1970s and based on neo-liberal conceptions of education.
The New Labour consultation document Equipping Our Teachers for the Future, opened with:
‘The post-16 learning and skills sector is pivotal to our aim of bringing social justice and
economic prosperity to everyone’ (DfES 2004: 3), and related proposals for a ‘step-change’ in
initial teacher education to Success for All (DfES 2002a, 2002b), the New Labour Government’s



overarching agenda for reform in what was then being called the ‘Learning and Skills
Sector’ (LSS).The New Labour ‘agenda for reform’ took up the theme of education as a key
element in economic competitiveness and social inclusion, setting out perceived inadequacies
that needed to be addressed if the UK was to prosper. It drew attention to underfunding and
excessive bureaucracy, as well as variability of standards based on a neglect of pedagogy:
‘While there is some excellent quality provision, this coexists with too much poor provision.
Across the system as a whole, insufficient attention has been given to improving teaching,
training and learning . . . For too long, further education and training has been the forgotten
sector in education’ (DfES 2002b: 10). To redress this neglect of teaching and learning, two of
the four elements of the reform agenda set out in Success for All were concerned with pedagogy
and the professional development of teachers: ‘putting teaching and learning at the heart of what
we do’ and ‘developing the leaders, teachers, trainers of the future’ (DfES 2002b: 5). Teacher
education was at the heart of New Labour policy for the LLS.New Labour reforms had been
accompanied by increasing central control and the imposition of uniform approaches to teacher
education (Simmons and Thompson 2007). May 2010, however, saw the formation of a
Conservative/Liberal Democrat Coalition Government. Streamlining, simplification and
deregulation became policy watchwords. Skills for Sustainable Growth (BIS 2010a) and
Investing in Skills for Sustainable Growth (BIS 2010b) spoke of reducing bureaucracy and
‘freeing up’ colleges and other training institutions. In December 2011, New Challenges, New
Chances (BIS 2011a) outlined the reform plan for ‘FE and the skills system’. In January 2012,
the Coalition Government commissioned Lord Lingfield to conduct an Independent Review of
Professionalism in Further Education. Lingfield’s final report (BIS 2012a) welcomed the already
proposed (BIS 2012b) creation of ‘The FE Guild’, as well as advocating the introduction of an
‘FE Covenant’. The prospectus for the FE Guild (BIS 2012c: 6) stated that:the FE sector is now
moving into a new era, where there is a fundamentally different relationship with government.
Our radical reform programme is freeing colleges from central government control and putting
responsibility firmly on the shoulders of colleges themselves. This requires a change in thinking,
where colleges will no longer look to central government for detailed steers or permissions. We
now want to see the FE sector build on and increase its innovation, responsiveness and its high-
quality offer to students and employers.The proposed FE Guild would have its title changed to
the Education and Training Foundation (ETF), to be known as ‘The Foundation’, before it
officially came into being when launched in August 2013.Development of the LLSThe broad field
of what was, until relatively recently, known as post-compulsory education and training (PCET)
in England has been notable for its complexity, and this has been reflected in the various ‘labels’
placed on it. Understanding the term ‘PCET’ as referring to post-16 formal learning is less
appropriate following the Education and Skills Act 2008, which requires young people in
England to remain engaged with education or training until the end of the academic year when
they reach 18 (this was the seventeenth birthday until 2015). This engagement can include
apprenticeships, or part-time study if employed or volunteering for more than 20 hours a week.



The Further Education National Training Organization (FENTO) had, when abolished in 2005,
begun to employ the term ‘learning and skills sector’, and this is still sometimes used. The
establishment of Lifelong Learning UK (LLUK) in 2005 as the Sector Skills Council seemed to
signify that the term ‘lifelong learning’ had arrived, and this was cemented when LLUK used it in
relation to the professional standards which it published in 2007. Early publications from the
2010 Coalition Government, however, indicated that ‘further education and skills system’ (or
sometimes ‘sector’) was to be favoured. In July 2016, the then Conservative Government moved
responsibility for FE, skills and apprenticeships, and HE from the Department for Business,
Innovation and Skills (BIS) to the Department for Education (DfE), and the DfE were still referring
to ‘further education and skills’ in 2018. Notwithstanding this, as suggested by the title of this
book, our preference remains with lifelong learning as the term that most effectively captures the
field in all its diversity, and which is most likely to withstand the vicissitudes of policymakers in
relation to what has remained a highly instable context.Numerous types of provider offer diverse
opportunities to people beyond the age of compulsory schooling, including school sixth forms,
sixth-form colleges, FE colleges, universities and adult education services. Specialist colleges
cater for subjects such as art and design, performing arts and land-based studies. In 2010, the
first university technical college (UTC), serving 14–19-year-olds, opened. More UTCs quickly
followed, with the number reaching almost 50; however, the enthusiasm for UTCs appeared to
wane, and eight of these new institutions closed between 2015 and 2017 owing to poor levels of
recruitment. Other colleges serve learners with special needs or adult learners. Further diversity
has been promoted through encouraging private companies to enter the marketplace. This
landscape is governed by what has been a network of rapidly changing regulatory bodies.A
large proportion of non-advanced vocational provision takes place in FE colleges. Foster (2005:
58) points out that FE has been the poor relation of English education – ‘the neglected middle
child between universities and schools’. Historically, there has been little central guidance, and
funding has been inadequate. Many FE institutions trace their roots to the mechanics’ institutes
of the mid-nineteenth century (Walker 2017) and most were established under the laissez-faire
spirit that then characterized the English approach to education. Until the late nineteenth
century, the majority of the population was without formal education (Pratt 2000).In response to
economic competition, the last quarter of the nineteenth and the early years of the twentieth
centuries saw a burst of activity that encouraged the growth of technical and commercial post-
school education. It was not until the 1944 Education Act that education beyond school received
more attention, and a statutory duty was placed on local education authorities (LEAs) to provide
‘adequate facilities’ for what then became known officially as ‘further education’ in England. The
duty placed on LEAs was, however, open to interpretation, and there was variation in provision.
For an account of the development of English FE after World War II, see Richardson
(2007).Following the 1944 Education Act, LEAs were given responsibility for the ‘general
educational character’ of colleges. How this responsibility was discharged depended on the
‘local ecology’ (Waitt 1980: 402). Provision was influenced by local communities and labour



markets, and was also shaped by personalities, politics and culture. This affected the level of
commitment towards FE within each authority – some LEAs created extensive provision, while
others did not (Lucas 2004).LEAs dominated the educational landscape for over 40 years after
World War II. Since the 1980s there has been a reversal of this process; local authorities (LAs)
have become disempowered and their role in planning education reduced (Ainley 2001). From
the early 1980s, a series of reports criticized the management, organization and culture of LAs.
Official discourse came to characterize LEAs as pedestrian, unresponsive and divorced from
the ‘real world’. Subsequently, the White Paper Education and Training for the 21st Century
(DES 1991) portrayed the sector as in need of reform. Following this, the 1992 Further and
Higher Education Act removed FE, specialist and sixth-form colleges from LA control, recreating
them as self-governing institutions directly accountable to the state. This was generally regarded
as ‘freeing’ colleges from bureaucracy (a theme which would have renewed resonance after the
Coalition Government formed in 2010).The effective end of LEA control of FE in the early 1990s
should be understood in the context of a belief that the use of market mechanisms is the most
effective way to raise standards and reduce costs. From the 1980s onwards, successive
governments had viewed public sector organization as inefficient and unfairly protected from
competition (Kessler and Bayliss 1998). Even before their 1997 election victory, New Labour
placed ‘education, education, education’ at the heart of their policies as this was seen as the key
to success in the global marketplace. A successful economy would contribute towards social
justice, prosperity and well-being for all (Allen and Ainley 2007; Avis 2009a). In the context of
‘lifelong learning’, individuals would be required to continuously reinvent, ‘re-skill’ and ‘up-skill’
themselves. For Brine (2006: 652), this discourse places workers in a ‘state of constant
becoming’: a readiness to retrain for whatever employment becomes available.Since the advent
of the New Labour Government in 1997, policy towards lifelong learning has strongly
emphasized its economic function (BIS 2010a, 2010b, 2011a; Foster 2005; Leitch Review of
Skills 2006). This is not to argue that the role of lifelong learning and FE in facilitating social
inclusion and social mobility has been unrecognized; the Coalition Government certainly saw its
potential in relation to its ‘Big Society’ agenda (BIS 2010a). A feature of the LLS in the late
twentieth century was the creation of a mixed economy of semi-privatized state sector
organizations alongside a plethora of state-subsidized private sector providers (Ainley 2001).
Institutions formerly having a public service ethos were expected to behave like private
businesses: performance indicators were set; funding was tied to targets, and managerialism
was commonplace (Coffield 2006). Education is now regarded as a commodity that can be
provided cheaply and efficiently by organizations imbued with an ideology of enterprise (Allen
and Ainley 2007). Nevertheless, Keep (2006) has described the regulatory systems governing
education and training in England as being the most complex and centrally controlled in the
world, and Coffield (2006) pointed to a growing accountability framework.The LLS is now
characterized by commercialized public-sector institutions in a quasi-marketplace where private
companies receive funding to deliver accredited courses. Learning takes place, not only inside



the traditional structures of the education system but, increasingly, in an eclectic range of
settings (Jarvis 2004).While the term ‘lifelong learning’ is commonplace, the concept is not a
straightforward one. It can be understood as a process through which the individual continues to
engage in education and/or training throughout the life course. Orr (2008) argued that, according
to the then New Labour Government, all social formations – but especially education – must
conform to the economic stringencies of globalization. Individuals are expected to take
responsibility for their learning which can be undertaken in a variety of contexts. The expression
‘lifelong learning’ is often used to encompass learning that takes place in settings beyond the
education system (Jarvis 2004). Below is a consideration of autonomous learning, followed by
sections which provide an overview of some of the main components of the ‘system’ of lifelong
learning.Between September 2015 and March 2017, some 33 ‘area reviews’ of post-16
education and training (mostly FE colleges and sixth-form colleges) were conducted as part of a
process of rationalization and restructuring, and this led to a significant number of mergers
(Burke 2017).Autonomous learningDiscussion of autonomous learning often concerns relatively
independent or self-directed learning that takes place within educational institutions. The
development of learner autonomy is sometimes seen as a positive consequence of student-
centredness. There is, however, a more fundamental form. Learning in all parts of an individual’s
life course is essentially an unbounded activity, one which frequently takes place beyond
institutions – this is especially the case in the twenty-first century where information technologies
enable individuals and groups to freely access existing (and create new) knowledge. The idea of
the ‘autodidact’ as a relatively solitary figure within a public library is being replaced with that of
an active participant in cyber-based community dialogue (Fisher and Fisher 2007). People can
(and do) learn without courses and without teachers. The future of autonomous learning is rich
with possibility, and it will have profound implications for the nature and structure of universities,
colleges and, indeed, schools – as well as for the associated regulatory institutions.Further
educationFE colleges represent the largest institutional component within the LLS: during 2017–
18, FE was serving over two million students, with 313,000 people on apprenticeship provision
in colleges. According to the Association of Colleges (AoC 2013), as at January 2013 there were
219 general FE colleges and 94 sixth-form colleges in England. By November 2017, however,
this had reduced to 186 general FE colleges and 68 sixth-form colleges in England (AoC 2017).
There were 14 land-based colleges, 10 specialist designated colleges, and 2 art, design and
performing arts colleges. Much of this reduction in the number of institutions was a consequence
of the ‘area review’ process referred to above.For almost 50 years after the end of World War II,
the majority of FE colleges were under LEA control. General FE colleges vary in size; following
mergers, the largest have over 50,000 students. Most FE colleges have strong links with
industry, and a tradition of teaching the theory and practice of skills used in everyday
occupations; as Ainley and Bailey (1997) point out, their work has focused on vocational
learning. General FE colleges, however, usually offer a broad curriculum attracting a diverse
profile of students. Typically, this includes basic skills and courses for those with special



educational needs; English for speakers of other languages (ESOL); and work-based learning
for people following apprenticeships. Provision for international students in FE, certainly relative
to that for those in HE, remains proportionally low – in 2013–14, colleges made provision for just
41,500 international students (see Fisher and Saunders 2017 for a discussion of associated
issues).Notwithstanding the vocational orientation of FE colleges, traditional academic subjects
have a significant place in their provision. Many students in FE undertake degree-level courses,
including professional qualifications. Increasingly, foundation degrees – work-related HE
qualifications designed in conjunction with employers – are offered. These cover a range of
occupational areas. In combining academic and work-based learning, foundation degrees can
be seen as similar to the established higher national certificate (HNC) and diploma (HND)
courses. Some larger general FE colleges with substantial HE provision are now designated as
‘further and higher education colleges’, sometimes referred to as ‘mixed economy colleges’.
Many colleges now designate part of their campus as a ‘university centre’, creating a specific
‘zone’ and focus for their HE provision.General FE colleges are complex organizations serving
fragmented and diverse interests, and it is difficult to describe a ‘typical’ general college (Ainley
and Bailey 1997; Hyland and Merrill 2003). The other institutions that comprise FE are more
easily defined as they concentrate mainly on particular groups of learners or subjects.
Traditionally, sixth-form colleges were regarded as part of the school sector. To the surprise of
many, alongside other colleges, they were removed from LA control following the 1992 Further
and Higher Education Act and reclassified as part of FE. To a large extent, sixth-form colleges
remained distinct from other FE institutions, mainly due to their academic curriculum and the
relative social advantage of their intake (Foster 2005). The Apprenticeships, Skills, Children and
Learning Act 2009 amended the Further and Higher Education Act 1992 to create a new, legally
distinct sixth-form college corporation sector. Sixth-form colleges focus mainly on courses that
prepare students for entry to HE, and the prevailing ethos is one of examination success. By
2018, a substantial number of sixth-form colleges were seeking to convert to academy
status.There is a small number of adult residential colleges with a tradition of providing
opportunities for adults unable to take advantage of education earlier in their lives – these
include Northern College (near Barnsley) and Ruskin College in Oxford. Their provision ranges
from short introductory courses through to HE, and they tend to specialize in trade union studies
and community regeneration. Coleg Harlech, which had provided such provision in Wales from
1927, closed in 2018.Local authoritiesThe Further and Higher Education Act of 1992 ended an
era of LA control for FE. Although losing responsibility for the majority of the education and
training system in the early 1990s, LAs retained involvement at its margins – for example,
providing non-vocational adult education classes. Indeed, a role in FE funding briefly returned to
LAs in 2010 before the responsibility was shifted to the Young People’s Learning Agency
(YPLA), which was launched in April 2010 and closed on 31 March 2012 to be replaced by the
Education Funding Agency (EFA). The EFA was itself superseded by the Education and Skills
Funding Agency (ESFA) in April 2017.There has been a strong trend towards the creation of



directly funded academies, currently most primary schools remain under the aegis of local
authorities, while by 2017 more than 60 per cent of secondary schools had converted to
academy status, 36 per cent of these within a multi-academy trust (MAT) (DFE 2017a). Some
LAs provide education for adults, with classes often taking place on school premises in the
evening. Nowadays, these courses are usually certificated – for example, by the National Open
College Network (NOCN) – and they encompass a range of vocational courses in addition to
learning orientated towards leisure and general interest. The curriculum on offer can range from
information technology (IT) and business administration, to courses in car maintenance,
cookery, modern languages, flower arranging and yoga. In addition, LAs are involved in
responding to various government-led agendas through schools. For example, the ‘Family
Learning’ initiative aims to give parents and carers the opportunity to find out how their children
are taught at school, to share ideas and to develop their knowledge and skills, particularly in
areas such as literacy, numeracy and ‘healthy living’.Lifelong learning in the public
servicesPublic service organizations, such as the NHS, police, and fire and rescue services,
have a tradition of providing professional development. This includes extensive ‘in-house
training’ programmes, or can take the form of day or block release attendance at colleges or
universities and, increasingly, partnerships providing recognized qualifications. Employees are
expected to continuously update their knowledge and skills.Regional police services have
training schools that provide opportunities in a range of vocational areas for officers and support
staff. Examples include courses in IT, management, forensic science and crime detection, as
well as areas of specialist policing such as public order, firearms and driver training. There are
also courses for promotion examinations: these require officers to gain high levels of knowledge,
skill and understanding in a range of operational and strategic competencies, and to undergo a
variety of assessments. In 2012, the College of Policing was introduced as the professional body
for those working for the police service in England and Wales. Similar arrangements exist in the
fire and rescue service, the ambulance service, and other areas of the public services.Private
training providersPrivate training organizations vary in size and expertise. It is, however, possible
to identify some common characteristics. Rather than covering a range of subjects catering for a
broad cross-section of students, most private training providers focus on vocational areas such
as business, beauty and hairdressing, IT or language training. These providers also offer
courses for the unemployed, or individuals who are otherwise disadvantaged or socially
excluded – for example, provision aiming to support young people not in education, employment
or training (see Simmons and Thompson 2011).In recent years, private training organizations
have played an increasing role in the provision of lifelong learning. This was encouraged by the
New Labour White Paper Raising Skills, Improving Life Chances (DfES 2006), and new
competitive arrangements were introduced to support such providers through development and
revenue funding as well as capital incentives. The White Paper claimed this would: ‘promote
dynamism and innovation . . . where significant expansion of high-quality provision is
needed’ (DfES 2006: para. 32). This indicated a belief that involving private companies in



education and training would improve quality and responsiveness through increasing
competition. Through the Education Act 2011, the Coalition Government sought to give colleges
more freedom, including making it easier for them to set up companies or trusts and to establish
partnerships with training organizations (BIS 2011a). This took the mixed economy of private
and public lifelong learning providers a step further, blurring the boundaries between
them.Higher educationIn 2018, there were over 110 higher education institutions (HEIs) in
England holding the title of university or university college. There are about 130 such HEIs in
Britain as a whole. Although HE is normally understood to incorporate foundation degree, first
degree and postgraduate provision, its detailed structure is complex. As mentioned above, a
significant proportion of HE provision is located in FE colleges, with approximately one in ten HE
students studying through ‘college HE’.In general, HEIs offer a different culture to that found in
FE and elsewhere in the field of lifelong learning. The background to English cultural attitudes
towards the vocational was outlined long ago by Weiner (1981), and the strongest antipathies
are found within the great English universities which have for centuries held sway over the
intellectual climate. Higher education in North America lacked the legacy of medievalism, which
lingered in the ancient European universities, and was therefore more able to embrace
technocratic knowledge. The instrumental and applied nature of vocational education is at odds
with the liberal traditions of the traditional English university, and this still permeates HE.The
implicitly hierarchical division of HEIs into ‘pressure groups’ – such as the Russell Group
(founded at the Russell Hotel, London, in 1994 and currently comprising 24 research-intensive
universities), the MillionPlus Group, the University Alliance and Guild HE – underscores
differences now compounded by a performative obsession with league table positions. The so-
called ‘modern universities’ are mainly former polytechnics (redesignated as universities in
1992), which often evolved from colleges of technology. Those wishing to know more of the
history of HE in Britain should consult a specialist work such as Anderson’s (2006) British
Universities Past and Present or Whyte’s (2016) Redbrick: a Social and Architectural History of
Britain’s Civic Universities. Barnett (2003) provides a critical but accessible analysis of the
trajectory of HE from an elite to a mass system. His Imagining the University (Barnett 2013)
explores fundamental questions relating to the role of the university. Deem et al. (2007) discuss
the impact of ‘audit culture’ and managerialism on HE. There is no doubt that the move to mass
HE has changed its nature; however, the balance of negative and positive consequences is not
easily weighed. Most would agree that widening participation in HE is, on a number of levels (not
least social inclusion), part of a democratizing process.Some key institutionsThe framework of
institutions that manage and monitor British education has been in a state of flux ever since New
Labour began to implement its reforms in the late 1990s. The Coalition Government formed in
2010, and the subsequent Conservative governments continued this. The system is littered with
the remnants of superseded agencies and, for the uninitiated, baffling acronyms. We shall not
provide a comprehensive overview of all these agencies here. Readers are advised to regularly
check websites (though some are prone to ‘disappear’ with the agencies they represent) to



monitor changing names and policies; in all probability, some of the details below will have
changed when this book appears.The Department for Business, Innovation and SkillsThe New
Labour Government’s short-lived Department for Innovation, Universities and Skills (DIUS) was,
together with the Department for Children, Schools and Families (DCSF), and the Department
for Business, Enterprise and Regulatory Reform (DBERR), set up on 28 June 2007. DIUS and
DCSF effectively replaced the DfES – itself at the end of a sequence of rebrandings that can be
traced back beyond the former Ministry of Education (previously known as the Board of
Education). The three departments newly created in June 2007 had some closely related
responsibilities and, given the increasingly overlapping curriculum boundaries of schools and
FE, and of FE and HE, it was always likely that further change would follow quickly. The
Department for Business, Innovation and Skills (BIS) came into being on 6 June 2009 following
a merger of DIUS and DBERR. The dropping of ‘Universities’ from the title of the new
department was seen by some as indicative of a culture whereby education was regarded as
incontestably in the service of business. BIS has a wide portfolio of responsibilities in relation to
economic growth, but its responsibility for working with providers of FE and HE was transferred
to the Department for Education in July 2016.The Department for EducationThe Department for
Education (DfE) was established in May 2010 following the formation of the Coalition
Government. Effectively replacing DCSF, the DfE was initially responsible for state infant,
primary and secondary education, but in 2016 its remit was widened to include FE and HE. In
April 2018, the role of the National College for Teaching and Leadership (NCTL) was taken over
directly by the DfE. The NCTL had superseded The Teaching Agency (TA) in 2013, formerly the
Training and Development Agency for Schools. The NCTL had been responsible for the
recruitment, supply and initial training and development of schoolteachers, promoting high-
quality teaching and leadership in schools. It also supported the recruitment and development of
early education and childcare workers, special educational needs coordinators and education
psychologists, as well as having oversight of the conduct of schoolteachers. On 31 March 2012,
the Qualifications and Curriculum Development Agency (QCDA) had closed as part of the
government’s reforms, and its examinations administration function had also been taken over by
the NCTL, while its role in relation to National Curriculum assessments was transferred to the
Standards and Testing Agency (STA).Teaching Regulation AgencyAt the same time that DfE
took over the role of the NCTL – April 2018 – it established a body known as the Teaching
Regulation Agency specifically to deal with regulation of the profession, including schoolteacher
misconduct hearings.Ofqual: the Office of the Qualifications and Examinations RegulatorIn its
2008 launch document, Ofqual (2008: 2) proclaimed its role as:the new regulator of
qualifications, exams and tests in England. We ensure that children, young people and adult
learners get the results their work deserves, that standards are maintained and that
qualifications count now and in the future. We also make sure that the qualifications available
meet the needs of learners and employers.A major aspect of Ofqual’s operations is its
accountability directly to Parliament (not to government). Ofqual regulates by recognizing and



monitoring organizations that deliver qualifications and assessments as set out in the
Apprenticeship, Skills, Children and Learning Act (2009) and Education Act (2011). To achieve
its goals, Ofqual holds awarding bodies to account, ensuring the standardization of
qualifications. A major challenge is to enforce quality and assure the fairness of examination
marking across a large and complicated system.The Education and Skills Funding AgencyThe
Education and Skills Funding Agency (ESFA) came into being on 1 April 2017. It replaced the
Education Funding Agency (EFA) and the Skills Funding Agency (SFA), which had operated
separately, with a view to creating a more coherent service. The EFA had been established in
April 2012 to oversee revenue and capital funding for the education of learners between the
ages of 3 and 19, or 3 and 25 for those with learning difficulties and disabilities. The creation of
the EFA had brought together the roles of the YPLA and Partnerships for Schools, both of which
were dissolved in 2012. The ESFA funds academies directly, and LAs so they can pay
maintained schools. It also funds sixth forms, colleges and training providers in relation to 16–19-
year-olds, as well as for learners with learning difficulties and/or disabilities aged 19–24 who are
subject to a learning difficulty assessment. The ESFA also supports the delivery of building and
maintenance programmes for schools, academies, free schools and sixth-form colleges (ESFA
2018).In 2010, the Skills Funding Agency had succeeded the Learning and Skills Council (LSC)
which, in turn, had taken over the work of the Further Education Funding Council for England
(FEFCE) and the regional Training and Enterprise Councils (TECs). The SFA had been
concerned with funding and promoting adult FE and skills training in England (FE colleges,
independent training providers and organizations with which they and colleges sub-contract)
and this work passed to the ESFA. The financial performance of colleges is closely monitored
and cases for concern are referred to the FE Commissioner (a role established in 2013). Since
2013, there has been a notable decline in the financial well-being of many FE Colleges.Office for
Standards in Education, Children’s Services and Skills (Ofsted)Ofsted was established in 1992,
quickly attracting controversy under the leadership (from 1994 to 2000) of Chris Woodhead. Its
main function is to inspect and report on standards in education. In 2007, Ofsted merged with
the Adult Learning Inspectorate (ALI) to provide a service which inspects all post-16 government-
funded education excepting HEIs which are generally inspected by the Quality Assurance
Agency for Higher Education (QAA). Teacher education provision in HEIs, however, is subject to
Ofsted inspection. Also, from 2007, Ofsted was given responsibility for the registration and
inspection of social care services for children, and the welfare inspection of independent and
maintained boarding schools. Technically, Ofsted is a non-ministerial government department of
Her Majesty’s Chief Inspector of Schools, from whom its powers devolve. Similar functions exist
under different arrangements in Northern Ireland, Scotland and Wales.Whatever the
controversies surrounding Ofsted, it plays a major role in the education system and, many
believe, serves an important purpose. Ofsted has defined its role as follows:to raise aspirations
and contribute to the long term achievement of ambitious standards and better life chances for
service users. Their educational, economic and social well-being will in turn promote England’s



national success. To achieve this we will report fairly and truthfully; we will listen to service users
and providers; and we will communicate our findings with all who share our vision, from service
providers to policy-makers. We do not report to government ministers but directly to Parliament
(and to the Lord Chancellor about children and family courts administration). This independence
means you can rely on us for impartial information.(Ofsted 2009)In 2017, Ofsted launched a
‘Strategy 2017–22’ document (Ofsted 2017a) stating that the main principle behind the new
strategy was to be ‘a force for improvement through intelligent, responsible and focused
inspection and regulation’ declaring its intention that its work should be ‘intelligent’ (evidence-
led, with valid and reliable evaluation tools and frameworks); ‘responsible’ (seeking to reduce
inspection burdens and make our expectations and findings clear); and ‘focused’ (concentrating
time and resources on improvement).The Quality Assurance Agency for Higher Education
(QAA)Established in 1997, the QAA provides universities and colleges with an independent
service that reports on how they maintain HE standards and quality. While individual institutions
retain responsibility for the quality of their courses and awards, through its external reviews the
QAA encourages improvement, comments on the ability of institutions to maintain standards,
offers guidance, and also advises government on institutional applications for powers to award
degrees or to receive the title of ‘university’.The Office for StudentsEstablished in 2018,
following the Higher Education and Research Act 2017, the Office for Students (OfS) is a
regulator charged to champion the interests of HE students. The OfS replaced HEFCE as the
main regulator of HE, and holds universities to account for the quality of teaching. It has an
‘explicit legal duty to promote choice and consider the student, employer and taxpayer
interests’ (DfE 2018a).The Education and Training FoundationThe Education and Training
Foundation (initially proposed as ‘the FE Guild’) was formally established at the end of August
2013 as an employer-led partnership which aimed to provide a ‘focal point for all FE and Skills
sector interests in taking forward the professionalism flowing from the Lingfield Review’ (BIS
2012c: 7). It was envisaged that the new organization would ‘act as an overarching body with
end to end responsibility for professionalism and vocational education across the sector’. Its
responsibilities were to include:• professional standards and codes of behaviour for
members;• developing appropriate qualifications for people working in the sector through which
people can progress;• supporting individual, subject-specific and corporate CPD (continuing
professional development);• working at a strategic level to help bring in expertise across the
sector; and• supporting employer recognition of professionalism.(BIS 2012c: 7)The Society for
Education and TrainingThe Society for Education and Training (SET) is the professional
membership organization of the Education and Training Foundation (see Chapters 2, 4 and 19).
It was launched in 2015 for practitioners working in the post-16 education and training sector,
effectively replacing the Institute for Learning (IfL) which closed in 2014. Qualified Teacher
Learning and Skills (QTLS) status is gained by members following a process known as
‘professional formation’ through which skills and knowledge are demonstrated.Advance
HEAdvance HE, an agency formed through the merger of the Higher Education Academy



(HEA), the Equality Challenge Unit (ECU), and the Leadership Foundation for Higher Education
(LFHE), became operational in late 2018. The principal organization among these three merged
bodies, the HEA, had been established in 2003 – initially as the Institute for Learning and
Teaching in Higher Education. Advance HE seeks to help institutions and academics provide
excellent learning experiences for HE students (see Chapters 2, 4, 19). The HEA’s well-
established voluntary professional recognition scheme, based on the UK Professional
Standards Framework (UKPSF) for teaching and supporting learning, continues to operate
through Advance HE.The need for perspectiveThe birth of the Education and Training
Foundation in the summer of 2013 spelled the end for the Learning and Skills Improvement
Service (LSIS), which had begun work on 1 October 2008 and closed in August 2013. The LSIS
had been created as a replacement for the Centre for Excellence in Leadership (CEL) and the
Quality Improvement Agency (QIA). At its inception, LSIS (2008: 1) announced that it would:
‘develop excellent and sustainable further education and skills provision across the sector’. Its
demise was symptomatic of what has been termed ‘policy hysteria’ (Avis 2009b). As will be
evident from the sections above, changing policies have littered the sector with institutional
corpses. Significant among these were LLUK and its subsidiary Standards Verification UK
(SVUK), both of which operated between 2005 and 2011. SVUK was established as an
operating arm of LLUK and was primarily concerned with monitoring and endorsing generic
initial teacher education (ITE) qualifications for the LLS in England and Wales, and those for
Skills for Life practitioners in ESOL, literacy and numeracy in England. LLUK described itself as
‘the independent employer-led sector skills council responsible for the professional development
of all those working in community learning and development, further education, higher
education, libraries, archives and information services, and work-based learning across the
UK’ (LLUK 2009). LLUK set standards for occupational competence in the delivery and support
of learning and was therefore, in its time, hugely influential.The reform and successive
reorganizations that were the hallmark of the New Labour Government (1997–2010) were
followed by the implementation of radical changes by the Coalition Government which followed
it, and change has continued under the more recent Conservative administrations. There is a
need for a sense of perspective in relation to this turbulence. The history of the English
education system has benefited from a number of significant studies which have provided a
basis for understanding developments. In the important area of comparative studies, Archer
(1979) still stands as a central contribution to the analysis of educational change. Green (1990),
in his study of the rise of the education systems in England, France and the USA, recognized the
significance of the social functions of the state and of the relationships of social classes to the
state. Comparative studies of vocational education are fewer in number. Smithers (1993)
incorporated an element of (unfavourable) comparison of English vocational education/training
with the systems in France and Germany in what became a notable (if populist) attack on the
‘new vocationalism’.For a broad account of the history of education in England and Wales, Brian
Simon’s four-volume Studies in the History of Education (see Simon 1991) presents a classic



overview. Donald (1992) examines the emergence of education as a system of control in a study
that draws on postmodern perspectives. Donald argued that a grasp of the associated ‘social
and cultural dynamics’ (p. 18) requires an investigation that focuses on educational ideologies,
the routines of schooling as power mechanisms and the ways in which knowledge is organized
into a curriculum. Tomlinson (2008a) provides an excellent overview of post-1945 education
policy in Britain, including specific consideration of lifelong learning. Jones (2016) and Ball
(2017) provide more recent accounts.Green (1991) quotes a Parliamentary Select Committee of
1818 stating that ‘England is the worst educated country in Europe’ before citing Balfour’s 1902
claim that ‘England is behind all continental rivals in education’ (p. 7). Nearly a century later, the
National Commission on Education (NCE 1993) pronounced: ‘In the United Kingdom much
higher achievement in education and training is needed to match world standards’ (p. 43). For
Green (1991), the historical reasons for Britain’s relative underdevelopment in terms of a
national education system lie in religious divisions and, more importantly, deep structural
obstacles in the form of economic complacency and aristocratic opposition to educational
advance. Despite the reforming energies of recent UK governments, their neo-liberal policies
have done little to solve these problems.End of chapter reflectionsTo what extent has the
Lifelong Learning Sector been a victim of short-termism in educational policy?Why is the identity
of the Lifelong Learning Sector so fractured?2Teacher education for lifelong learningAmanda
Fulford, David Powell, Denise Robinson and Ron ThompsonIn this chapter• Growth and change
in teacher education for lifelong learning• Professional standards for teaching in lifelong
learning• A framework of teaching qualifications• Mentoring and the work-based learning of
teachers• The Society for Education and Training and Advance HE• End of chapter
reflectionsThis chapter provides an overview of teacher education policy in relation to lifelong
learning.The key role of lifelong learning in government policy on education and skills since the
late 1990s has been accompanied by an intensive, but at times conflicted, focus on teacher
education for the sector, in contrast to the earlier ‘history of neglect’ described by Lucas (2004).
Following calls for a coherent, nationally recognized system of FE teacher training in both the
Fryer Report on lifelong learning (Fryer 1997) and the Kennedy Report on widening participation
(Kennedy 1997), a number of reforms were introduced in the early years of the New Labour
Government. These included national standards for FE teachers and a statutory requirement for
new teachers to acquire a recognized teaching qualification. However, the impact of these
reforms was limited, and the FE sector continued to attract critical scrutiny in which issues of
teacher professionalism were prominent. The Further Education White Paper of 2006 set out a
‘vision’ of a world-class system of vocational education in which teaching expertise ranked
alongside subject knowledge, and more recently the Further Education Reform Programme (DfE
2017b) instituted by the Conservative–Liberal Democrat Coalition Government continued this
theme, albeit within the context of a range of measures prompted by austerity, but also by an
ideology of liberalism and deregulation.The criticisms deployed by successive governments
have focused not only on the supply of trained teachers, but on the quality of FE teacher training



itself. A survey inspection conducted by Ofsted in 2003 concluded that ‘The current system of
FE teacher training does not provide a satisfactory foundation of professional development for
FE teachers at the start of their careers’ (Ofsted 2003: 2). As a result, the Labour Government
promised a ‘step change’ in the quality of ITE for the ‘learning and skills sector’ – an extension of
the earlier focus on FE teachers to a much wider range of contexts. Their proposals, set out in
Equipping Our Teachers for the Future (DfES 2004) and introduced in September 2007,
effectively created a national curriculum for ITE, alongside a requirement for CPD. As with earlier
reforms, the impact of this new system was limited – not least because of its internal
contradictions. In any case, the political climate was changing, and the onset of the global
financial crisis in 2008, followed by the formation of the Coalition Government in 2010, were
accompanied by new ideological perspectives on teacher education. A review of arrangements
for regulating and facilitating FE professionalism, chaired by the Conservative educationalist
Lord Lingfield, was announced in New Challenges, New Chances (BIS 2011a). It reported in two
stages, in March and October 2012 (BIS 2012b, 2012a), proposing a number of reforms to the
2007 system, including the removal of the statutory requirement to acquire a teaching
qualification. This chapter is largely concerned with discussing the system of teacher education
introduced following the Lingfield Review. However, to understand the nature of this system and
the debates from which it arose, we need to consider ITE in FE over a longer period.Growth and
change in teacher education for lifelong learningUntil 2001, FE teachers were not required to
undertake ITE. Even the term initial is problematic, for while schoolteachers are normally trained
prior to employment, those in FE often receive their first experience of teacher training in post.
Indeed, for many years it was not uncommon for FE teachers to remain untrained. In FE and the
wider Lifelong Learning Sector, it is usual to distinguish between pre-service and in-service
initial training, the former normally taken full time and before finding employment as a teacher,
the latter taken part time and based around concurrent teaching employment. Within in-service
training, a further distinction is possible, between those who are in paid teaching employment
and so-called ‘volunteer trainees’ who undertake teaching on an unpaid basis and are therefore
similar in many ways to pre-service trainees (Thompson and Russell 2017).The explanation for
this situation lies partly in considerations of labour supply. The vocational nature of much of the
lifelong learning curriculum means that teachers are normally required to have work experience
outside teaching; employment as a teacher often develops alongside their main occupation. At
the same time, the need for up-to-date practitioners has often led employers to recruit staff
without teaching qualifications. Although some governments have used bursaries to encourage
intending teachers to train pre-service, these are often insufficient and there has been an
understandable reluctance on the part of both government and employers to face up to the
implications of compulsory pre-service training. There has also been a cultural tendency in
lifelong learning not to fully recognize the value of ITE, particularly as a pre-service requirement.
Teaching skills have been seen as something to be ‘picked up’ through experience. As Robson
(2006: 14) notes, ‘The assumption has been . . . that if I know my subject, I can, by definition,



teach it to others.’ The in-service mode of initial training remains the norm today, and has not
been challenged by recent reforms.Participation in ITE was voluntary until 2001, as it would be
again from 2013 – perhaps expected by employers, but ultimately at individual discretion.
Nevertheless, a number of government reports since World War II have attempted to improve or
extend FE teacher training. The McNair Report (Board of Education 1944) was particularly
significant, providing the impetus for the establishment of specialist technical teacher-training
institutions based in Bolton, Huddersfield and London – later expanded to four by the addition of
a college in Wolverhampton following the Crowther Report (MoE 1959). However, a continuing
absence of clear policy on FE teacher education into the early 1990s did little to improve the
proportion of trained teachers, which increased from 43 per cent in 1975 to just 56 per cent in
1991 (Lucas 2004: 75).The economic crises of the 1970s led to fundamental changes in FE,
together with growing intervention by government. Following the market reforms of the 1992
Further and Higher Education Act, many colleges were placed under severe financial pressure –
often leading to increased workloads for staff. In the period 1993/8, 20,000 teaching posts were
lost, while student numbers increased by over a third (Beale 2004: 469); to cope, significant
numbers of part-time and casual staff were recruited. Because many of these new teachers
were not trained, the proportion of staff with teaching qualifications actually declined in those
years (Lucas 2004: 86–8).The 1990s also saw a change in the nature of teaching qualifications.
Until then, the major awards had been the university-validated Certificate in Education (Cert Ed)
and PGCE, together with national awarding body qualifications such as the City & Guilds 730.
However, the development of competence-based National Vocational Qualifications (NVQs) was
associated with the introduction of a range of specific awards dealing with competence-based
training and assessment. Vocational teachers were required to gain awards relevant to their role
as trainers or assessors, undermining the status of the existing generic awards and leading to a
proliferation of fragmented, competence-based teaching qualifications. However, there was
considerable opposition to the idea of competence as a basis for teaching qualifications and
universities maintained some distance from NVQ-style approaches. Nevertheless, the formation
of the employer-led organization FENTO in 1999 – to implement new occupational standards for
FE teaching – meant that competence-based approaches persisted into the new century. Both
university and awarding body courses were required to undergo a process of endorsement
against the FENTO standards, providing for the first time some measure of central control over
all ITE curricula in FE. In particular, concerns over the literacy and numeracy skills of the adult
population led to attempts to strengthen the teaching of these skills in the Lifelong Learning
Sector, and from September 2004 awarding institutions were required to embed a ‘minimum
core’ of literacy, language and numeracy skills in all generic initial teacher-training programmes
(see ETF 2016a for the most recent statement of the minimum core).Although substantial
numbers of FE teachers had been trained, by 2004 only 47 per cent of part-time staff and 70 per
cent of full-time staff were qualified (LLUK 2005), compared with 25 per cent and 66 per cent
respectively in 1996/7 (Lucas 2004: 87). This increase was stimulated by the 2001 requirement



for a teaching qualification, but also reflected increasing numbers of trainees from the wider
learning and skills sector. A major factor in achieving these numbers was the growth of teacher
training in colleges, through partnership arrangements with universities as well as work with
awarding bodies.Several years into the new century, FE teacher training was still somewhat
patchy. Although progress had been made and greater recognition of the value of teacher
training achieved, the proportion of trained staff remained low. In comparison with school
teaching, work in FE appeared to be of lower status and lacking a professional identity. In
addition, government concerns about the quality of training, together with a growing readiness to
intervene at a curriculum level, led to a prescriptive approach enforced by mechanisms such as
occupational standards and endorsement (Simmons and Thompson 2007). This was the
context of the 2007 reforms. The statutory requirements implementing these reforms comprised
three main strands: new teaching standards for the Lifelong Learning Sector; a centrally
specified curriculum structure, including a framework of teaching qualifications corresponding to
defined teaching roles and a new professional status of Qualified Teacher Learning and Skills
(QTLS); and measures to improve workplace learning (Thompson and Robinson 2008;
Thompson 2014).The 2007 reforms had little chance to take effect before the incoming Coalition
Government instituted a review of arrangements for teacher education, and the promotion of
professionalism more generally, to be chaired by Lord Lingfield. Although, as Avis (2011) points
out, there were significant continuities in education policy between New Labour and Coalition
governments, the Lingfield Review marked a watershed for FE teacher education, signalling a
period in which deregulation and market forces were to replace a statutory national system. To
some extent, the ground for this ideological shift had been prepared by the limitations of the
2007 regulations. While an evaluation of the reforms published at almost the same time as the
first Lingfield report was broadly positive (BIS 2012d), it was clear that difficulties had been
encountered. In FE and adult learning, the proportion of new teachers either holding or working
towards a teaching qualification was below 80 per cent, and only 57 per cent of all FE teachers
held a teaching qualification at Level 5 or above (BIS 2012d: 7). Mentoring support, identified by
Ofsted as a key weakness in 2003, continued to be variable in extent and quality, and the
numbers of teachers achieving QTLS were as yet relatively small (BIS 2012d: 9).The uptake of
QTLS was also hampered by growing controversy over the role of the IfL, which was at the time
the professional body for FE teachers and responsible for overseeing the QTLS process. The
2007 regulations had made both CPD and IfL membership compulsory. Initially, the membership
fee was government-funded, but in 2011 responsibility for payment was transferred to individual
teachers. The resulting boycott of IfL membership by the FE and HE teachers’ union, the
University and College Union (UCU), further reduced the credibility of both the regulations and
the professional body.The Lingfield Review reported in two stages: an interim report largely
concerned with the 2007 regulations, and a final report dealing with teacher professionalism
more broadly (see Chapters 1 and 4). The interim report (BIS 2012b) largely ignored the recently
published BIS review and instead appealed directly to government policy on deregulation and



criticisms of the regulations from across the sector. Citing the UCU boycott and the slow uptake
of QTLS, but failing to acknowledge the systemic underfunding that had undermined attempts to
professionalize the FE workforce, the report concluded that regulation had been ineffective. It
recommended that the 2007 regulations should be revoked, so that CPD and teaching
qualifications would become once more a matter for the individual teacher and their employer,
and that the qualifications framework be revised and simplified (BIS 2012b: 6). These
recommendations were largely accepted by the Coalition Government, although ending the
statutory requirement for a teaching qualification was delayed until September 2013.The final
Lingfield report was broader, being largely concerned with FE professionalism and how it might
be supported in ways consistent with deregulation and developing ideas in government circles
about teaching as a craft, rather than a knowledge-based profession. The report welcomed a
government proposal to establish an employer-led ‘guild’ for further education – another craft-
based reference. The main priorities of the guild would be professional standards and workforce
development, vocational education and training, leadership, management and governance, and
research and innovation. When this body, renamed the Education and Training Foundation,
began operating in August 2013, it took its place within a profoundly altered landscape: one in
which there was no longer a national requirement for teachers in the sector to obtain specified
qualifications, join a professional teaching body or undertake CPD. Such requirements, if they
continued to exist at a local level, would be a matter for negotiation or contractual arrangements
between teachers and their employers.
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