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Editor’s comments 
Dr Angus I. Carpenter, Research Centre manager, The Research Centre, City College Norwich 
 
Dear Reader, 
 
Welcome to the latest issue of the Research 
and Development Bulletin; volume 7, number 
1. I hope it proves to be an interesting and 
informative read for you.  
 
With the introduction of a new Department for 
Business, Innovation and Skills, responsible 
for the both the FE and HE sectors, and the 
economic impacts only just starting to be felt 
across the educational sectors, high levels of 
uncertainty still remain. For example, the 
collapse of LSC capital build funding has 
resulted in many colleges seeing the future 
plans and visions for their institutions vanish 
overnight with the associated costs incurred 
being met solely by the individual institutions. 
HEFCE has also notified a reduction in 
funded student numbers, which increases 
competition for students to fill HE places at 
those colleges offering HE programmes. 
Research funds will become reduced and 
increasingly competitive as institutions from 
across the HE and FE sectors chase even 
the small pots of funding. This is further 
compounded by the directives from IfL and 
LSIS that drive to increase research activity 
within institutions in the FE sector as a 
means of improving practice, such factors are 
leading towards more institutions targeting 
fewer funds. 
 
However, the early indications from LSIS and 
the way in which consultations have been 
conducted in regard to the future strategy for 
LSIS is encouraging. Their mantra appears to 
be one of research for self improvement. This 
is a mantra that the Research Centre whole 
heartedly concurs with, and it is obvious that 
many other institutions also agree with or are 
adapting to it. For example, there have been 
many staff from other FECs that have 
requested information from the Research 
Centre manager on how to conduct research 
within an FEC setting. While Blackpool and 
the Fylde college recently completed and 
disseminated their publication entitled 

Scholarship Review (Vol. 1, Issue 1), in 2009, 
which is potentially the start of several new 
publications from institutions within the 
sector. However, the Research Centre 
maintains its established position as the 
benchmark for all other FECs to follow. 
 
In the Quality Improvement journal published 
by LSIS, there was special focus given to 
‘action research’ and specifically ‘The power 
of research’ and its, potential, beneficial 
impacts for colleges were discussed (Spring 
2009, pg.8). All this attention on research 
within the sector and, preferably, conducted 
by the sector, highlights the future intentions 
of LSIS, which are suitably supported by the 
IfL’s CPD requirements of staff within FE 
institutions. 
 
Also in the LSIS publication (pg.24) were 
listed the major website resources for people 
to visit who were interested in research. 
Happily, I can report that the Research 
Centre’s own website was listed second only 
to LSIS’s own website. Another website 
managed by the Research Centre, that of the 
Learning and Skills Research Network 
(LSRN), was also listed, in fifth place, in this 
list of top ten resource sites. We still welcome 
people to visit the Research Centre’s website 
(http://theresearchcentre.co.uk/) and have 
their say – you do have to create an account 
before being able to engage with the 
functions found on the site, such as a poll to 
ascertain how confident you are in your 
understanding of action research. 
 
In this issue of the journal, many priority 
subject areas have been addressed. For 
example, the ability to measure soft 
outcomes and experiences from 
implementing and using The SOUL Record™ 
are detailed in Clayton Anderson’s article. 
Secondly, in the article by Lisa McDaid, the 
level to which academics within a research 
intensive Higher Education view the need to 
consider public engagement are revealed, an 
issue the HEFCE/RCUK/Wellcome Trust are 
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trying to address with the Beacons for public 
engagement pilot study. Charles Boisvert, in 
his article, provides further detail of his 
experiences from developing and the testing 
of a novel toolkit with which to learn IT 
programming with students. Gillian Scofield’s 
review article addresses stakeholder 
perspectives and experiences on both the 
HND/C and Foundation degrees. Lastly, is 
Lorna Allies article that includes a literature 
review on mentoring and presents the 
experiences of HE students as mentors for 
FE student mentees. 
 
The Research Centre 
The Research Centre, as previously reported, 
has launched new websites for The Research 
Centre (http://theresearchcentre.co.uk/), the 
LSRN (http://www.lsrn.co.uk/) and The SOUL 
RecordTM  (http://www.soulrecord.org/). It also 
continues to secure funding for undertaking a 
range of new projects – recently secured 
funds were awarded from LSIS and The Big 
Lottery. Summaries of projects currently 
being undertaken are given below but can 
also be found at the following website: 
 

http://www.theresearchcentre.co.uk/projects 

 
The SOUL RecordTM, continues to expand 
into the educational sector from its voluntary 
and community sector base. The project is 
currently in the process of recruiting a new 
coordinator. The SOUL RecordTM is also 
integral to other projects, such as in the 
mentoring toolkit and widening participation 
projects. More details can be found on the 
website, also, a booking form for training can 
be found at the back of this issue of the R&D 
Bulletin. 
 
A separate project that involves The SOUL 
RecordTM is The Big Lottery funded 
development project that seeks to widen the 
application of The SOUL RecordTM to foreign 
nationals by translating it into their native 
tongue.  
 
A LSIS funded project focussed on mentoring 
also utilises The SOUL RecordTM as a 
mentoring toolkit. The project utilises a 

cascaded mentoring approach to ‘up-skill’ 
and professionalise trainee and established 
teachers in their mentoring skills with 
students. The project is providing a huge 
success by those that have taken part in it. 
There is currently an aim to expand this 
project greatly, in the schools and FE sectors. 
 
Another LSIS funded project is ‘Bottomline 
benefits’, which is reviewing the literature on 
the theory of ‘Returns on Investment’ (ROI) 
and comparing this to that witnessed in 
practice.  
 
The independent evaluation of ‘CUE East’, 
the University of East Anglia’s BEACON pilot 
project on public engagement has received 
high profile reviews from 
HEFCE/RCUK/Wellcome Trust for the 
standards and methodologies it has used in 
approaching  this project.  
 
Another project that The Research Centre is 
an independent evaluator for is the Photo-ID. 
This project combines the Arts and Sciences 
to explore identity and culture using the 
medium of photography. This international 
project culminates in a gallery exhibition 
during the month of August 09, where we 
shall be employing several novel strategies to 
measure its impact on the public.  
 
If you have any queries or wish to gain any 
further information on either The Research 
Centre or the R&D Bulletin, please do not 
hesitate to contact me;  
 
Dr Angus I. Carpenter 
Research Centre manager 
The Research Centre 
City College Norwich 
Ipswich Road 
Norwich  
Norfolk  
NR2 2LJ 
 

Telephone: 01603 773364 

Email:         anguscarpenter@ccn.ac.uk 

Website:     www.theresearchcentre.co.uk 
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The SOUL Record™ in action: Case study examples 
Clayton Anderson, The Research Centre, City College Norwich 
 
1. Introduction 
 
The SOUL Record™ was researched and 
developed via a Norfolk Voluntary Sector 
consortium and The Research Centre, City 
College Norwich. It was launched in February 
2006 and is used by more than 800 users 
across the UK and Republic of Ireland. The 
toolkit allows the measurement of soft 
outcome progression and informal learning, 
such as increases in confidence, self-esteem 
and motivation and has separate sections 
relevant to use with children, young people 
and adults. The sections for children and 
young people allow the measurement of soft 
outcome progression against the five 
outcome areas of Every Child Matters while 
also being RARPA (Recognising and 
Recording Progress and Achievement) 
compliant (an LSC initiative).  
  
The SOUL Record™ utilises three 
methodologies to collect data on soft 
outcome progression; solution focused 
questionnaires, one-to-one worksheets and 
observational techniques. Data collected on 
individuals, or groups of people, could then 
be collated using the paper based methods 
or, alternatively, via the Spreadsheet Results 
Package (SRP) that is supplied as part of The 
SOUL Record™ package. This allows the 
calculation of totals and averages, and 
presents the data easily in graphical form as 
evidence for funders, trustees, etc. as 
required. 
 
The Research Centre conducted a review of 
practices regarding how The SOUL Record™ 
was being used across a range of 
organisations, with the potential of identifying 
areas for improvement in the toolkit, its 
application and areas where The SOUL 
Record™ had been used to aid or enhance 
the objectives of an organisation.  
 
 
2. Research Methods 
 

This short term project collected information 
on the practices and experiences from a 
range of organisations and users who had 
implemented The SOUL Record™. Whilst 
identifying each organisation’s method of 
practice, the author was also keen to identify 
examples of best / most effective practice, 
common issues / concerns and any other 
recurring themes.  

 
A range of appropriate organisations were 
identified and approached. Each organisation 
was selected using criteria placed on the 
kinds of client groups each organisation 
worked with, where their funding was 
acquired from and how long they had been 
using The SOUL Record™. Four 
organisations were approached, all of whom 
agreed to take part in the study. These being; 
1/ Victim Support Norfolk, 2/ Family Action 
WellFamily Service Swaffham, Norfolk, 3/ St. 
Michael’s Junior School, Norwich, Norfolk 
and 4/ Red2Green, Cambridge.  

 
The names of appropriate employees from 
those organisations who had been trained in 
the use of The SOUL Record™ and / or were 
in charge of practice were identified and 
requested to confirm their willingness to take 
part in the study and permitting themselves to 
be directly quoted within this article. 

 
The project employed qualitative research 
methods, with semi-structured, face-to-face 
interviews conducted in autumn 2008 with 
those key personnel from within the identified 
organisations. The interviews lasted 
approximately forty minutes and were 
recorded on a digital voice recorder. The 
recordings were initially transcribed and have 
been presented as case studies within this 
report. 
 
 
3. Results 
 
The method of practice, organisation benefits, 
best practice and recurrent issues of concern 
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The second project worker felt that as with 
any data collection, “…confidentiality is a big 
issue”. They commented as soon as you give 
someone a questionnaire, it was picked up 
straight away by clients who would state: “If 
you’re asking me these questions, why, who 
for and where does it go”. Issues of culture 
within the sector where the WellFamily 
service operated were raised by the Project 
Manager and agreed by the second project 
worker:  

“I would’ve been in that camp, but it’s 
not the reality of the world we’re in, 
that’s the unfortunate bit. If we want 
funding to carry on helping, we’ve got 
to play the game”.  

 
The Project Manager had received comments 
from various WellFamily service funders that: 

“We are ahead of the game in we’re 
not only acknowledging that we need 
to evidence our work, but we have 
some process for doing it”. 

 
The Project Manager also spoke of the 
Service Level Agreements that WellFamily 
Swaffham had with the Children’s Fund, 
Primary Care Trust (PCT) and the Child and 
Adolescent Mental Health Service (CAMHS). 
They stated that in all documentation about 
funding, The SOUL Record™ would be used 
to form part of the evidence for projects. 
Specifically referring to the Children’s Fund, 
the Project Manager stated: 

“When it comes to the Parenting 
course, I just say we’re using SOUL 
and that’s it. Children’s Fund are 
happy with that”.  

 
One feature of The SOUL Record™ that the 
Project Manager was particularly keen on 
was the graphs produced by the Spreadsheet 
Results Package, stating: 

“Once you get the graphs they are so 
exciting. … They’re just brilliant for the 
evidence that you need. They’re a 
picture of what’s happened”. 

 
Family Action Swaffham asked their clients to 
complete a ‘Satisfaction Questionnaire’, and 
the idea and benchmarking for graphs from 

the data and using them for funders actually 
“…comes from SOUL”. When discussing how 
they felt graphs created from The SOUL 
Record™ Spreadsheet Results Package 
were received by funders, the Project 
Manager said: 

“You don’t really have to read the 
numbers. You can see the 
comparisons and it’s quick”. 

 
Family Action had recently conducted a 
national survey across all of its services 
about how different projects had evaluated 
their work and with which tools. The Project 
Manager stated: 

“The SOUL Record™ was on there as 
one of the options to choose and 
actually it scored quite highly”.  

 
It was not only WellFamily Swaffham that 
were using The SOUL Record™. From The 
SOUL Record™ user database, multiple 
projects run by Family Action from across the 
country were identified and had received The 
SOUL Record™ User training and were 
actively using it to evaluate projects and 
evidence their clients progression. 
 
3.3 St. Michael’s Junior School 
St. Michael’s Junior School serves 
Bowthorpe, an area on the suburbs of 
Norwich, Norfolk, with approximately 300 
pupils aged from 7 to 11. The school had 
been recognised as being in an area of 
“…considerable social and economic 
disadvantages.” (Ofsted, 2008). The 
proportion of pupils eligible for free school 
meals was high while the percentage of 
pupils identified with learning difficulties and / 
or disabilities or who need social or emotional 
support was over twice the national average 
(Norfolk Schools, 2007). Some classes were 
made up almost entirely by pupils with 
additional needs. It was also reported that 
“…approximately 15% of pupils come from 
minority ethnic backgrounds and about half of 
these are at an early stage of learning to 
speak English” (Norfolk Schools, 2007). 
Pupils were transferred to the school upon 
commencement of Year 3 from several infant 
feeder schools in the area. It was not 
uncommon for a large number of pupils to be 
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admitted to the school part way through years 
and key stage. The school, which was 
formally a middle school, became a junior 
school from September 2007. The 
Headteacher of the school, stated the school 
was in “…an area of considerable social 
deprivation”. When describing the pupils and 
the families of pupils who were admitted into 
the school, the Headteacher explained that 
many of the families were “…very, very 
needy, with children bringing a huge amount 
of extra baggage to school, which can be a 
barrier to learning”. 
 
The Headteacher and their staff had recorded 
a considerable amount of extra work in order 
to raise the schools overall standards. 
Included within the staff team was the 
appointment of a Senior Learning Mentor / 
Family support worker at the school. This 
Senior Learning Mentor had previously 
worked with pupils within the Earlham area of 
Norwich and had been trained to use The 
SOUL Record™ as part of a previous project 
conducted by The Research Centre (see 
Frere-Smith, 2006). The Senior Learning 
Mentor introduced The SOUL Record™ to 
the Headteacher of St. Michael’s Junior 
School, which recorded an instant impact with 
the Headteacher being impressed by the 
toolkit: 

“… [Headteacher] was very surprised 
and very keen because a lot of the 
work that we do with children is 
difficult to monitor and measure and 
the actual package was easier for 
people to actually comprehend the 
areas we were looking at to try and 
improve and help the children on”.  

 
The Headteacher was described as being 
enthusiastic about the potential use of The 
SOUL Record™ in the school as: 

“…nothing else really seemed to fit. 
You do the Boxall profile for example 
but it didn’t really fit what we needed it 
to fit and the areas that [Senior 
Learning Mentor] was working on 
whereas this is more specific and you 
can actually show that.” (Senior 
learning mentor, 2008). 

 

The Senior Learning Mentor used The SOUL 
Record™, initially, as a means of getting to 
know children. Referrals to the Senior 
Learning Mentor could either come from the 
school, from the parent or from the child 
themselves. On describing the child’s initial 
contact with The SOUL Record™, and the 
use of the ‘Getting to Know You’ 
questionnaire, the Senior Learning Mentor 
observed that children were: 

“…quite often aware of an area they 
may need help with but perhaps 
haven’t expressed it at school or to 
their parents as an individual, so that 
has certainly helped to try and identify 
areas”.  

 
When using The SOUL Record™, it could be 
applied to look at a child’s attainment level 
but the Senior Learning Mentor had used the 
package, predominantly, to investigate pupils 
social and emotional difficulties. Its 
effectiveness in this role was confirmed by 
the Senior Learning Mentor when they stated 
that it “…fits in really, really well”. Because 
The SOUL Record™ was constructed upon 
solution focused therapy techniques, it meant 
that “…for a lot of the children, they, for the 
first time, actually start to look at themselves 
and think about themselves because of the 
type of questioning”. (Senior learning mentor, 
2008). It was also stated by the Senior 
Learning Mentor that the children were keen 
to complete the questionnaires because: 

“…they like the types of questions as 
it’s showing that I [Senior Learning 
Mentor] am interested in them, and 
they get a degree of opportunity to talk 
and extend from those apart from just 
using it as a scaling”.  

 
The individual children also liked to see their 
own progression over time. The 
questionnaires were completed, usually, on 
three occasions, after which a graph would 
be produced illustrating the progress made by 
each child. The Senior Learning Mentor 
added: 

“Our children do like to see 
themselves make progress. They also 
like the colour side of it I think. They 
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see this lovely colour display and the 
next time you do it they like to look at it 
and say I have improved in that and 
that and that, and that’s the way in 
which we talk about all things, so it 
sort of fits in across the curriculum as 
well. We all know how well the child is 
doing and that’s a huge thing for the 
child.”  

 
Both the Senior Learning Mentor and 
Headteacher went on to agree that before 
implementing The SOUL Record™ 
questionnaire, for those children with poor 
behavior, “…you would always address the 
behavior side whereas actually it’s their self 
esteem or perhaps because they don’t feel 
safe or whatever, so it helps you be more 
focused on your support”. 
 
An extended use of The SOUL Record™ was 
the ability to monitor carefully individual 
children they worked with, such as in one 
particular case that was cited: 

“It did lead me to a child who was self 
harming having started, and then 
revisiting, and finding out why they 
were feeling less positive about 
themselves … therefore intervention 
was able to be put in place” (Senior 
learning mentor, 2008). 

 
Any concerns with children would be raised 
with supporting evidence provided from The 
SOUL Record™. This could be reported 
directly to the Headteacher, if any action was 
required. Regularly the Senior Learning 
Mentor utilised The SOUL Record™ evidence 
during case meetings for guidance about the 
child, which would be reported back to social 
services for them to decide on any future 
actions. 
 
The evidence produced had also been 
presented to Ofsted during inspections at the 
school in April 2008. 

“It was good to be able to have that 
material to show an Ofsted inspection 
that we are meeting the criteria of 
Every Child Matters and that we are, 
as a school, trying our best to address 
the needs of the child and what they 

need” (Senior learning mentor, 2008). 
 
Post the Ofsted inspection, the school was 
rated in all areas as either Grade 1 
(Outstanding) or 2 (Good). Considering the 
school had been placed into special 
measures, in 2001, this was a massive 
improvement. The Headteacher explained 
how the use of The SOUL Record™ had had 
an impact in the latest Ofsted inspection, 
stating: 

“I think that to get an Ofsted report like 
that a number of things have to 
happen and this was evidence that we 
know the school and our children 
really well. That is very, very important 
in any school but particularly that’s 
what the Ofsted inspectors look for, 
and if you can prove that you know 
your children, that you’ve got all that 
evidence there, and you are using 
what you have found. The assessment 
is only one part of it but what it means 
is that you can then identify how to 
work from there and which intervention 
you need to put in place so that then 
shows how targeted your support is 
and that is obviously what was 
effective evidencing the need for 
Ofsted and we’re using SOUL to that 
purpose.” (Headteacher, 2008). 

 
Before the Ofsted inspectors arrived, the 
school had completed their Self Evaluation 
Form (SEF). SOUL Record data were used to 
help complete the form and was considered 
particularly useful for the ‘Care, Guidance 
and Support’ section, where the school had 
graded themselves ‘Outstanding’. The Ofsted 
inspectorate concurred with the school in 
grading the school as ‘Outstanding’ in this 
area. Ofsted officially stated in their report 
that: 

“The arrangements to care for, guide 
and support pupils are a significant 
strength in this school …[and stated 
that the role of the Senior Learning 
Mentor as being]… pivotal in these 
aspects of the school's work…” 
(Ofsted, 2008). 
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The report went on to highlight: 

“The support for vulnerable pupils and 
their families is exemplary. The 
provision for pupils who need extra 
help of any kind is managed very well” 
(Ofsted, 2008). 

 
The Headteacher stated that “Frequently, you 
have to look at things in terms of the impact 
of your resources, whether that’s human or 
otherwise, and some things are quite hard to 
evidence; to be able to see, well actually, that 
was a worthwhile appointment or a 
worthwhile spend”. The use of The SOUL 
Record™ within the school, especially in the 
role of the Senior learning mentor, allowed 
the Headteacher to track the progress of 
children in relation to their intervention as well 
as confirming the need for the post of Senior 
Learning Mentor within the school. It was 
stated that The SOUL Record™: 

“…shows us that, yes, we have a high 
level of need because obviously that 
comes out at the initial assessments, 
and that because of [Senior Learning 
Mentor] work, she actually has a huge 
impact, because all these children 
then go on from this point, up to this 
high point, so you can see the value 
and it’s a measurable form of 
somebody’s impact on a number of 
fronts so that’s particularly beneficial” 
(Headteacher, 2008). 

 
During times when both educational and 
voluntary sector organisations were being 
asked to provide ever more evidence of the 
impacts from their work, the Headteacher 
recalled how previously they simply used 
anecdotal notes as evidence. Now, however, 
they had ‘hard’ evidence, with The SOUL 
Record™ providing a: 

“…huge bulk of evidence to say our 
children do come in very low, it’s not 
just a feeling, it’s not just a gut feeling, 
but you’ve actually got that data to 
provide” (Headteacher, 2008). 

 
It was stated that from a school management 
perspective, being able to provide evidence: 

“…has been the most significant 

aspect that actually we can now prove 
it we now have this data and we can 
now see the impact of what we are 
doing at the school”. (Headteacher, 
2008). 

 
When asked if external agencies other than 
Ofsted were interested in the schools SOUL 
Record data, the Headteacher responded 
positively. Since the commencement of the 
Senior learning mentor, the school had 
received £60,000 plus the salary costs for the 
Senior Learning Mentor post from the 
Neighborhood Renewal Fund (NRF). The 
Headteacher defended the award of these 
funds when stating: 

“It’s quite a large amount of funding 
we’ve been awarded from NRF and of 
course they need to see the impact of 
their work and the value, so The 
SOUL Record™ has been used for 
that. I’ve taken it along to the 
assessors who monitor the work that 
we’re doing and they were really 
interested in that”. 

 
In the future, the school hoped to be able to 
provide more support and extend their work 
utilising The SOUL Record™ to include 
parents / families. The Senior Learning 
Mentor stating that: 

“I’ve not tackled that area yet, but I’m 
looking forward to it and quite often I 
find that the need of the children is just 
a spin off from the need of the 
parents”.  

 
The Headteacher supported the statement by 
identifying working with parents as: 

“…such a needy area and once you’ve 
started to address one issue, and 
through addressing that, you realise 
actually that there is more, there is 
always more and we now see what 
else we need to do and that’s huge 
amounts of work with parents. 

 
3.4 Red2Green 
Established as a registered charity, in 1997, 
Red2Green were “…to increase opportunities 
in leisure, education and work for people with 
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a wide range of disabilities in 
Cambridgeshire” (Red2Green, no date). 
Red2Green work with people aged 14+ who 
have learning disabilities, mental health 
problems, physical disabilities, sensory 
impairments, dementia or social 
communication disorders. They aim to 
“…raise awareness of the potential of people 
with disabilities to make a positive and 
valuable contribution to society” (Red2Green, 
no date). The organisation’s website reported 
that approximately 600 people with 
disabilities attend various Red2Green 
projects each week. The organisation 
recorded approximately 50 employees, 70 
volunteers and had a board with 10 trustees. 
Red2Green was involved in a range of 
projects / activities, which included: 

  
• Aspirations: Clients with 

communication disorders, such as 
Aspergers Syndrome, learn skills and 
strategies to help them gain 
employment and further their 
independent living skills. 

• Options: A day service where adults 
with learning difficulties take part in a 
range of activities from drumming to 
gardening. 

• Red2Greenhouse: a garden based 
project for adults with disabilities and 
children at risk of exclusion from 
school. 

 
With such a diverse range of activities and 
client groups, the acting Chief Executive of 
Red2Green stated: 

“…projects are very different, the client 
groups are very different, the way you 
interact with the client groups is very 
different and the level of time that we 
work with them is very different. …it’s 
made for interesting comparisons in 
how the different managers have got 
on with it”.  

 
The managers of each project had all 
implemented The SOUL Record™ with 
varying degrees of success. A volunteer at 
Red2Green, who had been brought in to 
ensure The SOUL Record™ was used and 

implemented correctly supported the view of 
the Chief Executive when stating: 

“We’ve got results from various 
projects but there is only one that 
could be used for example in writing to 
funders saying about progression”.  

 
The Red2Greenhouse project was identified 
as having the most success with Red2Green 
being pleased with the results post 
implementation of The SOUL Record™. The 
volunteer stated: 

“Looking at the whole group, we got 
some reasonable results that made a 
lovely bar chart”.  

 
Red2Greenhouse was partly funded by 
Cambridge Regional College, with clients 
undertaking a range of horticultural, health 
and safety and team work qualifications. The 
Chief Executive remarked how The SOUL 
Record™ “…goes very well with all the 
portfolio building” that clients have to do to 
achieve their qualifications, and went on to 
state that the SOUL Record™ evidence fitted 
well “…with the whole RARPA [Recognising 
and Recording Progress and Achievement] 
compliance we need to do for the contracts 
with Cambridge Regional College”. It was 
also stated, enthusiastically, that “…the two 
dovetail together so well”. The Chief 
Executive explained that with the RARPA 
process “…we have to set a series of goals 
that they [the client] have to meet each term”. 
The course documentation and The SOUL 
Record™ “…literally could be the same piece 
of paper”, as the two systems overlap closely. 
Red2Green were encouraging staff to use 
The SOUL Record™ rather than alternative 
documentation.  
 
The Aspirations project worked with people 
with Aspergers Syndrome. The clients 
completed a standard SOUL Record ‘Getting 
to Know You’ questionnaire on at least two, 
sometimes three, occasions. The volunteer 
stated that “…there are certain issues of how 
the manager managed it”. One of the 
problems identified by the Aspirations group 
was how the Project Manager used “...the 
same sheets on both occasions … once they 
did it in red pen, once they did it in blue pen”. 
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The problem with this system was that the 
client would tick the same boxes on the 
second occasion as they had the first time 
they completed the questionnaire. Therefore, 
no progression was measured. The clients 
were also left to complete the sheets on their 
own, which, in this scenario, was not best 
practice for utilising The SOUL Record™. 
After this incorrect use had been identified, 
the Aspirations Project Manager was advised 
that the next time the questionnaire was 
completed by clients different sheets should 
be used between the first and second 
surveys, and that the clients should be 
supported while completing the 
questionnaires.  
 
The SOUL Record™ questionnaire had been 
adapted for use with the Aspirations group 
previously. Rather than using a scoring scale 
from one to six, weather symbols were used; 
a thunder storm to depict a ‘strongly disagree’ 
through to bright sunshine for ‘strongly 
agree’. In terms of assessment, the Chief 
Executive spoke of the client group as being 
“…tricky … particularly with Aspergers 
Syndrome, they don’t manifest their social 
difficulties in the same way”. The Aspirations 
Project Manager and staff believed that the 
change from numbers to weather symbols 
had benefited the client group by permitting 
them to complete questionnaires. The Chief 
Executive reported that they had spoken with 
the Aspirations Project Manager and were 
“…certainly not planning to change” how they 
used the questionnaires in terms of scoring in 
the future. 
 
The Options project group used The SOUL 
Record™ observation sheets to identify client 
progression. The users of the observer 
sheets found the statements “…that were 
around things like ‘arrives punctually’; they all 
scored very highly on because they all come 
here by taxis … they don’t have any control 
over that”. Other observation sheets were 
available in The SOUL Record™ and a 
consultancy service was also available that 
allowed organisations to create sheets 
tailored to their own needs. This was 
suggested to Red2Green as an area of 
development but not taken up. Goals were 
set by the observers for an in-house system, 

but were not consistent and it was not 
identified in most cases if a client had 
achieved their goal. With the goals that had 
been set, the volunteer observed that some 
“…weren’t SMART” and that they needed “… 
to do some thinking about what constitutes a 
good goal to set, because in some cases it 
was ‘so and so needs to increase their 
confidence’. We’re like, ok, yes, that’s lovely, 
but how are you going to know that they’ve 
increased one notch rather than now they’re 
super confident”. Hence, there was a need to 
show that “…there was a slight difference, 
something between 47 points on average and 
49 points on average but not a significant 
difference for the size of the group”.  
 
Red2Green also get some of their clients to 
run a shop. The volunteer explained that: 

“I’ve just had the results back this 
morning from the shop but they’ve 
only done two of the ‘Getting to Know 
You’ questionnaires; one the basic 
one and one Raising Aspirations so 
there is two questionnaires for each 
person, but there’s no second of 
each”.  

 
No progression had been measured yet. Staff 
and volunteers in the shop had been asked to 
ensure that a second questionnaire for one or 
both subject areas was completed as soon as 
possible. 
 
The volunteer summarised overall about the 
implementation of The SOUL Record™ within 
Red2Green, stating: 

“there’s one good area and some 
practice that we can improve and then 
we might get some better results!” 

 
Drawing from these experiences, the Chief 
Executive considered that although staff were 
happy to use The SOUL Record™ with their 
clients, they were not completing any of the 
goal setting exercises. The Chief Executive 
accepted some responsibility for the varying 
success of implementation, stating: 

“I hadn’t been following it up with them 
until [the volunteer] was actually 
checking that things were going 
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according to plan”.  
 
To resolve the varying levels of success, the 
volunteer was preparing a report on each 
project / activity, identifying what issues / 
problems were encountered when 
implementing or maintaining The SOUL 
Record™ in each area. They were also to 
provide recommendations and suggestions 
for improving use. The volunteer and Chief 
Executive were to feed this information back 
into the different projects / activities to ensure 
a better and more consistent use of The 
SOUL Record™ to improve evidence 
gathering in the future. The Chief Executive 
concluded that: 

“I think doing analysis has given us 
some pointers about how we 
implemented it not quite as well as we 
could have done and making sure that 
the managers, when it’s redone, do it 
better, and that should give us better 
results”.  

 
The use of The SOUL Record™ by 
Red2Green would continue to be highlighted 
in all funding applications that the 
organisation submitted, because funders 
“…want to know how you’re going to involve 
clients in their own development”. The Chief 
Executive confirmed that “It’s gone in 
everything from ESF applications through to 
individual trusts”. 
 
 
4. Discussion 
 
Conclusions could be drawn from the 
experiences and discussion points raised 
from each of the four case studies presented. 
However, it was the key, recurring themes 
present across case studies that have been 
identified and discussed here. 
 
Both Victim Support Norfolk and Family 
Action WellFamily Service Swaffham 
identified The SOUL Record™ as a useful 
icebreaker, initiating conversations and 
maintaining them. By using The SOUL 
Record™ as a conversational tool, as it was 
designed, rather than a questionnaire 
completed by unsupported individuals, its 

value as a diagnostic tool and a method for 
focusing tailored support to clients / pupils 
was highlighted by Victim Support Norfolk, 
Family Action WellFamily Service Swaffham 
and St. Michaels Junior School. Also reported 
by St. Michaels Junior School was how the 
reflective, solution focused nature of the 
statements used within The SOUL Record™ 
had really helped children to think about 
themselves and how they were feeling. 
 
All the organisations spoke of how The SOUL 
Record™ evidenced the progress their clients 
/ pupils had made and how they were able to 
utilise this evidence. Both Family Action 
WellFamily Service Swaffham and St. 
Michaels Junior School had recorded 
increases in self esteem in their clients / 
pupils, especially when the results from 
questionnaires were fed back to those 
individuals and they were able to see the 
progress they had made too. Victim Support 
Norfolk, in particular, had used results and 
evidence from The SOUL Record™ to 
establish where their programmes were 
working and, potentially, where they needed 
adaptation to address the needs of client’s as 
part of a quality control process. St. Michael’s 
Junior School used SOUL evidence to 
measure the impact of a particular post and 
the impact that intervention had had on pupils 
to inform their decision as to whether it was 
worth continuing to finance those actions. 
The SOUL evidence had also been used in 
reports for Ofsted inspectors and to report on 
individual children’s welfare to Social 
Services. 
 
The SOUL Record™ had been used by 
organisations to successfully identify 
progress for, or against, one or multiples of 
Every Child Matters, Recognising and 
Recording Progress and Achievement 
(RARPA), Self Evaluation Form (SEF) or 
Ofsted inspections. Outputs from the results 
package had been used or discussed with a 
multitude of funders, which included the 
Home Office, Victim Support National Office, 
Children’s Fund, Cambridge Regional 
College, European Social Fund, Primary Care 
Trust and Neighbourhood Renewal Fund. 
These funders, via the four organisations, 
were accepting of the evidence presented to 
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them from The SOUL Record™. 
 
However, to gain robust data and maximum 
benefits, it was important that The SOUL 
Record™ was correctly used and managed 
by organisation, which may require a tailored 
version of some data collection sheets. The 
implementation process had been handled 
and managed with varying degrees of 
success across the four organisations. It was 
evident from those organisations where 
thorough training had been received by staff, 
and where support / mentoring had been 
followed up by management on a regular 
basis, the best use of The SOUL Record™ 
had taken place and the most useful and 
clear evidence was able to be produced. 
 
With those organisations working across the 
voluntary sector, a degree of culture change 
was identified, as people who were not used 
to having to evidence the impact of their work 
were now having to. Ground level staff and 
volunteers, in particular, were of the mind set 
that they were employed to help and support 
people, not provide evidence for funders. 
Victim Support Norfolk highlighted how they 
had “sold” The SOUL Record™ to their staff 
and volunteers as a tool that was 
implemented to help them support 
individuals. The case studies had shown that 
it was important to ensure staff and 
volunteers understood that ustilising The 
SOUL Record™ served dual purposes. 
Firstly, an organisational need to gather 
evidence for funders; secondly, and 
potentially more importantly, it provided 
multiple advantages to their work, either as a 
semi-structured, solution focused 
conversational aid to facilitate their 

interventions or its use as a diagnostic tool to 
tailor their support for individuals. The results 
could also be highly motivational for their 
clients / pupils as well as staff and volunteers 
as it was possible to see for themselves the 
progress or impact they had made. 
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The perceptions and attitudes of academic staff within a 
research intensive university towards public 
engagement 
Lisa McDaid, The Research Centre, City College Norwich 
 
1. Introduction 
 
In September 2007, six higher education 
institution (HEI) led Beacons were 
established in Cardiff, Edinburgh, London, 
Manchester, Newcastle and Norwich, with a 
national co-ordinating centre based in Bristol. 
Each Beacon has a different emphasis and 
approach but, importantly, they all share a 
common goal of encouraging higher 
education institutions (HEIs) to undertake 
greater public engagement by working more 
closely with communities and the wider 
public. Funded by the UK higher education 
funding councils, Research Councils UK 
(RCUK) and the Wellcome Trust, the initiative 
aimed to achieve a more joined up and 
embedded approach to public engagement 
across higher education institutions. 
 
The Norwich Beacon, led by the University of 
East Anglia (UEA), was called Community 
University Engagement East (CUE East) and 
planned to undertake both inward (seeking to 
stimulate a change in university culture with 
regard to increased levels of public 
engagement) and outward (encouraging 
genuine dialogue and debate with the public) 
looking activities. 
 
This paper presents one aspect of a wider 
research project conducted on attitudes 
towards public engagement and the factors 
affecting involvement by academic staff. This 
research formed part of the formative 
evaluation of CUE East conducted by The 
Research Centre, City College Norwich. The 
aim of the research was to provide a baseline 
against which change in institutional culture 
could be assessed, with regard to making 
public engagement a greater part of 
university life (see McDaid, 2008, for full 
report). 
 

The term ‘public engagement’ covered a wide 
range of activities and could be used in a 
variety of ways by different people. Public 
engagement could, arguably, be any activity 
that brings together higher education staff 
and students with the wider public in 
communication or dialogue, to promote 
mutual understanding and learning. It could 
also include public lectures, debates and 
events, media work, participatory research 
processes, and outreach work with schools. 
However, the Higher Education Funding 
Council for England (HEFCE) defined public 
engagement as: 

"…the involvement of specialists 
listening to, developing their 
understanding of, and interacting with, 
non-specialists" (HEFCE, 2006, p5). 

 
 
2. Methodology 
 
This research was conducted with staff from 
the University of East Anglia (UEA), Norwich, 
UK. A total of 55 semi-structured interviews 
were conducted with a cross-section of 
academic and research staff at UEA 
(hereafter referred to as ‘academics’). This 
included a number (n=24) of targeted 
individuals, such as the Heads of Schools, 
Associate Deans for Research and Associate 
Deans for Enterprise and Engagement. There 
were also a stratified sample of academics 
(n=31) using the combined criteria of ‘Faculty’ 
(either Science, Social Science, Arts and 
Humanities or Health) and ‘Grade Level’ 
(either senior academic, academic, senior 
researcher or researcher) (see McDaid, 
2008, for further details). The majority of 
interviews were conducted face to face at the 
University of East Anglia between May and 
August 2008. 
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3. Results 
 
Where anonymity was not compromised, 
interviewees own words have been reported 
verbatim to ensure that key points/issues 
were illustrated fully. A main theme 
addressed during each interview was: ‘What 
is understood by public engagement?’ 
 
3.1 What is understood by Public 
Engagement? 
Public engagement was “…not familiar 
language…” amongst most academics 
interviewed at UEA. Indeed, interviewees 
often deflected the question about what the 
term might imply back to the researcher. At 
the most basic level, there appeared to be a 
consensus that the term meant activities 
through which the university sought to 
connect with a non-academic audience. 
However, when discussing in greater detail, 
respondents varied according to a number of 
different factors, which were: 
 

A. the purpose of public engagement 
B. the meaning of public 
C. the different levels of engagement 
D. the role of discipline area 

 
Each of these four factors were explored in 
greater detail.  
 
A. The purpose of public engagement 
Interviewees expressed very different 
opinions regarding the purpose of public 
engagement, and at times these were 
contradictory. Several academics 
conceptualised public engagement in terms 
of existing university agendas. At the 
extremes, some academics talked about 
public engagement solely in the context of 
student admissions or public relations. 
However, the majority of responses were 
multifaceted and considered that public 
engagement overlapped with a number of 
existing UEA agendas, such as widening 
participation, knowledge transfer or 
enterprise and consultancy.  
  
B. The meaning of ‘public’ 
The term ‘public’ was understood by 
interviewees to hold different meanings 

depending on the context in which it was 
used. In simple terms, interviewees often 
drew a distinction between members of the 
public in their capacity as citizens and other 
university stakeholder groups. A range of 
different terms were used by the academics 
to describe the former, which included ‘lay-
public’, ‘general public’, ‘non-aligned public’, 
‘non-specialist public’, ‘civic society’, ‘non-
organised public’ and ‘mass public’. These 
terms implied people who do not already 
have a “…defined relationship in relation to 
the knowledge being produced…” or who 
were not experts in that given field. A further 
difference highlighted by UEA interviewees 
was ‘geographic publics’, such as local, 
regional, national and international, as public 
engagement could take place in a variety of 
geographic references. For example, 
academics in the School of Development 
studies could consider overseas populations 
as their public, thus, it was more complex 
than simply the community geographically 
local to the university. A number of 
interviewees also talked about different 
‘publics of interest’ when giving examples of 
engagement activities, such as ‘school 
children’, ‘patients’ or ‘women’. There were 
also references to more organised publics, 
such as all, or parts, of the voluntary and 
community sector, the faith sector or 
business sector. Other interviewees spoke 
about “…policy communities…” or “…policy-
makers…” as a target audience for public 
engagement activities. This included work 
with government departments and other 
professional bodies. 
 
C. The different levels of engagement 
A number of the interviewees highlighted the 
different levels of engagement, while others 
did so indirectly through describing activities 
that they considered as public engagement. 
These activities ranged from the class linear 
or one-way model “…in which knowledge 
gets translated as it goes through various 
communication channels, with the hope that 
the wider public will understand it and find 
value in it…’” (Head of School) through to 
“…genuine dialogue activities where the 
public are given the opportunity not just to 
inform but to influence what we do…” (Senior 
Academic).  

 
20  The Research Centre, City College Norwich 



The Research and Development Bulletin
 

 
D. The role of discipline area 
Depending on the faculty that a respondent 
was employed in appeared to directly 
influence their definition of public 
engagement, and the language they used to 
define it. As one academic stated, “I think my 
perspective is coloured really by the School I 
work for”. For example, in the Faculty of 
Health, public engagement was synonymous 
with ‘user involvement’, highlighting the direct 
influence of the National Health Service 
(NHS) user involvement agenda. However, in 
the Faculty of Science, the term ‘science 
communication’ featured greatly in responses 
from academics employed within this faculty.  
 
Also, within faculties there were differences 
between the Schools in terms of how ‘public 
facing’ certain disciplines were. Discipline 
areas, such as the social sciences and 
health, have always had a level of interaction 
with the public, due to those subject areas 
being concerned with the study of people. As 
indicated by one interviewee from the Faculty 
of Health who stated, “…the very nature of a 
medical School is to engage with the 
public…”, while an academic from the Faculty 
of Social Sciences stated, “…as a researcher 
in my field I have to get out in to the 
community and speak to people…”. The 
difference appeared to be whether people 
were perceived merely as ‘research subjects’ 
or whether they were involved in a more 
meaningful way that encouraged genuine 
dialogue and debate.  
 
3.2 Involvement in public engagement 
Most of those interviewed during this 
research were involved in some form of 
public engagement, when defining public 
engagement at its broadest sense. However, 
not all would have necessarily conceptualised 
their activities under such terms. When the 
interviewees were asked if they had been 
personally involved in public engagement, 
84% (n=46) said that they had. However, 
involvement consisted largely of one-way 
information flow activities, such as public 
lectures, media work or writing for non-
academic audiences. A range of two-way 
activities were also cited to a lesser degree, 
such a pro-bono work, blogs, participatory 

research, involving the public in democratic 
decision making, involving patients in the 
development of curriculum and teaching, 
working with schools to shape curriculum, 
activity days and dialogue events, sitting on 
charity boards and other bodies.  
 
The type of engagement activity and rate of 
engagement appeared to be influenced by a 
range of factors. These included subject 
area, research topic, stage of research and 
seniority. In regard to the latter point, one 
senior academic stated that “At senior level 
you are obviously called much more to public 
platforms and bodies…”. While in regard to 
the issue of subject area, demand-led public 
engagement was certainly stronger in some 
areas than others. For example, one 
academic from the School of Mathematics 
stated, “Put it simply, nobody has come 
knocking on my door with a microphone or a 
camera”. It was also stressed by a number of 
the interviewees that public engagement was 
not suitable for all academics. While another 
small number suggested that it was not 
suitable for all research areas. As one 
academic stated, “Public engagement is not 
always a natural extension of research”.  
 
However, in general, an individual’s 
involvement in public engagement was often 
voluntary, with people recorded doing public 
engagement in their own time, such as in the 
evening or at weekends. This was unless it 
had already been integrated into their role in 
some way, such as a condition of funding or 
engagement as a research methodology.  
 
3.3 The importance of public engagement 
Of the academics interviewed in this study, a 
majority regarded public engagement as 
important but not as important as other 
activities, particularly core activities like 
teaching and research. Such ideologies were 
highlighted in the following quotes: 

“There’s no doubt that your teaching 
and your research, and especially your 
research, is the key thing in your 
career from a promotion and 
progression point of view. Whereas 
public engagement is seen as a little 
bit on the outside of this, so it is not 
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important in the sense of getting 
ahead but I think in terms of your 
sense of what you are there in the 
world to do it’s very important.” (Head 
of School). 

and 

“It’s very difficult to say because it 
almost comes into a different category 
because it is not part of my job 
description or one of the measures 
against which I think I will ever be 
measured ... it’s more like deciding do 
I want to go for a run today? It’s 
something I enjoy and it’s important 
but I don’t really see it as part of my 
paid job.” (Senior Researcher). 

 
There were a few academics who could not 
“…see the point…” of public engagement or 
were not clear “…that it actually makes that 
much sense”. Variation was also recorded 
between the Heads of Schools in regard to 
how important public engagement was 
profiled. As one academic highlighted, public 
engagement often lacked leadership and/or 
support from Heads of School, as they set 
the priorities for the School, which “…rub 
off…” on others. This was supported to some 
degree by the shared view of Heads of 
School that when managing a School budget 
it was not always easy to justify academics’ 
time being spent on non-core activities, such 
as public engagement, or to give it priority, 
particularly when it was unclear what the 
impacts were for that School. 

“Because I am a manager, in the end, 
I would have to ask the question 
‘where is the income stream?’” (Head 
of School). 

 
3.4 Barriers to public engagement 
A range of inter-related barriers were cited as 
preventing public engagement by 
interviewees. Of the barriers cited, five were 
commonly stated between the academics 
interviewed: A/ time, B/ career progression, 
C/ peer approval, D/ the research led culture, 
and E/ funding. 
 
A. Time 

Almost unanimously, among all interviewees, 
time was viewed as the greatest barrier to 
undertaking public engagement activities. 
Academics felt an increasing pressure on 
their time, with most working far in excess of 
their specified work hours. There was 
particular concern that time allocated to 
public engagement would, ultimately, 
negatively impact their research and/or 
teaching. This reported barrier of time was 
further compounded by the fact that public 
engagement was not thought of as “…core 
business…” and often featured at the lower 
end of an academic’s list of priorities.  
 
B. Career progression 
Public engagement was not viewed as a 
good career progression option by the 
majority of those interviewed. The higher 
education sector was seen as an increasingly 
competitive environment where academics 
were judged solely in terms of publication 
outputs and grant income, as highlighted by 
the following academics’ views: 

“It’s not going to be anything we can 
use on our CV for future job 
applications, so I suppose the brutal 
truth of it is it’s got to be done as an 
act of social citizenship rather than 
anything else.” (Senior Researcher). 

and 

“I can’t really see anyone getting 
promoted on the basis that their public 
engagement was enormous and they 
hadn’t brought in any research grant 
and they hadn’t published anything.” 
(Head of School). 

 
Concerns were also expressed for younger 
academics that had not established an 
academic track record yet to support them. It 
was felt that the lack of any career 
recognition for public engagement activities 
could act as a major disincentive to their 
involvement. However, a very small number 
of academics from across Schools did view 
public engagement as a positive option for 
career progression, suggesting that it 
“…demonstrated a particular attitude, like 
drive and enthusiasm…” or that it could help 
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to “…forge links that can be used in the 
future…”.  
 
C. Peer approval 
Some academics interviewed expressed 
concern about their reputation amongst fellow 
academics. For example, one risked being 
deemed a “…popular thinker…” or that 
“…public engagement is going to be seen as 
a kind of dilution of your work or a dumbing 
down of your work”. Such views appeared to 
be expressed by those academics with 
significant involvement with the media, as the 
following statements highlight: 

“Academics are prejudice against it as 
it isn’t seen as proper scholarship, 
mere journalism” (Senior Academic). 

and 

“There are certain types of academics, 
such as the media or the cultural 
intellectuals, that turn up and spout 
about anything and these are actually 
the people that infuriate academics 
because they talk nonsense most of 
the time!” (Head of School). 

 
D. The research-led culture 
Strongly interlinked with career progression 
and peer approval, the research-led culture 
and pressure to publish was regularly cited 
as a barrier to embracing public engagement. 
In particular, the Research Assessment 
Exercise (RAE, now the Research Excellence 
Framework or REF) was considered to be a 
major factor in reinforcing the research-led 
culture that dominated the HEI experience.  

“If you take the RAE, the kind of work 
that it gives the highest rewards to is 
exactly the kind of work that doesn’t 
get on television, so there is a tension 
between the popular and the 
scholarly.” (Head of School). 

and 

“Most people are only doing work that 
is recognised by the RAE criteria.” 
(Senior Academic). 

 
E. Funding 
Increasingly funders have requested that 
public engagement be included in proposals 

as part of research outputs, which has started 
to provide limited resources to carry out 
public engagement. One academic from the 
Faculty of Arts and Humanities commented 
that “Three out of the four applications that I 
put in last year for funding asked about the 
potential for knowledge transfer and 
engagement”. However, no School had a 
specific budget line for public engagement. 
Those carrying out smaller, less formalised 
activities, often sought access to alternative, 
small pots of funding to cover basic costs, 
such as room hire and marketing materials. 
Two of the academics interviewed had 
actually paid for activities out of their own 
pocket; although they hadn’t always 
approached the School to ask if there were 
funds available. While one academic stated “I 
haven’t asked but I don’t think it would be 
forthcoming.” 
 
3.5 Recording public engagement 
It was apparent that very little recording of 
public engagement activities took place. In 
fact, several interviewees reported that they 
had carried out public engagement activities 
but had not reported them through any official 
channels, or even mentioned it to anybody at 
the university in some cases. The lack of any 
formal process of recording public 
engagement has led to the “…whole thing 
becoming invisibalised…”, stated one 
academic. While another academic stated 
that the lack of any recording protocol simply 
highlighted its unimportance. However, some 
Schools were recording public engagement. 
For example, in the School of Biology a ‘Bio-
Tracker’ was being piloted. This was a basic 
online tool for individuals to report their public 
engagement activities. The School of 
Environmental Sciences published annual 
reports that captured some of the public 
engagement activities and events that had 
taken place in the School. A few Schools put 
“…special announcements on their websites 
saying what public engagement people have 
been doing”. However, generally the level of 
organisation and frequency of reporting was 
highly variable. UEA did have an annual 
Community Engagement and Outreach 
Survey that was cited as an existing 
mechanism that could capture some public 
engagement activities. However, few Heads 
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of School and other senior academics 
interviewed were aware of this survey, 
although this was not to say that they had not 
previously completed the survey and 
submitted it to the university.  
 
There were concerns expressed by some 
academics regarding capturing their public 
engagement outputs through a fear that line 
managers might think they were spending too 
much time on public engagement. One 
interviewee stated: 

“Nobody knows whether it counts 
towards their work time, so it dis-
sways people from doing it or telling 
people they are doing it because they 
might be called upon to fill up those 
hours somewhere else.”  
(Researcher). 

 
3.6 Recognising public engagement 
There were mixed responses to this question. 
Some academics categorically stated that 
public engagement was not recognised, while 
others said that it was recognised but only at 
the School level. A few academics felt that 
only the “…highlights are recognised really 
well…”, such as those activities that make it 
into Broadview or other media. A small 
number of interviewees thought that 
recognition for public engagement was 
growing, as in all universities. This was 
thought to be due to the government and 
funders ‘pushing’ the public engagement 
agenda.  
 
3.7 Supporting public engagement 
There appeared to be pockets of senior 
management support for public engagement, 
but as one academic commented, “Support is 
personal rather than organisational…”. 
Consequently, levels of support varied 
between Schools. Interviewees gave 
examples of being allocated the time to go 
and do one off public engagement activities 
or where the School had paid for their travel 
expenses, but this was very ad hoc. The lack 
of a coordinated support for public 
engagement was highlighted in the following 
statements: 

“Do I feel supported by the University? 
Not in any tangible sense.” (Head of 

School). 

and 

“Public engagement is not part of an 
overall strategy which is positively 
encouraged or where people sign up 
to it. It happens because someone 
with a bit of public spiritedness says 
oh we should be doing this for the 
Schools.” (Senior Academic). 

 
One academic stated that, at the School 
level, public engagement had “…actively 
been discouraged…” because it was seen as 
a distraction from core activities. Academics 
were not always clear who to approach 
regarding support for public engagement. 
Even when support was available, it wasn’t 
always known about, as an academic stated: 

“I’ve only just found out that all the 
resources and equipment that I’ve had 
to source myself are actually freely 
available from [name of academic] in 
the School.” (Academic). 

 
It was felt that the institution needed to 
provide a clearer mandate for public 
engagement. One academic said, “It doesn’t 
take a great deal for an institution to show 
from the top what degree of support there is 
for this type of activity”. While another stated, 
“The signals for academic staff are diverse, 
complex and contradictory”. Some 
interviewees suggested that having the 
Beacon status was the clearest indication yet 
that public engagement was on the rise at 
UEA in regard to strategic priorities.  
 
3.8 Rewarding public engagement 
Public engagement was not rewarded in a 
formal way at UEA. At most, it was 
commented on by Heads of Schools that 
public engagement had been raised in 
promotion discussions as “…a testament of 
character…” or included in a job reference as 
an indication that the individual was “…a fully 
rounded academic…”. A couple of academics 
suggested that there was scope to promote 
people for their public engagement work 
under the knowledge transfer heading in the 
promotions criteria. However, there was no 
evidence provided by those interviewed that 
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anyone had been promoted because of their 
public engagement activities. However, an 
academic might get either “…a pat on the 
back…” or a “…commendation and 
encouragement…” for their public 
engagement work.  
 
3.9 Evaluation 
Of the public engagement activities that were 
conducted through UEA, very little evaluation 
was undertaken. Formalised events were 
sometimes evaluated using basic event 
focussed evaluation forms, but aside from 
these, much of the feedback was anecdotal:  

 “We don’t evaluate, only in an 
anecdotal way, nothing systematic. 
Time and resources, I think, are a big 
part of the problem here.” (Academic). 

 
One academic, who did activities at fairs and 
other public gatherings, also commented that 
they didn’t feel evaluation was always 
appropriate. Although this also highlighted 
the need to promote more creativity in 
evaluation methodology: 

“Just the thought of handing them a 
questionnaire at the end of it and 
saying can you fill that in and hand it 
back is, well it would put me off doing 
it really. It kind of distracts from the 
friendly atmosphere you are trying to 
impart.” (Academic). 

 
However, while funders were seeking an 
increased focus on public engagement in 
grant applications, there was limited attention 
given to ensuring suitable measures were in 
place to record data for the evaluation and 
impact of public engagement activities. 
 
 
4. Discussion 
 
Public engagement, where undertaken, can 
take a variety of different formats within the 
context of a higher education institution. 
Therefore, it was important to develop a 
shared understanding of what the term 
implied and a clear definition of public 
engagement was particularly important, 
especially for measurement purposes. 

Without this, putting the concept in to 
operation would be a challenge, especially in 
regard to measuring its impact at an 
institutional level. 
 
There was much enthusiasm from most 
academics to become involved in public 
engagement. Indeed, many had been already 
undertaking some form of public 
engagement, though most would have not 
thought of their activities in such terms. 
However, there was a bias in the interview 
sample undertaken in this study towards 
more senior figures, as a result of 
interviewing targeted individuals in 
management positions. Therefore, it was 
unlikely that the values presented in this 
paper were representative of the whole 
academic population at UEA. However, 
despite the mainly positive view reported 
here, public engagement was often awarded 
a low priority. Core activities, such as 
research and teaching, invariably took 
precedence as the higher priorities.  
 
Recording public engagement rarely took 
place at UEA and, therefore, it was 
impossible to know the true extent of public 
engagement being undertaken at UEA. It was 
also highlighted that no strategic, institutional-
wide support for public engagement or any 
formal rewarding mechanisms were in 
operation at UEA. Academics saw both of 
these factors as barriers to increasing levels 
of public engagement. A range of alternative 
barriers to public engagement were also 
cited, with many acting as inter-related, 
confounding factors. These included barriers, 
such as attitudes and skills, institutional 
barriers, such as support and recognition for 
public engagement. In addition, external 
pressures within higher education, such as 
the pressure placed upon institutions to 
produce research outputs, which in turn seek 
to secure future grant income and on 
academics to progress their careers, were 
other cited barriers. Addressing these 
barriers not only needs to take place within 
the individual institution but more significantly 
needs greater attention across the HE sector 
as a whole. 
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Very few academics were formally evaluating 
their public engagement activities. In fact, 
most interviewees had not even considered 
evaluation per se, while some thought that 
evaluation was not always appropriate. This 
signalled the need to encourage greater 
creativity in evaluation methodologies and 
raise the importance of evaluation. Even the 
costs involved in evaluation were considered 
a barrier to evaluation by some academics.  
 
Thus, in summary, public engagement 
activity has been thriving at UEA in spite of 
the lack of institutional-wide promotion and 
support. This study has highlighted that there 
was significant potential to improve the 
coordination, recognition and reward 
mechanisms for the public engagement at 
UEA. In doing so, helping to support a culture 

change at UEA, to one where “…public 
engagement is truly embedded as a 
worthwhile activity” (CUE East, 2008).  
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eL-CID: e-Learning by communicating iterative 
development 
Charles Boisvert, School of Business & Computing, City College Norwich 
 
1. Introduction 
 
Software development has too often been 
taught through resulting programs rather than 
focussing on the process of development in 
its own right. Bennedsen and Caspersen 
(2005) stated that textbooks “…neglect the 
issue…’ in their account of using video 
recordings to reveal the development 
process. 
 
This paper describes a system called the ‘e-
Learning by communicating iterative 
development’ (commonly referred to as eL-
CID) and reports on the findings from a study 
conducted in the academic year 2007-08. eL-
CID utilised computer animation to present to 
the learner examples of computer programs 
with their development history. It focused in 
detail on the incremental process of 
developing computer code, emphasising this 
process rather than the end product.  
 
 
2.  Background 
 
In a previous report (Boisvert, 2006), the eL-
CID viewer had been described in detail. A 
main feature of eL-CID was the ability to 
display software development in animation. 
This development process ‘plays out’ at the 
request of the user, as if the program was 
being edited in front of them. The interface 
(Fig. 1) offered options to view, edit or print 
the program and annotations. 
 
The result was a user experience that 
emphasised the programming process over 
the product. This rich user control was highly 
valuable to the learners, and was not able to 
be obtained through alternative methods, 
such as the video process recordings 
presented by Bennedsen and Caspersen 
(2005). 
 

 
Figure 1. The eL-CID interface displaying the 

controls and annotated animation. 
 
 
It functioned by the teacher creating, in 
advance, a tutorial by writing the appropriate 
code and its development history in an XML 
file. Stored alongside this source code, in the 
same file, would be the changes describing 
program modifications. Optional comments 
could be inserted with each change, forming 
annotations that would be shown during the 
animation run. The initial source code would 
be stored along with the repetitive 
incremental code changes (Fig. 2). 
 
 

elcid

source iteration

Source code move insert move insert

elcid

source iteration

Source code move insert move insert  
Figure 2. A parse-tree diagram displaying the 

development to animate for a user 
(Source: Boisvert, 2006). 

 
 
Foundation degree students, learning website 
design and programming, used these 
tutorials. The student use of eL-CID was 
recorded to be highly variable, with no 
relationships observed between the number 
of viewings, the duration of viewing, and the 
number of commands used for each tutorial. 
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Students appeared to exploit the resource 
mainly as a reference tool for learning a 
technique or to kick-start their own work from 
an appropriate starting point. However, 
patterns of use were still highly variable, 
though this was consistent with previously 
recorded results in self-directed learning 
(Boisvert, 2006). 
 
 
3. New developments 
 
This project aimed to develop and evaluate 
the website and teaching materials for the 
existing eL-CID visualisation system. The 
work set out to extend the previous 
presentation system in three main areas, 
which were established as the aims for this 
project: 
 

1. develop an editor tool that helps the 
building of animation during the 
development process and use the 
editor tool to expand the current 
tutorials available 

2. build the tutorials into a web site that 
could be used as a sustainable 
teaching resource, which would 
include social and data tracking tools 

3. use the resource and evaluate the 
technique through site data, practice 
and user feedback 

 
3.1 An editor for eL-CID tutorials 
The absence of an editor tool was viewed as 
a major drawback to the existing system, as 
the development history of each program had 
to be prepared in lengthy detail each time 
prior to use. Hence, addressing this issue 
was a primary concern. The new editor tool 
provided an interface for the animation 
editing tool (Fig. 3) and in concert with the 
animation system it ran entirely on a web 
browser. 
 
A panel on the left-hand side of the screen 
displayed the animation, while on the right 
the record of development was presented 
step by step. Therefore, through the addition 
of the editor tool on to the eL-CID system, 
staff were able to build, review and annotate 
animations visually and very simply. The 

approach to developing the editor tool was 
relatively simply. The characteristics of each 
modification were stored in a step object (Fig. 
4), created using the object-orientation 
features of JavaScript. 
 

 
Figure 3. The eL-CID tutorial editor interface 

shown on screen. 
 
 
 

 
Figure 4. This figure illustrates the methods 

and functionality of the step object 
process. 

 
  
Each step contained the data required to 
present a modification of the code and the 
optional comment. It also carried the methods 
necessary to translate the subject matter to 
and from different representations, such as:  
 

1. visually into the animation 
2. to and from an input form for editing 
3. to and from the XML file data for 

loading and saving 
 
This also allowed the system to co-ordinate 
both the display of the development process 
as well as the editing interface. 
 
On uploading a tutorial, the system analysed 
the XML file to identify the source code, and 
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create each step. To show the steps in order, 
they were placed in to an array (as detailed in 
Fig. 5). 
 

 
Figure 5. The use of the step object. 
 
 
However, the software still suffered from 
some limitations. The most severe was that 
tutorials remained difficult and awkward to 
save or upload on to the website. Thus, the 
interface could also be improved to make the 
creation of tutorials easier. However, the 
inclusion of the editor tool had made it 
possible to respond to the needs of students, 
which resulted in the number of available 
tutorials having increased by 32% on the 
previous year (Fig. 6).  
 

 
Figure 6. The number of eL-CID tutorials 

recorded. 
 
 
Another improvement recorded was the 
diversity of tutorials that students could 
access, which had increased due to example 
style sheets, DOM scripting, and SQL queries 
having been added as new, online options 
(Fig. 7). 
 
 

 

 
Figure 7. Selection of online interpreters 

available for the eL-CID code examples. 
 
 
On reviewing descriptions of the historical 
developments, it also provided information on 
its use. For example, some algorithms had a 
clear, well known development path that had 
been frequently used in education. One such 
example, which was developed as an 
example with eL-CID, was the ‘selection sort’. 
In this scenario, there was a linear, 
sequential, development process of 
identifying the largest element within a given 
set followed by the next largest, and so on. 
This was supported by the well established 
concept of embedding loops to check each 
element against others. However, such a 
clear development path was not always the 
situation. When an algorithm did not have a 
clear development path, writing development 
descriptions for animation via eL-CID was a 
revealing process. For example, to help 
highlight this point, the programming example 
was commonly used to teach array 
manipulation (Fig. 8). 
 
var numbers = new Array(673,623,63,54,34,23,9,4,1); 
  
var sorted = true; 
  
for (var i=0; i<numbers.length; i++)  
  if (numbers[i]<numbers[i+1]) sorted=false; 
  
if (sorted)  
   alert("The array is in descending order");  
else 
   alert("The array is not in descending order");  

Figure 8. An example of the programming 
layout. 

 
 
The program checked that the array of 
numbers was correctly in descending order; it 
was a well-known exercise and a good 
example of the difficulty faced by students 
when first learning to program. Most students 
were able to analyse the example and 
understood how the resultant coding was 
reached. However, the same students, given 
a direct task to “Write a program to check 

 
The Research Centre, City College Norwich  29 

 



Volume 7 Number 1 (2009) 
 

whether an array is in descending order”, 
found it difficult to provide a suitably correct 
outcome. Using the eL-CID editor tool to 
record one potential development path for 
such a task, we revealed a difficulty in the 
program that, for inexperienced students, 
was best worked out iteratively. Firstly, a 
partial solution (Fig. 9) was produced that 
checked the two elements were in order. Of 
course, this solution was incomplete but it 
was straightforward and it revealed elements 
that were useful in the final works. 
 
var sorted = false; 
 
if (numbers[0]>numbers[1]) sorted=true; 

 
Figure 9. The partial working solutions. 
 
 
var sorted = false; 
 
for (var i=0; i<numbers.length; i++)  
  if (numbers[i]>=numbers[i+1]) sorted=true;  

Figure 10. Adding the loop: incorrect, but still 
a productive process. 

 
 
var sorted = true; 
 
for (var i=0; i<numbers.length; i++)  
  if (numbers[i]<numbers[i+1]) sorted=false; 

 
Figure 11. Adding the loop: the correct 

program. 
 
 
To check the whole array, the program was 
modified by adding a loop (Fig. 10). The 
resultant of this addition was incorrect due to 
it having checked whether any pair of 
consecutive numbers was in descending 
order rather than comparing across all pairs. 
However, working through the incorrect 
program was still an informative and 
productive process for the student, as it 
revealed a difficulty in the exercise that was 
not previously evident. It also brought the 
correct solution closer (Fig. 11). Therefore, 
this process resulted in both the identification 
of the problem and revealed the correct 
solution, by using the loop to identify where 
the array was not correctly ordered. 
 
Viewed in animation, such developments 
highlight to the student how to work towards 

a correct solution. However, reviewing the 
development path, via eL-CID, provided just 
as much value for the teacher by allowing 
them to identify where students encountered 
difficulties within the exercise.  
 
After a relatively short period of time, 
students discovered patterns or methods they 
could apply and reapply to problems. Thus, 
they were able to review and reflect on their 
development and progress, which often 
resulted in renewed confidence in their 
abilities as initial difficulties were viewed as 
simply problems to overcome.  
 
3.2 The eL-CID website 
With a greater number and diversity of 
tutorials available, there was a requirement to 
ensure that they were easy to find, organise 
and use by students. A purpose of the web 
site was to act as a tutorial repository. Thus, 
a dedicated eL-CID website would support 
subject learning, which provided easy access 
to the key features (Fig. 12). 
 

 
Figure 12. The home page for the eL-CID 

website. 
 
 
To aid the process of both classifying and 
then locating tutorials easier, dependent upon 
what the user was searching for, keywords 
were attributed to each tutorial. The keyword 
system was considered to allow maximum 
flexibility to the classification system. Each 
keyword would denote a set of tutorials (Fig. 
13). Therefore, a tutorial given multiple 
keywords would belong to several sets, which 
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intersect to define specific areas that were of 
interest to users. 
 

 
Figure 13. Keywords define sets of tutorials. 
 
 
Each tutorial was clearly presented in an 
easy to access section that provided 
appropriate, descriptive information and a link 
to the tutorial, which made scanning the set 
of tutorials easy. Keywords were presented 
via a word cloud where the larger keywords 
corresponded to a greater number of tutorials 
available, while the links were also ordered 
by the number of visits. The two criteria 
helped to identify more quickly the important 
keywords to use in a search. Finally, the 
provision of a breadcrumb trail allowed the 
user to know where they were in the site's 
hierarchy while acting as a navigation tool, as 
each keyword was also set as a link. A 
selection of the visual cues found on the 
pages provided the reader with information to 
support their use of the site (Table 1). 
 
Table 1. Visual clues for readers. 

Each tutorial is presented in a clearly visible 
section, with a link and relevant information; this 
makes the set of tutorials easily scanned. 

 

Keywords are presented in a word cloud: larger 
nks correspond to more tutorials available, while 
he links are also ordered by the number of visits. 

The two criteria help identify quickly more 
mportant keywords to search for. 

 

Finally, a breadcrumbs trail (fig. 4.5, left) lets the 
user know where they are in the site's hierarchy, 
while acting as a navigation tool as each keyword 
s set as a link. 

 

  
 
 
The social tools on the site were limited to 
sorting tutorials and keywords according to 

popularity. Thus, the popular sections of the 
site, in terms of visit number, would have had 
greater visibility to users. 
 
The database that underlies the site was 
structured to support social tools, such as 
rating of tutorials and the setting of keywords. 
However, as the site came into use, actual 
practice revealed that there were more 
important student needs. For example, the 
possibility of viewing examples of code either 
statically or as an example of development 
confused some individuals. To improve the 
usability of the presentation, an overview bar 
was added (Fig. 14) that allowed users to 
visualise the length of the tutorial and at what 
point in the development they were checked. 
Similarly, the multiple interpreters for 
providing example code were not clear to 
some users and were, therefore, adapted to 
clarify the options available and how to 
control them (Fig. 15). 
 

 
Figure 14. Overview tools for the presentation 
 
 

 
Figure 15. Selecting an interpreter to provide 

the example code. 
 
 
The site used a structure and database that 
managed the information required to create 
and make available the multiple viewing and 
searching of tutorials (Fig. 16). This same 
database also recorded multiple details on 
the usage of the website as follows: 
 

1. site sessions 
2. visits to keywords and tutorial files 
3. usage details of each tutorial 
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Figure 16. The structure of the eL-CID website database. 
 
 
The details of files were referenced by 
keywords (tags) as well as usage records (file 
use). Separate accesses to the site 
(sessions) relate a number of files used for a 
visitor (user) at any given time. Users can 
also be recorded as file or keyword authors, 
such a structure ensured that data were 
collected for evaluation purposes. 
 
3.3 Evaluation 
Evaluation of the new tutorials and website 
were by means of 3 groups of students (37 
individuals in all) with data being recorded 
between April and June, 2008. Usage data 
collected automatically during this period was 
analysed, while a separate paper survey was 
also supplied to the students for collecting 
their views on the system (eL-CID). Over the 
whole period, a total of 424 access events 
were recorded on the system (eL-CID) 
indicating the level of student usage. The 
majority (n=364, 86%) of these access events 
were accessed from within the college and 
during class time, while just 60 (14%) access 
events were recorded from outside of the 
college.  
 
The number of visits via specific keywords 
and files highlighted a focus on subject areas 
and activities conducted in classroom, though 
there was also an interest in the wider range 
of tutorials that could be found on the site 
(Fig. 17). All keywords were used, although 
those keywords that corresponded to subject  

 
areas undertaken by a level 3 group were 
repeatedly visited, though this group had the 
most students too. Conversely, keywords that 
had less relevance to topics studied in 
classroom recorded little usage. 
 

138
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41
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10
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DHTML

JavaScript

CSS

ASP

Images

HTML

SQL

Algorithm Development

Easy  
Figure 17. Number of keyword access events 

on the eL-CID site between the period of 
April and June 2008. 

 
 
A similar, skewed distribution was also 
recorded in individual usage of tutorial files 
(Fig. 18), with some tutorials attracting a 
much greater number of viewings that, again, 
corresponded to activities and subject areas 
covered in the classroom. However, all 30 
tutorials available from the website have 
been accessed by students to highly variable 
levels of usage. This appeared to support the 
high diversity of usage finding that was 
presented in a previous project report 
(Boisvert, 2005). 
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ASP and access - records layout.xml

ASP and databases.xml

selection sort.xml  
Figure 18. Tutorial file usage (number of 

accesses) during the period between April 
and June 2008. 

  
 
The student data recorded from the 
corresponding paper survey appeared to 
corroborate the findings of the website usage 
recorded data. Each student was provided 
with an evaluation form, which consisted of 
five questions: 

1. is the interface straightforward? 
2. did you find the tutorials easy? 
3. did eL-CID have the tutorials you 

needed? 
4. did you use the web site on your 

own? 
5. did you enjoy using the site? 

 
Students recorded their score to each 
question in turn via a Likert scale, which 
resulted in a total 17 (46%) responses. These 
17 respondents were also asked about 
alternative sites that they used, while a space 
was available for expanded, written 

comments. The website interface attracted a 
positive response (Fig. 19) as well as positive 
written comment. 
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Figure 19. The responses recorded to the 

question: ‘Is the interface 
straightforward?’. 

 
 
Investigating the difficulty of tutorials, 
students stated that they had found the 
tutorials easy (Fig. 20). However, there was a 
lack of tutorials responding to their needs 
(Fig. 21). 
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Figure 20. The responses recorded to the 

question: ‘Did you find the tutorials 
easy?’. 
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Figure 21. The responses recorded to the 

question: ‘Did eL-CID have the tutorials 
you needed?’. 

 
 
The data collected from the respondents 
supported written comments that highlighted 
a “…lack of advanced tutorials…”. Read in 
conjunction with the website data, this 
suggested that students would probably use 
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the site more if a greater number of examples 
were available, as they appear to have 
exhausted the tutorials and topics available. 
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Figure 22. The responses recorded to the 

question: ‘Did you enjoy using the site?’. 
 
 
In response to the question asking whether 
students enjoyed the site, the distribution of 
responses was skewed towards the negative 
(Fig. 22). As students appeared to find the 
site easy to use, an appropriate development 
may be, as well as to continue developing a 
wider range of tutorials, but also to provide 
greater opportunity for the students to 
participate on the site. Website usage data, 
which reported little use of tutorials outside 
the classroom, appeared to support 
responses to the question asking students to 
indicate the type of use (Fig.23). However, 
the availability of suitable tutorials, again, 
would have created greater interest in 
students to use the site on their own. 
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Figure 23. The responses recorded to the 

question: ‘Did you use the web site on 
your own?’. 

 
 
4. Summary 
 
This project set out to extend the existing eL-
CID system with three main aims: 1/ addition 

of an editor tool; 2/ construct tutorials on the 
website that could be a sustainable teaching 
resource; 3/ evaluate the student experience  
 
The editor tool has been developed and used 
successfully by doubling the number of 
tutorials available online to the students. The 
website provided an easy to use interface 
that allowed the required tutorial examples to 
be found and the work has been tested on a 
larger number of students than in the 
evaluation of the initial eL-CID project 
(Boisvert, 2006). This provides useful, more 
robust, information to guide future 
development work on the system. 
 
The evaluation conducted in this project has 
highlighted that the site was successful at 
providing access to the appropriate tutorial 
examples. The eL-CID system was also we 
received by the students. However, the 
number of tutorials remained a limiting factor 
and both the website usage and student 
feedback indicated that a greater diversity of 
examples was needed. The limited social 
tools also prevented students from 
developing a sense of ownership of the site. 
 
Therefore, any future developments of eL-
CID should take these findings in to account 
by continuing to develop new tutorials and by 
working to overcome the limitations of the 
editor tool. Also by developing better website 
social tool functionality that could both 
engage and encourage students to take 
ownership of the website and aid its future 
developments via their views. 
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Stakeholder perspectives on Higher Nationals and 
Foundation degrees 
Gillian Scofield, The Research Centre, City College Norwich 
 
1. Introduction  
 
For many years, the Edexcel BTEC Higher 
National Diploma (HND) and Higher National 
Certificate (HNC) (known as Higher 
Nationals, HNs), formed much of the sub-
degree provision  throughout England and 
Wales. Since the introduction of the 
Foundation degree (Fd) in 2001, City College 
Norwich (CCN) has introduced a number of 
new Fd programmes at this intermediate/sub-
degree level. However, post a college wide 
restructure and a separate review of HE 
provision, which included a mixed HN and Fd 
portfolio, CCN decided to move towards a 
solely Fd provision portfolio. This is in 
keeping with many Further Education 
Colleges (FECs) within England that were 
similarly following the move from HNs to 
Foundation degrees. However, due to the 
length of service, there may be lessons of 
best practice that could be taken from the 
management of HNs to assist or inform the 
management of Fds. For example, HNs have 
had a rich employer engagement history 
within several subject sectors, the current 
staff of employers having often gained the 
same qualification during their 
training/educational years. Therefore, it was 
important to understand which subjects and 
at what levels, if any, the two qualifications 
were understood. 
 
This project aimed to review a variety of 
factors for future course development, 
procedure or management improvements 
and establish any best practices that could be 
taken from HNs to help the management of 
Foundation degrees. The project and 
resulting report were approached in three 
parts: Firstly, the HNs and Fd were reviewed 
at a national (macro) level, outlining the 
background to the two qualifications; 
secondly, the Fd and HNs were considered at 
an institutional (meso) level, detailing college 
provision and the perspectives of staff, either 
managerial, administrative or other, who had 

college-wide involvement with these 
qualifications; finally, the project provides a 
programme level (micro) perspective from 
programme managers/lecturers, students and 
employers.  
 
 
2. Methodology 
 
Qualitative data were collected using semi-
structured interviews over a 6 month period 
(Jan.–June 08), which provided data and 
views on the perspectives and experiences of 
relevant stakeholders. These stakeholders 
included CCN staff and students, employers 
involved with Foundation degrees and 
HND/Cs, and partner Higher Education 
Institutions (HEI) and awarding bodies.  
 
In most cases, interviews were conducted 
face to face, the exception being interviews 
with external partners, which were conducted 
via the telephone. Interviews ranged between 
approximately twenty and fifty-five minutes 
(for further detail see Schofield, 2008) 
 
Interviews were categorised as those that 
provided either; 1/ a national perspective, 2/ 
an institutional perspective, or 3/ an individual 
programme level (the perspectives of 
students, programme managers/lecturers and 
employers).  
    
 
3. The national perspective 
 
Figure 1 shows how the qualifications ‘sit’ 
within the framework for higher education 
qualifications and the National Qualifications 
Framework. In order to gain a national 
perspective, representatives from both BTEC 
and Foundation Degree Forward (fdf) were 
invited to take part in interviews and whilst fdf 
declined to take part, input was provided by 
BTEC.  
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3.1 Background to the qualifications 
The Higher National Diploma and Certificates 
were described by BTEC as: 

“The BTEC Higher National 
Certificates (HNCs) and Higher 
National Diplomas (HNDs) are Level 5 
higher education qualifications, widely 
recognised by universities and 
professional bodies. There are more 
than 150 qualifications available, 
suitable for students aged 16 and 
above. The HNC is often studied part-
time alongside full-time employment. A 
Higher National student will develop 
management and other higher level 
technical skills required by employers. 
After a period of usually two years, 
students often progress to the final 
year of degree programmes. Higher 
Nationals can be studied in both FE 
colleges and universities” (Edexcel, 
2008). 

 
The HND/HNC were developed in the early 
1970s, having previously been the 
responsibility of professional bodies. The 
remit of the original Business Education 
Council was “…to rationalise and improve the 
relevance of sub-degree vocational education 
in FE and HE colleges and Polytechnics.” 
(Edexcel, 2008). Thus, the HND/HNC were 
accepted and recognised qualifications. In 
2002, a report highlighted the scope and 
range of the delivery of HNs: 

 “Traditionally, FECs have delivered a 
wide range of HNCs and HNDs, many 
originally funded through the Further 
Education Funding Council (FEFC) 
and transferred to the HEFCE in 1999. 
In 2001-02 there were around 52,000 
HNC or HND students at 195 FECs, 
with an additional 61 universities and 
colleges of higher education offering 
some 38,000 HNDs. All of these HNC 
and HND courses are funded by the 
HEFCE.“ (HEFCE, 2002). 

 
Unlike the Higher National qualifications, the 
Foundation degree was relatively new having 
been introduced in 2000 as a pilot and first 
taught in 2001/2. Partner HEIs award 
Foundation degrees, thus, no national 

awarding body exists for Fds. However, in 
2003, Foundation Degree Forward (known as 
fdf) was established by the Higher Education 
Funding Council for England (HEFCE), as a 
national body to support the development 
and validation of Foundation degrees and 
supporting employer engagement: 

 “fdf’s primary objective is to support 
the development of high quality 
Foundation degrees. fdf works in 
partnership with all relevant agencies, 
institutions, organisations and interest 
groups to ensure that the development 
of Foundation degrees is driven by the 
needs of employers and students.”  
(fdf, 2008). 

 
fdf promote Foundation degrees as a 
qualification that integrates academic and 
work-based learning. There was also 
recognition that the qualifications were to be 
designed in partnership with employers, with 
the intention of equipping students with the 
appropriate knowledge, understanding and 
skills for each sector. A HEFCE (2002) report 
highlighted that dedicated progression routes 
on to a full degree were to be a guaranteed 
requirement of an Fd programme: 

 “FDs have been designed with the 
dual purpose of a specialist end 
qualification in itself, and as a 
progression route to an Honours 
Degree.” (HEFCE, 2002:5). 

 
HEFCE reported in 2007/8 that “…nearly 
72,000 students were registered, or were 
expected to register, on foundation degree 
programmes.” (HEFCE, 2008). 
 
Whilst the HNs and Fds have co-existed, 
there appeared to have been an openly held 
Governmental assumption that the 
Foundation degree, would supersede the 
long established Higher National Diploma 
(HND). A letter from Charles Clarke, then 
Secretary of State for Education and Skills, 
regarding higher education funding and 
delivery 2004-05 stated that the Government 
expected “…to bring the number of 
Foundation Degrees to around 50,000 full-
time equivalent places by 2005/06, taking 
account of courses converted from 
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HNDs…with Foundation Degree places 
outnumbering HNDs in due course” (DfES, 
2004).  
 
3.2 Qualification characteristics 
3.2.1 Higher National Diploma/Certificate 
Edexcel was the awarding body for BTEC 
Higher Nationals. The HND/HNC were 
recognised as ‘applied learning’, vocational 
qualifications that have been available for 
“…around for 25 years. Their reputation is 
second to none and they continue to grow 
and develop” (Edexcel, 2008). The HND was 
delivered in both FECs and HEIs and were 
awarded either by BTEC or by the HEI under 
licence. 

“The Licence Agreement was devised 
in conjunction with our Higher 
Education Institution customers and 
recognises the autonomy of degree-
awarding HEIs in developing, 
delivering and franchising BTEC 
qualifications as institutionally-
validated awards.” (Edexcel, 2007). 

 
The Higher Nationals were unit/module 
based qualifications, the number of units 
studied dependent on the qualification 
studied (i.e. HNC or HND). The assessment, 
rather than being exam based, took the form 
of ‘real-life’, work-related case studies, 
projects and assignments marked using a 
criterion based method referenced against 
learning outcomes. Units were graded as fail, 
pass, merit or distinction. HND/HNCs could 
be studied full or part time with the HNC, in 
particular, being studied alongside 
employment.  
 
HND/HNCs were developed with key industry 
representatives and Sector Skills Councils 
(SSCs) to meet employer and student 
requirements. The National Qualification 
Framework for HND has a national 
specification, meaning they have standard 
specifications wherever the student studied. 
There was some scope for local 
differentiation and “…mode of delivery and 
course content may sometimes vary due to 
the input of employers in the area, and their 
local resources of a centre” (Edexcel, 2008). 
Both were stand alone qualifications set at 

level 5 on the National Qualifications 
Framework (Fig. 1). 
 

 
Figure 1. The structure and details for the 

National Qualifications Framework (NQF) 
and the Framework for Higher Education 
Qualifications (FHEQ). (Source: Quality 
Assurance Agency, 2006).  

 
 
Responsibility for the quality assurance of the 
HND/HNC rested with Edexcel. However, it 
was necessary to differentiate between 
HND/Cs that were delivered as part of the 
NQF and those that were delivered under 
licence by institutions with their own awarding 
powers. Where HNDs were delivered as 
institutional awards, ‘licensed centres’ were 
required to complete an annual institutional 
review and submit this report to Edexcel. 
However, where delivered as part of the 
NQF, the provider was subject to BTEC 
quality assurance procedures. 
 
3.2.2 Foundation degree (Fd) 
Foundation degrees mirror HND/HNCs in that 
they could be studied within HEIs or FECs. 
However, the award of Foundation degree 
was from an institution with degree-awarding 
powers. Thus, those Fds delivered within 
FECs would be awarded by a partner HEI – 
though this may change in the future as some 
FECs may seek awarding powers 
themselves. Similar to the HND/HNC again, 
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Foundation degrees were designed to 
“…integrate academic and work-based 
learning through close collaboration between 
employers and programme providers” (QAA, 
2004). The Foundation degree was to 
incorporate academic knowledge and 
understanding with specific vocational skills 
and competencies. Course specifications, 
bespoke to each programme, should include 
intended outcomes and a balance of 
intellectual and practical skills, which “…show 
that these are set appropriately for a 
qualifications which falls within the 
Intermediate level of the FHEQ” (QAA, 
2004a). The Fd would be conducted over two 
years on a full time basis normally, but could 
also be studied part time often over three or 
four years. 
 
As with the Higher National qualifications, 
there was input from employers, particularly 
local industry, and national sector bodies in 
the design and review of programmes: 

“Some providers have worked 
particularly closely with employers, 
while a few have collaborated 
especially closely with their Regional 
Development Agency (RDA) and/or 
Sector Skills Councils (SSCs) in the 
development of their courses.” 
(HEFCE, 2002). 

 
While HND/HNCs had national specifications, 
each Fd programme would be developed 
individually and validated before being 
offered for delivery. Therefore, programme 
specifications were designed independently 
to other programmes allowing a focus on 
local requirements. 
 
In regards to progression, as HEFCE stated, 
Foundation degrees were to provide a 
“…smooth progression to honours degree 
programmes, sometimes involving 
participation in a summer school, and then 
one year of further full-time study, or the part-
time equivalent” (HEFCE, 2008). However, 
as with Higher Nationals, Foundation degrees 
were to be also recognised as ‘stand alone’ 
qualifications.  
 
Responsibility for quality assurance and 

validation of a Foundation degree, whether 
delivered by an HEI or FEC, lies with the 
awarding institution. Therefore, the HEI will 
be subject to the requirements of the Quality 
Assurance Agency (QAA). Foundation 
degree qualification benchmarks were 
developed in November 2002 and revised in 
October 2004, setting out the purpose, 
characteristics, content and outcomes of any 
specific Fd programme. 
 
3.3 Interviews: national perspectives 
Interviewee A:  
Interviewee A was an Edexcel representative. 
The interview covered a broad remit, 
providing a wide range of current information 
and perspectives on the Higher Nationals and 
the current ‘landscape’ for BTEC HNs. 
 
Following visits to various universities 
throughout the UK, the interviewee 
acknowledged that the feedback regarding 
Fds was positive:  

“I’m hearing a fairly consistent 
message that where they’re 
successful they’re very successful and 
that’s great, but where they’re not 
successful…they might recruit for a 
year or so and then lie fallow.” 
(Interviewee A). 

 
However, notwithstanding the views held by 
many college staff, regarding the lack of 
national marketing for Fds, the interviewee 
described, quite strongly, that Government 
weighting, certainly in England, had been 
towards the Fd: 

“… it hasn’t been an equal playing 
field. There has been a very strong 
campaign, and still is, in favour, in 
England anyway, in terms of 
Foundation degree promotion and 
support …despite that, and despite 
the fact that we haven’t marketed HNs 
for five years or so, HNs were still 
more than holding their own in terms 
of numbers, which is quite 
interesting…” (Interviewee A). 

 
The interviewee went on to describe how 
other parts of the UK were ‘pro’ Higher 
Nationals: 
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“… in Wales you’re seeing HNs as the 
sub-degree of choice, very few Fds, 
but where there are Fds they’re 
specialist and they are successful 
because they are meeting defined 
niche markets” (Interviewee A). 

  
There was an acknowledged reduction in 
HNs within certain subject areas. For 
example, hospitality and catering, sport and 
leisure, health and care, art and design and 
the land-based sector. In such cases, it was 
felt that this was due to the impact of 
alternative Fd provision. However, other 
sectors, such as construction, engineering, 
computing and business, were said to have 
strong HN registrations. Employer support 
was cited by the interviewee as a reason for 
the continued interest in these sectors, with 
HNs being considered nationally as the 
“…heritage qualification…” due to previous 
generations of employers having undertaken 
the same qualification. However, there was 
also a recognition that BTEC did not wish to 
“…set our cap against a heritage model…”, 
and that the awarding body was commencing 
a revision of its qualifications.  
 
With regard to progression, it was recognised 
that although progression was not a 
‘guaranteed’ and not considered in the 
structure of the qualification, as it had been 
with the Foundation degrees, there was still 
an expectation that: 

“… in most cases it would be a 2+1 [2 
years HND with final year of a degree] 
progression to a degree programme 
… there’s a lot of universities which 
would quite happily accept a HND 
diplomate on a 2+1 top up but equally 
there are others that might say 2+2 [2 
years HND with second year entry to a 
degree] so it isn’t an automatic thing. 
It’s very much a working relationship 
established between particular college 
providers and mainly a couple of likely 
universities that people might go on 
to.” (Interviewee A). 

 
Although it was confirmed progression would 
feature in the forthcoming review, the point 
was made that the HNs were undertaken by 

a considerable proportion of mature students 
who did not wish to continue their studies. 
Also, it was recognised that there appeared 
to have been considerable confusion in the 
wider perception of the credit value of the HN 
qualifications for progression. In addition to 
the credit value, it was confirmed that the 
qualification curriculum was not designed 
with progression in mind and, as a result, 
there was limited emphasis on generic higher 
level skills. Where delivered under licence, 
HEIs could consider progression in terms of 
the qualification design. However, NQF 
specifications “…were not consciously 
designed to accommodate progression links.”  
 
The interviewee also highlighted what they 
saw as the main similarities and differences 
between the HN and Fd qualifications. In 
terms of levels, it was commented that both 
equated to 240 credits and both were often 
described as sub or intermediate degree 
qualifications. However, a key difference was: 

“… the foundation degree of course 
has the work based learning 
imperative whereas the HND is work 
related and there is a subtle and fairly 
crucial difference there … and if you’re 
going to do work based learning 
properly you’ve got to do it properly, 
work relatedness is easier to achieve.” 
(Interviewee A). 

 
The fact that the HND had a national 
specification was highlighted together with 
the fact that the quality assurance (QA) also 
had a national process; “Our QA process is 
very well regarded … it’s a very rigorous 
process.” The HNs have assessment grading 
protocols and grading descriptors, which 
presented a “…very different assessment 
grading regime from the Fds … very 
different!” The option of being able to 
complete an HN unit by unit, taking individual 
units as time or other resources permitted 
and returning to complete the remaining units 
at some future date was considered, by the 
interviewee, to be beneficial for the student. 
 
In terms of employer involvement, it was 
acknowledged that there was considerable 
engagement with employers at a national 
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level. Specifications were written in 
consultation with employers together with the 
professional bodies and the appropriate 
Sector Skills Councils. A three stage scrutiny 
procedure was carried out together with the 
final accreditation by QCA. On a local basis, 
it was expected that colleges offering the 
HNs would ensure they had appropriate links 
with local industry and employers, which 
could be demonstrated to external 
examiners; “There is a strong expectation 
that if you are running vocational 
qualifications you’ve got to keep your link with 
the appropriate vocational organisations 
locally up to speed.” stated Interviewee A. 
 
As part of the review process, BTEC were 
reported to be looking at developing a special 
variant of the BTEC licence for colleges that 
were to gain Foundation degree awarding 
powers (FDAP), which would effectively allow 
institutional validation powers: 

“… if a large college gets FDAP in a 
couple of years time … they may wish 
to … embed an HNC within the 
Foundation degrees because that’s 
quite common practice … There’s 
room, certainly for Higher National 
Certificates, to be embedded in 
Foundation degrees as happens quite 
a lot already. The best proponent of 
that is the University of Plymouth who 
have got 36 Foundation degree 
pathways with embedded HNCs.” 
(Interviewee A). 

However, the interviewee did feel that in 
view of differing grading protocols for the 
two qualifications, a “…slightly more 
relaxed percentage marking for 
Foundation degrees, where you have an 
embedded HNC within a foundation 
degree [resulted in] tension between the 
two.” (Interviewee A). 
 
The interviewee did state that while it had 
been reported that registrations on the HN 
programmes delivered by direct funding were 
down on the previous year, those delivered 
under licence had increased with 24 of the 55 
universities delivering under licence reporting 
increased student numbers in the academic 
year 2007/08. 

4. The institutional perspective 
 
Four interviews were undertaken with staff 
who had a central services involvement with 
the Fd and/or HND/HNC, either in a 
management, quality assurance, 
administrative or information, advice and 
guidance (IAG) role. The perspectives of staff 
on the development of new Fd programmes 
is also included.  
 
4.1 Foundation degree & Higher Nationals 
at City College Norwich 
Whilst the BTEC Higher National awards 
have been offered by CCN for many years, 
Foundation degrees were first offered 
(excluding pilot) from the academic year 
2002-03. A total of 16 Fd programmes were 
offered by CCN at the time of this project, 
ranging in subjects from health to teaching 
assistants and financial services to music 
practice. Just four HNDs were offered, in 
engineering, construction and electronics, 
which were mirrored in the four HNCs (for a 
complete listing of the programmes offered 
by CCN see Scofield, 2008). In addition to 
this provision, a number of additional, new 
Fds were being developed that were subject 
to validation at the time of writing.  
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Figure 2. College registrations on the Fd and 

HND/C courses. Fd and HND/C Students:  
Current registrations Feb 2008 (all years). 
(HND f/t includes Fd Aviation, Hospitality 
and Travel Management available to 
overseas students only, n=14). 

 
  
Various progression options were available to 
students studying either HND/HNCs or Fds at 
CCN. These progression routes had been 
developed to provide access onto full 
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Bachelor degree courses. Each Fd had a 
specific ‘top up’ course while HNs had 
bridging courses available to students. Most 
of these courses were delivered at CCN or by 
the partner HEI (University of East Anglia). 
 
4.2 Development of Foundation degree 
awards 
There had been debate that the introduction 
of the Foundation degree would simply lead 
to existing HNDs being ‘re-badged’. Indeed, 
Government policy appeared to accept this 
would happen, as highlighted in a DfES 
(2003) White Paper, which stated that the 
aim was to “…make the foundation degrees 
the standard two-year qualification by 
enabling HNCs and HNDs to be incorporated 
into the Foundation degree framework”. 
However, CCN were keen to ensure that their 
Fd provision were newly developed. Rigorous 
procedures were introduced to monitor the 
development of any new Fds, from initial idea 
to delivery (see Fig. 3 in Scofield, 2008). 
 
The processes required of an FE provider in 
offering either HNs or Foundation degrees 
differ at key stages. HND/HNCs have their 
content and specifications written and 
produced nationally by Edexcel, while the Fd 
required the provider to develop the 
specifications. The same variation was also 
observed in the assessment requirements for 
each programme, with HNs assessment 
criteria being set at the national level and Fds 
set at the local level. The validation process 
was also significantly different between the 
qualifications. The HNs were approved and 
validated by Edexcel nationally, in 
conjunction with the Qualifications and 
Curriculum Authority (QCA). However, for an 
Fd the provider/college would ‘drive the 
process’ forward through internal scrutiny and 
validation processes and meeting the partner 
HEI and quality assurance agency (QAA) 
requirements. Thus, a much greater amount 
of time and effort were required for a college 
to develop an Fd.  
 
4.3 Interviews 
Interviewee B: 
Interviewee B provided information on the 
growth and development of Fds within CCN 
together with perspectives of the BTEC 

qualifications. One of the key points 
discussed by the interviewee was the change 
in specification flexibility for the Higher 
Nationals. The BTEC HNs had been offered 
by CCN for a number of years, and until the 
1980s, it was considered that HNDs both met 
broad objectives and had some scope for 
local flexibility. However, the opinion was that 
this element of flexibility was lost when, in 
1998, BTEC introduced a “…more 
prescriptive model for HNDs”, followed 
shortly afterwards by further specification 
revisions that were increasingly centralised, 
and although it was acknowledged that the 
qualifications could still be ‘flexed’, by 
introducing new modules locally developed, 
essentially the qualification followed a BTEC 
specification. It was agreed that the earlier 
more flexible model did give some scope for 
local employer input into the curriculum, 
however, this was considered minimal as 
employer requirements were deemed to have 
been incorporated at the national level when 
the HNs had been developed. 
 
The opinion expressed was that by 2002, the 
BTECs delivered as part of the NQF were: 

“…wholly prescriptive and they 
introduced different regulations 
concerning assessment, the 
determination of grading profiles for 
students, and of course controlled the 
content of the award…it meant that all 
that local flexibility, the local flavour, in 
the design of a course, not necessary 
the delivery of a module…was lost and 
these were universal awards then, 
available nationally” (Interviewee B). 

 
The initial introduction of the Fd took place 
alongside a number of changes in the 
regional HEI/FEC partnerships, which 
included a change of partner HEI for CCN in 
2005/06 due to HEFCE realignment. Whilst it 
was discussed that the introduction of the Fd 
did led to a number of HNDs being ‘re-
badged’ by other providers, it was also 
highlighted that CCN undertook to ensure 
that the Fds offered since were developed as 
new provision: 

“At City College we always avoided 
the temptation to do what some places 
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did, which is to re-badge HNDs ... we 
always approached the development 
of our Fd portfolio as an entirely new 
curriculum offer, based on our 
experience of what we had done with 
HNDs, curriculum content, delivery 
methods, modular frameworks…some 
colleges simply added an extra 60 
credits onto an HND and called it a 
foundation degree” [and] “if you look at 
some of our developments they have 
been true to the philosophy of 
Foundation degrees as we saw it, and 
[continue to] see them in the 
benchmarks … in our early 
development of Foundation degrees 
we worked with ARU [Anglia Ruskin 
University] and we contributed to the 
ARU framework for Foundation 
degrees”  (Interviewee B). 

 
There was recognition that in the initial 
stages of developing Fds, “The college took 
its lead from ARU and the way in which ARU 
approached the Fd initiative.” (Interviewee B). 
 
As Foundation degrees were taken on board 
and developed by CCN there was a: 

“…view that the future was in 
Foundation degrees because the 
pioneering ones, Financial Services, 
Teaching Assistants, the Health 
Studies…were proving successful, 
they were employer led, we got all of 
the engagement that was necessary, 
we could prove that we were doing it 
properly.” (Interviewee B). 

 
A positive reputation was built in terms of the 
Fd development with CCN being represented 
at relevant conferences, such as HEFCE and 
fdf regional conferences, etc., “…so they 
[CCN’s Fds] began to get, in a small way, 
some national exposure as good practice.” 
(Interviewee B). 
 
The Foundation degree qualification was 
viewed as a positive development in several 
ways: 

“Not only could they be seen as more 
employer focused, more specifically 
vocationally directed to the needs of 

individual local employers, but they 
also attracted a funding premium and 
they represent better value for 
money.” (Interviewee B). 

  
This point concerning value for money was 
quantified in terms of the fees for an Fd and 
HND being the same but the Fd resulting in 
240 credits (two years of an undergraduate 
degree), and HND (also taking the same 
length of time to complete) but “…gives you 
only 180 credits and an HNC 120 credits” 
stated interviewee B, who went on to also 
state that the Fd “…could be marketed as a 
much more valuable commodity”. 
 
CCN had committed to the time consuming 
but rigorous development of Foundation 
degrees, and two programmes were cited as 
examples of good practice, such as; 
 

1. Fd Interactive Media that had a large 
consultation group of employers who 
influenced the design and 
development of the programme  

 
2. the development of the Fd in Public 

Sector Management, which was led 
throughout by an employer 

 
Also cited as an example of good practice by 
interviewee B was an annual college and 
employer conference, where employers were 
invited to discuss ongoing Fd issues, such as 
maintaining curriculum relevance, up-skilling, 
ensuring fitness for purpose, assessment 
strategies, etc. Such conferences sought to 
include both employers involved in original 
development and to bring in new employers. 
At these conferences it was apparently 
confirmed that employers were looking for 
higher level skills from Fd students, such as 
research skills, analytical skills and project 
management. Consequently these skills had 
been included in the Fd core and counted as 
preparation for higher study (Interviewee B). 
  
Interviewee B cited two ‘problematic’ issues 
relating to the development of Foundation 
degrees. The first was finding the ‘right’ 
person/s from an employer with whom to 
discuss Fd development; “The most difficult 
thing about employer engagement is finding 
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the right people to talk to and then getting 
them released from their work to actually do 
the job, MOVE [the Lifelong Learning 
Network for the East of England] funding will 
assist if it is a new development within the 
region.” (Interviewee B). Hence, there was a 
need to be aware of the potential Fd links 
whilst, in general, contact with employers was 
suggested as a way to overcome this. The 
second issue highlighted was that there had 
been a ‘mixed’ response to Fds by the 
respective professional bodies: 

“…it would be unfair to blame 
Foundation degrees but in the general 
turmoil of the restructuring of the 
regional partnership, the re-alignment 
then of the regional arrangement, and 
coupled with that the dropping of 
HNDs and the introduction of 
Foundation degrees, a lot of that 
professional body contact recognition, 
formal accreditation got lost.” 
(Interviewee B). 

  
It was suggested that the seemingly ‘less 
receptive’ attitude of the professional bodies 
towards Foundation degrees could be 
overcome by detailed discussions with 
employers who could subsequently influence 
the professional bodies favourably. 

“…there is a feeling that it’s because 
everybody in the industry has been 
through the HNC/HND route and that’s 
the way they expect their students to 
go…they know the HNC/HND…but I 
don’t believe it’s that strong and I think 
by some people that is used as a prop 
for not changing…well actually when 
you talk to the employers in detail, 
they are not that adverse to new 
qualifications.” (Interviewee B). 

 
Interviewee B expressed an expectation that 
professional bodies would recognise that 
HNs were not “…doing the business…” and 
that with the introduction of Foundation 
degrees they could influence the 
qualifications at a national framework level, 
and at a local curriculum design level. 
Discussions between CCN and employers 
had highlighted skill shortages in higher level 
problem solving, presentation skills, analytical 

skills, communication, etc. and, “…part of the 
problem with the current lot of HNC/Ds is 
they have become more competence focused 
than skills focused …I don’t think it fits the bill 
anymore.” (Interviewee B). 
 
Interviewee C: 
Interviewee C, a representative from the 
University of East Anglia, provided 
perspectives on the qualifications, quality 
assurance and validation requirements of the 
HNs and Fds. This HEI had not previously 
validated HNDs but had recently taken on the 
role following HEFCE’s re-alignment. Those 
HNDs that were remaining were considered 
to be in areas where the employers “… had a 
much more traditional view of what they 
wanted.” stated interviewee C. It was felt that 
some subject areas found it easier to change, 
“… there were certain subject areas which 
took very easily to Foundation degrees”, 
whilst, computing, engineering and building-
related subjects were cited as sectors that 
were taking longer to accept Fds.  
 
Interviewee C felt that in terms of acting as a 
validating body, moving to Fds had meant 
they did not have to involve themselves with 
an additional awarding body and the expense 
that this incurred. However, there was a 
financial cost and time cost involved in 
meeting Edexcel’s requirements to award 
HNDs under licence. A number of benefits 
were cited in support of the Fd: 

 “Foundation degrees allowed for 
colleges to be able to develop their 
own award without the confines of 
Edexcel [which] gave them a lot more 
freedom” and “They allowed the 
colleges to work very closely with 
employers to develop very, very, 
specific courses for them” (Interviewee 
C). 

 
Progression was thought to be easier from an 
Fd: 

 “I think you’ve got a much more 
flexible programme and it’s a 
programme which makes progression 
easier, although you could progress 
from the HND, progression from the 
Foundation degree seems to work 
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more seamlessly.” (Interviewee C). 
 
One of the main differences between the 
qualifications was cited as the styles of 
assessment. The HND/HNC was considered 
to be simplistic in approach as Interviewee C 
stated: 

“[HNDs are]…very tick box, you’ve 
done this skill tick it off … whereas the 
Foundation degrees are much more 
preparing people so they are ready for 
[further] study and you can see much 
more a string of development though 
the Foundation degree…whereas with 
the HND they are doing little blocks 
and ticking them of and I would hope 
the students come out of Foundation 
degrees with more maturity than they 
come out of with an HND, I think they 
are able to think for themselves more 
and the assessment is geared towards 
that much more.” 

 
Interviewee C also highlighted the fact that 
HND students could resubmit assignments 
“… as many times as they want…”, and this 
was not supported by the HEI. 
 
Interviewee C did raise a number of further 
issues that could be viewed as ‘difficulties’. 
For example, issues involving employers 
included the fact that many employers were 
small and medium enterprises (SMEs) and 
that this had implications for both work 
placements and having an Fd that worked 
across the range of employers. An example 
given was landscape design, where many 
people were self employed, thus “…there’s a 
need to manage that within the Fd 
framework.” 
 
Another issue was that employers expected 
the educational partners to do most of the Fd 
programme development and establishment 
work, but then send just a couple of students, 
which would mean the course was financially 
unviable. There was also an impression that 
some employers were expecting the FEC/HEI 
to provide in-service training “…on the 
cheap”. In addition, “Students have to take a 
bit more time to do a Foundation degree than 
an HND and they [the employers] didn’t like 

this as it costs more. So they need to be 
aware they are getting some value added for 
that cost.” 
 
In discussing recognition of the two 
qualifications, interviewee C stated:  

“HNDs were perceived in traditional 
areas with quite high status within the 
industry and I think Foundation 
degrees need to build that up so they 
are respected in the same way … 
HND is a qualification that people 
know and they know what people are 
going to come out with and its just a 
process of re-education with 
employers and we have found that 
where we have changed over [to Fds] 
after a year or so employers actually 
engaged with them extremely well.” 

 
Interview D: 
Interview D focused on information, advice 
and guidance (IAG) issues from the 
perspective of IAG for enquirers to CCN. 
 
It was stated that the majority of HE provision 
titles offered as Foundation degrees were 
previously offered as an HND. Examples 
given were business, computing, hospitality, 
creative arts and sports, health and exercise, 
were all apparently offered previously as 
BTEC HN subjects. In regard to the transition 
to offering Fds, it was acknowledged that: 

“…there was a lot of problems at the 
beginning just convincing people that 
Foundation degrees weren’t 
something from outer space, and were 
actually a perfectly acceptable 
qualification and would reasonably 
replace an HNC and HND… and in 
fact are better, because if you want to 
top-up they are easier to top-up from.” 
(Interviewee D). 

 
This latter point was supported by comments 
made in previous interviews and was 
quantified in terms of the credits received for 
each qualification. The understanding that in 
many cases the HND equated to 180 credits 
and, therefore, students were required to 
complete an additional 60 credit bridging 
course prior to embarking on a final 120 
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credit top-up, equivalent to a third year. 
Whereas the Fd was accepted as a 240 
credit qualification and was perceived to 
allow direct entry in to a third year.  
 
An apparent protracted external validation 
process was also cited as a problem for IAG 
staff, in that it prevented them from being 
able to confirm the availability of certain 
programmes, such as Early Years Child Care 
in Education and Youth Work.   
 
Students were advised regarding the various 
CCN based ‘top up’ options available to 
them. However, there had been areas of 
confusion. For example, in regards to the ‘top 
up’ year, would it mean for those on the 
Teaching Assistant Fd would then be 
awarded qualified teacher status, or, 
alternatively, from a Health related Fd to an 
allied qualified practitioner status? It was also 
stated that there were misunderstandings 
about the ability to take a Foundation degree 
followed by a subject specific ‘top-up’ at 
another HE provider. However, the Hotel 
School was cited as an example of where 
both a Foundation degree and its articulation 
route to a subject specific bachelors degree 
were offered, and it was suggested that 
future plans were to offer similar subject 
specific ‘top ups’ to Fds across other schools 
in the institution.  
 
A further issue identified with Foundation 
degrees was the use of the definition of full 
time and part time, which had been observed 
to cause confusion in terms of the students’ 
expectations regarding attendance at college, 
as:  

“…they [the students] think that full 
time equals five days a week in 
college. However, it was felt that there 
was now more of an understanding of 
the Fd structure and…how they work.” 
(Interviewee D). 

 
Interviewee D went on to state that, as had 
been identified with colleagues at other local 
providers, it was generally perceived that 
there had not been enough publicity 
regarding Fds nationally by the appropriate 
educational agencies. This had made it 

difficult at the time Fds were initially offered 
as they were not widely known. However, it 
was considered that the: 

“…perception of Foundation degrees 
has improved greatly over the last 
couple of years. At the start there was 
scepticism, there was going to be 
whatever they brought in, … I believe 
the message has spread much better 
now because we very rarely, I think if 
ever, now, get people enquiring saying 
I want to do an HND…” (Interviewee 
D). 

 
Interview E: 
Interview E provided the perspective from a 
School within CCN that had recently 
developed a Foundation degree. The 
development of this Fd resulted from a 
successful MOVE, the Lifelong Learning 
Network in the East of England, bid, which 
provided FECs with funds to develop Fds in 
new subject areas. The funds were to cover 
staff ‘buying-out’ time for researching and 
developing the programme and meeting with 
employers “…to find out what the needs were 
within the industry, and we found out that 
there is a need” for the programme. 
 
It was stated that approximately twenty 
employers in total were involved to varying 
levels of engagement in the programme’s 
development. However, despite being 
contacted, there was no input from the 
appropriate Sector Skills Councils or Industry 
Councils. 
 
Interviewee E highlighted how the proposed 
course was submitted to MOVE for review as 
part of the bid’s reporting process, and, 
eventually, went forward for validation to both 
CCN and UEA (UEA was the validating HEI). 
Having met conditions and recommendations 
the course was approved for delivery from 
September 2008. A number of (UCAS) 
students had already been recruited as part 
of the first cohort and it was stated how a ten 
week pre-Fd, introductory/bridging course 
was held for students who had registered for 
the course through CCN. An induction was 
planned to combine the two groups in 
preparation for the September start. 
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Approximately half of the students registered 
for this Fd were working in a related 
employment sector. However, there was an 
expectation that all students would be 
encouraged to make use of a range of 
employers for the work-based learning 
component. It was also highlighted by the 
interviewee that there was an onus on the 
student to find their own work placement, 
where they were not already employed in the 
sector. However, this was considered as part 
of the student’s personal development by the 
interviewee, making use of communication 
skills, etc. It was stressed that the course 
team would assist when necessary using 
their own links with employers. Progression 
options to a third year ‘top up’ had been 
developed with two local HEIs.  
 
In the case of this particular Fd, there had 
been contact and support from other CCN 
staff in developing the course. Examples 
given were general assistance with credit 
issues, module writing, assessment and 
anonymous marking. There were also 
liaisons regarding specification development 
with CCN colleagues within the School who 
had previously developed Fds. The interview 
did highlight a training session delivered by 
UEA staff, stating it was “… very useful …” 
and “…if in place on a regular basis it would 
be useful for staff developing an Fd”. CCN’s 
own validation panel was also considered 
very helpful in providing critical feedback prior 
to the external validation process. There were 
areas cited that would have been helpful to 
have had support, such as administrative 
support for taking minutes of meetings and 
with the considerable amount of time and 
work involved in organising and producing 
the validation document.  
 
 
5. Individual perspectives 
 
A number of staff, students and employers 
were interviewed to collect their perspectives 
on the two qualifications. The main points 
raised during these interviews have been 
presented here, with interviews focussed on 
HNs first followed by interviews concerning 
Foundation degrees.  

 
5.1 BTEC Higher Nationals 
Interview F: 
Interview F involved two HN students, one 
fulltime on an HND while the other was part 
time on an HNC and both were already 
employed with industry related SMEs.  
 
Commenting on what they considered were 
good points in relation to the HNs, the main 
benefit cited was that the HND had provided 
a good background, suggesting that breadth 
rather than depth was preferred. It was stated 
that both the HND and HNC allowed the 
opportunity to work alongside studying; the 
HND, although offered full time, did not 
require full time attendance. This was 
considered as important to both students.  
 
The students talked at length about the 
importance of having work and/or access to 
work placements within the relevant field, this 
was perceived as a key benefit. The example 
cited by them was the ‘project unit’. This unit 
was perceived as much easier to complete 
for students, such as themselves, with 
directly relevant employment. Indeed, where 
employers could set ‘real’ problems for 
students to tackle was then considered a 
disadvantage for students not in course 
related employment. An important point 
considering one of the course groups 
consisted of nearly all the students being in 
non-related employment. 
 
In terms of aspects of the course that had not 
worked well, both students were disappointed 
in the lack of communication between course 
staff and their respective employers. Existing 
rates of communication were cited as ‘zero’, 
except confirmation of attendance and a copy 
of the mark sheets. Both students appeared 
to indicate that they would prefer greater 
levels of communication between CCN staff 
and employers, with employers being 
supplied with additional information on the 
students’ progress. An area the interviewees 
thought communication could be improved 
was by tutors making reports available to 
view. It was also felt that employers would 
have appreciated any additional information, 
whilst also pointing out that during the 
interview stage, where units were not directly 
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related to current employment, employers 
might like an alternative that did provide a 
benefit, particularly in cases where the 
employer was paying the fees. 
 
The interviewees also suggested more 
general liaison between staff and employers 
would benefit all, especially in regard to the 
project unit. While the interviewees 
recognised that tutors had experience of the 
appropriate sectors, it was suggested that 
some of the course content was “…out of 
date…”. It was also suggested that health 
and safety regulations could make visits 
difficult for both staff and students. However, 
again, the interviewees thought students 
would benefit from a unit that was work 
based, even if this was not assessed. 
 
When asked for their perceptions on the 
Higher Nationals and the Foundation degree, 
it appeared that in terms of the HNs, there 
was little understanding of the progression 
options available. It was apparent the 
interviewees understood that various 
qualifications have credit points that 
accumulate and permit progression onto 
bachelors; however, the actual credit points 
available for each qualification were not 
known. While the general view was that an 
HND and Fd were of a similar level, with one 
student having been “…led to believe it [the 
Fd] is equivalent to an HND…”, there was an 
acknowledgement that they did not 
understand the differences between the two 
qualifications. One student simply 
commented that they had understood the Fd 
to be “…associated with a full [bachelors] 
degree…”, and that he would “…take one…” 
if it was the next step. The students felt that 
progression routes were not necessary 
straight forward and that IAG from the college 
was lacking at this stage. Whilst they both 
mentioned that at the national diploma level 
there had been some guidance, ongoing 
information had not be forthcoming during 
their current courses and progression had 
only been raised informally in conversation 
with tutors rather than being timetabled or 
planned sessions. Also, it was stated that 
careers advice seemed to be available to the 
younger age group but not, it was felt, for 
older students. Both considered that at least 

one tutorial on progression issues and 
support for those applying to universities 
would be useful, and that from there, 
students could then be directed to sources of 
further support to follow up in their own time.  
 
The students were asked about thoughts on 
their employers’ knowledge regarding Higher 
Nationals and Foundation degrees. One 
student worked for two small employers. The 
first of his employers (with less than six staff) 
was only aware of the Fd qualification from 
the student. The second employer, whilst 
also fairly small, was part of a larger 
dealership that organised its own training 
rather than staff taking qualifications within 
the national framework. However, the second 
student stated that his employer seemed to 
favour the HNs, which the employer 
recognised as similar to “…an old style 
apprenticeship”.  
 
Interview G: 
Interview G was conducted with a second 
group of HNC students, all of whom were 
working full time alongside their part time, two 
year course. There was a mix of sponsored 
and un-sponsored students on the 
programme, and, again, the interview raised 
many issues, particularly in terms of 
curriculum and course content. 
 
Similar to the students in interview F, this 
group were of the opinion that course content 
was not wholly relevant to their current 
employment, but that the qualification itself 
was viewed as key to improving their future 
employment prospects.  
 
There were differences of opinion regarding 
aspects of the curriculum, such as its 
breadth, and how useful the course was to 
their specific places of employment. This 
dichotomy of breadth versus depth was 
raised in connection to work placement 
projects. The interviewees recognised that 
there was a conflict between what they 
considered as ‘employment specific’ and the 
more general meeting of all course outcomes 
and Edexcel stipulated criteria. It was also 
considered that this applied to the grading of 
assignments, etc., where difficulties arose 
because employment specific coursework did 
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not necessary sit well with graded course 
‘outcomes’. It was stated that “They are trying 
to grade a variable project on a very set crib 
sheet”. This highlighted the lack of local 
flexibility within the HN curriculum. However, 
a broad base curriculum was also 
acknowledged to have benefits, as 
demonstrated when students were asked 
whether an Fd, which aimed to be more 
locally employer focused, would be 
considered more useful than the HNC/D that 
was recognised nationally: 

 “I think something broad based, I 
believe, is better. Even though it will 
be harder initially, but you’re going to 
be better off in the long term … you 
may stay in the engineering field but 
you may go from automotive to water 
industry, or a water industry to a 
marine industry.” (HN student). 

 
Whilst it was considered that tutors had some 
appropriate sector experience, the students 
also felt that parts of the course were taught 
with a leaning towards the areas of the sector 
in which tutors had experience. This 
introduced an unfavourable bias into the 
course.  
 
Again, supporting interview F perspectives, 
the importance of experience and learning 
‘on the job’ was highlighted and, in 
conjunction with this, the need for educational 
institutions to ensure that curriculum 
provision was up to date: 

“I go to work and then spent months 
and months and I am still learning 
systems and technologies… 
technology changes and unfortunately 
colleges or whatever learning body it 
is going to be, are always ten to fifteen 
years behind…” (HN student). 

 
Another major issue that arose from the 
interview, again, was the lack of knowledge 
regarding progression details and options. 
Despite most students being aware that they 
could use the HND to go on and complete a 
bachelor degree, knowledge beyond this was 
sketchy. They agreed it would be useful to 
know more about progression onward from 

an HND. This was highlighted by the fact that 
some thought that an Fd would “… follow 
straight on from the HND …” while others 
stated “I think it is a degree after an HND” 
and “… different people tell you different 
things”. When asked what they knew about 
Foundation degrees, two students were 
wholly unaware of it while two others were 
aware of it. There was little understanding of 
where an Fd was positioned within the NQF 
by any of the interviewees. 
 
Maybe surprisingly, interviewees expressed 
scepticism about the benefits of progressing 
from and HNC to an HND, “…it’s not a higher 
qualification is it, it’s just more modules at the 
same level…”, while the ultimate deciding 
factor appeared to be employer requirements 
and employability in regard to deciding 
whether or not to progress.  
 
Interview H 
Interview H was conducted with programme 
staff from HND and HNC delivered at CCN. 
Data were collected on staff perspectives on 
curriculum, administration, students and 
employers. 
 
With regard to possible transition from HNs to 
Fds the lecturers stressed that they 
themselves were not unwilling to change from 
delivering one qualification to another, 
typically from an HN to an Fd. However, they 
raised concerns about resistance from 
employers, by suggesting it was whether 
“…we can bring the employers with us?” The 
interviewees felt that any proposed transition 
should be given careful consideration, so that 
no HE programmes were lost and that 
keeping employers involved was key. The 
impressions of the staff were that employers 
did not like change, suggesting that 
employers would not feel happy committing 
to an Fd. This appeared to be because the 
Fd was apparently ‘unknown’ and because a 
three year commitment was required to 
complete an Fd part time, as opposed to two 
years for an HN. 
 
There were also concerns expressed about 
the acceptance of the Fd between employers, 
as stated by one interviewee: 
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“HNCs/HNDs are nationally 
recognised qualifications whereas 
universities tend to, apart from the 
core, put their own slant on them [Fds] 
so the currency of taking it from one 
firm to another might be somewhat 
tarnished, but once again I don’t know 
if there has been any research done 
on them to sort portability.” 

 
The fact that construction and engineering, 
as subject areas, were quite diverse and that 
there were many specialisms within those 
sectors, appeared to be a major factor in 
terms of introducing Fds. It was recognised 
that a major selling point of Fds was that they 
could be made to ‘fit’ in with particular 
employer requirements. However, “…the 
difficulty is that students come from many 
employers and the challenge is to find an Fd 
that has to be sold to many employers”. To 
meet the needs of a varied sector the 
interviewees suggested grouping similar 
employers together and developing 
differentiated Fds for each grouping. 
Alternatively, staff suggested offering Fds 
with a common core, possibly more 
generalised than the current HN core units, 
together with highly specialised module 
options. 
 
In terms of improvements to current HNs, 
staff suggested a reduction in, what was 
considered to be, the time consuming quality 
assessment process for sampling student 
assignments – both internal and external. 
Due to the large numbers of students on 
courses, assessments involved a 
considerable workload and the requirement 
to meet both Edexcel and HEI partner quality 
arrangements was considered burdensome. 
A further alteration proposed to the current 
format was to build in time for formal student 
tutorials. There was an understanding by staff 
that this was part of the current Fd 
framework, while HN lecturers had found it 
impossible to include tutorials with students 
as students’ employment commitments 
prevented an informal arrangement. Thus, 
student feedback for HNs was collected via a 
simple end of unit questionnaire. Staff also 
commented on the need to meet the range of 
assessment targets provided by Edexcel, and 

that assessments included set learning 
outcomes, a point also highlighted by the 
students themselves. However, students 
were encouraged to undertake assignments 
and projects that were relevant to their 
employment.  
 
Liaison and relationships with employers 
were discussed at length. Generally, it 
appeared that, at a micro level at least, 
employers had very little direct input into 
course content and curriculum design, 
although employers did request feedback on 
student performance and attendance rates in 
some cases. However, whilst not getting 
involved, there was evidence that many local 
employers were satisfied with the HNs 
delivered by CCN. Examples were given of 
contacts with relevant local employers, 
organisations and links with a local centre 
that allowed students to make use of ‘the 
latest technology’. When interviewees 
discussed issues on how to foster and 
encourage further links, as might be the case 
for Fds, it was considered that this could be 
‘hit and miss’, and was dependent on 
individuals within employers, company 
priorities and level of commitment that an 
employer had to employee development. 
Again, the varied requirements of each 
employer within the sector were highlighted 
and that there would be an expectation to 
introduce flexibility into an Fd to meet these 
needs, which was highlighted by the following 
statements: 

“The fear from the employers is that if 
you go over to a Foundation degree 
there is a grave risk that you may 
choose a set of options that are just 
totally alien to what our business does. 
In which case we would rather stick to 
the old qualification, so what we would 
have to do right from the start is to 
build in an equal amount of flexibility 
into the Foundation degree.” 

and 

“…it [the Foundation degree] would be 
centred around the employer, now we 
are talking about such disparate 
employers, there isn’t an employer, it’s 
a dozen employers or more…”.  
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The need to take into account the 
requirements of sector professional bodies 
and institutions was also raised; “…you’ve 
got to get accreditation…or otherwise it’s 
useless.” 
 
Again, progression routes were highlighted 
by the interviewees as an issue. One 
interviewee cited an example observed in 
another educational establishment where 
Foundation degrees had been ‘sold’ on the 
basis that having completed an Fd, students 
would only have to do one ‘top up’ year to 
achieve a bachelors degree: 

“…but in reality, it was not the case. 
Most universities will not except a 
Foundation degree as being worth 240 
credits, they let them have 180 credits 
and that’s it…you can’t really say there 
is only a one year top up, what we 
normally say is well let them join the 
second year of a degree course. Well 
they can do that having the HNC/HND 
qualification … so what seems to be a 
big advantage at first in reality is 
probably not an advantage”. 

 
Also there was confusion expressed during 
discussions regarding the Foundation degree 
being the next step on from an HN, as 
highlighted by one interviewee when stating 
that “There is a huge body of students with 
HNCs and HNDs and it is unclear how they 
would progress onto a Foundation degree if 
they wanted to”. 
 
Interview I 
Interview I, a training and development 
manger from a local company relevant to the 
sector, provided an employer’s perspective of 
the HN qualifications. The company had a 
approximately 180 staff employed in technical 
roles with a signification proportion having 
attended City College Norwich to conduct 
their studies. Not only did the company send 
its’ employees to CCN to gain qualifications 
but also provided industrial placement visits 
for students in the relevant School at CCN.  
 
Whilst discussing the benefits of continued 
staff training and development, the 
interviewee stressed that “The biggest 

challenge to future expansion, and limit to 
growth, is recruiting engineers of the calibre 
that we require. So we have to invest in the 
future.” 
 
When giving their perspectives on the HND 
the interviewee stated that: 

“HNDs from my generation are 
absolutely brilliant because there is a 
very good underpinning knowledge, 
which is supported by practical 
experience. There’s many people in 
engineering who put more faith in a 
student with an HND than somebody 
coming from university…the HND 
students can hit the ground running, 
university students take a lot longer to 
slot in…”. 

 
The statement highlighted an important 
perception regarding the increased 
‘vocational’ nature of the HND, which was 
highly valued by employers. However, the 
interviewee did go on to state that graduates 
employed by the company often “…move on 
quickly…” within the firm. This was probably 
due to the interviewee’s expression that 
specific work roles required different 
qualifications. The HND was viewed as better 
suited for the ‘hands on’ engineer, while an 
undergraduate degree was perceived to be 
more suitable for a ‘top level design’ 
engineer. The interviewee admitted they 
knew little about Foundation degrees and 
their knowledge was limited to information 
from general literature. However, the 
interviewee was under the impression that 
the Fd was “…taking somebody beyond the 
BTEC type qualification, to prepare them for 
going on to do an undergraduate course.” 
However, this understanding appeared, 
again, to show some level of confusion 
regarding progression routes and how the Fd 
was incorporated into the qualifications 
framework. Apparently, staff employed by this 
employer were interested in progressing on 
to bachelor degrees. However, a lack of 
locally available, subject relevant courses 
was cited as a problem. One example 
provided by the interviewee was that of a 
student who had to travel to the University of 
London to gain the relevant subject specific 
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degree.  
 
The fact that the Fd would probably require a 
greater input from employers, for the work 
based learning element, did not appear to be 
a significant issue to the interviewee. They 
even described the benefits of work based 
learning as excellent: “We always encourage 
that sort of scenario if there’s a project that’s 
got to be done. Whether it’s an apprentice or 
at a much higher level, we would say, ‘OK, 
let’s help you with this.’”. Components, 
materials and staff time, in the form of 
mentoring, were currently provided for 
student employees and it was stated that the 
firm viewed work based projects as an 
opportunity to undertake some research and 
development.  
 
Should an Fd come to fruition in this sector 
the employer expressed that he would like to 
be informed about the syllabus and units 
(both mandatory and optional) on offer: 

“…that’s very important to all 
employers. It’s not just to say OK this 
guy well done, he’s done his 
Foundation degree and he’s ended up 
getting a degree in electrical 
engineering, you know. It could be in 
data telecommunications, which is 
nothing to do with what we do, so 
employers like to be able to look at 
what actual units the students will be 
covering and perhaps influence their 
choice as well. So the syllabus and the 
content are very important.” 

 
The interviewee went on to state that he 
thought the company would welcome the 
opportunity to input their thoughts and ideas 
into the curriculum of any new Fd 
qualification. Although there was an 
appreciation that: 

“…you might only send two students 
on the course, so you are not in a 
position to really heavily influence the 
decision makers but we would still like 
to say what would benefit us as a 
company, as a local employer, bearing 
in mind what I said earlier about how 
difficult it is to recruit people…”. 

and 

“We don’t just train for the sake of 
training, it has to be linked to the 
forthcoming business plan so we are 
looking for specific qualifications and 
skills to supplement our business 
plan.”  

 
5.2 Foundation degrees 
Interview J 
Interview J was held with two, first year 
Foundation degree students. 
 
On being asked, what they knew about HNDs 
and HNCs, neither student was aware of the 
qualifications although one had heard of 
BTEC. However, it also appeared that both 
students had little knowledge of Fds prior to 
embarking on their courses. One interviewee 
had approached her employer regarding 
options to further study and was directed to 
the Fd, indicating the employer knew of Fds. 
This student stated how she had to conduct 
the study within her own time but the 
employer did offer financial support. The 
second student was aware because the 
Foundation degree had been suggested by a 
member of college staff as a progression 
option.  
 
With regard to what they saw as good points 
of the Fd, both students commented on the 
beneficial aspects of the course being 
employment based and that they could see 
links between the course and the workplace 
in work specific skills and in study skills, such 
as time management.   
 
As with the HND/C students, it was agreed 
that some of the modules were currently 
relevant to their respective employment while 
others were not. However, they did think that 
they would benefit from the broad range of 
modules in the longer term; “…it keeps your 
options open for the future…” with a good 
balance between subject skills and higher 
level study skills. 
 
In terms of progression after the Fd, one 
student was aware, prior to commencing the 
Fd, that the qualification could be used as a 
‘stepping stone’ to a full degree. However, 
the other interviewee was not aware of the 
option to ‘top up’ to a bachelors degree until 
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after starting the course. They also thought 
the Fd was at the same level as an Access 
course. In regard to progression options, both 
interviewees stressed that, if they did go on, 
they would like to do so with a ‘top up’ 
specific to their employment sector. They 
also stated that information on progression 
would be helpful to allow them to be more 
aware of their future options. 
 
In regards to course improvements, both 
students identified the induction process 
instantly. They both cited their experiences, 
which differed greatly between them. One 
received a three day induction while the other 
had just a two hour induction the day before 
the course commenced. However, this 
interviewee did suggest that the two hour 
induction might have been as a consequence 
of arrangements made with the employer, as 
a group were from one employer and all 
attended together. 
 
Interview K 
Interview K provided the perspectives of a 
further two Fd students, from different 
courses. 
 
Both stated they had not previously been 
aware of Foundation degrees prior to starting 
their courses, which was consistent with a 
previous student’s experience. Similarly 
again, neither student appeared to have any 
depth of knowledge regarding Foundation 
degrees, or understood their characteristics 
and aims. Neither were they aware that Fds 
were a relatively new qualification. One of the 
students had previously completed a BTEC 
national diploma and had applied for the 
previously offered HND in a similar subject, 
which was subsequently offered as an Fd 
qualification. Despite the fact that for one 
student in particular a vocational curriculum 
was an important factor in choosing a course, 
the course had not been chosen because it 
was a Foundation degree per se: 

“I wasn’t looking at the qualification 
aspect, I was looking at what am I 
going to get out of it”.  

 
Both students indicated that they would be 
interested in progressing to the third year ‘top 

up’. They also knew that the third year option 
would be of interest to other students in their 
group too. 
 
On reflection, the students did feel that there 
had been a balance between the vocational 
and academic content in their Fd course, 
commenting that they had had lessons 
covering “…higher level skills, so you develop 
team work, presentations…” too. 
 
Regarding issues around placements for the 
work-based aspect of the course, one student 
was already in related employment while the 
second was not. Whilst both students had 
researched possible placements, it had been 
stated that CCN could have been more 
involved in this area, such as setting up 
placements. It was highlighted by an 
interviewee that with a group of students all 
chasing work-based placements via a limited 
number of employers, each employer could 
receive many requests from individuals in a 
given year. However, it was suggested that if 
CCN were to act as broker for this then any 
potential employer would only have to deal 
with just the one approach on behalf of all the 
students. It was also felt that contact via CCN 
could have more weight than individual 
requests from students; “…because its all 
very well us firing of emails, if this is 
important for the College then the College 
needs to do something about it not just 
getting us to knock on doors”. The 
interviewees acknowledged that students did 
not want ‘spoonfeeding’, but thought this 
might be a simple area for improvement by 
the College. 
 
Interview L 
Interview L collected the perspectives of a 
programme manager with several years’ 
involvement in the development and 
management of both Foundation degrees 
and Higher Nationals. 
 
It was stated that local market requirements 
and employer support were important factors 
in developing any Fd; “…you need to have a 
really sound market demand.” It was stated 
that the particular School had developed 
good working relationships with local 
employers, who had been involved in or 
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indeed had identified a gap and gone on to 
lead on the development of Fds. The 
interviewee stated that: 

“It’s easier if you have got employers 
on your side as they really help you 
determine the idiosyncrasies of the 
programme to meet local needs and 
you fail if you haven’t got employers 
on your side.” 

 
However, the type of working structures with 
employers and employer inputs was stated to 
be highly variable between Fd programmes. 
Some Fd working partnerships had focused 
on just one or two, major, local employers, 
while other Fd partnerships worked with eight 
or nine employers. Current CCN 
developments of new Fd programmes had 
initially involved a smaller more focused 
group of employers and it was acknowledged 
that it would have been difficult to get a large 
number of employers all together at any one 
time due to constraints on time. The 
interviewee also highlighted that there were 
still employers who were not aware of Fds, 
“…which is still a problem and why fdf have 
increased their marketing...to raise 
awareness.” However, it was perceived that 
there was general support for Fds: 

“I think local employers are very happy 
to support Foundation degrees…and 
are keen to be part of it and the review 
process and to put their points of view 
forward”. 

 
The interviewee did state that local flexibility, 
when developing Fds, needed to meet not 
only employer but also student requirements: 

“…if you do it properly you actually get 
a course that is designed to actually 
meet local student needs and you’re 
more likely to get more people 
subscribing to it than perhaps the ‘off 
the shelf’, which you try to adapt but 
you’re quite constrained because of 
learning outcomes and that sort of 
thing…”. 

 
In parallel to a previously cited example, this 
School had secured MOVE funding to help 
develop one of its earlier Fds. Part of the 

funds were used to buyout teaching staff time 
by covering the costs of sessional lectures 
used as replacements for fulltime staff. 
However, this was not always the case, while 
in other cases Schools had not been 
successful in securing funds. Therefore, in 
such cases, there were no means by which 
Schools could ‘buyout’ staff time for the 
lengthy process of development, writing and 
developing the programmes’ validation 
documents.  
 
In regard to procedures for developing new 
Fds, it was thought that there were now 
support structures in place: 

“…what we have now is a very clear 
process in the College that’s been laid 
down…a very clear cycle of when all 
the things have to be done by…and 
that is very helpful especially when 
you are new because I think it takes a 
few years of practice to write 
documents.” 

 
It was stated that the re-introduction of a 
‘Stage 1 validation process’ (see Scofield, 
2008, Appendix 2) at CCN was helpful: 

“...it allows you to have a really good 
scrutiny of all the documents [by] 
people who have had involvement of 
validations before, and it’s rooting out 
the problems … before you get to the 
actual validation with the university ... 
that has been really helpful.” 

 
The interviewee also thought this had lead to 
the production of a better ‘shaped’, more 
professional course. Quality assurance was 
considered to be “A very rigorous process in 
the College”, which involved two stages of 
approval: “I think we’re getting much, much 
better at this because it is just part of the 
learning process.” An example cited to 
highlight this was a recent team meeting 
regarding an Fd that was under development 
where it was stated that every single module 
had been scrutinised. Another example cited 
to identify ways in which quality was being 
improved was an Fd validation training event 
where it was stated; “…for new people…for 
revision, we had a joint workshop evening 
[with college and UEA staff] going right 
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through the validation process again.” Other 
useful sources of information cited was a 
validation handbook produced by UEA and 
having access to information on the CCN 
intranet, such as handbook, flow charts, 
generic statements, CAA guidance, Norfolk 
Regulatory Framework document, etc.  
 
It was stated that progression routes had 
been developed for all Fds in each School at 
CCN with third year ‘top- ups’ and access to 
courses in allied professions. The interviewee 
highlighted that due to the nature of the 
employment sector relevant to that School, 
professional and statutory bodies had their 
own regulatory requirements, and that there 
was an expectation of more “…hoops to jump 
through…” with future developments. 
 
It was stated that, generally, students 
studying on Fds within this School were 
employed within the sector or had voluntary 
placements. However, one Fd programme 
was highlighted as an exception to this. 
Therefore, for this programme a volunteer 
scheme had been established with an 
employer, to enable student access to a 
placement with a relevant working 
experience. Again, it had been stipulated that 
there was an onus on the student to sort their 
own placements, and, again, it was 
considered that this provided useful 
experience in developing their higher level 
skills. However, if a student was having 
difficulties, help could be offered by the 
School when necessary. 
 
Whilst discussing similarities and differences 
between the HND and Fd, it was 
acknowledged that there was a large time 
commitment for the development and writing 
of an Fd. In general, the interviewee did 
perceive the Fd to require a lot more time and 
labour commitments during its development 
compared to an HND, which had a nationally 
produced specification. However, the aspect 
of local flexibility was cited as being a benefit 
for the Fd: 

“I think what is nice about the 
Foundation degree is they are much 
more based in work, there is a much 
closer affinity between assessment 

work and the work place. There is a lot 
more freedom, I think, with what 
students can explore, and the fact that 
they have local employer support 
means that we will teach and provide 
experiences that is actually crucial to 
what’s needed in Norfolk for instance, 
rather than trying to fit in to a national 
qualification.” 

 
Notwithstanding the local focus of an Fd, it 
was stated that the Fd would be as ‘portable’ 
as an HND because there were still generic, 
core units, which would be applicable to any 
part of the country and that the reviewing by 
external examiners was felt to have included 
an element of national benchmarking. Also, 
work-based learning and higher level skills 
modules within an Fd were viewed as two of 
the main differences between the Fd and the 
HND. 
 
The interviewee provided a final comment 
that summed up what was felt could be learnt 
from HNDs and taken forward as good 
practice to Foundation degrees: 

“They [HNDs] were actually very good 
courses and they provided a very 
good grounding in the subject area 
and they prepared students to go on 
to degree level study. I think the 
Foundation degree actually prepares 
students perhaps that little bit more, 
extra credits, type of modules, to 
progress either here or to go to 
university or to go into professional 
training...the only problem I remember 
with HNDs was that they didn’t get 
refreshed very often and you could 
end up with some antique of a 
module, which didn’t actually reflect 
today’s society and be stuck with 
some sort of dire assessment 
practice…and of course that detracts 
from the quality and the currency of 
what you are trying to do and to teach, 
whereas with Foundation degrees if 
we get to the end of a module or the 
end of a year and we need to change 
something there are processes 
through minor and major modifications 
that we can do. It’s a formal 
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process…they are much more flexible 
and I think there is much more 
emphasis on work”. 

 
Interview M 
Interview M collected the perceptions of a 
CCN staff member with several years 
experience of teaching on Higher Nationals 
and, more recently, developing and delivering 
on an Fd programme. 
 
The interviewee summarised their experience 
with the two qualifications, in terms of what 
were considered to be the advantages and 
disadvantages, when stating the following: 

“…the biggest problem I had [with the 
HND/Cs] was they were really 
prescriptive and lacked a lot of the 
academic side that really at that level 
was missing…it was very kind of 
blocked modular…very skills based, 
when in actual fact when writing up the 
Foundation degree one of the biggest 
things that was talked about with us by 
the industry was the fact that [with] 
people coming out of college and 
university it’s a given that they are 
going to be skilled up, but what they 
really want is people who are skilled 
and people who are good at 
communicating, networking, soft 
transferable skills…”. 

 
In developing one of the more recent Fds, 
there was a partnership of both local 
employers and a leading agency all of whom, 
together with a professional body, worked 
closely with the College in the design of the 
Fds, which gave a balance of both academic 
and practitioner input to shape the structure 
of course. As the interviewee stated: “I do 
really feel like the Foundation degree was a 
team effort from the college and industry as 
well”. When comparing the HNs and Fd, 
there was not considered to be a lot of 
difference in the requirements for quality 
assurance, as both had internal and external 
procedures in place.  
 
Focussing on a particular Fd, it was stated to 
have been developed as a new qualification 
and, although there were influences taken 

from three or four ‘good’ HND units, overall, 
there was considered to be more continuity 
through the two years of the Fd: “It’s about 
the whole picture and really instead of it 
being modular based [students] come in here 
in the first year and they go through a kind of 
journey where everything is tied together.”  
 
When commenting on the support provided 
by CCN to staff when developing an Fd, this 
was stated to be ‘improving’. The UEA 
training session was, again, mentioned 
favourably. Access to the College HEQEST 
fund enabled an alternative to MOVE funds 
for allowing staff to be ‘bought-out’ when 
preparing validation documentation. 
However, having stated this, the interviewee 
highlighted greater training as much needed 
for staff developing Fds, particularly outlining 
and clarifying the documentation 
requirements for validation. Advice and 
helpful direction had be given in discussions 
between the developing course team and 
other staff, who had already designed Fds, 
however, this was an informal arrangement 
and it was acknowledged that this put 
pressure on colleagues’ time. The 
‘considerable workload’ was, again, stated in 
regard to the development and writing of an 
Fd programme for staff already much 
constrained by time. 
 
When discussing the work-based learning 
element of this new Fd, it was stated that a 
large number of people worked freelance in 
this industry. Hence, there were potential 
impacts for individuals seeking work 
placements on this particular Fd. However, 
the course team was “…building a pool of 
mentors…”, together with organising 
“…people to come in and do master 
classes…” to ensure there were connections 
with industry. As with other Fds, there was an 
onus on the student to investigate their own 
placements. This, again, was considered 
“…important that students are independent 
and autonomous and part of the whole thing 
is networking and communication so handing 
everything on a platter is to their detriment”. 
However, the course team could help as a 
‘fall back’ option. 
 
One of the major differences between the 
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Higher Nationals and Fds cited by the 
interviewee was the inclusion within Fds of 
higher academic learning skills, such as 
team-working, research skills, essay writing 
and the work-based element of the course. 
Another difference cited was the flexibility of 
the Fd, which was considered to be an 
improvement to that of the HND in ensuring 
content could be kept up to date; “…there is 
flexibility to alter units as things go along…”, 
or to make more major changes subject to re-
validation. This apparent flexibility of the Fd 
was perceived positively in comparison to 
HNs, the content of which could have been 
written several years before but was still 
taught despite the outcomes being 
considered as no longer applicable. The 
inflexibility of the HNs marking scheme was 
also cited as a difficulty, with the requirement 
to assess and mark outcomes despite the 
fact that some of these outcomes were 
highlighted as no longer current within the 
industry concerned.  
 
A major point raised by the interview was the 
perception that there was a “…huge 
improvement…” in retention rates on Fds 
compared to HNs. However, it was also 
suggested that recruitment could be 
improved by targeted marketing of the Fds in 
appropriate industry journals, which would be 
a positive way forward rather than the 
general advertising currently used, which 
indicates that student recruitment was still an 
issue.  
 
In a final positive supporting statement for 
Fds, it was stated that the course team had 
been developing a ‘top up’ progression route 
for students who were currently embarking on 
the Fd. This was the apparent positive 
experience gained from the Fd provided in 
the statement: “I think, after the first year, 
already I can see a much richer tapestry in 
the way the course is running from the HND.” 
 
 
 
6. Discussion 
 
The data and findings presented here provide 
much, highly valuable, information and insight 

on the perspectives of a variety of 
stakeholders across a range of levels of 
involvement, from national to individual. The 
outcomes from the interviews raise a number 
of issues, which have been summarised and 
discussed in this section. 
 
The national publicity and marketing for 
Foundation degrees in general was raised by 
several interviewees as an area that needed 
improvement. This was contrary to the 
opinion of the BTEC representative who had 
felt national publicity had been weighted in 
favour of Fds. However, opinions expressed, 
such as interviewee D who was involved with 
IAG plus several other staff, was that the 
national marketing of the Fds by the 
Government had been very poor. This came 
across from staff who had found, through 
talking to employers, that there remained a 
lack of employer awareness of this 
qualification and also, to a certain extent, by 
students who, until registering for an Fd, had 
similarly not been aware of their existence 
and their particular characteristics, which was 
supported by interviews with other 
stakeholder groups here. 
 
In terms of local marketing, one member of 
staff had suggested that an FEC’s own 
publicity for Fds would show greater 
effectiveness if targeted more appropriately. 
For example, making use of relevant industry 
journals rather than using generic ‘flyers’. In 
view of the fact that often successful Fds fill 
niche markets, the idea of specifically 
targeting publicity would appear to make 
greater use of a limited budget in this regard. 
 
There were also apparent misunderstandings 
regarding the credit value of HN 
qualifications. Interviewee A, the Edexcel 
representative, confirmed that the HND had a 
240 credit rating, but it was clearly not 
accepted as such by a number of providers. 
Hence the development of several additional 
‘bridging courses’ being offered where the 
credit value was still perceived at 180 for an 
HND or had been established and thus 
maintained as the norm. As a result, 
progression options for HND students 
appeared to have been highly variable, with 
some HEIs accepting students directly on to 
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the final year of full degree programmes while 
other HEIs only accept students on to the 
second year of programmes. Foundation 
degrees, which have a stipulated requirement 
for a ‘top up’ year, required students to 
complete a further 120 credits in order to 
obtain a bachelors degree. However, 
experiences provided highlighted concerns 
over the transferability of the full 240 credits 
from an Fd programme towards a ‘top-up’ 
programme, especially when seeking to 
move to an alternative institution. Questions 
were raised over the perceived credibility of 
both Fds and institutions by students. 
 
In addition to the credit value, another 
progression issue was highlighted. As 
detailed in Interview A, the HND, when 
designed, did not specifically take into 
account the wish/need for a progression 
route. However, this was very much an 
inclusive requirement for the Fd. This 
difference was noted in several staff 
interviews where they felt the Fd benefited 
from the inclusion of academic and higher 
level skills, which were lacking in the HND 
and as cited by the partner HEI. Whilst there 
was no barrier to students progressing from 
an HND and they had always been able to do 
this, progression from an Fd was felt to be 
‘more seamless’. 
 
The predominant advantage of the Fd, cited 
by both lecturers and programme managers 
was the flexibility of the Fd. Specifically, the 
mechanism by which to revise the curriculum 
content was highlighted, allowing the 
qualification to remain current. Conversely, it 
was agreed that similar revisions were not 
possible with the national specification of the 
HND, which was neither revised annually nor 
was there scope to introduce local flexibility. 
In addition, the assessment criteria required 
by BTEC was cited as being very rigid and 
‘outcome based’ whilst, again, the local 
development of the Fd enabled development 
of a targeted and flexible assessment 
structure. 
 
There was a concern from HN programme 
managers that any proposed developments 
towards Fds within certain subject areas 
could discourage employers’ involvement, 

which was shared in part by an employer 
despite an apparent willingness to embrace 
Fds. This interviewee represented a sizeable, 
local employer, thus, the impact and benefits 
on staff development were highlighted and it 
was indicated that employers would very 
much wish to be involved in any such 
developments of new qualifications, 
particularly in terms of curriculum.  
 
Both the HNs and the Fds received input 
from employers, sector skills councils and 
professional bodies. However, with the BTEC 
qualifications this input was generally at a 
national level, while the input from employers 
was at the local scale for Fds. Thus, as 
quoted by one of the programme managers, 
the Fd suits the needs of both local industry 
and local students. Although it could be 
argued that the HND/HNC was a nationally 
recognised qualification, having a nationally 
devised specification as proposed by HN 
students. However, it was suggested that Fds 
developed with a ‘generic core’ would offer 
the same national ‘portability’ as HNs. 
 
The aspect of having local employers and 
industry involved in the development of Fds 
was considered as not only beneficial but 
rather key. One member of staff highlighted 
that if employers were not ‘on board’ Fds 
would not succeed. Another difference 
highlighted in interview A was that HNDs 
were ‘work related’ while Foundation degrees 
were ‘work based’. Whilst it was considered 
as an advantage to have a vocational work 
based element to the qualification, engaging 
with employers was also cited as challenging 
and with its own difficulties. For example, 
highlighted by one interviewee, was the time 
consuming process of establishing links with 
the appropriate person within the local 
employer, while another interviewee 
highlighted that arranging meetings with 
multiple employers was difficult, due to the 
time constraints on employers. Indeed, one 
member of staff indicated a particularly poor 
‘turn out’ for two meetings arranged by that 
institution with employers. The first was for 
employer input into the development of an Fd 
programme while the second was arranged 
to meet and provide information to employer 
based mentors. In a similar vein, another 
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employer orientated difficulty raised was the 
fact that many employers within East Anglia 
were SMEs or made up of freelance 
businesses. While notwithstanding the time 
implication impacts for small employers 
(SMEs), there was recognition that SME 
involvement could impact twofold on Fds: 1/ 
engaging employers to assist with work 
placements and 2/ the release of employees 
to actually undertake a Foundation degree. 
 
Time constraints were also raised as a 
difficulty for staff at educational institutions 
involved in designing and developing new 
Fds. Such time issues were clearly not 
encountered with the pre-written HND/C 
specifications. Although use had been made 
of MOVE funding to ‘buy-out’ time for 
development and writing of the specifications 
for a number of Fds, however, not all 
proposed Fd developments had been 
successful in securing funding. It was stated 
that at CCN, college funding had been 
sourced via HEQEST and was used as an 
alternative funding source with which to ‘buy-
out’ staff time, which was cited as very 
helpful. However, additional administrative 
support, especially during the preparation of 
Fd documentation for validation was cited as 
a particular area for improvement and where 
future assistance would be very welcomed. 
 
In terms of training and development, college 
staff had found a joint college/university 
training event on the preparation of 
Foundation degrees particularly useful, which 
was helpful for both new and experienced 
staff. It had also been highlighted that useful 
information was available from within the 
college’s own intranet, via Blackboard. 
 
As to be expected, students provided highly 
focused perspectives on their individual 
experiences. Issues were raised that might 
have applied to any qualification or course 
rather than specifically to HNs or Fds, 
nevertheless, such issues still hold relevance 
for discussion here too. 
 
Despite the fact that HNs were not work-
based qualifications, current HN students 
acknowledged the benefits from working in a 
related industry that were bought to the 

course, or at least having access to a 
relevant work place. Therefore, such views 
would seem to favour the Foundation 
degree’s objective of being work based or 
including a work based element, such as 
work placement. Similarly, the students 
studying HNs highlighted the need to 
maintain an up to date vocational curriculum, 
as industries were subject to ongoing change 
and, therefore, this would apply to the 
Foundation degree as another vocationally 
orientated qualification. However, here, the 
Fd was perceived to have an advantage, in 
being able to facilitate and incorporate 
developments with local employer’s focus 
and input.  
 
The lack of information, advice and guidance 
on progression options was an issue for the 
majority of interviewees. Students specified 
that they would have appreciated much more 
IAG regarding what options were open to 
them in terms of progression onto further 
qualifications post completion of Higher 
Nationals. However, there also appeared to 
be similar issues in regards to Fd students 
not knowing about of the level of the Fd in 
comparison to other qualifications and, again, 
their options regarding progression post 
completion of the course.  
 
Organising work placements was also raised 
by Fd students, who suggested there should 
be greater College input regarding contacting 
employers for potential work placements. The 
example provided was that instead of each 
individual student contacting the same 
relevant employers requesting work 
placements, a central college contact system 
would be better, specifically to ease the 
impact on employers. It was also felt that if 
employers were contacted with a request 
from CCN this might have greater impact 
and, thus, a more positive outcome. 
However, a number of the programme 
managers had indicated that in their view the 
onus was very much on students to arrange 
work placements and that this was beneficial 
for the student as it enabled the student to 
develop their higher level skills. Indeed, 
students did not expect to be ‘spoonfed’, 
however, there did appear to be a valid issue 
being raised regarding impact on the 
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employer.  
 
In summary, despite the differences between 
the HNs and Fds and, in particular, the HNs 
being ‘work-related’ and the Fds being ‘work-
based’, there appeared to be a number of 
similarities. For example, the breadth of 
content offered in the curriculum of both 
qualifications. Also, both qualifications had 
involvement and input from industry, Sector 
Skills Councils and Professional bodies, 
however, where this input was obtained was 
distinct. At the national stage for HN 
development, while similar input was locally 
based for Fds. It was the fact that the Fd was 
perceived to be a qualification that could be 
locally developed with the opportunity to 
continue to develop and be vocationally 
‘maintained’, via post validation 
alterations/modifications, and a qualification 
that met both local employer and student 
needs that, although not wholly without 
difficulties especially in engaging employers, 
was considered to be key as to the better 
qualification for students by most of the non-
student interviewees in this study. 
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 Experiences of HE:FE mentoring 
 
Lorna Allies, The Research Centre, City College Norwich 
 
1 Introduction 
 
It could be argued that any course of study at 
degree level was potentially ‘vocational’. 
Indeed, a major factor highlighted in materials 
produced to encourage increased 
participation on to HE studies was the higher 
earnings enjoyed by graduates compared to 
non-graduates. Over the past few years, and 
particularly since the start of Foundation 
degrees, the term ‘vocational’ HE has come 
to mean HE programmes that showed a 
combination of some or all of the following: 
 

• grounded and focussed on a 
particular vocational sector (often 
termed niche provision) 

• involving significant work related (if 
not work-based) learning and 
assessment 

• high level of employer involvement 
(e.g. ensuring that graduates have the 
skills employers want) 

• strong record of graduates getting 
employment in the sector in a 
reasonable timeframe 

• available on a flexible basis (e.g. part-
time, use of distance learning) 

 
Driven by the need to enhance our 
competitive position in the ‘knowledge 
economy’, vocational HE had become an 
almost global target at the beginning of the 
twenty-first century. The initiative to promote 
life long vocational learning (Field and 
Moseley, 1998) has moved on, and was now 
focussed at encouraging secondary school 
and FE students to continue on to vocational 
HE courses. 
 
As a part of this drive to promote vocational 
HE, Aimhigher funded this project, which had 
the following interlinked components: 
 

• HE student to FE student mentoring 

• promotion of vocational HE to 
vocational Level 3 (e.g. National 
Diploma) students, to schools and 
sixth form colleges, and to the wider 
public 

 
This article deals mainly with the HE to FE 
mentoring strand, covering the recruitment 
and training of student mentors from HE 
programmes to mentor students on FE 
programmes.  It also reviews the experiences 
from the promotion of vocational HE by 
means of summer schools, roadshows, 
advisor sessions, staff briefings and other 
CPD activities. 
 
A unique and innovative feature of the 
mentoring strand within this project was the 
use of The SOUL Record™ to pilot the 
measuring of ‘distance travelled’ by the 
mentees in areas such as demonstrating 
personal development (eg. confidence, self 
esteem, etc) and progress in life-skills 
achieved by the people. In using The SOUL 
Record™ model, the mentors would be able 
to record how mentees were developing and 
whether or not mentees’ aspirations were 
raised as a result of the mentor / mentee 
relationships. 
 
The overall aims of this project were to 
review the literature on mentoring and 
previous project practices, successfully 
recruit both mentors and mentees to the 
project and review the individual experiences 
of these mentor / mentee relationships. To 
hold events such as summer school, 
‘roadshows’, ‘Advisory’ sessions (during the 
day and evenings) and staff briefings in 
regard to CPD opportunities for vocational 
HE programmes and report on these 
experiences also. Finally, the impact on the 
vocational FE student from the mentor / 
mentee relationship was envisaged to: 

• raise aspirations 
• increase motivation 
• encourage achievement  
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• promote progression to HE 
 
Thus, ultimately, this mentoring project had 
the defined aim of raising the aspirations of 
the FE mentees, especially in regard to HE 
participation. 
 
 
2 Methodology 
 
Mixed qualitative methods were used during 
the research and evaluation of the mentoring 
component of this project. These included: 

• desk research/review of mentoring 
schemes 

• literature review of related research 
• recorded daily activities 
• interviews with participants and other 

educational professionals   
• mentors’ focus groups  

 
Eleven student mentors were recruited to the 
project and undertook mentor induction 
training and also received training in the use 
of The SOUL Record™.. Post training, the 
mentors had an opportunity to meet 
prospective mentees and to use The SOUL 
Record™ as part of the summer school 
activities. 
 
The events and activities were concerned 
with providing information and an insight in to 
HE, promotion of vocational HE to both 
learners, advisors and the wider public, 
where the student mentors were also used as 
student ambassadors at these events. 
Various data were recorded and evaluated as 
the project progressed. 
 
2.1 Desk based review of mentoring / 
literature review 
Mentoring was used as the search term, with 
different UK mentoring schemes and their 
training practices and materials examined. 
These literature were reviewed and the 
information summarised on mentoring and 
the general promotion of vocational HE.  
 
2.2 Interviews 
Student mentors were interviewed and 
provided with the opportunity to talk about 
their experiences as a mentor. Interviews 

also sought to gain information about the 
mentors’ own aspirations as a student and 
expectations of being a mentor, their views 
on the scheme and their thoughts on how 
they had been trained and supported. Those 
individuals who had acted as student 
ambassadors also reflected upon that part of 
their work.  
 
2.3 Participant focus group 
Focus groups were conducted to provide an 
opportunity for student mentors to discuss 
key events and issues encountered during 
the project, the promotional events they had 
worked on, in college and at outside events. 
They also considered the value of the HE 
experience to themselves and potential future 
HE students. A further purpose of the focus 
group was to collect joint feedback on any 
other issues, such as using The SOUL 
Record™, summer school and to assess their 
expectations for any future scheme. 
 
2.4 Ethics 
The Research Centre operates under ethical 
guidelines of City College Norwich and the 
research was conducted in line with the latest 
research ethics guidelines. All data were 
anonymised for reporting purposes and held 
under the Data Protection Act (1998). The 
participants (mentors and education 
professionals) had the right to withdraw from 
the project at any stage without prejudice. All 
participants were asked for their informed 
consent, in writing, before any data or quotes 
gathered through interviews were used for 
reporting purposes.    
 
 
3. Results 
 
3.1 Desk based research/literature review  
The concept of mentoring 
Davis (2000) provided a positive view of 
mentoring when citing that mentoring helped 
to reduce feelings of isolation, raised 
individual career aspirations, aided personal 
and career development, and stated that: 

“It is an ideal means of supporting and 
retaining students on degree courses, 
and can form an integral part of 
widening participation activities. 
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Whether you are looking to support 
first generation students at university 
or women on traditionally male 
dominated courses, mentoring 
provides an effective means of 
achieving this.” (Davis, 2000). 

 
In this case mentoring was about easing 
transitions and ensuring development. 
However, Fletcher (2000) added that it must 
also be responsive to the individual strengths, 
values and needs of both the mentor and the 
mentee. It was about smoothing the way, 
enabling, reassuring and building self-
confidence. 
 
Mentoring was considered ‘a hot topic’, with 
schemes proliferating throughout industry, 
education and health, such as highlighted by 
Pawson (2004):  

“Mentoring schemes have been put in 
place in every walk of life and put 
forward, moreover, as a solution to all 
manner of individual woes and social 
problems. Accordingly, there are 
attempts to mentor women managers 
through the glass ceiling to boardroom 
positions; there are prison buddy 
systems in which experienced inmates 
try to safeguard wing novitiates; there 
are parenting schemes in which 
mothers-that-are show the ropes to 
mothers-to-be; there are support 
schemes in which dying patients offer 
fellowship to the terminally ill; and so 
on and so on.” (Pawson, 2004). 

 
It had been cited that a lack of clarity or any 
consensus on the meaning / definition of 
mentoring was a problem, as was the 
constant issue regarding what was being 
measured and how (McIntyre et al., 1993). 
This lack of clarity regarding the art of 
mentoring and its purpose remained. 
However, Miller (2002) provided a dichotomy 
by stating that there was ‘natural mentoring’, 
which occurred incidentally in life via 
friendships, teaching and counselling, and 
‘planned mentoring’, which involved 
structured programmes with externally 
determined objectives and where mentors 
and mentees were ‘matched’. Therefore, 

given such complexities, it should not be 
surprising that considerable confusion 
remained about many facets of mentoring. 
Also, mentoring has expanded greatly, 
especially within the business sector, 
resulting in a plethora of new materials and 
literature. Further, mentoring has often been 
viewed as a means to resolve scenarios 
perceived or actual that were 
problematic/negative in nature situations in 
the health service, schools, FE and HE 
sectors. However, despite this wide and 
variable usage, a definitive 
definition/description remained. 
 
A few studies have tried to provide a 
definition. For example, Hall (2003) 
suggested that mentoring existed in a variety 
of forms and that these projects were 
constructed upon, at least, four dimensions. 
These dimensions were characterised as: 
 

• origin of the mentoring relationship 
(‘natural’ or ‘planned’) 

• purpose of mentoring (undirected or 
directed)  

• structure of the mentoring relationship 
(one:one, one:group, etc) 

• the mentoring environment 
(community or site based, etc) 

 
It has been stated that truly ‘natural’ or 
informal mentoring, where people came 
together without guidance or clarity regarding 
the mentoring role, was a hit and miss affair 
(Clutterbuck, 2003). The argument being that 
it was difficult to influence such mentoring 
relationships due to a lack of ‘proper’ 
structure, measurement and control 
(Clutterbuck, 2003). Conversely, there was 
‘engagement mentoring’ that had been 
described as mentoring with an agenda, 
often, to raise aspirations, which had been 
used widely across educational sectors (Hall, 
2003). However, it was also suggested by 
Hall (2003) that the extent to which mentor 
and mentee shared the same aims of the 
relationship was an important factor. Hall 
(2003) cited a previous study by Colley 
(2001) that had called into question the need 
for a strong focus when using mentoring and 
stated that mentors were affected by the 
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mismatch between the aims of the project 
and the mentees’ perceived own needs, 
which had been termed ‘engagement 
mentoring’. This scenario was, apparently, 
often experienced in the mentoring of 
disaffected young people.  
 
There exist International Standards for 
Mentoring Programmes in Employment 
(ISMPE), which were published in 2003 to 
allow companies to compare their schemes 
against six, key elements (ISMPE, 2003). 
These six elements being: 

• clarity of purpose (for both the 
scheme and mentoring relationship)  

• stakeholder training and briefing  
• processes for selection and matching  
• processes for measurement  
• review of ethics and pastoral care 
• programme administration and 

participant support  
 
Review of mentoring case studies  
Two example projects provided an insight on 
how different mentoring objectives could be. 
First was a project entitled ‘Spreading Calm 
in Higher Education’. The CALM Network for 
Higher Education used mentoring, among 
other tools, to provide an “…oases of calm for 
reflection…” to senior managers involved in 
HE (Collins, 2005). Secondly, in the North 
West, the Centre for Training and 
Development (CETAD) supported a number 
of community mentoring programmes that 
provided training for mentors who work with 
young people and offenders. These 
mentoring programmes did not only raise 
awareness of HE but also provided a first 
step back into education for the mentors 
(CETAD, 2006). 
 
Within the literature there was an apparent 
need for the training of mentors, which was 
often highlighted. The Balance project 
resource pack was uncompromising about 
the training of mentors, arguing that untrained 
mentors could do more harm than good. The 
project stated that training mentors helped by 
both integrating them into the scheme and 
with managing their expectations (Davis, 
2000). Within the old DfES (now Dept. for 
children, schools and families) government 

department resource pack for training 
mentors to subject leaders in failing schools, 
there was an emphasis on the need for 
mentors to be reflective during their training 
and to think about how they felt about 
mentoring situations. Like many of the 
training resources and advice sheets, the use 
of role play and examples were viewed as a 
key aspect in mentor training (DfES, 2006). 
 
Within City College Norwich (CCN), previous 
mentoring projects provided a framework for 
this HE:FE scheme. Similarly, training 
materials of one such scheme a clear focus 
had been identified for peer group mentoring: 

“[It] is to help to provide a network of 
interpersonal support for all students 
attending college. The aim of 
mentoring generally is to identify the 
needs of the partner, mentee, and to 
move them forward in their thinking or 
actions.” (Richardson, 2005). 

 
More generally within education, peer 
mentors were said to have advantages over 
adult mentors, apparently, due to peers 
having a better understanding of the 
problems and stresses mentees were 
experiencing. They were perceived to be less 
judgemental and less inclined to impose their 
own value systems on mentees and, 
probably, most important of all was that they 
spoke the same language.  
 
Mentoring information and literature found 
highlighted the growth and types of 
mentoring. For example, there was much 
research on the utilisation of mentoring for 
initial teacher training, but the majority of 
information located how much mentoring had 
expanded to become an industry tool within 
the last decade. Hence, much of the 
literature/information was orientated at 
mentoring practice within the 
business/industry settings. In regard to 
vocational HE, several authors echoed Duke 
(2005) who stated that; “Apprenticeships tend 
to attract young people who are practical 
rather than academic and so the 
apprenticeship may be seen as a route to 
employment rather than to Higher Education 
(HE)”. Duke (2005) went on to state that; 
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“…despite this, there is genuine progression 
potential for advanced apprentices, and that 
in the engineering sector it is a real 
possibility”. 
 
In another case study, it was cited that young 
people with the potential to benefit from HE 
were not considering it as a realistic option 
(Cavanagh, 2005): 

“Those with no parental experience of 
HE were unaware of the ways in which 
HE could be accessed, what it might 
offer them and of the opportunities in 
their own locality.” (Cavanagh, 2005). 

 
Hence, projects have addressed these and 
similar issues. For example, the Graduation 
project (Grayson, 2006) encouraged students 
to continue their education and to promote 
vocational HE by using individual graduate 
case studies. Graduates were interviewed 
about their backgrounds, why they decided to 
stay in education and what benefits they had 
gained from doing so. In providing the case 
studies, graduates were offering themselves 
as worthwhile role models for school pupils 
across the region to aspire to progress on to 
HE. Several of these types of project, 
established to promote HE within the UK, 
used mentoring, often with HE students or 
graduates as role models (Aimhigher, 2006). 
One such example was an e-mentoring 
project that matched female engineering 
students with 12-13 year old girls from high 
schools (LUWES, 2006). The project 
provided ‘role models’ / mentors to reverse 
the, generally, negative perception of 
engineering among school girls towards a 
positive one. Similar style mentoring 
schemes have been initiated in other 
European countries. For example, Hoier 
(2005) described a scheme by the Ministry of 
Education in Denmark that aimed to ease the 
transition between lower secondary 
education and vocational education and 
training. Young people were ‘attached’ to a 
mentor who provided individual guidance to 
that mentee. Those targeted by the scheme 
were young people who had not yet enrolled 
on to a programme, had dropped out of 
training or faced the imminent threat of 
dropping out.  

 
The mentor 
Many mentoring information packs and 
university websites ask the question; “What is 
a mentor?” A typical response to this would 
be: 

“Someone who helps others to 
achieve their potential through 
listening, advising, supporting, 
explaining, encouraging and guiding.” 
(UCL, 2006).  

 
In business, mentors were described as wise, 
experienced friends or a favourite aunt / 
uncle type person; someone who lead by 
example and was a role model. The Prince’s 
trust business mentors provide crucial 
support to young entrepreneurs during their 
most vulnerable stages in business (Prince’s 
Trust, 2006), which supported the case that 
mentors had to have access to ‘intelligent 
practical knowledge’ that was derived from 
experience (Stephens, 1996). Such ideology 
asks who better to know the difficulties, 
possibilities and opportunities of HE than 
those individuals currently studying within it? 
Crofts (1995) cited a main concern regarding 
the mentors was whether they would get on 
with their mentee. However, the main focus 
was on the working relationship, once that 
had been established the mentoring 
partnership was successful in more than 80% 
of cases (Croft, 1995). Hence, the utilisation 
of The SOUL Record™ in this project to 
initiate and build a working relationship 
between mentor and mentee. 
 
Whilst there was an obvious emphasis for 
mentoring schemes to succeed, Brooks and 
Sikes (1997) warned that mentoring projects 
could also fail. This was especially so when 
support and encouragement for the mentor 
had been lacking in projects (Brooks and 
Sikes, 1997). It was also stated that despite 
the best intentions, there were cases, either 
subject or personality driven, where mentors 
had reached a point beyond which they felt 
they could not or should not continue (Brooks 
and Sikes, 1997).  
 
Qualities that were perceived to be essential 
requirements in a potential mentor were 
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reported in much of the literature, allowing 
the production of a generic list of qualities 
required in mentors. In no particular order, 
these included:  
 

1. the ability to listen 
2. respect for mentee’s values 
3. be trustworthy 
4. an ability to share 
5. an ability to question 
6. to be non-judgemental 
7. to be positive 
8. an ability to engage in planning 
9. an ability to review and evaluate 
10. an ability to challenge.  

 
Miller (1998) also reported on the 
characteristics for the effective training of 
mentors, stating that (in no particular order): 
 

1. informal training style 
2. interactive group work 
3. insights into what to expect 
4. specific targets 
5. clarity on dos and don'ts 

 
Mentor training appeared not to have evolved 
greatly from that given in the 1980/90s. 
Training literature (DfES, 2006; Gover, 2005; 
Aimhigher, 2005) included the use of body 
language, the study of personality types and 
learning styles, however, fundamentally, 
listening and asking the right questions were 
still regarded as the most important skills to 
be a good mentor. While the manner in which 
questions were asked had always been 
known to be more important than the type of 
question. Hence, Parsloe (1992) advised:  

“The most structured open question in 
the world will not produce the right 
response if it is delivered in an 
aggressive, condescending or over-
challenging manner.” (Parsloe, 1992). 

 
3.2 Mentor recruitment and training 
This mentoring project conducted at CCN 
recruited students already enrolled on HE 
courses to become mentors to individual FE 
students within the college. The HE mentors 
were also deemed to provide a role model to 
the FE student mentees, whilst offering them 
support and encouraging them to aspire to 

HE. However, the majority of mentors were 
not from vocational HE courses.  
 
The SOUL Record™ training 
In a previous mentoring project evaluation, it 
was reported that unless positive outcomes 
could be demonstrated relatively quickly, 
policy makers and funders would rapidly 
move on (Shiner et. al., 2004). Hence, all 
mentors were trained in the use of The SOUL 
Record™ (for further information on The 
SOUL Record™ visit www.soulrecord.org). 
The use of The SOUL Record™ within this 
mentoring project addressed issues 
highlighted in literature regarding the rapid 
collection of data for evaluation. All mentors 
attended training and provided feedback. 
Mentors were confident in their abilities in 
using The SOUL Record™ and ‘agreed 
strongly’ that it was important to measure soft 
outcomes with mentees.  
 
The SOUL Record™ also recorded further 
benefits, these being: 
 

1. it was apparent that The SOUL 
Record™ questionnaires would allow 
mentors to easily build a relationship 
with mentees 

2. it provided immediate and clear 
feedback that was able to provide 
data that tracked progress 

3. it permitted mentors to review / reflect 
on what they had accomplished in 
their role, as well as providing 
direction and encouragement to the 
mentees. 

 
Summer schools 
HE student mentors had had the opportunity 
to trial The SOUL Record™ at summer 
schools. Seven summer school events 
events were held covering Sport, Hair and 
Beauty, Dance, Business, Teen Baker, Teen 
Chef and Art. The objectives of the summer 
schools were to raise aspiration, self-esteem, 
confidence and awareness of vocational 
pathways through FE and on to HE. The 
attendees were from Years 9 and 10 (aged 
13 to 14) from schools with low levels of post-
16 progression on to education. It had been 
observed that such students had the ability 
but not necessarily the aspiration or family 
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tradition, to progress to HE. Working 
alongside lecturers, eight, HE student 
mentors provided help and support to these 
school children throughout the week (from 
Monday 17th July to Friday 21st July), 
totalling 158 hours. Six mentors recorded 
thirty-two mentees completing the ‘Getting to 
Know You’ and ‘Raising Aspirations’ sections 
of The SOUL Record™ in the process. Data 
collected from The SOUL Record™ 
questionnaires allowed measures of soft 
outcomes for these mentees (Fig. 1), and 
provided an opportunity for trialling the 
system.  
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Figure 1. An selected set of baseline / 

average score measures as examples of 
the ‘Getting to know you’ (A) and ‘Raising 
aspirations’ (B) results outputs from The 
SOUL Record™ recorded for the school 
students attending the Hair and Beauty 
summer school (Source: Allies, 2006, 
unpublished). 

 
 
3.3 Mentor interviews 
Mentor A 
Mentor A was a student taking a combined 

arts and science degree who had applied to 
become a student mentor to help others. 
They explained: 

“One thing I found while doing the 
Access [course] is that it would have 
been handy to have somebody to tell 
me how to go about doing things. 
Everyone you ask says something 
different. It would have been really 
handy to have somebody to say you 
need to do this, this, this and this”. 

 
Reflecting on the training process, Mentor A 
stated that clarity was provided regarding the 
expectations of mentors post induction 
training. They also stated that “To actually 
know what is expected of us and what isn’t 
and what the boundaries are as such…” 
identifies good practice. However, The SOUL 
Record™ was termed simply as “…just the 
record keeping side of things.” 
 
The summer school experience recorded a 
more positive response, stating: 

“Brilliant. Really enjoyed it. The kids 
seemed to get a lot out of it. They 
changed from first day to the last day. 
It was amazing. They seemed to get 
so much out of it”. 

 
Part of the mentor’s role was to take care of 
those who were going out as part of the 
activities. Also, much assistance was 
required during a final exhibition / 
presentation. Possibly due to their personal 
experience, Mentor A had a good 
understanding of the needs and requirements 
of each mentee: 

“I suppose the main thing might be 
what they want to do in the future and 
how to go about things - especially like 
the UCAS applications and knowing 
when deadlines are. One thing I found 
doing Access was that there was not a 
lot of advice [available]”. 

 
Also, mentor A had acted as a mentor 
ambassador at outside events and stated 
that: 

“As soon as it [the presentation] has 
finished you find that, especially the 
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children rather than the parents, will 
come over and ask specific things 
about the college - what is available 
and what student life is like”. 

 
Mentor B 
Mentor B was a student on a combined 
English and Cultural studies degree who was 
hoping to go into secondary school teaching 
as a career. They had applied to become a 
student mentor because: 

“… I want to go into teaching and I 
thought it would be valuable 
experience for me to have. Also, if I 
can help people I would like to do 
that”. 

 
Mentor B did not think that enough 
information had been provided from the 
outset and suggested that it would have been 
beneficial to go into the job role in greater 
detail. As had been reported by fellow 
mentors, the induction training experience 
was not a positive one. The best part 
reported by Mentor B was meeting the other 
mentors and the co-ordinator.  
 
However, Mentor B did report The SOUL 
Record™ training to have been very useful:  

“It went into what we had to do in more 
detail than the induction.   You could 
maybe have done both sessions 
[induction and SOUL training] in one 
go”. 

 
Despite having only attended one day of the 
summer school, Mentor B’s experience had 
been a negative one, stating: 

“I wasn’t sure about my whole entire 
role.  I felt a bit like a spare part. The 
tutor was really welcoming and friendly 
and I helped the kids a bit, but they 
had another assistant as well so there 
was the tutor and two others kind of 
helping the kids.  Not a lot of kids to 
help so …”. 

 
However, Mentor B was successful in 
regards to engaging the school students with 
The SOUL Record™:  

“I got a group at lunchtime. I think 

there were four together. I had quite a 
few volunteers. No problems. The girls 
were very friendly and chatted about it. 
They were great actually. It gave me 
an opportunity to chat to them, one 
question could lead to another. I had 
only known them for the morning so I 
don’t know how honest they were 
being on the questionnaires”. 

 
Mentor B’s expectations were that the 
mentors would be a good point of contact for 
the school students: 

“I would build a relationship with them, 
an open relationship where they can 
contact you if they want to.  I’d like to 
think I could encourage them to go 
higher but obviously it’s not for 
everyone. It’s quite a nice thought 
really to encourage people to go on”.  

 
Mentor C 
Mentor C was, again, a combined arts degree 
(English with Cultural studies) student. They 
considered they had a better idea of what the 
aims of the project were compared to their 
fellow mentors: 

“It’s to be a mentor to FE students and 
to be there as an ear more than 
anything and a sounding board. To let 
them know that there are options 
beyond what they are doing at the 
moment that they can progress on to”. 

 
Mentor C was extremely positive regarding 
the personal advantages of conducting HE 
level programmes, stating that: 

“[I have] a lot more confidence in my 
own abilities - confidence in myself in 
that I now know that I can do HE so to 
speak. It has also given me drive and 
focus for what I want at the end of it. I 
now know what I want to do”. 

 
Although they were more pragmatic when 
discussing the generally perceived 
advantages gained by all from undertaking an 
HE level programme:  

“I don’t think HE is for everybody. I 
don’t think that everybody should do it, 
but I think for the right student with the 
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right frame of mind it is definitely an 
advantage to pursue it”. 

 
Both personal and professional benefits were 
perceived to have been gained by mentor C 
from having the experience of being a 
mentor. There had been a clear focus post 
the induction training; “It gave more focus to 
the role and what your position would be 
within the student mentoring framework.” The 
SOUL Record™ training was also very 
positively reported: 

“SOUL was very interesting. You can 
see afterwards what you were doing 
and how the information was collated 
and the other sheets that were 
available and in what context”. 

 
Similarly, the summer school was favourably 
reported, which was aptly demonstrated in 
the following statement: 

“It was fab, really interesting, really 
good. The first day I was not sure 
where I sat, where I was. I was 
running around for the lecturer and I 
was also one of the students at 
summer school. I felt a bit awkward to 
begin with being in the middle. Once I 
settled into the role of - sometimes I 
was going to be with them and 
sometimes I was going to be with the 
teacher – it was quite good. It was 
nice to see both sides”. 

 
Mentor C used The SOUL Record™ 
questionnaires with a group of school 
students, and recommended that it was 
better to do them after the students and 
mentor had got to knew each other a little: 

“On Wednesday I asked for volunteers 
and had a queue. That was quite nice. 
I think having been with them for the 
two whole days I felt that I could, 
because I had some knowledge about 
them and we had already spoken and 
chatted, it was a better opening. I 
don’t think I would have felt entirely 
comfortable going straight in with the 
questionnaire. Because I had already 
learned a bit about them I could give 
more of an input and say ‘why did you 

say that, I thought you were more 
confident…’. Some of the follow-ons, 
the aspirations – they were quite 
interesting. I was very lucky in the 
group I had. They were very highly 
motivated. They were doing it because 
it was the career they wanted to 
possibly go into”. 

 
The expectations from the scheme by both 
Mentor C and the mentees were synonymous 
with the aims of the project: 

“[For the mentees] it is hard to know at 
that age what you do want to do. 
Some are very focussed, but the 
majority are just trying to kill a bit of 
time. … I think, from their point of 
view, that they know what they are 
doing and are comfortable with going 
into the second year; for myself, 
reassurance that what I have done is 
right by them. I feel supported and 
encouraged throughout the whole 
process. So far so good. Let’s hope it 
continues and we have our real 
mentees”.  

 
Mentor D 
Mentor D was another student taking a 
combined arts with science degree 
(psychology with English), who had arrived at 
college straight from a small sixth form. They 
saw the advantages of HE from the point of 
view of employers who would be assured that 
applicants from HE had determination and 
the ability to concentrate and work. The 
experience of Mentor D regarding HE was 
good, giving more personal independence 
than was possible at the sixth form level. 
 
As with other mentors, the main reason for 
deciding to become a mentor was a desire to 
follow teaching as a career: 

“I want to go into teaching and get 
experience; because I want to teach 
sixth form, A Levels up, so it would be 
good experience to see what people 
are like when they are studying”. 

 
Mentor D found the induction training helpful 
and had gained listening skills and 
knowledge of the rules and boundaries for 
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mentoring. The SOUL Record™ was viewed 
very positively again: 

“SOUL was really interesting. I think it 
is good to have a way of recording 
things like this. … made more sense 
when were using them [SOUL 
questionnaires] at the summer 
school”. 

 
Mentor D’s experience of the summer school 
was, again, similar to other mentors: 

“All right, it was interesting spending 
time with the girls in my group. It 
helped them having someone in 
between them and the teacher stage. 
No one seemed to know we were 
going to be there. Once they knew 
what we were doing, I thought, they 
were pretty chuffed about it”. 

 
The SOUL questionnaires produced an 
interesting response from Mentor D’s group: 

“It was quite hard to get them to sit 
down and do it. They had just had 
lunch and the sugar was beginning to 
kick in. The girls were quizzing as it 
seemed a strange thing to them. They 
asked ‘what does this word mean?’ 
They weren’t reluctant, just intrigued. 
They were quite young, they were 14 
or 15 and had not given thought yet to 
their aspirations”. 

 
Reflecting on the needs of the mentees, 
Mentor D stated: 

“Judging from the girls [at the Summer 
School] they found the college pretty 
daunting - a huge place. That’s all 
they kept saying the first couple of 
days. I think understanding the library 
etc, and as they progress, things like 
Internet access, revising and things. I 
remember what I was like when I 
came up to do a degree here”. 

 
Mentor E 
Mentor E was a mature student who had 
returned to education after a twenty year gap 
to study a combined science degree 
(psychology and sociology). They considered 
that the HE / FE mentoring scheme was well 

publicised and had wanted to become a 
mentor to help people in FE see what they 
could progress on to:  

“City College has given me a lot. It has 
given me confidence and helped me 
with all aspects and I would like to 
pass that on”. 

 
Conducting an HE programme had also given 
Mentor E a “…bigger outlook…”:  

“I have four kids and this will be for the 
future for when they have all gone. I 
want to do postgraduate work and get 
my BPS [British Psychology Society - 
chartered psychologist] accreditation”. 

 
In relation to the mentor induction training, 
their response was mixed: 

“There is a lot in it. Good advice and 
that. It had everything you would 
need. …[but]… I wasn’t keen about 
giving out the mobile phone numbers 
to the mentees… a few of us thought 
ummm”. 

 
Again, The SOUL Record™ training received 
positive feedback: 

“It was good. You can really see how 
with the questionnaire … how they are 
doing”. 

 
Again, Mentor E enjoyed the summer school 
and asked for feedback from the summer 
school children: 

“I loved it. It was really good. The 
group I was with, they seemed to 
enjoy it and on the Friday we found 
that all the other school groups had 
enjoyed it. There was a couple from 
my group definitely coming to the 
college. You had enthusiasm from 
them as well. I went around and asked 
how they had got on the day before 
and were they getting anything out of 
it. Some were really nervous on the 
Monday and by Wednesday they had 
blossomed. It was good to see”. 

 
When asked what the needs of the FE 
student mentees might be, the response 
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showed a good understanding of the aims of 
the scheme: 

“They might have personal issues and 
you can help them find the right 
direction. A lot of them need 
confidence that they have got the 
ability to go further, which is 
something I didn’t have to start with”.  

and  

“I hope that during the year I will have 
helped one or two people to realise 
that they have potential.  It will have 
given them confidence. If I have done 
a good job then they will become 
mentors themselves in the future. I 
think this project is a good idea and 
should have been done years ago”. 

 
Mentor F 
Mentor F was also taking a combined degree 
of arts with science, studying English and 
sociology. This mentor aspired to have a 
career in charity fund raising. They had taken 
The SOUL Record™ training on board very 
thoroughly and was also aware of the 
purpose of the project: 

“We will monitor the progress of 
students, progress that is not 
measurable. [It’s about] being there for 
them. This is not about grades is it? 
Other stuff does go unacknowledged. 
To make the student more aware of 
what can be achieved in Higher 
Education - different routes. Not 
everyone knows what you need”. 

 
However, they lacked knowledge regarding 
vocational HE, assuming that NVQs could not 
be conducted at HE level: 

 “Some people are better off doing [an] 
NVQ. Some people go straight into 
work and work their way up. What do 
employers want, experience or 
qualifications?”. 

 
Mentoring appealed due to the experiences 
of this mentor: 

“When I was at school I could have 
done with a student mentor. It is quite 
daunting at a college this size. It will 

be nice to be there for someone”.  
 
The induction training had worked better for 
this mentor, in so far that it looked at 
mentoring rather than the aim of the scheme: 

“I learned to sit back and see how 
people think. The different ways 
people learn was helpful. What is 
expected of mentors. It clarified a lot 
more, although I would have liked 
some example scenarios to work 
with”. 

 
The SOUL Record™ training received 
positive feedback again: 

“It was really interesting and I quite 
like the ideas behind it - the measure 
of…. and we got to do it ourselves”. 

 
Talking about the work at the summer school, 
Mentor F had both positive and negative 
comments: 

“I really enjoyed it. I had a boisterous, 
loud group - the boys show off - but 
they settled down in the end. 
Interesting characters and it was quite 
nice sitting back and watching them. 
They were so happy they weren’t at 
school.  The teachers were called by 
their first name and they thought that 
was fantastic; they just couldn’t grasp 
it. Plus I had art and got into things 
with them. I really, really enjoyed it”.  

and 

“No one came around to see how you 
[as a mentor] were getting on. I 
explained to the tutors why I was there 
and they thought it was a good idea. 
The tutors were good”.  

 
Difficulties were experienced working through 
The SOUL Record™ questionnaires, but 
were considered worthwhile: 

“I did six I think. Two of them I sat 
down with, but it was so hard to 
approach them as it was all hands on. 
It was hard to get them on their own 
and they were never sitting quietly. 
Other times the tutors wanted them to 
do questionnaires, so a few of them 
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filled them out together. They asked 
questions as they did it. It was 
awkward. Only two were one-to-one. 
They filled out the questionnaires and 
they asked me questions. I explained 
it to them. One of the boys said ‘I 
sound like such a big head because I 
am so confident’. I said that that was a 
good thing. We may have to get them 
not to worry about sounding too 
confident. Some were a bit shy and I 
let them get on with it”.  

 
Mentor F viewed the mentoring work as 
helping the mentees in the following way: 

“[They] will need to know where 
facilities are and where to go for 
certain things. Just support really until 
they find their feet. Depends how they 
are getting on with their course. They 
might want to get involved with 
something …[for example] the union, 
but do not know how. [At the end of 
the year] I hope I will have helped 
someone have a more pleasant 
studying time and to feel better about 
themselves, and to try to do well rather 
than just doing it for the sake of it and 
help them to just enjoy being here as 
well”. 

 
Mentor G 
Mentor G was also taking a combined degree 
of arts and science, studying psychology and 
sociology. They were hoping to follow a 
career in counselling. They heard about the 
mentoring scheme from friends and enjoyed 
the recruitment process. Asked about the 
purpose of the scheme, Mentor G stated that; 
“It was to support and give guidance to 
[people] …It was not just to A Level students, 
it uncludes other students.” Supporting 
previous mentor statements, Mentor G also 
did not think HE level programmes were for 
everyone:  

“… I do think that for those that want 
to pursue it there is a lot of 
opportunities and a lot of advantages. 
It is not essential but I think it really 
does help. I get quite a lot from it. I 
feel that I have grown, that’s a bit of a 
cliché, but as a person I have grown 

because with A levels you are kind of 
spoon fed everything and you are told 
exactly what to do and in HE you have 
to focus and achieve what you want. 
Once you are given that kind of 
responsibility you either step up and 
take it or don’t and, if you do take it on, 
you realise what your potential is and 
what you can do”. 

 
Mentor G also discussed their own 
aspirations and reasoning for becoming a 
mentor:  

“I thought mentoring would be good 
experience for me. I know it’s not 
counselling, but you know, it is 
listening and it is helping and getting 
used to one on one conversations. I 
wish that I could have had someone to 
mentor me when I started. I wanted to 
give any help I could give and it will 
also give me great experience as well, 
and something for my CV …  
everyone’s a winner”. 

 
Asked about the training, Mentor G stated: 

“I didn’t gain an awful lot from 
[induction training] because it was 
quite rushed and because we were 
being ambassadors as well, but it did 
give an overview.  What was expected 
of us. For practical reasons it was a bit 
rushed and it was hard to 
concentrate”. 

 
In regard to the training on The SOUL 
Record™, they were very pleased, stating 
that:  

“Once we done that it all kind of fitted 
together and I knew exactly what we 
were doing. The questionnaires, the 
target sheets and how it brings it up 
into the graphs at the end and that. It 
was a really good idea because it 
shows to the mentees their 
progression and where they are 
going”.  

and 

“I thought [the mentors’ handbook] 
was really comprehensive. Everything 
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was in it. It was really well written 
actually. It’s easy to use to go back to 
find things”. 

 
In concert with fellow mentors, the summer 
school experience was, again, a positive 
experience, stating that the children had got a 
lot out of it as well. Completing The SOUL 
Record™ questionnaires with the children 
had not been difficult, in fact, the forms were 
“…simple and understandable for the 
children…”, going on to state that: 

“None of them seemed to mind doing 
it at all. They are brightly coloured and 
look quite fun and most of them 
seemed quite interested in it.” 

 
Mentor G had given the needs of the 
mentees a lot of thought:  

“Quite varied, obviously the academic 
like how do I write these essays and I 
have got so many how do I manage 
my time and social issues. I remember 
when I was that age … boyfriend 
problems, best friend problems, fall 
outs. They sound a bit trivial [but] they 
are so important to them and should 
be taken seriously. There may be 
important problems too like pregnancy 
and drugs. They can’t really turn to 
parents and friends are not much help 
and might be encouraging it. You can’t 
turn to your tutor so they might talk to 
us”. 

 
Mentor G viewed the scheme overall very 
positively: 

“It’s such a good idea, especially as 
you have got the split, you know the 
FE and the HE. Why not make use of 
it and let them be there to support and 
inspire [FE students] to go further. I 
think it is such a good idea, especially 
because of the age range. City 
College has such a large mature 
student base so why not make use of 
us. I am so excited to get on with it 
and really looking forward to it.” 

 
Also, Mentor G had worked as a student 
ambassador with parents, but found this a 

different challenge:  

“I found some of them to be a bit 
dismissive of us. ‘Is there a lecturer or 
someone in charge I can speak to?’ 
Fair enough, we are only students. 
Parents want to speak to someone in 
charge. We didn’t have little badges 
saying we were part of the college - 
that might have helped”.  

 
3.2 Participant focus groups 
Focus groups held with mentors raised 
several ‘key’ topics, which have been 
addressed individually. These key topics 
were: 
 

A/ Road shows and events 
B/ Purpose of the mentoring scheme 
C/ The value of HE 
D/ Mentor induction traing 
E/ The SOUL Record™ training 
F/ Summer school 
G/ Expectations for following year 

 
 
A/ Road shows and events 
During the first focus group it was reported 
that it did not appear to matter who per se 
was present at events, as long as HE 
students were represented. It was agreed 
that because existing HE students had 
chosen an educational pathway for 
themselves meant they were in the best 
position to be good role models for potential, 
future HE students.  
 
In general, all focus group participants had 
perceived all events/activities to be 
successful, although difficulties were 
acknowledged in evaluating events, such as 
a public stand in a shopping centre. It was 
cited that the HE profile at City College 
Norwich had been raised. However, it was 
also agreed that greater amounts of FE 
information were being given out rather than 
HE. Though a longer term view was raised 
that all interest should be viewed as positive 
for the college. 
 
A second focus group also worked as 
ambassadors and discussed their work at 
events, including roadshows, an event for 
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several schools and a public stand in a large 
shopping mall. One mentor stated: 

“I hadn’t been around 14 and 15 year 
olds for some time. I got chatting to 
quite a few of them and a lot of them 
hadn’t even considered going to 
college afterwards or anything. After 
hearing our stories about what we 
thought of it, it seemed to kind of sway 
them and, you know, it was then 
literally something they would look at 
in the future”. 

 
There was a general perception that such 
events had resulted in better responses from 
parents than from the children themselves. 
 
B/ Purpose of the HE/FE mentoring scheme 
There was a difference reported between the 
two focus groups on this. The first group put 
forward several thoughts/ideas that included: 
 

• just being ‘somebody’ for ‘anybody’ to 
talk to  

• somebody to email or phone to ask 
‘what do I do to carry on after this?’ 

 
However, the second group were not clear 
about the purpose/aim of this scheme. They 
thought it was to be a support for FE students 
and to be someone they could come to for 
information, advice and guidance (IAG) and 
even encouragement. 
 
C/ The value of HE 
Again, there was a difference reported 
between the two groups. The first group 
agreed that job prospects were improved 
after completing an HE programme and that 
the social side of studying was as important 
as the actual degree. One member of this 
focus group stated that “…HE study changed 
you…”, and they discussed about how they 
had seen changes, for the better, in each 
other. However, the second group focussed 
much more on personal progression and the 
need for qualifications. The group agreed that 
better pay and opportunities would be 
available after completing an HE programme 
(although one participant qualified this by 
saying ‘allegedly’). 
 

D/ Mentor induction training 
The first group discussed what they had 
learned during induction. The main areas 
being; a/ the job description and 
expectations, b/ the boundaries of mentoring, 
and c/ the paperwork side of the scheme, 
record keeping and how the SOUL excel 
spreadsheet worked. While the second group 
liked the handbook produced; one participant 
said, “When I read that latter, I picked up 
things I had forgotten”. They felt they had 
benefited from doing the exercises in the 
book, especially the one about different 
learning types. Although the exercises were 
available in the handbook, they felt it was a 
lot better to do them as part of a group in 
training. 
 
E/ The SOUL Record™ and its training  
The first group decided that certain sections 
of the forms may not be needed. They 
discussed about the use of smiley faces on 
questionnaires and were not sure that the 
prospective mentees liked them or realised 
the significance of them. However, the 
second group had all enjoyed the training. 
They felt they understood The SOUL 
Record™, especially its history, stating: 

“We understood where it had all come 
from and it wasn’t something that had 
just been devised for us”. 

 
They thought it was very helpful to do the 
questionnaires and worksheets and, thus, 
had put these into practice during the 
training.  
 
F/ Summer school 
It was suggested that due to the summer 
school attendees being younger school 
children, and not the HE mentors’ target 
group of FE students, had lead to difficulties 
in using questionnaires. Apparently this was 
because the summer school students needed 
to have things explained in much greater 
detail. One mentor highlighted that the group 
they were with was not academically minded, 
suggesting that this made completion of 
questionnaires even more difficult. 
 
The second focus group discussed the 
summer school more generally. In relation to 
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the school children attending the summer 
school, it was stated: 

“Ours weren’t sent because they were 
naughty kids, they had earned their 
place”.     

and 

“The girls just wanted to have a chat 
all the time about what I was doing, 
how I had got there and all the 
different things I had done”.   

and 

“Ours wanted it to be longer. They 
wanted it to carry on”. 

 
The group agreed that the school children 
had all enjoyed their experience at the 
summer school. 
 
Whilst questionnaires had been completed 
with children, there had been some difficulties 
experienced:  

“It was hard to grab them on their own. 
They were busy slapping paint and 
stuff on”.  

 
There was agreement that the progressive 
order of The SOUL Record™ questionnaires 
was liked, such as starting with the ‘Getting to 
know you’ and progressing on to ‘Raising 
aspirations’: 

“You know you got like a bit of a story 
with them and then the ‘raising 
aspirations’ [sheet] kind of topped it up 
and you got to see it from a different 
perspective”. 

 
It was also agreed by all that it would have 
been easier if they had had a chance to get 
to know the children a little first. 
 
G/ Expectations for next year   
Members attending the first focus group 
suggested that mentors should meet up once 
a month to discuss any problems 
encountered and any positive experiences or 
novel actions that had ‘worked’. This 
resonated with the project co-ordinator who 
raised the importance of keeping in touch 
with mentors. Mentors were also concerned 

about how little people appeared to know of 
the HE mentoring scheme within the college 
and that HE student mentors were now 
available to FE mentees. Another concern 
expressed was the lack of awareness by the 
summer school tutors about mentors also 
attending to support the students / tutors. The 
mentors also suggested that induction or 
freshers week and other similar events would 
be good times / places to publicise the 
mentor service and what it was there for.  
 
This issue was partially echoed by the 
second focus group. Whilst some mentors 
were formally introduced to tutors at the 
summer school some were not, with one 
mentor stating:  

“‘I wasn’t introduced at the summer 
school. I don’t think they [tutors] used 
us as they could have done. We could 
have been used a lot better”. 

 
Although it had been an excellent opportunity 
for the student mentors to chat to the pupils 
at the summer school, they were keen that 
next year they should be factored into the 
planning at an earlier stage so that they could 
be more effective. 
 
 
4. Conclusion 
 
Whilst a clear dichotomy existed in regard to 
natural versus planned mentoring, it was also 
clear that mentoring was developed upon the 
idea of providing a role model who could 
enable, reassure and help to build confidence 
in their mentee/s. However, at the time of the 
project there was little consensus regarding 
the concept of mentoring: what it was and 
what was being measured for example. Also, 
with the introduction of mentoring into new 
sectors had resulted in ever greater variability 
in reported definitions, while each novel 
introduction brought their version of 
standards and measurement techniques also. 
What was established and acknowledged 
was that the mentors themselves required a 
practical knowledge of the local environment, 
derived from their own experiences within the 
areas in which they studied and / or worked. 
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A common factor among the many innovative 
mentoring schemes established to raise the 
profile of HE, was the use of students as the 
mentor / role model. Commonly, these 
students had either previously or were 
currently involved in the HE process at that 
institution. 
 
From interviews held with mentors used 
during this project, an obvious character trait 
was their enthusiasm and encouragement for 
the scheme. This was summed up by one 
mentor when stating: 

“City College has such a large mature 
student base so why not make use of 
us. I am so excited to get on with it 
and really looking forward to it.” 

 
During interviews with mentors they 
highlighted the interactions they had with FE 
students as a major reward; how they helped 
them to become more aware of what they 
could achieve and how they could progress 
through the education system. All the 
mentors interviewed reported gaining much 
from being involved in HE themselves. For 
example, they talked about having more 
independence, greater social advantages, 
more confidence and, even, a new 
awareness and realisation of their potential. 
However, there was caution too, as HE was 
reported not to be ‘the answer’ for everyone. 
There was a general perception that not 
everyone had ‘the right frame of mind’ and 
some would gain more from work experience.  
 
In response to answering the reasons for 
wanting to become a mentor, the majority of 
students recalled their own experiences and 
how much having a mentor scheme, such as 
this one, would have helped them at the 
same stage. Also mentors spoke of the 
invaluable experience, both personally and 
professionally, they had gained from having 
taken part in the scheme and the sense of 
satisfaction in helping others. For example, 
some had wanted to give something back to 
the College in return for the new confidence it 
had provided them. This general view was 
summed up by one mentor who stated: 

“I wanted to give any help I could give 

and it will also give me great 
experience as well and something for 
my CV.” 

 
The mentors who worked with the summer 
school were perceived to be very successful 
in their role and this had increased the level 
of interest in the scheme and enhanced its 
credibility with lecturers / tutors. The mentors, 
themselves, enthused about the summer 
school, calling it ‘fab’, ‘brilliant’ and recalled 
that all the school children had also got much 
from the experience. While, initially, two 
mentors had been uncertain about their roles 
at the summer school, after the first day this 
had been lifted with all mentors then being 
fully involved and enjoyed it. They felt that 
they provided someone between the child 
and the teacher, someone that the children 
found very helpful and easier to relate to.  
 
Mentors who had completed The SOUL 
Record™ questionnaires with children, 
reported that it had given them an opportunity 
to get to know the individual much better. 
Also they reported that the children were 
keen to take part and were, generally, 
intrigued by the activity. Isolating an 
individual from their peer had been a problem 
for some mentors, such as one example 
where the mentor, looking after boys, felt it 
was hard to isolate any individual. However, 
in general, mentors thought the questionnaire 
format was very helpful; it was “…fun…” to 
work through questionnaires made easier by 
the fact they were “…brightly coloured…”. 
 
Mentors who had worked as ambassadors 
saw themselves as very useful when talking 
to school children, but less so when talking to 
parents. Parents appeared to want authority 
figures and often asked ‘who is in charge?’ 
There was a perception that official badges 
might have enhanced the mentors’ role as 
ambassadors of the college. 
 
The focus groups gave the mentors an 
opportunity to discuss their experiences in 
regard to working as ambassadors during 
promotional events, the purpose of the HE / 
FE mentoring scheme, their training, the 
summer school and their ideas and 
expectations for the scheme in the next 
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academic year. During discussions they 
realised that, at roadshow events, 
prospective students were interested in the 
college in general rather than a specific 
subject area. What was important was that 
they had a real HE student to talk to. The 
consensus of the group was that all events 
had been successful and raised the profile of 
both FE and HE at the college, but that the 
results of such public events were difficult to 
evaluate. However, their joint views on the 
purpose of the mentoring scheme were not 
as clear as they had been during individual 
interviews, and mentors talked in vague 
terms about helping with study, etc. The 
induction training received a better response 
during focus groups; one group viewed 
exercises that were done during the training 
as enjoyable and helpful. The SOUL training 
was also enjoyed because of the practical 
element of doing the questionnaires and 
worksheets together. Everyone had enjoyed 
the summer school immensely, and they 
were aware that the target group was FE 
students rather than school children. The 
mentors nevertheless had a very animated 
discussion about the summer school and how 
much the children had appeared to get from 
it.  
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Training Request Form 
 
If you would like to receive training on how to use The SOUL Record, please complete this training request 
form. The training package includes: 

 
• One day of SOUL Record user training 
• SOUL Record folder 
• User Guide 
• CD containing the Spreadsheet Results Package and electronic copies of The SOUL Record and 

User Guide 
 
Total cost of the above package is £160 per person. 
Contact Name:  

Organisation/Project:  

Address:  

  

  

Postcode:  

Telephone No:  

E-mail:  

Sector (E.g: Voluntary, Private, 
Public): 

 

Type of Service Provided by 
Organisation: 

 

Client Group (E.g: Children, adults, 
learning difficulties etc): 

 

 
Please return the form to:  The Research Centre 

City College Norwich 
Ipswich Road 
Norwich 
NR2 2LJ 

 
Telephone: 01603 773364 - E-mail: thesoulrecord@ccn.ac.uk 
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