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3 THE IMPACT OF EMBEDDING ON LEARNING AND ACHIEVEMENT

3.1 Summary of findings


· Embedded learning combines the development of basic skills with vocational or other skills, by integrating basic skills within another learning programme. Embedded programmes have dual learning goals: in basic skills and in the ‘host subject’;

· Embedded provision is not basic skills learning ‘by stealth’. Successful embedding enhances learning by situating basic skills within contexts that are meaningful for learners;


· Embedded approaches are associated with higher retention and success rates on vocational courses, and higher levels of attainment of basic skills qualifications;


· Embedded models can have major positive effects on learner engagement. Case study research shows that embedded approaches motivate learners and encourage them to value basic skills;


· The effectiveness of embedded approaches depends on both vocational and basic skills content being delivered by teachers with specialist skills and knowledge. Approaches in which vocational and basic skills tutors collaborate in delivery tend to be more successful than embedded models in which vocational teachers are also responsible for the basic skills content;


· Structural features of delivery alone are not sufficient to secure the benefits of embedding; the attitudes of vocational and basic skills teachers, learning culture and wider organisational factors are also crucial;


· Building in time for collaboration and joint planning between vocational and basic skills specialist teachers is essential to the effective development of embedded programmes;


· Embedding raises professional development needs for both vocational and basic skills teachers: to develop an understanding of the ‘other’ subject and to develop expertise in embedding itself;


· Embedded approaches are consistent with the Armed Services policy of integrating basic skills learning into the career progression route. Embedding could reinforce the connection between basic skills learning and career development;


· There is a range of potential opportunities for further development of embedded provision within the Armed Services: as an alternative to discrete tutor-led basic skills provision; within apprenticeships as an alternative to discrete key skills provision; within pre-promotion and management training courses. Further research is needed to understand the potential benefits and challenges of embedding in relation to different aspects of the Armed Services’ training regimes;


· Embedding should not be seen as a goal or a solution in itself. Embedded provision may be inappropriate in some contexts, particularly where the time, resource and expertise demands cannot adequately be met. Therefore embedded provision should be evaluated against alternative models, in particular contextualised approaches and the front-loading of key skills within apprenticeships. This will help to determine an appropriate mix of discrete, contextualised and embedded provision.
3.2 Background

The Army basic skills policy describes embedding as the preferred option for the delivery of basic skills: ‘Learning support should take account of the Army context in which the soldier is operating. Basic skills support should be embedded within military training where practicable’ (Director of Educational and Training Services (Army), 2004). However, embedded approaches are currently the exception rather than the norm within the Armed Services.
 This paper explores the evidence about the impact of embedding on learning and achievement and discusses the implications for training and education in the Armed Services.

The paper is in three parts. First it discusses the meaning of embedded learning, and suggests that embedding should be understood as a multidimensional concept, which encompasses a number of different models of delivery. Secondly, it reviews recent research into the impact of embedded provision. It highlights some key benefits of embedding, but acknowledges that much of the evidence in this area is still anecdotal. Finally, the paper considers the implications of embedding for the Armed Services’ training regimes. It discusses the key features of effective embedding and draws out implications for the development of embedded learning within the Armed Services.

3.3 What is embedded learning?
The Skills for Life Strategy Unit has defined embedding as learning that ‘combines the development of literacy, language and numeracy with vocational and other skills.’ This broad definition encompasses a range of different types and degrees of embedding. For example, the development of basic skills and vocational skills might be combined by integrating basic skills into all vocational learning sessions. However, embedding might also involve some discrete basic skills teaching. The idea of a ‘host subject’ (Eldred, 2005) is useful, because it conveys that basic skills are integrated within another learning programme, but it leaves open multiple possibilities for achieving this.

Embedding should be distinguished from contextualised approaches, in which the primary learning goals are basic skills, but issues and contexts relevant to the interests and needs of learners are integral to the learning programme. Embedded provision integrates two sets of learning goals, although the primary learning outcomes are typically vocational.
 

The fact that basic skills learning outcomes are typically secondary within embedded provision raises an important question about the extent to which the basic skills aspects of programmes should be emphasised to learners. Embedded approaches are sometimes associated with ‘basic skills by stealth’ (Wells, 2006), because students may not fully aware of the place of basic skills within their learning programme. There are obvious ethical concerns if embedding involves trying to teach basic skills without learners realising. Moreover, many of the benefits of embedding derive from enabling learners to appreciate the connections between basic skills and their wider learning goals, not from hiding basic skills content. Qualitative research shows that awareness of the process of basic skills learning need not be a barrier to learning: ‘Trainees clearly understand that they are learning mathematical skills: this appears not to inhibit learning or motivation where the learning is firmly embedded within the vocational task’ (Roberts et al., 2005). Therefore learners on embedded programmes should be made aware of the place of basic skills within their learning activities (Eldred, 2005).

3.3.1 Embedding is not just about the structure of delivery

A national study of 79 vocational courses identified four clusters of features against which the degree of ‘embeddedness’ of a programme can be assessed (Casey et al., 2006):

· Teamwork between basic skills teachers and vocational teachers;

· Staff understandings, values and beliefs;

· Aspects of teaching and learning that connect basic skills to vocational content;

· Policies and organisational features at the institutional level.

On a non-embedded course, any connections between vocational and basic skills learning are made only by the learners themselves (Casey et al., 2006). Within fully embedded programmes, there is close collaboration between basic skills and vocational teachers; staff are willing to engage with, and develop skills in, the other area; learning is linked through contextualised materials and there is organisational and management support for the integration of basic skills into vocational programmes. Therefore there are several dimensions to embedding: it is not simply any approach in which vocational and basic skills teachers are timetabled to teach together, or in which vocational teachers also deliver basic skills.  

This multi-dimensional perspective on embedding is crucial, because it highlights that the benefits of embedding are not derived automatically by introducing particular structural features of delivery. Without the crucial attitudinal features and organisational support, even team teaching may not represent genuinely embedded provision. Conversely, case study research suggests that there may be room for separate basic skills classroom work within embedded provision, ‘providing it is integral to the delivery of the vocational curriculum and done by teachers who have close links with the vocational classroom’ (Roberts et al., 2005)
3.4 Impact of embedded learning

A wide range of benefits has been associated with embedded models of basic skills provision. Qualitative research is beginning to provide some evidence to support claims about the positive effects of embedding on learning and achievement:

Embedded approaches engage learners who find it difficult to acknowledge basic skills difficulties or who would not otherwise attend discrete basic skills programmes. Particularly within community based learning, embedded approaches have been seen as a ‘first step’ back into learning (Eldred, 2005). Attracting learners into provision is not a key concern within the structured training environment of the Armed Services. However, evidence that embedded provision can facilitate first steps into learning is relevant, because it suggests that embedding can make basic skills more accessible.


Embedding helps to motivate basic skills learners, by highlighting the relevance of basic skills to their wider learning and career goals. Case study research shows how effective embedded provision leads learners to revalue basic skills:

‘learners are socialised into both vocational skills and the LLN required to be a competent member of the group. This new identity, in turn, changes learners’ attitudes towards working on “theory” and on literacy, language and numeracy because learners can come to see them as an integral part of the learning for the job they are aspiring to. Once learners “value” LLN in this way, they will accept focusing on improving their LLN skills’ (Roberts et al., 2005)
Embedding can also increase the status and legitimacy of basic skills teachers:

‘Vocational teachers have a natural legitimacy on their programmes in the eyes of learners. They represent the role to which the learner aspires. The LLN teachers lack this immediate legitimacy…Learners have to come to recognise the value of the LLN teachers to their aspirations’ (Roberts et al., 2005)
Embedding situates basic skills learning within contexts that are meaningful for learners. There is a strong tradition within basic skills, and adult literacy in particular, which argues that educators should start from learners’ lives and purposes to make learning meaningful. Embedded learning is often associated with this tradition: 

‘the idea of using learner motivations, purposes and contexts to stimulate and 

maintain interest in LLN learning has been a central part of its development…It could be claimed that the development of a distinctive and clear ‘genre’ of embedded delivery is new. However, such a development draws on strong traditions of practice’ (Eldred, 2005) 

However, it is important to recognise that embedded approaches are not the only way of situating basic skills learning within meaningful contexts, nor does embedding always achieve the aim of making learning relevant to learners’ lives and purposes. The extent to which embedded provision makes basic skills learning meaningful will depend on the mode of delivery and on the nature of learners’ engagement with their vocational studies. For example, learners on an embedded engineering programme found learning through doing in the workshop more meaningful than embedded learning within the classroom (Roberts et al., 2005). Case study research has also found evidence of the value of ‘double embedded learning’, in which basic skills are not only integrated within vocational learning, but are also contextualised by tutors within meaningful personal contexts (Roberts et al., 2005).

Therefore, ‘embedding basic skills isn’t the same as using the interests of someone who wants to improve basic skills as the focus for teaching’ (Wells, 2006). However, embedded learning can be a powerful means of situating learning within contexts that are meaningful in relation to learners’ lives and purposes. 


Embedding helps to ‘normalise’ basic skills learning. The Armed Services basic skills policies deliberately target provision at those entering the services with low levels of skills or without proxy qualifications. Targeted approaches may be necessary to ensure that the greatest needs are met with limited resources. However, in some circumstances, targeted provision may risk stigmatising individuals with low levels of basic skills and potentially inhibiting their learning.
 Conversely, integrating basic skills into wider learning programmes conveys the message that all personnel can potentially benefit from reinforcing their basic skills. This message is supported by research showing that even learners with GCSEs at higher grades benefit from basic skills support in their apprenticeships (Cranmer et al., 2004).


Embedding can help learners to overcome previous negative experiences of education, by differentiating the learning experience from mathematics and English lessons in school. Basic skills learners, including Armed Services recruits with low levels of basic skills, may often have previous negative experiences of education. Qualitative research shows that, when describing the advantages of embedded provision, learners often emphasise that it feels different from their experience of learning English or Maths at school (Roberts et al., 2005).


Embedding supports achievement on vocational learning programmes by equipping learners with the basic skills they need to succeed. Research shows that embedding is associated with higher retention and success rates on vocational programmes (Casey et al., 2006). This suggests that embedding is not only an effective way of delivering basic skills learning; it can also support the achievement of vocational learning goals.

Embedding is a more efficient way of delivering basic skills. Embedded approaches integrate two sets of learning goals within a single learning programme. This appears to be a more efficient way of delivering basic skills. Research has also found that learners can resent the fact that time for discrete basic skills appears to be ‘borrowed’ from their vocational training programmes (Cranmer et al., 2004). Embedding basic skills within vocational sessions can help to address these concerns. However, embedding should not be seen as a cost-saving measure, since effective embedding requires significant time and resources for planning, curriculum development and professional development of teachers (Casey et al., 2006).

As discussed above, qualitative research has started to provide evidence of the positive effects of embedded learning (see, in particular Roberts et al., 2005). However, only a limited amount of formal research has been conducted into the impact of embedding and some of the current evidence in favour of embedded approaches remains anecdotal. Furthermore, the research undertaken to date has focused on embedded provision within college environments; therefore its relevance for embedding basic skills within the Armed Services is uncertain.

	“You wouldn’t expect a maths teacher to teach plastering…” Embedding literacy, language and numeracy in post-16 vocational programmes – the impact on learning and achievement

The most significant evidence about the impact of embedding comes from a study conducted by the National Research and Development Centre for adult literacy and numeracy. This study is unique among the evidence uncovered by this review, in including a quantitative as well as a qualitative component. The study involved 16 providers, 79 vocational programmes and 1,916 learners. The learners were all working towards level 1 or level 2 qualifications in health and social care, hair and beauty therapy, construction, business and engineering.

The research developed a four-point scale to differentiate courses in which basic skills were fully embedded, mostly embedded, partly embedded or non-embedded. Retention rates were 16% higher on embedded courses compared to non-embedded courses.
 Success rates on embedded vocational courses were also higher, although this reflected the differences in retention. Learners on embedded programmes had more positive attitudes to the value of basic skills study and were much more likely to achieve a basic skills qualification.

As well as suggesting some overall benefits to embedded learning, the research also includes some key messages about the most effective forms of embedded provision. Crucially, success rates in basic skills qualifications were lower (half) when a single teacher was responsible for teaching both vocational and basic skills content, compared to programmes in which vocational and basic skills specialists collaborated in delivery:

‘Managers should not assume that the benefits of embedding can be achieved by simply adding LLN to the vocational teacher’s responsibilities…This research shows that learners benefit from being taught by teams of staff, each with their own different areas of expertise, working closely together’ (Casey et al., 2006).

The research identified a number of other specific features of embedding with a statistically significant positive relationship to basic skills achievement. These features centred around: formal time for collaborative planning; an organisational and staff development policy that supports embedded models; attitudes of teachers, including an understanding of the vocational area among basic skills teachers and a willingness to develop skills in the other area; the perception that basic skills teachers contribute to learners’ vocational goals; the use of initial and diagnostic assessment and ILPs to support integration of basic skills into vocational programme. Some of these findings reflect good practice in learning and teaching and teamwork more generally. However, they also suggest a number of organisational and attitudinal factors that need to be present for embedded approaches to work most effectively.

This research provides importance evidence of the potential benefits of embedded approaches to basic skills learning. However, some caution should be exercised when interpreting the findings of the quantitative element of the study. The sampling process was not representative; therefore the participating providers and courses may not be typical of vocational education more generally. Moreover, the sample included 16 FE colleges and one training provider. Further evidence about the impact of embedding within a wider range of contexts is needed to draw out firmer implications for embedded provision within the Armed Services.

The study did not seek to compare embedded provision directly with discrete basic skills provision; it contrasts embedded vocational programmes with non-embedded vocational programmes. Therefore we should be cautious about drawing out implications for the value of discrete basic skills programmes. Most importantly, we cannot assume that the reported associations between embedding and retention and achievement reflect a causal relationship. It may be that the positive relationships are at least partly explained by other factors, such as a tendency for more effective teachers to adopt embedded approaches.




3.5 Opportunities and challenges for embedded provision within the Armed Services

3.5.1 Opportunities for embedded provision

There are at least three forms of provision within the Armed Services where opportunities for introducing embedded approaches might be considered:


· Tutor-led basic skills programmes, for example Phase 1 provision within the Army targeted at recruits with skills at Entry Level 2;


· Apprenticeships undertaken by a large number of Service personnel
 during Phase 2 training, which currently involve discrete key skills provision;

· Leadership and management training programmes for those selected for promotion.

There are likely to be distinctive advantages and challenges associated with embedding in different forms of provision, between the services and trades and at different stages of the military career.

For example, tutors currently delivering discrete basic skills sessions during Phase 1 training might instead work with military trainers to integrate basic skills into the core training programme. However, investigating the potential for embedding would require a close assessment of the Phase 1 training requirements and the potential for integrating basic skills learning. It is important that the integration of basic skills is not forced, when basic skills do not have a natural place within the wider learning programme: ‘There is a danger associated with attempting to embed LLN throughout all aspects of the host subject; it might result in a paper exercise that is meaningless for learners and tutors’ (Eldred, 2005).
 The short timescale and intense pressures of Phase 1 training might also hinder the development of embedded approaches. It is unclear whether a less targeted embedded approach to basic skills during Phase 1 training would meet the policy requirement to move recruits with Entry Level 2 skills up a level during the 14-week period.

Tensions can arise between different purposes for embedding, for example between equipping learners with the basic skills needed to pass vocational courses, ensuring they can fulfil the skills requirements of their jobs and preparing them to pass basic skills tests. Within Phase 1 training there may be a tension between developing the basic skills service personnel will need to fulfil their future roles and ensuring that soldiers assessed at Entry Level 2 can evidence Entry Level 3 skills by the end of training. The Army is currently conducting a pilot study of embedded provision, which should provide some more detailed insights into the benefits and challenges of embedded provision within particular trades and at specific stages of the Army career. The extent of realistic opportunities for replacing discrete tutor-led basic skills with embedded learning is currently unclear.

The potential for embedding basic skills within apprenticeships is clearer, as embedded models have been successfully developed within other contexts (see (Sagan et al., 2005). However, the organisational and curriculum development requirements to successfully embed basic skills within apprenticeship programmes should not be underestimated. An additional constraint within the Royal Navy and Army is that key skills are delivered exclusively by external providers. The development of embedded approaches would therefore require extensive partnership working, and greater input from Services’ basic skills specialists into the key skills programmes.
The next section summarises the key success factors for embedded provision identified in recent research, and considers further implications for embedding basic skills within the Armed Services.

3.5.2 Success factors for embedded provision

Embedding should form part of a whole organisation approach to basic skills

One of the key messages from the NRDC research discussed in 3.4 (Casey et al., 2006) is that the benefits of embedding do not result from adopting a particular delivery model for individual learning programmes. Successful embedding is underpinned by wider organisational factors and the prioritising of basic skills across an institution. This finding is reinforced by an evaluation of the embedding of basic skills learning within three London local authorities, which emphasised the importance of embedding in a wider organisational sense: ‘This strategy of treating basic skills as a normal part of training and development planning and practices is a powerful form of embedding’ (BSA, 2005).

A recent review of the Army’s basic skills provision argues for a whole organisational approach to basic skills (BSA, 2007). However, initial research visits conducted for the pilot study have highlighted the complexity in patterns of provision and the diversity of attitudes towards basic skills, both within and between the services. This suggests that basic skills provision may be more fragmented than current policies indicate. There are important questions about how the embedding agenda can be taken forward in this complex environment. This is not to suggest that a whole organisation approach means adopting a uniform approach to embedding across services, trades or different phases of training. On the contrary, research shows that flexibility is key to the success of embedding: ‘Organisations should avoid a ‘one size fits all’ policy: rather, they should adopt an approach that fits the subject, the environment or context, the learner and the resources available’ (LSC, 2006). However, a whole organisation approach does involve taking an organisational perspective on the value of basic skills learning and its fit within the wider structures and purposes of the institution.

Research suggests that ownership of the embedding agenda by vocational staff is crucial:

‘The case studies…indicate the importance of vocational departments having ownership of embedding. Its implementation needs to be undertaken in consultation with vocational managers and staff in ways that are appropriate to the requirements of particular subjects and the skills of the staff’ (Casey et al., 2006)
The Army’s approach to basic skills is already underpinned by the aim of transferring ownership over basic skills issues to the chain of command. Developing embedded provision might require a strengthening of this approach, to ensure that the embedding agenda is driven by training as well as education personnel. Some organisations have appointed vocational ‘embedding champions’, to communicate the benefits of embedding and ensure that it meets vocational requirements (Eldred, 2005). A similar approach might facilitate buy-in to embedded approaches within the Armed Services. Findings from the Army basic skills survey suggest that there is currently limited support for embedded provision. A third of line managers and a quarter of learners selected ‘teach literacy and numeracy within military training courses and in the field rather than on separate basic skills courses in the classroom’ as among the improvements that would have the greatest impact on basic skills provision (GfK NOP, 2006). However, embedding was ranked eighth among nine possible improvement areas.
Successful embedding requires significant investments of time and resources

As discussed earlier in this paper, one of the key messages from research is that the involvement of dual expertise in the planning and delivery of embedded provision is essential to its success. This in turn depends on organisational commitment to providing the planning and coordination time necessary to develop partnership working, as well as investment in professional development for both vocational and basic skills staff. This might include opportunities for vocational and basic skills tutors to observe each other’s practice. Some providers have supported basic skills staff to undertake vocational programmes, to help them to develop an in-depth understanding of the basic skills demands of the course.

These resource demands must be considered in relation to any decision to develop embedded provision within the Armed Services. For example, research has found that professional development for teachers embedding basic skills within workplace provision was not helpful when it assumed a traditional college or classroom environment (Sagan et al., 2005). Any professional development will need to be tailored to the Armed Services context for maximum effectiveness.

The attitudes of vocational and basic skills teachers underpin effective embedding

Research shows that mapping of curricula on paper plays a relatively minor role in the development of successful embedded provision (Roberts et al., 2005). More crucial is the need for high levels of cooperation between vocational and basic skills staff and mutual recognition of skills and knowledge:

‘Qualities possessed by teachers and relationships between them were more important [to the success of embedded programmes] than general curriculum models of embedded provision’ (Roberts et al., 2005)
Case studies of embedded provision have identified challenges for both vocational and basic skills teacher in adapting to more collaborative ways of working. For example, basic skills teachers working on vocational programmes need to accept having less control over the curriculum and how it is taught (Roberts et al., 2005). Providing professional development opportunities, and ensuring time is available for collaborative working, is part of the solution, but there are also cultural and attitudinal factors at work.

Research shows that embedding can help to facilitate a sense of ownership over basic skills issues among vocational tutors (Sagan et al., 2005). Thus the development of embedded provision within the Armed Services might help to demonstrate more widely the relevance of basic skills to the core training of service personnel. However, a willingness among military trainers to engage more closely with basic skills issues is also a prerequisite for the successful development of embedded approaches. 

Embedding is part of a learner-centred approach

As discussed earlier in this paper, embedding is sometimes described as part of a wider tradition in basic skills, which emphasises the importance of grounding learning in learners’ everyday lives and purposes. Embedded approaches also require an awareness of the relationship between learners’ affective and cognitive development. Some of the most important benefits of embedding concern the positive impact on learners’ feelings about basic skills, but this, in turn, affects learners’ engagement with basic skills issues and their skills development.

The wider implication is that embedding is closely connected to issues about learning culture.
 Research suggests that embedding can help to foster a more personalised and learner-centred approach: ‘Fragmenting the curriculum, in this case separating LLN from vocational skills had in the past fragmented the relationships, and depersonalised the learning’ (Roberts et al., 2005). However, it may be challenging to maintain a learner-centred culture, whilst also seeking to meet measurable basic skills targets. 

3.5.3 Alternatives to embedding

Research into the teaching of key skills within apprenticeships suggests that a ‘front end delivery model’ (Cranmer et al., 2004) may be a successful alternative to embedding in some circumstances. The research found that key skills were too often a late add-on to apprenticeship programmes. The front-end delivery model involves prioritising key skills, by introducing them early in the programme within discrete, but contextualised, sessions. Front-loading capitalises on trainees’ enthusiasm at the start of the programme and the research found that, in many cases, it enabled them to move ahead of more experienced apprentices within the workplace. 

Although the front-end delivery model is distinct from embedding, the research highlights some of the same success factors: ‘the relevance of early key skills training to learners’ workplaces is one of the most crucial factors that may facilitate learners’ motivation and engagement’ (Cranmer et al., 2004). However, for learners, the value of an intensive front-end programme seemed to be partly in ‘getting key skills out of the way’ (Cranmer et al., 2004). This conflicts with the general message of research into embedded approaches: that basic skills should be integrated throughout a wider learning programme. Furthermore, some case study research has argued that basic skills should deemphasised in the initial stages of the course, and given more emphasis once learners have had time to reflect on the importance of basic skills to achieving their overall goals (Roberts et al., 2005). Thus there are mixed messages within the current research about when basic skills should be introduced into a vocational programme.

A follow-up study to the initial evaluation of front-end delivery models found that many centres had started to incorporate elements of embedded provision. Embedding was reported to deliver many of the benefits identified in other research, including using real and relevant contexts to engage learners with key skills and enabling learners to recognise the relevance of key skills to their vocational learning. However, the research also shows that there are circumstances in which the front-loaded approach should be preferred to embedded provision: ‘this type of delivery can be appropriate when vocational course providers do not have sufficient resources or expertise to undertake full-embedded delivery. Equally, it can be helpful in breaking down attitudes of resistance or opposition to key skills amongst vocational tutors’ (Sagan et al., 2005).

Embedding is not an objective in itself, it should be undertaken to enhance both basic skills and vocational learning: ‘By focusing on a delivery model the purpose of embedding LLN may be lost. What is important is that the needs of learners and potential learners are considered in relation to both the host subject and the LLN content and the embedded programme designed around those’ (Eldred, 2005). In some circumstances these goals may be better met by contextualised approaches, such as a front-end delivery model.

Further information about the resources and expertise available to support embedded learning within the Armed Services is needed. This will help to assess the potential for embedding within different aspects of the Armed Services’ training regimes:

 ‘centres have to make decisions on whether specific courses have the necessary resources and expertise to undertake embedding effectively. Where such resources and expertise are lacking, dedicated front-end provision may be preferable as a means of safeguarding achievement in key skills’ (Sagan et al., 2005).

3.6 Further research questions

· What are the opportunities and challenges for embedding within military training?

· In which aspects of the Armed Services’ training regimes is embedding likely to be most successful?

· What is the optimal mix of discrete, contextualised and embedded provision?
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Further resources

Although relatively little research has been conducted into the impact of embedding, a number of development projects, training resources and learning materials are available to support providers wishing to develop embedded programmes.

(1) The Skills for Life Improvement Programme is providing support for providers wishing to develop embedded approaches. The programme reports some early positive results from participating centres:

http://www.sflip.org.uk/embeddinglln.aspx
(2) Training resources for vocational and Skills for Life teachers and managers are available through the Skills for Life Quality Initiative:

http://www.sflqi.org.uk/online/materials_2.htm
(3) Materials have been developed for embedding basic skills into a wide range of vocational programmes. Packs are available to download for free through the Embedded Learning Portal:

http://rwp.qia.oxi.net/embeddedlearning/
(4) A number of guides and resources have been developed through the Embedding Basic Skills in London Local Authorities project. This project, managed by the Basic Skills Agency on behalf of the London Development Agency, aimed to demonstrate models of good practice in workplace basic skills training:

http://www.basic-skills.co.uk/ouractivities/completedprojects/detail.php?NewsOpinionID=29803752
� Since 2005, military education officers within the Army have supported the embedding of basic skills on some pre-promotion education courses (BSA, 2007). However, until recently, adopting embedded approaches was not been seen as practicable due to lack of capability and capacity for delivery. Although the amount of fully embedded delivery seems to be limited, contextualised approaches to basic skills learning are more common. Initial research visits for the pilot project found examples of contextualised approaches within the RAF. In addition, some basic skills e-learning materials have been developed specifically for the Army context (BSA, 2007)





� Some definitions of embedding suggest that fully embedded approaches are those in which the only learning outcomes concern the vocational or subject course. This approach to definition is not helpful because it forecloses important questions about how embedded programmes negotiate the relationship between competing learning outcomes.


� It is unclear whether or not stigma around low basic skills is a significant issue within the Armed Services context.


� Retention on training and education programmes is not a key issue within the Armed Services compared to many other contexts. For example, completion rates for Service personnel on learndirect courses are significantly higher than the national average. However, the finding of a positive relationship with retention is still relevant, because it suggests that there is something different about the learning experience on embedded programmes that leads learners to commit more fully. Even if Service personnel are not at risk of dropping out of vocational programmes, the research suggests that embedding might result in a stronger engagement with the learning programme.





� Section 3.5 discusses the challenges that these requirements might present for the development of embedded provision with the Armed Services.


� The proportion of personnel undertaking apprenticeships ranges from around 65% in the Army to 96% in the RAF.


� There might be greater opportunities for embedding within more technical aspects of Phase 2 trade training. However, delaying provision until Phase 2 could be contrary to the services’ policy of providing opportunities for recruits to develop their basic skills at the earliest possible opportunity � ADDIN EN.CITE <EndNote><Cite><Author>Training and Education Policy Group</Author><Year>2006</Year><RecNum>79</RecNum><record><rec-number>79</rec-number><ref-type name="Generic">13</ref-type><contributors><authors><author>Training and Education Policy Group,</author></authors></contributors><titles><title>Armed Forces Basic Skills Policy</title></titles><dates><year>2006</year></dates><urls></urls></record></Cite></EndNote>�Training and Education Policy Group. (2006), Armed Forces Basic Skills Policy.�


� Questions about learning culture are addressed further in Chapter 7.
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