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This is the fifteenth Working Paper of the research project on The Introduction of a Unified
System (1US), funded by the UK Economic and Socid Research Council (ESRC).

INTRODUCTION

In 2000 a team at the Centre for Educationd Sociology, Universty of Edinburgh, began a
long-term sudy of the Higher Still reform of post-compulsory education in Scotland, the
largest independent sudy of the reform. Higher Still had amed to introduce a ‘unified
curriculum and assessment system’ into Scottish education; the 1US project asked what kind
of question emerged in practice from the reform. It dso examined the process of introducing
Higher Sill, the role of schools and colleges in shaping the reform, and the credtion of the
Scottish Credit and Qualifications Framework (SCQF).

This Working Paper is based on aur fina report to the ESRC, submitted in January 2004. It
draws together the main findings of the research, published in a series of 1US Working Papers
listed in Appendix 1. We refer to these as WPL, WP2 and so on.

BACKGROUND

Since 1999 the Higher Sill reform has introduced a ‘unified curriculum and assessment
sysem’ to cover dl types of learning, a dl levels up to higher education, and for dl ages
beyond 16, in Scottish schools and colleges (Scottish Office 1994). It has replaced
‘academic’ SCE qualifications (Highers and CSYS) and ‘vocationd’ NC modules with New
Nationd Qudifications (NNQs), whose desgn rules for curriculum, assessment and
certification are a hybrid of the former SCE and NC modes (see Appendix 2 for a glossary of
acronyms). The building blocks of the new system are 40-hour Nationad Units which may be
taken as separate units or combined into 160-hour Nationa Courses. Each unit is interndly
asessed; to pass a course a student must complete three component units and pass an
externa assessment, whose results are graded. Programmes of courses and units which meet
specified criteria, including core skills, lead to Scottish Group Awards (SGAS), but these are
optional.



NNQs ae avalable a seven levels Access 1 to 3, Intermediate 1 and 2, Higher and
Advanced Higher. The Access and Intermediate levels are new but articulate with levels of
Standard Grades, the courses taken from age 14 to 16; Higher and Advanced Higher
correspond to the former SCE Higher and CSYS respectively. Higher Still promised
‘opportunity for al’, and especidly for 16 year olds with middle or low Standard Grade
atanments who stayed on a school, by enabling them to enter the sysem a the new
Intermediate and Access levels and to progress verticdly or horizontaly thereafter. Under the
old system these students often chose Highers, a which their success rates were poor, rather
than NC modules which were available a more ‘appropriate’ levels but lacked status and
offered poor progression prospects (SOED 1992). We have described the NNQ mode as a
‘dimbing fran€ - a progresson framework with flexible entry and exit points and flexible
progression within the system (WPS).

From 1996-1998 the ESRC-funded Unified Learning Project (ULP) compared the emerging
plans for Higher Stll with other UK developments (such as Curricullum 2000 and the
WelshBac) and with other European developments which reflected the same trend towards
more ‘unified pod-16 education and training systems (Spours et al. 2000). The ULP
developed a conceptud framework to andyse contrasting srategies for ‘unification’. In terms
of thisframework Higher Still was didtinctive because:

it amed to bring academic and vocationd tracks into a unified system, rather than a
linked sysem in which tracks remain separate but are brought closer together;

it focused on unifying the sysem architecture (curricullum dructure, progresson
pathways, assessment and certification arangements) rather than (say) curricular
integration or indtitutiond reform;

it amed to introduce a flexible or open modd, with minima prescription of content,
volume or level of study (WP1).

NNQs have not replaced Scottish Vocationd Qudifications (SVQs), which are designed
manly for workplace learning; nor do they cover higher and professond education. These
are included in the Scottish Credit and Quadlifications Framework (SCQF), launched in 2001,
which ams to cover al Scottish qudifications and to provide a ‘nationd language for
describing learning, based on 12 levels and a measure of volume.

The ULP andysed the developing proposals for Higher Still but it did not observe ther
implementation. Policies continue to develop during the process of implementation, and they
radly work exactlly as the initid blueprints expect them to. A flexible unified system
potentidly gives condderable discretion to schools and colleges to shgpe the emerging
sysem by sdecting what units and courses to offer and deciding how to package them for
dudents. A flexible unified sysem may aso be vulnerable to pressures towards divison and
hierarchy which arise from education’s roles of socid sdection and socia reproduction. Our
reearch on ealier initiatives, such as the Action Plan which introduced NC modules,
suggested that the ‘intrindc logic of a unifying reform might be weeker than the divisve
‘inditutionadl logic' in which it was embedded. The IUS project therefore sought to study
Higher Still in practice.



OBJECTIVES
The objectives of the lUS project, as stated in our proposal to the ESRC, were:

1.

To andyse the process of introducing a unified sysem of post-compulsory educetion in
Scotland during the firg three years of Higher Sill; to build on the indghts and
conceptual  framework of the Unified Learning Project, which analysed drategy and
policy devdopment & nationd leve, by following this into the implementation phase and
studying processes at inditutiona and other levels.

To identify didtinctive features of the policy process of introducing a unified system.

To andyse the role played by schools and colleges in shaping the reform, and to compare
this with the role of inditutions in shaping reforms of the post-compulsory curriculum in
England; and to monitor the changing roles and relationships of schools and colleges.

To explore issues in the boundaries of a unified sysem, and the role of a qudifications
framework in addressng these issues, by sudying the development of the SCQF and
comparing it with amilar frameworks elsewherein the UK.

To engage with and reinforce the learning process of policy development and
implementation, by providing an independent andyticd perspective on current
developments.

METHODS
Our methods included:

Surveys of al seconday schools in Scotland in 2000-01 and 2002-03, to observe
changing inditutiona policies, practices and perceptions of Higher Stll. We extended our
origind plans to include specid schools as wel as comprehensve and independent
schools. The Association of Directors of Education in Scotland gave its support and help
in adminigtering the survey. The surveys achieved response rates of 70% and 63%
respectively.

Padld surveys of FE colleges, conducted jointly with the Scottish Further Education
Unit, which achieved response rates of 85% in 2000-01 and 74% in 2002-03.

A survey of locd authorities, in 2000-01.

Case dudies of four schools and two colleges, chosen to represent different socid and
geographica contexts. We vidited each inditution in 2001-02 and in 2002-03, on each
occason conducting about 6-8 interviews with senior managers, guidance daff and
teachers in selected subjects. A fifth school served asapilot.

Anayses of Scottish Qudifications Authority (SQA) data on al NQ candidates during the
firg three years of Higher Still.

Interviews with 17 key informants and stakeholders in Higher Still and the SCQF-.

Paticipation and observation a conqultation seminars, meetings of Higher Sl
coordinators, and other events.



Andyses of documentary evidence, including officid reports and submissions to the
Inquiry into Lifelong Learning of the Scottish Parliament's Enterprise and Lifelong
Learning Committee.

RESULTS
The change process

NNQs were phased in from 1999, darting with existing Highers courses as these required
leest change. The introduction of NNQs did not run smoothly. Implementation had aready
been staggered in particular subjects to avert a threatened teacher boycott. In August 2000 the
first batch of results was affected by the ‘exams debacle’, when many results were inaccurate
or ddayed. This provoked a criss of confidence in Scottish education and reveded
widespread discontent with Higher Still, especidly its assessment regime, and with the way it
was introduced. The title of our firsa CES Briefing reflects the dimate What happened to the
consensus on Higher Sill? (Raffe, Howieson and Tinklin 2001). The criss provoked two
inquiries by Scottish Parliamentary Committees, a reorganisation of the policy leadership, the
withdraval of the Ingpectorat€'s policy-making role, and severd officid reviews of the
implementation of NNQs and of their assessment arrangements.

Our conceptua framework helped to explain why the exams debacle provoked such a criss
(WP2). The introduction of a flexible unified sysem involves conflict because it imposes
common design rules (eg for assessment) across a diverse system. It requires a centraly
coordinated development process and participants who lack a sysemwide perspective tend
to be disenfranchised. Moreover, the leadership had falled to articulate and win support for a
cdear raionde for a unified sysem which might have provided the basis for resolving
conflicts. Consequently the crisis exposed resentment over what was seen as a heavy-handed
and arbitrary style of leadership. Our own andyss draws attention to the horizontd as wel as
vertical conflicts, that is to the conflicting interests of different sectors, subjects and sages in
the desgn of a unified sygsem. And indead of seeing Higher Sill smply as a ‘top down’
impogtion, our andyds suggests that the weskness of the leadership prevented it from
atticulating a clear vison and rationae for the reform.

Despite this crisgs our surveys and case studies reveded continued support for the ams of
Higher Still, even if - due partly to the falure to spel out the rationae and strategy - Secific
measures introduced by Higher Still had less support (WP3, WP4). There was most support
for the god of ‘opportunity for al’, of extending access and progresson through wha we
have cdled the climbing frame. By 2003 the subject and assessment reviews had taken the
hest out of the assessment issue, and teachers and lecturers had gained familiarity and
confidence in working the new sysem (WP12). Our respondents reported more progress
towards the ams of Higher Stll and fdt more postive about it (WP1l). Nevertheess, a
recurrent theme of our research has been the need for a shared vison and strategic leadership
of a unified system. It cannot be left to run itsdf or to be shaped soldy by the disaggregated
decigons of sudents, inditutions and end-users (WP4, WP9).



School and college differences: not a fully unified system?

NNQ design rules were a hybrid of the former SCE and NC modds, used mainly in schools
and FE colleges respectively. The different perspectives of schools and colleges were evident
during the deveopment of Higher Stll, and they remaned sgnificant during implementation
(WP3, WP11, WP14). Compared with schools, colleges supported a broader view of the aims
of Higher Still, and they attached more importance to such gods as promoting core skills and
raising the status of vocationa education.

In two respects NNQs did not conditute a unified sysem: their coverage of FE was only
partid and schools and colleges differed in the use that they made of them. By 2003 schools
had subgtantidly completed the implementation of Higher Stll in S5 and S6 (the podt-
compulsory stages). Implementation in colleges was dower and more varigble. Only about
haf the colleges were close to full implementation, and colleges used NNQs to adapt existing
provison rather then replace it. Ingead of bringing exiging qudificaions into a unified
sysem, Higher Still had merdly added another st of qudifications to the repertoire.
Moreover, schools and colleges used NNQs in different ways. School provison of NNQs was
based largely on Nationa Courses, while full-time college programmes were based largely on
Nationd Units not grouped into courses. Since only courses were externdly assessed this
breached the Higher Sill principle that dl programmes should have a combination of
externa and interna assessment (WP11, WP14).

College managers blamed this dtuation on the inadequate invesment in courses in the
subjects of most interest to FE, together with inflexibilities caused by the assessment regime,
the preference of some employers for exising quadifications and the ‘academic’ bias of some
NNQs. They fdt that schools interests had had priority. The fallure of SGAs was particularly
ggnificant. It had been hoped that colleges would use nationaly-recognised SGAs to replace
their exiding college-designed programmes, SGAs were based mainly on National Courses
s0 this would have brought colleges NNQ provison closer to the model in schools. This did
not happen. Mogt colleges offered a mere handful of SGAs and continued to base full-time
provison on college-designed programmes of units. Few schools offered any SGAs at dl.
The low take-up of SGAs reflected their perceived lack of currency with higher education
and employers, the lack of Nationd Course provison in some vocationd areas and design
problems which made SGAs unsuitable for colleges main client groups (WP12, WP14).

In summary, the ingtitutiond logics of schools and colleges proved to be very different, and
caused them to implement Higher Stll to different degrees and in different ways. Colleges
had more freedom, but they were also subject to market pressures in a way that was not true
of schools. Some college managers expressed  disgppointment with  Higher  Stll, and
transferred their hopes for it to the SCQF.

Neverthdess, the common currency of the unified system encouraged a substantid increase
in collaboration between schools and colleges. This took the form of increased opportunities
for school students to take courses at college, joint planning to improve articulation and joint
delivery of courses.



Opportunity for all?

The main achievement of Higher Still, in the views of school and college staff, was to extend
‘opportunity for dl’ by providing access to mandream qudifications a severd leves
connected by a single progresson framework. As a result schools implemented the new
Intermediate levels more quickly than expected. Our andyses of SQA data showed that
dudents entering S5 with middle and low Standard Grade attainments attempted more
courses a ‘appropriate€ levels and increased their tota volume of SQA-certificated study.
The new levels introduced by Higher Sill were seen to have higher danding than the
provison they replaced and they provided a more worthwhile learning experience. They were
pat of a common framework, had more rigorous assessment and offered better progression
opportunities (WP12, WP13, WP14).

An acknowledged success of Higher Stll has been the induson of dudents with specid
needs, epecidly of a cognitive naure, within the maingream curriculum and qudlifications
system (WP10). Staff in specid and mainstream schools and in colleges thought that Higher
Still had succeeded n giving students with specid needs access to the nationa curriculum a
an gppropriate leve, the opportunity of nationad certification of their learning and better
progresson posshilities than had been avalable previoudy. Higher Still was perceived to
have made amgor contribution towards inclusion and socid equity.

The new NQ levels enhanced access but some other features of NQs seemed to redtrict it.
Colleges found that the annua diet of externad assessments, the more rigorous arrangements
for internal assessment and the increased duration of courses made it hard to offer NNQs, and
epecidly National Courses, through part-time or flexible modes (WP3). Colleges found
ways to avoid these problems or to minimise their impact, but they remained an issue.

The dimbing frame metgphor assumes that if everyone darts a the appropriate leve they
should dl have a smilar chance of climbing one bar up the frame. This has not been the case
with NNQs. Students with middle and low Standard Grade attainments had lower success
rates in NNQs despite taking them a more appropriate levels (WP6, WP14). Moreover,
sudents who took Intermediate 2 ingead of Higher, and progressed to a Higher in the
following year, ill had a lower success rate a Higher than those who progressed directly
from Standard Grade (WP13).

Attainment and progression in colleges are less dependent on prior atanment levels than in
schools. This may reflect colleges ‘second chance ethos, the absence of externd assessment
from most college programmes, or the wesker grip of the sdective function of education on
colleges.

Progression issues

Higher Stll has encouraged oaff and sudents to become more progression-minded.
Neverthdess condructing a progresson climbing frame is less draightforward than the
metaphor suggests (WP12, 17). We identified issues concerning:

The desgn of the frame for example, how far gpart should the horizontd bars (the NQ
levels) be st in order to provide a managesble gradient of difficulty without excessive
repetition, to cater for the diverse students who use the sysem, and to articulate with



externa regquirements such as university entrance? How can the curriculum be designed
to cae for students following different progresson routes within the unified system?
How can a dngle framework cover subjects with different episemologies and learning
sequences?

Logisics and resources. especidly daffing, which became an increasng condrant as
inditutions sought to provide the increased range of levels and subjects. ‘Multi-leve’
teaching placed heavy demands on teachers. Collaboration between schools was less
effective than collaboration with colleges. Open learning could hep more able and
meature students but it was not seen as the main solution.

Views of students capabilities. many school dteff felt that students reached a plateau and
there was a limit to the number of levels through which they could progress college daff
tended to have a more open view of sudents' capabilities.

The nature and purpose of horizontal progression.

Neverthdess, the atractions of the ‘climbing frame encouraged schools to extend it to 14-16
year olds. Most schools used NNQs to replace Standard Grades in specific subjects and/or
levels, dthough in most schools only a few subjects were affected (WP9). Their reasons
included improved content, better progresson opportunities and the ability to construct more
flexible pathways, for example to dlow earlier progresson to Highers. However the soread
of NNQs in S3 and $4 (the 14-16 sage) raised issues. It typicaly required additiond
resources, especidly if the intention was to make the curriculum or the pace of study more
flexible (and therefore more differentiated), or to offer progresson opportunities which
assumed that rdevant provison was avalable in S5. Some schools feared the implications of
a ‘mixed economy’ of Standard Grades and NNQs that might develop if individud schools
went their own way, and they looked to loca and nationa government for alead.

Academic and vocational education

Higher Stll abolished formd didinctions between academic and vocationd learning but it
did not achieve parity of esteem. This would have been unredigtic given the importance of
educational sdection, especidly sdection for HE, for determining the datus of subjects.
Subjects that raised their status, such as home economics, typicaly did so by becoming more
theoreticd in content and ganing recognition for universty entrance. S5 dudents with high
Standard Grade atainments continued to take fewer vocational courses than lower-ataning
dudents. On average Sb students very dightly increased their choice of ‘vocationd’ subjects,
except the lowest-attaining students who took dightly more ‘academic’ subjects than before
as these were now available at levels below Higher. In S3 and $4 NNQs were used mainly in
‘academic’ subjects. Schools which introduced vocationd options as part of the government’s
‘curriculum flexibility’ agenda tended to use other qudifications such as part-SVQs.

One gpproach to integrating academic and vocationd learning is to give a centra place to
generic or core skills. Higher Still amed to increase competence in the five core skills of
communication, numeracy, IT, problemsolving and working with others. They were
‘embedded’” in conventional subjects where appropriate, but discrete core sKills units were
adso avalable. Colleges dready took core skills serioudy, and took advantage of the flexible
NNQ modd which dlowed different modes of ddivery ranging from the discrete to the



wholly embedded. Hardly any schools offered discrete core <kills units. Qudifications
certificates included students core skills profiles, but when core skills were embedded this
profile was merdy inferred from the subjects that had been passed. This led to confusion, a
lack of credibility and a lack of ownership and understanding of core skills or of the need to
acquire them.

The role of institutions

Schools and colleges helped to shape the emerging unified sysem by cdling for changes in
its desgn rules, notably the streamlining of assessment that began in 2001. They aso shaped
it through decisons a the inditutiond levd. Many of the trends described above — the rapid
development of Intermediate courses, the demise of SGAS, the use of NNQs for 14-16 year
olds and the growth of school-college collaboration — reflect such decisons. This did not, of
course, mean that inditutions had unlimited discretion in implementing NNQs. They were
influenced by a vaiety of factors incduding government policies and priorities, the
compostion of the student cohort, the anticipated needs of end-users and timetabling and
resource issues, especidly daffing. Many decidons lay a depatmenta or subject leve:
headteachers and principas lacked the subject knowledge to chalenge heads of departments
or sections and impose a strong indtitutional policy on them (WP11, WP12).

The role of inditutions in shgping the unified sysem did not necessxily result in inditutiond
diversty, especidly among comprehensve schools which remaned fathful to the
comprehensve ethos in implementing NNQs. Most comprehensve schools offered a wide
range of courses a Higher, Intermediate 2 and (to a lesser extent) Intermediate 1. Schools did
not, as had been feared, become more dratified, with some providing manly Higher and
Advanced Higher courses and others mainly Intermediate courses. Schools which offered
more Advanced Highers tended a so to offer more Intermediates.

Independent schools, by contrast, had different priorities from comprehensve schools in
implementing NNQs. They introduced fewer Intermediate courses and they atached less
importance to linking academic and vocationa education.

The boundaries of a unified system

When we designed our project Higher Still was ill outward looking. The issue was whether
the unified sysem could expand to include other types of learning, in particular work-based
provision certificated by SVQs. Such concerns now seem remote, when the issue has become
the falure of Higher Still to cover its origind target sectors (WP14). Higher Still’s uneven
implementation in colleges has margindisad it as a lifdong learning policy, and much of the
discourse of unification has transferred to the SCQF. In terms of our conceptua framework
the SCQF is a linked system, with much looser design rules (eg for assessment) than Higher
Sill’s unified sysem. (The dedgn rules ae dso looser than other nationd qudifications
frameworks). The SCQF can therefore more easly accommodate diverse types of learning,
and it represents an dternative gpproach to unification. Instead of trying to include SVQs
within the tightly-specified unified syssem of NNQs, the SCQF provides a larger but looser
framework into which NNQs, SVQs and dl other qudifications including universty degrees
can be placed. NNQs have thus become a sub-framework of the SCQF. It may not matter that



they have not achieved full coverage within FE, if the gods of unification can be achieved by
the SCQF.

The SCQF has been successful in accommodating a wide range of qudifications, especidly
a higher education leved (WP7). Nevethdess it is dill a8 an ealy sage of implementation
and it is too soon to observe its impact in practice. It has been led by higher education and the
SQA, the ‘owners of the main qudifications within it, and its approach has been based on
pragmatism and partnership. It has accepted rather than chalenged the socid relations and
hierarchies on which the use and recognition of qudificaiions may depend. This pragmatism
may be threastened by the need to impose qudity criteria which could, for example, lead it to
rgect qudifications owned by powerful indudrid or professona bodies. Smilaly, the
patnership may be threatened by the conflicting views of dakeholders (especidly
univergties and colleges) of wha full implementation means of the SCQF means is this
achieved when dl qudifications have been placed in the Framework, or only when it is being
widely used, for example to support credit transfer?

Comparisons

Finaly, the IUS project joined with the team at the London Ingtitute of Education conducting
the Nuffidd study of the Curriculum 2000 reforms in England (WP8). Higher Still and
Curriculum 2000 have many features in common, but Higher Still reflects a more systematic
gpproach to the unification of post-16 education. The comparison identified practica lessons
for future *unifying' reforms concerning:

the policy process (how to minimise the conflicts which are inherent in unifying reforms)
models of unification (for example, the issues raised by the ‘climbing frame’ model)
gpecia needs (the implications of including them in a unified system)

corelkey ills (the role of assessment, and the choice between discrete, embedded or
mixed modes of delivery).

Conversdly, more recent proposds for the reform of 14-19 educdtion in England raise
questions for further developments in Scotland, specificdly for attempts to revive SGAs and
to improve vocationd provison (Working Group on 14-19 Reform 2004). The current
English proposas am to include work-based provison within a unified framework and to
develop more coherent vocational pathways. Higher Still achieved neither.

CONCLUSION

Our project asked what kind of a unified sysem had emerged from Higher Still. The modd
of a unified sysem which Higher Still amed to introduce was an access and progresson
cdimbing frame a framework with flexible entry and exit points and with minima bariers to
progression within the system.

The dimbing frame has improved access, and in this sense it haes fulfilled Higher Sll's
promise of ‘opportunity for dl’. It has improved opportunities for sudents a dl levels of
prior atanment, including dudents with specid needs Swudents with middle and low



Standard Grade atainments take more courses a more ‘gppropriat€ levels. The new NQ
levels have higher danding than the provison they replaced and they provide a more
worthwhile learning experience.

Dexpite their different interests and priorities, schools and colleges have been encouraged to
collaborate and to offer a more seamless pattern of provison. To a lesser extent, Higher Still
has dso encouraged collaboration among schools. It has enhanced the comprehensve
principle, rather than undermine it as some had feared. It has not led to an increased hierarchy
among comprehensve schools but it has been used by dl schools to deliver a more flexible
curriculum for adiverse clientee.

However, our research has identified limitations of the reform. In the firs place, opportunity
for dl has not been directly reflected in atanment for dl. Despite sudying a more
‘gopropriate levels, middle and lower ataining 16 year olds continue to have reatively low
success rates. Creating a progresson framework that works in practice has proved more
difficult than the ‘climbing frame metgphor might suggest.

Second, Higher Still has not introduced a fully unified system, because its coverage of FE has
been patia. It has added to the range of qudifications rather than bring exiding

qudifications into a unified sysem. There is some disgppointment with Higher Still in the FE
sector, and some of the gods of a unified system have transferred to the SCQF-.

Third, while Higher Sill has given forma parity of esteem to vocationd and academic
learning, its impact on the actua subject choices of students has, so far, been modest.

The full impact of Higher Stll will only be seen over a longer period. The new system
provides opportunities for further development as schools and colleges explore its cresative
potentid. Neverthdess it will continue to require draegic leadership and an agreed and
explicit vison and Strategy.
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APPENDIX 1: [US WORKING PAPERS
(available on www.ed.ac.uk/ces/l US/ius ndex.htm)

COMPLETED

WP1

WP2

WP3

WP4

WP5

WP6

WP7

WP8

WP9

WP11

Conceptual frameworks for studying the introduction of a unified system, by Cathy
Howieson, David Raffe and Teresa Tinklin.

The Scottish educational crisis of 2000: an analysis of the policy process of
unification, by David Raffe, Cahy Howieson and Teresa Tinklin; published in
Journal of Education Policy, 17, 2, pp.167-185 2002.

I nstitutional responses to a flexible unified system: the case of Further Education
in Scotland, by Cathy Howieson, David Raffe and Teresa Tinklin: published in W.
Nijhof, A. Hekkinen and L. Nieuwenhuis (eds) Shaping Flexibility in Vocational
Education and Training, Dordrecht: Kluwer, 2002.

The emerging model of unified system in Scotland: evidence from the second year
of Higher Still, by Teresa Tinklin, Cathy Howieson and David Raffe.

Bringing academic education and vocational training closer together by David
Raffe: published in J. Oelkers (ed) Futures of Education I1. Berne: Peter Lang, 2003.

Patterns of presentations and achievements in the first year of Higher Still, by
Teresa Tinklin, David Raffe and Cathy Howieson.

‘Simplicity itself’: the creation of the Scottish Credit and Qualifications Framework
by David Raffe: published in Journal of Education and Work, 16, 3, pp.239-257, 2003
and in Scottish Educational Review, 35, 2, pp.94-109, 2003.

Post-16 curriculum and qualifications reform in England and Scotland: |essons
from home international comparisons, by Ann Hodgson, Cathy Howieson, David
Raffe, Ken Spours and Teresa Tinklin.

The use of New National Qualifications in S3 and $4 in 2002-03, by Cathy
Howieson, David Raffe and Teresa Tinklin.

The normalisation of Higher Still: an analysis of surveys of schools and colleges
over the first four years of Higher Still, by David Raffe, Cathy Howieson and Teresa
Tinklin.

IN PREPARATION

WP10

WP12

The inclusion of students with special needs within a unified curricular system
(Howieson, Closs)

Introducing a unified system: case studies of schools and colleges (Howieson,
Tinklin, Reffe)

WP13 Analyses of SQA data on Higher Still for 1999-2002 (Tinklin, Provan, Howieson,

Reffe)

WP14 The Higher Still model of a unified system in Scotland (Raffe, Howieson, Tinklin)
WP15 The introduction of a unified system of post-compulsory education in Scotland.

Final report to ESRC (Raffe, Howieson, Tinklin)
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APPENDIX 2: GLOSSARY

ADES
CSYS
ESRC
IUS
NC
NNQ
NQ
SCE
SCQF
SFEU
SGA
SQA
SVQ

S1,S82 ...

ULP

S6

Association of Directors of Education in Scotland
Certificate of Sixth Year Studies

Economic and Social research Council
Introducing a Unified System (project)

National Certificate

New National Qualification

National Qualification

Scottish Certificate of Education

Scottish Credit and Qualifications Framework
Scottish Further Education Unit

Scottish Group Award

Scottish Qualifications Authority

Scottish Vocational Qualification

Secondary 1, 2 ... 6 (First, second, ...sixth year of secondary school)
Unified Learning Project
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