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FOREWARD

Foundation 4 Life (F4L) is a cutting-edge education, life skills, and job activation programme for youth who
are not currently employed or enrolled in education or training (NEETs). Since its inception, F4L has served
as a focal point for the efforts of local agencies and stakeholder groups working with disengaged youth. F4L,
which is now in its fourth year, has an impressive track record, with an overall retention rate of up to 100%
and more than 70% of participants progressing to employment, education, or training.
This well-developed, highly sought-after, and positively evaluated programme serves as a robust model of
best practice for engaging vulnerable young people. The course providers’ extensive experience in mobilising
resources for disadvantaged young people serves as a beacon of light for service providers in this area. F4L’s
experience of working with disadvantaged groups enables those involved to design and deliver this highly
effective bespoke training and educative initiative for young people who would otherwise fall between the
cracks in our traditional social, employment, and substance misuse services. The programme’s interagency
nature enables the provision of a diverse range of supports to youth and the development of personal, social,
and vocational skills. The unique combination of skills training and personal development, delivered in a
relaxed yet supportive environment, is one of the programme’s numerous success indicators.
SWMDC and WRDATT are delighted and very proud to offer this current publication, which outlines
a model of best practice for engaging NEET young people and provides a resource guide for future F4L
facilitators throughout Ireland and beyond. It seeks to build upon earlier work by offering a comprehensive
account of F4L’s underpinning philosophy and providing a core theoretical and educational framework. It
comprehensively outlines the programme modules, specifies the assessment criteria, and offers practical
guidance for facilitators. Thus, it articulates the essence of this transformative, change focused programme,
which is robustly underpinned within an evidence-based framework.

Sabina Trench

Michéal Durcan

South West Mayo Development Company CLG

Western Region Drug and Alcohol Task Force
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COURSE DEVELOPERS

The Foundation 4 Life programme (F4L) is the brainchild of Catherine McCloskey, Youth and Community
Development Worker with South-west Mayo Development Company (SWMDC), and Patrick Conway,
Community Liaison Worker, Western Region Drug and Alcohol Task Force (WRDATF). F4L emerged from
a brief informal conversation in the hallway of the SWMDC main office. The conversation was short and
outside of the normal complementary nature of the SICAP and WRDAFT collaborative working arrangements.
Catherine and Pat wished to develop an initiative that would genuinely support young people and help them
to realise their full potential. They are both immensely proud of the F4L achievements and are now delighted
to offer this evidence-based model for application both nationally and internationally.
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Catherine McCloskey, BA(Hons)ChYthStud (Open),
Dip Business and Executive Coaching
Catherine is a youth and community development worker with
South West Mayo Development Company (SWMDC) under the
Social Inclusion and Community Activation Programme. Catherine
has a solid commitment to social inclusion, equality, social justice,
and ‘quality’ youth work. Her passion is youth work, and she
specialises in this area, with over 17 years’ experience working
with disadvantaged children and young people and their families.
She has worked with the Irish Society for the Prevention of Cruelty
to Children for three years and has been working in community
development on LEADER and social inclusion programmes for the
past 15 years. Catherine is a life coach, having completed a diploma
in business and executive coaching from the Coach Institute of
Ireland. She is a member of the Association for Coaching.
Catherine is a board member of Mindspace Mayo, Mayo County Childcare Committee, and Mayo Sports
Partnership and is a member of Mayo Children and Young People’s Services Committee (CYPSC).
Catherine has a proven track record as an effective youth worker who delivers meaningful outcomes
for the most marginalised groups in Irish society. Catherine consistently works to ensure the provision
of quality innovative and flexible responses to the needs of vulnerable young people.

Patrick Conway, MA, BA, Dip Drug and Alcohol Studies,
Dip Business and Executive Coaching
Pat is a community liaison worker with the Western Region Drug
and Alcohol Taskforce (WRDATF) employed by South West Mayo
Development Company CLG (SWMDC) and is in post since
December 2010. He has utilised his breadth of skills from his
drug and alcohol work to inform the F4L programme with a strong
rehabilitative focus. His significant experience of working with
young people creates a synergy, incorporating a youth focused and
community development approach. Pat’s passion is coaching and
creating a genuine space for people to unlock their true potential. He
is an active member of the Westport GAA club in both a playing and
coaching capacity while also acting as coaching officer for the club.
Pat is also chairperson voluntary management committee member of
the Westport Family and Community Resource Centre.
Pat graduated from NUIG with a BA honours degree in Sociology, Politics and Economics, before
completing a Masters in Community Development in 2010. He also holds a diploma in Drug and Alcohol
studies from the University of Limerick and has a background in life coaching, having completed a diploma
in business and executive coaching in 2016 from the Coach Institute of Ireland. Pat is a member of the
Association for Coaching and is currently completing an MSC in Personal and Management Coaching at
University College Cork.
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Glossary of Terms

F4L

A Transformative life skills, education, and job activation
programme for young people.

DCYA

Department of Children and Youth Affairs.

Distanced Travelled Tool

Assessment tool utilised to measure and evidence the progress
that service users make when engaging with SICAP services.

HSE

Health Service Executive – Ireland’s national health service.

Intreo

Single point of contact for all employment and income supports
within the Department of Social Protection.

LES

Local Employment Service.

MSLETB

Mayo, Sligo, Leitrim Education and Training Board.

Mindspace Mayo

Free and confidential support service to promote young people’s
mental health and wellbeing.

NEETs

Young people not in employment, education, or training.

NYCI

National Youth Council of Ireland

SICAP

Social Inclusion and Community Activation Programme.

SWMDC

South West Mayo Development Company CLG.

WRDATF

Western Region Drug and Alcohol Task Force.

Table 1 - Glossary of Terms
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Chapter 1: Introduction to F4L
Foundation 4 Life (F4L) is a transformative, education, life skills, and job activation programme for disengaged
young people who are not currently employed or in education or training (NEETs). F4L assists young people
through a staged educational approach, which incorporates a variety of innovative accredited and non-accredited
learning modules that address a range of learning needs. The course content is supplemented by ‘wraparound’ support, which includes intensive individual coaching, supportive goal setting, and post-course follow-up
sessions. Access to education is facilitated by robust supports, which include contributions to childcare and travel
expenses and IT equipment as well as the provision of nutritious meals. F4L was conceived by South West Mayo
Development Company CLG (SWMDC) in collaboration with the Western Region Drug and Alcohol Task Force
as part of the Social Inclusion and Community Activation Programme (SICAP) (WRDATF). F4L has enlivened the
collaborative efforts of numerous agencies and stakeholders working with disengaged youth since its inception.
F4L is now in its fourth year and has achieved an impressive array of outcomes, including a 100% overall retention
rate in its most recent iteration with approximately 70% of participants on track to progress to employment,
education, or training (S. Doody, 2021)(Doody, 2021).

Background and Context
Youth unemployment and a lack of youth engagement in education and training continue to be a major concern for
policymakers and are a primary focus area for SICAP(Doody, 2020). Numerous data sources confirm that Ireland has a
higher-than-average rate of NEET youth. According to 2016 census data, slightly less than one in every six young people
aged 18 to 24 was not in employment, education, or training. This equates to a 15.9% NEET rate, slightly higher than the
15.2% European average (Central Statistics Office, 2016). Within the EU, the proportion of young people in this category
ranged from 8.0% in Sweden to 28.9% in Italy in 2018, with Ireland once again just above the midpoint.(Eurostat, 2019) In
September 2017, research in County Mayo revealed that 864 people in the Castlebar and Claremorris areas were receiving
unemployment benefits. Three hundred and two (or 35%) of these individuals were under the age of 25.(Doody, 2020) It
is widely recognised that disengaged youth are difficult to reach and frequently hesitant to attend mainstream services.
Numerous barriers to participation have been identified, including: (i) negative educational experiences, (ii) low self-esteem
and lack of confidence, (iii) a lack of positive role models, (iv) intergenerational unemployment, (v) poor mental health, (vi)
poverty and social exclusion, (vii) a lack of literacy and numeracy skills, and (viii) substance use (ibid). SWMDC, as a local
integrated development company, is accustomed to harnessing, leveraging, and harmonising resources to best benefit
vulnerable individuals and communities. In fact, this is their core work and raison d’être. Within F4L, SWMDC has utilised
the experience of its SICAP-funded youth worker Catherine McCloskey and its WRDATF-funded community liaison worker
Pat Conway to devise a nuanced, person-centred, tailored programme for vulnerable and disengaged young people.
In the first major publication on the F4L programme(O’Shea, 2020), we outlined our innovative educational approach,
underscored its underpinning person-centred philosophy, and highlighted its strengths and achievements. It is timely,
in light of the programme’s established success, that Catherine and Pat, as the co-founders and coordinators of the
programme, are considering its future beyond their tenure and beyond Co Mayo. This current publication provides a
resource guide for future F4L facilitators throughout Ireland and beyond. To this aim, it seeks to build upon earlier work
by offering a comprehensive account of F4L’s underpinning philosophy and providing a core theoretical and educational
framework. It comprehensively outlines the programme modules, specifies the assessment criteria, and offers practical
guidance for facilitators. In so doing, it articulates the essence of this transformative, change focused programme, which
is robustly underpinned within an evidence-based framework.
For more information on the Foundation 4 Life Programme, to access recent news and updates, and to view previous
publications, please visit our website at: www.foundation4life.ie
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Chapter 2: Foundation 4 Life Programme
Vision and Mission

Foundation for Life (F4L) envisions a world in which young people are respected and encouraged to pursue their life
goals. Its primary mission is to foster an environment in which young people feel secure, valued, and respected. F4L
assists young people in developing their life skills and becoming more job ready through a focus on personal growth
and development.

Target Group
The target group for the programme is young people, aged 18–25, who are not in employment, education, or training.
Our participants are diverse in terms of their presenting concerns, personal circumstances, prior experiences, and
service needs. Typically, the programme addresses substance abuse, low self-esteem and confidence, poor mental
health, poor diet, lack of sleep, poor hygiene, relationship breakdown, abuse, lack of motivation, pressure to succeed,
and social isolation. A distinguishing characteristic of the programme’s participants is that the majority struggle to
engage with or navigate the systems of mainstream services (for example, not accessing social welfare entitlements).
Participants have come from a variety of backgrounds, including the following:
• Travellers
• Refugees
• Migrants
• Indigenous Irish
• People in recovery from, or at increased risk of, drug and alcohol addiction
• People with mental health and anxiety issues
• People with intellectual disabilities
• Ex-offenders
• LGBTQI+ community
• People with low educational attainment
• Lone parents
• Young people with limited family support

Engagement Strategies
The recruitment of participants takes a community development approach, with staff building relationships within
communities and collaborating with key local stakeholders to identify prospective learners. F4L’s engagement
with young people is heavily reliant on word-of-mouth and referrals. The WRDATF, Intreo, LES, Mayo Sports
Partnership, Mayo County Council, MSLETB, Mindspace Mayo, family resource centres, probation services, and
the HSE are among the agencies that serve as referral sources. The programme requires little formal advertising,
as annual demand for places consistently exceeds supply. However, course coordinators work with local media
outlets (including radio) to ensure that F4L is accessible to a large cohort of young people.
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Key Objectives
F4L’s overarching objectives traverse psychological, psycho-educational, social, and occupational domains and
include the following:
• Providing a space where young people feel safe, valued, and respected and where their growth and
development is promoted

• Creating a preventive and rehabilitative space for young people who are at increased risk of alcohol or
substance misuse or who are in recovery
• Supporting young people to progress and grow at their own pace, with diverse pathways
and outcomes

• Facilitating strong attendance and ongoing engagement of young people in the programme
• Achieving skills development and job readiness
• Ensuring continued commitment to the programme from stakeholders in order to support the
programme’s development and sustainability
• Developing a model for consistent application in other areas

Core Values
F4L is based on the person-centred approach’s fundamental conditions, which include authenticity, empathy,
and unconditional positive regard. This approach, which is consistent with the programme’s core values of
compassion, respect, and non-judgment, fosters the development of a safe, inclusive, enjoyable, and ultimately
transformative environment. These core values are outlined in Figure 2 below.

Figure 2 - F4L Core Values

LOVE
COMPASSION
EMPATHY
UNDERSTANDING
TRUST
CARE
KINDNESS
GENUINENESS
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Relationships between programme coordinators and facilitators and young people are guided by the programme’s
core values. Each member of the team embodies an authentic, optimistic, ‘can-do’ attitude. This respectful attitude
is also instilled in young people through role modelling. F4L believes and affirms that everyone possesses ability
and goodness. This contributes to the removal of barriers to participation and assists young people in overcoming
daily obstacles. The approach entails listening, emotional ‘hand holding’, motivation building, coaching, and
advocacy, all of which enable young people to flourish and reach their full potential. F4L attempts to make the
‘invisible’ visible by enabling young people to emerge from hibernation and assisting them in reintegration. This
is the place where the beauty of life and living is nurtured and nourished and thrives.
Young people are encouraged to participate in this safe informal learning environment, which assists them in
developing and refining new life skills as well as increasing their readiness, willingness, and ability to pursue
additional training, education, and employment. Additionally, young people are able to develop confidence,
overcome fears, reconnect with life through social connections, feel valued, and enhance their self-esteem. In
the words of programme developers, Catherine and Pat:
Life is like riding a bicycle: we all fall off at some point; however, most of us get up unscathed and cycle on.
This programme supports those who struggle, for lots of different reasons, to get back up on the bicycle again.

Programme Outline
At its heart, the ten-month F4L programme offers a comprehensive and holistic suite of socio-educational
supports and resources targeted at vulnerable, disengaged, and disenfranchised young people. The programme
is implemented in collaboration with agencies and stakeholders who work with disengaged youth in Mayo.
Reaching out to and engaging young people who are not in employment, education, or training is a common
challenge for many of these stakeholders. F4L provides a comprehensive and holistic suite of programmes and
services to vulnerable young people over a ten-month period. Whilst the programme has been delivered through
face-to-face modality since its inception, it has embraced a blended learning approach since 2021.
The phases of the programme are as follows:

Figure 3 - Programme Outline
Phase 1: January–March: Identification of and engagement with potential participants.
Phase 2: March–June: This phase would originally have been delivered as an on-site module and
activity-based programme; however, in 2021, due to the COVID 19 pandemic, it was delivered online.
Phase 3, June–October: Follow-on progression support on an individual needs basis.
The programme is taught over a 14-week period on two days per week from 10am–4pm. The programme is now
offered utilising a blend of online and face-to face engagement. The onsite component takes place in Castlebar,
County Mayo at Lough Lannagh Holiday Village. Each year, up to 20 young people participate. F4L assists disengaged
youth by utilising a small step-by-small step approach, which incorporates certified, accredited, and non-accredited
modules, to address a range of learning needs. In addition to the programme’s content, individual and group support
and coaching are provided. A diverse array of modules is available in three domains of development: self-esteem, life
skills, and job readiness. The programme places equal emphasis on assisting youth in advancing within each of the
three domains. F4L’s eight modules are summarised in Table 2 below. The programme is implemented in partnership
with agencies and organisations in Mayo that work with disengaged youth.
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Table 2 - Outline of F4L Modules
1. Health and Wellbeing

5. Online Skills Development

2. Coping Skills

6. Health and Safety

3. Communication and Active Leadership

7. Career Development

4. Driver Readiness

8. Work Placement

A summary programme outline is presented in Table 3 below, tracking the journey of young people from engagement
in January to completion in October.

Table 3 - Summary Programme Outline
January

January involves confirmation of timetables, facilitators, and venues, the provision of
information sessions, and initial engagement with referral agencies.

February

During February, potential learners are engaged, and collaborative discussions occur on
access, motivation, skills, and eligibility for the programme.

March

In March, this is followed by a structured interview with potential learners.
Learners are offered places, and the course commences with an initial focus on team building.
At this point, learners also begin preparation for their driver theory test and driving test.

April

April is a busy month, where the course begins in earnest, with sessions covering self-care,
communications, sleep hygiene, sexual health, and leadership.
This is followed by training in industry-certified manual handling. Workshops are complemented with
one-to-one coaching sessions, team-building activities, and job placement preparation workshops.
Course coordinators schedule additional sessions with learners to identify appropriate supports and
to provide referral pathways for young people presenting with additional needs.

May

May is also a busy month, with the start of the activation elements of the programme. Learners
complete industry-certified programmes, such as Hazard Analysis and Critical Control Points
(HACCP), and undergo first aid training.
The activation element is complemented by a strong focus on developing life skills, with modules
in cooking, self-care, and drugs awareness.
Course coordinators continue to offer coaching and signposting to other relevant support services.

June

In June, the focus of the programme shifts to preparation for work placement. CV preparation
workshops, mock interviews, and collaborative discussions assist learners in determining
their own individual progression pathways. Young people complete their driver theory tests
and are then supported in accessing their essential driver training.

July

In July, one-month follow-up review meetings are facilitated with learners, progress is
assessed against learner goals, and progression pathways are revised in accordance with
learners’ needs and wishes.

In the autumn, follow-up meetings are held with learners. They present for the final of the
scheduled review meetings as part of F4L.
August–October
Learners can continue to avail of SICAP support and are followed up on a
needs-led basis and in accordance with SICAP requirements.
As is clear from the above schedule, F4L is an intense programme for learners and staff alike. In order to maximise
participation and support retention, significant coaching and support is offered to participants.
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Coaching and Support
One of the programme’s central features is its emphasis on ongoing, accessible one-on-one support for participants,
with the course supplemented by intensive individual coaching and supportive goal setting. Participants return for
one- and three-month follow-up meetings following completion of the structured programme. This structured followup is supplemented by ongoing participant-focused support.

Coordination
Two staff members from SWMDC and WRDATF coordinate the programme, devoting an average of 50% of their time
to it over its ten month duration. This allocation increases significantly during the programme’s on-site phase. Again,
the programme is actively supported by a mediator from Mayo Local Employment Service, who provides participants
with weekly on-site career guidance and entitlement clinics.

Outputs
Sinead Doody’s research (2020; 2021) demonstrates that F4L has consistently recruited and retained difficult-toreach young people who were previously unemployed, underemployed, or out of school. F4L has demonstrated its
ability to engage meaningfully with difficult-to-reach young people through its historical high retention rate of 95%.
Within this context, a three-year combined analysis revealed that 70% of participants progressed into employment,
education, or training (Doody, 2020). The retention rate was 100% in 2021. Twelve young people began the 2021
programme, and all 12 completed it (Doody, 2021).

Key Strengths
SWMDC (as part of SICAP) and WRDAT both have extensive experience of working with vulnerable young
people. Catherine McCloskey, SICAP’s youth development worker, and Patrick Conway, WRDATF’s community
liaison worker, (co-developers and coordinators of F4L) have drawn on their extensive experience of working with
vulnerable individuals and groups to develop and codify a coherent and holistic programme that engages NEET
youth. The F4L programme was comprehensively evaluated in 2019 through semi-structured interviews with
participants and other key stakeholders. This included focus groups, stakeholder engagement workshops, and
questionnaires to participants. The study, which measures wellbeing, attitudes, and skills development, provides
valuable insight into the F4L programme’s numerous positive outcomes in engaging vulnerable young people
(Doody, 2020). Sinead Doody again comprehensively evaluated the programme in 2021 (Doody, 2021) and has
synopsised the key drivers behind successful outcomes of the programme. These include the following:
• The programme’s values-led and person-centred approach
• The skills, experience, commitment, and hands-on approach of the programme coordinators and other key personnel
• Leadership, flexibility, and commitment demonstrated by lead agency management

• Bespoke programme design, combining certified, accredited, and non-accredited modules with life skills and
confidence-building modules
• Careful participant selection to ensure young people are a ‘right fit’ for the programme, resulting in healthy group
dynamics, diversity, inclusion, and respect
• On-site employment support clinics that provide practical advice as well as encouragement and support

8

• The availability of ongoing, accessible, one-to-one, on-site coaching supports to participants to sustain their
engagement in the programme
• A flexible approach to learning delivered in an informal yet structured setting
• An interagency referral process that ensures participants are signposted and referred to relevant support
services as required
• Provision of daily breakfast and hot lunch, which promotes healthy nourishment and improved concentration,
behaviour, and energy levels
• Interagency partnership, resourcing, and commitment
• Work placements providing practical experience in a supportive environment
Along with these strengths, the programme’s 2021 review (ibid) identified the following additional characteristics
that merit consideration in terms of their contribution to the programme’s success: (i) Adaptability: The programme
demonstrated a huge ability to adapt to the Covid-19 requirements. It was successfully relocated online, and participants
were encouraged to participate in ways that suited their unique personal circumstances. (ii) Technology use: In 2021,
several technological advancements were made, including the creation of a new Foundation 4 Life website and,
most significantly, the creation of an online learning platform. This platform has allowed for the continuation of the
programme during 2021 despite the ongoing Covid 19 restrictions.
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Chapter 3: Health & Wellbeing
Introduction

At its simplest level, ‘health’ can be seen as the absence of illness or disease. While from a medical standpoint,
this may be an accurate and appropriate appraisal, it fails to take account of the nuances of mental health or the
subtleties of wellbeing; that is, there is a multiplicity of factors that can influence the overall health and wellbeing of
an individual. ‘Wellbeing’ can be seen as a positive rather than a neutral state of being. Therefore, a more suitable
definition of ‘health’, given by the World Health Organization (1948), is that of “complete physical, mental, and social
wellbeing and not merely the absence of disease or infirmity”. Moreover, this broader, yet more encompassing,
definition of health and wellbeing is in keeping with a biopsychosocial model of health. Biopsychosocial models of
health and wellbeing point to an interconnected relationship between physiological, psychological, and social factors
in which each contributes individually and collectively to the overall health and wellbeing of the individual. Given
the often-complex needs of F4L participants, it is essential that the programme take account of and addresses the
biopsychosocial factors that have shaped each individual’s experience. Therefore, to effectively support, develop,
and protect health and wellbeing, it is essential that all interactions be holistic in nature and take account of the
multiplicity of factors that can significantly impact one’s health and wellbeing.

Why are Health and Wellbeing Important in F4L?
F4L places significant emphasis on supporting and developing the overall health and wellbeing of participants. We
believe that positive health and wellbeing represent essential foundation stones for learning, growth, and development,
ultimately leading to positive and productive engagement in the workforce and broader society. Experiencing positive
health and wellbeing is also fundamental to participant engagement and progression on the F4L programme. Many of
our participants have experienced significant challenges to both their physical and mental health that, if not addressed
adequately, can present barriers to full and active participation on the programme. Consequently, F4L places a strong
focus on topics such as substance misuse, sleep hygiene, sexual health, diet, exercise, and mental health. F4L
utilises a holistic approach in addressing health and wellbeing, and we believe that this creates the building blocks
to the development of healthy, happy, nurtured, and confident young people. Many of the challenges faced by F4L
participants can also have significant and sustained negative impacts upon self-esteem and confidence. In light of
this, F4L aims to build upon the confidence, self-efficacy, strength, and resilience of each and every young person with
the ultimate goal of supporting them to become healthy, balanced citizens who are job ready and/or education-bound.
We augment health-related supports with job activation initiatives, training on interview skills, manual handling, first
aid, and HACCP to support them in progressing seamlessly to education and/or employment that is rewarding, safe,
supportive, and that meets their physical, emotional, and social needs.

Key Terms
When we consider the concepts of health and wellbeing as it applies to F4L participants, the following terms are
worthy of clarification:
• Health & Wellbeing: ‘Health’ refers to the physical, psychological, emotional, and social aspects of a person’s
health, whereas ‘wellbeing’ refers to being in a positive rather than neutral state of physical, mental, and social health.
• Subjective Wellbeing: refers to how a person experiences and evaluates their own wellbeing.
• Eustress: Eustress, or ‘positive stress’, much like distress, is derived from situations that stimulate a stress
response in the body. However, in the case of eustress, these stress responses are necessary and appropriate in
eliciting positive attitudes and feelings and motivating one towards positive and productive behaviours.

10

Current State of Health and Wellbeing Among Young People
Contemporary research suggests that most young people experience stable health and wellbeing (Tolan and
Larsen, 2014); however, despite the apparent positive connotations that the word ‘stable’ implies, up to 70% of
young learners are in a steady state of stress (Kislyakov et al., 2016). Nonetheless, not all stress is detrimental to
the individual. Whilst distress has a strong negative impact on learning and wellbeing, eustress has been found to
have a moderately positive impact (Branson et al., 2019). Currently, researchers are unclear as to whether young
males and females experience distress and eustress in the same ways (Rose and Rudolph, 2006). In general, most
research suggests that the subjective wellbeing of young people is high (Inchley and Currie, 2016); however, many
authors and researchers are quick to highlight that the physical, psychological, and social-emotional experiences that
young people experience right through their adolescence and early 20s can challenge and impact negatively upon
subjective wellbeing (Diener, Oishi and Tay, 2018) and this is a point that is very relevant for F4L participants.
Despite the apparent uncertainty as to whether males and females experience stress in the same ways, there is a
clear indication in research circles that young females experience higher subjective wellbeing than young males (Batz
and Tay, 2018). Subjective wellbeing refers to the sum of a person’s life experiences and how they evaluate these
experiences cognitively and affectively (Diener and Ryan, 2009). It is thought that, as females have greater emotional
provisions within their friendships (Rose and Rudolph, 2006), they have a greater subjective experience of wellbeing
(Kern et al., 2016). It may not be as black and white as this though. Some authors suggest the apparent differences
in subjective wellbeing may be misrepresented as males are less likely to express and discuss negative emotions
(Vacek, Coyle and Vera, 2010). Moreover, many authors suggest that young females are more prone to internalising
the problems and challenges that they face (Lupien et al., 2009), while young males are more likely to externalise
their feelings and emotions as aggression, anti-social behaviour, and substance abuse (Rosenfield and Mouzon,
2013). Rose and Rudolph (2006) suggest that a combination of biological and psychosocial factors may impact upon
how the wellbeing of young males and females is categorised and contextualised. The essence of wellbeing is seen
to be subjective; that is, wellbeing is specific to the individual in question. The apparent contradictions within the
literature may serve to highlight the complexity of wellbeing and how research studies can fail to accurately capture
the nuances of wellbeing (Leahy and Simovska, 2017). In light of this, programmes like F4L, which have responsibility
for supporting, developing, and protecting the wellbeing of young people, must be cognisant of the individual needs
of each learner, taking account of the myriad of their individual differences, including sex and gender.

Threats to the Health and Wellbeing of Young People
Figure 4 - Potential Threats to the Health and Wellbeing of Young People
• Drugs & Alcohol
• Puberty
• Socio-Economic Factors
• Family Structures
• Physical Disability
• Stress
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• Violence
• Abuse
• Manipulation
• Loneliness
• Diet
• Lack of Exercise

Adolescence and early adulthood are a rollercoaster journey and represent a thoroughly challenging time for young
people. For these young people, puberty, socio-economic factors, family structures, and background are just a few
of the challenges that can magnify social-emotional, physical, and psychological changes that can impact upon how
they engage with themselves and their environment (Eccles and Roeser, 2012). The fact that many disengaged young
adolescents report worryingly high levels of stress, loneliness, and low life satisfaction is concerning (Bendtsen,
Mikkelsen and Tolstrup, 2015).
Moreover, negative health and wellbeing behaviours that are initiated during, and persist after, adolescence often
trigger serious health problems later in life (World Health Organization, 2014). Some of the most common threats
to the health and wellbeing of young people include violence, abuse, manipulation, loneliness, diet, exercise (lack
of), and lifestyle (Kislyakov et al., 2016; Bendtsen, Mikkelsen and Tolstrup, 2015; Keyes et al., 2015; Owens and
Group, 2014; de Moraes, Guerra and Menezes, 2013; Sanchez et al., 2007). Clearly, the lived experiences of F4L
participants can have far-reaching consequences in the present and well into the future. Within this context, an
education and development model like F4L offers a framework and becomes a safe environment for lifestyle change
and the modelling of healthy behaviours in young people (Due et al., 2011).

Key Aspects of Health and Wellbeing
Figure 5 - Key Aspects of Wellbeing
Physical Health
Social-Emotional Health
Social and Holistic Care
Flourishing
The key aspects of wellbeing amongst young people have been categorised broadly into the following four areas:
physical health, social-emotional health, social and holistic care, and flourishing (Spratt, 2016). Educational and
home environments are crucial in supporting and fostering positive health and wellbeing in young people. The
successful implementation of health and wellbeing policies and programmes in educational settings are contingent
upon many factors, including a ‘supportive infrastructure’ (Borkar, 2016, p. 862) and learners feeling safe in and
connected to the learning community and having supporting relationships with their peers. The quality of learnereducator relationships not only increases the chances of success for learners (Kislyakov et al., 2016) (Kislyakov et
al., 2016), but also positively impacts the learner’s engagement with their environment, peers, and mentors (Jennings
et al., 2013). It is clear that positive learner-teacher relationships in a caring classroom climate serve to promote,
develop, and protect learners’ wellbeing.

Physical Health

For most young people, their physical health is addressed primarily in secondary school through Physical Education
(Hills, Dengel and Lubans, 2015) and, often, to a lesser extent, through Social, Personal and Health Education (Bonell
et al., 2014). It is also commonplace for schools to have healthy eating policies that promote greater knowledge about
healthy food choices (McGowan et al., 2017; Ballam, 2018) and how nutrition impacts upon health (Renwick, 2017).
However, despite the obvious role of secondary schools in highlighting and facilitating behaviours that positively affect
physical health, most learners view their physical health as an individual responsibility (Johnson, Gray and Horrell,
2013). Although it is desirable for learners to assume responsibility for their own physical health and wellbeing, part of the
essence of wellbeing is that students feel supported, connected, and cared for (Borkar, 2016). Addressing the disparity
of intended responsibility sharing and learner-perceived personal accountability may require consideration of what role
curricula play in assigning roles and responsibilities. Therefore, for learners engaging with F4L, it may be beneficial to
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assess how they view their physical health and to work towards developing independent, autonomous young people who
understand the importance of their physical health and are adequately prepared to develop and protect it.

Social-Emotional Health

Developing young people’s social and emotional literacy is an essential part of any wellbeing programme (Gore et al.,
2011). In fostering the development of social and emotional literacy, Weare (2003) and Spratt (2016) identify some key
skills for social and emotional growth as self-understanding, understanding and managing emotions, expressing emotions
appropriately, and understanding social situations and making relationships. Though it is important to categorise these
skills, doing so opposes elements of the essence of wellbeing. It fails to take account of the holistic theme of wellbeing
by dividing it into a set of pre-defined skills and competencies. Moreover, it neglects to account for nuances of wellbeing
learning and how young people themselves understand the concept (Coppock, 2010). If wellbeing is to be taught
through a curriculum, then young people may learn how to exhibit the skills and competencies associated with social and
emotional literacy but possibly fail to embody the underlying value of these skills and competencies (Fielding and Moss,
2010). This highlights the ultra-complex nature of wellbeing. To understand and define it requires categorisation; to teach
it may also require categorisation; but to achieve it requires transcending the boundaries of skills, competencies, and
curricula. Achieving and sustaining a state of wellbeing is dependent upon a multiplicity of inter-, intra-, and (sometimes
seemingly) un-connected relationships between individuals, communities, and their learning (Tough, Siegrist and Fekete,
2017). Facilitating wellbeing through learning may require stripping back learning outcomes in curricula by broadening the
opportunities for learning (Kariippanon et al., 2018) and allowing young people to invest their time in activities that they
value (Holt et al., 2019). However, if learning outcomes are to be stripped back, how do we assess the extent to which
young peoples’ wellbeing has developed? Should course participants’ wellbeing development be assessed? We posit
that within F4L, wellbeing should become an embodied sense of self that transcends feeble attempts at quantification, a
lived experience that commences on the programme and blossoms throughout the participants’ lives.

Social and Holistic Care

Although education providers play a significant role in the development and support of healthy behaviours amongst
young people (Due et al., 2011), they are just one of the many stakeholders at play (Spratt, 2016). As we know,
learners’ wellbeing can also be impacted by gender, family structure, and socio-economic status (Inchley and Currie,
2016). Current research indicates that health behaviours among adolescents and young adults are interrelated,
(Spring, Moller and Coons, 2012) and, as such, improving their overall health and wellbeing requires a comprehensive
multi-faceted approach (Busch et al., 2013). Therein lies a dilemma. It is arguable that some of the most significant
barriers to wellbeing stem from the boundaries that persist between the multiple stakeholders in young people’s lives.
Parents look after things at home, teachers oversee matters at school, and communities are, at least to some degree,
cared for by all (O’Reilly et al., 2018). However, this fragmented approach, often veiled beneath a superficial cloak
of cooperation, may be seen to oppose the holistic development of the whole person. According to the literature,
instead of all the key players supporting the needs of young people, the responsibilities for various elements of young
people’s wellbeing are divvied out amongst multiple stakeholders (Stokes, 2012). Wellbeing is, however, more than
the sum of its parts.
Family structures and dynamics also have a central role in the health and wellbeing of young people (Bjarnason et
al., 2012; Hoyt et al., 2012). In particular, young people living with both parents tend to display more positive and
balanced wellbeing (Bjarnason et al., 2012). Clearly, the health and wellbeing of young people is dependent upon
much more than educational curricula or caring environments. It is not only important that young people are exposed
to learning situations that promote their wellbeing, but that they too learn to support and protect their own health
and wellbeing. Therefore, F4L is presented with the opportunity to assess and address the current state of learners’
well-being and, through dialogue with the individual learner, create plans that develop and protect the individual’s
wellbeing. Furthermore, F4L works intensively to ensure inter-agency collaboration in all aspects of the programme
in order to ensure a holistic, integrative, and comprehensive response to participants’ needs.
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Flourishing

The overarching purpose of learning in the domain of health and wellbeing is to encourage young people to flourish
(Spratt, 2016). Encouraging young people to flourish is an eudaimonic concept, which places value on the choices
and desires of the individual (Sen, 2001). This aspect of wellbeing is concerned with improving the happiness and
self-esteem of young people and minimising negative emotions (Hoyt et al., 2012). Young people want their voices
to be heard and to have a sense of responsibility over their health and wellbeing and feel that it is important that
older adults understand and value their perspectives (Soutter, 2011). Essential to eudaimonic learning is the sense of
enjoyment that learners experience (Griffiths, 2012). The concept of flourishing is one that cannot be pinned down to
precise moments in time. Instead, it is an ongoing and active process that exceeds the boundaries of these discrete
moments in time. Education can facilitate eudaimonic learning experiences by providing opportunities for learners to
make independent decisions and articulate what they consider to be valuable and enjoyable learning experiences,
as well as fostering a climate and environment that is safe, caring, and warm. Moreover, it is argued that education
may be the most appropriate means by which young people can explore life and determine what is valuable to
them (Walker and Unterhalter, 2007). Although an obvious role of education is to convey and transmit some form of
information to young people, the manner in which this is done is ever more important. Yes, young people need to
learn some subject-specific knowledge, but life is about so much more than the specifics of a subject. High quality
education has an onus to provide safe environments for learners to explore all aspects of life—those that can and,
more importantly, those that cannot be written down in black and white (Noddings, 2015). It can be argued that
education systems have a responsibility to foster, protect, and promote positive health and wellbeing among young
people (Noddings, 2015).
Within this context, it is imperative that F4L ensures that participants are active partners in their own health and
wellbeing journey and not passive recipients of instruction and advice (Cook-Sather, Bovill and Felten, 2014).

Drawing it all together
Health and wellbeing are complexly interrelated. Positive health and wellbeing are evident in young people who are
happy, healthy, nurtured, and confident. Health and wellbeing are influenced by a multiplicity of physical, psychological,
emotional, and social factors. To effectively promote, develop, and protect the health and wellbeing of young people,
it is essential to take a holistic approach that acknowledges a multiplicity of factors and strives to develop the ‘whole’
person. It is important to remember that we all experience challenges to our health and wellbeing over the course
of time. However, maintaining positive health and wellbeing requires each individual person to be able to recognise
and overcome these challenges. Therefore, it is essential for participants of F4L to be fully and readily equipped to
do so. In this way, F4L actively promotes and protects the health and wellbeing of all participants, including their
self-confidence and self-efficacy. We encourage participants to discuss their thoughts, feelings, emotions, beliefs,
and assumptions with their peers and facilitators and, ultimately, we empower participants to become active and
independent citizens who feel in control of their own lives.
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Key Takeaways

• Positive health and wellbeing refer to a state of complete physical, psychological, emotional, and social wellbeing.
• Health and wellbeing can be affected by physiological, psychological, emotional, and social factors.
• On-site employment support clinics that provide practical advice as well as encouragement and support
• Distress has a negative impact on health and wellbeing and learning. Eustress can have a positive impact on
learning.
• Males and females may experience health and wellbeing differently.
• Males and females may display different behaviours when experiencing challenges to their health and wellbeing.
• Education and employment initiatives must remain acutely aware of the complex nature of health and welling
and the inter/intrarelated factors that promote both.
• A comprehensive integrative, multi-dimensional, multi-agency approach is required if we are to ensure a holistic
approach to ensuring healthy active citizenship amongst our next generation.
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Section 2:

Key Engagement
Strategies
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Chapter 4: Coaching
What Is Coaching?

F4L embraces coaching as a key strategy that focuses upon supporting participants on a 1:1 and group level to
achieve improvements in knowledge, performance, and ‘skills development’ utilising a unique form of educational
engagement (Parsloe, 1992). Coaching focuses on improving performance by growing potential (Gallwey, 2014)
and seeking to unlock “people’s potential to maximise their own performance. It is helping them to learn rather than
teaching them”. It can be viewed as a facilitative approach or the art of assisting another’s learning process in terms
of performance, learning, and growth (Whitmore and Tiburzio, 2006). It can also be characterised in therapeutic
terms, where it is used to improve performance in normal non-clinical populations, and is supported by coaching
models based upon recognised principles and quasi therapeutic procedures (Price, 2009).
Coaching has been described in a variety of ways in the literature. It is usually thought of as a collaborative developmental
process in which a coach assists another person (a coachee) in developing learning, self-development, and improved
performance in a way that benefits the person on several levels (Cox, Bachkirova and Clutterbuck, 2014). The literal
meaning of coaching is to convey someone from one location to another. The importance of assisting coachees in
moving forward in their lives or careers is emphasised in all current coaching approaches. An experiential learning
approach is commonly used to underlie coaching principles (Wilson and Beard, 2013). The coach engages the
coachee in a way that helps them improve in their learning and development by using such modalities.
Coaching is widely acknowledged as a potent technique for improving performance, achieving tangible outcomes,
and maximising personal effectiveness (Grant, 2013). It is often incorporated into learning frameworks (Knowles,
Holton III and Swanson, 2014). The concept of change is inherent within a learning framework, implying that changes
in the coachee’s life are indicative of, and indeed evidence of, learning. Three core theoretical frameworks of adult
learning lie at the heart of coaching (Cox, Bachkirova and Clutterbuck, 2014):
• Andragogy, the theory of adult learning based upon the seminal work of Malcolm Knowles
in the 1970s.
• Experiential Learning, as articulated by Kolb (1984).
• Transformative Learning, introduced by Jack Mezirow (Mezirow, 1990).

The GROW Model
The GROW model (Wilson, 2020; Whitmore, 2010) represents a structured coaching approach, which is embraced
within F4L. The GROW coaching model provides a framework for the core elements of a coaching session. It is a
simple structured coaching method to help coachees identify a goal for each 1:1 coaching session, work through
barriers to progress, brainstorm ideas, and commit to taking concrete action. Figure 6 below outlines the model.
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Figure 6 - GROW Model (Google Images)

Four key aspects are outlined below: Goal, Reality, Will, and Options.

GOAL

REALITY

Goals are addressed at the beginning of each
session and referred to again regularly to retain
the focus moving forwards, especially if the
coachee becomes stuck. Setting a goal brings
clarity, energy, and focus to the conversation.
Goal questions include:

This is an exploration of the coachee’s current
world experience. Time spent here helps young
people become clearer about what is happening
and how it affects themselves and others. It
provides an opportunity for viewing issues from
different perspectives. Reality questions include:

•
•
•
•

• What is happening at the moment?
• How important is this to you?
• If an ideal situation is ten, what number are you
at now?
• What impact is this having on you/how do you feel?
• What have you done so far?
• Who else is affected?
• What are you doing that is working towards your
goal?
• What are you doing that is getting in the way of
your goal?

What do you want?
Over what time frame?
Where would you like to be on a scale of 1–10?
Imagine you have achieved it:
• What does it look like?
• How do you feel?
• What are people saying to you?
• What are the benefits?
• What do you want to achieve in five years/one
year/three months?
• How could you say your goal in a few words?
• How will you know when you have achieved it?
• In an ideal world, what do you really want?
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OPTIONS

WILL

The aim of this step is to create ideas that can
contribute to problem solving. Brainstorming
becomes important at this point. The coach
encourages the creative thought process
in the coachee. Options questions include:

While ‘Options’ brings many possibilities, ‘Will’
looks to discover which actions the coachee can
commit to undertaking. When asked, ‘What will
you do about this?’, a coachee may offer a list
of what they think they should do rather than
choosing a pathway that really suits them. Will
questions include:

• What are your options?
• What could you do?
• What else?
• If there were anything else, what would it be?
• What has worked in the past?
• What steps could you take?
• Who could help you with this?
• Where could you find out the information?
• What might someone else do in your shoes?
• Imagine you have achieved your goal.
Look back on the journey and tell me how
you got here.

• What will you do about that?
• How will you do that?
• When?
• What will it take for you to commit to that action?
• What could you do to become more committed?
• Could you do more?
• How many?
• How much?
• How often?
• Where will you find that?
• Who will you talk to?
• What else you could you do?

If the coach senses a lack of commitment, a question like ‘How committed are you to doing that?’ can be asked
straight away. If there is some hesitation, it is helpful to go back into the GROW process to clear any blocks and find
the most comfortable way forwards.

Flexibility of GROW Model
The application of the GROW model is a flexible and dynamic process. One must be prepared to move between
stages when required. The components of GROW do not necessarily follow in sequential order: an effective coaching
conversation usually starts by exploring Goal and Reality, but then transitions as required between all four elements
at ease. This dynamic process is outlined in Figure 7 below (acknowledgement Google Images).

Figure 7 - GROW Model (Google Images)
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Why Is Coaching Important?
Many of the principles of coaching have the potential to create and support positive change within both personal and
vocational domains. Coaching provides an invaluable resource for personal development within vocational domains
where the emphasis is on training or coaching. Coaching can assist participants in achieving their short-, medium-,
and long-term goals (Cox, Bachkirova and Clutterbuck, 2014). Currently, research indicates that coaching can reduce
anxiety, stress, depression, perfectionism, and self-limiting behaviours (Neenan and Palmer, 2013). Effective coaching
approaches have also been found to enhance goal striving, wellbeing, hope, resilience, emotional management,
academic performance, and self-concepts related to academic performance and to reduce assessment anxiety.
When used effectively, coaching can facilitate the development of ‘growth mindsets’ (Dweck, 2017). In a growth
mindset, people believe that their most basic abilities can be developed through dedication and hard work—brains
and talent are just the starting point. This view creates a love of learning and a resilience that is essential for “great
accomplishment” (Dweck, 2015). Most importantly, evidence suggests that many coaching approaches are readily
adaptable to both group and individual settings (Cox, Bachkirova and Clutterbuck, 2014).
Coaching can facilitate improvement in multiple domains, including (i) enhanced performance, (ii) improved sense of
direction and focus, (iii) increased self-awareness, (iv) communication and influencing skills, (v) increased motivation,
(vi) improved performance and effectiveness, (vii) increased resourcefulness and resilience, and (viii) improved
confidence (Starr, 2016). Coaching located within a person-centred philosophy encourages participants to come up
with their own solutions. Contemporary motivational theory affirms that when people come up with their own ideas,
they are more likely to follow through with them (Miller and Rollnick, 2013).

Individual and Group Coaching
Individual coaching, sometimes known as one-to-one coaching, is intended to assist individuals in making positive
changes in their lives. This can relate to a variety of issues, but it usually refers to honing a talent, establishing a
system, or reaching personal objectives. Coaching is considerably more successful when underpinned by a strong
working relationship. One-to-one coaching allows the coach to develop a deeper relationship with and understanding
of each coachee and affords the coach more time to comprehend unique individual challenges. Furthermore, it
affords ample time to empathise with coachees and provides an effective individualised coaching experience (Lancer
and Eatough, 2020).
Over time, provided that a coach creates a suitable environment for learning and development, coachees will
gradually come to trust them, feel more at ease working with them, and become eager to work collaboratively to
reach their objectives (de Haan and Gannon, 2017). Furthermore, it is easier to hold coachees accountable for
agreed goals within a one-to-one setting. Whilst similar approaches can be utilised in a group setting, it can be
more challenging, as some coachees offer minimal participation in group conversations or may not attend at all.
Concentrating one’s efforts on a single coachee facilitates the coach in devoting more time and effort to their unique
developmental needs and allows one to respond quickly to changing needs and setbacks.
However, group coaching has significant merits also. People who participate in group coaching often gain a better
understanding of and ability to work with others (Britton, 2009). While the coach serves as the facilitator, group
members collaborate to acquire insights, encourage one another, and take action towards specified goals (Britton,
2013). Group coaching can be highly effective; however, it requires participants to be open and engaged with the
experience. Working in groups is also considerably more enjoyable and effective for many learners, allowing them
to engage with peers who share their interests, life experiences, and challenges, which can provide opportunities for
experiential learning.
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Key Coaching Skills
Figure 8 - Key Coaching Skills
• Listening
• Empathising and Building Rapport
• Questioning
• Goal Setting

• Providing Structure
• Giving Feedback
• Checking in
• Evaluating Practice

Listening

Listening, which is considered a vital coaching skill, is often described as “a stunning experience, partially because it
is so unusual” (Kimsey-House et al., 2010, p. 31) in day-to-day life. Active listening can be achieved through a variety
of strategies and models, but the simplest and most authentic approach is to become really interested in the other
person and enthusiastic about what they can accomplish. Active listening can be further realised by making it clear
to the coachee that they have your complete attention.

Empathising and Building Rapport

Empathy emerges organically as a result of building rapport and listening (Brockbank and McGill, 2013) and allowing the
coach to see the world from the coachee’s perspective. This is essential in facilitating the coach in accepting the coachee
on their own terms, and also allowing him/her to ‘tune in’ to feelings and thoughts that the coachee may be unaware of.

Questioning

In the domain of coaching, questioning can take several forms. In certain circumstances, the coach will identify
a problem or issue and then pose a question to elicit a coachee’s suggestions about how to solve it. In other
circumstances, the coach may offer an open-ended question to encourage the coachee to recognise a problem/
issue and create potential solutions on their own. By asking questions, one can focus the coachee’s attention, elicit
new ideas, and increase their commitment to change (Neenan, 2009).

Goal Setting

Because coaching represents a goal-focused approach, it is necessary to evoke clear, well-defined, and emotionally
compelling goals from coachees (Griffiths, 2005). This incorporates both formal and informal skills. On the formal
side, a coach must know when and how to incorporate goal setting into the coaching process and will be conversant
with models like SMART objectives (a SMART goal is specific, measurable, attractive, realistic, and timed). On the
more informal side, a coach may ask questions from a goal-oriented perspective. A question like “How does doing X
help you attain your goal?” allows the coachee to assess whether a current strategy is helping or hindering progress.

Providing Structure

The coaching approach assists coachees in accomplishing certain goals or resolving problems they are currently
facing. This usually occurs as a long-term process rather than singular event. While the important work begins
during the session, it continues afterwards, where the coachee is encouraged to apply what they have learned in the
session. In theory, this is quite simple; however, barriers, emotions, distractions, or counterproductive routines that
impede progress frequently arise (Aguilar, 2019). Effective coaches are aware of these challenges and take requisite
steps to prepare coachees for emergent challenges.
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Giving Feedback

The key to providing successful coaching feedback is observant and non-judgmental input (McDowall, 2008). If one
gives the coachee detailed, specific feedback on his or her actions and their consequences, the coachee is likely to
be able to evaluate their own performance.
Giving ‘constructive feedback’ can be a difficult process, but the following guidelines will make it easier and more
successful for all involved.
• Make sure you give plenty of good feedback. ‘Sandwich’ constructive comments in between two positive
and affirming comments.
• Appreciate the effort of the coachee—provide comments on individual behaviour.
• Focus on the future rather than the past.
Feedback is addressed in detail in Chapter 8.

Checking In with The Coachee

If the coachee commits to undertaking a course of action, it is necessary to agree a method of reporting on it. This
process should ideally be owned by the coachee with coaching support. It is crucial to evaluate whether the desired
goal has been achieved. A coach can play an important role here by using probing questions to establish if the
coachee is satisfied with the outcome (Cooper and Allen, 2018).

Evaluating Your Own Practice

Evaluation in coaching is a method for determining the effectiveness and value of coaching for various coachees.
Coaching is an evolving organic process; therefore, it is critical to regularly monitor both the coach and coachee’s
progress. Within this context, is easier to determine if adaptive action or extra guidance is required (Cox, Bachkirova
and Clutterbuck, 2014). It is also essential to seek the coachee’s feedback on their experience during the coaching
process. This can offer significant insights and suggestions that will support both the coach and coachee in having
more productive and effective coaching experiences in the future.

Creating A Suitable Coaching Environment
Safe Space

Creating a safe space for coachees to discuss their ambitions, dreams, and fears is essential to an effective coaching
experience (Cox, Bachkirova and Clutterbuck, 2014). The foundation of creating this ‘safe space’ is based upon
a number of essential components. To begin, coaches should pay attention to and truly hear what coachees are
saying. Within a coaching environment, one wants to hear more than just words. It is essential to capture the
emotional tone of each coachee’s presentation. Furthermore, creating this safe space requires clear communication
about boundaries and an agreement on expectations (of both the coach and coachee). Thereafter, confidentiality is
essential. Establishing trust necessitates confidentiality (Brennan and Wildflower, 2010). Moreover, confidentiality
and trust can serve as the foundation for developing rapport and embarking on a transformational journey with each
coachee. Another key dimension of creating a safe space in coaching relates to ensuring psychological safety.
William Kahn (1990) coined the term ”psychological safety” and described it as demonstrating and employing oneself
without fear of negative consequences to self-image, status, or career. An environment that promotes and protects
psychological safety is one in which the learner (i) feels included, (ii) feels it is safe to learn, (iii) feels it is safe to
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contribute, and (iv) feels safe to challenge the status quo—all without fear of being embarrassed, marginalised, or
punished (Kahn, 1990). While safe and well-resourced physical environments are essential, psychological safety
is frequently overlooked. Psychological safety can have a significant and positive impact on creativity, trust, and
productivity (Nembhard and Edmondson, 2012). Freedom to be oneself without fear of judgment is central to creating
a culture of continuing learning and development. Within this context, Clark (2020) suggests that when psychological
safety is high, people take more ownership and make more of an effort, resulting in greater learning and development
of problem-solving skills. The concept of learner safety incorporates one’s perception that it is safe to engage in
discovery and learning by asking questions, experimenting, and making mistakes. Moreover, “an environment that
grants safe passage to learning opens the buds of potential, cultivating confidence, resilience, and independence”
(Clark, 2020, p. 9).
Given the potential challenges and vulnerability that participants of F4L are likely to have faced, it is imperative
that F4L exudes safety and security for all. This safety is underpinned by trust, confidentiality, rapport, listening,
and understanding that focus on initiating and supporting a journey of transformational learning for all. Given the
aforementioned vulnerabilities of F4L participants combined with an emphasis on vocational development, specific
structured coaching interventions are worthy of mention, specifically cognitive and behavioural in this domain.

The Role of The Person-Centred Coach
The role of the person-centred coach is to encourage coachees to come up with their own suggestions and make
their own decisions and to support them in removing any obstacles to their growth and development. Within this
person-centred approach, four key elements of a successful growth-promoting climate are critical (Rogers, 1963).

Figure 9 - Role of the Person-Centred Coach
Congruence—the coach is genuine and authentic.
Congruence is defined as the alignment of your values, beliefs, words, and actions. A coach who is congruent
is more likely to be trusted and, as a result, will be able to establish rapport more quickly. Effectively, with a
person-centred coach, what you see is what you get!
Empathy—the coach feels and demonstrates empathy.
A coach who can empathise with another person’s feelings can help to create a powerful support system.
Their capacity to grasp what the other person is going through enables them to assist their coachee in
overcoming the multiple obstacles that may arise.
Unconditional Positive Regard—the coach has a warm, positive accepting attitude.
Positive regard entails accepting and supporting someone for who they are without judging or criticising
them. It also involves respecting the coachee’s freedom to make independent decisions, regardless of
how uneasy this makes the coach feel. See Chapter 5 on Building and Enhancing Motivation for further
distillation of these ideas.
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Person-Centred Coaching Approaches (Joseph, 2014)
A person-centred coaching approach posits the following:

Table 4 - Person-Centred Coaching Approaches
People should be treated with dignity, compassion, and respect.
When people struggle with achieving developmental tasks or experience significant life crises, they frequently
lose their sense of independence, which jeopardises their dignity and self-respect. By honouring their wishes and
treating them with compassion and understanding, person-centred approaches protect their sense of dignity and
self-efficacy.

People should be provided with individualised support.
Person-centred approaches necessitate recognising that what works for one person may not be appropriate for
another. A standardised approach may hinder one’s capacity to manage their challenges appropriately, and it may
even harm their quality of life, depending upon their specific circumstances and values. By tailoring our approach
to each participant, we support them in maintaining autonomy as well as meeting their individual preferences and
needs.

People should be allowed to recognise and develop their talents and abilities so that they can
live a full and independent life.
Person-centredness requires that we support participants in moving towards independent decision-making and
assisting them in taking self-supporting actions. This allows young people to develop their own capacities and a
better understanding of how to care, support, and prosper for themselves. This represents a delicate balancing
act: encouraging young people to do more on their own may cause them to feel abandoned, whilst at the same
time, too much support can leave them feeling powerless.

People should be provided with a unified approach to support.
We seek to collaborate with other health and social care providers to ensure a consistent person-centred
framework. Failing to pursue such a course may lead to young people’s unique preferences and requirements
being lost as they engage with different services and agencies.

Cognitive And Behavioural Perspectives on Coaching
A significant body of literature on Cognitive and Behavioural Coaching (CBC) emerges from the workplace coaching
arena. Coaching is increasingly utilised within organisations for the purpose of helping leaders to enhance performance
and attain agreed goals. While F4L does not represent a formal workplace for participants, it is designed to prepare
and support them for successful entry into the workforce. Thus, the merits of CBC are both relevant and useful to the
F4L programme. Within vocational contexts, coaching tends to focus on moving from lower to higher performance
(Grant, 2017b).
CBC focuses on enhancing both the performance and the wellbeing of individuals and organisations in ways that are
sustainable and personally meaningful (Grant, 2017a). Furthermore, it is suggested that the principles of CBC have
real and significant potential to create and support positive change within both personal and vocational domains.
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CBC provides an invaluable resource for personal development within vocational domains where the emphasis is on
training or coaching.
The way we think about events in our lives can profoundly influence the ways in which we react to these events.
Therefore, in order to change the way we react to certain events in our lives, we must first learn to change our
thinking patterns (Neenan and Dryden, 2020). To do so may require an integrative approach that combines the use
of cognitive, behavioural, imaginal, and problem-solving techniques and strategies within a cognitive behavioural
framework (Palmer and Szymanska, 2014). If used correctly, this framework can allow participants to achieve their
short-, medium-, and long-term goals (Cox, Bachkirova and Clutterbuck, 2014). However, it is imperative for coaches
to remember that coaching is a collaborative effort, working towards shared goals (Neenan and Palmer, 2013).
That is, both the coach and the coachee are collaboratively striving towards goal acquisition. It is important that the
coachee is exposed to a multiplicity of learning opportunities that encourage self-development and personal growth.
Once the correct foundations have been laid, sustained effort and commitment from both the coach and the coachee
are required to achieve successful outcomes (Neenan and Dryden, 2020).
The evidence base for cognitive and behavioural approaches to coaching is building. Currently, research indicates
that CBC can reduce anxiety, stress, depression, perfectionism, and self-limiting behaviours (Neenan and Palmer,
2013). Such approaches have also been found to enhance goal striving, wellbeing, hope, resilience, and emotional
management. Grant (2001) found that cognitive and behavioural approaches with trainees were associated with
an increase in academic performance, enhanced self-concepts related to academic performance, and a reduction
in assessment anxiety. Further research highlights increased student achievement combined with greater teaching
efficacy and satisfaction, higher levels of conceptual thinking among educators, and more collaborative learning
cultures (Brown and Wilson, 2021). Other authors note that cognitive behavioural approaches reduce stress levels
within vocational domains and improve satisfaction with the work environment (Gardiner, Kearns and Tiggemann,
2013). It is notable that this growing body of evidence is deeply rooted in the principles of the evidence-based
Cognitive Behavioural Therapy (CBT), where robust and extensive research has been carried out.

Figure 10 - Potential Benefits of Cognitive and Behavioural Coaching Approaches

Reduce Anxiety
Reduce Depression
Reduce Perfectionism
Reduce Self-Limiting Behaviours
Much of the research within the domain of CBT explores the role of ‘internal dialogue’ in the development of an ‘inner
critic’ (Cox, Bachkirova and Clutterbuck, 2014). This ‘inner critic’ can have strong negative impacts on our self-esteem,
self-efficacy, and self-worth (Hatzigeorgiadis, 2014). This internal dialogue can broadly be broken into three levels of
cognition—automatic thoughts, intermediate beliefs, and core beliefs (Sacco and Beck, 1995). Both intermediate and
core beliefs develop in childhood, and these unhelpful thought patterns can prevent us from reaching our true potential.
Moreover, the nature of our intermediate and core beliefs can shape the formation of negative automatic thoughts
(Neenan and Palmer, 2013). When a person encounters a problem or challenge, their brain immediately explores
previous memories and events to find a potential solution to a current problem or challenge. When such a solution
is found, the brain ‘pattern matches’ the current and historic problem/challenge and utilises similar thinking patterns
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to arrive at a solution (Wasserman and Wasserman, 2019). Seemingly trivial automatic thoughts and consequent
behaviours are often deeply rooted in and influenced by long-standing thinking patterns and beliefs. However, these
thinking patterns and solutions are not always positive and may in fact be detrimental to both wellbeing and learning.
In light of this, exploring and challenging negatively rooted automatic thoughts is particularly relevant within both
individual and group coaching settings. Challenging long-standing intermediate and core beliefs can be achieved
using one of the most successful CBT skills. However, whilst negative automatic thoughts can be addressed within
coaching contexts, addressing intermediate and core beliefs is best addressed with a trained therapist.
In terms of implementation, CBC represents a direct approach in examining goal-blocking thoughts, feelings, and
behaviours where the links between each are identified, examined, and modified. CBC provides a coach with an
‘evidence base’ to work from, which is crucial in affording coaching credibility. The directness and dynamism of the
CBC approach prompts coachees to challenge unhelpful thoughts, mindsets, and behaviours. This facilitates the
development of ‘growth mindsets’ (Dweck, 2017). ‘In a growth mindset, people believe that their most basic abilities
can be developed through dedication and hard work. This view creates a love of learning and a resilience that is
essential for what Dweck refers to as “great accomplishment” (Dweck, 2015). There are numerous cognitive and
behavioural mechanisms underlying such solution-focused CBC interventions, which can have positive impacts on
stress, fatigue, and burnout (Grant, 2017a).
A supportive relationship in which to confidentially discuss personal and professional issues can reduce stress and
anxiety (Grant, 2014). Discussing personally meaningful goals in such a manner is thought to increase commitment
(Locke and Latham, 2006). This cognitive approach brings about ‘pathway thinking’, which is seen to be more
orientated towards problem solving (Grant, 2017b). Neenan and Dryden (2020) describe CBC as a psychological and
practical ‘twin-track approach’ to goal achievement. In their view, the psychological track helps remove the stumbling
blocks to change, such as procrastination, self-doubt, and indecisiveness, while the practical track helps coaches to
develop goal-focused ‘action steps’. It is important in this phase not to dig too deep or overly focus on psychological
issues unless there is evidence that it is necessary or the coachee has indicated a willingness to explore these. This
may well challenge and confuse the coaching with a therapeutic relationship.
Cox et al. (2018) suggest that CBC is readily adaptable in both group and individual settings, where it can be utilised
in improving performance and managing stress. Stress is often borne out of fear (Shin and Liberzon, 2010). Current
neuroscience research indicates that fear diverts cognitive resources from parts of the brain that manage working
memory and the processing of new information, therefore impacting upon analytic thinking, creative insight, and
problem solving (Edmondson and Verdin, 2018). Individuals and groups do not perform at their best when fearful.
Therefore, it is imperative that F4L works to identify, address, and alleviate potential fears within its participants.
When fearful, the brain uses most of its energy to scan for potential threats and create a plan that protects the
person. Not only does fear promote negative thinking patterns and beliefs, its presence prevents the brain from
expending valuable cognitive resources (LeDoux, 1998). When used correctly, CBC approaches can develop better
self-regulation skills. Greater self-regulation and self-awareness to deal with cognitive and emotional challenges
contribute to improved performance and create positive learning and work environments.
All coaching methodologies need to be agile, adaptable, and seamlessly integrated (Grant, 2017b). Within both
educational and vocational environments, CBC holds the potential to create significant positive change and support
performance management while dealing with cognitive and emotional barriers to goal attainment. Crucially, CBC also
provides an evidence-based approach. It is notable that proficiency in utilising a CBC approach requires significant
training in both coaching and cognitive behavioural methodologies. Facilitators engaging at this level with participants
may well do harm if not properly trained and supervised.
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Key Takeaways
• Coaching is a professional relationship that facilitates performance, learning, and development of people.
• Coaching is rooted in adult learning theory, andragogy, experiential learning, and a transformative learning
approach.
• Coaching is supportive and challenging. It aims to help people develop awareness and clarify what they want
out of life, set goals to achieve what they want, and meet challenges effectively along the way.
• Coaching is future-oriented and action/goal-oriented. It focuses on individual growth and development.
• Coaching is not advising, telling, or influencing, and it is not therapy or counselling. It is based on the premise
that each person has all the answers to their own questions and that the role of the coach is to facilitate
the coachee in gaining clarity, setting goals, and taking action. This applies in all areas of life, whether it be
personal, business, or executive coaching.
• Coaching is a partnership that takes place within a space of trust, safety, and challenge. In essence, coaching
is a catalyst for change.
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Chapter 5: Building and Enhancing Motivation
for Change
Introduction

Foundation 4 life (F4L) embraces Motivational Interviewing (MI) as a key intervention strategy to support participants
in making lifestyle changes that reduce risk behaviours and enhance participation in employment, education, and
training. Numerous models of change for adolescents and young adults have been proffered over the years. MI sits at
the very pinnacle of evidence-based interventions within this arena (Randell and Scanlan, 2018; Miller and Rollnick,
2013; Miller, Forcehimes and Zweben, 2011). Reinke et. al. (2011) posit that, although the use of MI in the education
sector is relatively recent, several studies have shown that it improves outcomes for students, educators, and family
members (Reinke, Herman and Sprick, 2011; Strait et al., 2012). Sayegh et. al. (2017) suggest that MI can be useful
in improving retention in education and employment programmes that focus on ‘second chance’ initiatives. Currently,
there is growing experimental evidence that student-focused MI is useful in helping young people improve academic
grades and reduce risky behaviour. Additionally, there is evidence that MI works well with young people in conjunction
with other evidence-based educational interventions (Strait et al., 2012; Strait; Strait, 2020).
MI is described as a form of collaborative conversation that strengthens the young person’s own internal motivation
and commitment to change a specific lifestyle or behaviour choice. It is essentially a person-centred style of brief
counselling that addresses the common problem of ambivalence about change by paying particular attention to
the language of change (or change talk). It is designed to strengthen the individual’s motivation for and movement
towards a specific goal by eliciting and exploring their own reasons for change. It is critical for this to occur within an
atmosphere of genuine interest, acceptance, and compassion (Miller and Rollnick, 2013).

Spirit of Motivational Interviewing

Miller and Rollnick (2013) outline the Spirit of MI, which they hypothesise should remain at the centre of all helping
interventions. The spirit guides a skilful style of conversation that elicits the young person’s own motivations for
change in the interest of their own health and welfare. It describes the mindset with which facilitators can approach
what are often difficult conversations about behaviour change. There are four interrelated elements to the underlying
spirit of MI: (i) partnership/collaboration, (ii) acceptance, (iii) compassion, and (iv) evocation. See Figure 1 below:

Figure 11 - Spirit of Motivational Interviewing
COLLABORATION

EVOCATION

MI
SPIRIT

COMPASSION
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ACCEPTANCE

Partnership/Collaboration
The facilitator seeks to develop a collaborative partnership of equals with the young person that recognises that it is
the individual who ultimately makes decisions about change. In our enthusiasm to help, in our gusto for change and
sometimes in our professional arrogance, we forget the simple truth that we cannot fix people. We can neither coerce nor
cajole them into change. We must remember that the only productive way to help young people in making behaviour and
lifestyle changes is by treating them as equal partners and true collaborators in the process.

Acceptance
The facilitator needs to have a profound acceptance of what the young person brings to the encounter. This does not
mean approving of their actions or accepting the status quo, but rather accepting them as worthwhile human beings. We
sometimes pay lip service to acceptance without genuinely understanding and recognising what the other person brings
to the table. Therefore, it is imperative that we acknowledge and fully comprehend this crucial component of the personcentred approach. This concept is rooted in the work of Carl Rogers and has four key aspects (Miller and Rollnick, 2013).

Figure 12 - Four Key Aspects of Acceptance
Absolute Worth

Affirmation

Absolute Worth

ACCEPTANCE

Autonomy

Accurate Empathy

Absolute worth requires the facilitator to have unconditional positive regard for the young person who has worth and
is seen as reliable and trustworthy. We need to be aware of the young person’s unique individuality. Everyone has
their own unique story, having travelled a valuable and sometimes bumpy journey to arrive at this point. This concept
represents the exact opposite of making judgement and placing conditions of worth on people. The paradox is that,
when people experience being accepted as they are, it frees them to change, to become what they ought to be and
can be. When we offer these critical conditions, young people often change naturally in a positive direction. It tends to
become a self-fulfilling prophecy in that success builds self-efficacy, and self-efficacy copper-fastens success. Each
young person has a natural mature end state or capacity to reach their full potential (telos in Greek). The notion that
young people naturally grow towards their full potential, or self-actualise, is firmly rooted in the work of Rogers and
Maslow, the forefathers of a person centred approach.

Accurate Empathy

Empathy requires an active interest and effort to understand the young person’s personal perspective, their internal
world. We essentially seek to view the world through their eyes, to feel what is like to be in their skin, to understand
their frame of reference. The metaphor of walking in the moccasins of another before proffering criticism represents
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a remarkably useful and insightful helpful construct. Before walking in another person’s moccasins, of course, it
is probably worthwhile to take off our own. Thus, if we are to be truly empathic, we must gently set aside our own
judgements, pre-conceived ideas, and expectations whilst remaining in touch with our own core values, wisdom, and
humanity: “it is only as I see them as you see them, and accept them and you, that you feel really free to explore all
the hidden [...] nooks and crannies of your inner […] experience” (Rogers, 1961, p. 34).
We seek to sense, to understand, and to track the personal perspectives and meanings of the young person and
communicate that understanding clearly to them. Experiencing this level of acceptance and understanding offers a
unique and often rare encounter for those presenting to health, education, and social services (Mearns, Thorne and
McLeod, 2013). It frees young people to drop their psychological defence mechanisms, lower their guards, and be
honest with themselves and others. This can facilitate a true exploration of the role of unhealthy lifestyle and behaviour
choices. This is neither sympathy (you poor thing”) nor identification (“I’ve been there”), but rather the ability to make
sense of the person’s world without getting lost in it. This true and genuine effort to understand where an individual is
coming from forms a foundation for helping conversations. Henceforth, we can initiate conversations about how the
person might move forwards with positive healthy lifestyle and behaviour changes. A gentle empathic intervention
style will appeal to most facilitators; however, many will wonder if it has any significant impact on outcomes.
Research from the health arena suggests that there are large differences in outcomes across the caseloads of
workers on the same programmes, delivering the same interventions to similar groups. Rates of successful outcome
and programme completion appear to vary dramatically depending upon who is facilitating the programme (Miller,
Wilbourne and Hetema, 2003). Essentially, the evidence suggests that empathic helpers have better outcomes
than those who take a confrontational, dogmatic, or overly directive approach. Treasure (2004) concurs, suggesting
that confrontation produces high levels of resistance, while more empathic approaches reduce opposition. Indeed,
confrontation as a means of efficacious facilitation has a very limited scientific basis. Therefore, we strongly argue
against the use of confrontation in facilitating change, favouring instead a less directive empathic approach.

Autonomy

Autonomy involves honouring the young person’s irrevocable right and capacity for self-direction and selfdetermination, with each individual having the right to choose their own way. Walters and Rotgers (2011) describe
autonomy as “having the perception that one is in charge of one’s own behaviour, that one does it by one’s own
choice” (p.285). When given this freedom, young people tend to grow naturally in a positive direction. This is, of
course, the polar opposite of seeking to coerce, control, or hoodwink people into change. Acknowledging the young
person’s freedom to choose generally diminishes resistance, whereas constraining one’s choices and pushing them
down a particular path to change appears to increase defensiveness. As facilitators, we must let go of the idea that
we can make people change. We need to create in ourselves a certain detachment from other people’s outcomes.
This is not an absence of caring, it is a simple recognition of people’s rights to make decisions about the courses of
their lives (Miller and Rollnick, 2013)—perhaps even bad ones!
Rollnick et al. (2008) are in agreement on the importance of “honouring patient autonomy” (p.7), where the facilitator
accepts that people can and do make choices about the courses of their lives. Within this context, we may “inform,
advise, even warn, but ultimately it is the [young person] who decides what to do” (p.7). Recognising and honouring
autonomy are crucial in facilitating learning and lifestyle and behaviour change. It is often the process of letting
go and acknowledging the other’s right not to change that makes change possible. Coercion, deadlines, punitive
interventions, and facilitator-imposed goals undermine and erode motivation as they create a sense of an external
locus of control (Walters and Rotgers, 2011). A person’s ability to choose cannot be taken away. Even in the most
extreme circumstances, including imprisonment and mandated programmes, people still retain the ability to make
autonomous choices about the shape of their lives.
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In addition to the clear philosophical and ethical imperatives for honouring the young person’s autonomy, there are
also pragmatic reasons for letting the person choose. Retention in a broad range of helping, educational, and support
programmes is improved when young people focus on their own individual reasons for learning and change. They
tend to be more open and receptive when they can identify their own reasons for change and perceive that they have
a say in that process (Miller, Forcehimes and Zweben, 2011). There must be a clear emphasis on the creation of a
collaborative relationship that affirms the person’s choice and autonomy in relation to change.

Affirmation

Affirmation involves acknowledging the young person’s strengths and efforts. This represents the very opposite of
trying to find what is wrong with people. Affirmation is an intentional way of communicating—not merely a private
experience of appreciation. In affirming the young person, we are expressing real and genuine appreciation of their
struggles and difficulties and recognising and acknowledging their achievements. We are essentially trying to catch
them doing something right!
Taken together, these four person-centred conditions of absolute worth, autonomy, accurate empathy, and affirmation
convey what is meant by acceptance (Miller and Rollnick, 2013).

Compassion
Compassion involves actively promoting the young person’s welfare and giving priority to their needs or benevolently
seeking and valuing their wellbeing. It involves understanding the suffering of others and is often seen as a
fundamental aspect of human connectedness. It is said to originate from the Latin for ‘co-suffering’. It commonly
gives rise to an active desire to help to alleviate another’s suffering. In Christian terms, it is sometimes articulated
as doing to others what you would have them do to you. The Dalai Lama has articulated it as a “wish to see others
free from suffering” (Miller and Rollnick, 2013). This is a deliberate commitment to pursuing the rights and welfare
of others. It is added to the spirit of MI because it is possible to pursue the other three elements in pursuit of selfinterest. A skilful salesperson establishes a working partnership, evokes the customer’s goals and values, and
recognises that the customer has the autonomy to buy or not. Compassion, however, ensures that services are
provided for the benefit of young people and not service providers. In the words of Miller and Rollnick (2013, p. 21),
“to work with compassion is to have your heart in the right place so that the trust you engender will be deserved”.
Prendergast, (2012) reporting from the health sector, has conceptualised a ‘footprint of compassion’ as a model that
facilitators can apply as a ‘litmus test’ (p.2) of what it takes to practice with compassion. This provides a standard by
which one can measure competence in facilitating the compassionate care of another person, suggesting that “the
healing experience left by […] professional[s] as they walk the journey of compassion […] can be conceptualised
as a footprint of compassion...” (p.2). This footprint encompasses ten capabilities: Understanding, Empathy, Caring
integrity, Hope, Mutual respect, Knowledge, Kindness, Appreciation, Acceptance, and Thoughtfulness.
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Understanding: involves grasping the culture and values of the other person.
Empathy: congruent with the Rogerian concept as outlined above, involves understanding the other’s
“plight”. (p.6)
Caring integrity: demands that facilitators demonstrate “sincere caring about the welfare” (p.6) of
the person.

Hope: challenges the facilitator to see light at the end of the tunnel in a way that is comforting and healing
for the other person.

Mutual respect: involves having respect for the person and demonstrating mutual respect for colleagues
and co-workers.

Knowledge: of the persons problems and challenges is seen as central to the provision of efficacious
education and care.
Kindness: is internationally recognised as an indicator of quality education and care.
Appreciation: involves appreciating the efforts and achievements of the person and co-workers alike. It
notable that it includes both celebrating success and acknowledging effort.
Acceptance: involves the person coming to their own acceptance of their problems and challenges and
invites the facilitator to accept that they can only provide quality support as part of a broader team.
Thoughtfulness: allows the person to “experience healing simply by knowing there are individuals who are
thinking about their needs” (p.9).
Prendergast’s (2012) conceptual framework for compassionate care is congruent with Miller & Rollnick’s (2013) spirit
of MI and is rooted in Rogerian person-centred principles.

Evocation
Whilst a young person may not be motivated to do what the facilitator wants, they generally have their own
personal goals, values, and aspirations. Part of the art of MI is connecting the lifestyle or behaviour change
with the person’s own values and concerns. Many contemporary approaches operate from a deficit model,
suggesting that the person lacks something that can be installed or inputted by the facilitator. Assessment and
evaluation tools too often focus on detecting deficits in the other person and attempting to correct them. MI
suggests that people already have within themselves much of what is needed and that the facilitator’s role is to
draw it out or call it forth. Thus, it is essential to focus on the young person’s strengths and resources rather than
their weaknesses. The young person is seen to have what they need in order to change and, collaboratively, we
can help them find it. People generally have good reasons to do what they are doing as well as the wisdom to
find their own way forwards.
Early MI research established that once people had resolved their ambivalence or uncertainty about change, they
often went ahead and made changes without additional professional help. F4L seeks to draw out participants’ internal
wisdom. Thus, facilitators are required to be keenly interested in understanding each young person’s perspective
and internal way of knowing. We know that people who are uncertain about change frequently internally rehearse
reasons to change and reasons not to change. The pro change arguments that young people have themselves are
likely to be far more persuasive than anything the facilitator can come up with. The facilitator’s role, therefore, is to
evoke and strengthen the change arguments that are already within the young person (Miller and Rollnick, 2013).
This spirit, which lies at the intersection of these four components, in our opinion, represents a cornerstone of what
makes change and transformation happen for young people within the F4L programme.
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Facilitating Change – Core Skills
The OARS acronym has become synonymous with the person-centred approach to MI. Miller et al. (2011) have
described it as “four fundamental skills that form a client-centred foundation and safety net [in helping]” (p.55). The
OARS acronym offers a useful way to remember four key skills for promoting behaviour change: Open questions,
Affirmations, Reflections, and Summaries. According to Miller et al., (2011) they have a multitude of uses, including
getting the change conversation started and guiding the facilitator should they get a bit lost along the way. These
four areas, along with Information giving, form the core skills of all brief motivational conversations. Miller and
Rollnick (2013) have commented that they represent the “prerequisite skills” (p.35) that are used strategically “to
help people move in the direction of change” (p.35). In presenting this section, we draw from a number of sources,
including Miller and Rollnick (2013), Matulich (2013), Miller et al., (2011) and Rollnick et al. (2008).

Figure 13 - Facilitating Change - Core Skills
AFFIRMATIONS
OPEN QUESTIONS
REFLECTIONS
SUMMARIES
INFORMATION GIVING

Open questions

Open questions are useful in inviting the young person to begin to talk about their issues and concerns. You can
use open questions to encourage the person to talk and tell their story. They tend to elicit a descriptive or larger
answer than closed questions that may simply evoke a “yes” or “no”, allow for a fuller and richer discussion, be nonjudgemental, and allow the young person to ‘think out loud’. Open questions allow the young person to do most of
the talking in their own words. They reinforce the fact that the conversation is about the young person and encourage
them to give examples of their concerns about current lifestyle/behaviour choices. Above all, open questions are
designed to be evocative in that they:

• encourage the young person to talk about change/how things may be different
• encourage the young person to rehearse their strengths/resources
• encourage the young person to talk about past success
Open questions should emphasise the ’open’ rather than the ‘question’, giving the person an opportunity to
explore, discuss, and reflect rather than feel interrogated. They can be very useful for (i) information gathering, (ii)
identifying target behaviours for change, and (iii) beginning to elicit a discussion about change. They may include
the following examples:
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Table 5 - Sample Open Questions
“Tell me a bit about your home circumstances at
the moment.”

“What would you like to achieve during our session
today?”

“How does exercise fit into your everyday life?”

“What concerns you most right now about your
assignment?”

“What do you already know about the effects of drinking
on your sleep pattern?”

“What would be most useful for us to focus on for the
rest of our time?”

“Tell me a little bit about your employment plans.”

“What makes this change so important to you?”

“Tell me what you would like to achieve in relation to
this module of the course.”

“How would you go about achieving that?”

“How has your drug use affected your relationship with
your mother?”

“Tell me what concerns you most about …?”

“What else do you do to relax?”

“How does this affect your day?”

“What is your experience of the programme so far?”

“What has worked for you in the past?”

“What changes would you like to make to your diet?”

“How do you think you might resolve that?”

“So, what are you thinking about your career
opportunities at this point?”

“What do you think improves your concentration?”

“How are you feeling today?”
Open questions leave plenty of scope for the person to discuss what concerns them. They can help in moving the
discussion forwards by sharing responsibility for the conversation. Answers to open questions often disclose the
person’s own wisdom, revealing details of challenges and problem behaviours or highlighting the direction that the
helping conversation may need to take. When it comes to asking questions, a good rule of thumb is to:

• listen before asking a lot of questions
• avoid asking more than three questions in a row
• offer two reflections for each question that you ask
(Miller, Forcehimes and Zweben, 2011)
You may ask, what then for the closed questions? Closed questions have an important role in assessment and
information gathering. However, the key skill is not to overuse closed questions as they can be interpreted as
interrogative, break rapport, and damage the helping relationship.

Affirmations

Affirmations, which are a key aspect of the spirit of MI, are statements made by the facilitator that recognise the
person’s strengths, accomplishments, achievements, and positive behaviours. These statements help to enhance
the person’s self-efficacy by pointing out what they are accomplishing or have accomplished in the past. Affirmations
show respect and appreciation for the person and help to engage them positively in the helping encounter. It is
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important to look for opportunities to affirm the person by finding things that you can admire and respect about them.
Words or utterances from the facilitator that accentuate something positive about the person’s strengths, efforts,
intentions, or worth help to build self-confidence and self-efficacy and copper-fasten the helping relationship. True
affirmations are given in a genuine manner and reflect something genuine about the person. They are quite specific
and, therefore, explicitly linked to observable behaviours, efforts, or characteristics. Affirmations may include the
following examples:

Table 6 - Sample Affirmations
“You have managed to go for a walk three times this
week, well done!”

“I really appreciate your coming in to see me today.”

“You are looking really trim since you started your
healthy eating programme last month.”

“You’ve demonstrated commitment to finding some
solutions by coming here today.”

“You came up with many great ideas on how to reduce
your drinking—great job brainstorming today!”

“Your commitment to being successful on this module is
commendable—well done!”

“I can see that you are the kind of person who
takes her responsibilities seriously, wanting to do the
right thing.”

“You have managed to have four alcohol free days this
week—well done!”

“You have been working so hard at being a good parent,
I am really impressed with your willingness to stick with
it even when the going was tough.”
It is useful to remember a few key rules in giving affirmations:
• Demonstrate your support and understanding of the person’s personal circumstances.
• Express a real and genuine appreciation of their struggles and difficulties in getting to this point.
• Recognise and acknowledge any efforts or changes made so far—even small ones that they may not see
themselves.
• Positively reinforce all achievements by focusing on success rather than failure by catching the person doing
something right.
• Watch your tone of voice and body language. They must be congruent with the affirmations given—remember
you cannot fake it, young people will nearly always find you out!

• Avoid sounding patronising or talking down to a person—this is a particularly sensitive cultural issue in Ireland
as we do not always take compliments well, and affirmations that may work well in other cultural traditions can
seem a bit over the top and false to Irish people.

Reflections

Reflections are statements made by a facilitator that mirror or repeat what they hear the young person say or observe
them doing. They are generally a guess or working hypothesis about what is going on for the person. Essentially, we
are reflecting what we think the person means by what they say or what emotions are manifest in their communication.
A good reflection should be delivered with confidence and clarity in as far as possible. It can stand in its own right and
does not necessarily need to be followed by a question. A key value of using reflections early in the conversation is
that they can be used to (i) convey the fact that you are listening to the person, (ii) confirm that you understand what
they are saying, (iii) gather information, and (iv) help to build rapport.
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Reflections can be offered by parroting or paraphrasing and can be simple or complex. A parroted reflection repeats
verbatim what the young person has said, while in paraphrasing, the facilitator puts the statement into their own
words. Simple reflections echo the meaning, tone, and general gist of what the young person has said, whereas
complex reflections add some extra meaning or understanding to the young person’s statement. A good reflection is
not just based on listening to the spoken word, it also acknowledges the emotion behind it. It encourages ‘talking’ and
‘thinking’, in so far as the young person hears what they say themselves and then hears it again from the facilitator.
In hearing their statement twice, they are afforded an opportunity to ‘think’ in more depth about the issue. In effective
reflective listening, the facilitator pays close attention, checks the accuracy of their understanding of what the person
has shared, and exhibits an empathic approach. In summary, reflections allow the young person to do the following:
• voice thoughts or feelings they may not have talked about before
• feel understood
• feel accepted without judgment
• hear their thoughts and feelings restated
• make themselves clear by adding to or changing what they have said
• talk about both sides of an issue
• set realistic goals and decide how to achieve them
Reflections may include the following examples:

Table 7 - Sample Reflections
• Person’s statement: “I’m not sure why I’m here. My rehabilitation worker said I should come to see you”.
• Reflection: “You’re not sure why your rehabilitation worker has suggested you come and chat with us”.
• Person’s statement: “I’ve been worried about my cannabis use for a while. I don’t think I’m an addict, but I’m
worried that I might be using too much”.
• Reflection: “You’re worried that you might be smoking too much cannabis”.
• Person’s statement: “I’m not at all sure about being here. I don’t feel at ease in this place”.
• Reflection: “You are feeling uncomfortable here at the moment”.
• Person’s statement: My mother is the one who landed me in this place. I don’t know what her problem is
with me”.
• Reflection: “You are angry with your mother for pushing you to come here”.
• Person’s statement: “I just don’t know how I ended up dropping out of school”.
• Reflection: “You are not too sure why things didn’t work out at school”.
• Person’s statement: “I’ve been out of home for the last year and got up to some bad stuff”.
• Reflection: “You have concerns about some of your behaviours since you left home”.
• Person’s statement: “I really want this course to work for me and help me get a job”.
• Reflection: “Being successful in this course and getting a job is very important to you”.
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Adequate reflections will generally encourage the person to talk and progress the conversation. We should not
be overly anxious about getting it wrong. The person will correct us and continue with the flow of conversation if
the working relationship is open, positive, and non-threatening. Reflections demonstrate the facilitator’s interest
and commitment to understanding where the young person is coming from. Reflections offer a good alternative to
questioning. The person will often withdraw or disengage from the conversion and discord will emerge if questioning
is excessive.
A few key rules are helpful in making reflections:
• They should be real and in keeping with the following aspects of the person:
• Language—this is particularly important in inter-cultural communication or with colloquial language variations.

• Cultural/religious traditions—this is particularly important as we become a more diverse multi-cultural society.
• Level of education—the young person needs to be able to understand the message or theme within the reflection.

• Cognitive function and ability—this may be an issue where the person has an acquired brain injury or
additional needs.
• They should use ordinary everyday language rather than professional jargon.
• They should avoid sterile, false, ‘laboratory-type’ reflections.
• They should endeavour to reflect accurately what the young person has said, which requires careful listening.
Nonetheless, facilitators are only human, and reflections are only a working hypothesis, so they do not have to be
perfect to be effective.

Summaries

Summaries are best described as a collection of reflections where the facilitator reflects some of what they have
heard the person say during a major portion of or at the end of a session. Summaries have multiple uses. They can
be used to (i) highlight or reinforce important change statements that the person has made, (ii) make sure that you
understand what the person expects from the session, (iii) connect different aspects of the session, or (iv) transition
onto a new issue or topic. They are particularly useful if you get stuck—it is often said that if you are in doubt,
summarise! Rather than relying exclusively on questions, a summary gives you time to see if the young person
wishes to add anything or clarify issues for you. In addition, when you hear yourself summarising, you may get clarity
on how to proceed. The following points should be kept in mind when summarising:
• We should gather the main points of what the person has said and reflect them back at intervals.
• It is very important to summarise as we go along—long summaries at the end of a session can be difficult to
follow (for the person and facilitator alike).
• We should give a brief overall summary at end of the session that highlights content, main themes, and
significant emotions that have been evident in the session.
• We need to be careful that we do not overwhelm the young person with summaries—especially if there has
been distressing content in the session.
• Summaries may be followed by an open-ended question that helps to move the discussion to new plane.
A sample summary is outlined below.
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Table 8 - Sample Summary
™So, John, let me see if I understand what you are saying. You have come to see us because you are worried that you won't be
able to get a job. You have noticed that your confidence has dropped over the past year. You find yourself using drugs regularly
at weekends and during the working week. This change in your pattern of use has worried you because you know it will be
difficult to get a job and hold on to it if you are using drugs regularly. You would like to get a handle on your life now while you
still have time and opportunity. So, tell me, how can I help you?∫

If you pause for a moment after the summary, the young person will generally let you know if you have got it right. This
pause gives them an opportunity to correct you and fill in any gaps. In effect, it gives the facilitator and the person an
opportunity to co-author the story. Like reflections, summaries do not have to be 100% correct; what matters is that you
are genuinely attempting to understand the young person’s perspective. You can also directly ask them for feedback on
your interpretation of the story so far, for example:

“Have I got things right so far?”

”How does that sound to you?”

“How am I doing so far?”

“Am I missing anything?”

“Does that accurately describe how things
are right now?”

“Is there anything else?”

“What have I missed out on?”

Information Giving

MI underpinned by a gentle guiding style can be utilised to provide the young person with valuable information that
can inform their decisions about change. This may include (i) informing the person of your role and what help you can
offer, (ii) advising of the consequences and harms associated with their current lifestyle/behaviour choices, or (iii) giving
information about the change options available to them. The work of Miller & Rollnick (2013) and Rollnick et al. (2008)
is instructive in articulating this critical aspect of MI. Rollnick et al. (2008) have highlighted the importance of asking
permission, offering choice, and talking about what others do when giving information. It is important not to simply ‘unload’
information onto the person. We must be watchful in accurately understanding their needs and perspectives to allow
them to reach their own conclusions about the relevance of the information offered. It is important to remember that the
young person is free to agree or disagree, to take heed or not (Miller and Rollnick, 2013).
Asking permission is fundamental to a collaborative helping approach. If the facilitator respects the young person’s right
to autonomy, then they are obliged to seek permission before giving advice. Unsolicited advice is likely to elicit resistance
and hinder progress towards change. Permission can be sought with simple straightforward questions, for example:

“Would it be OK if we take some time to talk about
your course options?”

“There are several things you can do to improve your
concentration. Would you like to hear some of them?”

“Would you like to know more about the effects of
cannabis use on your health?”

“We have a few minutes left in our session today.
Would you be willing to talk a bit about your health and
wellbeing module”?

In addition to reinforcing the collaborative spirit, permission seeking opens the conversation and stimulates the
person’s curiosity to hear more and significantly reduces resistance.
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Offering choices when giving information is another good way of emphasising the young person’s autonomy. They can
then use your expert opinion to make informed decisions about their lifestyle/behaviour choices. It is wise to avoid a
situation where you make suggestions one after another with the person rejecting each one consecutively. This can be
achieved by offering a range of choices at the same time and then asking the person which one would suit them best.
For example, if a young person expresses an interest in reducing their alcohol intake, you could approach it as follows:
People use many different strategies to cut down on their drinking. Some keep a drinking diary to monitor their use on a daily
or weekly basis, others restrict their drinking to two nights at the weekend with an upper limit on intake each night, and still
others, find it useful to have a trial period of abstinence. Which of these do you think would suit you best?
Talking about what others do is another useful strategy. You let the person know what others have done in similar
circumstances, giving them an opportunity to learn from other people’s experiences. This helps to avoid a situation
where you tell them what to do. The person can then then let you know what might work for them and, in so doing, they
are actively talking about change.
The Elicit-Provide-Elicit model offers another useful framework for giving information. This literally draws forth from
the young person what they need and want they know about a particular issue. This can be achieved in three simple
steps: firstly, in eliciting, you take time to seek permission, draw out what the young person already knows, and clarify
information gaps. You may choose to ask: “what do you already know about the type of college courses available to
you?”. You may also ask: “what would you most like to know about further education?”. This allows the young person
to tell you what information is most important to them, helping to keep the conversation on track with their own agenda.
You are then ready for the second step, to provide relevant timely information in manageable chunks. A statement like:
“would you like me to tell you a bit more about the key steps to getting a driving licence?” is a good preface to providing
information about the driving test. You may also talk about other people’s experiences at this point, e.g., “some people
find it easier to get a job when they have taken a little time to prepare their CV”. Several key tasks should be kept in mind
at this stage: (i) prioritise the person’s agenda, (ii) be clear, (iii) continue to support the person’s autonomy, and (iv) avoid
prescribing the person’s response. The third stage requires further eliciting the person’s response or understanding of
the information just given. This essentially involves asking for the person’s “interpretation, understanding or response”
(Miller and Rollnick, 2013, p. 139). Synthesising questions such as “what do you make of that?”, “what does that
mean for you?”, or “what do you think about that?” can be useful here. You may also wish to establish what else the
person would like to know about the issue by asking, for example, “is there anything else you would like to know about
employment support services?”.
The Elicit-Provide-Elicit steps can be summarised as follows:

Table 9 - Elicit-Provide-Elicit Model
Elicit
• What does the young person already know?
• What would they like to know?
• Seek permission (NB)

Provide

• Provide clear information
• Talk about what others do
• Give information in bite-size chunks
• Clarify understanding

Elicit

• Synthesising question—“What do you make of that?”
• What else do they want to know?
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Ambivalence

Ambivalence or uncertainty is perfectly normal in the change process. It includes simultaneous conflicting emotions,
where the young person is ‘torn’ between two or more options. Contemplating change draws the young person to
think about the pros and cons of change. This involves self-talk, where various options are weighed up. It is often
seen as a contemplation phase. At this stage, the young person may be:
• aware that a problem or challenge exists
• thinking about making a change sometime in the future
• in process of ‘thinking about’ rather than ‘acting’ on change
• beginning to acknowledge their own and others’ concerns about their current behaviour/lifestyle choices
• beginning to explore reasons to change
People literally talk to themselves about potential change. They can talk themselves into change by voicing
pro-change arguments, ‘change talk’, and they can talk themselves out of change by anti-change arguments that
present as ‘sustain talk’ (Miller and Rollnick, 2013).

The Language of Change
Figure 14 - Moving from Sustain Talk to Change Talk

SUSTAIN TALK

MOTIVATION

CHANGE TALK

Change Talk

Change talk can be described as any client speech that favours movement in the direction of change. This talk is
usually linked to a particular behaviour change target. It may include talking about getting more exercise, eating a
healthy diet, stopping smoking, reducing alcohol intake, getting back into education, or preparing for a job interview.
When we hear change talk, we can use the acronym EARS to guide our response.
• E = Elaborate: Asking for elaboration—more detail, in what ways, an example, etc.
• A = Affirm: Commenting positively on the person’s specific change statement
• R = Reflect: Reflecting the change statement back to the young person
• S = Summarise: Collecting change statements and summarising them back to the young person

Sustain Talk

Sustain talk can be described as language that indicates a preference for maintaining the status quo. Traditionally,
client movement away from change was characterised as resistance. In this context, the client was often blamed for
being difficult and resistant. We now know that there is nothing pathological about sustain talk; it merely reflects one
side of the person’s ambivalence. The remainder of what was traditionally called resistance is now recognised as
‘discord’, where the young person becomes annoyed with the facilitator. In ambivalence, both sides of the argument
are reflected in the person’s internal dialogue. A prevalence of sustain talk or an equal mix of change and sustain
talk is associated with lack of movement and maintenance of the status quo, whereas a predominance of change
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talk is indicative of consequent behaviour change. It is important to remember that the more the person verbalises
sustain talk, the more they are likely to talk themselves out of change. In successful helping conversations, change
talk should outweigh sustain talk as the session progresses.

Processes of Motivational Interviewing
Miller and Rollnick (2013) propose that MI is best practiced within four processes that are somewhat linear, yet
also recursive (i.e., recur on cyclical basis). These processes of Engaging, Focusing, Evoking, and Planning are
constructed to embody the spirit of MI. They help to focus the session on an identified target behaviour/lifestyle
issue while evoking the person’s own motivations for change.
Engaging represents the relational foundation of MI and sets the stage for the remainder of the helping interaction.
It emphasises Roger’s client-centred skill of accurate empathy (Rogers, 1961) by listening carefully and reflecting
back to the person in a non-judgemental and supportive way. These skills are fundamental to developing a helping
alliance. Miller and Rollnick (2013) argue that healing is not primarily a process of dispensing expertise but one
requiring self-exploration of the young person’s experiences and perceptions. Mastering the skills of accurate
empathy and reflective listening can facilitate this exploration. Recognising and affirming the young person’s
strengths and motivations are key elements of the engagement process. The use of core skills (OARS) traverses
the four processes and facilitates an understanding of both sides of the person’s ambivalence. In the engagement
process, the use of OARS is designed to provide clarity and to ensure the person is clearly heard and understood.
Replacing fact-finding questions with reflections facilitates conversation.
This leads to the second process, Focusing, which is an ongoing process that clarifies the direction of the change
conversation. This is the process by which the facilitator develops and maintains a specific direction in the
conversation about change. Some young people will arrive ready to make changes in their lives, while others may
be unsure of their next steps. Helping them to identify their own area of ‘stuckness’ and ambivalence is critical
at this point. This process utilises the techniques of agenda mapping, finding a focus, and providing advice and
information. Agenda mapping is a collaborative process, which focuses on eliciting the person’s agenda through
simple questions such as “what brings you here today?” or “what would you like to talk about today?”. Miller and
Rollnick (2013) liken agenda-mapping to having a conversation about a conversation, or preparing the person to
focus and maintain concentration on the change goal during the conversation. Diagrammatic tools, such as bubble
grams or funnels, are often used to identify talking topics and to prioritise the focus of the session. This can take a
non-defined amount of time and often requires revisiting during the session.
Evoking, which is the third process and draws out the person’s own motivations for change, lies at the heart of
MI. It seeks to recognise when the young person is willing or ready to move towards change. The facilitator firstly
encourages change talk or self-expressed language that amounts to an argument for change (Miller and Rollnick,
2013) and secondly listens for and reinforces the person’s own arguments for change. The goal of evoking is to
increase the amount of attention that the person gives to talking about change. It is within this process that exploring
and resolving ambivalence (uncertainty) is addressed. A key factor that can derail the conversation relates to the
facilitator’s ‘righting reflex’ (in which the facilitator tries to fix, tell, or correct the young person). Another area of
difficulty is the premature focus trap, where the facilitator tries to move the person into the change planning process
prematurely, often resulting in increased sustain talk, where the person voices anti-change arguments.
The fourth fundamental process, Planning, involves developing a specific change plan that is action orientated and
that the young person is willing to implement. Again, this is a collaborative process, which moves from the ‘why’
to the ‘how’ and utilises the core skills (OARS) to develop commitment to change. It is essentially the process of
developing commitment to change and formulating a concrete plan of action. This plan comes from the young
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person and is based on their unique values, wisdom, and self-knowledge. This collaborative process helps the
facilitator to avoid becoming directive and helps them to only offer input with permission. It can also involve reality
checking a change plan with the young person where it is deemed unrealistic or unattainable. The four processes
are summarised in Figure 15 below.

Figure 15 - Four Fundamental Processes of Motivational Interviewing

Engaging

Evoking

Focusing

Planning

Key Takeaways
• F4L embraces Motivational Interviewing (MI) as a key intervention strategy to support participants in making
lifestyle changes that reduce risk behaviours and enhance participation in employment, education, and training.
• There is consistent evidence that supports the use of MI with young people in supporting them to engage with
employment and educational activities.
• MI offers a form of collaborative conversation that strengthens the young person’s own internal motivation and
commitment to change a specific lifestyle or behaviour choice.
• Interventions are guided by four interrelated elements: collaboration, acceptance, compassion, and evocation,
known as the Spirit of MI.
• The OARS acronym, which has become synonymous with this person-centred approach, is used to articulate
the key skills of MI, including Open questions, Affirmations, Reflections, and Summaries.
• MI underpinned by a gentle guiding style can be utilised to provide young people with valuable information that
can inform their decisions about change. The most common model of information giving utilised within MI is
referred to as the Elicit-Provide-Elicit model.
• MI is best practiced within the four processes of Engaging, Focusing, Evoking, and Planning, which are
constructed to embody the Spirit of MI. They help to focus the helping conversation on an identified target
behaviour/lifestyle issue while evoking the young person’s own motivations for change.
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Chapter 6: Evidence-Based Teaching and Learning:
A Joint Endeavour
Introduction

Whilst every education programme may have a different goal or outcome, the methods and processes used in
pursuit of these goals and outcomes are often built upon common core pillars. Some of these pillars include content,
teaching and learning strategies, differentiation, assessment, and feedback/reporting.
1. Content/Curriculum: the information that will be taught.
2.Teaching and Learning Strategies: how the information will be taught and learned.
3. Differentiation: how the teaching and learning strategies and/or content can be tweaked to ensure every
participant is learning to the best of their ability.
4. Assessment: checking how much the participants have learned and identifying what, if anything, was not
learned. Identifying elements of content that have not been learned is crucial in determining what teaching and
learning strategies are appropriate and most beneficial. This can also help to highlight a strategy that has been
unsuccessful in meeting a particular learning outcome.
5. Feedback/Reporting: identifying strengths and areas for development. This usually occurs after an element
of assessment.

Content
Given that participants engaging with Foundation 4 life (F4L) are NEETs, content should focus on information and
material that aims to bridge the gap between their current circumstances and engaging with employment, education,
or training. It is also important to incorporate a variety of content to meet the needs and interests of all participants
(Hoyt-Oukada, 2003). Furthermore, it is important to ensure that varying levels of difficulty are apparent in the content;
that is, that all learners can access content that is in line with their abilities and interests. It may also be beneficial to
engage in consultations with participants about what content and material they would like to engage with. This can
help to develop a cooperative relationship between participants and facilitators. Moreover, it may be a useful method
by which facilitators can ensure that the content they deliver is of interest to, relevant to, and valued by participants
(Meyer and Bushney, 2008). Moreover, it is imperative that participants be exposed to content with elements they are
already familiar with in addition to new material that builds upon their prior knowledge. Finally, negotiating, agreeing,
and sharing the intended learning outcomes and intentions with the learners is vital. By sharing and defining the
learning, learners are clear as to what is expected of them, and it also promotes greater ownership within them.

Defining The Learning

In order to clearly define a period of learning, it is essential that both the teacher/facilitator and the learners are
explicitly aware of what the intended learning is. Making leaners explicitly aware of what they will learn can be done
by creating and sharing learning outcomes, learning intentions, and success criteria with them. Learning outcomes
are the broadest of the three and are further specified using learning intentions. Success criteria are the most specific
definition of the learning and are written from the learner’s perspective.
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The use of ‘action verbs’ is central to the development and creation of effective learning outcomes, learning intentions,
and success criteria. ‘Action verbs’, as used and described by Benjamin Bloom, outline the knowledge, skills, and
understanding that the students will be able to display if the learning is achieved. Bloom uses a sliding scale of
action verbs to differentiate between differing levels of learning and understanding. On the lower end of the scale
of learning, learners are expected to just be able to remember previously learned information. At the higher end
of the scale of learning, learners are expected to be able to evaluate the learning, take a stance or develop an
opinion based on evidence, and elicit some meaning from it. Bloom’s action verbs are the cornerstone of effective
and meaningful learning outcomes, learning intentions, and success criteria. Moreover, it is recommended, where
possible, to negotiate, develop, and agree learning outcomes, learning intentions, and success criteria with learners.
By doing so, learners feel included in the learning process, feel their thoughts and opinions are valued, develop a
sense of ownership over and responsibility for the learning, and become more accountable for their own learning.

Bloom’s Taxonomy of Learning & Action Verbs ((Bloom, 1956))

Bloom’s taxonomy of learning can be classified into six levels: knowledge, comprehension, application, analysis,
synthesis/creation, and evaluation. These levels can be used to describe and classify observable knowledge, skills,
attitudes, behaviours, and abilities. Within these six levels, there are action verbs that can be used to elicit levels of
knowledge, comprehension and understanding achieved through learning. Please see Figures X and XX below for
further detail on this.

Table 10 - Bloom’s Taxonomy of Learning
Knowledge
Knowledge involves the ability to remember and recall previously heard or seen information. It requires no
understanding of the information.

Comprehension
This is the lowest level of understanding of knowledge or information within a learner. At this level of
understanding, the learner is unable to relate the new information to previously learned information or other
knowledge and understanding they may have.

Application
At this level, the learner can begin to apply their knowledge and understanding and make connections between
new and old information and learning. They may also be able to use this level of understanding to solve future
challenges or problems.

Analysis
Here, the learner is able to break down new learning material into its component parts and determine how each
part relates to another and affects the overall meaning or purpose of the information.

Synthesis/Creation
This requires significant critical thinking skills in the learner. At this level of understanding, learners will be able to
combine different elements of learning and information and create new structures and ideas for this information.

Evaluation
This is the highest level of understanding for the learner. When the learner is able to evaluate information
and learning, they are able to identify, analyse, and make a judgement on information and form their own
informed opinion.
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Synthesis/Creation and Evaluation are considered to be the highest order levels within Bloom’s taxonomy. In written
format, these two levels are often seen to be interchangeable as they generally occur simultaneously within the
learner. The two figures below outline effective and appropriate action verbs for each of the six levels of learning
outlined in Bloom’s taxonomy.

Figure 16 - Bloom’s Taxonomy of Action Verbs (Google Images)
Verbs that demonstrate Critical Thinking
EVALUATION
Appraise
SYNTHESIS

Argue

Arrange

Assess

ANALYSIS

Assemble

Choose

Analyze

Collect

Compare

APPLICATION

Appraise

Combine

Conclude

Apply

Categorize

Comply

Estimate

COMPREHESION

Complete

Compare

Compose

Evaluate

Compare

Construct

Contrast

Construct

Interpret

KNOWLEDGE

Describe

Demonstrate

Debate

Create

Judge

List

Discuss

Dramatize

Diagram

Design

Justify

Name

Explain

Employ

Differentiate

Devise

Measure

Recall

Express

Illustrate

Distinguish

Formulate

Rate

Record

Identify

Interpret

Examine

Manage

Revise

Relate

Recognize

Operate

Experiment

Organize

Score

Repeat

Restate

Practice

Inspect

Plan

Select

State

Tell

Schedule

Inventory

Prepare

Support

Tell

Translate

Sketch

Question

Propose

Value

Use

Test

Setup

Underline
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Ask
Cite
Associate
Classify
Compare
Constrat
Demonstrate
Describe
Discuss
Distinguish
Estimate
Explain
Express
Extend
Generalise
Give Examples
Group

Copy
Define
Describe
Draw
Duplicate
Find
Identify
Label
List
Listen
Locate
Match
Memorise
Name
Observe
Omit
Quote
Read
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Can you explain what is
happening... what is meant...?
How would you classify the
type of...?
How would you compare...
contrast...?
How would you summarise...?
Is this the same as...?
State in you own words...
What can you say about...?
What facts or ideas show...?
What is the main idea of...?
Which is the best answer...?
Which statements support?
Give an example...
Can you clarify...?

Can you list...?
Can you recall...?
Can you select...?
How did ___ happen?
How is...?
When did...?
Which one...?
Who was...?
Who were the main...?
Why did...?
What happened after...?
Can you name all the...?
State the definition of...?
State the rule of...?

Apply

Illustrate
Interpret
Interview
Link
Manipulate
Modify
Organise
Practise
Produce
Relate
Report
Schedule
Select
Simulate
Sketch
Solve
Show
Teach
Transfer
Use

How would you use...?
What examples can you find
to...?
Predict what would happen
if...?
How would you solve ___
using what you have learned?
How would you organise ___
to show...?
What approach would you
use...? Clarify why...

Questions

Act
Administer
Associate
Calculate
Categorise
Classify
Choose
Complete
Compute
Connect
Construct
Demonstrate
Determine
Develop
Discover
Employ
Establish
Examine
Experiment
Group

Key Words

Can students use the
information in a new situation
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Questions

Questions

Illustrate
Indicate
Infer
Interpret
Observe
Outline
Paraphrase
Predict
Relate
Report
Restate
Rephrase
Review
Show
Summarise
Translate
Visualise

Key Words

Key Words

Recall
Recite
Recognise
Record
Relate
Repeat
Reproduce
Retell
Select
State
Tell
What
When
Where
Which
Who
Why
Write

Can students explain ideas or
concepts

Understand

Can students recall or remember informaion

Remember

Low Level Thinking Skills

Evaluate

Examine
Explain
Focus
Highlight
Identify
Inference
Investigate
Isolate
Order
Organise
Outline
Point out
Prioritise
Question
Research
Select
Separate
Subdivide
Survey
Test

What is the function of...?
What are the main parts/
features of...?
What is fact? What is opinion?
What assumptions...?
What conclusions can you
draw...?
What is the most important
theme/idea?
Why did ___ changes occur?
What were some of the
motives behind...?
What are some of the
problems of...?
Can you distinguish
between...?
How would you classify?
What is the relationship
between...?
How could you categorise...?

Questions

Advertise
Appraise
Arrange
Assumption
Breakdown
Calculate
Categorise
Classify
Compare
Conclude
Contrast
Connect
Correlate
Criticise
Deduce
Differentiate
Discover
Discriminate
Distinguish
Divide
Establish

Key Words
Find Errors
Grade
Judge
Justify
Measure
Persuade
Prioritise
Rank
Rate
Recommend
Reframe
Score
Select
Support
Test
Weigh
Value
Verify

Which is more important...?
Find the errors.
Is there a better solution to...?
What do you think about...?
How would you have
handled...?
How effective are...?
What are the consequences
of...?
What influence will ___ have
on...?
What are the alternatives to...?
Do you agree with...?
How would you prove/
disprove...?
Would it be better if...?
How would you rate...?
What data was just to make the
conclusions...?
How would you justify...?

Questions

Advertise
Argue
Assess
Choose
Compare
Conclude
Consider
Convince
Criticise
Critique
Debate
Decide
Determine
Defend
Discuss
Dispute
Estimate
Evaluate

Key Words

Can students break down
Can the student judge, rate or
material into different parts and form an opinion on material
distinguish between them

Analyse

High Level Thinking Skills

Integrate
Invent
Make
Model
Modify
Negotiate
Originate
Organise
Plan
Prepare
Predict
Produce
Propose
Rewrite
Revise
Simulate
Solve
Speculate
Substitute
Test

Can you design a ___ to...?
Can you see a possible
solution to...?
If you have unlimited
resources, how would you deal
with...?
Devise you own way...?
Can you develop a proposal
which would...?
How would you test...?
Propose an alternative.
How else would you...?
What changes would you
make...?
How would you adapt ___ to
create a different...?
What could be done to
minimise/maximise...?

Questions

Adapt
Add to
Assemble
Change
Choose
Combine
Compile
Compose
Construct
Convert
Design
Develop
Devise
Experiment
Extend
Formulate
Hypothesise
Imagine
Improve
Innovate

Key Words

Can the student change material
or create something new and
unique

Create

Figure 17 - Bloom’s Taxonomy of Learning & Action Verbs

Verbs and Phrases to Avoid

When choosing verbs to guide and develop learning, it is important to ensure they are not vague, that is, they
should be clearly measurable and free of ambiguous wording. Below is a sample list of verbs and phrases that
should be avoided so as to ensure that learning is clear, specific, and measurable. The reason the below verbs
and phrases should be avoided is that, if students can display learning relevant to one of the below verbs or
phrases, there will be a more specific and measurable verb (outlined above) that could be used to describe
their learning.

Table 11 - Verbs and Phrases to Avoid
VERBS TO AVOID

PHRASES TO AVOID

Believe

Appreciation for

Realise

Awareness of

Comprehend

Comprehension of

See

Conscious of

Self-actualise

Interest in

Think

Knowledgeable about

Hear

Acquainted with

Recognise

Capable of

Know

Cognisant of

Conceptualise

Familiar with

Memorise

Knowledge of

Experience

Understanding of

Perceive

Understand
Feel

Learning Outcomes (Hattie, 2011)

Learning outcomes are descriptions of specific knowledge, abilities, or competence that a learner will gain as a
result of a learning activity such as a lesson, workshop, course, or programme. Learning outcomes are measurable
achievements that learners will be able to display when the learning is completed, and they enable learners to
understand and appreciate the significance of the material and how they will benefit from their participation in the
learning activity. Learning outcomes are also important for assessment and evaluation since they specify what
knowledge learners should have after completing a learning activity. Learning outcomes should contain a verb that
defines an observable action, a description of what the learner will be able to accomplish and under what conditions
they will be able to do so, and the performance level they should be able to reach.
Learning outcomes tend to focus on broad concepts that the learner will engage with and develop knowledge and
understanding of. In general, one learning outcome might represent the intended learning for one whole period of a
lesson, workshop, course, or programme. Learning intentions are a subdivision of learning outcomes.
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Learning Intentions (Hattie, 2011)

Learning intentions are more specific and detailed than learning outcomes. They clearly specify exactly what a
learner will learn in relation to the concept outlined in the learning outcome. In general, it is best practice to list three
learning intentions for every one learning outcome. If three learning intentions cannot be developed for a learning
outcome, then it may be that the learning outcome is too specific or the concept too vague. Similarly, if it is difficult to
keep to just three learning intentions per learning outcome, the learning outcome may be too broad and may need to
be broken down into two or more learning outcomes.
From the standpoint of educational theory, there are three types of learning intentions: cognitive, psychomotor, and
affective. Cognitive learning intentions focus on the knowledge and understanding that the learner will develop;
psychomotor learning intentions focus on the hands-on skills that the learner will develop; and affective learning
intentions focus on how the learning can change the values, attitudes, and beliefs of the learner with a view to
development and growth in the learner.

Success Criteria (Hattie, 2011)

Success criteria further develop and specify the learning outlined in the learning intentions. Success criteria are
the most specific description of the learning. Crucially, however, success criteria are written from the perspective of
the learner; that is, they are usually written in the first person, starting with “I can…”. This emphasises the learners’
ownership and responsibility over the learning whilst also augmenting their self-confidence and self-esteem by
highlighting the learning that they have achieved.
Success criteria can also be used as a checklist after a period of learning to assess whether the intended learning
has been achieved. If the learner can ‘tick the box’ for all of the success criteria, the intended learning has been
achieved. If they cannot tick every box, this can highlight areas for further learning or potentially (if it is common
among a group of learners) highlight the need to evaluate teaching strategies used.

Teaching and Learning Strategies
One of the most important elements of any education programme is the methods whereby teaching and learning
occurs. The teaching and learning strategies used must be two-pronged. Firstly, it is important for participants to be
exposed to a variety of methods (Nisbet and Shucksmith, 2017). Incorporating a variety of methods for teaching and
learning is the crucial first step in differentiating the learning to accommodate the individual learning needs of each
participant. No two participants will learn the same thing in the same way. Secondly, where possible, it is desirable
to use active learning strategies (Konopka, Adaime and Mosele, 2015). These active learning strategies place the
learners at the centre of the learning experience, making them the protagonists of discovery rather than passive
information receivers.

Learning Activities (Yelon, 1996)

Learning activities can be used to support the learning process at any of the levels of learning outlined by Bloom;
however, the timing and type of learning activity used can drastically increase and improve the quality of learning
experienced by the learners. One of the most widely recognised and used frameworks for learning activities was
created by Stephen Yelon in 1996. In his framework, Yelon outlines five types of learning activities: Motivation,
Orientation, Information, Application, and Evaluation. When choosing an activity to support learning, it is essential
for the activity to have a clearly defined purpose and is not just be used to fill time. Below is an outline of Yelon’s five
activity types and their intended purposes.
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Figure 18 - Types of Learning Activities
MOTIVATION

EVALUATION

ORIENTATION

LEARNING
ACTIVITIES

APPLICATION

INFORMATION

Motivation
This can be used at the beginning of and during periods of learning. Motivation activities are generally used
to generate motivation and enthusiasm in the learners for the learning. They can be used specifically at the
beginning of a period of learning to draw the attention and focus of the learners. They can also be effective
during a long period of learning if learners become distracted or bored, in which case a motivation activity may be
appropriate to refocus and re-motivate the learners.

Orientation
Orientation is usually used at the beginning of a period of learning to orientate the learners, i.e., to locate the
learners in the classroom at a particular moment in time to engage with a specified learning. It can help to draw
the focus, attention, and concentration of learners.

Information
Information activities are usually used towards the middle section of a learning. Usually, orientation and motivation
activities precede information activities. Information activities focus on presenting new information to the learners.

Application
Application activities are used to give learners an opportunity to apply their knew knowledge and understanding.
Application activities of varying levels of difficulty can be used to support learners in progressing from basic
comprehension to deep, meaningful understanding of information.

Evaluation
Evaluation activities provide the learners with the opportunity to critically examine information and create their
own informed opinions based on the evidence they have to hand. These activities can also be used to elicit
feedback about a learning programme from the learners themselves.
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Learning Styles (Marcy, 2001)

These learning styles can be categorised using the VARK acronym (Marcy, 2001). VARK stands for Visual, Auditory,
Reading, and Kinaesthetic. These learning styles are not specific to a particular age group or education setting;
instead, they are evident in people of all ages and in all social, educational, and professional settings (Pashler et al.,
2008). Learning is a lifelong process and is not confined to the boundaries of educational settings. Varied teaching of
learning strategies should aim to meet the needs of the different learning styles outlined below.

Table 12 - Four Types of Learners
Visual learners
Visual learners respond best to and engage more with information and content that is presented using graphics,
symbols, charts, arrows, and diagrams.

Auditory learners
Auditory learners prefer to hear information presented vocally or through recorded audio. They may
prefer not to take notes and instead focus on listening during class time.
Reading learners
Reading learners demonstrate a strong preference for learning activities that focus on reading and
writing. They are more likely than other learner types to take notes during class.
Kinaesthetic learners
These are hands-on learners, who prefer to learn by doing. Generally, this type of learner is the least
accommodated in conventional classroom settings.
It is important to note that the boundaries between the four learner types outlined above are not always black and
white. As many as 70% of learners display competence in more than one of these learning styles (Othman and
Amiruddin, 2010). Therefore, it is essential to employ varied and mixed teaching and learning strategies.

Figure 19 - Four Learning Styles
VISUAL

AUDITORY

READING

KINAESTHETIC
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For further information and reading about learner types and learning styles, see pages 66–69 of the document
linked below.
https://www.fess.ie/images/stories/ResourcesForTutors/TeachingandLearningInFurtherAndHigherEducation.pdf
Otherwise, Google the following:
‘Teaching and Learning in Further and Higher Education: A Handbook by the Education for Employment Project’.

Active Learning Methodologies

Active learning methodologies are those that explicitly involve the learner in the learning process. Active learning
is underpinned by critical thinking, discussion, exploring, creating, practicing, considering, solving, etc., and has
been proven to be the most effective way to facilitate learning (Kane, 2007). It does so by giving learners a sense
of ownership over their learning, reinforcing important concepts and skills, encouraging communication, providing
frequent and immediate feedback, building self-confidence, and increasing motivation. One of the simplest ways to
employ active learning methodologies is to use activities that aim to encourage learners to use and develop the skills
mentioned above. Active learning methodologies have also been shown to be most beneficial to lower achievers
(Prince, 2004). Furthermore, by employing active learning methodologies, different modes of delivery of content can
support learning for all learner types.
Below are some sample active learning methodologies described by the Professional Development Service for
Teachers (PDST) that may be beneficial to participants engaging with F4L. Please see the link below for the full
PDST ‘Active Learning Methodologies’ document.
https://www.pdst.ie/sites/default/files/teaching%20toolkit%20booklet%20without%20keyskills_0.pdf
You can also Google the following: ‘PDST Active Learning Methodologies’

Sample Learning Activities
Table 13 - Sample Active Learning Methodologies
Learning Logs/Reflective Journals
Learning logs can be used by participants to record new learning. Here, learners can look back on a problem they
encountered in their learning, identify new learning that occurred because of the problem, and consider how this
new learning may be useful in the future. Reflective journals are slightly different in that, instead of logging events
and learning, they aim to encourage participants to reflect on a particular experience and consider how they felt
about that experience, how their actions may have influenced the outcome, and what they might do differently in
future similar circumstances.

Goal Setting
Goal setting should be an anchor activity in any educational setting, particularly in educational settings like F4L.
The most tried, tested, and trusted tool used in goal setting is the SMART method. SMART goals are Specific,
Measurable, Achievable, Realistic, and Time-bound. Goal setting is an essential skill that can be developed to
help trigger new behaviours, provide direction and focus, and maintain motivation for change.

Mind Maps
Mind mapping is a useful method by which students can graphically record their thoughts and/or new information.
Generally, all information or thoughts are recorded on one single sheet of paper. This can be useful to help
people to summarise information and make connections and associations more easily. It can also be useful in the
generation of new ideas.
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Role-plays
Roleplays can be an effective way to expose participants to challenging situations that they might encounter
when attempting to reengage with employment, education, or training. In particular, interview roleplays may be
most beneficial to participants of F4L. Engaging in these roleplays allows them to develop their self-efficacy,
communication, and interpersonal skills. Moreover, these structured roleplays allow participants to develop in a
safe and supportive environment.

Cooperative Learning Strategies
Cooperative learning strategies are based around group work activities. They diverge from traditional group work
activities in that, to complete an assigned task, participants must work together. In other words, cooperative
learning activities cannot be completed if not attempted cooperatively. Cooperative learning activities encourage
the development of communication, listening, and teamwork skills.

Group Presentations/Teaching
Group presentations can take the form of cooperative or traditional group work activities. However, they aim to build
upon individual activities and encourage participants to present and communicate both their individual and group
learning. There is also ample opportunity to develop participants’ ICT (information and communication technology)
skills during preparation and presentation of their learning.

KWL
KWL is often used as an introductory and concluding activity. Its purpose is to ascertain what students already
know, what they would like to know, and, after a period of learning, what they have learned. Determining the
previous knowledge/understanding of learners is essential as it can highlight an appropriate starting point for
a period of learning. The aim of this activity is to help learners recognise and appreciate their prior knowledge,
identify gaps in their knowledge or new areas they would like to learn about, and to outline explicitly what it is they
have learned after an activity.

All the active learning methodologies outlined above aim to develop several key skills. These skills include critical
thinking, reflection, goal setting, communication, teamwork, listening, and ICT; and the developing of these skills is
also aimed at developing participants’ self-efficacy, confidence, and self-worth. These active learning methodologies
can all be tailored to meet the individual learning styles of all learners.

Differentiation
The principles of differentiation within the realm of education and the fundamentals of person-centred approaches are
closely aligned. Specifically, within education, differentiation is the process of varying the level of learning expected
of the student in line with their ability (Tomlinson, 2014). Similarly, person-centred approaches in education place
the individual at the centre of the learning experience and focus on helping the person to achieve their specific goals
(Korhonen, Linnanmäki and Aunio, 2014). Differentiation in teaching and learning is essential as, if material and
content is not tailored to individuals, participants can experience decreased interest and motivation for learning. This
is the case for both higher and lower achievers: if higher achievers deem the learning to be too easy, they might
disengage; whilst if lower achievers deem the learning to be too difficult, they too might disengage.
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There are three main modes of differentiation: differentiation by content, differentiation by task, and differentiation by
outcome (Bartlett, 2015). Differentiation by content simply involves altering the difficulty level of content to meet the
individual abilities of each learner. Differentiation by task involves altering the process of a learning activity for one or
more learners in a manner that takes account of their learning ability or learning style so that all learners can achieve
a common learning outcome; in other words, different learners complete different learning activities. In contrast,
differentiation by outcome may involve a common learning activity for all learners, but the intended learning outcome
may be different for some or all learners in line with their ability.
Whether intending to differentiate by content, task, or outcome, there are some common differentiation strategies that
can be used. A brief outline of a sample is shown below.

Sample Differentiation Strategies
Think-Pair-Share
Think-Pair-Share (TPS) is both an individual and collaborative learning strategy. The process of TPS
involves learners thinking individually about a question, for example, pairing off with another learner
in the class, discussing their thoughts, and then sharing these thoughts with the larger group. TPS
is effective for many reasons. Firstly, it provides students with the space to think individually about
a topic or question, allowing them to formulate their own thoughts and ideas. Secondly, it develops
communication skills when students share their thoughts in pairs whilst also providing opportunities
for students to see and appreciate the thoughts and perspectives of others. Finally, it can provide a
backbone to or scaffold a discussion about a topic or question, thus improving learner engagement.
Grouping Learners of Varying Abilities Together
This is a collaborative activity where learners are placed in groups with other learners of varying abilities.
The purpose of varying the abilities of the learners in the group is to provide peer-to-peer support for
weaker learners in the group whilst also exposing them to higher level thoughts, ideas, and opinions
within the group. Moreover, stronger members of the group have an opportunity to develop selfconfidence by becoming ‘teachers’ within the group. This is particularly effective as learners often relate
and listen most to their peers. As such, these groupings can provide alternative learning opportunities
that facilitators may not be able to deliver. It also ensures that, if there are more groups than facilitators,
all learners can avail of support whilst facilitators move from group to group.
Grouping Learners of Similar Learning Styles Together
In contrast to grouping learners of varying abilities, grouping learners of similar learning styles does not
take account of any learner’s ability. Instead, the focus is placed on how individual learners learn. By
grouping these learners together, like-minded individuals can collaborate through common working and
thinking practices. When grouped by learning style, tasks can be completed more efficiently and quickly
as each member of the group is on the same wavelength, so to speak. It is important to note that, if
learners are to be grouped in this manner, they must be provided with appropriate resources and tasks
that are suitable for their learning styles.
For further information and reading about differentiation, please see the link below from the PDST.
https://pdst.ie/sites/default/files/Session%202%20-%20Differentiation%20Resource%20_0_0.pdf
Alternatively, Google the following: ‘Differentiation in action! PDST’
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The strategies outlined above not only facilitate differentiation and support active learning methodologies, they also
transcend the boundaries of age, ability, level of education, and subject matter/content; that is, they can be used in
the teaching and learning of any subject matter, at any level, with all learner types.

Key Takeaways
• F4L embraces an evidence-based approach to all teaching and learning activities. Whilst every education
programme may have a different goal or outcome, the methods and processes used in pursuit of these goals
and outcomes are often built upon common core pillars.
• Some of these pillars include content, teaching and learning strategies, differentiation, assessment, and
feedback/reporting.
• It is important, when utilising a breadth of educational strategies, not to create a hierarchy in the group and to
ensure that no learner feels that their contribution is less valuable.
• Learning strategies should always aim to support learner self-esteem, self-confidence, and self-efficacy.
• Learning activities should provide a sense of achievement and mastery for all learners (whether higher or lower order).
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Chapter 7:
Transformative Learning
What is Transformative Learning?

Transformative learning is often seen as the expansion of consciousness through which an individual can question
their own feelings, beliefs, assumptions, and perspectives on challenges and problems they encounter. Transformative
learning represents a complex and multi-faceted concept, comprising considerable theoretical, practical, and ethical
challenges (Dirkx, 1998). Essentially, it seeks to transcend the boundaries of traditional knowledge acquisition. It is
aspirational in nature, focusing on the individual and how the learning can facilitate a deep, meaningful shift in their
consciousness of and engagement with their external world. As educators, we share the belief that education can
change people and the world (Brookfield, 2017). Realising the fullest potential of transformative learning requires a
solid foundation of health and wellbeing (Sherman, 2021) where learners feel solid and secure in their own physical
and mental health.
A number of seminal works set the groundwork for our contemporary understandings of this nuanced and complex
educational paradigm, with a few authors whose theories and research stand atop of the transformative learning
hierarchy. The founding fathers of transformative learning theory include Jack Mezirow, John Dirkx, and Edward
Taylor. Jack Mezirow is central to the development of transformative learning theory. As such, most of the discussion
here relating to transformative learning is based on the works of Mezirow, Dirkx, and Taylor.

Why is Transformative Learning Important in F4L?
F4L is, by design, steeped in the principles of adult education, which, by its very nature, can be seen as transformative.
Such learning engagements promote real learning, increase confidence and self-esteem, and better equip young
people for employment and active citizenship. This is achieved by breaking through internal, environmental, and/or
social barriers, facilitating engagement with transformative thinking. Breaking these barriers requires critical thinking
and creating opportunities that lay the foundation for young people to identify and challenge negative thinking patterns
and self-limiting fear patterns.
Transformative learning involves exposing learners to questions and activities that stimulate and challenge their
normal thinking processes (Mezirow, 2003), aiming to develop new pathways of knowledge acquisition and critical
thinking. Therefore, it can be seen as a process of perspective change. If enacted successfully, it has the potential to
create more engaged, critical, social, and active citizens of our communities and society.

The Link Between Health, Wellbeing, and Transformative Learning
Health, wellbeing, and transformative learning are inextricably linked. Transformative learning has the potential
to drastically improve the health and wellbeing outcomes for learners who partake on a journey of self-appraisal
and change (Sherman, 2021). Moreover, to be adequately prepared for situations that promote such learning, it is
paramount for health and wellbeing to be promoted simultaneously. If care is not taken to protect and promote the
health and wellbeing of learners, the potential for transformative learning may be diminished or completely absent.
Positive health and wellbeing, therefore, lay the foundation for the building of transformative learning experiences.
Learner health and wellbeing is explored in detail in Chapter 3.
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Potential Benefits of Transformative Learning
Research evidence identifies several key benefits of transformative learning that are pertinent to the F4L programme.
These are outlined in Figure 20 and Table 14 below:

Figure 20 - Potential Benefits of Transformative Learning
More understanding and appreciation
for diversity and inclusion

Creates better citizens
More open-minded individuals

More open-minded individuals

More confident and competent citizens

More adaptive individuals

Table 14 - Potential Benefits of Transformative Learning
Creating more open-minded individuals (Christie et al., 2015)
Transformative learning aims to challenge habitual and core beliefs by encouraging learners to be more
open-minded and cognisant of the perspectives that others may hold over a particular situation.

Creating more adaptive individuals (Christie et al., 2015)
When learners experience periods of transformation, they learn to expand their own conscious thoughts with a
view to finding their own solutions to challenges and dilemmas. In developing the skills needed to overcome such
challenges and dilemmas, learners become much more adaptive to challenging situations.

Creating better communicators (Cranton, 2016)
As part of the journey through transformative learning, participants must learn to identify and articulate
their thoughts, emotions, and feelings. In so doing, participants become better communicators.
Creating more empathetic citizens (Taylor and Cranton, 2013)
By developing awareness of the perspectives of others, participants can begin to appreciate how individual
backgrounds of others shape their thoughts, feelings, and emotions. In particular, when participants begin to see the
perspectives of others who have had more difficult experiences, they inherently begin to develop greater empathy.

Creating more competent and confident citizens (Taylor and Cranton, 2013)
When learners are afforded the opportunity to evaluate and articulate their learning, it can help to build significant
self-confidence in their own sense of competence and mastery. Moreover, by developing greater self-confidence,
the competence of learners is also increased. Therefore, self-confidence and competence work hand-in-hand,
with one enhancing the other.

Creating an understanding and appreciation for diversity and inclusion (Mezirow, 2008)
Throughout all phases of transformative learning, learners begin to see the perspectives shared and
held by others. As this awareness develops, learners begin to appreciate and value diverse backgrounds
and the contributions of others. In developing this appreciation, the hope is that learners become more
naturally inclusive of others.
Creating better problem solvers (Dirkx, 1998)
By exposing learners to situations that encourage them to adapt, improve, or change their perspectives, they
become better able to see dilemmas or challenges from a broader set of perspectives. This ability can help equip
participants to solve problems more effectively and efficiently.
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Conceptual Stances on Transformative Learning
Transformative learning can be seen as a broad and all-encompassing journey. Facilitating a change of perspective
in learners may involve helping them to transcend the boundaries and barriers that sustain their current beliefs
and assumptions. Below is a summary of nine conceptual stances identified, explored, and explained by several
key theorists. The list is not exhaustive, and the boundaries between the stances are not necessarily clear and
obvious. The nine conceptual stances discussed are (i) Cultural-spiritual, (ii) Neurobiological, (iii) Phenomenological,
(iv) Planetary, (v) Psychoanalytic, (vi) Psycho-developmental, (vii) Race-centric, (viii) Social-emancipatory, and (ix)
Psycho-critical or Cognitive-rational.

Figure 21 - Conceptual Stances on Transformative Learning
Cultural-spiritual

Psycho-developmental

Phenomenological

Social-emancipatory

Neurobiological

Race-centric

Planetary

Psycho-critical or

Psychoanalytic

Cognitive-rational

(i)

Cultural-spiritual (Taylor, 2018)

(ii)

Neurobiological (Taylor, 2018)

(iii)

Phenomenological (Wyandotte and Huh, 2012)

(iv)

Planetary (Taylor, 2018)

(v)

Psychoanalytic (Taylor, 2018)

• Centres on how learners create knowledge (narratives) as part of a transformative learning experience
• Concentrates on the connections between people and social structures
• Assists learners in developing cross-cultural relationships as well as spiritual awareness
• Based on the discovery that the cerebral structures change during the learning process
• Learning is seen as volitional, curiosity-based, discovery-driven, and mentor-supported
• Supports individual learners in restructuring the ways that they make meaning in the world
• Intellectual, psychological, and moral dimensions of learning are seen to foster personal and social change
• Developing learners’ consciousness of their own and others’ thoughts, language, and reasoning, are seen
to allow them to direct their thinking more strategically to specific intentions
• Address fundamental issues in the field of education as a whole
• Acknowledges the interconnectedness between the universe, the planet, natural environment, human
community, and people’s personal worlds
• Supports the learner in identifying how they view their human counterparts as well as how they relate with
the physical world
• Learning seen as a process of individuation, a lifelong journey of coming to understand oneself
• Draws heavily on the work of Freud
• Assists learners in discovering new strengths and talents
• Provides individuals with a sense of empowerment and confidence, a deeper understanding of their inner
selves, and an enhanced sense of self-responsibility
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(vi)

(vii)
(viii)

(ix)

Psycho-developmental (Taylor, 2018; Baumgartner, 2001)

• Learning is seen to result in epistemological change, i.e., change in how we make meaning
• Examines how education can help learners to make sense of their lives
• Learners are assisted in being better able to move through developmental transitions and changed in the
process of learning

Race-centric (Taylor, 2018)

• Learning focuses on social-political dimensions with the promotion of inclusion and empowerment
• Gives learner the ability to negotiate effectively between and across cultures

Social-emancipatory (Dirkx, 1998)

• Approach focuses on fostering Critical Consciousness, a process in which learners are encouraged to
develop the ability to analyse, pose questions, and take social, political, cultural, and economic action within
environments that influence and shape their lives
• Emphasis on political liberation and freedom from oppression for groups and individuals
• Congruent with Paulo Freire’s concepts of Praxis and Conscientization. This involves the creation of a critical
consciousness that facilitates people in questioning the nature of their social and historical circumstances
with the aim of acting as subjects in the formation of a democratic society

Psycho-critical or Cognitive-rational: (Mezirow, 2018)

• Attempts to create change in a frame of reference leading to the development of autonomous thinking in
adult learners
• Focuses on is individual learners and a cognitive and rational process
• Learners are encouraged to become critically reflective of their own assumptions, underlying intentions,
values, beliefs, and feelings
• Learners encouraged to engage in discourse with their peers to critically examine evidence, arguments,
and alternative points of view in support of competing interpretations

Phases of Transformative Learning
In his early work, Mezirow identified phases of transformative learning, and these phases have persisted over the
past four decades. Within his contemporary framework, they commence with a disorientating dilemma and culminate
in the acquisition of competence and self-confidence in new roles and relationships. Mezirow’s theoretical orientation,
falling within a psycho-critical or cognitive-rational model (Mezirow, 2018), focuses on learners implementing change
in their frames of reference with the aspiration of developing autonomous critical thinking in adult learners. It is
proposed that learners need to become critically reflective of their own assumptions, values, beliefs, and feelings prior
to engaging in discourse with others (Mezirow, 2008). This is seen to afford them with opportunities to critically discuss
and examine the evidence and assess alternative positions (Mezirow, 2003), ultimately developing autonomous
reflective adults imbued with the ability to think independently.
Engagement in such discursive learning within a communicative learning framework is aspirational, conditional,
somewhat political, and not available to all—a point acknowledged by Mezirow. He highlights a number of conditions
that are necessary for full participation in dialogue, including security, health, education, information, freedom,
openness, ability to weigh up arguments, awareness of contextual factors and assumptions, opportunities to
participate, and willingness to seek understanding (Mezirow, 2008).
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Figure 22 and Table 15 below offer a summary of each of the phases of transformative learning outlined by Mezirow (2018).

Figure 22 - Phases of Transformative Learning
Phase 1: a disorientating dilemma

Phase 2: Self-examination

Phase 3: A critical assessment of assumptions

Phase 4: Recognition of a connection between one’s discontent and the process of transformation

Phase 5: Exploration of options for new roles, relationships, and action

Phase 6: Planning of a course of action

Phase 7: Aquiring knowledge and skills for implementing one’s plan

Phase 8: Provisional trying of new roles

Phase 9: Building of self-confidence and competence

Phase 10: A reintegration into one’s life based on conditions dictated by one’s perspective
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Table 15 - Phases of Transformative Learning
Phase 1: A disorienting dilemma
A current problem or situation creates uncertainty within the learner as their thoughts and feelings towards this situation
do not match their previous experience.

Phase 2: Self-examination
Learners begin to question or test their beliefs and understandings about previous experiences and consider how this
may impact the current dilemma.

Creating an understanding and appreciation for diversity and inclusion (Mezirow, 2008)
Throughout all phases of transformative learning, learners begin to see the perspectives shared and held by others. As
this awareness develops, learners begin to appreciate and value diverse backgrounds and the contributions of others.
In developing this appreciation, the hope is that learners become more naturally inclusive of others.

Creating better problem solvers (Dirkx, 1998)
By exposing learners to situations that encourage them to adapt, improve, or change their perspectives, they become
better able to see dilemmas or challenges from a broader set of perspectives. This ability can help equip participants
to solve problems more effectively and efficiently.

Phase 3: A critical assessment of assumptions
A more in-depth assessment of the learner’s assumptions about previous experience is conducted in order to ascertain
their validity. This can be the beginning of a process of perspective change.

Phase 4: Recognition of a connection between one’s discontent and the process of transformation
The learner recognises that their current uncertainty and discontent may have been, or is currently being, experienced
by others. This can open the door for communication with others with a view to solving a dilemma.

Phase 5: Exploration of options for new roles, relationships, and action
As the learner’s perspective begins to shift, they may seek to take on new roles, develop deeper or new relationships,
or choose to think or feel differently about a dilemma.

Phase 6: Planning a course of action
When it becomes clear to the learner what exactly they must do in order to completely solve a dilemma, they begin to
formulate a plan of action; that is, they decide how they are going to overcome the challenge.

Phase 7: Acquiring knowledge and skills for implementing one’s plan
As part of the process a formulating a plan, it can become clear to learners what it is that they must learn to facilitate
their plan. This can occur in consultation with peers and mentors or, in some cases, the learner may require little
support in this endeavour.

Phase 8: Provisional trying of new roles
Having formulated a plan and acquired the knowledge, skills, and support necessary, the learner trials their new
learning and new rules to overcome the original disorientating dilemma.

Phase 9: Building of self-confidence and competence
Having progressed this far in their journey to overcome a disorientating dilemma, learners now begin to develop
confidence in their own competence as they reflect on their learning journey thus far. Further self-confidence and
competence can be built and supported through discussion about the learning experience with a mentor or peers and
the learner articulating their learning journey through the dilemma.

Phase 10: A reintegration into one’s life based on conditions dictated by one’s perspective
The learner begins to apply the learning, knowledge, and skills obtained throughout phases 1–9 in their other everyday
dilemmas. The learners become more competent in seeing other perspectives and solutions to dilemmas with less support.
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Key Considerations
Facilitating effective transformative learning is dependent upon the protection and promotion of the health and
wellbeing of learners. Furthermore, transformative learning requires a safe and secure environment for learners to
explore and investigate their core beliefs and assumptions. To achieve transformative learning, learners must be able
to change their own perspectives and see the perspectives of others when faced with a challenging dilemma. This
change of perspective can facilitate growth within the learner that helps them to overcome difficult or challenging
situations in their everyday lives. The skills required for transformative learning can be applied to many situations and
challenges. By developing these skills, learners can become more confident, competent and engaged and adaptive
members of their communities and society. Moreover, developing these skills can also bridge the gap between the
learners’ current positions and their future ambitions. This may be to engage in further education or employment or
to seek training in a particular area. For the participants on F4L to be successful in reintegrating into the workforce
or further education, it is essential that they are empowered to do so themselves. The ultimate ambition should be to
create autonomous, engaged, critical, and confident young citizens of our society. F4L offers a unique opportunity to
facilitate a journey of transformational learning with its participants whilst simultaneously protecting and promoting
their health and wellbeing.
Finally, in pursuing transformative learning goals, it is essential to ensure our attempts to facilitate transformative
learning do not negatively impact the health and wellbeing of participants. We must provide ample opportunities for
learners to explore their views and perspectives as well as those of others and society as a whole. Such an approach
creates a solid foundation, where we can encourage participants to challenge their beliefs and assumptions at a level
that is appropriate to their insight, awareness, and self-confidence.

Key Takeaways
• Transformative learning is the expansion of consciousness through which an individual can question themself
about their own feelings, beliefs, assumptions, and perspectives on challenges/problems that they encounter.
• Opportunities for transformative learning require a foundation of positive health and wellbeing.
• Transformative learning can create more open-minded, adaptive, and empathetic young people whilst also
developing and improving their communication skills.
• Factors that can affect transformative learning are wide ranging, including internal, relational, and environmental.
Mezirow highlights a ten-phase journey that learners embark on when experiencing transformative learning.
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Chapter 8: Assessment & Feedback
Introduction

This chapter outlines key theoretical issues and practical frameworks that highlight the benefit of assessment and
feedback within the F4L programme. It draws from a wide variety of sources, including educational theory, psychology,
psychotherapy, and supervisory practice. Assessment is an essential element of all learning endeavours and is utilised
to gauge the extent to which learning has occurred or to stimulate new learning (Gardner, 2012). Therefore, quality
assessment of learning forms a cornerstone of the learning process, with educators being required to ensure quality and
accountability in each educational transaction. Additionally, the process affords educators and learners alike broader
opportunities for evaluation of the learning process itself within a collaborative, mutual process of reflection and selfexamination (Andrade and Cizek, 2010).

Collaborative Evaluation
Within the broader context of healthcare, Page and Wosket (2013) conceptualise evaluation as a reciprocal process
where the learning partners can collaboratively “determine the value of the […] experience and consider any implications
for change” (p.145). In their analysis, evaluation is best “woven into the fabric” (p.145) of any learning and development
process where it can be expected to enhance and deepen reflective work. Acknowledging the potential discomfort of
both parties in relation to evaluation, they highlight the centrality of the relationship in any evaluation process: “This
is where credits built up from time spent developing and maintaining [a] [….] relationship may need to be cashed in”
(p.149). Within their analysis, formal assessment must be clearly contracted for and should include “explicit criteria upon
which the assessment will be based” (p.151). They make no bones about the power imbalance inherent in evaluation,
highlighting the “professional mandate and obligation” to assess competence (p.151).

Types of Assessment
Two main forms of assessment are identified in the literature: formative and summative. Formative assessment (FA) is
an integral part of education and, if used correctly, can drive learning. FA is embedded in the learning process and is
underpinned by active learning methodologies, differentiated teaching and learning strategies, and high quality personal
feedback. Summative assessment (SA), on the other hand, represents a traditional understanding of assessment—
teach something and then test learners to ascertain the level of learning achieved (Kibble, 2017). SA often takes the
form of written tests at the end of a period/block of learning. SA assigns letter or number grades, while FA relies heavily
on oral/written comments that identify strengths and locate areas for development (Black and Wiliam, 2009). Bernard
and Goodyear (2014) describe FA as “the process of facilitating skill acquisition and […] growth through direct feedback”
(p.223). SA can be seen to represent the ‘moment of truth’ where educators are required to stand back, weigh up, and
make a decision on how the learner “measures up” (Page and Wosket, 2013, p. 153). Within this context, the development
of a joint learning statement based upon ongoing feedback, discussions, and reflections is favoured (Page and Wosket,
2013). Such joint endeavours are seen to accentuate the reciprocity of evaluation by giving learners “an opportunity to
comment on the quality and usefulness of [what] they have received” (Bernard and Goodyear, 2014, p. 155).
Within this conceptual framework, evaluation should be less about ‘getting over hurdles’ and more about driving learning,
with transformation remaining the ultimate prize: “Learning […] is transformational […], i.e., it results in a change of
mindset or behaviour rather than simply being the transfer of ideas or knowledge alone”. (Carroll, 2009, p. 127)
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There is no doubt that hurdles must be cleared; however, the ultimate goal of developing and deepening levels of reflection
and engaging a transformative learning function (Howie and Bagnall, 2013) remain the central tenets of the evaluation
process (Hawkins and Shohet, 2012; Weld, 2011; Carroll and Gilbert, 2011). This creates the fertile ground where learning
can be honestly held up to the light, viewed from different angles, and opened to the changing of perspectives over time
(Mezirow, 2018; Cranton, 2016).

Comparing Summative and Formative Assessment
Table 16 - Comparing Summative and Formative Assessment
FORMATIVE ASSESSMENT

SUMMATIVE ASSESSMENT

Can be collaborative

Usually individual

Occurs throughout the learning process

Occurs at the end of a period of learning

Requires active teaching and learning strategies

Can be used regardless of chosen teaching and learning
strategies

Feedback is comment oriented

Feedback usually denoted by number or letter grades

Can enhance understanding, self-confidence, and
motivation when used correctly

Does not improve understanding, enhancing selfconfidence and motivation is entirely dependent on how
satisfied learner is with grade given

Makes clear how the learner can improve

Does not provide learner with any specific feedback on
areas for development

Can be formal/informal

Is formal only

Can be written or oral

Usually only written

Can promote reflection in learners

Rarely promotes reflection in learners

Can be used to structure tasks, activities, and discussions

Cannot be used during other learning tasks or activities as
it is an activity in itself

Promotes greater independence, ownership, and
responsibility for learning in the learner

Can sometimes make learner feel that their learning is
dependent on the facilitator

Formative Assessment
Formative assessment (FA) can be seen as a “process” (Page and Wosket, 2013, p. 152) that proceeds throughout
the learning journey. This function may “not feel like evaluation because it stresses process and progress [over]
outcome” (p.152). SA holds the potential to assist in the development of the learning process (Carroll and Gilbert,
2011) and helps learners to “develop their own personal criteria for self-evaluation” (p.152). FA incorporates a broad
range of both formal and informal assessment practices led by educators throughout the learning process (Black
and Wiliam, 2009). FA aims to provide instant feedback to educators and learners about the intended learning and
whether it is being achieved. If used correctly, FA can be used to modify teaching and learning strategies to maximise
learner engagement and attainment (Brookhart, Moss and Long, 2008). It can also be used to help learners identify
their own strengths and areas for development. FA is underpinned by personalised, specific written or oral feedback
to students that not only identifies strengths and areas for development, but also clarifies how learners can improve
their learning (Andrade and Cizek, 2010). FA has been shown to be even more effective with learners who struggle
or those with lower self-confidence.
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One of the foremost educational theorists on FA Dylan William has been researching and writing about FA since as
early as 1998. In one of his most recent publications, Embedding Formative Assessment (Wiliam, 2011), he identifies
and discusses five strategies for implementing FA in learning. These strategies, which are embodied within the
curriculum of the of F4L programme, include the following:
I. Clarifying, understanding, and sharing learning intentions
II. Engineering effective discussions, tasks, and activities that elicit evidence of learning
III. Providing feedback that moves learners forward
IV. Activating students as learning resources for one another
V. Activating students as owners of their own learning
Williams’ five strategies are summarised in Table 17 below:

Table 17 - Five Strategies for Implementing Formative Assessment in Learning
I. Clarifying, understanding, and sharing learning intentions

Outlining, agreeing, and sharing learning intentions with learners is an essential first step in the learning process and in FA.
The sharing of learning intentions for a period of learning orientates both learners and educators. It provides an opportunity
to discuss previous knowledge and understanding that learners may have, what it is intended they should learn, and how that
learning will be achieved. It can also serve as an anchor that can be referred to during the learning process in order to determine
whether learners feel that they are making progress and working towards the desired learning outcomes. Furthermore, it can
also be referred to at the end of a period of learning to confirm that all the intended learning has been achieved.

II. Engineering effective discussions, tasks, and activities that elicit evidence of learning

The engineering of these effective learning discussions, tasks, and activities should be heavily underpinned using active
learning methodologies and differentiated teaching and learning strategies. Moreover, these discussions, tasks, and activities
should aim to meet a specific learning intention. When the discussion, task, or activity is completed, there must be tangible
evidence that learning has occurred. This evidence may occur in oral or written form. If tasks or activities are group-based, it
is imperative that facilitators ensure that all members of the group have achieved some or all the learning, that is, ensure that
potentially dominating members of the group do not negatively impact the learning of other members of the group.

III. Providing feedback that moves learners forwards

In the realm of FA, feedback can only be deemed useful and successful if an improvement is seen in future learning. Good
quality feedback should not focus on mistakes or weaknesses. Instead, it should highlight and champion successes whilst
also carefully identifying areas for development. Useful feedback is that which is easily understandable by the learner, is
motivational, and makes clear how the learner can improve their learning. Where appropriate, it can also be beneficial and
desirable to let the learner initiate discussion and begin to create the feedback they feel is relevant to their work. In this case,
educators should aim to build upon thoughts and opinions of learners. In this way, learners begin to self-regulate, develop
insight, and think about their own learning. Self-regulation represents an invaluable skill that is useful in social, educational,
and professional settings. The development of these skills allows learners to become less dependent on external feedback
and can represent the foundation for independence within learning experiences.

IV. Activating students as learning resources for one another

Active and effective learning environments are those that allow learners to participate as often as possible. All too often, learning
opportunities are stifled by educators, forcing all learning to go through them. If a learner asks a question of the educator and
the educator responds directly, two people have had the opportunity to speak. If a whole activity, lesson, or module follows this
pattern, countless learning opportunities are missed. In contrast, if educators instead allow more opportunities for learners to
speak to each other, many conversations and many learners can be active all at once. In this scenario, the facilitator can focus
on supporting individuals who may need more assistance and allow for stepping back and listening to interactions between
learners. This also provides a learning opportunity for educators to identify areas of learning that may be more difficult, more
confusing, or require more time for learners to grasp. Furthermore, these scenarios afford learners opportunities to develop
their communication and interpersonal skills.

V. Activating learners as owners of their own learning

By encouraging learners to become owners of their own learning, characteristics such as self-confidence, self-efficacy,
motivation, self-regulation, self-determination, and engagement are maximised. In this light, participants in F4L can begin
to grow into agents of change in their own lives and within their communities. When learners have responsibility for and
ownership of their own journeys, learning outcomes drastically improve. As F4L aims to prepare participants for reintegration
into employment, education, or training, it is essential that they are afforded the opportunity to develop the requisite skills and
agency to affect meaningful change in their lives.
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Summative Assessment
Summative assessment (SA) is the process of evaluating the level of learning achieved at the end of a learning
period. SA typically involves the allocation of a numerical or letter grade that can be compared against other
learners within a specific group or against standard benchmarks (Moss, 2013). The most well-known forms of SA
in Ireland are arguably the Junior Cycle and Leaving Certificate exams during secondary school. SA is important
as it locates individuals’ levels of learning within a broader societal context. This is crucial as it allows educators
to evaluate how effective a learning programme is (Kibble, 2017). Moreover, results obtained from SAs can
serve as a record of previous and present learner achievements. Whilst SA should be an essential part of any
learning programme, it is less beneficial than FA in driving learning. Unfortunately, research suggests that when
learners receive a numerical/letter grade, their focus fixates on the number/letter allocated and not on what was
successfully learned and, crucially, how more learning could be achieved (Kibble, 2017). In this regard, care
should be taken when implementing SA to ensure a balanced approach to the assessment’s overall process.
Potential modes of SA include the following:
• End of module tests/exams/assignments
• Final projects or portfolios
• End of module presentations
• End of module grading
Both FA and SA are essential in the learning process. It is therefore desirable in designing a learning programme
for both forms of assessment to be included and used appropriately. Moreover, it is essential to consider the
benefits and costs of each. FA can be a powerful tool in driving learning, whilst SA is most appropriate for
recording this learning. F4L incorporates both FA and SA as a means of promoting active learning as well as
recognising and recording participants’ achievements.

Looking Closer at Assessment and Evaluation
Bernard and Goodyear (2014) offer a useful overview of the tasks of assessment and evaluation. Congruent
with Hawkins and Shohet’s (2012) analysis, they argue that assessment and evaluation serve a gate-keeping
function, with the assessor having a responsibility to ensure that learning has occurred. As outlined, within this
context, assessors are often required to evaluate based upon external criteria that are in line with institutional
and societal standards. Hawkins and Shohet (2012) identify a potential role conflict in the evaluative process in
that the collegial, supportive, co-inquiry function of education can be juxtaposed with a responsibility of ‘signing
off’ learners’ knowledge, skills, or competence. This ‘authority role’ can be uncomfortable for many educators and
requires exploration during the process of negotiating and contracting for each learning endeavour. Both parties
can then be clear about how this is to be handled, with the process ideally being “as transparent and dialogical
as possible” (Hawkins and Shohet, 2012, p. 143). Bernard and Goodyear (2014) acknowledge the challenges
inherent in evaluating knowledge and competence as it frequently represents what they call a “moving target with
[…] elusive criterion” (p.222). This also reminds us again of the centrality of relationship in any assessment or
evaluative process, as “delineations of competencies are […] productive only when embedded in a positive […]
relationship that is sensitive to individual differences of all sorts” (Bernard and Goodyear, 2014, p. 225). Reporting
from the supervisory world, Bernard and Goodyear (2014) outline several conditions conducive to evaluation that
are instructive for the F4L programme. These are adapted in Table 18 below.
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Table 18 - Positive Conditions for Evaluation
Positive conditions for evaluation (Bernard and Goodyear, 2014)
1. Acknowledgement of a potentially unequal relationship
2. Clarity on various educator and learner roles
3. Any learner defensiveness is addressed openly
4. Individual differences are addressed openly
5. Evaluation is carried out as a mutual and continuous process
6. Evaluation occurs within a strong administrative structure
7. Premature evaluations are avoided
8. Educators witness the learning and development of learners
9. The learning process remains cognisant of the quality of the learning relationship
10. The educator and learners mutually enjoy the learning process
Within this analysis, assessment and evaluation are not separate from the learning process but rather embedded
in the learning and development journey (Bernard and Goodyear, 2014). Six further elements of this process are
instructive and can be adapted for the F4L educational journey. These include the following:
1. Negotiating an assessment and evaluation contract
2. Choosing evaluation methods and learning interventions
3. Choosing appropriate evaluation instruments
4. Clearly communicating formative feedback
5. Encouraging learner self-assessment
6. Conducting appropriate formal summative evaluation

Anxiety about Evaluation
Hawkins and Shohet (2012) voice a common fear that applies to all learners about how they will be evaluated. This
frequently masks a similar anxiety amongst those carrying out assessment, i.e., that they will be judged or evaluated
negatively by learners. Carroll and Gilbert (2011) have conceptualised this in terms of what educators and learners
fear, i.e., “that we might hear what we most fear—I am no good, I should not be here, I am not worthwhile” (p.108).
As a means of counterbalancing this trepidation, we may conceptualise evaluation as a regularly scheduled two-way
process, thus ensuring that both parties know where they stand. Within this context, we can draw on the work of
Hawkins and Shohet (2012) by following a few simple guidelines:

Helping learners to feel at ease with the
learning process

Clearly explaining evaluation criteria in
measurable terms

Facilitating and accepting regular feedback
from learners

Encouraging learners to think in new ways

Helping to clarify learners’ objectives regularly

Enabling active involvement of learners
throughout the process
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Davys and Beddoe (2020) suggest that when “giving and receiving […] feedback is a regular and accepted practice,
there is opportunity for honesty and integrity […] to occur” (p.140). This of course “requires courage, which in turn
contributes to a robust and trusting relationship” (p.140). Thus, the process of evaluation and feedback should be
undertaken “with respect, honesty, and with an opportunity for discussion, [and] learning [can] occur” (ibid). Despite
the robustness of the relationship, discomfort frequently persists in relation to the giving and receiving of feedback.

Giving and Receiving Feedback
Feedback is an essential element of the learning process. When providing feedback to learners, educators aim to be
constructive (Omer and Abdularhim, 2017). As discussed above, assessment and feedback ought never negatively
impact upon a learner’s self-confidence and self-efficacy. Instead, it should build these traits, focusing on the strength
that the learner has displayed whilst simultaneously identifying areas for development within the learner’s knowledge,
skills, and understanding (Fluckiger et al., 2010). Moreover, effective feedback should not only highlight these areas
for development, but also specify what learners need to do in order to improve and increase their learning.
Effective feedback should be specific, personal, easily understandable, and, most importantly, never critical or
judgmental (Van Der Kleij and Adie, 2020). When giving feedback to learners, discussion about strengths and areas
for development ought to always refer to the learning outcomes/intentions outlined at the beginning of the learning
activity or period (Crichton and McDaid, 2016). Effective feedback can be given both orally and in written form. It is
desirable to avoid incorporating numerical or alphabetical scoring/grading when aiming to provide effective feedback,
as numbers and letters are more likely to distract learners and thus render any further feedback ineffective (Guskey,
2019). Finally, to ensure that the delivery of feedback is effective, it ought to be provided in a timely manner, as
close to the learning activity as possible. The concept of ‘Medals and Missions’ offers one method by which effective
feedback can be given. Medals and Missions involves giving feedback that aims to identify strengths and areas for
development for learners. Medals refer to strengths, and missions refer to areas for development. Using the word
‘missions’ aims to employ a positive and motivating connotation to the term ‘areas for development’. It is generally
preferential to identify at least two medals and a minimum of two missions; however, if the learner experiences low
self-confidence, it may be appropriate to identify more medals than missions. Medals and missions can be completed
both in writing and orally.

Figure 23 - Key Elements of Effective Feedback
• Be specific

• Identity areas for development

• Be personal

• Easily understandable

• Be constructive

• Never be critical/judgemental

• Build self-confidence and self-esteem

• Avoid number/letter grades where possible

• Focus on strenghts

Bernard and Goodyear (2014) describe feedback as a process where one shares their thoughts and assessment of
the other’s progress either explicitly or implicitly. Within this analysis, “giving feedback is a central activity of […] and
the core of evaluation” (p.233). Davys and Beddoe (Davys and Beddoe, 2020) define giving feedback as a process
of “telling” or “informing” about how one’s behaviour is experienced so as to bring it to the learner’s awareness
for consideration. They categorise feedback as corrective, confirmatory, and reflective or wondering (ibid). Such
feedback can support learners to become aware of what Carroll and Gilbert (2011) call blind spots, hard spots, and
dumb spots. Blind spots may be seen as ‘baggage’ that learners carry from their past, hard spots as the assumptions
they have espoused from previous learning experiences and ‘believe’ to be facts, and dumb spots as what they
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have yet to learn. Within this analysis, there are things about oneself that they do not want to know (denial) and
things nobody ever told them (outside of our awareness). Bringing these issues into awareness can be a challenging
process where one may be tempted to dampen down feedback. However, Davys and Beddoe (2020) caution against
overly ‘softening’ or ‘sugar coating’ the feedback as learning opportunities may be lost.
Balancing affirming and corrective feedback is essential in this process. Gazzola and Theriault (2007) argue that,
without positive feedback, people may feel “overly criticised and […] not feel appreciation for what they may have
done well” (p.197). Hawkins and Shohet (2012) acknowledge the challenges inherent in giving and receiving
feedback, suggesting that “the feelings surrounding feedback often lead to its being badly given, so fears of it are
often reinforced” (p.159). Davys and Beddoe (2020) are clear, however, that “feedback must be specific, factual,
concrete, and behavioural” (p.144). In this context, Hawkins and Shohet (2012) offer “a few simple rules”(p.159) that
are useful in giving feedback. The CORBS model is outlined in Table 19 below:

Table 19 - CORBS Model (Hawkins and Shohet, 2012, pp. 159-160)
Clear

• Be clear about what feedback is to be given
• Vagueness and a faltering approach increase anxiety and lead to misunderstanding

Owned

• Feedback is presented as a ‘perception’ and not the ultimate truth
• It says as much about the facilitator as it does about the other learner
• E.g., “I find you” rather than “You are”

Regular

• Feedback should be given regularly so that any possible grievances do not build up
• Feedback should be given as close to the event as possible

Balanced

• Negative and positive feedback should be balanced
• You do not have to give positive feedback with every piece of critical feedback, however,
it should be balanced over time

Specific

• Feedback should be specific—it is difficult to learn from generalised feedback

Having given feedback, it can be challenging to move into action, a point that is highlighted by Davys and Beddoe
(2020). Drawing from the work of Bower and Bower, (1992) they outline a formula for moving from feedback to action
that is applicable within educational contexts. The DESC script is outlined in Table 20 below:

Table 19 - CORBS Model (Hawkins and Shohet, 2012, pp. 159-160)
Describe

• Describe the behaviour you want changed

Express

• Express your concerns

Specify

• Specify the behaviour change that you desire

Consequences

• Specify the consequences of actions/inactions (both positive and negative)
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A summary of the key elements of effective feedback is outlined below:

• Feedback should always be constructive and never
negatively impact the self-confidence of the learner.

• If the feedback is intended to drive future learning, it
should avoid any numerical or alphabetical grading.

• It should identify both strengths and areas for
development in the context of the stated learning
intention/outcome.

• It should be timely, i.e., given as close to the learning
activity or assessment task as possible.
• The process of giving feedback should be egalitarian in
manner, and learners must be provided with the space
to ask questions and to clarify the feedback given.

• It should make it very clear to the learner what they
need to do in order to improve their further learning.

• Feedback should always support the development of
critically reflective learners.

• It should be personal, specific, and non-judgmental.

Supporting Reflection
As deliberations proceed, the educator and learner can create opportunities to deepen the levels of reflection and
learning. Drawn from the clinical supervision world, Carroll and Gilbert’s (2011) ‘levels of reflection’ are instructive
here in guiding us through to deeper levels of reflection. Within this conceptual framework, reflection is seen as:
• A key component of learning
• Helping to prevent us from falling into ‘mindlessness’”
• Holding our life up to the light and pondering its meaning
• Supporting human ways of making meaning
• The process that turns information and knowledge into wisdom
• A way of helping us make sense of our experiences and giving us choice as to how we will respond through
reflection, reflectiveness, and critical thinking
• A way of helping us to look at our work/learning and see it from different perspectives
• A method through which we learn, grow, and develop
• The discipline of wondering about…what if
(Carroll and Gilbert, 2011, p. 96)
Six levels of reflection that are essential in supporting the development of critically reflective learners are outlined
within this framework. These “allow us to look at the same event from six perspectives and make meaning in six
different ways” (Carroll and Gilbert, 2011, p. 97). These levels are shown in Table 21 below.
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Table 21 - Levels of Reflection

Level 1: Zero

• Non reflective stance—I am right, you are wrong
• Finds it difficult to look internally of see bigger picture
• Either–OR, polarised type stance
• Sense is made using simple causality
• Seeks straightforward answers
• If you would change, my life would be easier

Level 2: Empathic

• Becomes more of an observer, acknowledges feelings
• Some empathy for others’ perspectives
• More compassionate interpretation allows for insights into what is happening to
the other

Level 3: Relational

• Often follows ‘internal’ or ‘external’ dialogue
• Sees issues in relational context
• Understanding that we create a relational dilemma for which we both have
some responsibility
• Awareness that things can be worked out collaboratively

Level 4: Systemic

• Looks to the various systems within which we operate and reflects on the
situation from a variety of perspectives
• Is a ’helicopter’ or ‘satellite’ view of our lives and behaviours
• Looks for the connections between ‘you’ and ‘me’ to create the larger ‘us’
extending beyond our immediate dyad to what shared resources and history
shape and influence our choices and values

Level 5:
Self-reflection

• Self-transcendent position where we can see how we ‘set up’ situations
• Looks at how insight and awareness of the self can result in ways of working
that mean changing one’s mindset and meaning-making perspectives
• Involves inter-subjective thinking (relationally) in a way that helps us see our
part in situations

Level 6:
Transcendental

• Reflective stance that sees beyond to what makes meaning and what gives
meaning to life
• May involve reflecting from a spiritual dimension, religion, philosophy, or belief
system that already exists (Christianity, Buddhism etc…)
• Existential position, often called ‘transpersonal’ or ‘transcendent’
• Higher or larger perspective used to make meaning of life and experience
• Expanded view or state of being
• Often involves ‘not knowing’
Adapted from Carroll and Gilbert 2011
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Section 4:

Foundation
4 Life Overview
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Chapter 9: Foundation 4 Life Curriculum
Overview of F4L Curriculum
Table 22 - Overview of F4L Programme
Programme Location

Castlebar, Co. Mayo

Programme Duration

14 weeks (March–June)

Daily Times

10 am–4 pm

Mode of Engagement

Face-to-face and online

No. of Participants Per Year

20

No. of Modules

8

Programme Sequence & Approach

Integrative, flexible, fluid

The F4L curriculum consists of eight modules in total. The modules run sequentially, to a certain extent, however, there
is significant fluidity and flexibility across all modules. Ultimately, the programme is integrative in nature. Significant
importance is placed on creating a ‘safe space’ for participants to explore the myriad challenges and obstacles to
employment and education that they have experienced to date. Furthermore, this safe space lays a strong foundation
for the subsequent coaching and transformative learning opportunities.
The first two weeks of the programme focus on team-building exercises and activities, aiming to develop strong
relationships and rapport both between the participants themselves and with facilitators. Collaboration is emphasised,
and participants are encouraged to develop supportive networks with each other. Moreover, the ‘Driver Readiness’
module is introduced early in the programme. This is for two main reasons. Firstly, this module has proved to
be of significant interest to participants and so an important source of motivation. Secondly, on a more practical
level, developing participants’ travel-related autonomy can reduce potential barriers and obstacles they face when
attempting to identify, apply for, and gain employment. This is especially important for participants whose local area
is not well serviced by public transport.
There are also significant opportunities for participants to enhance their work-related knowledge and skills. For
example, participants are afforded the opportunity to obtain several certificates in the ‘Health & Safety’ module, which
can enhance their knowledge and skills in the areas of manual handling and lifting and HACCP Level 1.
Finally, the programme is centred on person-centred coaching, enhancing motivation, and developing resources and skills
that will better prepare participants for education, employment, or training. Participants are also afforded the opportunity
to complete a work placement towards the end of the programme. This work placement follows on from several modules
that ultimately prepare the participants for their reintegration into the workforce. This is achieved in the ‘Communication
& Active Leadership’, ‘Online Skills Development’, ‘Career Development’, and ‘Work Placement’ modules.
Foundation 4 Life (F4L) is comprised of eight modules. These are outlined below and detailed in this chapter.
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F4L Modules
1. Health & Wellbeing

5. Online Skills Development

2. Coping Skills

6. Health & Safety

3. Communication & Active Leadership

7. Career Development

4. Driver Readiness

8. Work Placement

Module 1 (M1) – Health and Wellbeing
Table 23 - Module 1 Overview - Health and Wellbeing
F4L Health and Wellbeing
Module Title

Health & Wellbeing

Module Introduction

This module focuses upon helping participants to attain the
requisite knowledge, skills, and attitudes that are supportive of a
healthy lifestyle.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
No

Module Reference Number

F4L1

Module Duration (hours)

48 hours

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

Module Learning Outcomes

This Module aims to equip participants with the relevant
knowledge, skills, and attitudes to support their physical and
mental health and wellbeing.

Upon completion of this module, learners will be able to do the
following:
• Identify, explain, and discuss key determinants of physical and
mental health
• Identify, explore, and discuss a range of practical health and
wellbeing activities
• Describe, evaluate, and appraise their current daily wellness
routine
• Reflect upon and evaluate their role in maintaining healthy
emotional and sexual relationships
• Define the meaning of health and wellbeing resources and
supports and outline and evaluate your role in accessing them
• Consider, plan, and develop a daily self-care and wellness plan
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Indicative Module Content

• Practices and principles of positive mental health
• Practices and principles for maintaining good physical health
• Building a physical activity routine
• Developing cooking skills
• Key aspects of a healthy eating plan
• Exploring personal goals and values
• Identifying personal strengths and resources
• Clearly communicating ones needs
• Accessing external resources and supports—family, friends,
mutual help groups, professional supports
• Sexual health and building healthy relationships
• Sleep hygiene
• Enhancing self-care routines
• Understanding drugs and drug use

Teaching & Learning Modalities
% Classroom/Face-to-face

50%

% Work-based Learning

0%

% Small Group Work

30%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

10%

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input, online
learning, group-work, group discussion, skills practice exercises,
experiential learning, role plays, AV observation and reflection,
and coaching.

Resources & Facilities

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at the
training venue and associated outreach sites. This includes tutorial/
classrooms, AV equipment, and requisite IT resources.
Assessment is based upon the following:
• Continuous co-assessment of participants’ ongoing
engagement with and participation in the module by the
facilitator and the learner
• Developing a personal wellbeing plan that articulates a specific
routine of activities that maintain physical and mental health
and wellbeing

Assessment Weighting
• Continuous Assessment (% Weighting)

60%

• Personal Wellness Plan (% Weighting)

40%
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Grading
•
•
•
•

Distinction: 80–100%
Merit: 65–79%
Pass: 50–64%
Unsuccessful: 0–49%

Information to Learners

Learners will receive a programme handbook at the outset of the
programme, which will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psycho-social supports.

Module 2 (M2) – Coping Skills
Table 24 - Module 2 Overview - Coping Skills
F4L Coping Skills
Module Title

F4L Coping Skills

Module Introduction

This module focuses upon helping participants to improve their
day-to-day coping skills and resources. In so doing, they develop
a range of skills that allow them to engage with life’s challenges
and opportunities in a positive and proactive manner.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
No

Module Reference Number

F4L2

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

Module Learning Outcomes

This module aims to equip participants with the relevant knowledge, skills,
and attitudes to improve their day-to-day coping skills and resources.
Upon completion of this module, learners will be able to do the
following:
• Define mindfulness practise and identify and use a daily
mindfulness practice and explain the potential benefits it may
provide
• Identify, examine, and use tools/resources to enhance motivation
for lifestyle change
• Identify and discuss core emotional needs and develop skills and
resources to support them
• Consider, assess, and justify the importance of thinking in shaping
behaviours
• Develop, create, and use stress management skills for day-to-day
life situations
• Develop, create, and implement skills and resources for embracing
unpleasant experiences and challenging emotional states
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Indicative Module Content

• Developing a daily mindfulness practice
• Building and enhancing motivation for lifestyle change
• Utilising habit releasers for daily life
• Developing a repository of stress management skills
• Balancing nourishing and depleting activities in daily life
• Meeting our emotional needs
• Identifying triggers for unhelpful behaviours
• Exploring unhelpful thinking
• Experiencing challenging emotions
• Dealing with unpleasant experiences

Teaching & Learning Modalities
% Classroom/Face-to-face

50%

% Work-based Learning

0%

% Small Group Work

20%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

20%

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.

Resources & Facilities

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.

Assessment Type

Assessment will be based upon the following:
• Continuous co-assessment of participants’ ongoing engagement
with and participation in the module by the facilitator and the learner
• Development of a reflective journal that critically reflects upon
participants’ coping skills and resources for day-to-day life

Assessment Weighting
• Continuous Assessment (% Weighting)

80%

• Reflective Journal (% Weighting)

20%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psychosocial supports.
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Module 3 (M3) – Communication & Active Leadership
Table 25 - Module 3 Overview - Communication & Active Leadership
F4L Communication & Active Leadership
Module Title

Communication

Module Introduction

This module focuses upon helping participants to attain the
requisite knowledge, skills, and attitudes that are required to
(i) communicate effectively in a broad range of settings and (ii)
actively lead small groups for the purpose of physical activity.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)

N/A
N/A

Other Accreditation (e.g., organisational
or professional)

No

Module Reference Number

F4L3

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

Module Learning Outcomes

Indicative Module Content

This module aims to do the following:
• Provide participants with the relevant knowledge, skills, and
attitudes to communicate effectively in personal, educational,
and vocational settings
• Equip participants with the necessary skills to plan, organise,
and lead physical activity sessions within their own group setting
Upon completion of this module, learners will be able to do the
following:
• Appraise the importance of effective communication in groups
• Reflect upon the costs and benefits of written
communication and the role of communication technology
• Explore a range of factors relating to effective interpersonal
communication
• Demonstrate the confidence to plan, organise, and lead
physical activity sessions within their own group setting

• Individual and group communication
• Impact of cultural differences, attitudes, and prejudice on
communication
• Considerations on interpersonal communication, including dual
perspectives, communication climate, self-disclosure, conflict,
non-violent communication, and communication behaviours
(aggressive/passive/assertive)
• Listening, attending, and reflecting back
• Giving and receiving feedback
• Importance of collaboration, acceptance, empathy, and
compassion in communication
• Obstacles and barriers to effective communication
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Indicative Module Content

• Personal leadership attributes
• Defining and describing the leadership role within organisations
• Exploring leadership roles within physical activity groups
• Roles and dynamics in groups
• Planning, organising, and implementing activities with small and
medium-sized groups
• Appraising the health, safety, and child protection issues
relevant to the leadership role
• Sign-posting group members to related relevant activities

Teaching & Learning Modalities
% Classroom/Face-to-face

50%

% Work-based Learning

0%

% Small Group Work

30%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

10%

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.

Resources & Facilities

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.
Assessment is based upon the following:
• A portfolio of evidence demonstrating the development of
participants’ knowledge and attitudes relating to effective
communication
• A group presentation focusing on exploring active leadership skills

Assessment Weighting
• Portfolio of Evidence (% Weighting)

60%

• Skills Demonstrations (% Weighting)

40%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psychosocial supports
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Module 4 (M4) – Driver Readiness
Table 26 - Module 4 Overview - Driver Readiness
F4L Driver Readiness
Module Title

F4L Driver Readiness

Module Introduction

Transport and access to transport is one of the main challenges
to gaining employment for NEETs young people. This is further
magnified in a large rural county like Mayo. This module focuses
upon helping participants to prepare for the Irish driver theory test
and essential driver training.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
No

Module Reference Number

F4L4

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

This Module aims to equip participants with the relevant
knowledge, skills, and attitudes to successfully complete their
driver theory test.

Module Learning Outcomes

Indicative Module Content

Upon completion of this module, learners will be able to do the
following:
• Identify and analyse the essential elements of safe
and effective driving
• Find and complete a programme of learning for the
driver theory test, including a mock driver theory test
• Organise, prepare for, and complete the real driver
theory test
• Organise, access, and complete 12 essential driver
training (EDT) lessons
• Evaluate and discuss the value of the Driver
Readiness module for the purpose of engaging in further
education, training, and/or employment
• Applying for a driver theory test
• Preparing for the test
• Requirements prior to attending the test
• Acceptable forms of identification
• Preparation for driver theory test:
• The rules of the road
• Risk perception
• Eco-driving
• Hazard awareness
• Good driving behaviour
• Practicalities of Irish driving text
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Indicative Module Content

• Accessing driver test results
• Overcoming challenges—reading or language barriers
• Completing a mock driver theory test
• Participating in the real driver theory test
• Completing a driver safety course

Teaching & Learning Modalities
% Classroom/Face-to-face

30%

% Work-based Learning

N/A

% Small Group Work

5%

% Coaching/Coaching

5%

% Independent/Self-directed Learning

60%

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.

Resources & Facilities

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.
Assessment is based upon the following:
• Completion of mock driver theory test
• Completion of real driver theory test
• Development of a reflective journal that critically appraises
participants’ learning from engaging with a driver training
programme

Assessment Weighting
• Completion of mock driver theory test
(% Weighting)

• Completion of real driver theory test (%
Weighting)
• Reflective Journal (% Weighting)

40%
40%
20%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psychosocial supports.
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Module 5 (M5) – Online Skills Development
Table 27 - Module 5 Overview - Online Skills Development
F4L Online Skills Development
Module Title

F4L Online Skills Development

Module Introduction

This module will develop participants’ skills and confidence
in online platforms when seeking to advance their careers.
Communications skills are critical in the modern world, and the
proliferation of online resources and platforms represents a fresh
challenge and opportunity in the career development area.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
No

Module Reference Number

F4L5

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

This module aims to equip participants with the relevant knowledge,
skills, and attitudes to utilise online resources and platforms in improving
their overall employability and preparedness for the workplace.

Module Learning Outcomes

Indicative Module Content

Upon completion of this module learners will be able to do the
following:
• Identify and appraise the validity of online resources and
platforms
• Identify, access, and utilise online resources and platforms in
advancing their careers
• Develop and demonstrate the communication skills and
personal traits necessary for specific career events, including
job applications and interviews
• Examine, analyse, and match individual behavioural
characteristics, skills, and strengths that influence career and
study choices

• Analysing the use of Zoom, WebEx, and similar online platforms
for job interviews and other career development events
• Appraising the importance of attending webinars for education
and training purposes
• Developing an individualised psychometric report to generate
awareness of potential areas of career focus
• Delivering an appropriate elevator pitch that can be used in
various online platforms, on YouTube and in job interviews
• Preparing and delivering online presentations
• Completing online job applications
• Participating in online mock job interviews
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Teaching & Learning Modalities
% Classroom/Face-to-face

50%

% Work-based Learning

0%

% Small Group Work

30%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

10%

% Other (please specify)
Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.

Resources & Facilities

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at the
training venue and associated outreach sites. This includes tutorial/
classrooms, AV equipment, and requisite IT resources.
Assessment is based upon the following:
• Continuous co-assessment of participants’ ongoing engagement
with and participation in the module by the facilitator and the
learner
• Development of a reflective journal that critically appraises
participants’ key learning in relation to online resources and
platforms

Assessment Weighting
• Continuous Assessment (% Weighting)

80%

• Reflective Journal (% Weighting)

20%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psychosocial supports.

76

Module 6 (M6) – Health & Safety
Table 28 - Module 6 Overview - Health & Safety
F4L Health & Safety
Module Title

F4L Health & Safety

Module Introduction

This module equips participants with the relevant health and
safety knowledge and understanding to operate in a safe
and effective manner in both workplace and recreational
environments, whilst taking cognisance of local health and safety
policies, procedures, and guidelines. Four key themes traverse
this module:
• Manual handling and lifting
• HACCP Level 1 requirements
• First Aid Responder (FAR) training
• Health & safety in the workplace

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)
Module Reference Number

N/A
N/A
Recognised certification from approved providers of training in
the following areas:
• Manual handling and lifting
• HACCP Level 1
• BLS First Aid Responder (FAR)
F4L6

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

This module aims to equip participants with the relevant health
and safety knowledge to operate in a safe and effective manner
in both workplace and recreational environments.

Module Learning Outcomes

Indicative Module Content

Upon completion of this module, learners will be able to do the
following:
• Identify, access, and complete an approved manual handling
and lifting course
• Identify, access, and complete an approved HACCP Level 1 course
• Identify, access, and complete an approved first aid and basic life
support (BLS) course in line with First Aid Responder (FAR) standards
• Examine and discuss the duties of employers and employees
outlined in current health, safety, and welfare at work legislation
• Outline and explain good health and safety practices in the
workplace, including fire safety and prevention measures
• Evaluate and discuss the value of the Health & Safety module
for the purpose of engaging in further education, training, and/or
employment
• Certified manual handling and lifting training
• Certified HACCP Level 1 training
• Certified BLS First Aid Responder (FAR) training
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Indicative Module Content

• Duties of employers and employees as specified in the current
Safety, Health and Welfare at Work Act (2005)
• Review of relevant health and safety related codes of practice,
including the following:
• Construction Regulations (2013)
• Chemical Agents Code of Practice (2020)
• Code of Practice for Employers and Employees on the
Prevention and Resolution of Bullying at Work (2021)
• Effective communication of health and safety information
• Fire safety precautions
• Health and safety concerns related to the use of drugs and
alcohol in the workplace

Teaching & Learning Modalities
% Classroom/Face-to-face

60%

% Work-based Learning

0%

% Small Group Work

20%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

10%

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.

Resources & Facilities

Requisite Qualifications of Facilitators

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.
Facilitators will have requisite qualifications in delivery of health
and safety training, including manual handling and lifting,
HACCP, and BLS First Aid Responder (FAR) training.

• Continuous co-assessment of participants’ ongoing
engagement with and participation in the module by the
facilitator and the learner
• Completion of the assessment requirements set by
certified providers of manual handling and lifting, BLS First Aid
Responder (FAR) training, and HACCP training

Assessment Weighting
Continuous Assessment (% Weighting)

20%

Manual handling and lifting

20%

BLS First Aid Responder (FAR) training

20%

HACCP Training

20%

First Aid Responder (FAR) training

20%
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Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of the
programme that will outline topic titles and content, timetable for delivery,
and any assignment briefs and deadlines and psychosocial supports.

Module 7 (M7) – Career Development
Table 29 - Module 7 Overview - Career Development
F4L Career Development
Module Title

F4L Career Development

Module Introduction

This module focuses upon helping participants to improve their
overall employability and preparing them for the workplace.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
No

Module Reference Number

F4L7

Module Duration (hours)

24

Module Prerequisites

None

Module Corequisites

None

Special Requirements

None

Module Aims

This Module aims to equip participants with the relevant
knowledge, skills, and attitudes to improve their overall
employability and prepare them for the workplace.

Module Learning Outcomes

Indicative Module Content

Upon completion of this module, learners will be able to do the
following:
• Identify, analyse, and evaluate the unique skills they can
contribute to the workplace
• Consider and discuss the importance of active preparation for
engagement in employment and evaluate their own preparation skills
• Outline, identify, and practise effective job interview skills and
evaluate their current job interview skills
• Organise and use personal coaching to outline and develop a
career plan
• Examine and discuss career progression pathways through
employment
• Identify, research, and discuss opportunities, barriers, and
obstacles to employment
• Developing effective job searching skills
• Developing documentation to support employability, including
a curriculum vitae, letter of application, and a strengths/skills checklist
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Indicative Module Content

• Utilising personal coaching in preparing for employment
• Effectively communicating at job interviews
• Participation in mock job interviews
• Exploring career progression pathways through employment
• Engagement with industry stakeholders
• Critically discussing opportunities, barriers, and obstacles to
employment

Teaching & Learning Modalities
% Classroom/Face-to-face

50%

% Work-based Learning

0%

% Small Group Work

30%

% Coaching/Coaching

10%

% Independent/Self-directed Learning

10%

Total Effort Hours

50

Teaching & Learning Strategies

Resources & Facilities

Assessment Type

Teaching and learning strategies include face-to-face input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, and coaching.
Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.

Assessment will be based upon the following:
• Continuous co-assessment of participants’ ongoing
engagement with and participation in the module by the
facilitator and the learner
• Development of a reflective journal that critically appraises
participants’ key learning in relation to their career development

Assessment Weighting
Continuous Assessment (% Weighting)

80%

Reflective Journal (% Weighting)

20%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, and any assignment briefs and deadlines and
psychosocial supports.
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Module 8 (M8) – Work Placement
Table 30 - Module 8 Overview - Work Placement
F4L – Work Placement
Module Title

Work Placement

Module Introduction

This module is designed to give participants hands-on practical
experience in the workplace.

Module NFQ Level (only if an NFQ level
can be demonstrated)

Module ECTS Value (only if an NFQ level
can be demonstrated)
Other Accreditation (e.g., organisational
or professional)

N/A
N/A
N/A

Module Reference Number

F4L8

Module Duration (hours)

48

Module Prerequisites

Registration on the Foundation 4 Life programme

Module Corequisites

Completion of mandatory training related to participants work experience

Special Requirements

There are no special requirements except for those that may be
determined by specific workplaces from time-to-time.

Module Aims

Module Learning Outcomes

Indicative Module Content

This module aims to equip participants with the requisite knowledge,
skills, and attitudes to actively participate in the workplace.

Upon completion of this module, learners will be able to do the following:
• Identify and examine work and career opportunities within their
local community and choose an appropriate work placement
• Outline and analyse key challenges and opportunities related
to engaging with this employment
• Outline and discuss the basic rights and responsibilities of
employees and employers in Ireland
• Organise, prepare, and complete the necessary
documentation for a job interview
• Schedule and complete a period of work placement/experience
• Reflect critically upon your period of work experience and
examine options for future education, training, and employment
• Choosing an appropriate placement
• Participation in work placement preparation—assessing
personal and vocational skills and career plans, including goals
and actions required for the period of work experience
• Developing customer care skills
• Basic rights and responsibilities of employees and employers
in Ireland, including health, safety, and welfare at work, equality
legislation, trade union representation, and regulations relating to pay
• Effective communication skills in the workplace, including
personal, interpersonal, and technological communication skills
• Punctuality/attendance, working independently under direction
of supervisors, meeting deadlines, personal presentation/
grooming, communication, and networking
• Effective teamworking
• Completion of one week of work placement
• Critically reflecting upon workplace experiences and their
implications for employment
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Teaching & Learning Modalities
% Classroom/Face-to-face

10% (approx.)

% Coaching

10% (approx.)

% Work-based Learning (placement)

80% (approx.)

Total Effort Hours

50

Teaching & Learning Strategies

Teaching and learning strategies may include face-to- input,
online learning, group-work, group discussion, skills practice
exercises, experiential learning, role plays, AV observation and
reflection, coaching, and practical on-the-job experience.

Resources & Facilities

Assessment Type

Resources:
The programme is delivered by experienced facilitators who have
access to all relevant educational resource materials. Significant
support is provided on a multi-agency basis. One-to-one support is
available to all course participants and, where necessary, participants
are provided with IT equipment to enable remote learning.
Facilities:
A full range of educational resources/facilities is available at
the training venue and associated outreach sites. This includes
tutorial/classrooms, AV equipment, and requisite IT resources.
Assessment is based upon the following:
• Continuous co-assessment of participants’ ongoing
engagement with and participation in the module by the
facilitator and the learner
• Workplace report completed by employer/workplace mentor in
consultation with the participant

Assessment Weighting
Continuous Assessment (% Weighting)

50%

Workplace Report (% Weighting)

50%

Grading
• Distinction: 80–100%
• Merit: 65–79%
• Pass: 50–64%
• Unsuccessful: 0–49%
Information to Learners

Learners will receive a programme handbook at the outset of
the programme that will outline topic titles and content, timetable
for delivery, assignment briefs and deadlines and psychosocial
supports.
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Chapter 10: Specification of Learning
This chapter specifies the learning related to each of the learning outcomes in each module. Each ‘Learning Outcome’
is sub-divided into ‘Learning Intentions’ and ‘Success Criteria’ Tables 31-38 below. See Chapter 6 for a detailed
explanation of Learning Outcomes, Learning Intentions, and Success Criteria.
The following abbreviations are used in this section:
M = Module
LO = Learning Outcome

Module 1 – Health & Wellbeing
Learning Outcomes, Learning Intentions, and Success Criteria

Table 31 - Module 1 Specification

M1:LO1 Identify, explain, and discuss key determinants of physical and mental health.
Learning Intentions
a. Identify diet and exercise as essential elements in the promotion and maintenance of physical health (Cognitive)
b. Discuss strategies such as stress management and managing emotions and how these can influence mental
health. (Cognitive)
c. Develop an opinion that outlines why it is important to maintain positive physical and mental health. (Affective)
Success Criteria
a.
- I can explain that the foods and drinks that I consume can influence my weight and overall physical health.
- I can identify whole foods, lean meats/fish, and fruit/vegetables as the types of food that support
good physical health.
- I can describe and discuss how exercise helps with weight management and has other physical
health benefits.
b.
- I can explain that stress can negatively impact my mental health.
- I can recognise that negative emotions can also negatively impact my mental health.
- I can identify and consider the things that can cause me to be more stressed or to have more
negative emotions.
c.
- I can describe how positive physical and mental health can reduce physical illness and improve
my moods and emotions.
- I can analyse the current state of my own physical and mental health.
- I can formulate an opinion as to why positive physical and mental health is important to me.
M1:LO2 Identify, explore, and discuss a range of practical health and wellbeing activities.
Learning Intentions
a. Identify a range of activities and explain how they can support positive physical and mental health. (Cognitive)
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b. Compare these activities and determine whether some are more effective than others. (Cognitive)
c. Select an activity that may be added to the participant’s daily routine and justify this selection. (Affective)
Success Criteria
a.
- I can name and explain activities that support positive physical health.
- I can name and explain activities that support positive mental health.
- I can describe how some activities support both physical and mental health.
b.
- I can appraise each activity and determine how effective it could be.
- I can classify these activities and outline which are most/least effective.
- I can justify why I believe some of the chores and activities are more effective than others.
c.
- I can identify and choose one of the above activities that could be added to my daily routine.
- I can speculate on how this activity could benefit me.
- I can persuade another person that this activity is appropriate for and could be beneficial to me.
M1:LO3 Describe, evaluate, and appraise their current daily wellness routine.
Learning Intentions
a. Identify the activities that I currently complete on a daily basis to support my health and wellbeing. (Cognitive)
b. Examine which activities support my physical and/or mental health and wellbeing. (Cognitive)
c. Determine whether my current daily routine sufficiently supports my physical and mental health. (Affective)
Success Criteria
a.
- I can identify and recall activities that I have completed in the past to support my health and wellbeing.
- I can indicate whether I complete these activities on a daily basis or not.
- I can determine whether I have a regular or daily routine that supports my health and wellbeing.
b.
- I can classify the activities that I do complete as supporting my physical and/or mental health and
wellbeing.
- I can explain that physical activity can have both physical and mental benefits to my health and
wellbeing.
- I can create a comprehensive list of all of the activities that I complete on a daily or regular basis
that support my health and wellbeing.
c.
- I can establish the amount of time that I spend engaging with activities that support my health and
wellbeing.
- I can appraise the current state of my health and wellbeing.
- I can decide whether my current daily or regular routine is sufficient to satisfy me.
M1:LO4 Reflect upon and evaluate their role in maintaining healthy emotional and sexual relationships.
Learning Intentions
a. Identify and explain what healthy emotional and sexual relationships are. (Cognitive)
b. Discuss who has responsibility for maintaining healthy emotional and sexual relationships. (Cognitive)
c. Evaluate how my actions and behaviours can positively/negatively impact on the emotional and sexual
relationships that I maintain. (Affective)
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Success Criteria
a.
- I can explain that a healthy emotional or sexual relationship is one where both people are equally
happy in and satisfied with the relationship.
- I can further explain that healthy relationships involve honesty, trust, respect, and open
communication between friends/partners.
- I can discuss the importance of consent and contraception in healthy sexual relationships.
b.
- I can identify that the responsibility for maintaining healthy emotional and sexual relationships
should be equal among both people.
- I can clarify that, for this responsibility to be equal, both people must be willing to be honest, open,
respectful, and communicative.
- I can outline how, if this responsibility is not equally shared, then it is possible/likely that the
emotional or sexual relationship is not healthy.
c.
- I can determine, and justify with explanations and examples, whether or not I am generally
honest, respectful, communicative, and trustworthy in my emotional and sexual relationships.
- I can identify and consider actions that may better support my emotional and sexual relationships,
where appropriate.
- I can assess and appraise whether the emotional and sexual relationships that I currently
maintain are healthy or unhealthy.
M1:LO5 Define the meaning of health and wellbeing resources and supports and outline and evaluate
your role in accessing them.
Learning Intentions
a. Explain what wellbeing resources and supports are and how they can be accessed.
b. Identify people and/or organisations that provide wellbeing resources and supports.
c. Outline how it is my responsibility to seek out and implement wellbeing resources and supports.
Success Criteria
a.
- I can identify wellbeing resources and supports as people, places, or organisations that can
provide help and assistance that would positively impact my health and wellbeing.
- I can explain that resources and support for my health and wellbeing can be obtained from family,
friends, medical professionals, and relevant voluntary organisations and charities.
- I can distinguish between health and wellbeing resources and supports that target physical and
mental health and wellbeing—or both.
b.
- I can indicate which members of my family and friends are suitably placed to provide resources
and supports for me should I need them.
- I can identify my general practitioner (GP) as an essential medical professional who can provide
resources and supports should I need them.
- I can recognise and approach relevant voluntary organisations (such as F4L) and charities should
I need extra wellbeing resources and supports.
c.
- I can identify that it is my responsibility to seek support when it is necessary.
- I can establish which people, medical professionals, or voluntary organisations are best
positioned to provide support to me.
- I can communicate and collaborate with the relevant people and organisations to make use of
health and wellbeing resources and supports.
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M1:LO6 Consider, plan, and develop a daily self-care and wellness plan.
Learning Intentions
a. Identify activities that support positive health and wellbeing. (Cognitive)
b. Decide which activities I would like to use on a daily basis. (Cognitive)
c. Create a detailed daily self-care and wellness plan using these activities. (Psychomotor)

Success Criteria
a.
- I can identify activities that support my physical health and wellbeing.
- I can identify activities that support my mental health and wellbeing.
- I can identify activities that support both my physical and mental health and wellbeing.
b.
- I can determine how often the above activities should be implemented to support positive physical and
mental health and wellbeing.
- I can choose which activities may be beneficial to me on a daily basis.
- I can justify including these activities in a daily self-care and wellness plan.
c.
- I can create a written plan that includes the self-care and wellness activities that I have chosen.
- I can detail on which days I will complete each of these activities.
- I can evaluate my plan and ensure that every day an activity is included that will positively impact my
physical and mental health and wellbeing.

Module 2 – Coping Skills
Learning Outcomes, Learning Intentions, and Success Criteria

Table 32 - Module 2 Specification

M2:LO1 Define mindfulness practice, identify and use a daily mindfulness practice, and explain the
potential benefits it may provide.
Learning Intentions
a. Identify, define, and describe a chosen daily mindfulness practice. (Cognitive)
b. Examine and discuss the potential benefits this daily practice may provide to you. (Affective)
c. Schedule and implement a chosen daily mindfulness practice. (Psychomotor)
Success Criteria
a.
- I can explain that mindfulness practice is a type of meditation in which you focus on being intensely aware
of what you are sensing and feeling in that moment.
- I can explain that being mindful and practising mindfulness does not necessarily mean ‘meditating’.
- I can indicate that being mindful simply means being ‘in the moment’ and focusing your attention fully on that
and ignoring and forgetting about all of the other things that are going on in your life, whether good and bad.
b.
- I can explain that mindfulness can reduce emotional stress and anxiety.
- I can outline how mindfulness can also have physical health benefits by reducing physical stress in the body.
- I can conclude that mindfulness can improve both physical and mental health.
c.
- I can Identify a mindfulness practice that I would like to trial.
- I can create a plan to include this mindfulness practice in my daily routine.
- I can use this mindfulness practice on a daily basis and improve my overall physical and mental health.
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M2:LO2 Identify, examine, and use tools/resources to enhance motivation for lifestyle change.
Learning Intentions
a. Define, evaluate, and discuss the role of motivation in making lifestyle changes. (Affective)
b. Identify a lifestyle change that you would like to make and research and choose tools/resources that could
be used to support it. (Cognitive)
c. Practise and use these tools/resources in support of making lifestyle changes in your life. (Psychomotor)

Success Criteria
a.
- I can define motivation as a process that initiates, guides, and maintains goal-oriented behaviours.
- I can explain that, to make permanent lifestyle changes, it is necessary to have goals to work towards.
- I can indicate that, without motivation, it is difficult to be consistent and disciplined in working towards these goals.
b.
- I can outline and describe a lifestyle change that I would like to make.
- I can conduct research on that lifestyle change and potential tools and resources that may be needed to support it.
- I can choose a researched tool or resource and indicate how I could use it to support a lifestyle
change in my life.
c.
- I can create a plan for a lifestyle change based around the tool or resource chosen above.
- I can explain and justify the use of the chosen resource or tool to support the identified lifestyle change.
- I can use the resource or tool on a regular basis to support the development of a goal-oriented
lifestyle change.
M2:LO3 Identify and discuss core emotional needs and develop skills and resources to support them.
Learning Intentions
a. Define, outline, and explain the term ‘core emotional needs’. (Cognitive)
b. Choose from the list of core emotional needs and evaluate whether your own core emotional needs are
being sufficiently met. (Cognitive & Affective)
c. Identify, create, and develop skills and resources that can be used to support and meet your core emotional
needs. (Cognitive & Psychomotor)

Success Criteria
a.
- I can define the term ‘core emotional needs’ as essential conditions that must be met for a person to
experience happiness or peace.
- I can outline how some core emotional needs include the need for our lives to have meaning, the need for
emotional and physical security, the need for attention, the need for privacy, the need for achievement, and
the need for human connection.
- I can explain that, if these needs are not met for a person, it may promote negative thoughts or negatively
influence their mental health and wellbeing.
b.
- I can choose several of the core emotional needs listed previously.
- I can provide examples of how these emotional needs are currently being met in my life.
- I can determine whether or not some of these core emotional needs are not currently being met for me and
identify ways in which they could be met.
c.
- I can identify core emotional needs that I feel I require greater support for and consider ways in which I
could meet them.
- I can conduct research on some of these core emotional needs and locate resources online that can be
used to support them.
- I can practise and develop the use of these resources to improve my overall health and wellbeing.
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M2:LO4 Consider, assess, and justify the importance of thinking in shaping behaviours.
Learning Intentions
a. Describe and explain what positive and negative thoughts are. (Cognitive)
b. Evaluate, determine, and compare how positive and negative thoughts can influence behaviours. (Affective)
c. Consider and decide how you might improve your behavioural responses to negative thoughts. (Affective)
Success Criteria
a.
- I can outline how positive thoughts are those that focus on the good elements of a topic/situation and
generally elicit positive feelings and emotions such as joy, happiness, excitement, enthusiasm, motivation, etc.
- I can outline how negative thoughts are those that focus on the bad elements of a topic/situation and
generally elicit negative feelings and emotions such sadness, shame, anxiety, stress, dissatisfaction,
jealousy, etc.
- I can outline how some situations may elicit both positive and negative thoughts at the same time.
b.
- I can explain that positive thoughts often also promote positive behaviours.
- I can outline how these negative thoughts often result in the presentation of negative behaviours.
- I can consider and evaluate whether negative thoughts always cause negative behaviours and, if not, who
has control over behavioural responses to negative thoughts.
c.
- I can describe previous behavioural responses to negative thoughts.
- I can evaluate these responses and determine whether different responses might have resulted in a better outcome.
- I can describe and outline preferable behaviour responses to negative thoughts and explain how I would
use these in future situations.
M2:LO5 Develop, create, and use stress management skills for day-to-day life situations.
Learning Intentions
a. Outline and explain the negative effects of excessive stress on a person. (Cognitive)
b. Identify, research, and create new stress management skills and strategies. (Cognitive)
c. Practise and use these stress management skills and strategies on a daily basis and evaluate the effects
that they are having on you. (Psychomotor & Affective)
Success Criteria
a.
- I can outline how stress is usually experienced in challenging or demanding situations.
- I can describe how stress often causes a person to experience negative thoughts and emotions.
- I can explain that excessive stress can have significant long-term effects on health and wellbeing.
b.
- I can explain that stress management skills and strategies are skills and actions that people can use to
reduce their stress levels.
- I can research stress management skills and strategies and outline how they can be practised.
- I can identify several stress management skills and strategies that I would like to explore and trial in my own life.
c.
- I can practise and discuss the skills and strategies for stress management with peers, mentors, or on my own.
- I can modify these skills and strategies to suit my daily routine and use them as much as possible/as
needed.
- I can determine whether these stress management skills and strategies have had an impact on my overall
stress levels and classify the impact as positive or negative.
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M2:LO6 Develop, create, and implement skills and resources for embracing unpleasant experiences and
challenging emotional states
Learning Intentions
a. Identify and describe some unpleasant experiences or challenging emotional states that you have experienced.
(Cognitive)
b. Evaluate and discuss how you responded in those moments. (Affective)
c. Identify, create, and use new skills and resources for embracing unpleasant experiences and challenging
emotional states. (Cognitive & Psychomotor)
Success Criteria
a.
- I can outline my understanding of the terms ‘unpleasant experiences’ and ‘challenging emotional states’.
- I can recall moments of unpleasant experiences or challenging emotional states that I have experienced.
- I can describe the situations wherein these unpleasant experiences or challenging emotional states occurred
and discuss how they made me feel.
b.
- I can explain how these moments made me feel.
- I can describe the behaviour that I displayed/engaged in immediately after I experienced these unpleasant
moments or challenging emotional situations.
- I can determine whether or not my behavioural response was appropriate to the situation, identify alternative
behaviours that I could have displayed, and determine if these alternative behaviours might be preferable in
similar future situations.
c.
- I can identify existing skills that I possess and tools/resources that I have access to and indicate how they
could be used in these challenging moments.
- I can research and choose some new skills, tools, and resources that I would like to explore to employ in
future challenging moments.
- I can practise with and use these new skills, tools, and resources.

Module 3 – Communication & Active Leadership
Learning Outcomes, Learning Intentions, and Success Criteria

Table 33 - Module 3 Specification

M3:LO1 Appraise the importance of effective communication in groups.
Learning Intentions
a. Define what effective communication is and compare it to ineffective communication. (Cognitive)
b. Create a set of guidelines for effective communication. (Cognitive)
c. Justify the need for effective communication in group settings. (Affective)
Success Criteria
a.
- I can describe effective communication as communication that encourages others to listen to and act upon
thoughts, ideas, or concepts.
- I can highlight the need for active listening, patience, and respect to foster effective communication.
- I can explain that, in contrast to effective communication, communication that is ineffective is
usually unproductive, unsuccessful, or negative in nature.
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b.

c.

- I can outline clearly and explain the key elements of effective communication.
- I can highlight elements of ineffective communication that should be avoided.
- I can create a list of recommendations/guidelines that comprehensively explain how to communicate
effectively and inform the reader what should be avoided.
- I can explain that effective communication promotes positive relationships and respect.
- I can argue that ineffective communication can negatively impact relationships, make people feel that they
are not respected, and diminish the self-confidence and self-esteem of these people.
- I can determine that, to promote effective communication in group settings, it is imperative that all people
are patient, actively listen to those speaking, and respect the values, opinions, and beliefs of the speaker
regardless of their own values, opinions, or beliefs.

M3:LO2 Reflect upon the costs and benefits of written communication and the role of communication
technology.
Learning Intentions
a. Outline and explain the forms of written communication. (Cognitive)
b. Identify and discuss the strengths of written communication and highlight potential drawbacks. (Cognitive)
c. Justify the need for communication technology in engaging with education, employment, and training.
(Affective)

Success Criteria
a.
- I can explain that written communication is any type of communication that utilises the written word.
- I can classify written communication as being formal or informal.
- I can outline how informal written communication is most often used between people who have an
underlying friendship. I can explain that informal written communication is most often used outside of
education, work, or training environments.
- I can describe formal written communication as communication that is more official and most often used in
structured education, work, or training environments.
b.
- I can identify strengths of written communication as creating a permanent record of the communication,
being suitable for long distance communication, giving the receiver adequate time to think about and create
a response, deliverable to multiple people, and suitable for sending multiple forms of information (words,
diagrams, pictures, graphs, statistics, etc.).
- I can identify potential drawbacks of written communication as follows: it is less personal than other forms
of communication, messages may be miscommunicated in writing compared to face-to-face communication
where body language and tone of voice can influence the meaning of the words used, responses and
feedback may be slow, and it has the potential to create future issues for the sender if they have written
anything controversial or have reneged on a prior commitment.
c.
- I can recognise that many jobs and training and education programmes require the use of laptops
computers, tablets, and/or smartphones.
- I can explain how communication technologies allow people to communicate more efficiently and effectively.
- I can highlight the ways in which communication technology can be used to improve the
accessibility of learning content and develop and/or support the relationship between the learner and the
facilitator.
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M3:LO3 Explore a range of factors relating to effective interpersonal communication.
Learning Intentions
a. Define and explain the term ‘interpersonal communication’. (Cognitive)
b. Identify personal traits and behaviours that support effective interpersonal communication. (Cognitive)
c. Assess and consider my own interpersonal communication skills and how they might be improved. (Affective)
Success Criteria
a.
- I can define the term ‘interpersonal communication’ to mean communication between two or more people
who exchanges ideas, thoughts, feelings, concepts, or information.
- I can outline how interpersonal communication is generally considered to be oral and face-to-face in nature.
- I can indicate that non-verbal body language can influence the transmission and reception of the intended
communication.
b.
- I can describe confidence, patience, and good oral communication skills as important personal traits that
foster effective interpersonal communication.
- I can identify behaviours that support effective interpersonal communication as being active listening,
teamwork, responsibility, dependability, leadership, motivation, and patience.
- I can explain that these traits and behaviours can help to make the other person/people being
communicated with feel at ease and thus remove potential barriers to effective communication.
c.
- I can determine which personal traits and behaviours I display.
- I can consider my personal traits and behaviours and examine how they influence my interpersonal
communication skills.
- I can identify personal traits or behaviours that I do not currently display and discuss how some of these
might positively influence my interpersonal communication skills.
M3:LO4 Demonstrate the confidence to plan, organise, and lead physical activity sessions within their own
group setting.
Learning Intentions
a. Describe and explain the skills necessary to lead a group in an activity. (Cognitive)
b. Use these skills to organise and conduct the group activity. (Psychomotor)
c. Determine how successful the activity was and investigate potential ways of improving the activity. (Affective)
Success Criteria
a.
- I can outline how some of the key skills necessary to lead a group in an activity include leadership,
patience, and teamwork.
- I can explain that leadership is needed to give direction to the activity and that teamwork fosters motivation
and engagement from other participants.
- I can recognise that patience is an important skill, as those engaging with the activity may have varying
levels of ability and those with lower/higher than average ability may find the activity too difficult or too easy.
I can explain that, when people find an activity too easy or too difficult, they may become frustrated or bored
and thus it is necessary to be patient.
b.
- I can create a plan for a group of people to engage in a physical activity.
- I can consider the potential abilities of those engaging in the activity and plan an activity that is achievable
and enjoyable for all.
- I can demonstrate my self-confidence and leadership skills by leading the activity and communicating
clearly with the others in the group.
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c.

- I can assess the activity afterwards to determine whether or not it has run smoothly and achieved its
intended purpose.
- I can question the members of the group to elicit how well they engaged in, achieved, and enjoyed the
activity.
- I can consider the responses of the members of the group and evaluate their feedback to find ways of
altering and/or improving the activity to increase engagement, achievement, and enjoyment for all members
of the group.

Module 4 – Driver Readiness
Learning Outcomes, Learning Intentions, and Success Criteria

Table 33 - Module 3 Specification

M4:LO1 Identify and analyse the essential elements of safe and effective driving.
Learning Intentions
a. Explain the importance of safe and effective driving and highlight elements of unsafe driving. (Cognitive)
b. Outline key elements of safe and effective driving. (Cognitive)
c. Create a list of recommendations to young or new drivers. (Affective)
Success Criteria
a.
- I can define unsafe driving as driving that might cause risk or injury to myself, my passengers, or other drivers.
- I can outline how unsafe driving might involve speeding, not wearing a seatbelt, driving too close to a car
in front, driving too fast for weather conditions, driving too slow on high-speed roads, driving while tired, and
driving under the influence of alcohol or drugs, etc.
- I can conclude that, in order to protect the safety of myself and other road users, it is essential to drive in a
safe and effective manner.
b.
- I can outline how driving in a safe and effective manner involves driving at a safe speed (at or below the
speed limit), wearing a seat belt, driving an appropriate distance behind a driver in front, and driving an
appropriate speed for the relevant weather conditions.
- I can highlight the potential dangers of driving while tired and can articulate the need for sufficient rest
before and during periods of driving.
- I can discuss the effects that alcohol and drugs have on driving competency and decide whether driving
under the influence is considered safe.
c.
- I can develop a list of safe and unsafe driving behaviours.
- I can create a list of recommendations based mainly on safe driving behaviours for new or young drivers.
- I can justify the inclusion of each of the recommendations with a clear explanation.
M4:LO2 Find and complete a programme of learning for the driver theory test, including a mock driver
theory test.
Learning Intentions
a. Locate and use a resource that includes the theory of safe driving. (Cognitive)
b. Complete and analyse mock driver theory tests to demonstrate and increase learning. (Cognitive)
c. Identify areas for further development and learning and propose new learning strategies to achieve further
learning. (Affective)
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Success Criteria
a.
- I can use the Internet (or other appropriate means) to find and access a learning resource that teaches
about the rules of the road and safe driving.
- I can complete each element of learning in the resource.
- I can outline what I have learned by engaging with the resource.
b.
- I can complete a mock test to assess my understanding of safe driving and the rules of the road.
- I can distinguish between a pass or fail mark on the mock test.
- I can identify questions that I have answered correctly and explain why they are correct.
c.
- I can identify the areas of driving theory that I find most difficult and explain why I find them more difficult.
- I can investigate other modes of learning to increase my understanding of these challenging topics within
driving theory through discussion and communication with peers and/or facilitators.
- I can select a new mode of learning, continue to practice mock tests, and demonstrate my new learning.
M4:LO3 Organise, prepare for, and complete the real driver theory test.
Learning Intentions
a. Schedule and book the driver theory test and create a study/preparation plan. (Psychomotor)
b. Compile and review all learning resources related to the driver theory test and examine your knowledge
prior to the test. (Cognitive)
c. Memorise and recall the relevant driving theory to pass the driver theory test. (Cognitive)

Success Criteria
a.
- I can access the NDLS website to begin the booking process for my driver theory test
- I can select an appropriate and suitable date and complete the booking process.
- I can create a study/preparation plan to ensure that I am adequately prepared for the test.
b.
- I can find and organise suitable study materials and resources to begin final preparations for the driver
theory test.
- I can review the study material and use practice questions to test my knowledge and understanding.
- I can complete mock tests to determine, prior to the official test, whether I am adequately prepared for the
driver theory test.
c.
- I can read the test questions and choose an appropriate answer to each question.
- I can review my answers at the end of the test (prior to submission/completion) and modify/change any
potentially incorrect answers, where appropriate.
- I can confidently decide to submit my answers when I am sure that I have answered each question to the
best of my ability.
M4:LO4 Organise, access, and complete 12 essential driver training (EDT) lessons.
Learning Intentions
a. Use online resources, or other means, to obtain details for and contact an approved driving instructor (ADI).
(Cognitive)
b. Schedule lessons and practise driving on a regular basis. (Psychomotor)
c. Complete all 12 EDT lessons to prepare for the driving test.
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Success Criteria
a.
- I can ask peers or facilitators for recommendations and/or assistance in identifying an ADI.
- Alternatively, I can use the internet to locate and identify a potential ADI.
- I can use the obtained details to contact an ADI and outline my wish to complete 12 EDT lessons.
b.
- I can coordinate with my ADI to organise regular EDT lessons.
- I can practice my driving skills outside of my EDT lessons where possible.
- I can develop and improve my driving skills on a weekly basis by focusing on the advice given by
my ADI.
c.
- I can demonstrate my learning and skills development by showing improvement from lesson to lesson.
- I can evaluate my progress through discussion with my ADI and choose to engage with further
driving lessons if necessary.
- I can complete all 12 EDT lessons (and any extra if necessary) and prepare a plan to schedule
and complete the full driving test where appropriate and possible.
M4:LO5 Evaluate and discuss the value of the ‘Driver Readiness’ module for the purpose of engaging in
further education, training, and/or employment.
Learning Intentions
a. Identify and explain the benefits of the ‘Driver Readiness’ module. (Cognitive)
b. Examine and find links between these benefits and engaging in further education, training, and
employment. (Cognitive)
c. Create an argument that justifies the inclusion of the ‘Driver Readiness’ module that could be used
to convince future participants of F4L of its value. (Affective)

Success Criteria
a.
- I can highlight that nowadays the vast majority of people are able to and need to drive.
- I can outline how this module assists and supports F4L participants in engaging with and
completing all of the prerequisite steps necessary to undertake the full driving test.
- I can describe and explain how being able and qualified to drive allows a person to have more
independence and control over their daily movements.
b.
- I can explain how being able to drive can assist a person in being able to attend a workplace,
training environment, or educational setting more easily.
- I can outline how some jobs require employees to be able to drive. Thus, the ability to drive may
open a person up to more potential jobs.
- I can identify that the inability to drive may serve as a barrier to entering employment or engaging
with further education and training.
c.
- I can compile a comprehensive list of the benefits of the ‘Driver Readiness’ module.
- I can evaluate and decide whether I have successfully completed this module.
- I can formulate an argument that promotes the inclusion of this module for participants on F4L.
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Module 5 – Online Skills Development
Learning Outcomes, Learning Intentions, and Success Criteria

Table 35 - Module 5 Specification

M5:LO1 Identify and appraise the validity of online resources and platforms.
Learning Intentions
a. Locate and examine online resources and platforms. (Psychomotor)
b. Establish whether a given online resource or platform is valid and conclude if it can be trusted. (Cognitive)
c. Justify and explain the importance of verifying the validity and trustworthiness of online resources and
platforms. (Affective)

Success Criteria
a.
- I can find and identify online resources and platforms.
- I can select information from these resources and platforms to read and examine.
- I can identify and highlight key pieces of information from online resources and platforms.
b.
- I can investigate whether other online resources or platforms present similar or different perspectives on a
given topic.
- I can compare and contrast the information available on other resources or platforms and determine whether
they support or contradict the information outlined on the original resource or platform.
- I can verify or question the validity and trustworthiness of a resource or platform based on the amount of
evidence, from other sources, that supports or contradicts the information available on the original resource
or platform.
c.
- I can explain that information found online can sometimes be factually inaccurate and based solely on the
opinion of the author.
- I can outline the potential risks and dangers of developing opinions based on factually inaccurate,
unreliable, or invalid information.
- I can defend the practice of verifying the trustworthiness and validity of online resources and platforms and
create a list of recommendations/guidelines on how to access and assess information available online.
M5:LO2 Identify, access, and utilise online resources and platforms in advancing your career.
Learning Intentions
a. List numerous potential jobs/careers of interest and select a small number for further research.
b. Identify and utilise an online resource or platform to research these jobs/careers and determine
which jobs/careers may be best suited to you.
c. Justify your selection of jobs/careers that may be suited to you and explain how you would begin
to engage with that job/career.

Success Criteria
a.
- I can identify potential jobs or careers that I may be best suited to based on my interests and hobbies.
- I can describe what each of these jobs or careers broadly involves.
- I can select a small number of these jobs or careers and decide to investigate them further.
b.
- I can locate and use an online resource or platform to obtain more information about a job or career.
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- I can outline and explain the reasons for which I believe I am suited to a particular job or career
based on the information I have obtained from several online resources and platforms.
- I can identify and describe the steps necessary to engage with these jobs or careers.
M5:LO3 Develop and demonstrate the communication skills and personal traits necessary for
specific career events, including job applications and interviews.
Learning Intentions
a. Identify and list the communication skills and personal traits necessary for careers events, job applications,
and job interviews. (Cognitive)
b. Choose and practise several of these communication skills in peer-to-peer and peer-mentor settings.
(Psychomotor)
c. Consider and evaluate your communication skills and personal traits and identify ways they could be
improved. (Affective)
Success Criteria
a.
- I can describe key communication skills necessary for careers events, job applications, and job interviews,
including strong interpersonal and written communication skills.
- I can identify and explain important personal traits, including honesty, self-confidence, preparation, and
respect, amongst others.
- I can highlight the importance of the language and literacy skills necessary to read and complete a written
job application.
b.
- I can select a small number of communications that I wish to practise.
- I can choose to practise these communication skills with a close peer or F4L mentor.
- I can use these skills to develop greater self-confidence about entering the workforce or engaging with
further education or training.
c.
- I can identify the strengths of my communication skills and explain why they are useful when engaging with
potential employment, education, or training.
- I can identify the personal traits I possess that support the communications skills I display.
- I can examine and assess these communication skills and personal traits and determine and outline areas
for further development.
M5:LO4 Examine, analyse, and match individual behavioural characteristics, skills, and strengths
that influence career and study choices.
Learning Intentions
a. Identify and describe individual behavioural characteristics, skills, and strengths that can influence career
and study choices. (Cognitive)
b. Analyse and appraise the importance of these described individual behavioural characteristics, skills, and
strengths. (Cognitive)
c. Classify and match behavioural characteristics, skills, and strengths to specific career or study options
(Cognitive)
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Success Criteria
a.
- I can describe and explain the meaning of behavioural characteristics, skills, and strengths in the realm of
career and study options.
- I can indicate the key behavioural characteristics, skills, and strengths that may positively influence study
and career options as being confidence, honesty, respect, communication, awareness, insight, etc.
- I can question whether these traits are more/less/equally important for career or study options.
b.
- I can investigate and establish whether all of these skills are necessary for all career or study options.
- I can complete research and examine which behavioural characteristics, skills, and strengths are necessary
for specific career/study options.
- I can deduce and propose that some of these skills are more/less important depending on the career/study ype.
c.
- I can compare the skills needed for employment and for further training or education.
- I can argue that all of the behavioural characteristics, skills, and strengths are important, but clarify that
some are more applicable to certain careers or study options.
- I can assess and match my own behavioural characteristics, skills, and strengths to a career or study option
of interest and suited to me.

Module 6 – Health & Safety
Learning Outcomes, Learning Intentions, and Success Criteria

Table 36 - Module 6 Specification

M6:LO1 Identify, access, and complete an approved manual handling and lifting course.
Learning Intentions
a. Locate and research an approved manual handling and lifting course. (Cognitive)
b. Organise and arrange to attend a suitable manual handling and lifting course. (Cognitive & Psychomotor)
c. Demonstrate learning in and complete the course on manual handling and lifting. (Cognitive)
Success Criteria
a.
- I can use the internet or other means to identify an approved manual handling and lifting course.
- I can research the course to ascertain the information that it includes and skills that it teaches.
- I can evaluate the potential course and determine whether it is a suitably approved and appropriate manual
handling and lifting course for me.
b.
- I can identify and choose a suitable manual handling and lifting course.
- I can determine and locate the materials necessary to engage with the course and bring them with me.
- I can reorganise other commitments, where necessary, to ensure that I am available to attend the manual
handling and lifting course.
c.
- I can review and recall the relevant information learned on the manual handling and lifting course.
- I can outline and summarise the key skills learned during this course.
- I can complete the manual handling and lifting course in full and achieve certification.
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M6:LO2 Identify, access, and complete an approved HACCP Level 1 course.
Learning Intentions
a. Locate and research an approved HACCP Level 1 course. (Cognitive)
b. Organise and arrange to attend a suitable HACCP Level 1 course. (Cognitive & Psychomotor)
c. Demonstrate learning in and complete the course on HACCP Level 1. (Cognitive)
Success Criteria
a.
- I can use the internet or other means to identify an approved HACCP Level 1 course.
- I can research the course to ascertain the information that it includes and skills that it teaches.
- I can evaluate the potential course and determine whether it is a suitably approved and appropriate HACCP
Level 1 course for me.
b.
- I can identify and choose a suitable HACCP Level 1 course.
- I can determine and locate the materials necessary to engage with the course and bring them with me.
- I can reorganise other commitments, where necessary, to ensure that I am available to attend the HACCP
Level 1 course.
c.
- I can review and recall the relevant information learned on the HACCP Level 1 course.
- I can outline and summarise the key skills learned during this course.
- I can complete the HACCP Level 1 course in full and achieve certification.
M6:LO3 Identify, access, and complete an approved first aid and Basic Life Support (BLS) course in line
with First Aid Responder (FAR) standards.
Learning Intentions
a. Locate and research an approved first aid and BLS course. (Cognitive)
b. Organise and arrange to attend a suitable first aid and BLS course. (Cognitive & Psychomotor)
c. Demonstrate learning in and complete the course on first aid and BLS. (Cognitive)
Success Criteria
a.
- I can use the internet or other means to identify an approved first aid and BLS course.
- I can research the course to ascertain the information it includes and skills it teaches.
- I can evaluate the potential course and determine whether it is a suitably approved and
appropriate first aid and BLS course for me.
b.
- I can identify and choose a suitable first aid and BLS course.
- I can determine and locate the materials necessary to engage with the course and bring them
with me.
- I can reorganise other commitments, where necessary, to ensure that I am available to attend the
first aid and BLS course.
c.
- I can review and recall the relevant information learned on the first aid and BLS course.
- I can outline and summarise the key skills learned during this course.
- I can complete the first aid and BLS course in full and achieve certification.
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M6:LO4 Examine and discuss the duties of employers and employees outlined in current health, safety,
and welfare at work legislation.
Learning Intentions
a. Outline, summarise, and evaluate key elements of health, safety, and welfare at work legislation. (Cognitive)
b. Examine and discuss the duties and roles of employers in relation to this legislation. (Cognitive)
c. Examine, discuss, and evaluate the role of employees in relation to this legislation. (Affective)

Success Criteria
a.
- I can define and explain the term legislation.
- I can outline key considerations within the legislation that relate to health, safety, and welfare at work.
- I can summarise these key considerations and determine who they benefit—the employer, the employee, or
both.
b.
- I can highlight, from the legislation, key responsibilities that an employer has for health, safety, and welfare
in the workplace.
- I can outline and explain each of these responsibilities and discuss whether they benefit the employee.
- I can evaluate the legislation relevant to employers and determine whether it sufficiently supports the health,
safety, and welfare of employees.
c.
- I can highlight, from the legislation, key responsibilities that an employee has for health, safety, and welfare
in the workplace.
- I can outline and explain each of these responsibilities and discuss whether they benefit the employee.
- I can evaluate the legislation relevant to employees and justify the need for employees to take responsibility
for their own health, safety, and welfare at work.
M6:LO5 Outline and explain good health and safety practices in the workplace, including fire safety and
prevention measures.
Learning Intentions
a. Construct and categorise a list of good health and safety practices in the workplace. (Cognitive)
b. Categorise, highlight, and explain the importance of each of these health and safety practices (Cognitive)
c. Outline and explain key fire safety and prevention measures that can be used in the work and
home environments. (Cognitive)

Success Criteria
a.
- I can define the term ‘good health and safety practices’.
- I can list a range of good health and safety practices in the workplace.
- I can identify potential consequences of not adhering to good health and safety practices.
b.
- I can identify the benefits of each of these good health and safety practices.
- I can explain how these benefits protect health, safety, and welfare.
- I can classify these health and safety practices from most to least important.
c.
- I can outline how a fire can be caused by a variety of factors, including poor ventilation, poor electrical
connections, cooking, flammable materials near naked flames or hot surfaces, machinery/appliances
overheating, etc.
- I can describe and discuss behaviours and considerations that would reduce the risk of a fire developing.
- I can create a list of recommendations/guidelines for at home and in the workplace that would reduce the
risk of a fire developing.
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M6:LO6 Evaluate and discuss the value of the ‘Health & Safety’ module for the purpose of engaging in
further education, training, and/or employment.
Learning Intentions
a. Identify and explain the benefits of the ‘Health & Safety’ module. (Cognitive)
b. Examine and find links between these benefits and engaging in further education, training, and
employment. (Cognitive)
c. Create an argument that justifies the inclusion of the ‘Health & Safety’ module that could be used to
convince future participants of F4L of its value. (Affective)

Success Criteria
a.
- I can highlight that the courses undertaken in this module provide participants with a broad skillset
and knowledge that is desired by many potential employers.
- I can outline how this module assists and supports F4L participants in engaging with and
completing many of the prerequisite steps necessary to undertake work in a wide variety of jobs.
- I can describe and explain how the content covered in this module can provide participants with
more potential job options due to the multiple certs obtained.
b.
- I can explain how detailed health and safety knowledge and skills can assist a person in being
able to attend a workplace, training environment, or educational setting more easily.
- I can outline how some jobs require employees to be able to demonstrate the skills developed in this module.
- I can identify that the failure to complete this module may serve as a barrier to entering employment or
engaging with further education and training.
c.
- I can compile a comprehensive list of the benefits of the ‘Health & Safety’ module.
- I can evaluate and decide whether I have successfully completed this module.
- I can formulate an argument that promotes the inclusion of this module for participants on F4L.

Module 7 – Career Development
Learning Outcomes, Learning Intentions, and Success Criteria

Table 37 - Module 7 Specification

M7:LO1 Identify, analyse, and evaluate the unique skills that you can contribute to the workplace.
Learning Intentions
a. Describe and explain the types of skills that might be useful in the workplace. (Cognitive)
b. List and analyse the skills that you could contribute to the workplace. (Cognitive)
c. Evaluate and consider the skills that you currently possess and examine ways in which you could develop or
improve these skills. (Affective)
Success Criteria
a.
- I can create a list of skills that I believe are necessary for and important in the workplace.
- I can categorise these skills as being physical skills or interpersonal/communication skills.
- I can evaluate and discuss whether interpersonal and communication skills are necessary in all workplaces
and, similarly, whether physical skills are needed in all jobs.
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b.

c.

- I can list the skills that I believe I can contribute to a workplace.
- I can describe how these skills would benefit both me and a prospective employer.
- I can match these skills to specific jobs or employment.
- I can outline which type of job or employment best suits my current skillset.
- I can determine whether the type of job or employment that my skillset currently suits is a job or
employment that I feel I would enjoy and be happy doing.
- I can identify and explain ways in which I could develop new skills or improve the skills within my current
skillset with a view to making me more employable.

M7:LO2 Consider and discuss the importance of active preparation for engagement in employment and
evaluate your own preparation skills.
Learning Intentions
a. Define and explain the meaning of active preparation and identify its key elements. (Cognitive)
b. Consider and discuss the ways in which active preparation can support your engagement with employment.
(Affective)
c. Evaluate and assess your current preparation skills and discuss key changes you could implement
to address areas for development. (Affective)
Success Criteria
a.
- I can define ‘active preparation’ as preparation that is considered, structured, and planned.
- I can explain that the term ‘active preparation’ can be used to describe the preparatory behaviour
of someone working towards a goal.
- I can outline how active preparation involves identifying, considering, and planning the steps
necessary to achieve a goal.
b.
- I can explain that active preparation that relates to seeking employment often refers to identifying,
applying for, and preparing for specific jobs.
- I can outline how preparing actively for employment may involve writing the job application, writing
a curriculum vitae, and/or requesting references from previous employers/mentors/coaches.
- I can outline how active preparation may also involve researching specific companies,
researching the skills necessary for a specific job, and completing further education or training in order to
be suitably qualified to work in a specific job.
c.
- I can describe my current preparation skills and determine whether they could be considered ‘active’.
- I can identify areas for development on my current preparation skills.
- I can identify and explain a list of tools or resources that I could use to improve my active
preparation skills.

M7:LO3 Outline, identify, and practise effective job interview skills and evaluate your current job interview
skills.
Learning Intentions
a. Research, list, and explain some essential job interview skills. (Cognitive)
b. Select and practise key job interview skills. (Psychomotor)
c. Consider and assess which of your job interview skills are strong and identify areas for further
development. (Affective)
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Success Criteria
a.
I can list, without researching, some key job interview skills.
I can research and examine other essential job interview skills through discussion or online research.
I can identify and explain some of the following as essential job interview skills: active preparation, oral and written
communication skills, hygiene and self-presentation skills, self-confidence, patience, and persistence.
b.
I can select one of the job interview skills listed above and decide to practise it further.
I can determine and outline the steps necessary to improve this skill.
I can use and practise these job interview skills with peers and/or mentors.
c.
I can identify which of the job interview skills that I feel are strongest for me.
I can outline which of the job interview skills that I feel least confident about using/demonstrating.
I can practise and prepare to improve these job interview skills to make me more employable.
M7:LO4 Organise and use personal coaching to outline and develop a career plan.
Learning Intentions
a. Organise and prepare for a personal coaching session. (Cognitive)
b. Identify and discuss your key hobbies/interests/competencies and evaluate how they should
influence your career choice and development. (Affective)
c. Create, outline, and develop a personal career plan. (Cognitive)

Success Criteria
a.
- I can discuss my wish to engage in a personal coaching session with a coach or mentor.
- I can arrange and schedule a personal coaching session with the coach or mentor.
- I can identify a topic that I would like to receive coaching in or assistance with.
b.
- I can create a list of my hobbies, interests, and skills/competencies.
- I can identify jobs or careers that match with my hobbies, interests, and skills.
- I can argue that choosing a job based on my hobbies, interests, and skills might support my
enjoyment of a specific job.
c.
- I can choose a job or career that is of most interest me.
- I can consider my current skills, experience, and education and determine the steps necessary to
begin employment in this career area.
- I can construct a written plan in cooperation with my coach/mentor that identifies my current
position, my desired job or career, and steps necessary to achieve that job or career.
M7:LO5 Examine and discuss career progression pathways through employment.
Learning Intentions
a. Define and explain the term ‘career progression pathways’ and provide an example. (Cognitive)
b. Identify and discuss key skills and experience that can support career progression. (Cognitive)
c. Outline, explain, and consider the potential benefits of career progression. (Cognitive)
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Success Criteria
a.
- I can define the term ‘career progression pathways’ to mean the route an employee takes to move
from a lower-level position in a company to higher positions through promotions and/or further education or
training.
- I can explain the progressing in your career usually involves obtaining experience, training,
education, motivation, determination, ambition, and self-confidence.
- I can provide an example of career progression as a lower-level employee in a company being
promoted to a supervisory or managerial position.
b.
- I can outline how some of the key skills necessary to progress in a career may be specific to the
type of job.
- I can outline how oral and written communication skills are essential to career progression in any
career type.
- I can explain that experience in a specific job our job type is usually necessary to gain promotion
or progression in that job.
c.
- I can create a list of and explain potential benefits to career progression.
- I can rank and determine which of the above benefits is most important to me.
- I can identify and explain why that benefit is most important to me—is it financial?
M7:LO6 Identify, research, and discuss opportunities, barriers, and obstacles to employment.
Learning Intentions
a. Consider, propose, and evaluate a list of potential opportunities, barriers, and obstacles to employment.
(Cognitive)
b. Research, analyse, and discuss other opportunities, barriers, and obstacles to employment and determine
which, if any, apply to you. (Cognitive)
c. Analyse and discuss ways in which opportunities could be utilised and barriers and obstacles overcome.
(Cognitive & Affective)

Success Criteria
a.
- I can create a list of the potential opportunities that employment can create for me.
- I can identify potential barriers and obstacles that I might encounter when engaging with employment.
- I can categorise these opportunities, barriers, and obstacles as being significant or not, i.e., are they likely
to affect my chances of finding and engaging in employment?
b.
- I can research, either online or through discussion with peers and mentors, other potential opportunities that
employment can provide that I may not have considered.
- I can discuss with my peers, barriers and obstacles that they may have faced and ask them how they
addressed and overcame them.
c.
- I can identify and discuss how potential opportunities to engage in employment could be utilised.
- I can use skills learned in other modules of F4L and advice given by coaches and mentors to identify,
address, and challenge barriers and obstacles that I may encounter when attempting to engage in
employment.
- I can develop greater self-confidence by overcoming these barriers and utilising opportunities where
possible.
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Module 8 – Work Placement
Learning Outcomes, Learning Intentions, and Success Criteria

Table 38 - Module 8 Specification

M8:LO1 Identify and examine work and career opportunities within your local community and choose an
appropriate work placement.
Learning Intentions
a. Locate, identify, and research potential work and career options within your local community (Cognitive)
b. Determine the skills necessary for and assess your current suitability to the job/career. (Cognitive)
c. Consider and evaluate your skills and choose an appropriate location for your work placement. (Affective)
Success Criteria
a.
- I can find and locate potential work and career opportunities in my local area.
- I can identify and research these companies and determine the nature of their business.
- I can investigate whether one or more of these companies is a potential work or career option currently.
b.
- I can construct a list of potential skills that might be necessary for each of the businesses
identified above.
- I can conduct further research and determine if there are skills or qualities specific to this business.
- I can determine whether the nature of the business or employment opportunity is consistent with
my interests, hobbies, and competencies.
c.
- I can outline and explain the skills that I possess that would support my engagement in
employment with this business.
- I can identify companies or businesses that seek and require these skills.
- I can select and choose an appropriate company for my work placement.
M8:LO2 Outline and analyse key challenges and opportunities related to engaging with
this employment.
Learning Intentions
a. Describe and explain the duties you might undertake in this employment. (Cognitive)
b. Evaluate and assess your current set of skills and determine if there are areas you can develop, prior to the
work placement, that would support a positive experience. (Cognitive & Affective)
c. Identify and examine ways in which you might overcome some key challenges associated with this
employment. (Affective)
Success Criteria
a.
- I can outline the type of business that I wish to seek employment in.
- I can describe the type of service that the business provides.
- I can indicate and explain the necessary skills for employees of this business.
b.
- I can list the skills I currently possess that I believe would support my employment in this company.
- I can justify and explain the importance of each of these skills in relation to a particular employment.
- I can analyse my skills and identify areas where I may be able to improve or developed new skills.
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c.

- I can consider the type of employment and create a list of potential challenges that I may face.
- I can identify the types of skills and qualities that might reduce or overcome these challenges.
- I can assess my current skillset and create a plan to overcome these key challenges.

M8:LO3 Outline and discuss the basic rights and responsibilities of employees and employers in
Ireland.
Learning Intentions
a. Identify and explain the basic rights and responsibilities of employees in Ireland. (Cognitive)
b. Identify and explain the basic rights and responsibilities of employers in Ireland. (Cognitive)
c. Consider and justify the need for basic rights and responsibilities to be clearly outlined and
agreed. (Affective)
Success Criteria
a.
- I can define and explain the meaning of ‘basic rights and responsibilities’.

b.

c.

- I can outline and describe the basic rights of employees in Ireland.
- I can list and discuss some key responsibilities that employees must undertake.
- I can outline and explain the basic rights of employers in Ireland.
- I can list and discuss some key responsibilities that employers must undertake to support their
employees.
- I can compare the basic rights and responsibilities of employees and employers in Ireland.
- I can outline how these basic rights entitle employees or employers to a minimum standard of
treatment and/or service.
- I can describe how the responsibilities of employees and employers help to protect and promote
strong relationships between employees and employers by clearly identifying acceptable standards.
- I can explain how the outlining and agreeing of basic rights and responsibilities between employers
and employees can protect both parties should a disagreement or work-related issue arise.

M8:LO4 Organise, prepare, and complete the necessary documentation for a job interview.
Learning Intentions
a. Outline and describe the potential documentation necessary for a job interview. (Cognitive)
b. Find and read guidelines for completing the documentation relevant for a specific job. (Cognitive)
c. Compile and complete the appropriate documentation. (Cognitive)

Success Criteria
a.
- I can create a list of documents that are commonly required to initiate employment.
- I can highlight written job applications, curriculum vitae, and written references as being the most common
documents needed to engage in employment.
- I can describe how a written application is usually completed prior to the interview process, how a curriculum
vitae is usually submitted to indicate interest in employment, and how a written reference is usually supplied
during or after the interview process.
b.
- I can locate job advertisements using online or in-person research.
- I can analyse the job advertisement and determine the skills necessary to engage in this employment.
- I can read job advertisements and determine the steps necessary to express interest in and apply for specific jobs.
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c.

- I can create a curriculum vitae that outlines my skills, qualities, strengths, and any relevant education, training,
or work experience.
- I can complete a written job application where necessary or appropriate. Alternatively, I can write a letter of
application.
- I can compile the necessary documentation and submit it to apply for a job.

M8:LO5 Schedule and complete a period of work placement/experience.
Learning Intentions
a. Identify and contact a suitable employer for your work placement/experience. (Cognitive)
b. Agree and schedule a period of work placement/experience. (Cognitive)
c. Attend and complete a period of work placement/experience. (Cognitive)

Success Criteria
a.
- I can complete sufficient research to identify an employer that I would like to work for.
- I can find the necessary contact details to initiate contact with the chosen employer.
- I can make contact with and arrange to meet the prospective employer.
b.
- I can ask the employer to explain their expectations in relation to their employees.
- I can discuss my availability and negotiate time commitments with the employer.
- I can confirm and schedule a start date and period of employment.
c.
- I can observe good punctuality and attendance throughout the duration of my work placement.
- I can demonstrate enthusiasm and motivation to work hard and learn during the period of my employment.
- I can integrate myself into the work community and develop my interpersonal and working skills.
M8:LO6 Reflect critically upon your period of work experience and examine options for future education,
training, and employment.
Learning Intentions
a. Consider and evaluate your attendance, punctuality, and performance during a period of work placement
experience. (Cognitive & Affective)
b. Identify and discuss any key learning achieved during the work placement/experience. (Cognitive)
c. Examine and discuss how this work placement has influenced your thoughts on entering further education,
training, or employment. (Cognitive)

Success Criteria
a.
- I can rate my attendance and punctuality throughout the duration of my work placement.
- I can highlight the strengths of my performance and identify areas of work that I found difficult.
- I can reflect upon and determine whether I engaged to the best of my ability with this work placement.
b.
- I can create a list of new things learned during the work placement.
- I can describe the situations in which I achieved new learning and outline whether I learned more/less from
challenging situations.
- I can explain how this new learning might be beneficial to me in future employments.
c.
- I can indicate whether I enjoyed this work placement.
- I can outline why I did/did not enjoy this work placement and indicate whether I would like to engage in further
employment in this business or another similar business.
- I can discuss whether further education or training would improve my experience of and interest in this job or
career option.
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Chapter 11: Conclusion
The Foundation 4 Life (F4L) programme is a well developed and well established model of best practice for engaging
vulnerable young people in employment, education, and training. The programme benefits from SWMDC’s extensive
experience in mobilising and leveraging resources to assist disengaged young people. F4L’s experience of working
with extremely disadvantaged young people has enabled it to design and deliver a highly effective bespoke training
for young people who would otherwise fall between the cracks in our traditional statutory, voluntary, and community
services. The programme’s interagency nature enables the provision of a diverse range of supports to youth and the
development of personal, social, and vocational skills.
F4L has been shown to be extremely effective at engaging one of SICAP’s most marginalised target groups: youth
who are not in employment, education, or training. It has engaged some of the most difficult-to-reach NEET youth,
with a remarkable retention rate of up to 95% over its first three years and 100% in its most recent running of the
programme. It has demonstrated positive and sustained outcomes in terms of skills and job readiness, with in excess
of 70% of young people progressing to employment, education, or training (Doody, 2020; Doody, 2021). This clearly
demonstrates excellent value for money and demonstrates the programme’s worth.
F4L’s values-driven and person-centred approach has enabled young people to feel safe, valued, and respected,
while also fostering an environment that is conducive to their growth and development. This success is largely
attributable to the programme’s unique design, which incorporates intensive coaching and support and has been
instrumental in mobilising the skills and commitment of all key stakeholders. The programme coordinators have
demonstrated exceptional support for participants throughout F4L, enabling them to progress towards a variety of
different progression paths and individual outcomes. Another critical success factor is the unique combination of
skills training and personal development delivered in a relatively informal supportive environment.
Additionally, the programme has established a space for prevention and rehabilitation for young people who are at risk
of drug or alcohol use, as well as those in early recovery. While F4L was not designed specifically as a rehabilitative
programme, it has been successful in reaching out to young people at risk of substance misuse and engaging them
in a recovery journey. By leveraging existing services, F4L has established and expanded rehabilitative pathways for
vulnerable young people. Doody (2020) emphasises the importance of this multiagency approach, which has guided
the programme since its inception. Continuous development and enhancement of such collaborative processes will
undoubtedly contribute to the programme’s long-term viability, significance, and expansion.
In the F4L programme’s first major publication (O’Shea, 2020), we described our innovative educational
approach, emphasised its underlying person-centred philosophy, and highlighted the programme’s strengths and
accomplishments. Given the programme’s established success, it is now timely for Catherine and Pat, F4L’s cofounders and coordinators, to consider the programme’s future beyond their tenure and beyond Co Mayo. This
current publication has built upon earlier work by offering a comprehensive account of F4L’s underpinning philosophy
and providing a core theoretical and educational framework. It has comprehensively outlined the programme
modules, specified the assessment criteria, and offered practical guidance for facilitators. Thus, it has articulated
the essence of this transformative, change-focused programme, which is robustly underpinned within an evidencebased framework.
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