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Quantitative planning seems to reflect a pragmatic respcnse tc
changing economic, demographic, and social conditions. 1Trends in

-particéipation rates at the uypper secondary level that help explain

differences betveen ccuntriés in their approach and policies
regarding access to higher educaticn are examined, alcng with Trecent

"trends and reforas in sdnission policies in various CECL countries.

Prcgrams and institutilns with different degrees of, selectivity at
entry are alsoc considered. Attenticn s directed . to the use of
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entrance examinations, and interviess. Additionally, the use
preferential treatment Keasnres for selection asong fccls of .
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students. The question of whether selection procedures sre affected
by student financial status is discussed, along with whether the way
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« ' ACCESS TO HIGHER EDUCATION

. o\
1. ' This is the report of the Working Group dnﬁﬁccess to b
Higher Education. The Group drew both'on the statement of
issues in the'Overview.document and the much longer background
,document. ‘The list of issues in the Overview (page 23) was T
used to structure the d1chsslon, with two modlflcations°
the first two issues were taken together, and’ the flnal 1ssue
to do with flnanclng policies was treated as an aspe{t of all

‘the othér issues, - —
2} Access to ‘higher education continues to be an, 1ssue :
of common and central concern in Member countries, It is a .

. Pressure point in-highe? education 'in policy terms; it is the

~ point where demand, supply and resources intersect. Thelpost-

ponement of selection in secondary educatlon in some countries -
means ‘that questions of social equily now bear strongly on

access to h}gher educatlon and yet hlgher education, partly
because of. its prox1m1ty to'the job market has to, be selectlve.
The current 8&conomic d1ff1cu1t1es geem to sharpengthe cn01ces .

\J'and conflicts 1nvolved

K}

*

»

2

3."i) While access 1s a matter of common concern, there are
"marked dlfferences in the context in which it:takes place from
country to country, differences in the overall fevel of
particlpatlon' differences in demographlc trends, differences .
_in polltical and policy objectives; dlfferences in the timing

" and methods of selection. Sych dlfferences nean that-the

follOW1n@ comments,are irevitably over-generallsed, and , '\\\
-should hence be treated w1th some céhtlon. ‘ C
4, . There was a strong sense- of. the famlllarlty of some of

the 1ssues dlscussed, and a sense that no clear solution ‘existed
for “some problems. 'Since some of thesé 1ssues reflect differences
in priorities rather than; technlcal dlfflcultles, this is
perhaps inevitable. Access 1s to soms.extent a politlcal
'matter. However, there was also a’pragmatlc Sense that any

- ‘ » . !
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" access policy, whatever its.assumptions,-has to find ways of
accommodating the real-world demand made on it &@t.any given )
time.. :In short, access policies could not, in realityg .

' swing too far in any one'directiony in terms of demand ~ or
supply - orientatlon, or inyvolve too abrupt Quantitative-
change’s fn intake. \ |

~—

5..‘, Access can be used as a means of d1mens1oning.the
hlgher education system as a fwhole i.e, settlng targets and
ceilings both generally and for specific parts of the systen,
Group members were loath to put figures on such targets;

agaln the pr1n01ples for quantltatlve planning seemed to reflect
a pragmatic response to chang;ng economlc, demographlc and
s001al condltlons. There was some discussion of. h1storical '
cycles of "need" and provision, bt 'needs’ are less empirical
than might appear at fffst s1ght, and again the discussion
revealed the ultlmately normative or political nature of
policies, - . ~

6. There was a>good deal of discussion about the relationship.
between expans1on and -participation by different s001al groups.
Infsome cases, it appeafed that expansion had not altered the - -
social distinction of’ 1ntake Puch; in othér cases, it had. -In.

- the former case, the resilience of the social distribution

was attrlbuted to factors deeply embedded in ®he school systen.

7. However, ong maJo;'chenge in irtake has been the 1ntake

/ of npwJor non~traditional groups' more togsome sectors, _
w-lnstdtutions and subJects than others. This phenomenon threw
" into question the prev1ously monovamous relationship between

" higher eduggtlon and ‘secondary educatlon' a relatlonshlp already
strained by the tendency (in some.cowhtries) of the setondary -
_system ,to insist more strongly on its own, self-sufficient
objectives. These may or rlay néz codncide with thefoﬁﬁective
of preparing students for-entry to higher education and the
whole question of "bottom-up" and,"top-qown"_influenoes in
the education system was aired several-“times., Reforms in higher
education depend partly on-reforms in secondary educatlon, but
the reverse is aluO true. =~ .. o >
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8., The advent of non-traditional students also hms ‘ o

irplications for curricula and teaching, and some members
felt that the new groups eitherhshould or would 2Xead higher ’ {

. education teaching to be more student-centred.' There was ‘/ L
_soue debate about the extent to whlch students - are-capabhgg ‘ /}
of choosing for themselves, but at a Minimum, the, ;ntake of

. , new? groups aqpens up,guestlons‘about the prescrlptlon and
r negotiation of cﬁrricuia.‘ There appeared to be little anxiety
that. the 1ntake of non-traditiontal students, in general, had
affected the quality or standards of achlevement. 3

g, The diseussion of new groups also concentrated on-
‘partlcular categorles of student and their intake into- particular
~~ subjects-e™z. women into technical and science streams, and
it was felt that this latter was a topic which merited further
) attention from OECD. It was p01nted out that in some,countries
tradlt‘ional students who pos.ned or diluted their attendance
‘were an important and growing category. Forelgn students- were
. also briefly d1scussed though it was felt that they did not
- fall properly under the heading of 'new groups! and that they
raised quite separate and different jissues, By contrast, it ) .
v was agreed that ethnic, m#nority students were an 1mportant
category of non-tradltlonal student.

10, It was, also p01nted out - -strongly that the higher ),\
education s;stem is nov a diverse system, ificluding.as it does -
non-university 1nstrtutlons. The ‘ability to pursue academitc
studies is not the only warthwhile kind of ability; vocationa

> " and pragtical talents are important. The general questlon ot
who dec1des who is.qualified to proceed to hlgher educatlon '~

(of all kinds) was also d1scussed.' ' -

1. In most countrles, there is dlfferential access'to [
' different sectors, institutions ar subjects. The theme of ;f
¢ ©  hierarchies within the system recurred several tlmes, wltﬁ{ } 1
& " some suggestion—that current ecdnomic dlfflcultles may sharpen
S such hierarchies. Some .disquiet was expressed abcut hlerarchles
. betwcen different fields of studf in particular, |

. hd . ' ’ . .
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" 12, As regards zre sw1ngs in demand for different subjects}
B it was argued by sdme that the current'cr1s1s lies not in the
" humanities and social sciences, but in the lack of demand for’

‘felt however,-that students were rather better at predlcting

' Job market fluctuations thal educational pIanners. It was
suggested that there should?be more provis1on of information
'and,guidance for students at all levels and ages;]something
easy to agree on, but difficult to lmplement and perhaps worthy
of further study. ] ;

13.é' 'There wWas a general feeling that the traditional criteria
_for access (marks/grades) should be seen asyone element in a
nore complete package of' evidence. The Yatter might include,
reports by teacHers, relevant work, experience, and the
indiVidual's dwn assessment of his “project® .i.e. his, likely.
ture development. « ’ -

14.e  Even greater emphasis was laid on .the 1mportance of
allowing transfen between courses, av01ding educational blind\
‘ alléys and in ‘general keeping epen educational routes at all
. stages. This reflected an underlying tontensus as to the*
K importance of recurrent: educatlonal opportunities.

2 . -

15. As regards student financing, there_ was ev1 n e.in

soxe countrles of finande being used 1ncreasingly as\ a means
“of llﬂiting demand, w1th obvious’ conseQﬁences for students
- from & less affluant background. The disparity ‘between trends
in open{ng up admiss1ons regulatlons and limiting financial,

4

‘

"+ support was ‘noted. L Y

16. - In general the dis¢ussion involved the exchange of
views and experience, rather than apy dri owards conclusions.
. L wasj howeven, a general sense of tﬂzeplurality of factors
' that h¥ye to be kept in mind atrall times 'in the operation’
s of access policies, and perhaps a senseé of pragmatism after
the long theoretical debate- that has been conducted on this
hx : . : : x
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technology, and to sgme extent natural sc1ences. Spme members .
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subject for some years now, Flnally, it is wortn noting -that
.many of the p01nts on which there was concensus entail not
-necessarily more costly, but certalnly more complex systems:
more complex. to‘plan,-administer and teach in.- This
complex1ty can perhaps-be’ seen as a side~effect pf progress

but i% also suggests a problem for students in 1nterpret1ng

the educatlonal/employment environment they now find themselves
in. T

&
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QUANTITATIVE.TRENDS IN THE DEVELOPMENT
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The brief outline of, quantitative trgntls- in higher,
\education presented .in this Chapter:is far Zrom beiqg .
exhaustive. - More complete and detailéd dafi.on triends in the.
- various sectors and levels, of educatidn will be taken up and -,
analysed in another teport, which wifl .describe the main ;rends.

ey

- of educational policies in OECD countries(1). . >
\ . te [ \ . «
) Since these data were cdllected in order sto, show the
. specific characteristics ‘of development, it.is possible that.
they do not exactly tally with,other information published by .
the ‘OECD or other,international organisatidns on”the ‘basis 6f
, standard international ¢lassification. The present analysis
' - govers the period from 1965 to the most.recent available, year
usually 1977 or 1978, - It is therefore possible that in some
“cases the trends observed up to that date are not the same as
ﬁhbse‘emerging,in more recent years. - ‘ ) )

; . o :
Trend of student enrolments and the corresponding populatwﬁ s
- age-group - e ! T T

. In mest of the countries’ examined, the high increase . -
observed between 1965 and 1970 in total university enrolments
or, when figures permit, ‘in- the number of those studying for
a first”degree - at»gn annual rate of .more than 7.5 per cent
in most countries and never less than 2.5 per cent - slowed °
down quite sharply during the follewing five-year peridd, since
only four countrjes. (Germany, Denmark, Spain and Yugoslavia)
had an annual growth of 7.5 per cent or.more and this rate was
between 0.1 and 1.5 per cent in four others (France, the Nether-
lands, the United Kingdom for part-time students and Sweden).
The year-to-{ear increase since 1975 shaws that, exceptions
aside, the slowdown of the expansion is' continuing and the-
growth rate has' even become negative in certain countries

e.g. Canada, Denmark); see Table 1.

>

U

- It should also be noted that the trepd. in countries
where a first degree can be taken in institutions other than
universities /TAE(2) in Australia, other institutions’in Denmark/
and the United States,” "Grandes Ecoles" in France/ is generally
. the same, although occasionally less pronounced.

. In the few countries for which seﬂg%ate data are avail-,;
-~ able for students-taking-a higher (postgraduate) degree, their

’

number also rose rapidly until around 1975 ahnd often more
quickly than first degree enrolments; but after that date the
increase slowed down or even, as in the United Kingdom for full=
time studies, became a decline. 'éf/ " a
s » During the 19605, meny countries\had created or developed
alongsjde traditional university education tew types of shorter
higher education,-¢ften vocationally orfented and more open to
categories of peoplé who did not have the qualificatians required

1) Tor practical. reasons _the stud¥ covers only the following
comtries: Austria, bt

1, Australia, Canada, Denmark, Finland,
France, Germany, Greece, Italy; Japan, Netherlandsg, Spain,
Sweden, United Kingdom, United States and Yugog} ia. 4

(2) Colleges of Advaqsed Education,

I
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‘ . for admission to-universities or similar institutions. These '
- . new types of education were very successful-and enrolments ‘
generally increased much more quickly than in the universities.’
Here tooy the period of heavy growth seems to have ended and
although after 1970 the increasé was still greater in-.the non: F
uhiversity sector than in the university sector in certain ~
, ' countries (such as the United States, France and Greece), tigis
. wds far 'frop being the case everywhere, especially in more .
~-. recent years, T < \ .

-

- . .
RN Qne,miggt have thought &kat this sloidowh of the expension .}
ves due.tola drop in the size of “the age-group corresponding to '
‘higher education. Table 2 gives th¢.annual growth rates’'of the g
20-24 agexgroup which, although not pxactly coinciding with the i

real age. of students, .are nonethel a valid basis for ~ - ‘
‘ gomparison,:ESpeciallx¢of trends. et'it-is-a fact that the

- growth rate of this age~group is ysuplly lower that of the
. number of students, ,but not sutfig ently so to count on its
" . own for the s®owdown ‘of the exparféion, althodéﬁ this vas’
slower than appears from Table 1. However, the opposite '«
phenomenoy is beginning to appear in certain countries (the
United Stajes and Canada since 1975, Australia since 1977), \
where the 20-24 "age-group is building up relatively more . ‘.

quickly than the number of studénts.' 5 -

‘ " If we consider the demdg;lBhichoregasts for the
- 20-24 age-group, which are 'also given in Table 2, we can see
& that, apart from exceptions - and the case,of Japan is striking
in this respect - this age-group will diminish in size in the -
L e next few years and has already begun to do so in some countries.
: This. decline will éontinue for a fairly long time judging by Y
“the forecasts for the 15-19 age-group, whose growth rate during
. the .period 1985-1990 is negative everywhere, except in Japan
* @ and to a smaller extent Sweden, and this will affect the
20-24 age-group” from 1990 to 1995. . _ ’ -
o7 " .Consequently, if the tendency to reject.higher education
: - or .to f£ind it apparently or really less attractive - continues >
there may well be quite a sharp absolute drop in student number,

with all the repercussions that this may have on institutions - v
éspecially the smaller ones ~ and on-the number of teaching .
staff to bq rderuited op already employed. ) v

Proportion of students taking{a~ppstgrgggate'university degree | .

As we have Just seen,"the fall in growth rat bserved
r~ since the early 1970s affected all categories of st S,
whether they were taking a first degree or engaging -in post+
§ graduate studies, plthough {hés fal] ‘was.not felt in the same
way or at the same€ time.. In view.of this, as Table 3 shows, . -
the proportion of postgraduate students in total unlversity :
enrolments follows a different trend according 'to the country.
v In some countries, such as Australia, Canada ‘(full-time students)
. and Sweden, this .proportien is still rising very slightly, .
.. whereas in others,, such as France in 1977 and the United Kingd®m
since 1975 for full-time students, it is falling: ft is 3
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relatively small irrall of these countries, ranging in 1977-

frpm 10.9 per cent in Canada to 17.2 per ‘cent in the Unitéd-

Kingdom (full-time' students in both cases).- On the other hand, .
" almost all part-time students in the United Kingdom and a ~ |

rather larger proportion of part-time than of full-time students.

in Canada.are at postgfaduate level. In Denmark, it is C

difficult todi tinguish among the students enrolled for long- .

.°4% cycle higher education between those taking a first degree and

- ér -thosQfﬁggaging,in postgraQuate‘studies.

-

o 5 fh . ¢ <
" UBropor¥hon of part-time students ‘}. :
- 'S .
L . Thé proportion}of dents studying part-time is given -
for only’ three countries . Canada, the United States and the
° United Kingdom - Table 4. In all three cases, it ‘amounts to a
. ‘third or more of the total number of students (except for those
- taking & first degree in the United Kingdom, where it is under -3
2 per cent) and is tending to rise, It is higher for post« -
- . graddate students and,. in the United Kingdom, férv those in an N

.,  institution of further education than for students enrolled in )
i upivgrsity. : S - , . . A\,

University end non-university education—_. _ ; o

o It is certain that the differences between countries -
even though.the, figures only eoncern a small number of these -
are greatest &s regards the distribution of students between
these two types'of higher education (Table 5). In Franee)
about 17 per cent of all students are in non-university,
educatiops” whereas this proportion is ‘more than a third Yn
.the Uni¥ed States and half in -the Netherlands for full-time
students only., In the United Kingdon “(England and Wales), i¥

' is falling quite sharply for part-time students, but still |

- ‘emounted in 1977 to slightly more than.two-thirds: Similarly,

— While non-university students account for some 15 per cent of - -
all fulltime students taking a first degree in England and. |
Wales, this figure is 30 per cent in France and 43 pepr cent in

+ Canada. There is no definite rising or falling trend in their
proportion in the total number of students, except im Denmark -
the change of classification made in 1977 makes it impossible
to see whether the fall observed since 1965 continued - and
Yugoslavia, where the drop is more constgqpyfor total -students

. than if nen regular ‘students are excluded.” This is -also the

.gase if we-only consider students -studying for a first

egred, .

"New university entrants - .

- 8

‘ . - . .
The number of new entrants®is even more sensitive then , :
total numbers to variations in the demand for higher educdtion -
. or in the supgly of available places. In universities, during
. the period 1965-1970, their annual growth rate was high and - .
s - generally higher than that for total students_but, by the next -,
‘. period, from 1970 to 1975, this rate fell in most of the
. countries for which figures are.available (Table 6), In half

\
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I°¥ these, it dropped below the rates observed for total numbers.
AS a rule, this trend strengthened after 1975, indicating that

the number of university student enrolments may fall in the
Pext few years.

£ - B
- -There are too few data on new non-university entrants
for it to be'possible to discern any cleay trend, especlally as
new institutions are being created in this sector - much more \
ggan in the universities - and this has the effect of swelling
e number of new entrants.during-their foundation year, thus '

3;" distorting comparison with the ‘year before or after. However,
ﬁﬁu, during the whole of the period from 1975 to the latest available
%2, year, the number of new entrants in this sector increased more

", - quickly - or fell less quickly - than in university education
: \\-1n Germeny, Denmark, France. and Japan, while-the opposite was
Qthe case in Australia and Yugoslavia, in particular.

Mpoportion of new entrants in non-university education -

.Y The figures in .Table 7 showing the proportion of new
non# versity enrolments in relation to total new entrants
. corffirm ~ at least for. the courtries given in this table -
what was said above concerning the smaller relative success
of this type of education compared with the 1960s. Indeed,
‘during the last few years, this proportion has either remaihed
appreciably the same (Canada, United States, Japan and
Yugoslavia) or has dropped /Australia(1) and especially

) Germany, where it fell from 36 per cent to 26 per cent between -
. 1965 and 1977/. o .
-

Sex i;stribution of new entrants

. So far, we have only considered the trend of total
.studéht numbers and observed that growth has ‘been slowing dovn
almost everywhere. Yet, side by side with this overall trend,-
there has been a rise in every country in the proportion of,girls
among new university -entrants (Table 8). While this rist was
particularly spectacular hetween 1965 and 1975, ®ainly-in
countries where female participation was lowest (from 19 to .

30 per cent in the Netherlands and from 27 to 40 per cent in
Germany, for example), it also occurred elsewhere and is -
continuing in the majority of countries, although at a slower
pace. Around 1977, girls accounted ¥or 40 per cent or more of
all new entrants in university education in most of the countries

examined.
)

L}

4 .
The situation is somgwhat different in non-university
education, depending in particular on-whether or not this level
includes paramedical personnel and primary and preprimary
teachers, who are mainly women. As a general rule, when female
participation at this level was initially relatively small (as
‘ » »

- o

v (1) Not gounting the TAFE (Technicael and Advanced Education)
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iﬁ Gerﬁany),iit\has tended to rise, but when it was large - more
“than half th€ total enrolments - it has either continued to

increase at a' slower rate (Australia, Canada, for example), or
s falling slightly (Denmark). -

"." # . These figures therefore show that alienation from higher
- 8tudles affects males much more than females and that it mainly
;- depends on the letter whether university enrolments will .
continue to increase or will dwindle more slowly tha® if females
were to adopt the same attitude as males. N

Choice of ‘disciplines by new entrants’

Since the choice of discipline is generally very
-different for male and female students, Table 9 gives the
respective figures for each sex. Category 1, which includes
arts, social sciences and education, accounts for more than
half the total number of new university entrants in everZ
country - except the United Kingdom. But while between 45
and 55 per ceht of all male students chose these disciplines
if the latest available year (the exceptions being Denmark, .
Spain and Sweden with over 60, per cent, on the one hand, and
the United -Kingdom with 31 per cent, on the other), this
proportion was over two-thirds for femsales in most countries
and 75 per cent in Australia, the Netherlands, Sweden and
Yugoslavia (the exception .being the United Kingdom with barely
50 per cent). - &

Since 1975 - or sometimes before tﬁen - there‘haS'been \ .

a’ certain decline in the choice of these studies in a few
countries - Germany, Australia (mainly males), Austria and
Italy (fémales). But this trend is far from being general and
the oppogite occurred in Spain, the Netherlands and Yugoslavia
for female students. - ) . .
. On the other hand, when we turn to the science and
technology cetegory, we see that between 30 and 40 per cent
of all male students enrol for these dfsciplines - nearly ‘
50 per cent in the United Kingdom - but only some 15 per cent
or less of all female students (except in the United Kingdom,
-over 20 per cent), The sex differential as regards choice of
science studies is still greater for technology alone,. where
~ female part;cipatiip is almost non—e*&steht.
. ™ -

There is no clear trend ffegarding the/;elative attraction

of these disciplines far students: in a few countries, sldightly
fewer males and slightly more females choose them than '
previously, but this is far from being a general rule.

In non-university education - ageording to the meagre
information available, set out in Table 10 - roughly the same
characteristics are found as in the universities: opredominance

: 0f females in-the toitiary sector, pProdominance of males in the
‘tqphnolo gy subjects,

)
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- Itfwoulq,thereforeﬂseém that the tradition that some"
. fields of study are more especially destined for girls-and
others for young mén is as strong as ever. - -

. [ .
Age distribution of new entrants o~

Age.of efitry into higher education varies substantially
according-tao countries, dépending first on ?ge of entry into
primary school and secondly on the length of primary and
secondary. schqoling. These differences can be clearly seen -
from Tables 11 'and 12, which show the total enrolment rate and
the enrolment rate in higher education at 18 and 19 years of

‘age. In Australia, some:two-thirds of all 18-year-old,students
.are already in higher education, while this pioportion is still
about 50 per cent in Caneda, but is practically nil. in Germany,
Denmark and Swedén. At 19, the differences are less marked but
still substantial: in Australia, Canada and the United Kingdom =
(for full-time education), most students are in higher educati®n,
whereas they are still in secandary school in Germany, Denmark
and.Sweden. Note - and this confirms what has been said earlier .
. .regarding young people'!s alienation from higher education -,
_that, both at 18 and 19, the enrolment rate at this level of
éducation has fallen since 1975 - or even~—before - in certain
. countries: Australia,. the United Kingdom, Sweden and GeﬁFany
for 19-year olds. ’

“Owing to these differences in the intermal orgénisation
oI the educational systems, the proportion of néw university -
entrants aged 18 gr under - Table 13 - which is 40 per cent or
more in Australia and the United Kingdom, and also in Austria,
Spain, Greece and France, is very small, not to say-non-
existent, in Germany and the Scandinavian countries. It is .
_.tending to fall in the United Kingdom and above 2ll in Australia,
but to rise or to remain appreciably the same’in France, Greece -
. and Spain. Few changes have been observed in the other )
countrie#.© In every imidtance, girls go to university relatively
earlier than boys. ; < ‘o ;

. v
+ The most interesting fact regarding age of. entry ﬁé . _

university*is the rising proportion of older students (over 25)
in every country (except Greece, but the figures 'stop at 1976).
In Germany, Spainy Finland and.probably Demmark and the Nether-

~lands, although the trends observed’up to 1975 have continued,
this proportion is 15 per cent or more, which 1s far from ~
negligible. In Sweden, where the government has taken steps to
‘facilitate access to higher education  for adults; especially
those aged 25 or over and with 4 yeare! work experience,’ some
50 per cent of all students are over 25, nearly half of whom
are covered by the 25/4 rule, but the figures stop at* 1976 end
we do not know whether this percentage has risen or not since
then. " Apart from Sweden and Australia, more "older" students
are male thean female. %g . .

‘€
~
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Note that in Australia in the case of partstime educatiom
and the United Kifigdom as regards further education, age of
entry-and the proportion of- students vover 25. are .much higher -
especially in Austraiip - than for full-time education or the
university proper. : ’ ' oL . .

In non-university education - Table 14 - and for the
four countries for which figures are available, the situation
is less clearcut. Compared with the situation in the '
universities, the proportion-of new young entrants - 18 and
under - is smaller in Austraglia, Frahce and Greece, but slightly
bigger in Germany, while those aged 25 or over are also fewer,
‘except’ in Australia for full-time study. . 2 '

. There may be two causes for the changing age of entry
into higher education: first, secondary school leavers with
the qualifications traditionally allowing them to enter higher
education delay doing so and, secondly, new categories of people
are now admitted to higher education. The scanty information
given in Tables 15 and 16 throws sqge light on this problem, in
spite of the small number of countries concerned. -

Interval between leaving secondary gchool and entering higher
education ‘ - . . i

. - . .

Table 15 shows that the proportion of secondary school-
leavers going into higher educa ion -immediately after obtaining .
their school-leaving certificate is very large in Austrglia ., "
(for full-time education), France and ‘the Netherland , but that "
this proportion is .only slightlg over 50 per cent fdr high
8chool graduates in the United States, where it has fallen
considerably s$ince?1965. The drop elso obsérved in flustralia
is not really suffitient on its own to justify the higher
average age of entry into university mentioned in the last
section. On the other hand, in France, the bigger proporticn
‘af secondary-school-leaverg going directly into higher education
mag explain the riging percentage of new students aged 18 or

Junder. ' , :

R % ) . -’ R
¢ Consequently, while both in the‘U ted States and
Australla - especially for part-time study -~ the proportibn ofe
young people delay their entry into higher education is .
rising rapidly, t #7ls not at all the case in.France. -

School or other background of new entrants into higher education

The figures given in Table 16 give no reason - at least
for the countries they-concern - to believe that higher
education as a whole ‘has opened its_doors wider to new categories
of students. Indeed, except for Sweden and Demnmark (mainly for -
the non-university level "Tekmika") the great mejority of new .
students congist of young people who e’ Successfully completed
their general secondary education. Iw’fact, even technical - -
secon school-leayers are relatively thin on the ground,

except Italy; the "othef" category, which.probably includes' .
nev. entrants - in cases where they do not form a separate -
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.countries studied, Swedén ‘seems to be the only one in which

~ wher

for pupils with at best only one A=level pass.

-*10-»' * L.
. . .

" category -~ not possessing the fradition;}~%galifications,ieqdifedt

is very small. - In France, which had introduced an vexamination
for potential students with no baccalauréat together with .
facilities of access asxparf of the social advancement programme, *
the*percentage of new entrants belonging to these categories, -
which was no more thah 3.5 in 1975, fell to 1.2 in 1977 for the ~ _
university sector [Including IU 1I7 and remained appreciably the
same, in the region of 2.5, for the IUT alone. Among all the- 7?[
measures taken to open the doors of hfgher eddcation to new .
categoriés of students have been effective. Priority students

' and those covered by the 25/4 rule accounted in 1976 for ever
- 30 per cent of the total number of new university entrants, v

while the gerOrthn of "Gymnasium" graduates fell from 86 per
cent in 1968 to 54 per cent in 1976, However, the trend appears
to-have -been reversed slightly since 1976, with a relative rise
in.traditional studefits and a decline_in other categories.

L]

Rates of transfer from secondary to higher education ' .Y

. Since, gs we have just seen, secondary school-leavers -
still form the%htlk of new entrants in higher education in most
countries, it sebmed interesting to show in Table 17 the - . ~
figures - for the few countries in which they are available -
of the rates of transfer from secondary to—higher education.

It will bevzoted that in countries where secondary éeducation

is selectivk,'i.e. wherae only-a small part of an age-grqQup will
follow and successfully comp{ete the type of schooling giving
access to higher education, rates of transfer are very high -~
between 75 and 85 per cent - as in France, the Netherlands and
the United Kingdom for. pupils with at least three, A-level v
passes. On the other hand, these rates are lower - 50 to 60 per
cent =.in countries where secondary education is comprehensive - *°
such as Canada and the United States. Moreover, "entry into- the

university or non-university sector depends very much on the

type of certificate obtained, judging by the case @f France,

less Ylkely to go ontolhigher studies than their peers with a ~
wversity sector. Similarly, in the Un;ted_King om, for more -~
of the pupils with the best.results -gpsiecially males - go to ]
university (66 per cent males, 35 per cent females) than to . '~
further edvcation (15 per cent malés, 23 per cent females), °
whereas the opposite is -the case for jless sucqessful pupils,
although the rate.of trdnsfer has tended to £all¥ since. 1970

.In France, th§ rates of -transfer both for holders.of a

' general baccaIauréaﬁgand a technician!s baccalauréat are rising,

while they are falling Canadd, Denmark (but the figures stop
at 1975), the Netherlands and the' United Kingdem. G oL

To cpnélude this short quantitative outline of trends in

' higher education, the number .of secondary schosl-leavers going . -

directly into higher education appears to be falling relatively
in certain countries at least, while the proportion qelayrhg

(1) Instituts universitaires de-technologie, =t

o ‘ " /P N ' G ,

J:}lmolders of a technician'd baccalauréat are ‘siotf only. much - ‘

e
enebal baccalauréat but, when they do so, go mosgly to +he 'non-~ .

~. « T\ "
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their entry until later is rising; howevéf,‘these two trénds do

- not offset each other, and since higher education has not op d
its dpors significantly - apart from excepti Ege-\ N

ons - to other ¢
gories of people, the number of new entrants and therefors the

total number of students are falling - in both the university
and non-university sectors. ' This relative decline has every
chance of becoming - and has. aiready done so in certain cases -
an absolute decline when combined with the dwindling size of
the population age-groups corresponding to higher education.

4
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- (NU) ENROLMENTS -IN-HIGHER EDUCATTON"
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TABLE 1 .

. ANNUAL GROWTH RATE OF UNIVERSITY (U) ENROLMENTS |
, ‘ ACCORDING 70 DEGREE STUDIED AND NON-UNIVERSITY

\

-

Percentage

1965-70

1976-77

1977-78

. 1978-79

NU 4
AUSTRALIA

.U 1st degree
Master

Doctorate
! Not studying-for & degree

CAE 1st degree
Master
Postgraduate degree
+ Dipl and associate
dipvou
AUSTRIA .
» U
* CANADA FT
]
U 1sd degree
Postgg‘aduato degrees /

PT

U 18t degree
Postgraduate degrees

W .

>

Universities
Other institutions ¢

. m ‘;'

) = -~

v

U and NU ‘ *
. UNITED STATES
_' Universities

Other institutions &4

;lo’ars U 1
- Institutions 2 years

8.9

6.0

~
* o o o

4.5

SN N

WO O

VOO0 OO-==

NS TN,
N N Y
g )

8.1 3
- 3

-
o o
N

16.8

lll,

nNOoON
LI N
[V e Vo)

VI
)
Nt Oh

£ -
« o v o

,.
wed

-
~2
.

WOON W

:.

(1) 1975-77.
(2) 1978-80,
(3) 1974-~78. -
© (&) 1970-76.

+ (5) Acoo
: higher

-to the new
ucation. ~

clhssification by level of studies:

L.

) *55' !

(6) 1968-73, Students studying for a degree only.

(78 1973-75.
{

Ay

e

A

S

long, medium and short-cycle

.
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DABLE 1 (Contld (

N o
’ i . : i Percentage
‘ ' 1965-70 1970575 1975-76 .| 1976-77 | 1977-78 1978-79
— L ]
FRANCE(8) . . ¢ J :
U 1st and 2nd cycles®' -~ 9.a§9; 1;5210;. 1.5 2.2 * 2.0
3rd cycle . 10.3(9 18.3(10 0.6 - 0.3 1.4
Grandns Ecoles P 4,1 . - 6.3 2.7 . &
$ - .
NU | . 7.4 7.0 0.4 9.6 0.4
€
GREECE - ' i
U 5.9, 5.7 - 0.4 1.7
N _ 6.9 9.5 6,9 1 =-18.0
ITALY . .
LU 1.0 - 6.5 4.9 v
}mmuﬁns ( L ) .
g 0 9.9 |- o3P s.e012) 6.3 b3 S
NU FT L7 10.4012 4.7 6.7 2.2
NPT . RRCE] 3,4(12 3.1 - 0.5 e
" UNITED KINGDOM FT - _ )
U ;ettdesru(‘ls) gggj@ 5.2(15) 8'2 gg
0S8 grtd . . . -G, -
NU (Englnnd and Wales)(16) 8.7(14 - 0.5 8.6 |- 4.9
n L[]
U 1st degree(12) . - 5.359; 0.5210; - 0.1 ‘9.&
Postgraduate(12) 15,749 3.2(10 L.5 . b2
NU (England and Wales)(16) <] .0 3.3 . 0.9 0.2
Sm g s
U 1st degree . 0:1(17
Postgraduate\4 2.5217; = 7
YUGOSLAVIA I .
.y 8.6(18) b .-9.1(19 4.9 6.5 '
w 3.2218; 7.65192* - 1.4. ‘0.3 .
"% Regular students only 10.05153 . 6.9&19; bk s 16.9
W 5,2(18 1,8(19 15.8 , 2.4 .
S

(e) For 1965 and 1971, ths Grandes Ecoles do not cover all the inst

(9) 1965-71. "

(10) 1971-75.

(11) 1971=T4.

¢12) 1974-76

(13)' Universities only.

(14) 1968-71, .

(15) 1971-75. .
(16) Including evening classes.
(17) 1970-76.

(18) 1965-69.

€19) 1969-75.

PT = part-time.

FT = full-time;

°

.7

Ltutions subsequently included.

k]
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: ‘ ’ 5. . ANNUAL GROWTH RATE OF THE 20-24 AGE-GROUP
- . Al . \
i “ N .
- N ‘ ¥ - Percentage
. "* Observed . "( Forecast N 15-19 .
’ . - . e age-group
. ' . 1965-70 1970-75 "1 1975-76 1976-77 1977-78 1978-80 1980-85 1985-90 | 1985-90
u, Y s N R - -
. GERMANY -0.5" 1.3 0.9 . 1.6 2.6 1.6 2.4 -1.3
* AUSTRALIA 5.1 1.5 o ! 1.2 1.6 0.6 0.7 0.5
AUSTRIA - 0.6 0.6 1.4 3.9 214 |- T2 .oaT - 2.3
- Y (CANADA 7 T 2.7 2.7 5.3 .23 0.8 0.6 | -3
.+ DENMARK - 0.6 - 03" - 0.5 0.3 0.3 0 1.3 .0 .
SPAIN ) 2.9 1.0 2.2 2.3 0.9 2.1 © 1.0 0.3 ,0.3
UNITED STATES " 6.6 2.3 2.1 2.3 1.8 .12 -0 | -2.6 - 1.4
FINLAMD 5.5 - 1.2 -1.3 - 1.6 - 3.7 -0.8 ‘o 0. -1.8 - 3.1
~ FRANCE / 7.8 1.0 | -o.8 -0z, | -0.2 0.1 o2 |7 -0.6 - 0.3
" cremce 1.6 , 0.1 2.1 1.1 2,0 . 1.7 - 0.4 1.0 - 1.6
\ N . . R
) JAPAN 3.3 - 3.2 - 4.7 f - 6.3 s.2.3 1= 1.3 0.7 | 1.9 2.2
. ) * . T
, - ITALY €— 0.9 —> - o.¢ 1.3 1.3 ;- 2.0 1.8 0.3 - 1.1
/] - { .
NETHERLANDS 5.3 - 0.9 0.9 0.9 0.9 4.2 Jov - 0.5 - 33
UNITED KINGDOM 3.8 - 2.4 0.8 1.3 1.3 2.9 2.3 0.7 | -27
T SWEDEN . 2.6 -2 3.5 - 0.7 0.2 | -0 o .|. 1.0 |, o5 |'-1t0
_© YUGOSLAVIA 1 3.2 0.9 | -- ] -- 1.0 =16 .| -0 - 0.3
s - . - <
L] ’ 4 : - . ‘ . ]
‘ . )lf \ —-—
N . W A. . [ - -
'l " . -
» -
. \ ) N . 2D

sL

- ——— - ——
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. \ \\\ TABLE . - e . .
. ’ " STUDENT DISTRIBUTION ACCORDING TO LEVEL OF . )
. DEGREE STUDIED (UNIVERSITY EDUCATION) -
‘ , ”Pemeni@ﬁ
, ‘ v ] 1965, | ng70 | 1975 1976 1977 1978 1979
J : - - -
P AUSTRALIA ‘ : . .
. U 15t degree 8.4 | 82.1 81.0 80.9 80.4 80,5
Master ) 2 7.1 6.5 7.9 8.0 8.2 8.4
Doctorate - ’ . 3.6° 3.k 3.4 1 3,5 ' 3.6
Not studying for a degree 8.; 7.8 7.7 7.7 7.9 1 7.5 *(1980)
' CAE 1st degree 38,.8 - 40,7 1 44.8 21,6 ")
- Master : .2 0.4 0.5 0.7 .
Postgraduate degree 6.9 8.3 r 9.3 ¢ 11.5
Diploma and associate 62.1 . 50.6 45.5 36.2 .
18t degree . . 893 | 89.2 |-.89.2 | 89.1 - 1 ; -
ggstgreduate . 10,7 , 10.8 10.8 '*’12.9 .
¢ . 1st degree L ‘85,5 86.5. ' o
. : Postgreduste . . | . T . 14.5 -1 13.5 y -
' . DENMARK()) . . ’ \ Lo, N ‘. R
- e Long higher ' _— ] 704 ) 69.8
R . Madium higher . ! ‘ 1 29,6 . 30.2
‘ - FRANCE(2) . , ) | .
) 1st and '2nd cyoles 76.3 78.8 67.4 68.3 68,6 4
. 3rd cycle . 9.7 10.5 16.6 46.7 16.3 -
4, Crandes Ecoles ' 14,0 10.8 16,0 15..0 45.1 ) .
“;' - UNITED KINGDOM(3)
® 18t degree FT -a ] 82.3 g1.0 |-e1.1 { &1.7 *} 82.8
. Postgraduate FT 17.7 “9.0, 18.9 18.3 17.2
18t degree PT 36.9 15.7 4.4 13.9 14,6 s |
Postgraduate PT 3.1 84,3 85.6 | 86.1 85.4 : .
SVEDEN . . § A
1st degree : 9.5 90.3 i ) ‘ .
Bostgraduste 8.5, ©9.7 ¥ BN
L4 ‘ : l : _
. ' - <

(1) As students were clauiﬁ.odAby institution before 1977, it 18 n'w possible to meke any distirction
between long and medium higher education. . -

(2) For 1965 and 1970, the andea Ecoles” do not cover all institutions subsequently included.
« (3) Universities only. . * - .
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. TABLE 4 - .
PART-TIME STUDENTS AS A PERCENTAGE OF TOTAL STUDENTS
L - R Wi . .
. \ . ‘ _ , Percentage
Y \ 1965 |- - 1970 1975 1976 . 1977 : 1978 |, 1979
P’ 4 \
CANADA ‘ » -
. . s R 4 . \/
18t degree 25.9 34.0 32.7 35.4 1
_' Postgraduate _ 40,6 41,3
| UNITED STATES v
. Total o/, . 32,2 38.8 39.0 39. .3 .
UNITED KINGDdM
Universitie#, ' - ‘
. 18t degree ° 2,7(1) 4.9 *1.7 1.6 1.7
‘Universities, : ! . -,
" Postgraduate 30.4(1) 30.4 30.7 32.1 33.2 .
Fufther education - . .
(advanced) 37.7(1) 33.6 34,7 36.2 39.3
G '
N
(1)-1968. s
AT v
. & 3
, ‘ 03,
21 * ' ..
. , )

AL
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(1) Bxcluding students in specialised technical schools.

(2) As from 1977, students are no longer classified by type of institution but by level of &

+ 4 .
. Al "8 .
. K ’ ‘.
’ ’ TABLE 5
1 s M ATION ENRO s
’ AS A PERCENTAGE OF TOTAL HIGHFR EDUCATION
ENROLYENTS (T) AND OF THE
T . 'NUMBER OF (D) STUDERTS 1st-DEGREE
’ ) )
1965 1970 <1975 1936 1977 1978

‘GERMANY "1 ’

w/r B.501)] ¥2s.2 “19.2 19.8% 20.0 20.0
CANADA . - - > .

NU/T FT — : 27.7 '

m/D FT ¢ ‘*50
DENMARK .

NU/T R AW 36,7 " 35.0 32.7 21.3(2)| 217
UNITED STATES : -

NU/T ) . 18.3(3)|  35.5 35.3 | 35.8
FRANCE - : o -~

w/T 16.6 15.5 16.3 16.4'" 17.4 -

NU/D 26.1 25.4 28.9 28.6 30.7 30.2
GREFCE ] B

NU/T . 15.4 6.1 18.7 22,6 19.1
NETHERLANDS . .

W(4) /1 54,4 56.7 57.6 4 55,7 56.8

mis) . ~ 107 . 45,5 476 47.2 7.3
UNITED KINGDOM .

(England and Wales) .

’ I

w/r FT 1.1 1.9 10,6 ‘ 1.9

W/ PP 83.6 73.6 3.4 67.1

m/rssg 37.2 | 32.5 30,7 = 29,4 ‘28,2

wu/T(7 . . 25.9 22.6 7.9 19,5 18.8

ﬁmmugn for 1977 would have been as follows according to the old classification:

22.2, P: 42,6, .
(3) 1968,
(4) FT and PT. . .
(5) r? oniy.
(6) A1l students.
{7) Regular students only.

FT = Pull-time . PT = Part-time .




Percentage
1979-80

. GERMANY(1)
&« U
NU

AUSTRALIA . ,
University : a . ) - «

CAE (Diploma/ -

Y Aﬁ.ocjﬂtc diplom) ' o, . . - - 7.7(&)
AUSTRIA ’ :

University

- CANADA .
. U . 3.6 7;
NU 7
DENMARK
U . 8:948)

R )

SPAIN

Total higher ’ 13.6(10)
education |
' UNITED STATES ’
U
NU

FINLAND

D)

N,
FRANCE

’

U .
NU (IUT and higher
~ technicians)

ITALY i
’ University

JAPAR

U
NU

NETHERLANDS
Universsty(11)

" UNITED KINGDOM
Universities 3.3(12)

. I
University

YUGOSLAVIA .
5 First-year studonta)
All students)

U 8. 6513; 7.85 ;
N 2.0(13 &8.9(1
hcludinz foreign students in 1965,
1973-75
1975-77

. 1978-80

19%2-74

1974~78

197175

1966-70 and excluding institutions of this type other than universities.

*1966-70 and excluding institutions of this e other than universities and nccorung to the
classification by institution and not by level of study adopted in 1977.

1965-75 .
Dutch students only as from 1975 ° . ‘ .
1968-70 )

1965-69

£ N =

L

EVINSO OB

Am'
- b b wd oy




. ' ’ TABLE

. NEW ENTRANTS IN ﬁm-mvmsxw HIGHER EDUCATION AS A
- PERCENTAGE OF TOTAL NEW ENTRANTS IN HIGHER EDUCATION(1) b
. . ~ Percentage-
L1965 1970 1975 " 1976 1977 1978 1979

GERMANY . " 35.6 | 32..3 24,3 261 26.0 ’
AUSTRALIA(2) o | 3.0 1 - 27.5 . 26.6 \
CANADA 33,6 35.3 34.9 S
DENMARK - o 4h.6(3)  46.7(3)|  32.7(4)
.UNITED STATES 27.8 36.7 |- 38.7 38.7
FINLAND , 36.3 4.5 38.7 .
FRANCE(5) | : 20,7 . 21,4 23.0 © 23.4 _
JAPAN aua | 21.6 29,8 29.4 30.0 29.9 30.3
YUGOSLAVIA (6) | . s7.9 ma | 3.2 42,3 40,7 ’ ,

(1) Or the nearest year to that mentioned.

(2) Students beginning to study for a "diploma" or an "associate diploma" in a CAE as a proportion of
total students starting these diplomas or a bachelor!s degree in a CAE or university.

(3) Accord to the classification by instifution. ' ‘ ) _ o .
(4) According to the classification by level of study. , ;
(5) IUT and higher techriicians; including the engineering Grandes Ecoles in the university sector.
(6) Regular and not regular students. .
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. TABLE 8

. PROPORTION OF WOMEN AM NG NEW ENTRANTS INTO

UNIVERSITY (U) AND NON-UNIVERSITY (NU)

’

- HIGHER EDUCATION .
~ ‘ ’ Percentage
E . 1965 1970 1975 .| 1976 1978 1579~
GERMANY T o ,
U 27.0 0.1 1 39.6 J. 36.7 38.6 “°‘8§P§
NU . 253 26.0 30.6 32.3(p) |,
AUSTRALIA FT enda P* |°.' NS .
Universities 38.7§1§ 40.9 41.4 43,4
CAE. sBachelor) 24.7(2 26.8 38.7
CAE (diploma, ' 58.5 . 63,2
associate
, diploma) N
" AUSTRIA ’ (1972) J[(1974)
U 37.8 44,0 “47.0
- CANADA .- . o
v 43,0 * 46,0 46,1 :
N 50.5 ' 57.5 , 577 ;
DENMARK (1966) )
U 32,0 35,2 40,2 41.8° '
NU ' i N 7905 71.1 N
SPAIN ) . \
v | 28,1 \38.8 | 38.8 \
UNITED STATES . .
'} . 43.5 45,9 47.6 47.7
NU . 39.8 42,6 45.8 45.8
FINLAND
U 50.8 47.1 51.6 51.6 1.1 .
Nu 56.3 62.0 65.8 , > ,
ITALY _
U 3€.5 40.6 IR
CREECE , s
N 34,7 3.4 39,2 ,36.6 |
N * ) 36.4 3.8
NETHERLANDS »
v B 19.0 21.6 30.4 31.2 33.3 .
UMTITED KINGDOM (1968) . BN
Universities 29.8 .| 31.9 35.2 - . 35.6
SWEDEN } ‘ ‘
U . 4.4 46,9 4719 . )
YUGOSLAVIA - \569) ( ) .
'} * 35.9 38.5 40.0 39.0 38.4
o 5.6 i2.5 38,3 37.7 37.4
(1) 1973 £
€2)-19M )
FT = full-tise ’ /
PT = part-tipe
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< D"STRIBUTIW OF ‘NEU ammrs IH‘NOH—UNIV!KSI!’Y

HIGHER EDUCATION BY FIELD OF STUDY

*

‘

Percentdge *-

GERMANY?
'rochnology
Art, 'yusic , sport

AUS!RALIA (CAE) (1)
Arts, social sciences,
sducation
Science
Technology
Medicine
Other

DENMARK

Arts, social sciences,
Ation
Sei

Technology
Medigine
Other

* Arts, social sciences,

education

Science
Technology
Medicine -
Other -

. FRAKCE.
Hi technicians

Primary teacher u'unins
colleges °

YUGOSLAVIA(2) .-
Arte, social uimos.
sducation
Science
Technology .
Medicine .

FET

~ v

1965 1970 1975

} 197€

M F M F M F

., 21A 27

28.4 29

41.7 39.
2.7 | T

63.7 85.8 |63

3,8 7.
0

3.6

59.7 51. h
23. 6 O 2

10,7 47.7

6.0 0.7

(1) Studonts starting a degres or diplou

(2) t-year students.

-

L2




; e . BT R o
- ENROLMENT RATES AT 18 BY TYPE OF EDUCATION
. , - Percentage
‘ ’ 1965 1970 1975 | 1976 1977 1578 1979 ‘
_ GERMANY* ]
* Secondary, 1st cycle 0,4 0.2 0.6 07 0.7 0.9 1.0
* Secondary, 2nd cycle(1) : /
- genenal v 9.0 10,7 15,1 15,1 15.0 15.3 17.86
- technlcal/vocational F‘I‘ 1.4 2,9 .e 6.0 6.1 €.6 7.3
. 25,0 , 2748 .o 34,4 36.6 36,0 43.3
. Higher PO 4 ) .
4 =-'‘University 0.0 0.9 0.7 0.6 0.7 0.7 .
- Non-university 0.1 0.3 0.4 ‘0.4 0.3 0.2 .
. ’ Total(2) 35,9 42,8 57,2 59.4 62.7 ;
. N (10.9) (15.0) (22.8) (22.8)‘ (23.7)
. " AUSTRALIA(3) )
. . Secondary 1st cycle 0,2 - - ,
: 2nd cycle + 4,9 7.6 6.7 ﬁ ' 6.6
. Higher - f’b i ¢ . )
- Unjversities .e 7.2 7.5 6.6
- CAE (N} 1'9 6.8 603
Total A 16,7 21,0 : 19.5
AUSTRIA :
Secondary - .
- general and teacher training 8.9 9.6 €.8
- technical/vocational g and 28.4 28.8 34,1
Higher e 4.3 &4,
, . Totel 42,7 45,0
. . CANADA (1971) ' .
Secondary 2773 23.7 20,9
! Post-secondary 16.5 19,3 19.4
Total 43.8 43,0 40,3
‘ E’mul FK -4 ‘e <
Basic schood— ’ / . .1
Secondary, 2nd cycle . . N
- general 22.7
- technical/vocational .l 30.3
\/ High.r ‘. ’
- - short . 0.3
- Bediun . 0.1 . .
- long ' 0.4
Total « 55.5(4)
. SPAIN . ) ) s
Secondary, general and
. teacher training 5.1 .8 9.9 1.5 10.8
hnical/vocatidnal .2.2 .9 5.8 6.4 7.6
on ncondary 0.6 1.5 1.8 1.9 1.4
. Higher 3.0 5.2 1.2 — 13,2 14,5
Total 10.9 19.4 |, 28.7 330 | 3.2
FRANCE *
. . Secondary, 1st oycle 0.5 0.1 0.1 0.1 .
. Sbort vocational 3.5 5.1 |. s.8 5.8 ¢
Secondary, 2pnd cycle 16.9 17.8 17.7 18,0 -
- Highdr technicians / 0.6 0.6 0.8 1.0
- V.r.".ti..(s) 409 .o 9.1 904
- Total 26.4 33,8 %3 | v, ’ y
PT - full-time '
PT = part-time’ ) .
q ~ hd . . ‘ h ‘

(1) Including certain pupils still in the 1st cycle,

(2) The first figure refers to totsl fdl-time and part-tise educytion and b n
o sty tiom only, i P cqtio the figure between brackets

- (3) Excluding apprenticeship and the TAFE. - s '
(4) Including some 200 pupils ndt distributed by level.
(5) Including the preparatory classes for the Grandes Ecoles.

P .
u' . ~
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ABLE 11 (Cont'd)
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1979

1978

51.7 37.7

1977

6.4

1976

6.6

1975

6.2

1970

59,0 20,9 {45.1 26.7

6.4

1965
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technical/vocational

Non-university

University

]

Secondary, general
o o

Total
Secondary, general and
teacher training
Technicel and vocational

ITALY

-~

1st cycle secondary
) Total
UNITED KINGDOM F?T

- genersl
- vyutioml/tcchnicn

- vocational
Higher

2nd cycle secondary

- general
- university
- non-university

Sec -
Further education, non-

sdvanced(6)
AMvanced courses

PT(6)

b g

PT

od
Total
Total

YUGOSLAVIA

schools
- Secondary, gensral/teacher

- Higher

-
Skilled worker training
- Other technical/vocational

= Non-university
=~ University

4
SWEDEN

TR
(6) Including evening classes.
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C . s . . i
' . - TABLE 12 .
, .ENROLMENT RATES f’.’t‘ 19 BY TYPE OF EDUCATION ) T
R Pefcentage
. 1965 1970 1975 1976 | 1977 1978 1979
- »
GERMANY . . R
Secondary,-1st cycle 0.7 0.2 0.1 ¢ 0.2
Secondary, 2nd eycle R
-~ general - 7.2 7.1 6.9 6.4
- technical/vocational FT o 4.3, 4.4 ‘o.?
- ‘. L «PT .o 14,3 16.5 18,
Higher
-~ university . * 4,2 3.8 3.7 3.5
- non~university FT
- PT . 0.9 0.9 0.2 0.8
Total(2) ¢ 30.6 32.5 33.4
AUSTRALIA(3) . '
J Secondary, 2nd cycle 1.4 , 1.4
. Higher . . 7.2 . 6.8
- -~ university’ - , -» .
- CAE 6.4 |- s - |85
. Total 15,0 RERLYA
- AUSTRIA %~ / . .
Secondary P .
~ general and teacher training A 2.1 2.3 ve
- technical/vocational FT and PT 10.3 10.8 + ..
. ' Higher L e 7.9 7.5 Ve
’ Total . 21.0 X
Camaa . ' (19%1). -~ .
* ' Secondary 7.5 .1 5.7 4,0 ’
- Post-secondary 22,4 24,2 24,3 B A
. . Total 29.9 | 29.9 28,3 - .
DENMARK : : A
Bésic 4chool - A 0.3
Second , 2nd cycle R
- /gener i ot 12,8
technical/vocational . ’ 28,6
Higher ’ :
-« short N | ! 0,2
. ~ medium . . 0.7 b -
- long . 3.1
. ; Total . 47.7(4)
~ N - .
SPAIN . . .
*Becondary, general 3.6 4,9 4.8 5.8 62’ ’
. Technical end vocational 2,6 4.3 3.9 % 4.2 4,6 '
Other secondary 0.4 1.1 1.7 1.6 | 1.4 .
Higher 3.2 | 6.7 12.2 14,4 15,0
Total : . 9.8 17.0 22.6 26.1 7.2 | ..
Vocational, shert 1.5 |, 1.7 1.5 1.5 4 ,
Secondary, 2nd cycle 8.3 7.9 6.8 6.1° .
Higher technicians . 1.4 1.3 1.4 1.7 .
. Universities(5) 7.1 . 12,2 ¢ 12.9 v
’ Total 18.3 21.9 22.2 \ S
* .
. GREECE (1972)
* Secondary, general . 4.8 5.3
f » " technical/vocational 8.1 13.2 . -
e Non-university » 2,6 4,0 ~ . -
. : Uniyersity 6.9 10.9 * 1, , .
Total - | 22.4 33.4 ) o
ITALY ‘ . ' ]
- " Sec., general and teacher training 3.7 . - , ‘ .
* : Technicel and vocational i 7.8 _ .
FT = full-time ] -
PT » part-time N

21; Including certain plipils still in the 1st. cycle, ' e .
2) The- firat figure refers to total full-time and part-time education /and the figure between brackets
R . 5 'ga‘ full-time oducatiogi only. *ATE .
X oluding spprentices and the . . B
, {gi [ncluding some puﬂ.gs not diatributoh by level,
(

igg:llggﬁgg 23. ng;;p:{:}g“.ch:ug for the Grn‘ndts Ecoles, f L.

ERIC - £ ¢
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N . TABLE 12 (Conttd) ’
- . ~ " t o
, ' E3 - / l’ ’
: ; ’ ~ 1985 | 196 1975 197¢ 1977 1978
NETHMERLANDS - Mm Ff|l M F| m*F{ M F| M F
{F Secondary, 1#% cycle
: - general 0.3 0.1 0.3 0.1f 0.4 0.2] 04 0.3} 0.4 0.3]
» - vocational 0.9 0.1| 0.8~0.1) 1.3 0.2} 1.3 0.3| 1.2 0.3
’ Secondery, 2nd cyclc . - .
- generel . 5.9 1.6 7.2 2.6} 7.1 3.2| 7.3 3.2] 7.2 3.2
- vocational/technical 8.5 3.5]10.4 3.8]12.4 L.6]12.8 5.2]113.6 6.4
©  Higher “ g
- versity 6.8 2.3 6.0 8.7 .o .o .o e -] 7.0 3.5
- Non-university L 7.9 5.8 9.5 7.4]10.0. 8.6]10.0 8.7} 9.5' 9.0
. Totel 30.3 .13.4 [3L.2 16.8 ' 38.8 22,6
UNITED KINGDOM FT ] -
Secondary ’ 0.5 0.5 + 0.5 0.6 .
) Further education, . .
. non-advanced(6) i 2.0 2.8 2.9 . 2.9 \
Higher 11.7 11.8 11,7 11.2 *‘
»  Advenced courses PT(6) ' 19,9 21.2 1.1 . Y-
Non-advanced PT V4 - * 19,0 - 15.8
Total(2) . . ?‘.2' 3 35.2 35,7
. - ' (14.3) {15.1) (15.1) (aL.7)
_ SWEDEN . - ‘ | 972) )
Secondary = . . “15.9 12,6 « 10.9
. Non-university 4.2 1.9
- . University 3.9 3.1 . . . b5
. ' Total . . ‘ 24,0 176, | . i \7\5 L. >
" YUGOSLAVIA . ‘ o .
' Skilled worker ’ ' ' «
training 9.0 . 6.8 - o
Other technical/ : ) ’ ‘
3 vocational .schools e 1104 1.8, . .
i Secondary, general/ . ©t ¢
N teacher training ' ., 10,8 s e 907
. . P . Y.
L T g - ; - T
' . (6) Ingluding evening :lasses. '
. - e ’ b
- » ’6 .
- . \
k] - LY

‘ »
‘ L) A V
:. ) ‘ -
- . .
1‘\' ' - hd ¢ *
A 2 \ < N
' ) . .o
. . . - X ) ')'
. Q ' ‘ ¥ ] -, N\ :
ERIC - L -

~
. . L} * .
FullTxt Providad by ERIC -
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1977.
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Tot,
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107¢
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-0
hid ] "

1971
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NG ey o
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Tot,(*9

FT
FT
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-

and under
25 and over

17
1
1%
€8 -2

AUSTRALIA(.3

GERIANY

7

17 and unaer
1E

19

20 - 23

25 and over

PT

)
and unde
‘dver

2

P
- &

~

17 and under -

1€
A9
20=24

25 anggayer *
DENMARK

17 and ungsr

25 ahd over

MHISTRIA

17
1’.‘
4c
2
13
10
H =24
21 = 28
27 and,
SPAIN

under 2,

AUSTRALIA

.25 and over

of ves

14

theological ‘colleges

- 4
egree at universit

ges” and the

colle

8 starting a bachelorts d
PT = part-time

3

-

uding tescher traini

18
19
(=24
1 uding foreign students
{3} ELLaing tancher
() Student
FT = full-tine

.

FINLAND

47 and under
25 and ove

2
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1915

i lorien

OREECE(4) . .
:a and under

9
20 « 2%
25 and over

ITALY o "

. 25 snd ow'ur 4 %

kzru::u;una

8 e
‘ under A

19 * ®
G - 24
25 .and over

UNITED KINGDOM (uni«erlitic..)

16 and under R
19 .

-0t .
21 - .

4'?00 55-9
.3 301
a4 5.9
.4 4.4

25 uflfiever

UNITED KINGDOM (further

. 18 and under
19 .

25 and over

sezei(7) )
W 25 ahd over
of which, cover®d bv
the 25/5 rule

4.2 3.9

uducati'on -

51.5 46.5
1€.4 21.5

25.9 20.1

¢.7 P41 259

£,6 5.4

\

24,1 11,9

1€.6  52.7

r'z.v 25.3

1e

[ 4 . . 3

Y

4) Pirst-yesr students

;g 20-23 *
¢b and over

¢

J

Hew ontnnts in the Philouophy Fu:ultiu ’

13 e
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. . TABLE 14 = ° ' ' 7
AGE DISTRIBUTION OF NEW ENTRANTS IN NON- A»,..~
. . UNIVERSITY HIGHER EDUCATION .
‘ Y ) ‘ " Percentage
. . 1965 ° 1970 1975 1976 - 1977 1978 199 B
’ - o . *r| M F| ® .F| W™ F| ®w F| m F|¥W .F .°
2 . ) i
! GERMANY FT “Tot. (1) | Tot. (2) | Tot. Tot. Tot., ~ Tot. (3) J !
A . 17 and under’s - - - - 0.9 1.4 009 1.3' 007 1.1 - - N
18 : 2.8 8.5}12,2 144} 7.5 9,3} 6.3 9.31 5.7 B.4] 5.1 8,5
19 8.6 16.4]21.5 29.8]12.3 24,3 |12.0 25.3] 12.1 23.4] 12.3 24,2 At
20-24 . 76.2 68.0] 51,0 43,4]166,7 5.8 }|68.4 55.3] 67.5 51.9] 69.1 58.3
- 25 and OJ'P 12. 7.1115.3 1203 12,5 10,2 12.3 8.8| 14.0 9.9 130“ ?.1
-AUSTRALIA(4) PT ‘ ‘
17 and uilT 33.1 45,6 33.1 41,1} 33.9 42.3
18 . <133 3.2 32.6 32,11 31.7 32.8
19 - 11,8 6,5 1.7 7.2111.1 7.3
20—2‘0 ¢ 12»6 * 5.9 12.7 7.7 1307 705
25 apd over 1.1 10.8 9.9 10.04 1.1 10.0
3 AUSTRALIA(4) PP S
’ 17 and unde} ‘ , 10,1 11.0 10.4 11.2]10.8 10.0|
18 ) 13,8 14,6 1.8 12.4] 10.7 11.2
J9 . 7.9 6.5 8.3 6.2] 6.8 4.9
20224 26.5 18.9 26,0 19.2] 24.7 20.5
» + 25 and over 41,7 49,0 43.6 51.1 h7.’1 53.3
¢ . FRANCE (IUT) .
- 17 and under .- 4.0 3.7
L 18 : 3.7 . 33.1
M 19 6. 35.3 35o3 hd
:20-23 . 26. 25.8
: ¢+ , 2b.and over 2.2 2.1 -
GREECE(5) . - ‘
\ 18 and under s 19,9 33.5 27.9 43.7
19 o 33,3 38,3 129.5 32.7
* 20-24 . 40.0 26.2 |37.2 27.3 ,
. ‘ 25 and over ", 7 2.0 5.4 1.3
5 . i * .. ” ' ’\
’ FT = fll-time . -
- PT = part-time , S ’ , -
* (1) Excluding the higher technical colleges. .
(2) New entrants to the colleges of art, music and sport only. ‘
(3) Higher technical colleges onmly.
(4) New entrants to the CAE, ‘whatever degres or diploma is being taken (university or not).
- - (%) Pirst-year enrclapnts. ’ ) : co . .
- . P .
. ‘. L
L4 o £
. \ N .
v
- ‘ ' . :.7
- ? | '
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HER EDUCATION
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€

AUSTRALIA - University FT

’ :?onovm; calendar year
4 year leter
More than 1 year later
Other(1)
CAE - FT
+ Following celendar year
1 year later
More than 1 year later
“Other .

Universities PT

. " Following calendar year
1 year later )
More than 1 year later
Other(1)

CAE FT
Following calendar year
71 ypar later
h thar, 1 year later
Other(1)
.

UKITED BTATES

Same year
>4 to ) years .

+ & years and more

* FRATCE ’

“fotal univérsity + IUT

_ Same year
ear leter
+, & yesars or moTe.
. Indefinite N

. IuT
Same, year
1 year later
2 ysars or more™
Indefinite
University - Transfer rate
Oysmnasis
Same Jur
1 year later
&4 years or more
- Totel
HBS (2thensum ir. 1974)

Sane ye ¢
1 yeur i:ur
4 yesrs or more

~Total -

~

1955 197¢

" F

and interveal accofding o
(1971)
B5i8 6E.3

1153.4
2 LR
6 " .
9

93

b

54.8
22,1
221

secondary school-leuvi;sg
(1974) ~
79.6 56.9

£9.4 39,3

e X} 3

™

m

o
M =3 ™"
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a0 121
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certificat
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\0 - 1
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only clessified in

ET o fulletime

®
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PT = part-time
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(1) Including qualificetions obtained through adult or “concessional® education which
the "other® cetegorw by all universities for 1978, ch are
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EDUCATIONAL BACKGROUND OF HEY EFTRAITS IN UHIVERSITY (U)
AI'D ROH-ULITVERSITY {iv) HIGHER PDUCATION

1

AUSTRIA .
+ - University
General Secondary
Technical ana vocational °
DENMARK

- Total U + MU .

- < Studenterclisamen
. BP (1)
AP Other

‘o - Faculties of Arts
"tuden erclicamen

Othe*

. - Faculties of Science -
Studentereksamen
HF

Other '

+ = Technical university
' Studenterelsamen
34

Other

~ Schools of economics and
management

- Studertereisaner -

iF
Other

- NU teacher training colleges
Studentercksaner

= MU Teknika
. Studerntereksamen

Other
, SPAIN

. = Faculties .
- Pre-university - COu®

= Technical education
= Students over 25
= Other

A ~Higher technicel schools

- = Pre-university - COU*
= Technical education
= Students ovpr 25
= Other
.

= Architecture, tec égggg—
- Pre-university - COU*
- Technical educa;ion
- Students over 2
= Other

- Buic ssliol teackers
Pre-university - COU+
= Technical education
=~ Students over 25
= Other

1965 1970 1975

-1
(o2 BN ]
.
OO -
-
2
wm

’ﬂl

(1) Preparatory examination for higher education intended mainly for people who h-ve not

X completed secondary education and wish to resume their studies.
% COU « University foundation course _

ERIC

Aruitoxt provided by Eic:
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. * TABLE 15 (contd.)
r, .o :
! ’ . 1975 1570 1975 1378 1977 197%
3 - Universities + TUT | &)
dmca, B0C 0D N 0.4 81,6~ 71.6
j- - BACE, P, G, K f;g 1?5 ,12.2 .
. - i . - . .
< §3§‘c¥‘l’“‘ e aRRat oy 223 | Loz 0.9
L - Social advancement programnd 1,2 ] { C.6 C.7
F , = IUT only \ - :
| ¢ = m% L, B, C, D 5C, 1 45.4 47.2
-BICE, ¥, 6, 8 431 6.9 47.8
- v ent exaaina tiu ' 2.5 1.1 2.7 .
< entrance examinationfs 2.0 2.3 2,0
- Socul advancém9t P 0.4 0,3 , 0.3
T7ALY ‘ f
- University, total . " @ '
= Secondary, ienenl 44.2 37.4 45.C 45.3
- Secondary, teacher training 18.1 18.4 12.2 12.0 ~
- Secondary, technical 74.8 4C, 7.9 Y| . 353
- Secondary, vocational - - - 4,0
- Other, . 2.9 2.0 4 ,a
- Facuity of Arts ’
-. Secondary, general 35,1 7.2 3.4 ~35.1
- Secondary, teacher training 55,1 €.5 36.5 3.2
 Secondary, technical 7. 2.6 18,1 26.2
“ - Sec , vocational - - - EPL
- Other 2.2 1.6 4.9 2.7
- Technology g . K .
- Secondary, general 5.8 0.9 41,2 |9 427
- , teacher training - 0.4 C.6 C.6
% .Secondary, technical 37.4 54.5 51.9 47.4
« Secondary, vocational . - - - « 2.8
- Other 3.6 4.3 6.3 5.8
- Economics N *e -
- Secondary, general 14,7 19,3 26.4 30.2
- , tescher training| « - 3.0 4.4 749
- Secondary, technical 82.6 76.4 .| 64.4 36.4
- Secondary, vocational -~ - 1 - 4l
- Other - ’ 3.4 142 4.9 3.0 :
SMEDER o " 7
-'University
-Gy-usim (3 or & 86.3 56.8 54,0 -
- Giher segen ,‘-m
eav icates 0.7 4.4 . 5.7
- Priority studtnts - 11.90 12,6
. - 25/5, 25/4 (3) . - . . 18,1 |
. ‘e"c%ool- nvmm - - 9.7 -
- Otner - 13.0 - - -
‘!‘M higher edycstion - . :
- Gymnsaius (3 or & EQ.") 54.9 57.4
- “fm &8 ghcltn *
6.7 9
- Prioritv students h 6.4 5.5
- 25/5, 25/4 P ¢ L1358 11,2
- adults with no ucond;xi'y kB . 4.7 4.5
_ chgol-luvinc certificates . s 19%,8 12.2
] = - - - =
§2 Excl the IUT. i
%) Peoplé of 25 and over who have five or four years' work experience,
. T ' .
*

 FRIC | )
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School
tn A
= University
= Non-University

Univedigitiss and
Centres

SPAIN

(1966)
59.3

Ratio of pupil
baccalsureste

s snrolled for
yoar or a 7th

51.7

24,1
”
30.4

54.6 53.8

-

52.6
219

30.7

8 pre-university or COU year and those who havs

cal baccalsursate ysdr, in the

50,2

/

Universities
- Ceneral

baccalsureate
- Technician's
baccalsurests

Genersl

beccalasureete
- ‘Technicisn’s

bsccalsureats

JAPAN

(1966) ‘
2.5 . 61,5

(1973)

8.2,
45.9

school-leavers”three years previously

17.0 ‘ 23.6

82,5

81.4
4740

New entrants in the universities and jmior énml as a percentags
| 218 _ | 386 |

taken a sixth genersl
preceding year, .

4

L4
51.0

of 1st cycle secéndary
37.7 | PN | 37.4

First-year university students Mrreonucc of pre-university.school-lesvers

UNITED KINGDOM

Destination of secondary whool-:nnr; vn: the following passes:

Univeraities

3 or sore A-levels
2 Alevels

1 A=level

S or more O-1levels
1 to & O=levels

Purther Fouostion
3 or more A-levels

87.1

1€e %

.

80,6

r

004,

77.5 74.5

-\
-
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e ee e
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I, LIMITS TO GROWTH OF HIGHMER EDUCATION

This Chapter will focus on some of ‘the more
significant structural and qualitative characteristics of
changes that have occurred in post-secondary education in .
recent years, as compared with the gattern of developments
which prevaiied during-the 50s and 60s, It should be
stressed from the outseét, however, that many of the critical
problems and issues fac post secondary systems in the
early eighties are not all that different from those already
1dinzif1ed and discussed before the onset of the economic //{
crisis,

Some of the permanent dilemmas confronting policye//
makers in the field of higher education were summed up in .
the general report to the OECD Conference on Fyture Structures
gf Post Secondary Education, held in 1973, in the following
erms: .

P . -

"This goal structure for post-secondary,education,
superiyposed on its traditional functions, gives
rise to a number of critical areas of tension around
which much ‘of the current .debate on the future of
higher education revolves. Such tensivns exist, for
+" example:
- between the .requirements of exce}lence and of
’ egalitarianism'
- ‘between the structure and size of individual demanﬁ/f‘
) forthigher education and of. labour: market require-
. mentss
- between the aspirations and interests of the
different groups involved- in higher education;
- between the asg irations é&nd expectations of 1ndiv1dual'
and the prevai socio-economjic constraints.in -
terms of availability of resources, academic. attitudes-
institutional hierarchies, éstablished culturel and
%201%%1galue structures s%riving for self~-perpetua-
on . . o

(1) Policies for Higher Education General Report, Conference
grﬂﬁfﬁre'g!?ﬁESﬁFes of Post-Seoond maucation, 0ECD,

P

is, 16=-29 June, 1973, _—




_- extraordinary expansion of this

°

vduring’ the 1970s (particularly in order to highlight the

- rreadjustments in attitudes and bghaviour.,

‘*particularly in countries where mass highey education was

(1) See Annex to Chapter I,
S

"(2) (a) Towards New Structures of Post-Seconda Education,
. OECD, Paris 19?1; (b)_"' ] for Higher EﬁucaEIon, OECD,
Toward

»

. The new social and economié context no doubt has led
o ohanges in priorities, to a number of problems beégg
viewed in a different light and to render certain co iets.
and tensions more acute; but basically many of the current
questions and issues in er education are the result of
the structural and qualitative chanies brought about by the
sector during the two

[ 4

. The ‘crisis of the 19635, at least in most European
dountries, was due to a large extent to the lack of an | .
gdequate stitutional framework to cope with the growing Cos
and increasingly diverse student population, But while it

4

. greceding decades, —

. takes time to develop strué¢tures in response to new pressures,

it takes even longer before people can egin to fully grasp
the implications, for the individual and for society as a .
whole, of, post-secondary systems which in a few years more
‘¢han trevied their -population reaching enrolment ratios-above
15,°20 or 25 per cent of the relevant age group. There is
gtill a greater time lag before ‘this awareness is translated .
into changes in attitudes, expectations and in the actual

. behaviour of the various groups directly concerned with the -
advent of mass higher education: young People and their iy
parents, teac staff, employers as well as educational
policy. makers government authorities.

While ‘the terms "steady state" or "zero growth" may
be useful as a succinct characterisation of the situation

differences with respect to the period of growth during the
1960s) it is important to remember’ that in the majority of .
\the OECD countries the overall growth pf the post-secondary
_dector has contifiued, albeit at a much slower pace, during
‘this decade(41). Thus many of the current problems stem from
the need to pursue the slow process of internal organisation
.and cdnsolidation of mass systems in a much less favourable
socio-economic context and against the difficulties of needed

- Past OECD work in the .field of higher education -
focussed on the analysis and comparison of the main :
quantitative trends and structural reforms of the 19608 and
made some prognoses about the future patterns of development,

emerging(2). To a large extent, these analyses and fqpecaéts

PoLicies
, . Paris 1974; (c s Mass Oigner Egucafion Tssues
and Dilemmas, OECD! Paris 197%&.

.
*

(X
[
<
t
o~
N
-




.

- 41 -
. . ' '

used as a conceptual .framewvorl: the elite-mass-universal
access model originally presented by Martin Trow(1),
According to this theory of stages of development, structural
- reforms in the United States were typical of a.country

passing from a _mass system to a stage of quasi universal
access, whilefpn Western European countries reforms were
designed to cope with’'problems of the transition from elite °
to mass higher education, seen as an ineluctable development
in an assumed context of steady growth, The Trow model was
o doubt extremely useful as a framework for the study of
post=secondary systems in a comparative perspective and in

. providing a basis for a more global and coherent analysis of
a variety of dimensions within the field of high education
often treated in 4solation. "However as, with thgfmajority
“of forecasts made’ ‘in the mid-1960s, it Rroved less successful
in terms of predicting developments in the 1970s,

Obvioualy no one could have been expected to foresee
the .011 crisis and the ecohomic recession and its subsequent
effects on education, But the fact remains that, at the time
much of the comparative work 4in education was over-concerne
with identifying similarities in-patterns of development.,
Zssential differen among OECD countries, in particular
those relating he structure of their educational systems

' and prevailing'atti%udes to-education, tended to be neglected
as an explanatory factor of the greater diversity of trends
* - in the OECD area, - ' .
» ’ - .

Martin Trow has himself recently made an interesting
¢ritical analysis of his conceptual scheme, pointing to a.
series of factors which may h p explain why European systems
did not develop as foreseen in the early 1970s(2), :

. A In the present report the argument is put forward that -
a key factor which past forecasts did not take sufficiently
into account is the basic organisational features of education
and training provision for the 16=19 year old in individual
countries, in particular the various forms, of secondary
education,” The impact of quantitativey grewth of secondary
schools on the developrient of the higher levels has been
recognised for a long time, But far less attention has been
focussed on the ‘6rganisation and functions of secondary
education; on the specific selection and orientation
procedures used, on how these affect demand for higher

. education and consequéntly the gize and structure of post- .
+ secondary systems, Some of ‘these aspects will be reviewed ¥,
in Chapters III and IV; .at this stage it is useful to point

(1) Trow, Martin, Problems in the transition from Elite to
Mass Higher Education in Polinrizg for Higher -Education,
OECD, Paris, 1974. '

(2) See Martin Trow: Elite and Ilass Higher Education: .
American Models and Eurgpgam Realities in Researcnh into

siigher Education, Prot¢esses and Structures, Ctockholn,
owedenn N2UC, 578 . : '

. » .
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to: those particular characteristics of European secondary
systems which can help account for some of the "unexpected"
trends in higher education during the.1970s and throw some
light 6n the prospects for further development in the coming
years, - , .

It will be recalled that in the 1960s the view was
held that with the continuous expansion of secondary education
in Burope the growth in private demand for higher education
would be such that European countries would be in need of
setting up mass post-secondary institutions functionally
equivalent to ‘the community colleges in the United States,
Canada and Japan, At least two distinctive features of
many European upfer secondary schools help explain why
higher eduiation did not expand as rapidly.as foreseen nor
did it follow the U,S., model of development ese are (a)
the modal age of secondary school ‘leavers; zb) he existence
of linés of study as basic units of organisatifn at the
upper secondary level, and in particular the éxistence of a
rather large technical-vocational sector at this level.

(a) The modal age of secondary school leavers

Since educational structures and reforms are most
often viewed as an integral part of more global SOCiai!ii :
t

policies concerned with the needs and problems of spe c
age groups, the age distribution of the population at

a particular level or type of education is a significant
indicator in any attempt to foresee its future development.
This is not only a question of changes in the balance between
mature and {oung students; it relates also, and more
significantly in the present context,.to-the.differences
between countries in the age composition of young students
pursuing their initial education. Coe 9

‘As shown in the Table on the following paﬁe;‘while .
in the United States and Japany the majoritysof 8-year-olds
are enrolled at the tertiary level, in many of the .European

.countries the same age group tends to be heavily represented

. at the secondary level. This phenomenon is most evident in
Austria, Western Germany, Netherlands, Switzerland and the
Scandinavian countries where a similar tirend - though far less
pronounce%\can also be observed for the 19 year old students,
As was poInted out in a previous OECD study{ﬂ) these .

+ - differences do not necessarlly mean that all European students

have mgre .years of formal education” before entering higher

education Xthis is only the case in Germany), in some cases
they are due to labe school ertry age (Scandinavia), in

(1) Selection and Certification in Education and Employment
Part . o iy

-

ding
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. Enrolment,Rates of 18 and 19 year o1d - °
. ents . .
Count i : 18 yetr old | " 1 ear‘oid
) Ausprglia(1979)(4) \6,6 2,9, N 13,3
Austria (1977) 40,9(1) 4y1 13,1(2)(1) 7,9
Canada (1977) 20,9 4 194 -7 4,0 24,3
Denmark (1977) 54,1 0,8, - 41,7, 4,0
France (1976) « 23,9 | 10,4(3) - 7,6 - | 13,6(3)
Germany (1978) "60,9(1) ~ - 0,9 29,1(1) b4y3.
Greece (1975) '~ ° 25,5 . 9,4 18,5 14,9
*Japan (1976) . 3,6‘ 46,1 . , 40,9 *
*Nethérlgnds (1976) 32,3 | 6,0(5) 14,8 9,3(5)
*Norway (1976) 477k 0,7 23,0 5.0
Spain (1977) 19,8 4,5 12,2 15,0 -
_ Sweden (1978) - 35,2 3 0,9 10,9 4,5
United Kingdom(1977) 35,4(1) 743 23,3(1) ' 12,4
#United States . 16,1 32,2 | 3,6 © - . 36,9 - 5
Source: 'Annex to .Chapter I, ’

*  OECD Statistics of Education, OECD 1981
Ful% and Part-time students Vb ‘

197 N .

Including the "Classes Préparatoires to the Grandes Ecoles".
Not including apprenticeship, . :

Not including university type higher education,

Ui -

53 .




their post-secondary systems. ) .

eve P Y
.9 erarchical and status erences among raEHer weII-

_Western Europesan countries continue to be organised around

- ‘ - 4l =

. / P

.others they are explained by the large number of students . -
who. repeat grades (France), They do, however, point to the -. .
significant fact that under present schooling conditions,. :
if Burbépean countries Sim at achieving United States levels

5f ‘enrolment raties for their 18/and even 19-year-old
population, this would not lead to a similar expansion of

(b) The existence of streaming in upper secondary education

. Yhatever t differences in rates_ of expansion and
Jin types or speed o forms, the curricula and structure.of °
studies of the last years of secondary education in all

a varvying number but clearly defined and highly structured
1Ines o? study. 1In all of ¥Hem a clear Eiféereﬁce Is made
Petween lLong cycle - usually transfer oriented - and short
cycle - usually terminal oriented lines of stggy, as well as
between a general, a technical and a vocationadl sectd¥y Even
in Swedén(i'),. onie of “tHE EUropean COUNtY -
which most gtrongly advocates the development of “"comprehensive
upper éecoﬂsary-educatidn“, or the United Kingdom(2) wheré
various -types of comprehensive upper secondary - sohools co-
exist (i.e. tertiary colleges, sixth form colleges) this -
concep-is in no way understood as implying the gbolitiog,of. .
different lines of study., In spite of the varying and .
changing interpretations within the European context, . the

comprehensive principle when applied.to the ¥§2er seconaggx
s primar understood as elimination or attenuation

efined streamsy greater flex petween es of studys
and, above @ the Integration of most or all options within |
a single e of upper secondary schooOl. '

) Thus contrary to the comprehensive systems in North
America where most options prepare or qualify for further
studies, European countries have maintained a rather large
vocational sector at the upper secondary level 1n'preparin§
pupils for a final professional qualification(3) and only .

exc nally qualifyigg for direct entrance ¥o post-secohdary

studies, = L : . '2
bl - I e . - . . £

(1)ICECD Reviews of National Policies for Education: oo

Educational Reforms in Sweden, Paris, 1981, A
{2) G, Neave, Hew They Fareds The I%FaFg of Eﬁ? ggmnfghgnsjzé
* -'School upon the Unlver es, ndon, N :

(3) See Chapter III,




[

Both' the presence of an older studént body and the

-organisation of studies on the basis of streams implying-

in many caseg .a subsigntial degree of specialisation, provide

~~indicatians that Eurogean»upfer second%g¥ schools are fulfilling
a number of functions which In ates are being
assigned to the first years o ¥os secondary edutasion,

‘a

—

',

'the 16=19 year.group in Europg®¢ill lead to a closer . . .

.the North American seniof h chool mo

.objectives lead, of
‘least in terms of the problems and issues being/faced by

ere ls evlidence tha: s 1s Ttrue in the fie of general
as well as techpical education, Young people having obtained
their academic secondary.school certificates in France, -
Germany, United Kingdom or in Scgndinavian gountries and who
want qg pursue higher education studies in Ehe‘United States’
are gr d equivalences which allow them té take the four '

ar Bachelor!s degree in three yeara, occasionally in less
time - depending, of course; on the entry standards of the
particular insti%utions(1). Also quite a number of '
professional qualifications whielt in Europe are ebtained at
the end of .secondary schooling, in the United States- require
some years.of pos® secondary eddeation, ‘

¢

N

This type of functional equivalence betieen institutions

tgét are formally classified under different levels of -
education highlights the weakness international comparisons
which analyse in' relative 1solat§a single level of:
education or a specific sector of*#he educational system.

Whether the continuousfgrowth of enrolment rates of
resemblance between ‘Europeln tger secongiry sydtems and '
: is'a question
which cannot be answered iple terms, Expansion and
diversifi%ation in.ngsponse to common pressures and
burse,, to a certain ‘convergence, at

most countries in-the OECD area,’ On the other hand, since
the economic recession and the growing questioning of %$ast
patter® of growth at the post compulsory level écame at a
time when' significant differences still existed - iq?terms .
of levels of participation, type of attendance and V.
structures - it could be argued that Western European:
countries may in the¢’ coming years seek_,other ‘models of

deve;gpment. a *

) - In this respect, Western Eﬁ?bpean gountries h!!e nos -
. doubt benefitted from the experience of countries which

. preceded them in the process of educational expsnsion. In
‘the United States, far examplej.a &requent claim over past
yeaps has been that the rapid growth and democratization of
.eduCation was’accompahied by a weakening in the.quality of
secondary iggsgtiqn. Even admitting that: such adevelepment

is to a large extent the direct consequence of a‘lafger

{T)-Stch antopportunity is also granted to a small
.. percentage of US diigh school ¥tudénts who take a-.
special examination, ) ' .
) . AW !
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proportion of pupi®s from the 1€ss privileged groups and

with lower levels of academic ability, there are many who
question the policy of devotin ‘substantial resources to

remedial education at the tertiary lﬁ‘fl rather than . . ,
improving standdards and performance the high school level. .
One result of-this practice has been that more and more

young peoplé have had to take a 13th and “14th year-of.

-~

~ education in order to attain minimum standards or basic

skills traditionally associated with a secondary level’ ¥
]educationo v - . « *
Over'the past years this line of criticism has ‘ .

gained momentum and at present there seeq? to, be a strong
movement in the United .States in favour o devoting far more .

attention to the soctal and educational problems bedng .
confronted at the senior high school level(1).

. In most European-countries the policy 1s to..encourage
participation at the upper secondary level. However, a
major concern is that of avoiding that upper secondary ~_
education be considered only, or even primarily, as an
inte e or incomplete siage requiring the immediate-

. purgefit of post-secondary studtes. As at present in the

Untted States, there is a strong n favour of setting
of maintaining minimum standards for the completion of this
cycle, Similarly, there is also a move to strengthen

the professional orientation and relevance of the various
options provided in-contrast to past trendg of adding more
yonrs of study as a requirement for entry into certain
ogcupatiohs and professions. The rapid development of
schemes enabling-yofing people in post-compulsory schooling
to combine in various ways, educhatién, training and work _ .
are also like}y to affectqﬁegand for higher education,

Whether thesé are temporary measures largely
conditivned by.present concerns over youth unemployment, or
whether they reflect a more profound change in educational

. philosophy, is again a controversial issye. What is clear,

hoyever, is that both quantitative and structural changes -

at the upper secondary level call for mu¢h closer scrutiny

and attention, in-view of the c¢rucial =rojle they play in L
Spaping the future of higher. education, .. v

oo . ) o ¥ .
(1) It is Minteresting to point out that the U.S. Carnegie .

v

- Council for the Advancement of Teaching, ‘which for many ;
years has assigned top priority to higher education,
is now paying greater attention to secandary education,
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II. STRUCTURAL REFORMS OF HIGHER EDUCATION .
. Compared to the decade of the 1960s, the 1970s
appear &s a period of considerable stapility in terms of
structures of post-secondary education(1)., Whether this
stability is only apparent in the sense that there have
been less dramatic Yand highly visible structural refoérms,
or whether it also involves a general slowdown in the pace
of internal change and innovation at this level of education,
is a matter of controversy., Judgements are likely to vary
as much from country to country as within individual
countrles, depending on the groups which produce such
Judgement as well as on the sectors of higher education ®
which are under strutiny, . L '

Tg g large extent, the apparent stability of recent
years can be seen as a natural follow up of the wave of*: -
expansion, major dverall reforms and the creation of new.
types of institutions, i.,e, short cycle institutions, open
universities, which characterised the period of the 1960s
and early 1970s, 'After the widely publicised debates on
general policies and the actual formulation and approval of
reform proposals concerning major sectors. of higher - ~ °
education, came the period when the problems of detailed
implementation had to be faced., And..these were problems
which, most ofterf, had to be tackled#at the level of the
individual institutions, of departments and of stdff-

" student relationships, ,

Thus, in areas such as internal’ management, access '
conditions, and criteria, struéture of studies, organisation
of curricula, much effort an was required to
translate into practice the terms of reference and broad
principles formulated at the political level in earlier
years. Additional &lfficulties-stemmed from the fact that
drastic—changes in the socio-economic context of Member -
countries occurred between the time when these major
policies were formulated and ‘the time of their actual
" ‘implementation, - Much of the criticism and impatience oh
the part of outside groups, and even of public authorities,
vis=-a-vis the’ perfo ce of higher education institutions
reflect a lack of und rstaqding of the difficulties
‘involved in the process 6f .implementation of these reforms.
There_is also a tendency, at times, to under-estimate the
significance and the long-term consequences of grass root
or internal. changes within individual colleges and
universities. Y . & _

(1)EWhen reference is made thrbuéhout the report to the 1960s

and 1970s this should not be interpreted as covering
exactly each, decade, The 1960s is understood as the
period of growth and expansion lasting in most Member
countries up to the .early 1970s. The 1970s globally
encompassgs the period which is marked by the beginning
of the ecdnomic recession, that is 1973/74, :

’
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Tge fact that reforms in higher education during
the 19708 seem to have been mainly in the form of slow
incremental changes and focussed more on internal and- .
qualitative aspects than on overall structures - in the
words of M, Trow, on the 'private lives' rather than on
the “"public 1lives"(1) - of Wgher education systems, makes
brpad charac sations of national policies during this -
period partic ly difficult, ) - )
- : ~

. At the risk,éf oversimplifyihg the discussion an

‘attempt. will be made to identify somé of the more signff&&hnt

trends characterising developments in higher education .
duringithe 19708, comparing them when possible with thoszu
prevailing during the 60s, The main features of.the
scenario of the 1960s and that of the 1970s which account
for many of the differences have been repeatedly stated
and will not be reviewed here, Considerink’'that trends
and reforms are typically the result of the interplay of

a variety of pressures and circumstances in which casual -
relationships are difficult to discérn, the emphasis of
the present review will be on the type and direction of
change rather than on the complex dynamics of how the
change came about, T )

.+ Changes in the institutional framework of higher
education systems‘rill be examined under the following

. headings:

(a) New hierarchies in post-secondary education;
(b) Internal reforms within universities;

) Reorganisation of the non-university sectors;

" (d) Continuing Education: the expénding sector of post=-

secohdary education, - . ‘
. ) , ? .

S L

. ' — : M
(1) See. M, Trow = G£e Public and Private Lives of Righer -

Education in Daedalus, Winter 1975, Public :life is
defined as comprising all the plans and.decisions -
affecting colleges and universities made by people
" other than teachers and students, It includes public
disclissions and governmental decisions about the
support, organisdtion and structure 6f higher education;
the hearings of legislative committees; the work of
coordinating commissions and state departments of _
higher education and much (but not all) of university =
administration, - - '
Private 1ife of higher education is what actually
happens’ in the classrooms, libraries, the laboratories,
at the desks and in the offices, the moment-by-moment,
day-to~day activities and interactions of teachers and ..
students engaged in teaching and learning,

i
(o
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. During the 1960s, a maggg concept in the ahalysis
of the quantitative and strucfural de elopment of poste-"
secondary education was the distinction vhich was established
between university type and non-university type higher
education, This olassification made it possible to highlight
the existence and increased significance of a wide range
.0f post-seeondary institutions whic given the traditional
view of equating higher education 1£h university studies,
+ had been disregarded in earlier stigations, Studies
of the dichotomy between the "hHoble® university and the
"less noble" noh-universi componients of higher education .
pointed to the hierarchic structure characterising most
post-secondary systems, They also paid special attention
to the problems faced many pogt secondary institytions:
which were striving to become 1y recognised members of
the higher education world while at the same tigp being
under ‘strong presiures to develop a distinctive/role in .
order to e ce the diversity of educational grov;sion at
this level(1). . This characterisation between ihe ‘noble" and
"less noble" sectors seems far less ' obvious now than a .- .
decade ago, Firstly, in mogt Member countries’ the expansion
of higher education has by 1tself led to'a much vider N
iety of university and non=university type programmes
and institutions, gi rise to greater diyersity and
prestige differencéq within.each of these sectors, Recent
. developments affect both the supply and the demand for
higher education masy have further contributed to accentuating
some of"these "internal" hierarchical differenceés: T
intgoduction_ot,numeru clausus in certdig g?ive§sit4e§,j
or departmentg wltness a growing competitiqn for entry
while in othj;s open access policies are maintained; ,
growing differences in the employment prospects of graduates
from différent fields of study, some witnessirig high rates
_of underemployment or even unemployment while others hawve
guaranteed entry into’ occupations or professions with high
income, grestige and power; renewed gévernment concern .
for developing a small number of well-findnced and staffed
centres of excellence protected against the impact .of
.demand, etc, .. . < ’
- , ‘
Secondly, it d be recalled that at the root
of the "noble” zuni rsity), "lgss ngble® (non-university)
distipction was the tradittonal acgdeg%c !%l&e system -+
do t at the time, This Placed a op of the prestige
hierarchy theoretical and so-called disinterested studies
Plus the training for.certain established professions,

(1) Short Cycle mg,t;dr Education: A Search for Identity,
OECD, Parls, 1373, - P




‘" employment value of higher education ins tions 1s

while relegating to the lower echelong programmes wl-{ich

were primarily concernsd with the teaching of knowledge

and skills usable directly in a widei® range of occupations,

It was clear, even. : ver, that *prestige and

. ty differences will always exist among vidual

institutions and in this sense more.and less noble : Q . -
universities or colleges; what is important is that the -
differences do not apply té whole categories of institutions . -
e.8. university versus non-university géc\:qr'h). ~

Actual deve ts—have followed at least

partially this pos te, pe s at a faster pace than
was expected some years ago. With the ohanglgg labour .
market situation the dominance of strictly academic - -
criteria has declined at the same time as :

ortance is being assigned to thé employment ue of
different types of higher education, . T a.different
- oider of preferences seems to have emerged: the ranking
of institutions and programmes in the new pecking order
is still conditiozﬁd!‘by their acadepic stand but also,
and to adfarbgreiter extent than in the past, by their

rce ce. e - :

.The growing importance assigned to 4he immediate
having a number of effects both on supply and demand 5
which will be discussed throughout the report, In terms
of the pecking order of the various components’ of national
. systems of higher edication the foll developments

are of partiocular significance: (a).the ditional
university model has {ost somd”of its attraction and -
prestige; this has aldd meant that other higher education
institutions have been less prone to copy universities

and that problems -of academioc drift-have somevhat

subsided; (b) hierarchical differences prOfnmes
!y'%g the university as well as .the non-univers
sectors have sharpened to an extent tlat somé of them have

acquired greatér significance than the Previous binary
university non-university distinotion, . Within each *
sector some departments or institutions- witness a growing
~ competition for éntry whereas othdrs have deéclining
enrolments and empty places; (c) directly related, a
number of short oycle programmes or institutions, -
especially those with a professiochal orientafion and b
providing a certain guarantee of employment are listed -
higher in the order of studsnt preference some, \ ,
versity programmes with less jprofessional evance
or leading to employment outlets|which are s ted,

\

(1) ‘T%;‘_d,g E? §¥$cg§gs of Post-Seconflary Education,
' y Faris, » Ded/e , .

64)




. 1°°
. fo11 The
ollowing

of higher
and employment dime

mergly as an analvtical schema
above argument and facilitate di

-5 = ' . ) .

Pesulting situatiqn(isgillustrated in the
graph showing the standing of different types
educationhgzogrammes in terms of their academic

on(1)., It shoyld be interpreted
designed to illustrate thé

.scussion of some of the

" ° \dmplications of current typends,
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more likely to o

(1) As will be seen in
employment value is
subjective dimension

other sections of the report the
in'a way a less rigid and more
than academic standing, It is

hange over a relatively shoft time
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Listed on the upper right hand side of the graph

are a selected number of university type institutiong or
programmes ranking high on both dimensions, usually strongly
selective, performing the traditional functions o higher
education (strong concentration on research and post-’
graduate egucation and training for high level professions).
Whatever scenario is chosen for the coming decades the =~
future of this "noble" sector seems to be relatively well-
assured from most points of view (student demand stitu- ;
tional prestige, government support). The notabl
exception for some of them W -be perhaps that "of
maintaining strong research capability. -

~
. 0f particular interest in the present discussion
1s thé situation of those university programmes (centre of
the graph) which traditionally had a high academic ranking
and prestige but which under the combined effects of massive
expansion, the declining employment value of their degrees

I3

. and consequent thanges  in student choices, risk becoming

increasingly unattractive optionse The s tuation of such
university programmes - more often found in the fields of
humanities,-social science and pure gclience - becomes even

more critical when in addition to the -problems created By

lack of employment outlets, they constitute the main or .
only open access sector of higher education and are thus )
perceived bBoth as high "risk" optigns and as "safety valves"
for the overall system, As a consequence of losing some of
their attraction and prestige these programmes recruit a
larger proportion of low motivated studentd: those previously

) gaiected by other selective institutions; those vho enrol

1y aware 6f their slim chances in the competition for
entry into the prestigeous higher education fields;
students accumulating credits awaiting entry into other
selective university courses; young secondary school
%raduates "parking® for lack.of job opportunities, etc.
n addition, the trepd amo senior academic staff members

. to neglect or move away frem undergraduate programmes and

the increasing difficulties of teaching a very héterogéneous
student.body = in terms of métivations, ability, socio-
demographic characteristics - render the task of,maintaining
gi;?igggdemic°sfandards of these. courses increasingly -

e . .

’ Ld ‘ - . . *
— ° .+ There ig'the additional .danger that, as a consequence '

of this deteriordting climate, talented young people with
a.genuine interest and a sense of vocation may be increasingly
discouraged from enrolling in courses within the fields '
of humanities, social science and pw'e science, This may

. -~




being deprived of new talent, creativity and resear
capaoity, - ' : -

** From tﬁe point of view of general policy for higher
education, the problem is not so much the emergencesof a
consumption oriented of of a "low employment value®*sector
at the tertiary level - a tremd which may be ¢onsidered
acceptable, even desirable in some countries - but the
fact. that once certain disciplinas or unsersity programme s
are oonsidered to have low empl t value they risk
being further downgraded by a | tion of their academic
standing, In this respect ‘specific types of government

- me¥sures, such. as the reallocation of rescurces in favour

of options with immediate employment value, may further

- aggravate this gituatgpn.

, 'Employment policy measures aimed at improving the
career prospects of these young graduates both in traditional
and new sectors are of course of key impbrtance, Equally
important would be' educational policy measures aimed at
spreventing employment considerations from reinforcing what -
appears. to be .a widening gap or seghentation between .
disciplines or areas:of university study,

¢ Sigilar hierarchical differentiations &re also
emerging within the increasingly larger and diversified:
network of post secondary institutions outside the university
sectors these will be fuq;her discussed under sections (c)
and (d’. Suffice it here%to add that, in recognising the
need to increase the employment relevance of many higher
education programmes, governments and institutions should
be aware of the,g%ggers involved in adopting a too narrow
or short term emp ent pérspective, Policies for higher
education in the 1 8 cannot ignore developments look
forward into the 1990s and beyond, with possible drastic

" have serious effects for these areas of knowledge,:gﬁadually .
c

¢

changes in the size and composition of—the labour force with -

very dit!grent implications for higher education,

(b) Internal ggfggés within universities ’ ‘ )

' The need to ensure greater diversity of provision at

* the post secon level vemains one of the major concerns

o? educational po icy, . Dur the 1960s the prevailing-
policy was that the most viable - and for many also -
desirable - strategy towards achieving greater diversity
was through the dewvelépment of options and schemés outside
the realm of the university, For some it was a question of

9%




protecting universities from the dangers {nherent to mass
aeducation, for others it was the lack of capacity or un- :
willingness of universities to adapt to. the néw requirements,
in short their "resistence to change"(1) which Justified
the adoptior of diversification strategies which essentially
aimed at by-passing them, : '

; Moreovel, during the earlier period of rapid growth
the academic world itself had no strong incentives to -
undertake major internal reforms in veésponse to either
employment needs or individual demand, In spite of-,
government efforts to divert demand to other post secondary
programmes, students continued to favour university choices,
. vhatever the field of study or the stand1n§ of institutions,

80 thit eventually govermments had to devote additional
resources to enable this Bector to accommodhte demand, On
the employment side too, university graduates maintained
a privileged position in terms of recruitment and promotion
prospects whereas in many countries graduates from short
cyele institutions faced considerable difficulties
achieving 9dequate recogn%}iun. .

"+ ‘It.was during the 1970s, as the crisis of confidence .
in universities gained” momentum that the urgency of certain
internal changes became more manifest to institutional -
leaders and academics, Finding themselveg in a far more
vulnerable position than in the past, ha .less access
to scarce financial resources in a period of rising costs.
and facing growing external criticisms, universities were
gradually led to adopt more responsive attitudes, to the
needs of clientele and to the new socio=economic ’
circumstances, v

(1) The Comprehensive University: A fading idea? .

Strategies aimed a;\;he'internal reorganisation of .
universities have been of course dependent on the particular -
traditions and structure of university systems in each . ‘
country, It is interesting to note, however, that in -their
attempts to ensure greater diversity, few universities'have -
adopted the comprehensive or multipurpose model w?ich -
attracted considerable interest 4n the late 1960s 2), It

(1) Reference to the universities! reslstence to change
should not be necessarily uinderstood as 1mp1g1ng a' “-
'negative value judgement. In meny dases such resistence
-has protected universities from certain pressures or
temporary fashions likely to undermine their capacity

o L 4

for a high level of performance, - . ,

(2) See Towards New Stru of Post Secondary Education,
. on_cn—qs—-f—-i-gﬂ:"—g——u——-———sﬁ"m‘—, arls; 1977 . . =




g ‘ =55

will be recalled that a fundamental characteristic of the
comprehensive model as defined at.the time was the merging
of short cycle and long cycle programmes within one

single institution, . ' :

Only very:few examples can be found in the ear .
19808 of fully integrated comprehensive universities(%i*’/’
i.e, those which have a combined curriculum in the first
years of study designed for students pursuing short cycle
programmes leading to a professional qualification and

for those:atming at full degrees,

In the Federal Republio of Germany six integrated
comprehensive universities exist (1 in Hesse and 6 in .
Nordrhein-Westphalen(2), However, in all of them integrated

- Programmes scarcely represent more than a third of their

total provision, In addition, none of these German

Gesamthochschulen includes aP.old established university;

the{ were initially set up by ging teacher tra
colleges (Pasdagogische hochschulen) and higher techmical
schools (Fachhochschulen) and only later developed full -
uhiversity programmes,

In the OECD area as a whole, a model which is found

more frequently is that which in Germany was defined ag

the cooperative comprehensive university, that is the
coexistence of different types of higher education
institutions under a single administrative framework -
without integration of their programmes, - This is the

case of the s {Instituts Universitaires de Technologie)
in France which administratively are part of the universities
but functiohr quite separately and differ considerably from
the other departments or faculties (U,E.R,'s~ Unité
d'Enseignement et de Recherche) in terms of their teachi
and organisation, Interestingly enough, they have speci
regulations which puts them under closer government control
than the-university departments, S . ’

It 18 in Sweden whefe the idea of setting up
comprehensive universities or higher- education institutions
has received the strongest political support during the

~ 19708(3), The Reform of 1977 formally abolished the T,

(1) The term comprehensive university and the distinction
between the integrated and the cooperative models
follows the definitions established in Germany in the
¢arly 1970s and adopted by the 1976 Framework Act for
Higher Education, .

(2) L. Cerych, A, Neusel, U. Teichler, H., Winkler: Errgh§§%5
’ & s ’

Hemmpisse, Zielwandel, Frankfurt & New York, Campu o

-l

(3) Goals for Educationel Policy in-éweden, OECD, 1981,

-
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distinetion between university and non-university higher
education and advocated a unitery policy. However, vhereas
from a planning and administrative point of view -
considerable progress was accomplished in this direction,
relatively little seems to have been doné in terms of the
actual integration of umiversity and non-university type

progrémmes or courses, e

. .differente between the cooperative comprehensive model as

‘?§ some respects there is Perhaps not tco much '

defined Above and the policy advocated by couniries of

ensur cloddr coordination between the various sectors

or institutions of higher educatiof within a region even

when these remain under geparate administration. Indeed,

what seems to be quite a’general trend is that of maintaining

the specificity ‘or distinctiveness of each type of institution

in terms of the level of education provided while strengthen-

ing their links so as to allow for closer coordination and :

plamning of provision in different geographical areas, make

better use of scarce -resources and allow for gregyer studenrt

mObmty. / ) . ‘. - =
- . The growing interest in designing systems of transfer-

able credits between universities, and even more, between

* -

. different sectors and types of higher education institutions(1)

can be seen as-a way of prombtini an approach ta diversi
which favours the move of students between programmes whilst -
enabling jnstitutions to maintain thelr distinctiveness(2).
However, the slow progress pade in improving this type of °
student mobility, especially in European countries and in °
Japan; poses at present a serious problem and can be . )
exppciedeto be a major policy issue in the years to come,

A highl giversified.stnucture is bound to become a rigid’
hierarchy” if students! choices are irreversible gr if many

of the options proyided are perceived as blind alleys.”

_ Thus, rathér than developing 'sub-degree level~work
and drganising short cycle, vocationally oriented programmes
of a similar type to those existing in other post-secondary
institutions, universities tend to focus primarily on the

(1) R, Premfors: Integrate& Systems of Higher Education: ‘N o

Sweden, Rzport presented at the Conference on Comprehensgiv
Universitiés, New :York, Decegbér'1980.

(2) In'theTU.K. there is strong support for development of
credit transfer schemes, Similarly in the Netherlands,

see: Up Higher Education, Policy Statement
concern er Lducation e Netherlandsé7Ministry

of Education and S¢ience publicatibn, 1978, p.

ARA]
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reorganisation and divgrsificatéon of degree level

rogrammes and post-graduate s es. Increased efficiency,
greater soc employment relevance of first and higher
degree programmes and more flexible arrangements for the

pursuit of university studies appear to be among the centfhl

.

" concerns of recent reform proposals.,
(11) anisation of University Studies in Cycles

- The trend towards the organisation of university
. studies into consecutive and more sharply differentiated
cycles representsfthe,igitial approach to coping with the,
massive expansion of the past decades. Such a policy has
been more frequent in continental Euiopean countries where
universities, committed to dpen access and hav degree
programmes.which last from 4-to 7 years(1), had to |,
operate explicitly or implicitly an orientation and/or
- selection function ‘after entry. The first cycle,
generally labelled Introduc ory or orientation, offers a
general type of education in which research activities aret.
kept td a minimum and teaching is predominantly carried -
< oyt by Junior staff members, In France, for example, ‘
during the early 1970s a first cycle of 2 gigrs duration
leading to a diploma (DEUG) was set up wit a large .
number of university programmes. The Government's idea
.. was that this diploma was to have both a terminal and a
transfer orientation. However, in practice it was never e
considered by the staff or the students as & terminal o
=- qualification but rather as the-basis for selection and
-~8treaming into thé next cycle culminating in either a
- "licence' or a "mafirise", 4 simildr first cycle exists
in Yugoslav universities; in Belgium the first cycle or
candidaat lasts 2 years but hassno terminal or professional
orientation, In the Netherlands the Higher Education Bill .
which has recently passed through Parliament envisages the
introduction of a preliminary year follpwed by an B
examination which has ‘a "threefold function of orientating,
selecting and advising another.course®(2). -

rd

»

(1) In some countries such as Nptherlands and Germany
) theré 13 no distinction betjween undergrgduate and , .
- 'post-grafiuate studies, Thik_distinction Wwill be /
introduced in the Netherlands 1982, - . -

(2) Qggn%gg Up ﬂ%gher.Edﬁcation, Policy Statement concerning -
Higher kducation The Netlherlands, Ministry of o

Education and Science publication 1§78, P.27.




: In addition to its explicit function of - , ..,
orientation, it 1s gpite obvious that the first cycle
or ropedeu%ic year§ in umiversities have™eften been,
rimplicitly assigned a "cooling out! or selective functlon,
particularly countries ‘where universitles had open
: access, A numbe their characteristiecs show that they
v were designed primarily as an introducto selective phase ’
: -0f a 1 degree pro e (and less as a terminal - .
*diploma or an or!enfa%?on phase). Firstly, rather than =~ . °
' adapting first year courses to the incoming students, .
their traditional characteristics were often maintained; ] O
. sometimes selection was reinforced through difficult . ‘
. examinations or -the ‘introduction of selective subjects, =~ .
i.e, emphasis on mathematics d the first years of
_~many” social sciences programmes, Secondly, little
_ dttention was paid to the orientation beyond: the options -
provided by the institutions and- even less to the prepara-
tion of: those who eventually would have ‘preferred to leave
after the completion of the first stage. As a conseguence,
universities witnessed high drop-owt rates during the
first years of study while the majority of students who
completed the first cycle aimed at a full degree(1). . o

_ Future efforts at _enhancing the value of two or )

three year university programmes, or_ even at shortening

“the duration of studies leading %o a.first degree% may
i

suffér-the consequences of past attempts of subdi ding
~8egree courses without paying sufficient attention to the ' ?
.. needs of those who leave after completing the first years

of study, Lagk of a more positive orientation at this , ‘ ]
level tends to reifforce the view, especially among young "
people pursuing thefr initizl education, that programmes
of shorter duration within universities, eyven when C ‘
sanctiorf®d by a diploma, are essentially incomplete /
degrees or_an administratiye.device designed to rendey t ;
selection or dropping out a less traumatic personal o S
dxperience, (As will be seen later on, it is doubtful = -~ .
whether the introduction of a modular structure of )
“ studies in some European universities, whatever their
‘other advantages, has basically modified this prevailing: ¢ i .
point of view), . | -~ : : - .
In the majority 6f the Member countries = whether
or'not a system of cycles has been imtroduced - the trend

has been to emphasize the éutté%g paint between first L.
egree programmes and poste- ate s €S s has {
"led to reforms alime a% strengthening the terminal -

. oM®ntation of first degree Rrogrammes, at a bett '

(1), Some illustrative figures ¥n dropouts ‘during “the first ’
year of university studies )are given in Chapter III.
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e adults a;ready in employment,

"

adaptation of curpicila and structure of studies tg
+ employment gituat¥on and, in many cases, at reduci
the researcly orientation of undergradua%e studies, W
which in quite a number of'Member countries has been ]
-inoreasingly. resérved to the post-graduate level, Very
‘'often, these reforms have been accompanied by mrie
stringent selection poilicies for entry into post-
. graduate education, : ’

7 Indeed, whereas in the 1960s post-graduate studies
in a number of cowniries- expanded at an even faster rate
theh under-graduate courses, in some of them the growth

<z:>//dr’such courses has been quite seriously curtailed in the
.course of the:1970s(1).~ Seen from a research perspective, '
this trend revérsal is even more dramatic since, in some
. countries at, least,.the post-graduate level recruits a ’
growing proportion of professionally rather than research
‘opiented students, Serious cuts- in the resources- assigned
tra and activities; together with the
+due to the age composition of the staff,
ed in the course of the 1960s, poses at.
" present a very\gerious problem for the future of this

level as well &s for the research enterprise as a whole )

whose dynamism-agd vitality to a 'large extent depend on.

the renewal of°its work force(2). , -

" (111) Development q;_MBdular Courses

-‘Another way in which universities have attempted

-to respond to the more diverse needs of the student body
.has been through the development df modular courses or
gg %fggegative patlern ol s%ﬁHIes(B) whereby courses,
m &8 or unlts can be, aggregated to constitute a i
degree or be -credited independently., As in the case of

. the re~organisation by cycles, few wiiversities have :

“_— - adopted a modular pattern of studiés as a means-of

facilitating the preparation and transition te employmen
of young people .who are in their initial training and
who could even ly decide tosinterrupt their studies

- after one, two oF three' years of university education, -

. Up till now at least, the emphasis had¥been either ‘on

i%e.reorganisation of degree level studies or on .,
visaging the participation of new' groups, 1n'particul%g .

. L
When the focus is on the first fun8tipn, as for
_ example in France where a modular §ystem'(un1tés de valeur)

(1) See Chapter I, Table 3,

+ (2) The Function of Séientific Research in the Higher .
Education System - Background Report by the Secretariat,
OECD’ 1981. L . o R ’ ‘ L *a

\ ;(3) For the main characteristics of such a modei\see Selestion
. and Certification in Fducation and Employment, OECD,

Fhrih,.1§77f_‘ -
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has be‘. set within the mainstream of many university
programmes and thus applies to all students pursuing
undergraduate studieg, modules .are organised and perceived
primaril as part of a full degree and in general have

not iE ed in stronger vocational or terminal orientation
of te firgt years of study. On the other hand, when
modular courses are introduced essentially as an
alternative to full degree programmes and mainly designed

- for adults, e.g. the single courses in Sweden,’ they tend

to be more freguently structured as self-sufficient or
independent units, It is possible that as.a growing
number of students ehter the mainstream of universities
without the intention of completing a full degree these
distinctions may become increasingly blurred, However,
this still leaves open the guestion of whether the future
trénd will be towards a stronger terminal or vocational

.orientation of the first years of university studies,

For,the moment, the trend in quite a number of countries
is. that of-maintaini®ig the general orientation of the

. first years of university studies and of allowing young

students completing the first ffears to transfer to other
post-secondary imstitutiong where, in a relati Ly short
period, they can obtain a middle ievel qualif ion or

in a vocational course likely to facilitate
transitisn to employment.\ :

(iv) Shortening ‘the formal and real duration of
university studies

Shortening the formal and real duration of universityy
_studies Has been- a matter of particular.concern in manwx

of the continental European countries e.g. Denmark, -
Germany, Netherlands, where long cycle studies leading to~
a first degree usualiy take 6 to 9 years, Measures aimed
at improving the efficiency of university .studies.
understood in this context as increasing the proportion

of students who both complete their studies and. ddé so
without delays have been more rapidly introduced - even

if not always with great success - than the actual
shortening of university programmes, The introduction

of restricted entry, the development of transferable
credits between ‘institutions, certain changeg in student
aid schemes designed to encourage students to proceed

at the .established pace can be seen as responding to these
efficiency requirements, In spite of the fact that changes
in student participation and the diversity in patterns of
attendance have rendered more complex the definition and

~measurement of efficiency, the persistence of wide -

9

differences between the number Qf new entrants and the
number of first.degrees awarded x years later remains a
key problem in many European universities. -

e )
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N The shortening of the_formal duration of first
degree univergity programmes appears to be an even more
difficult en rise. 4lthough on the agenda for reforus
of some countries it has been listed as a priority for a
number of years (e.g. U(90) in’ Denmark, 1578 Bill' in the
Netherlands, Federal Frame Law in the Federal Republic
of Germany), by the end of the 1970s little progress
had been'achieved. Gnly recently, "and after long .
negotiations, has the Dutch Parliament apptroved a Higher
Education Bill which foresees that most first degree
university programmes will have a length of four years
(doctoral stage) (as opposed to 5 or years in. existing

'programmes) to be followed by a 2-year post-graduate
- stage(1), .

A

Since the real duration of studies in the Netherlands
1s on average 7 to 9_years the law also stipulates that
students will be allowed a maximum of two additional years,
that 1s, a total of aix years - to complste their first

de e, .
éa‘gre ” \

. Resistence to shortening of university studies
stems both from intermal academic-based pressures and from
the concern among many professional associations. The
latter fear that the wvalue of university degrees will be
further undermined and that these shortened degrees will
not be given adequate recognition in employment, Jn

- G,ermanzi the employers have opposed the Wissenschaftsrat

proposal. to shorten university courses,

/ L

- It 1s interesting to note in this respect that when
new degrees are introduced in each country they are set

up so that they corredpond as closely as possible to the
traditional ones., Sociology and political science, for
example, takes 6 or 7 years in Denmark, 4 years inh France,
3 years in the United Kingdom, Unders%andably, this 1is
considered an essential requirement for ensuring the
social and economic status of the new professions but at

a time of strong financial cofistraints this monolithic ..

structure may wel® contribute to block the development of -
new programmes within the university sector.

(v) Diversifying modes of attendance

One of the obJectivéa,of'Pecent reforms to
which universities appear to be increasingly committed

-1s that of allowing for more flexible and diverse
arrangements for the pursulf of éversﬁi studfeg, 'in |, J

*(+) Opening Up Higher Education, op.cit,

o

-

-
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particular on a part-time basis, Recognising that most
courses have begn traditionally designed for a small
proportion of young people who had the time and possibility
of staying on in universities btn a full-time basis for
many years, efforts are now being- deployed to respond to,

a clientele for which such arrangements are definitely
jll-suited or represent a major obstacle to their further
education, y ’ ‘
A key policy question during the 1970s was whether
the provision of more flexible schemes on a larger scale,
in particular in the form of distance learning, should
be taken over by the established umiversities or by ‘
specialised institutions set up for this purpose. During
~a first stage quite a number of OECD countries, €+.8.
Germany, Japan, Spain, Netherlands, favoured the second :
option, influenced perhaps to quite a large extent by )
the success of the Open University in the United Kingdom;
others like Australia, with a long tradition of part-time
adult education courses, and Sweden opted for diversifying
provision wifhin the existing framework, Morg recently,
even in countries where special "non-traditional®
institutions have been set up, there seems to be a growing
dispegition on the part of universities towards facilitating
part~time attendance and developingéichemes which allow
for an alternation between studies d work, , As discussed
in section {(d) an essential consideration is that of
maintaining levels of participation and resources, However
it is possible that whereas duri a first phase the Open
University in the UnitedeKingdom may have inhibited
reforms within established universities, its subsequent
success in paving the way for part-time studies and 1
establishing their respectability may prove to have
opposite stimulating effect on the traditional university
sector, . )

As shown in Chapter I>(table &) in the few

countries for which informatién:is available, the

number and proportion of part-time students increased

over the-past decade. This table, however, does not
provide a true picture of the growing diversity in patterns
of attendance, a trend difficult to discern in many “of

the national statistics(1), particudarly in countries
where \no clear distinctien is made between full-time and —
part-time enrolments, -In France and Italy, for example,
where all university students are 1isted as full-time,
surveys show that a considerable -number of students -
varying according to fields of study, and location of
university -_engaged in some type of work, including
full-time employment. -

(1) For further details on this trend see Chapter IV,

S
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The results of a French survey based on a national
ample of higher education institutions(1) shows the
crease in the proportion of students who combine

LS

studies and work:

Percentage of university students who declare '
e e fover ity students who declare y

. . 977 1975
Studentﬂ\in full-time employment 5. 6ol
Students in part-time employment . .

(working regularly) 15,0 18,8 3
Students in part-time employment
(working 1rregulaply) 18,6 , 24,3

. " Percentage of students who are’emplo ed at least part-
- time from time to %Emeiﬂ) '

73(2)."  77(3) 79(3)

17 Law and Economics ‘ 35.,4¢ 39,9 ’ 44

2. Letters and Social.Scigpces 34,8 47,0 59,9

3. Sciences 3.9 31,2 40,5 ¢

4, Mediciﬁe, Dentistry and Pharmacy 21.2(5) 34.6 ‘ . 48,8
Total University ‘ 32,2 38,9 49,5

(1) Survey undertaken by Guide de 1'Etudiant 1977 & 1979,
) Source: J,P, Jarousse, Evolution du Comportement des -
. Etudiants, CREDOC, December » . Pel7s :
(2) ‘Survey CREDOC - IREDU |
(3) National Survey "Les Etudiants®

(4) 73 = _Students engaged in paid employment (irrespective of
type). during the week of survey
77+79 = Studénts engaged in paid employment on a full-
time or part-time basis, regularly or ot rwise, . .

(5) onmly medic&

Source: Jarousse,-Evolution du Comportement des Etudiants,
Centre de Recherche pour ITYEtude e% IY0bservatlion des

Q . Conditions de Vie, December 1980, p.9. .

73 ;
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Further evidence can be found in countries where
there has been a growing trend to organise courses in the
evenings, weekends and during holidays. An Italian survey(1)
%ives a rough idea about the percentage of new entrants
o universities who do not work or do not plan to work
while pursuing their studies,

Discipline ‘ ’ Proportion who declared they
did not work and did not intent to
s seek work

Mathematics . 5646
Physics. ° 36,0
Chemistry ) 53.2
Geology : : . 3645
Computer ‘Studies 45,6
~ Natural Science ' 50,4
Biology . 54,4
' Pharmacy 5542
Medicine ' . 6641
Engineering ) ' 5044
Architecture 3 38,5 -
Agrqnomy ’ o 39.8
Veterinary Medicine 48,7
Economics’ and Commerce ' 29,8
Politics | i S 22,3
Sociology "o " 22,4
Law : 372
Letters 48,1
Literary Subjects . 45,1
phifosephy % ' 40,7
Pedagogics | D . ' Y 42,0
Modern Foreign Languages 44,4
Foreign Languages - h6,2
Psychology ‘ ’ ‘ 3361
Total (All Subjects) : bbb

(&) ISTAT Indagine Speciale Sulle Caratteristiche degli
Studenti Universitari Iscritti al I Anno di Corso,
Roiie 1977. . :
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The steady increase in the number of students who
do not participate on a full-time basis and combine
studies with work, other social activities or leisure
has also been viewed ‘as an indication of a certain loss
of confidence in the economic value of studies being
pursued(1), More uncertain about the social and economic
returns to their "investment®, students tend to be less
motivated to devote time and efforts on completing
courses at a rapid pace; they are more willing to enter
the world of work or engage in low and even unpaid
activities when openings are available, The fact that
young people participating on a part-time o» more irregular
basls are essentially found in fields of study with poor
employment prospects (see Table on previous page) would
tend to confirm this argument, .

It is indeed possible that in the future some of
the more significent changes in higher education will
result not only or primarily from the presence of new
groups but rather from the traditional young clientele
likely to seek, new forms of participdtion,

(vi) Increas the employment relevance of

univers programmes

- The need to increase the employment and social
relevance of university first degree programmes 1S
men%Ioneg by most Member countries as be§§§ a crucial
guiding principle of many proposals and- actual reforms
of the structure and content of university studies, This
common concern, however, is not followed by a consensus

as to the emphasis that should be placed on this objective

- and even less as to how it should be. translated into

practice, The controversy and confusion characterising
debates on this issue are to a large extent due to the
fact that they touch upop the fundamental questions
concerning the main functions of the various types of
under-zraduate sftudies and more specifically on the complex
_area o? the higﬁzg education/employment relationship,-
The very different ideological viewpointsawhich prevail,
even within the various political forces and interest
groups, plus the multiple definitions and interpretations
of cer%ain key concepts as "employment relevance" and
"employment needs" at this level, particularly when
qualitative aspects are considered, further add to the
difficulties in finding satisfactory solutions. .

(1) This 4dea has been developed and illustrated by M, Levy

Garboua using data on France, See! La Selection dan
1'enseignemént supérieur frangais ~ une synth2se deg °
travaux statistiques recents, mimeo). .
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An idea receiving quite strong support-and which :
has been the guiding principle in recent plans or reforms(1
. is that of organising degree courses so that they respond
to the needs of more broadly defined occupatiohal sectors.
This has meant advocating reforms. in quite different ~
directions, depending of -course on the orientation of .
traditional programmes of study and the obJectives ° ¢ .
pursued., In the case of certain types of professional
training, in particular where thé market for graduates
is considered to be nearing saturation, there are claims
in favour of broadening the curricula and introducing a
more comprehensive type of education aimed at preparing
future graduates for a wider range of jobs., The reform
of many Colleges of Education into more comprehensive or
polyvalent Institutes or Colleges of Higher Education
illustrate this trend. '

‘. In a growing number of countries reforms in the
content and structure of studies designed to increase °*
the employment and social relevance of professionally
oriented programmes, are seen in a more dynamic and

5a,forward'looking perspective, that is as a means of changing
~and diversifying the profile of established professions
so that they better respond to new societal requirements.
This is in particular the case of the service professions ‘
i,e. health, social services, teaching(2). -

At the other end of the spectrum are a variety of
university degree’courses, primarily in the fields of
Humanities, Social ‘Sciences and Natural Sciencg ’
faculties which, having grown vary rapidly in.résponse
to individual demafid and to the employment needs in the
public sector, in particular in the education system
itself, ‘are now under strong pressure to change and/or

* strengthen their professional orientation, given the
serious contraction in these employment outlets(3). \.

(1) See Country Reform of Higher Education Studies: ‘
Humanities and Social Sciences in the 1980s -~ Swedish .
. Country Report to the Intergovernmental Conference on -
fblic%fs for Higher Education in the Eighties, 1981
mimeo). ..
U.90 Danish Bducational Planhing and Policy in a Social
Context at theSend of the 20th Century - Central Council
of Education, Mimistry of Education 1978.

(2) See OECD, University and the Community: the problems
of changing rquronsHIp, Parls,’ 1987, .

(3) OECD, Reform of Higher‘EducatiOn Studies, Background -
Report by the Specretariat (1981). ., . .

ERIC , P4 : \
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Arguments in favour of an increased "professionalisation"”
of university studies, of introducing courses likely to
facilitate transition to the world of work, or better
suited to employment prospécts -:also or predominantly.
outside”the public sector - are addressed in the first
Place to programmes in those field which .in many countries
enrol a substantial majority of ungversity students
particularly women (see table), ' /

Proportion.of universi students enrolled in . '
, Ehg Eumanziies'E SchEI Sciences 1977 . N
i 4 )

Total E?rolments . Female .
_ Humanities1 Soc. S, ’.&otal Humanities , So&,S, Total
Australia 36,2 . 17,6 53,8 . 56,4 ~- 16,1 72,5 .
Canada 43,2 13,4 ., 56,6 49,7 14,1 63,8
- Finland(2) 29,7 26,0 "% 55,7 21,0 46,5 67,54
. Germany 37,6 13,3 51,5 58,0 10,5 68,5 .
Ireland(z) " 39,8 12,3 52,1 65,3 5,4 70,7
Japan ) 23’9 1 ] ' n n ]
. Netherlands 18,0 22,9 40,9 31,7 19,1 50,8
.Spaig(2) 30,6 12,6 43,2 5453 8,7 60,0
' Switzerland 23,5 21,5 45,0 - 40,8 24,0 64,8
United - N
Kingdom 24,9 20,5 45,4 " " "

(1) Humanities, Fine Arts & Education

(2) 1976 : o
Source: OECD Educational Statistics in OECB_Countries,
" Paris 1981, -
- ) Ea
.
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(c) The consolidation and reo anisation of the non-
unlvers sector ) . 5

*  puring the 1960s efforts to increase the options
available at the post~secondary level led governments to
focus their attention on a variety of institutions.already
providing advanced level training but which were at the
periphery of higher educatlon, Sorie of them were in
between the secondary and the post-secondary levels,
others were labelled post-secondary as opposed to the
higher education and university sector, In general, they
constituted the peak of the technical vocational sector
leading to middle level qualifications and this represented
the main post-secondary options for pupils completing
secondary teochnical education. - - : '

- a:ge need to expand provision and set up alternatives
1

to full degree programmes for the growing number of .
second school graduates qualifying for higher education

and to:enhance the status of teclmical education were

among the pressures which led governments to reform, upgrade
and ‘integrate these institutions within more largely
defined higher education systems, Similar considerations
were behind the creation of new short cycle institutlons®
and other non-traditional programmes which flomrished
during the late sixties(1).

Evidence for some OECD countries on the growth of
the non-university sector over the past 15 years and on the
proportion of students entering this section out of total
higher education is given in the Annex to Chapter I, -

‘Sl ?‘

Figures should be interpreted with caution, particularly

those concerning European countries where thé majority of
institutions in the non-university sector have redtricted
entry. Indeed, in many cases the decline ‘in the rates of
growth during the 1970s-may be due less to a disaffection in

demand than to a slowdown in the expansion of places. Claims

that competition for entry into post-secondary technical
education has increased in recent years would confirm this
interpretation, - . o .

As indicated above, up to ‘'the early seventies the
prevailing trend among sho*t cycle institutions was to
favour a pattern of development intended to increase their
chances of gaining prestige and recognition within the
academic world. However, in their strive to be upgraded

— .

(1) OECD, Short Cycle Higher Education: A Search for
Iden%ifi, Parls, 1973, , .

@
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- they often ended up by losing at both ends: on the one
hand they seldom succeeded in achieving true parity of
esteem within the academic world; on the other, because
they neglected some of the functions on which %heir v
traditional standing and value were based, they were often
viewed by outside groups, in particular employers, with
increased scepticism, :

-

Partly on the basis of ‘this experience and largely
influenced by changes in the employment situation end in
patterns of demand, iy recent years short cycle institutions
have dimfnished theirzconcern for academic status and many
of them have strengthened the vocational orientation of
their programmes,

It is too early to say whether the move towards
greater distinctiveness has helped such institutions in
finding a new balance and in consolidating their place and
identity within the higher education world, Added to the
significant variations between céuntries is the fact that -
in many Member countries the non-university sector .comprises
a wide range of diverse institutions and programmes
confronted with very different problems and among which
there is also a mgre or less established pecking -order,

In general it could be said that the narrower the
gap or social distance between institutions in the non~
university sector and the universities the moré intense
,and persistent the concern over parity of esteem and the
"identity erisis®™ is likely to be. Teacher Training
Colleges in many Member countries, some of the Junior
Collegés and 4-year general programmes in Japan'and the
States, different types of Polytechnics in :
Burope, Colleges of Advanced Education in Australia are
the ones which face more acutely the dilemma of whether
to strive for upgrading and risk bBcoming weak or second
choice university-~type institutions  or professional
schools, or develop a-different orientation emphasising
differentiation rather than equality., . Choice of strategies
vis-3-vis the future development of these intermediary
type of institutions is of key importance, especially if,
with the expected reduction of college age cohorts, they
. are to strengthen or maintain their competitive position

within the overall post-secondary systenm,.

-Indeed, already in recent years these intermediary
type of insti%utions seem -to have had more difficul s -
in adapting to the new pressures and constrain.s th

the more vocationally oriented short cycle schemes, The

s\)f.‘
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latter, having less chance to conpete on a strict academic
basis, traditionally more open to externally defined
employment and community needs and often receiving.strong
public and private financial support, appear to be Havin
an easier task in attracting clientele and gaining outsige
recognition. In fact, by now man{ of’ them are open to a

y that they are adopting
a too narrow employment perspective and thus tend to accept
as the overriding criterion for institutional performance
the succéss'gf their graduates in finding immediate

egploxgent. :

~Although some governments are being held responsible
for promoting such a narrow employment perspective, it is
also true that the trend towards increased vocationalism is
,seen to a large extént as a resporn'se to changes in private *
demand. In the United States, for example, where the -.
development of p@st-secondary education is particularly
sensitive to changes in student preferences, the balance
between general and vocational programmes in Community -
Colleges has changed considerably. Whereas in 1971 42% of
alt Associate Degrees awarded corresponded o vocational

programmes, the proportion rose to 575 in 1978(1). Enrolments -

in post-secondary vocational courses receiving federal aid

. nearly ?uadrupled in 8 years from 593,000 in 1968 to 2,169,100
2

in 1976(2). In France a marked preference for post-secondary
technical education has been observed in recent years.

Schools for high level technicians which were to 'be gradually
closed down not only continued to expand but some of¥ their
sections thad "in 1978 10 appljcants per. place available. In
Norway, a growing number of qualified secondary school leavers
from academic streams enroll in vocational secondary schools.

~ In Sweden a similar trend cap be observed. In the Federal .

Republic of Germany, the number of students with secondary
school academic qualifications (Abitur) enrolling in )

appr%ngiceship schemes rose from 1000 in 1975 to 20,000 in:
197713). ‘

The growth of privately financed vocational colleges -
catering for qualified ‘school leavers or adults with
equivalent qualifications-poses the problem of setting norms
for their accreditation, that is of defining the ‘

(1) National Center for Education .Statistics: Digest of
Fducation S#etistics - Washington, Volumes 1 and
‘1980. . * . - .

(2) The Condition of Education, 1978 Edition, p.156

L4

(3) Institut fir Arbeitsmarkt und Berufsforschung der:
Bundesanstilt fUr Arbeit - Abiturienten und Fandverk-
liche Berufausbildung -~ Mat B8 7 1979.

§
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type of professional orientation and minimum standards
required for their inclusion and/or recognition within the
formal post-secondary framework. The use. of narrowly ’
deffned asedemic criteria within the formal education
sector may result - as has already been the case in some
countries - in the emergence or further development of
training schemes outside the control of Ministries of
Education and a carresponding loss of political -support

and resources-for the formal sector, On the other hand,
the question remains as to what extent educational
authorities should abide by pressures in favour of narrovly

oriented or inéreasingly specialised vocational.studies

" which ain primarily at facilitating insertion of graduates

into first employment, :

4

The search for strategies which enable reconciliation

" of the more immediate "transition® employment requirements

(in respect of which the educational .sector is umder growing
pressure to bear and share responsibilities) with a ;
broader longer-term view which takes .account of the life~
time career of individuals - the most important and .
uncontested function of educational institutions - remains
one of the more difficult clrallenges confronting educational

* authorities and in§titutiona1 leaders in the years to come.

(d) Continuing Education: The Expanding Sector of Higher

Education :
Whereas during th& late sixties and early seventies
the predominant trend was_ to set up special im$titutions
or schemes catering for the non-tradit‘onal clientele, in
more .recent years conventional vers.ties and colleges
have shown growing interest in, or at least greater
responsiveness to, the needs of adult students, True, the
existence of extra-mural courges, extension activities or -
even external degrees is no means a.new phenomenon,.

© particularly in universities and colleges with an Anglo-

Saxon tradition, * What is of more recent date is, in the
first place, the growing praportion of adults enrolled

'in maipgstream courseés generally leading to recognised

quali tions, Secondly, d perhaps of even greater
significance in terms of potential for the future, is

the greater interest and efforts on the part of universities
and- colleges to provide in a more systématic way g;:géﬁuing
education courses which respond to specifically d d
rdquirements of certain groups-e,g. short courses or
special-training schemes organised in cooperation or _
under the sponsorship of professional groups, - trade unions,
enterprises, government lagencies and other groups .of the
surrounding community, ‘ ,3'

~
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In the majority of cases - the notable exception
being the United States - the organisatipn O th#se courses
is at an initial stage and considered as a clearly
distinct and peripheral activity; nevertheless it
represents one of the few growing enterprises in the
higher education world., The consequences of declining’
birth rates, the need to use available physical resources.,
as well as tenured teaching staff -and growing financial
constraints are among the forces which are likely to-act
as powerful incepntives among higher education -institutions
towards the further development of these types of activity.
Also,. with certain trends in employment, e.g. shorter
. working hours, early retirement, there may be growing

will represent a form of cons tion.

The development of such variety of courses and
schemes primarily intended for -adults, but also for,
groups of young people seeking more fiqxible arrangements,
could well lead to radical changes in’'attitudes to the .
approach ‘and the organisation of post-secondary education.
While no doubt such courses respond tqgthe various .
claims in favour of greater openness and a better adapta-
tion of the formal system to a recurrent or life-long
‘pattern of education, their development would need
careful monitoring so as to avoid inherent dangers to "
the traditional core functions of academic institutlons.
Most higher education institutions in OECPH countries are *

opportunities of attractingqg:g::oups'for whom education .

still very.far from having reached a stage where this type -

of risk 1s likely an serve encouragement- in facilitating
access to adults and in promoting services to, the |
surrouflding community. A -different situation is found in
the United -States, the OECD céuntry which is by far the
most advanced in terms of non-traditional prowision both
" in respect of the variety of schemes which are available’
and the numbers of "participants involved. Recently,
obsérvers 'in that count:y have expressed their concern
over some ethically dubipus practices developed by certain
colleges and universities-in their efforts enroll new
.students ‘in non-traditional programmes as well as in
conventionial degree programmes(1)., The fear is that in
a period of intensified competition forlenrolments such -
as will be-faced in the coming- 15 year§f§these %ﬁgctices "
risk becoming more frequent, thus comproiufsing’ ,
integrity of academic life and contributing to a gradual -
erosion of confidence and public support Ior higher
education institutions., . ®- )
' . \

4 -
b EN

** (1) .Fair Practices in Higher -Education® 4 Report of the

- Tarnegie Tounicil on Pollcy oStudies on Higher Education.
Jossey Bass Publisliers, 1979, .
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The decade of the 1970s was a period of significaft
changes in admission policies. These changes were due as
much -to "outside pressures", linked to the economic situation
as to “Imternal' forces consequent on the extraordinary
growth of education and the emergence of néw ideas about
the type and directidén of growth of .formal education. While
financial and empleyment factors certainly have given added ~

- support to a number of reform ideas and appear to have: '
Played a key role in influencing private demand for post-
secondary- education(1), it should be underlined that many
6f .the ‘recent proposals or actual reforms have their origins.
and_support in droader educational and social considerations.

’Closely linked to quantitative developments, sueh considera-
tions often reflect different approaches to some of the .
perennial problems of educational policies, most notably

. that of selection within formal educational systems., |,

> Given-the well-known fact that seleéction. within
formal edufation is a tontinuous process and that all
educational systems fulfill at one stage another a major
- selection and allocation function, it is d3®ential.-that -
the debate on admission policies at the post secéndary. _ .-
level be set in a wider .system perspective. Even whern/-the
distinction is mad® between systems in which uniyersities
select at entry and those where universities are open to-all
- those who apply - a distinction which im itself is much
more difficult to make now than in the past - it is ~
i%pggtant to bear in mind that this implies fundamental:
dififerences between systems with gifferent strategic points
and modes of selection.- o : B
.0 A ' . {
. Although recognising that practically ev here in"
, the- OECD region, compulsory education still retains a
selective. funétion, even in compréhensive systems, the -
'present chapter will take as its point of departure the ¢ .
transition from compulsory to post-compulsory education(z),
The first part-'of the:chapter - selection before entry -
briefly reviéws trends: in particIpation rates at the upper
secondary level which may help explain differences between '
countries in their.approach and their policies wis-3-vis’"
.access to higher education. The second and main part of
the chapter - selection at ent§%*t-exam;nes mecent trends
and reforms in admission po S in various Member counmtries
focussing in particular on the.articulation between secondary
1 ‘ ' r ™

(1) Individual Dehand for'Educatidn: Analytical Report, OECD,.
 Paris, . . Y S — .

-

L

f . ~ . . \ '-‘
(2) For a thorough analysis of developments  in basi¢. education -

geet Policies fer-Compulsory Edycation, Parts’I and.II,
OECD, Paris 1980, E‘Imeo)a N\ ‘ .,

» . -
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and higher education, on\policies concerning the access

and distribution of students throughout the total range of
higher. education institutions and on the issue of selection
within the university sector, The third and final part -
B selection after entry - examines briefly what happens to
students once they are admitted to higher education,
comparin% in particular programmes. and institutions with
different degrees of selectivity at entry. )

v’ " (a) Selection before entry

Over the past two decades many Member countries
exténded the period of compulsory schooling and-practically
all of them witnessed a steady increase in participation
rates at §pe post-compulsory level(1). However, the same
indicators which provide the evidence of the progress o
accomplished reveal the substantial differences in patterns .
of development across the OECD area, Table 1 gives an

. approximate pieture of the tiansition from compulsory to
-  post-compulsory education: whereas in the late 1970s in
the United States, Canada and Japan practically the totality

of the agé group con ed beyqud compulsory schoqling, in
other countries, such a Austrg§7~qe§?ark, France, Sweden, ' .,

United 'Kingdom, participation rates\dropped by more than
s e . .25% between the -last-year of compulsdry scheoling and the
. first year of non-compulsory education. In Spain and
«. Portugal debartures begin earlier: around 13% of children
. do not.comply with the legal requirement of compulsory school
attendance, : _

Table 2 on enrolment rates in the 16-year age group
also gives a rough indication of the proportion of young .
«» people staying on-beyond cqmpulsory -schooling(2)., Thiough~
out the late 1960s.and the 1970s enrolment rates for this -
group increased in.all Member countries, This Table T,
confirms the ®op ranking of Japan, the United States 'and
Canada, which together with the Netherlands and Germany
. have the highest enrolment’ ratio for this age group in the
- OECD area; in the latter country, however, 36% of 16-yedr
_ olds att2nd formal educat¥on on a part-time basis. In a
second group of countries - Austria, Denmdrk, Norway,
Sweden, Switzerland and the United 'Kingdom - between 15%
and 25% of 16 year olds were out of formal education in
the mid or late 1970s whereas the percentage of abstentions
increases up to ®round 40% in Greece, New Zealand ahd’
Itely and,agevevﬁﬁ%fin-Spain and Portugal, ) e
" . . " [ 4 - ¢

* As seen .from Table 3, in some countries the high -
pa&tzcipation rates of the 16 year olds is at least partly

L]
PO

. ', i . 'S .
e 1123’In-dbst'ﬂehber.countries the.'age at which compulsory -

-

.\»ﬁ'.
& N . p— —r v ' - .
* .%\ (1 )‘hjmesi f&' F:ompulsory Efication, opecit. | . .

‘e . v 'schoollng ends 13 15gr 16. See Policies for Compulsory
, ot .ﬁucgtiogq, .Ps 3. ‘ , 2
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'~Table.2 ==
Evolution of Enrolment Rates in the 16‘year—age group

In percentages

’ ', 1965 ’ 1970 Latest year (2)
I Australia - - 5541 (4) 59,1 (4) - _
Austria 20,7 _ - . 82,8 . '
Canada* g - ' = 88,5
Denmark 1 - ) - - 85,3
France ’ 52:3 . 62,6 70,8
Germany - 92,9(27,5) (1 91,2(35,4) (1) 96,8(§o,h)(1) C
Greece - 54,4 _ - 58,7
Ipeland* - 55,1(1) 68,6
Italy 33,2. 46,9 ' - 53,4(3)
Japan* - >, 78,8 ) ‘ 91,6
S Yetnertands |3, 2?’3222’%2‘3‘ 2 92,2060,0) (1| 2 98,0089, (1)
» 5(54,7) (1 98,6(70,0)-(1)| € 96,2(85,5) (1)
Néw Zealand* - ' 55,7 ] 65,7 g
_ Norway* - —_'.‘. " - - 80,1 .
Portugal®* - . 25,7 | 37,2 ,
Spaif 14,0 29,4 s, 9 | 1
Sweden* . - | - | .- ' 7449
Switzerland* - - 76,3 . .
United Kingdom - | B 'g?:?ézizggm 79,745 gg;g;m
United States*| - 92,7 91,3
.Yuéoélgyia 56,3 - f - 75,1 ,
S, . ‘ : . '
\? (1) Figures in brackef%irefer to full-time pupils only. ;
(2) Latest year available for each couniry is given in Table 3. .
(3) Slight differences between these rates and those listed in Table
3 are due to the different sources used, .
(4) Not #ncluding apprenticeship and TAFE, . ’
: SO‘rces;'For countries marked with an (*): Eddeational Statistics
in OECD Countries, OECD, Paris 1981, 1In these couniries- excep

Tor Switzerliand -partstime enrolments are not included. .Lack of
. data s of particular significance in the case of Australia, '
.+ NeWw Zealand. For all.other countries Secretariat data drawn

. - ‘from,Natianal Statistics. : , '
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Table 3 | - T .
' Enrolment rates in the 16 and 18 year age groups W ' .
by level and type of edusation In-peveshtages. ',
- {N N .,",k_-'*‘.',>
Compulsory og—Comgulsory EdHigl’z?r T'@;svgg U
ucation econdar ucation |- .~ < .
Education B
3 ! . bf_which e 10 PR
* ) ) o . . [Fechnical AL 4
. and ST ER "' L !
Vocational | - DT SRR R
g Australia(1979) 16(.1,8 . |56,9 - 0,40 89, o]
18 - - 6,6 -~} 12,9 1ges(1) - o0
Austria(1977) ST - 66, . -, vlée -]
8 40,9 34,1 | RTINS 514 S
Canada(1976)* 16| 23,4 1 63,4 ¢ - . 1,9 01885
' 18 1,1 19,9 | .-, 1856 397 7k
Denmark(1977) 161 69,6 15,7 4,9 “c - leds., L
o S 181 1,1 53,0 30,3 FrlO.8 P4 e -
France(1977) 161 7,1 les,8 f33,47) 7 = [0 =%t
— 18] 0,1 - 12358 ol her b b L30T, el
“w Germany(1978) 16| 24,5 Lo T | ssral60 ) 06
] 18} 1,0 -1 770425 -
“Greece(1975) 16 -
' 18] -
Ireland(1975)* © 161 10,8
18] 0,1
Italy(1975)* = 16| 2,4 -
Lo 18| 0,3
Japan(1976) 6] -
‘ 18] -°
Netherlands(1977) " 16]|B (2) K S .
! 58’9(3["’2)2 39,1 /u1li‘7(:3') 0 g
G S Bt
hY .8 47,1022,3). |:49,1. " 21,5(3,.)-;-
v . B . RO A ’ . t’:. ,:‘
| 8,7(5,6)(2) 33,4 ©115,9 %
- ' 3,7(1,5)(2) 25,8 ,,;2,9 .
New Zealand(1976)* 16| 3,0 " f %9 -
R “t \ Y I _ &g | = 3
. » e v, ‘/&:! L
Norway(1976)* 161 7 71,77 1.32,2 .. 1.
. \._ 18 : K stq;g 1360 ,,/




Table 3 (Contd.

. ,‘*)'1

gtial education
13 Not including apprenticeship ana TAFE

.2) Figur
- this.ggvel

3) includes part-time studentg not classified by type of school: 8,1% boys
.girls.

-and 9,7%.

in brackets reftr to enrolment ratas in vocational education at

bﬁv?isures in brackets include full—time and part-time students. f

¥ technical courses Type A
" 6) F%gyres rn trackets refer to full time pupils only ‘

Iqr eatzy nxO‘higher education.

Sburcég

;

Zealandh For all other countries
§ **—Natfonal Statistics.,

"or COuntries marked with an (*):

"--Coggtgies, OECD, Paris 1981,

In these

vzerland part-time enrolments are not included,
1s-6f particular significance in the ¢ase of Australia, New
A\ Secretariat data drawn from

: ) Ia Japgn 33% of 16 year olds and 1,7% of 18 year olds are in secondary o

~

countries excep or

’
e mm Ar D ITemmemer ger Ty AT T
o me—eTE A

. ) =80 =
N Compulso Non-Compulso gdHi her TotalX
5 Education Secondar sducation
— Education ’
of which —
) echnical
‘ an
5 Vocational
Portugal(1975)% 18 2,8 35,4 ) 10,4 - 37,2
S T 25,5 | 9,8 2,7 | 2912
~ .Spain(1977 1 - 44,9 11,7 .- 44,9 L -
'.s? n(1977) 1 - 29.8 9,0 14,5 3472 o
I‘o( .
-Sweden (1978 1 5,0 63,7 - - 74,9 .
weden(1976) (L T 35, 2 - 0,9 | 36,1
: . . ; . X
Switzerland(1976) 14| 23,1 51,8 40;6 - 76,3
. " 'z-ﬂ ( 1 0:4 : 62:5 48:9 - 63:9 y
U.K.(1977)* 14 34,5 1 34,8 9,1 - 61,0(79.7)(4) -
- ( 1 2 12,2 5.6 6,8 19:0€42.7)(4)
E U.S.A.(1976) 1 22,3 67,9 - 0,6 91,3
o : 7 4 1, 1,9 - 32,2 | 51,0
“¥dgssiavia(1975) 1 16,7 58,4 | 29,8 - 75,1
.7 = 1 - 49,5 35!4 NA
_ _— . * ,
some countries the total includes a small percentage of pupils in

"7) Taclides 4,7 of 16 year olds in technical educqtion granting qualifications

Educational Statistics in OECD
Lack-of data .
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explained by the fact that a Iigh proportion are still in
education corresponding to compulsory schooling: 70% in
Denmark, 60% of boys and 35% of girls in the Netherlands,
ground 55% in Canada, Germany, Switzerland and the United
tate BN ‘ . ‘

. . Indications of the evolution of upper secondary
education in. the OECD area are shown in Table 4 listing
total and female enrolment ratios for the 17-year-olds,
the only age group which in practically all Member countries
is typically found at the post-~compulsory secondary level,
In all countries there has been an increase in pariicipation
rates, .at least up to 1976; but in some countries they are
considerably lower than for the 16-year age group and the
potential for growth remains quite high in most of themn(1).
In spite of the increase in female participation, in more
than half of the OECD countries for which information 1s
available, enrolment ratios for girls remain below average,
This is particularly the case for Switzerland and to a .
lesser extent Greece, Netherlands and the United States..
Higher than average female enrolments are found in Ireland
arid Norway as well as.in Austria and Germany though in the
latter fwe countries-the picture may be biased by the lacxk
of information on part-time students.

Data on actual departures in“the coursg of upper

. secondary studies for a few countries - as pr sented in

~Table 5 - are not very conclusive: in Australia retenmtion

" ratés In the 10th year of education have increased over - -
the years, a trend which is far more marked for girls than

for boys at all levels. Retention rates increase in .

Canada between 1965 and 1970 and, as in the United States,

they decline slightly in the early 1970s.

L 8 . .

Another rough.indication. of retention rates in

upper secondary education is provided in Table 3 by comparing
' enrolment rates for the 16, year and 18 year age groupse.
The information must be interpreted with caution since It
refers to two different cohorts in a given year. Further-
more, givem, the variations among countries in the -
didtribution of both groups ameng the various levels of
education, many different factors can account for departures. -
4s already discussed in Chapter II, in'most’.non-European T
Member countries the majority of young people complete 4
secondary education when they are 17, A similar, although
less pronounced trend is found in France and Spain... - .
However, the large differences in enrolment¥rates between
the 16 and 18 year age groups, even in the European .
countries - a drop of Yip to 46%-50% in many of them ~ indicate
that quite massive departures take place at this level.

L4 ) ‘ .

o - y -
(1) For some countries, in particular Austria, Denmark,
: Germany and the Netherlands, figures in Table 4 cannot
be compared'with those. in Table 3 since the latter does
not include part-time students. Footnotes to Tatle 4 gives
enrolment rates for these countries which take <ccount of
full and part-time studente, : '

a
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. / Evolution of full-time onrulment rates in the 17-year age group

In percentages

/ - . Female
| —  Totel ‘ = Neme s -
L | ' ' - ’ . Compul 50
i Country Secondary; Secondary | Non gz:suhog Secondary' j§ Secondary 35%&'5!‘_"! Total
: - - Ea_gcafgon = Education LIO“_ |
." " Australia 1971; - - '28,&31; - 24,4(1)
1976 - - 31,2(1 - 30,9 40,3
Austria$1970 16,1 8,8 24,9 4 o 10,4 24,8 24,8
1976 20,9 7,8 28,7 , 20,5 0,1 30,7 30,8
Canada(1976) - - ‘54,7 - 55,2 68,5 -
' /
Dennark21970 25,1 -7.,9 33,0 - - -
1976 27,9 18,8 46,8 - - -
France 1970; ’ 20,8 | 10,4 [ 31,2 23,0 10,7 33,7 48,6 )
1976 26,7 15,0 L 44,7 . - - - .
aernéhy219i1 16,5 5,5 22,0 14,1 6,0 20,1 20,7
1976 , - - 30,0(1) - 30,6 31p3
'Gre‘ecep972 40,0 8,8 48,8 40,8 1,6 42,4 -
A 1975 & 43,5 9,6 53,2 45,6 13 47,0 47,0 /
Ireland(1971 - - 34,8 - 39,4 43,3
- ' ' 1975 ‘ = - 42,7 - 48,8 . 51,‘0
S Italy§1972; S - 38,1 - 33,7 34,1
. 1975 - - 42,6 - - 39,1 . 39,5
Japangmo;(z) - - 74,7 - 74,9 75,0 .
% 1976 88,1 .88,1 - - -
- Netherlands§197og 16,8 . 21,4 37,9 15,1 . 16,5 31,6 - 34,6(6)
1976 18,3 14,2 32,5 18,6 15,2 33,8 56,6(6)
New Zealand(1970)| - 23,2 , - 17,2 23,1
_ 31976 - 1. /f . 32;4 . - 29,6 | 33,6
. 91 Norway(1976) < 34,5 28,8 « 63,3 0 28,5 65,5 65,9 Lo
. Portugal (1970 “10,5 1% 11,1 21,5 6 &1 .l 11,7 19,1
. 1975 19,6 10,6 30,2 3 \ 8,9 28,2 30,5
- h
Spatnf1970) 9,8 .7 14,5 2 1,5 9,7 16,8
(1975 19,0 4,5 23,4 7 2,2 20,2 32,6




- ; ' o -~ Talbler & {Conid,) . =~
- ]
- ’\‘ N . . ‘ - LI
- Y .. In percentages
AN P -
- - » I % M N
- _' . * - ’ ] "fL .vzi. °
: . , Total Fefrale
L) N " v . ) ) ——
Country Secondary {Secondary Non-Compulsory Total Secondary} Secondary. | Nén-Compulsory Total
< : . A¥ B¥ Secondary A% BY ~ Secondar ’
> i - n Education .o - Fducation
. i , ' .« * . ,‘
. chden(1976) ./ ' { 60,7 61,7 I ° . 60,1 61,1
. Switzerland(197GS 9,4 . ? 57'8 @8,2 72,0 7,9 48,7 56,6 60,4
- ) J ) . . .
. U.K.(1970) . y = 20,3 25,927 19,3 2&,827;
y (1976) - 21,0 - .7 © 30,7 - 31,3(7f 20,8 . 1135 32,3 32,9 (7
K ’ ~ Lt . - , - oo ’ .
P U.S.A.(1970)- . . 70,1 82,3 _ 70,2 81,5
. : 21976; A A : 74,0 . 84,6 T L. 69,2 79,4
' . ) ) . / S
> . I
. . . - ‘py-i s te .
. ) . ) . . .\ N , . ‘ - ‘l -
4 N (1) Total Secondary school - . ' T . -
(2) Estimations ) qj \ . - - ' ’
. (3) Includesvpart-time pupils - ~l' -+ ’ .
(h) If part-time studies are included the enrolment rate is 73,0% ~~ .
< (5) * N A " " W 74,5% in 1970" and 85,1 in 1976 . s
(6) » n " " " i;" < " are 76,6% for boys and 41,8% for girIs in 1970 and
R e e k 83,3% for boys and 64, % for girls in 1976,
(7) * w. . T om " "t \.”» " ®* are 66,6% for,boys and 46,4% for»girls in 1970 and
s, . ) » e (R 61,6% for boys and 5& 0% for girlé in 1976.
*  Secondary A: General or techn; teducation offers pupils, upon complétion, a relatively good chance of
s «» Continuing their s¥udies in a higher educafion establishment .
. v L KR \
. *  Secondary B: General or technical
, T higher education 28 W
A . il - g -
- / i v !

ducati&n, after which pupils have little chance of continuing to

.




| S : e " Table 5

o ' ’ C = RETomION RATYS IN T DIFFRRENE TYRG
. , . . OF 2nd CYCLK SEI00L
. <. : . ) o 1965-1979 (1) .

) - : Z
L 2 L]

R Nrcrnfnng

Ny = , ‘ .
. 1965 1970 .o p 1975 . - 1976 R 1979
) o n, P, h v L I " p TS
) . AUSTRALIA - an n porcentagn nf the nimber of pupils beginning amrﬂnrv"cbool “ )
— " 10th yeor . [ 7 16.27 | 82.0 2.2 ' 86.5 8.5 rs . g0
: 11th year ~ .. TR RN LN A AT I RN KT Lo85.8 504 ss.n
12th yoar . o . e 237 ] Mt 316 | 346 I3 {324 37.2
. . . Vo .-
( ’ . : - . ' . > .. N .
‘L - .. CANADA 5 = 0o q pereentage 0f tho mmber of mupila wnrolled for 9th arade three yents pre¥icusly .
" 12th grode - ] 634 | 76.0 ' 61.8 69.8 CTial?n 72.3(2
' . . - oy . . N
UNITFD STATES ~ Asen percentuge of the mmber 6f minila entSrine 9th srade ’ . . \ .
. ' Righ rchool grndunten . 7.4 N o 76.2 )
THTRFED KINGDOIY {Faelnnd and Ynles) . : - - . S ) -
. Lt .~ na = pereentnge of the mmber of pupils agaf 13 (1965 nid 1970) or
- . . th (ax from 1975) 4wo to four venrs previously ~ ncéﬁndnrv mehonln only .
State-nidocd hchonls - :" : 1 R T , .
. \ . hd
. 15 yonrs old 40.5 39.6.1 55.1 54.6- - - 4 - -
. 16 . . 23.9 21.6132.4 317 l.23.1 .2 4.5 25.6 .
. 17 : . 12.5 10.2 | 17.7 16.9 “17.6 18.0. § 18.4 9.1
. , , 19 5.1 . 3.2] 6.6 4.8° 6.4 5.2 6.5 5.7 .
T lon-Atate-alded rchools B ' - N N . : .
v . 1 ., . ' » . . K 4 -
- : 15 yeors qld 9.0 B7.6 ) 93.7 ?3.‘9 - - ’
- - 16 . 76.2 62.7 | 800 1.2 T1+2 61.6 68 5'\
. .17 ' - 51.0  34.4{57.7  44.6 | 61.8  52.6 57 :
- 18 . . 1.3 adg1r 11,2 | 19090 U 16 7.3, .
[ . . : . Y
. { “
v K - . N -3 Ay [
) P N \ . i
. n g S ~ .
> . . . . v . - , N *
':' Source: Tnble 4 in the ommiry reports, . - ) )
F - . c . \ (1) Or the noarent yrnr-to"tlwt mantionon - ~ R ) -
. . / . h (D) Arred an meadactionn, . ° L t 1 . ¢
. : . . . . - “ )
: D . .
« % . ~ — ~ N \ . . . .
. 9‘)' . . . ) * .
. / - v - ‘ L=
I * ' &
4
. ! 1 | , - " .
’ \‘l - K ' '

;O . - ! S T LS !
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in some cgses this may be duc to successful completion of
short vocational courses before the age of 18, in others
to a move Irom full-time to part-time study schemes as
students grow older and not accounted for beczuse of lack
of information on part-time schenes. #An equally plausible
explanation is that as compulsory education beednes more
comprehensive and a ldrger proportion of young people stay
beyond compulsory school, selection increases during the .~
last years of secondary education, (This has indeed been
showr to be the; case in the United Kingdom)., Small
differences in participatiom rates between the twec zge
. groups in Portugal, Spain and Italy - countiries with the
lowest enrolment rates in -the 16 year &dge group - and -
large differences in the mcre advarfced countries”’such as
the Nethgrlands, Norway «and Sweden, would tend to support
this argument, '
. % .
Of special interest to:this report are participation
rates in differcnt types of upper secondary educatlon. . &8
Seen in Tables 5 and L, Austria, Germany and owitzerland
have a very high propoftion of the 16 year to 18 year age
group in vocational secondary education, ‘that is in linss
of "study which pmepare for a professional gualificaticn and
do not normally lead to or qualify for higher educaticn, .
Similarly, Scendinavian countries(1), France, Uetherlands,
end Yugoslavia have a-relatively strong vocational terminal-
oriented sector which enrols around 305 of the 16 year old
grpup. . ¢ c -
\ o , ‘
The significance of vocational education in a number
of ceuntriessappears even.more strikingly when one looks
at the distribution of qualified school leavers according
to \#he type of school completed. Table © shows that by
the mid or late 19/0s pupils having obtained a professional
qualification represent 82% of all qualified .school leavers
in Germany, 74% in Finland, 50% in France and 45% in
Yugoslavia. They. account for~20% of all qualified school
leavers in the other three countries where this distinction
is relevant, and for which information is available,

Comparing previous tables with Table 7 it is possible
to see that thg size of the vocational sector in individuel
countries determines to a large extent the proportion cf
young people who obtain the fvrmal qualifications for entry
into higher education. Austria, Germany and Switzegld
with high enrolment ratios for the relevant age grou ut
enrolling a majority in vocational education, rank relatively

v

(1) Evidence for Sweden is“given in K. Harnkvist: Individual
Demand for Education, OECD, Pagis 1978; in 1975 L5% of
puplls entering the upper secohdary school were new
entrants to 2-year practiqal lines of study.

.
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3 DISTRISUTLON GF “UALITLID SCCOIDARY SCHOOL LILTTRS ) i
& 37 YRS CF SCHOCL COiLPLITTD 1955-197C (1) S '
‘ . ) ’ Pefcentage
- N : - T
. - ‘ 1965 197 # 1975 1976 1077+ | 1978 .
- . M F x P | M F M R EEEE
. GERMANY . , .
General L 60.4 24.9 |61.1 33.9] 27.8 27.6[26.8 25.3 24,7 I7.3{ 19.4 17.5 .
- Vocational * {
Spectality certificate FT |39.6 .75.1 |38.5 “66.1| 15.2 35.5(1819 38.9 | 6,22 4.8l 2151358 ,
. Speciality :er‘:i_{icat. BT $1.1 29.9 |40.5 29.0 57.8 53.5 59.1 45.7 .
~ 3ghool-leaving certiricate | 15.9  7.0(13.3 5.3 |11.3 8.2 . ,
. ‘e 3 .
< CANADA . _ 5
. - digh scibol” U R 83.8 - b L. L.
- Other . o . 16.2 .. .. .-
SPAIL: : . ) . .
- University foundation N . . > ‘ .
course 3.5 Y .e 62,6 53.7 . .V
- Vocational training 35.3 N 13.3 22,2 . .
« Teacher <raining colleges 16.3 6.7 5.4 ! . *
[~ . - Other 13.8 . 17.4 13.7 1
FINLAND ) W ¥ ’ . '
- General~ 20.6 22.3 . 25.6 . T
- Vocational ©79.4 . 11.7 74.4 . e ..
= - .
FRALCZ ) 3
- General (Bac.) 29.1 36,70 35.1 [21.2 3t.2fe,1® 3m.13a6.57 36,471 26,17 35.9
- Short vocational 70,0 51.2 55.9 62.9  T0.1¥1.45 49.25162.8, 48.95 62.53 49,6 5
- Long technical 2.9 &1 3.0 3.9 12.7[0.6713.77110.7° 14.77 11,37 14.9
. GREECE ‘ - ‘
- General 7.9 67.5 58.9 82,0 57.9 80.6 - -
_, ~ Technical and vocat.onal 28,1 32.5 411 18,0 B2.1 19.4 "
ITALY . . - .
- General ‘ 23.6 16,6 |[15.9 18.0(16.3 20.8 ‘ ‘ '
. - Teacher training colleges 3.8 35.8 3.0 35.11 1,7 22.5 e
- Technigal _ 43,7 20.7 |65.3 26.7(63.0 -33.5 ‘
. - Yocat:onal 28,9 .26.9 |15.8 zoi 18.5 23,2 . .
’ UHIffD KINCGDOIt - 3chool-leavers accerding to highést pasitlevels | - .
30T 4 level/SCs H zpade 17.4 14,2 18,9 16.8 17.8  16.1 17.8 16.0 _17.4 16,0 :
30T 0 leval/GSE/SCEW,ZZ.Z 25,0 23.8 25.1 31,1 36,3 32.7 37.8 32,4 38.0
No high passes N 50.4 60.8 57.4 56.0 51.0 _47.4 49.5 .46.2 350.3 45.8
YUGOSLAVIA ‘ - . ‘ , ‘
- General ~ 21.8. 23.3 23.9 25.1 .
- Teacher training 3.3 2.9 4 0.6 0.7 ., °
- Teghnicat —° ‘ 28,1 25.2 29.3 29.5 §
.’vétational 46.7 48.17 46.2 \| 22,7 . :
- . '
, Or <he nearest year %o that mentioned. - . v

’

1

{2) Excluding the Berursfachschulen

(7) Inzluding secondary scnool-lsaving certificates

. N . -

- ' . “e .
' . N
.
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TABLE 7
. ’ t . ' ' .

RAT10 OF QUALIFIED SCHOOL LEAVERS FROM SECONDARY (A)
: T0 HELEVANT AGE GROUP (13975/1976) :

}

NOMBRE DE DIPLOMES DE L'ENSEIGNEMENT SéCONDAIRE(A) PAR RAPPORT A LA
POPULATI0N DU GROUPEL DVAGE CORRESPONDANT

TOTAL ' ',._

AuSTRIA/AUTﬁIfziP o : 19.4
L '
~ BELGIUM/BELGIQNE~ . , T 33.2

FRANCE - : - 25.5

GERMAN{/ALLEMAGNE oL ' L 19
ITALY/ITALIE o C 36.8
JAPAN/JAPON . A «85.9
WETHERLANDS/PAYS-BAS e T o5
NORWAY/NORVEGEs  ° : 30.5
SWEDEN/ SUEDE ' ' 21.4
SWITZERLAND/SUISSE L 8.4
UNITED KINGDOM/ROYKGRE NI

UNITED STATZg/ETATS-UNIS

£

Sourzags:=Tor 3e;e"ﬂ:tﬂkge Group, see:lducetionc® Stotistice in 07CD .
Countrlcs,‘QdCﬁ, Peris, 19317 4
e ———— . il

?ju;:lg_popuiqtior’du groune d'fige corregoondent, voir:
Iovigtiones do 1'44usrtion dens les pave: de 1'0CD=, OLDT
tAm vy ’ . -

SETLS, X0, '

“er numter af cuzlifiad school
Pour e nonré dé dinlénés de ignenent secondeire,
L. Cerye™, 7, Col%on, J.P, Jcl Strcert Plog »nd -
LDencitiiee i3 TTickos Tduce IneTitut de
- -cucttler, Terris,. 0o, ’

’




-
- a8 -~

~

16w in terms of secondayy school graduates qualifying for.
higher education. The same is true even in countries where
vocational education grants gqualifications for entry into -
higher educationle.g. Sweden) since everywhere the policy
is that essentidlly this type of education should maintain
its fterminal¥ employmknt orientation (as opposed to
itransfer® higher education orientation)., On the other
hand, countries which over the past,years have emphasised
the &evelopment of general 'education (e.g. BelEium, Frante),

_or which have a large technical sector granting the .same '
rights to higher education as the traditional academic

.. sector (Italy), compare more favourably In terms of
qualified school leavers than -in respect to enrolment
ratios,:, _ . N

#

Begring in mind these qualifications it is clear

that in terms of the proportion of young people of the
. - relevant age group granted the right to apply or to enter
directly higher education, some of the Mediterranean .
countries and certain European countries with large vocatiohal
terminal oriented sectors appear to have the strongest
wgelection before entry" withis the OECD area, On the same

. basis, it is evident that all European countries as well

" as Australia and New Zesland-are far more "selective" than &
\.’ the United St?tes and Japan. .

;5 -

: Useful as this type of analysis may be to a review |
of admission policies and the demand for higher education

it should be recognised that it is but one ahong mary
‘ot . - different criteria in respect to which secon systems .
can .be ¢ompared and - assessed. alue Jjuldgements apbou )
i‘eaucaEZonaE performance require thorough analysis.of the ‘
_ social -and economic- implications’ of different types o
"~ secondary school systemg and of the political philosopnkies
» behind them, often missing in this type of, internationgl
comparison., A brief reference to chdnges kn the viewpgints
. and judgements concerning systems with a German traditipn
of education and traihing, e.g. Germany, Austria, some .

cantons in Switzerland, in the course of the 1970s,
. gerves to illustrate this point.

) . . ) )
/ At the time, as was thg case during the sixties dn
early Seventies, when the perflormance of an educational
. system was.primarily viewed and assessed in terms of its
role in promoting .greater equality and social justice, “the
@érman type model of education .and trairmidg came under v
severe criticism, The rigid binagy division between, on
‘the one hand, a rater small academic~type secondary school
. sector and a large hierarchically structured technical/
“vocational sector on the other, seemed to function &s toQ

L
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perfect_a social selection hechanism, The "creaming off"
of a relatively small segment of the school population at. .

a very early age was seen to imply that selegtion into those-
streams of secondary education which open up.the greatest
number of educational and professional choices is largely
based on the social and cu%?ural background of the pupils.

With the changing economic and employment situation
khas come also the awareness that in certain respects, the
soclal. selectivity and the rigidity of these systems may
have been exaggerated, First of all, the existence of
large tethnical and vocational sectors with highly
articulated cycles means that they recruit a relatively
“large and heterogeneous population in terms both of social
and educational origin and that there are considerable
changes of upward .mobility within the technical ‘sector
itself, Secondly, 'in systems with a German traditien
enrolment in téchnical education is far less associated
with under-achievement or failure than in Latin or Anglo-
Saxon countries, In addition, technicians appear to
enjoy a substantially higher economic and .social stdtus
in these countries, Finally, the success of Austria,
Switzerland and Germagg'in maintainifig low levéls of youth
unemployment and in emburing a sthooth transition from school "
to work has further contributed to renewed interest in and
positive appraisal of a number of features of these systems;
.though no .one would argue that, ‘given the plurality of
objectives of post-compulsory education, the employment "
dimension—can be allowed .to monopolisé the assessment of
performance of upper secondary education systens, K

-

-

’

(1) Changing links between secondary and higher education . -
—

»  The evolution in the number of qualified school
leavers, in particular those coming from general streams,
has been perhaps the §ingle most important factor in .
determining rates of growth in higher education(1)., This
correlation between the development of secondary and higher
education has.been especially high duripng the period of.
rapid expansion but has loosened up'durzgg-the 1970s.

\]

-

Government policies at the post-secondary level have .
no doubt contributed to a certain type of uncoupling between .
the two.levels, However, an important factor behind this
trend is the fact that since around the mid-1970s many
Member countries have witnessed a fall or stabilisation in
the number of young qualified school leavers from academic -

’type streams applying to po -secondary education. Given .

¢ Irends, Issues and Dilemmas,

(1) Quantitative Develo ment of Higher ﬁducation:‘Aﬁalytical
Heporf, DECD, Paris 1970, Towards WMass H1 her Education:
. OECD, raris 7 9‘;ZI.

0l
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the sample of countries represented, Table 8 below is ndt
very conclusiye; however it is well known that in Germgny '
there has been a significant decrease in the number of
Abiturienten planning to enrol directly in, higher educ tlon
from 87% in 1971. to 68% in 1980;. & similar although 1
pronounced’ trend in reported in Italy(1), Japan(u§
Netherlands, Switzerland(3), Yugoslavia and others. .plso

- . relevapt, at least in some countries, has been the gradual
increase in thié number qf mature ‘students (see Table P).
Finally, quite a coggon phenomenon im some countries,/ in
-particular the Unit States and Sweden, As to delay Jentry

into higher education for a certain number of years see
Table 10). . .

‘(ii) Restricted and Open Access Sectors of Higher mdycation

' ’ The majority of OECD countries have developed post-
_secondary systems which include a mix of 'selective and i
open access institutions or programmes(h}. A more accurate
and ‘pragmatic description would be that of a continuum - .
often a hierarchy - of options with different degrees of
selectivity at entry. Practically everywhere; institutional
differentiation in terms of access cdnditions have roughly

* oorresponded to the bin‘ distinction between university o
and non-university type¥@igher education, However, within
this broad pattern different combinations can be found.

goslavia, the,
in most
E the ,case:

in Greece, Ireland, the United Kingdom and !
universities represent the selective- ~sector,
continental European countries the opposite

the majority of university.faculties maintai,

Conference on Policies for Higher Educatiog
»OECD, Paris 1981, (mlmeo). '

(2) The Systematic Planning and Administrationfof Higher .

"Education in Japan (The Second Five Year P¥an), The
University Chartering Plannin® Sub-Committf‘ b

(3) See national contribution frem Switzerland‘ o Inter-" »~
governmental Conference on Pcliicies for Higher Education .

y . in the Eighties, OECD, Pdris 1001 (mimed), § 4

report, the
2.l ccuntries.

(4) As will be made- more apparens “orouT.ovi tn
term-open-access has not the . 77 - L
It is far more narrowly define: in w. ‘l..n
the United States, Canada or Japan., 1In tne
access is meant to apply only to qualified
school leavers from academic or general stre

. O ‘w
.

‘ [} . “ I \ .
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New entrants in the umvn?%

v
. . .
. . - A
- N
’ : oo ' v ’
) - ) EDUCATI " v
\ (BY_TYPE) TO HIGHER EDUCATION o, Percentage
. n . LY
’ 1965 1970 1975 \197¢ 1977 1978 1979
. hJ =
CANADA, . ! . ] . .
H.tgx School :
Total 51.7 54 .5 . 52.4 52.6 51.3 51.4
- University 25.0 24.1 23.2 21.9 22.6 23.2
- Non-University -
r . 26.7 30.4 . 29.2 30,7 28.7 28.2
® DENMARK (1966) -
Universities and . .t ]y ™
Centres | 59.3 54,6 53.8 . .
SPAIN - o . N
! Ratio of pupils enrolled:for a pre-university or COU year anq, those who have taken a sixtl'; general
baccalaureste yesr or a 7th technical baccalaureate year in the ppeceding‘yedr.
' 51.7 50,2 82.5 * » —— .
UNITED STATES (1966) . ) \
®High school” - ‘ L. .
U+ N 52.5 61,5 V[ 58et . 58.8
FRAKCE (1973)
Preparatory classe: 1 LA .
to Grandes écoles . 4 r
- General, .
s+ baccalalireate 12,1 , 120 0 12,9
~ Technician's . ! an °
bsccalaureste 0.7 0,2 o.e . .
Universities i , ) .
- Ceneral .
x_/baccalmrnte 52.3 . 54.7 55.5
Technician's ¢ X
baccalsureate ) 13.5 15.0 16.5/ .
107 . »n
~ General ) s
baccalaureste 6.4 \ 6.3 7.3
~ Technician's
*‘ Baccalaureate 11,0 e 13,3 1 14.7 .
Higher technician ' : © ] r .
» -~ General N \
, baccalaureate . 6.4 7.7 0 B.9
-' Technician's ‘
baccalaureate 18,1 18,6 .19.0
Total ) L
. = General . ! .
daccalaureate 1 78.2 81.4 . 84,6
.~ Technician®s N - . 4
baccalsureate 45.9 47.1 »# 5150 ‘
JAPAN N -

~

ties and Junlor counns as & percentage-of 15t cyole secondary

school- luvnrl ehrn years previously
\ o B | e | 586 | sta | se.s 7.4
A NETHERLANDS . . . ~
§ Pirste-year university -;udtnt- ""f‘ ycrémta{mb pre-university school-leavers
. L Ges [ BT 80. ‘ 80.4 71.$ 74.5
*
UNITED KDIGDQI - .
Destination of secondary lchool-leavnrs with the following passes:
" Univaraities - F ® . F F ’
3 or more: A~lsvels . 68.2 sv.g 66,9 55.2 . 66,0 54,9
2 A-levels 20,9 11,% |®1.7 14.8 18,7 13,7
1 A-leVel ) 1.7 , 07007 1,24 . | 1.4 - 0,7 = .
5 or more O-levels . 0,24 0,1} 0.v 0,1 0, 0,0
1t 0-1m1l . ~ 050 0.6 F0O.0 0.0 A Q 0.0
\ Purther Fdusation i ‘ : e . .
3 or pore A-levels : " [15.4 2801 113.6 24,4} 115.4 22,7
2 A s 41,4 61,3 ]38,0 45.9 40.4 7 44,4
1 A-level 41,7 61,0]35.6 46.3-F 36,8 142.8
5 or mors O-levels 26,5 42.2127.7 -40,2 21.0 38.1 Lo
.1 to 4 O-levels ~ o+ [16,6 25,8 | 14,7 27.3 13,3 28,4
fotal um.yerutlu and further education \' -
3 or more A-levels, n%.6 25,7 tro5  19.A 81.4 TIE '
2 A-levels N 62,3 72,6 159.7. 60.7 | __ 9.1 58.1 -
1 A-level R g FENS 61.7 176,77 47.5 . 36.2 13.5 'S
5 or mors O-levels 26.7 42.3 | 2788 ¢0.3 24,2 8.1
1 to 4 O-levels 16.6 ' 25.8°]13.7 27.3 LN |1 280
F . - * . N
* . < . . /QB
f ' . _
- . LI Y 10(\
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TABLE g ‘(Contds)

TRATCT

17 and under
1£ ’
10 R
20 - 2% ¢

25 ) d over
GREICE(L)

¢

12 and under

19

29 - 23

25 and over

ITaALY
1& and under
19
20 - 24
25 anc over

under 18

18

16 .
26 - 2% .
25 and over

UNITED XINGDOM (universities)

]
18 anc under !
134
27
2t -

25 and over

ITED KINGDOM (fur<her
12 and under °

=

21 = 24

25 and over

SWEDEN(7) 7/

25 and over
of which, covered by
the 25/5 rule

* .

education -

05

[51.5 , 46.5
18.4 21,5
5.9 20.1
k4.1 11,9

&

N

-
W OWN

51.4

8.8 9.7 R4.1 24.9

¢

g

6.8 52.7
2.7 25.3

.z 2
RAWOOWN
e o o o e

NN )

First-year studen:s

2C=-23
Z+ anc over

‘lew entrants ih the

iilosophy Faculties
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. . DITERVAL BETYEEN £oimtomes 07 Smeem £ D oTor "
i N : + AMD SUTRY INTO HISHER EDUCATION *
- Al .
< . ! . ’Pcrcentage
5 ’ 1965 1976 1975 *1g16 | 1977 1378
" ) u F 4 F | M F it 7 M P | M
AUSTRALIA - Unlversity FT ' ‘ I '
. ! Pollowing calendar year s2.2 92.5] €3+ 5.5 {53.5 82.8122.2 81.0
1 year later . cEel, Te 7.4 7.2] 2.1 2,0 8.1‘* 7
Hore than 1 year later 4.5 4.4 3.3 3.7} 4.8 %.7| 4.3
Other(1) . - 3.3° 3,00 2.9 3.8] 3.5 3.5 37
R SAZ - FT .
. * Following cslendar year 32.7 ~  179.4 26.2172.8 8
1 year later 3 . 7.8 10.8 7.1]110.0
More than 1 year later 9.5 5.8 6,7111.2
v Other i - - - |-
Ufiversit{es PT ) . .
Foliswirg calendar year 1 6.3 33,0317 27.1(33.8 27.0(30.7 1
1 year later ' . : 3.01%.4 7.3 7.2 7.8] 1.6
MoTe ..han.1 yeer iater , . 25,5 37.5[29.6 33.8 {30.7 30.8]20,4 2
s ther(d) - . 25.3 29.430.3 31,8 |28.3 34.4141.3 3
a :AE‘ . v R . . i .
following calendar year 43.0 43.3 45.3 1 40.4 38.3
1 year later * N ; 13,0 14.3 11,01 13.0 14.6
More .he.: 1 year later . . . 39.0 140.4 33.5 ) 46.6 47.°
Other(1) . N - ‘ - -
UNITZD S‘!ATES v ’ /
,  Same year ' ) RS 65.4 55.7 4.8 " | 54,
1 $0 3 vears 17.5 22,2 22.1 2C.9
+ years and nore 17.1 22.1’& 23,1 24,
TRAICE \ . o ‘
Total university IU" ‘ b _
Same vear 4.3 79.0
1 ykar later . « 11.8 5.8
2 yeers or more 12,7 12.3
Indelinite ‘ 1.2, | . 2.9
Same year - A | .86.6 92,3
~ 1 year later - . ‘ c . . 1.3 . : £.9
" 2 years or more i L 3.0. |- 2.2
Indefinite \I P 1 C.ra * 0.5
: . . ] .
University - Transfer rete and interval according to- secondary 'chool-lenving certificate
Cymasis (1971} (1974) y
. N L]
3ane vesr . 75.5 6%.4 /85,8 68,3 |79.6 36.9
1 yvear later " 13.9 12.7 .o .o e a s ?
L years or more 2.4 2.0 .« .o .e ..
Totzl 91.8 78.1 ] .. . o fos .
£33 -(4theneur in 1374) - . . <
3aze year 44,2 21.1 |53.4 29.3 |63.4 39,3 )
1 year later 11.7 21 .. . .o .
: 4 years or zore 4.9 3.6 W0 | e .e e 2
‘ Zotal 55.3 3&.9 . . o e
;. . ~ . ) JF .

t {7)1Ineluding qualifications ootained through adult or “concessional® eduoat'ion.whic:: are

“ " only el,ui:‘iod in the "other" tegory by all universities for 1978.
ET = full-time PT = ptrt&'\ 'c ..
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“trying to hold on to a monopoly over entry into higher’

. \ ‘ . Y
in, varying degrees, restrictions at entry. This has been
the case not only in the small sectors of élite institutions
such as the French Grandes Ecples or certWin professional .
schools in the European countries (engineering} veterinary
sSclence, etc.) but also in the majority of the wide range

of less prestigious short cycle post secondary institutions
where interestingly enough entry restrictions have never been
seriously questioned, A first reasdn *is that they accepted
candidates from technical streams whose credentials qualified
for, But did not ‘grant automatic right of, entry into higher
education. . Secondly, the fact that from the starzztheir ‘
functions were Clogely geafgd.to more specific power
requirements, or at least t broadly defined employment needs,
served to legimitate their restrictive practices, ,

These variations, which must_be seen in‘bonjunction
with the traditional differences.in the structure. of secondary )
education systems, obviously conditioned the way'in which .
countries hdve coped with the expansion in demand during past
decades. Recent efforts directed at a more balanced
distribution of students within postssecondary education -

.must also be seen against this background, In the non-.

European Member ‘countries, #he development of a non-university
sector with relatively open access, ‘such as the'Junior and
Community Colleges in Canada and the United States, has been
used as an explicit strat: aimed both'at facilitating

the rapid expansion and the diVersifibation%of post-secondary
education and.as means of protecting the mo®e prestigious
long cycle institutions. Being relieved of the. need to cope
vifth massive expansion, univer#ities and many h-yearépolleges
cquld continue applying selective policies .with no mdjor - . .
risks of creating tensions due to unsatisfied demand.: In the

words of Clark Kerr, architect of the 1960 Master Plan for -

Higher Edutation in California: "I considered the vast._

expansion of the Community Colleges td be the first line

of defence for 'the University of .California as an institution

of international academic renown, Otherwise the university
was”either going to be overwhelmed by large numbers of -
students with lower academic attainments:or attacked as » 4
status", Thdt plan, for the first time in history any- o L
where, gudranteed -a place'in a Community Cbllege for everg

high ‘schgol graduate or person over 18 otherwise qualifiedd _
and gave’ Community College’graduates preference in transferring ~»
into the University of California(1). . ’

3

A

, The advantages and dMewbacks of this type .of strategy
constituted a central top%ﬁbof debate in the United States
during the 1960s and have‘Deen amply discussed -in inter-:
national cirgles. 'Few would question the key role played

(1) C. Xerr, Highéf Education: Paradise Losé?, pPp. 267, in

digher Fducation, Vel. 7, No., 3, August 1978, Elsevier,
Ne%ﬁerIaan» " . .
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< - stagnant dr-declining in recent -years.
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bv the American Community Colleges in -enlarging educational
pportunities for youngland adults, parficularly from legs
privileged milieux, 'Thg strongest doub® have been expressed
in relation to the equity issue, Although the Community
Colleges have contribufted to‘provide more formal schooling

to all segments’' of the'population, they allowed certain
groups, especially young people of middle class origin, to
maintain their relative advaritages insofar ag they, constituted
" the bulk of new éntrants into’the 'selective and more .
*prestigious institutions leading to the more ‘attractiwve
positions in socilety, . The risk in developing post~ °
secondary ‘systems-with strong hierarchical differentiation

* - among institutions’'is that they may succeed in having-a

more democratic recruitment without thereby reducing '
sooial inequalities in a sjgnificant way, As will be .
discussed further on, the changing employment situatiod
and its consequences for- individual demand, plus a variety. -
of measures taken in the course.Qf the 1970s in ‘the United

. States, both in the field of access and of student aid, _
may have contributed to blurring hierarchical distinctions °
and to g greater social mix'of ‘students yithin institutions,

i sté//in the United Kingdom, the setting up of a binary

post-Secondary system has been the policy adopted as a o
means of coping with expansion. The distinctive feature.
.of this policvy is the development of .a non-university
‘sector compr%ping all levels of«education from sub-degree
to doctotrate, Whereas some pecple have viewed the develép-

. ment of a strorig competitive sector primarily as a means of
diversifying higher -education provision to meet the needs . °
of new student populations through.circumventing the '
universities, others-have seen it mainly as means of
protecting universities from the impact of massive demand,
Whatever the case, it could be said that the creation of
the Polytechnics as higher education institutions )
equivalent to uniyersities - a cornerstone of the binary

" policy - has contributed to diversify dbgree-level studies

Zand to maintain the high standards of British higher
education. A consequence of this'has been to discourage
the enrolment of students in sub=-degree level.courses add  ~
on a part time basisy both of which have been either

-

- In the:-case of many contiriental European countries,
in particular Francey Italy,  Spain, the trend in the 1950s
and 1960s to gope with demand largely through the university
sector can hardl{ be considered as the result of“an‘explicit
strategy, More likedy such a.devekfgment resulted @rom
the strong pressures on governmentd to continue maintaining -

. the 1dng-standing right to a university educatioh for all '
academically oriented qualified school -leavers. The.prestige

N ]

.’ » ("

*
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of the universities together with their open access policies
made these institutions thé obvious choice for the growing .
'ngmber of qualified young people in spite of gevernment i
forts 'aimed at diverting demand and ensuring greater
diversification through the expansion.of'opportunities

- outside the university sector, At the same time, however;q',‘""’:%g

the éxistence of a, highly developed post-secondary technic
sector ‘in a number of European countries e.g. Belgium; .°
Denmark, Netherlands, MNorway, greatly contributed t oping
" with growing demand, ,Table-11 on the relative weigh
the university and thé _non-university sectors in terms. of
their actual ‘intake, shows that in the countries mentioned
gbove the lattet redxruits-a. higher proportion of°new

entrants than unive?Fs

A}

(iil) Reappraisal of the\individual demand ap roach' -

- ﬁhderlying the laissez faire policies which guided .
the- development of higher efucation Vestern
-iindustrialised countriesiwal the generally accepted principle
that prﬁ?ision at this leVell should be 2Mapted to private ¢
deMand;~i,%e. ‘the number of peoplé with recognised , ‘
.qualifications applying for entry., Traditions, the .
.recognised drawbacks or difficulties of applying other
planning methods and especjally the combined pressures in
favour of expansion gaye polit1¢al support to this type \
of approach. . 3
-, "
_ . .Quite dif.ferent?d changing interpretations of
su¢h a development stra were already evident™during
_the post-lWorld War period (see following sections).
,nowever it is in recenpt yegrs that®the policy of merely
; pting the places at the tertlary level to™the needs
:23 wishes of qualified school .leavers came to be more
erely guestioned, in particular in European Member
countries, Among.the main factors and arguments being
déVeloped the following can be briefly mentioned(1).
¥~ - In tHe first place the mere ‘expansion in the number
of qualified secondary leavers from less tlan 10% to over
20% of the relevant age group has raised.the political .
question of .whether societies could or “should afford the
netessary resources to guarantee frgedom of access and~of‘7
choice to a population which already had been the main
Eene{iciary of expansion-of opportunities at the secondary
evel, "

X .. )

Secondf:: reluctance has been further enhanced in
view of the widespread belief, supported by considerable
evidence, that the expansion of higher education in response

1
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Tab.le11
‘ Annyal Entry t¢ Higher Education as a Percentage oi; the Relevant
\ ' ] Age Group ¢ . | 1976
SO _ - . ' - : o
JUERNE . PR ,,__,__..7 — - , a!
: . T i University IIon-Univer:sitl Total Higher
! of new.entrantg . , tgucation
) -~ < N +
{ TN -
Australia - 17-18 '’ 16,5 21,2 3747
Austria 18-20 ° - 15,5 J a 5 . " 18,6
' Belgium | 1820 | - 13,0 20,8 . |' °33,9 .
' Canadﬁ(;i) 18 . " 20,1 10,8 30,9
.y Demark 19-21 ' ‘16,§ . 20,2 .|, 36m®
) - Pinland 4 19-21 . 15,9 19,1 26,0
: Frahce(é) . 18=20, N " 18,8 ¢ [ - -8,9 .. 27,7
Germany. © | 19-21 °. 13,6 - 5,6 [N\ 19,2
-~ . Italy(3) 19-21 ' 29,5 S 30,6 «
- x ‘ (2 o~
Japan - ) 18 - . 27,3 11,9 . 39,2
Netherlands 1820 - 8,7 16,8 . 0 25,5
[ ! =" .
_ Nomy ‘ ‘ M 19"21 ', 16,2 - 4.’ ‘Y
. - y i
Spain(3) 17-19 .~ . . 28,9, 2,5x 31,5
Swedén (3) 19-21 : . 33,3 13 - - /
Switzerland 18-21 41,9 8,6 " © 20,5
» " -
U.K. © 18-19 : 19,6 . 14,0 33,2. -
> u,S.AL(8) T} 18 26,2 16,5 . | 42,8
Yugoslavia(3)| 18-20 8,8 © 25,7 1 " 34,6
(1)'1971. Data includes only those first year students who were in secondary
school the previous year. _ -
(2) Excludes new entrants to "Grandes Ez‘oles" and "Insti,tuts d'Université".
_ (3) First _year students L Y
(4) Degree' credit stgdents only. ,
. Source. Education Statistics in QOECD Countries, OECD, Paris, 1981, p.7h.
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s
to demands of school leavers has in fact not greatly
contributed to a reduction in educatignal inequalities.,
OECD countries have varied considerabgy in their success
in boosting access to higher education by working-class
children, but none hase come anywhere near the kind of
equality of achievement which would make expenditure on
higher education economically redistributive or even
" neutral, ; , .

~ Thirdly, th% emergence of graduate employment or
v under-émployment further raised dgzbts about the value
of allowing grewth of higher education to_be determined
by the demand Yor it by individuals, Thexe’'has been in
v ’ many OECD countries a re-emergence of” interest in fore-
casts of qualified manpower requirements but mostly as a
way of orientating the main lines of higher education
7 development, Recent reportg in Sweden, Denmark, Federal
Republic of Germany have oposed that far greater note be
taken of the state of thepgabour market than had hitherto
* been the case, However, .the difficulty of making reliable
Yong-term forecasts in the fre# labour market conditions .

Fourthly, ip practically all @EcD countries the rate
" of expansion, even' if inadequately financed, has led to :
increases,in the costs of higher education as
a proportion of overall educational expenditure(1),. The
recent and continuing recession has undoubtedly exacenbated
the problem: increased expenditures are far more difficult .
to Justify at a time of .general retrenchment, As a result,
’ financial considerations have acquired growing .importance
‘im in shaping,decisions on the organisation of provision at
‘ Jhe higher levels, \ ) -

\)

" (1) See Higher Education Expenditure in OECD Countries -
. , .Repbrt by the Secretariat, ,
e .
fJ .
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of maintaining a- close adaptation of -supply to demand if _
ne* * -r other reasonSsthan the greater complexity which is
involved in predi¢tin®,the size and nature of this demand
and in responding to;iés fluctuations. ) ,

v w8 ‘While all tnése factors are leading to' a se;}g;iy

re-examinatiqgt.fccertain traditional planning princXples:
-it is important~4o stress that up until now the major

of the OECD &ountries have maintained one of the central
commitments inherent tq the individual demand approach, .
namely” that 2ll qualified school leavers claiming direct .
entry into post-secondary education should be able to find
a place within the system. . ’ o .

- There. is however a significant and growing minority
of countries’ which either do not adhere to this principle
or openly deglare that under certain circumstances total
provision in higher education cannot or should not bg
adjusted to private demand, In Greece and Turkey, for
example, the fumber of qualified candidates applying for
entry exceeds by far the total intake capacity of higher ,
education,. thus, leaving a considerable proportion of young
people with no possibility of pursuing further studies in
their own country. In Finland a similar, though less acute,
situation has emerged in recent years. In some countries
such as Denmark tand Sweden ceilings are being set for the
total intake capacity of higher education; but in view of
the faét that these ceilings are based on quite "generoys®
assumptions of private demand, it is ¢laimed that expe®ad
student. numbers <continre to be of key importance for
planning purposes. . » .

Tn the light of these trends it could be argued

that althotigh individual demand still remains a primary.
criterion for planning totel provision at the post-secondary
level, a growing number of countries- are inclinéd to set
ceilings or, targets above which they are not prepared to
guarantee places to all candidates who apply. Restrictions
at the system level will therefore nost likely depend on

the ‘assumpgions and criteria on which these targets are
based as- w1l as on the future evolution of private demand.

Within the OECD area, only some of the Mediterranean
countries ang witnessing strongltensions due. to an overall
lack of places in higher educatlon, Tie majority of* _
Member countries, however, are facing a different problem,
namely that of having excess in demand in certainr parts
of the system whereas other sectors with growing number of
vacancies are competing for a shrinking pool 9f candidates,

This suggests that, in spite of uncertainties and
1ilely differences in the evolution of'global demand, °

' Member countries will be facing in the coming years a

13
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L seriés of common prpblems wheh planning the shape of their
. post-secondary systems, that is, the structure of supply -
- .+, .and the intake capacity of the different types of institutions
¢ *  or lines -of study. ‘It is. precisely in this area where
laissez faire policies implying d rather passive adjustment
t¢ individual demand are being more forcefully questioned,
Indeed, already in the 1970s the irgluence of demand in the
allocation of students within the svstem has been declining.

et . - As decisions concerning_rates of expansion or .
contraction of the different parts of the system, be it
: institutions or fields of study, -take more account of,
T financdial, employment and social considerations the trend
is to set greater limitations on applicants! choice of
; . study programmes, JIn brief, then, in a growing number
of céuntries the individual demand approach to planning.
higher educat;on is- still basically understood as a -
‘commitment tq ensure & place within the system but not <
necessarily, in the institution ¢r field of study of the
+ candidate!s choice; | -

These statements need to be qualified at least in

< two respects. In the first place, several OECT countries,

particularly those with mass comprehensive secondary

*schools (United States, Japan, Canada) znd all those with

a selective university sector (United Kingdom, Australia)

- have for a long time interpreted the individual demand
. approach in this "restricted" sense, Secondly, even in .

. * countries wh re freedom of choice is-a long standing <’

tradition, it has been applied only to-the transition from }

acadenic secondary schools to universities.

It is important to s*ress this latter point since

a major characteristic of recent admission reforms in higher
education has been the combination o restrictions on access -
f stud (1;
b been excluded or had been on marginallv
. represented (e.g. adults, racial mInorItIes, people w%EEout ‘

ormal qua fications),

The different schemes developed by the various
~ countries and the problems faced in the course of their
. implementation are discussed in different sections of the .
. report, At this stage®it is important to stress that —~
since in the majority. of the OECD countries' secondary
. school leavers still represented in the late 1970s the °
large majority of the pool of applicants and new entrants
to higher educatlion (see Table 12),:the net effett has been
that of a stronger and more explicit control over

-

(#) Examples of qualified school leavers with traditional’
qualifications for entry or from academic streams are
those with the baccaleaurceat in France, abitur in Germanyn
matura in Austria, Ccwitzerland. :

o . ‘ /73, -
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-sUniversity !
Genersal Secondary,
Technical acd vocational

DENMARK

®otal U + U
Studentereksamen
T (1)

Cther

Fnculti;s of Arts
Studentersisamen
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Faculties of 3cience
Studentarsgsamen

O<her
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Cther

3capols o economics and
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- - " 4 M “
: ) 4 1985 1970 1975 197§ 1977 " ag78
TRAHCT . N . S
- i - . . o
- Universities + IUT . (2) oo 0 t
- 2UC4 300D ' ; ot €0.4 81.6 17.6 .
- -3 3?6 E ” , 7.3 1?.3 ‘12.2 '
- e, o, ~ 23 S s
. - Social acvancezent programng \ 1,2 0.6 "} _ 0.3 ”
- IT?'only
. -2, 3,0 0" 5G.1 . 153 47.2 ° .
. - M E PG E . #3.1 4{? 4‘{.3 , T
> - 1 + exapinat . . . . A
- gpqu v‘}.gnt:’t‘nﬂ oxigrf:ttions ’T" 2.0 2.3 2.0 s
- Sécial advnncouuﬂ"programi O.¢ c.3 0.3
Iy i
' - University, total - ) .
- - gcondu"j. eneﬁd :g.f ?;: - .:g.g ?gg ’ .
~ Secondary, teacher sraining . . . .
v . - ucond.ary: technfcal 34.8 1.2 h 37.9 . *35.3 ~
4 Secondary, vocationai - - - 4.0 .
-, Other . 2.9 3.0 .9 3.4 -
- Faculty'of Ars ’ v R ’ . ’ ' _
. - Secondary, ge. 35,1 27.2 38.4 25,1 . h
* - Secondary, teacher training 55.¢ 58.5 39.5 38.2 .
- 3Secondary, tec 7.2 12.6 16,1 29.2 -
- 3econdary, vocstional - - - 2,7
- Otker 2.8 1.6 4.3 2.1 o
- Technology . . . . -
- Secondady, genera 52.8 » | -10.9 an2 42.7 .
- Seconcary, teacner training - - 0.3 0.6 0.6 -$
- Secondary, tecinical 37.4 54.5 '51,9 47.4
. = 3egonaary, vocstional - - - 3.8 ‘ N -
- Other ., 3.8 4.3 6.3 [ 5.6 \
- Economics ’5 __
- Secondary, genersl 14,3 " 19.3 26.4 .2 :
- Scconou'y: uacaorﬁuu.n( - 3.0 4.4 3.9 v
- Secondary, techrical 22.6 75.4 4.4 8.4
.= t3econaary, vocstiopal . 9 - - LA .
- Otner _ . 3.1 1.2 b.9 3.0
SVWEDEN -~ 3
- Univorl'ity N 4
- uu- (3 or 4 é%u's) 86.3 . 56.8- 54,0
‘. - '.V i}z“t* 0.7 ) 4.4 . 5.7
g . L Priority studcnts - . 11.9 13.6 T '
' - 35/5, 25/4.3)- - 18.3 . 1801 - i L
. “"ﬁ”f}.wp cor‘.i.’ﬂa - e R
Ve 8.5 5.7
B B} - Otzer 13.0 :
s - ~ Totdl nigher educatiocn ,
- -smuu} (3 or & years) . . 54.3 -')7.s:A :
\ - Other segonisry 15293 1cere ; o IR e
. » ’ - 2riority students - . 6.4 gl . .
- 25/3, 2%/4 ’ 3.5 11,2 .
-cAdultll\d.ith no ucomi!;x;y . , . f 4.7 4.3 r
. { ] (] 3aad stas .
A olfhgol-leeviag certific - 4.5 © 122
. ' N , i
. “/ 3 - R *
} Excluding the IxJT. .
) PsoDle g! H over who have five or t‘ou" years' work experience' .
. ! he |
. ‘ ! ‘ . ;
- . - ‘
. . . \ N .
» ] \
. ) ‘ ¢ .‘ )
.
L]
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\\}\the~inflow into this level. 1his control is manifest &n *

.« 'Vpolicies aimed at the reallocation of students vithinth
sy&tem as well as in the more str¥ingent selection qoceﬂéﬁes
/. applied to school leavers with th?,traditional qualifications ¥
. for entry to higher gducation. Of -special signifitance - .
N particularly in the Vestérn Eungpean context - are the 7

changes, in policies visqéﬂvis the access of this group.

(iv) The privileged 1link between acag#mic secondary streams
' and unilversities . .

/
. - It is not surprising that the existence of restricted
' { en into universities is a far more sensitive and ‘
controversial ‘issue in continental Eurepe than in other OECD -

countries, The fact that most European universities have had
a long tradition of unlimited accegs is ol course an obvious,
but only partial, explanation., ' Of crucial significance in
this context is the particular status of Xinal examinations
-and certificates- awarded by academic secendary streams which
historically have fulfilled the double function of certifying
successful completion of studies and of,entitling holders
to direct entry.into universities. In France, for example,
the bacgaleaureat -is formally considered as a higher
education examination and thus can be said to fulfill in .
practice the role of a university entrance examination. -

S . Thus, whereas in the non-European countries and the
’ . United Kingdom entry into universities is considered to.b®
in a certain way a privilege and a decision which is basically
left to the discretgon ol EIgher educationNinstitutiens,
in continental Europe it is understood as a basic rjght. of
D qualified school leavers, ‘ '

¢ . This constitutional or formal entitlement to proceed °*

from secondary to higher education only applies to one case

within the total post-compulsory sector, namely the ‘ .o
transition from academic secondary streams to universitigs, |

At least in theory, this means firstly, that, with the

excgption of ¢ universities, any stream or:institution,. '

be it at the fipper secondary or post secondary level, ma

restrict entry when faced with an excess in demand., S N
Secondly, secondary Wchool leavers from academic lines of . ..
.gtudy ‘may be subject to selection for entry into all types o
of post-secondary institutions (even.into vocational e
secohdary schoo;s) except when they apply to universities. ..

. y T ’ .
The alternative facing governments reluctant to expand
universities at the same rate, as secondary schools has been,
either to keep a tight control over the output of qualified
school leavers with guaranteed access to universities

! (also achieved through maintaining a restricted definition
+~ - of who qualifies), or to reduce the selective role of these-
, ¥
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streams and abolish gradually some. of their-traditional
rights,.' ' During ‘the 1970s certajn countries (e.g. Switzerland,
Austria)(1) appear to have .clearly favoured-the first option, -
namely thgt of maintaining a relatively small academically-
oriented_pre-univepsi y. sector with High transfer ratios

to universities and maintaining students! rights to choose
their study- programmes and universities, ) ‘

~

The majority of the European countries have moved

towards the secogd option, that is thaglhave expanded )
general and acad c : %ut, -jjany cases \
gradually imposed transfer restrictions, Few, -nowever, _ e

~have abolished the legal entitlement to university entry-

of academic type diplomas., In Finland, Greece, Portugal,
Sweden, <the United Kingdom, such formal enti#lement never
existed or 'has been abolished; but the privileged 1ink
between academic limes of stu y and universitfes is still
largely maintained, In Belgiam, Denmark’, Fran e, Federal
Republic of Germany, Netherlands, Norway, Spain, etc, schogl//

- leaving examinations, (baccaleyreat, matura, etcy) continu

' (A) Educational Policy and Planning: Higher Edueation and
e gsearch in Austria, 4 Paris, o .

‘to’'grant the formal right of entry into universities,

Singe a long time these diplomas have been considered as
one of the main pillars of a social selegtion process -
based on merit or achievement rather thag on inHer itance .~
and thus viewed as a symbol of social- justice. There )
.are many who claim that in spite-of their recognised
drawbacks they are likely to be- the last bastions of the -
educatidnal system to disappear., Nevertheless, the
conditions for their maintenance, reform of abolition
continue tq be central to the debates on selection and
admission policies, , ‘

The changes which ‘have taken place, both in terms °
of the economic and social value of these certificates
and of their real value as qualifications for university
entry, are "aénry the result of growth in the number of
certificate h lders and also of slow, frequently
disguised but significant changes in the acces$§ conditions
of universities., . ° o 1 ~

L3

(v) Towards Festrictive entr§ in uni
Surope '

As the gool of qualified applicants gréwv at a rapid
p¥ce in the 19 Os, a first step taken in some countries,
whether as-a means pf orientation or as a way of k ing
a certain control over, the flow and'distributionéﬁ%egew -
entrants within the university sector, was the sdtting of

more specific requirememts for entry dnto the different

faculties, These requirements were defined primarily in

terms of lines of study, specialisation or subjects chosen

at the upper second level, Although more upper secondary

lines of study grant qualificatioqs for* university entry

& N ) R . a
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(i.e. a wider range of general streams and a growing number
of technical streams), in a number of countries choice of
a particulap stream became increasingly important in
determining subsequent choice of university studies,
France provides a clear illustration of this trend. As -
in 1977, 92% of students who obtained the Baccaleureat in

. Humanities, enrolled in the Lhw and llumanities Faculties,
82% of thosegcompleting Mathematics - the only line of
study which qualifies for all higher education programmes -
enrolled in Sciences, Medicine and Pharmacy. - .

-

. Anotber. measure aimed at keeping a closer control
over student intake has been that of gradually assigning
more weight to performance at the upper secondary level,
Without going as far as setting a fixed number ‘of places
available, a growing number of traditionally open access

_Faculties or Departments confronted with "excessive"
demand started setting requirements in terms of marks
obtained in the céurse of studies or in the final school
leéaving examination (see Chapter IV). | .

Policies designed to ensure a more balancej! )
geographical distribution of higher education prov¥ision,
,although formally intended to fawour the participation of

- new groups, have also had the effect of narrowing university
choices for some qualified candidates., For quite some time
certain universities, generally those located in large
urban centres or under strong demand because of their
quality or prestige, could apply .entry restrictions; the
argument being that, in theory at least, students had the

- Possibility of pgrsuing similar studies in other regions

\lor institutions. : ) v

- L 4

Gradual restrictions at the level of accéss hnd,

nét least, the multiplication of informal selection
procedures operating aftér entry, especially during the
first year.of studies, represented last attempts at coping ~
with increased student demand without having to tackle j»
a.more global andd@irect way the fensitive issue of numerus
clausus., But it is gvident that such measures paved~the
way Towards the ultimate adoptidn of policies aimed at
introducing numerical limitations at the overall national

. level within cemtain sectors of the university system, or
in some cas thin the university system as a whole.,

. Some of the advantages and drawbacks of resiricting
entry or choice fogicertain categories of seconda school
leavers haye been dlscussed above and are also dealt with
in .Chapter IV. The point which could be made at this stage
is that selective admission in universities is to a certain
extent the characteristic of educaﬁiona& systems which have

[y
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succeeded in feducing-Selection at e secondary level and
postponing it to a later stage. Infleel, countries with

quasi universal secondary efucation,(Canada, United.Statés,
Japan, USSRg have had selective universities for a lqng

", time wheread many of the European gountries started or
accelerated the introduction of ngztricted entry after-a
period of massive growth of qualified school #eavers,

Thus, cohtrary to what is often claimed, support
« for free access to universities may, and sometimes doed,
indicate explicit or implicit support for maintaining the
. selective role of secondary education, especially when
there is a simultaneous refusal to accept laige numbers
of drop outs in the course of higher education, . For,
having accepted that post-compulsory education has a
selegtive function, it follows that maintaining open
accegs at entry-necessarily implies imposing greater - .
restrictions before and/oz/after entry(1), ° '

The controversy coﬁid be further heightened by
arguing that certain forms of restricted access to _
universities may in fact prove to be an effective strategy
for accelerating the expansion and democratisation of
secondary schools. Governments may be more willing to
adopt policy measures designed to expand and diversify
. the upper secondary level, if it is clearly understood

- that final secondary school qualifications will not
automatically entitle or guarantee Meavers direct enmtrance
to uni¥3rsities.. = -

The consequence of limiting entry or of closer
government contrdl at the level.of access into certain
univérsity fields of study depend to a large extent on
the rules and criteria being adopted«_ In- this respect
considerab}e variations can be found~3étween countries
gs wel}l as'within countries over time.

(vi)tAdmissioﬁApolicies: variations within countries

.

international compartisons in this area is that in recent
years access policies as’well a8 admission procedures have
-been subject to rapid and sometimes drastic changes in
most Member countries, ¢

Most countries have by now some fields of study
wheré numerical limitations are applied throughout the °

\\count:{ as a whole on a more or less permanent basis, The-

typical example is that of medical faculties, often the
. first and no‘doubt the most constant, in maintaining such

(1) Ladislav Cerych: Access and Structures, Institute of

Education of the‘European Cultural Foupdation, Paris, 1975.°

\
s
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A major obstacle to & review of trendsand to ™ .
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a policy. At present, with the exception of Italy, Austria

N and Switzerland, medical studies are subject to a numerus
clausus policy.in all OECD countries. .In many cases other
nealth related fields, e.g. pharmacy, dentistry, biology,
affected by the overflow of rejected applicants to medicine{;
have been quick to adopt similar restrictive measures,

»

M . . & - .

3 + However, in addition to a quasi-permanent 'selective
sector, many countries have a range of programmes whose u

. access policles may vary from stringent seglection to free
entry -depeniiing on whether demznd exceeds or not the supply /’j
of places made available., Indeed, maintaining such : .
flexible arrangeaents is often considered an_essential
¢lement of admission policies aimed at avoiding “the
establishment of a clearly defined selective sector,

vis~a-vis numerus claisus have changed quite/substantially
over a rather short TIme span. In Germany, defore 1977 .
the Federal as well as many L#nder governments ‘supported
" rather strongly the introduction and generalisation of
numerus clausus' within universities. As a result, the
number of fields of study with resricted, entry, or subject -
to a centralised placement procedure grew constantly from
10 in the summer semester of 1974, to 26 in 1976 and was -
expected to cover 43 subjects in the winter semestel of
. . .1976/77(1)., Inability to establish selection devices
- which complied with the ruling of the courts about -the
+ *  legal rights of Abiturienten, increased bureaucratisation
and,the trend among a growing number of unsuccessful ° \‘_\
university candidates to take jobs or ‘enrol in school/
. ¢ training schemes designed for young people with lower
].' . levels of=qualifications, were among the factors which led
to a drastic charnge in govermment pdlicy. In a few.years*
the ‘trend reversed completely so that by the end .of the .
decade, a%ha result of the policy of opening up and of
overcrowdihg universities:and of a certain slackenipg in.
"the demand for,university education, the number ofx
numerus clausus subjects was reduced to 10.

~so, as in the case of Sweden and Gezpany, policies

In Sweden the change of government in 1976 led to
the rejection of the U.,68 Commission propeosals of appkying
restricted entry to all university lines of study. The
principle of applying selectidon for the mBjority of
university programmes was kept but certain lines determined
by the central authorities remained open. The delate on
whether or mot to maintain open access lines of study
continued and in June 12;2 the Parliament decided that

numerus clausus could be/introduced in all seotors and

(1) Admissidn to Higher Education in Germany, OECD, Paris
1976 (mimeo). .
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programmes of higher education when demand exceeded the |
number of places available, . ‘ .

(vii) Admission Policies: variations between countries

" Although countries iﬁ'%he OECD area have been facing
over the past years.many common problems and indeed the
large majority has moved in the direction of greater
" control over the student intake, the picture emerging .in
the early 1980s continues to be one of considerable contrasts.
It is not merely a question of the well-known differences
in history and traditions, in priprities and viewpoints on .
the functions of higher education, but also of the political
climate and the actual freedom of action of governments
in introducing and cafrying through highly controversial
I‘efOI‘ms. e -

- Even wi%hin continental Europe the policy of setting ~———-m

restrictions to. the demand for university education cannot

be said to have been generally applied.- Over the -1970s

Italy, Switzerland. and Austria have largely maintained

"open access" policy within their univergities., Given

the fundamentel differences between Swiss and Alstrian
educational’ systems. and .the Italian one, such a policy

had of course radically different features and implicationss
"In Italy, it refleéted support ‘= or resignation according

to many obsgrvers - for opening up the universities to

mass education, a particularly drastic measure in view | ;
of the fact that this country did not have nor did it
develop a non-university sector and that short cycle
Programmes within universities enrolled only a very

>

*small percentage’of the student body., 4 /'
-/ By P7687% of the relevant age group qualified 4
for' unive ity entry and new entrants to Italian :
universities represented 31% of the 19-21 age group.: Op

the other hand, in'Syitzerland such a policy implied :
primarily the preservation”of the traditional entitlement
tolfree access and choice for a minority of academic school
leavers (8,4% of the relevant age group) rigorously selected
at an earlier stage and trained almost exclusively with a
view to pursuing university studies, . .

<€

]}

At the other extreme are countries like Greecgd,
Turkey and Finland whére dem ceeds by ‘far the /"
total capacity of their high education systems and
more recently, Sweden and Dehmark with a more balance
relatfonship between supply and demand but nonetheless
moving in the direction of planning or actually.introducing =
entry restrictions within all segments of the post-
secondary system, - R
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In Greece, for example, in spite of the fact that
the number of places almost doubled from 1968 to 1977,
(Greece had the highest growth rates in the,K OECD area
during the early 1970s) the proportion of candidates’ )
- ———admitted within the total system remained at around 25%(1).
The chanceg of entering the university sector, however, e
‘have been considerably.reduced, from 29% of successful
applicants- in 1968 %o 18,2% in 1977.. Within these ‘low
admission rates considerable variations -exist among fields
of study ranging from 10.6% of applicants admitted im
" medical studies to 25.4% in Jlanguages and law combined(2).
Reforms introduced at the secondary level have hadhas a”’
prime objective both to reduce thé overall demand for
post-secondary education and to enhance participation in
short cycle technical educatioms- . C

,- A _ . .
In recent years the Greek government eliminated -
. the general entrance examination into the universities
“and. introduged instead two sucessive national examinations
-to be taken in the course and at the end of upper secondary
) education, These examinations together with average grades
in school are taken into Account in calculating a Pomposite
index f8r selection into.higher education(3). The dangers
of having a Selection formula in which erucial and
irreversible decisions are taken at an early stage need
not be repeated,and at present they are at the centre Qf
the debates on educational policy in Greece, : :

: In Finland numerus:clausus is now current practice
in all institutions and fields of .study. The number of
students seeking admission to higher education far
exceeds the number of those that can be accepted(4). By
the late 1970s, the ratio of applicants to admissions was
between 4:1 and 3:1 with variations according to field
of study (theology:1.5:1, technology 12:1)(5). :

\ l :

X .

—~— e g
- (1) Politiques.d'admission dans l'enseighement supérieur
en Grécey [OECD, Paris 1978, (mimeo).,

. (2) Greece, ibid, p.23. L ‘\\\
(3) Educabfonal Reforms in Greece, OECD, Paris, 1980.

(4) Admission to Higher. Education in Finland,0-Co, Paris 1977
v - . C e ‘ . (mimeo)
(5) Admission to Higher Education in Finland, ibid,

’ .
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,The situation is far.less dramatic in Sweden -and Denmark

particularly in view of the levelling off if net a

decrease in demand for full-time 'studies. However, Co

nqtwithstanding certain differences, it is interesting

to note that theee Scandinavian countries share many
viewpoints©on the issue of access, Having all of them taken
the political decision to slow down the expansion of
educational provision at .the post-secondary level, it is
argued that a key concern should be that of reducing the *
preyalling inequalities in partiéipation; an obJjective

‘which can only be achieved by broadening the .definition
" of demand and exercising a much closer cgntrol.over the

zjudent intake so that groups with different socigl :
d educational backgrounds are given a greater chance of

. competing for entry.

AIn»Finlaﬁd,>on the basis of an Act of Parliament
passed in 1978, the Ministry of Education Imas preyared a

.Plan aimed at incregsing the proportion of students.coming

from vocational education., ' By the end of the century 20%
of the annual openings in higher education will be reserved
to school leavers from vocational streams(1). _As stated

in eqe™of* the Finnish® reports: "Measures for exparding .
quotas fqr students other than those'who have completed
upper- secondary school are baspd on-the principle that
vocationaly education should be made a channel to higher

. education competitive with the upper secondary -school,

The attraction of vocational education will prodbabiy be

.~ greatly '‘enhanced if it can offer the student better .

- ‘academic secondary st

-
“ .
f
.

opportunities for entering higher ‘education as well®f2),

.. Another obJective, particularly gfresXeg in Swedén
during the early 1970s and more recently in D&nmark, is

. that of increasing the participaticn of adults, thereby

also changing the relative weight between the ipitial and
recurrent education functions of post-secondarye education.
One of the differences betweén these countries and others
showing a similar concern for decreasing group disparities,
is that they opehily admit that in higher educationzl,
programmes with strong demand, the acceptance of adults
with work experience 3ay imply leaving out leavers from
eams with very good grades, It is
of interest to note that at present- Sweden faces. the /
opposite problem, namely,_that of having to desigm an
admission system which at least partially redresses the
balance in favour of young qualified school leavers.

. A third considergtion mentioned in these countries
is that g eater uniformlty in entry conditions and . »

€?1S'Integ§ééion of Seco¥dg§2 and H%gher Education, NaTional
ontrIbution o nland to Conference on Pollcies for

 Higher Education in the 1980s. -
(2) Admission to Hiher Education in Fin¥and, ibid, p.16
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regulgtions across the total system of higher education

.may be one way of ‘avoiding strong hierarchigal differentiation
between the various types of institution or fields of study.
This argument was used by the U,68 Commission in Sweden '
when advocating a policy of restricted entry for the entire-
post-secondary system rather than ,closing only certain

lines of stu@y.~ ‘ ’ / :

. What¢ver the advantages of/maintaining a relatively
closed postksecondary system, it is clear that the success,
or even th¢ viability, of such a policy in liberal
socleties will depend o the following conditions:

.. - ’ )

R L]

i) that the curricula and organisation of
studies at the upper secondary level, in
particular in the pre-university streams,
take account of increased entry restrictions

. in higher education and équip studerts for
other training or employment optionse;

(11) that these other opportunities, whether in °
. education/training or in employment, be mad
available to young people ~ an obvieus
minimum requirement but which present
soctieties seem increasingly unable to fulfill;

(iii) that these optidns be perceived as meaningful
. alternatiwves to initial higher education;

this i1s more likely to,be the case in countries

where, for a variety o& economic and social

reasons, higher:education has become a less

attractive option than in the past;

(iv) that the advankages of recurrent education
over initial training also be made apparent =-
a rather difficult proposition to accept so
long as the more privileged groups in terms
of ta and social origin choose to take
" _the latter option. Even in cases where secondary:
school leavers represent a smaller fraction of
the student intake, the fact that_in the
competitiofi for entry it is those who perform
best who are "rewarded” with direct access,
implies recognition that iniffal education
still represents a privileged option., A
7 reduction.in the numher of places made available
' . to these groups without due consideration of
these factors risks enhancing the attraction of
initial education - not least because of its
. scarcity - and correspondingly accentuate tensions
due to unsatisfied demand. &

hnd
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\\ - As withvmost reforms designed to limit access to \J
young school:.leavers, much of the hope for their success

- 1s based on-future demographic trends. Indeed the decrease
in the college age cohorts may well represent the single
most important factor in easing the strains inherent to
measures of positive discrimination.

g . With the exception of Italy on the ony hand and
Greece, Finland, Sweden and Turkey on the other, OECD -
countries can be expected to.enter the decade of the 1980s
having post-gecondery systems which still' comprise a ’

. combination of relatively open and restricted entry

sectors. Reforms within individual countries as well -

as differences among countries essentially relate to .

changes in the mix and in the balance between the sgctors

but have not resulted in totally %“closed ‘* or "open® post-

gecondary systems, ° T *

. In {$he non-European tountries hs well as in the
United Kingdpm the traditional binary distinction between
A stlective university sector and a less selective or .
\3*‘ open access non-university sector has not been substantially
altered during the last decade. But at least in the Unite
States, Canada and Japan, faster growth of the non-university
_sector seems to indicate a move towards gregter openness
of the overall systém. - :

In continental Burope some countries, Switzerland
and Austria, for example, have largely maintained the
binary distinction between, on the one hand, a university
sector with free access and choice. for qualified school
leavers and a non-university sector with restricted entry

- for a larger pool of candidates on the other. The majority
of European countries which are in the process of ‘
introducing numerical limitations within certain university
fields of study have in fact extemded the coverage of the .

selective ‘sector(1), ‘ .

This does not necessarily mean <that in these
countries entry into higher education has been rendered
more difficult. The existence of a free sector, the
expansion of provision within the restricted entry 'sector,

N alded in some casés by the recent stabilisation in demand,
gave prevented a serious imbalance between supply and
emand,

. However, one consequence of having a wider spectrum
of university programmes with restricted entry has been
the: narrowing of choices open to young secondary school

. (1) Levy Garboua has shown the extension in France: in

1951/52 25% of students were enrolled in the higher
education sectors with restricted entry; in 1971/72 the |,
proportion was 30% and in 1975/76 39%, See: La selection

dans l'enseignement supérieur f ais: Une synth&se des
ravaux statisclaues récents, , Paris 1973 (mIimeo).
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graduates and of decreasing'%he chapces of .
candidates with average scores iquEEOndary schools of
enrelling in programmes of their first c¢hoice or ranking

. high in demand. -

Another consequence, already discussed in Chapter II, -
is the development of a new pgcking ordér, sometimes a
clear split, between programmes or institutions with
restrictad entry - whether university or non-university
type -~ and those with open access, The introduction of .
restricted entry within a relatively wide range of unlversity -
options 1S having the quite natural effect of raising the
prestige of those programmes with restricted entry while
decreasing the relative attrdction of those options where
access remains open, Phese hierarchical differences become’
stronger when, in a tight labour market situation, the
restrictions applied are~4ustified or are being perceived

as related to the availability of Jjobs: whereas aotess to grk

the selective sector is seen as a guarantee of employment,
access to the open sector is at best a way of incgeasing
the chances in the competition for the better jobs, at
worst a way of avoiding immediate unemployment, ("parking"”
function), , ' ,

Without attempting to establish a strict causal
relationship, one could interpret recent trends in demand
in the light of the fading attraction and prestige of
certain university programmes, In countries where the
total number of new entrants to post-secondary education .
has increased only slightly or remained stagnant, thls may
be -due” to the fact that candidates who are actually .
rejected in“the competition for entry or, even more, those
who see their chances of entering selé¢tive programmes .as
very dim, choose to abstain from pursuing post-secondary
studies rather than enrolling in the open access sector.

A

Such an hypothesis could be substantiated only gn
the basis of surveys undertaken among school leavers or
on the actual destination of rejected cgndidates, In the
absence of individualised data, however, there are some
trends which point to a growing disaffection with certain
typed of university studies and the emergence of a "pecking
order" which cuts across the traditional university, non-

university type distinctions.

-~

\

. In the first place there is evidence of increased
iself selection' in countries wher® transfer rates have
declined (see Table 8), Secondly, the decrease in transfer
rates to universities acquire particular significance in ‘
countr’es where the slowdown in demand for university places
coexis- ; with a tightening in the competition for entry
invo selectivg_programmps, in particular within the short

-

e
4
( ’ '
.




- 115 -

cycle or non-uﬁiQersity sector. This appears to be the gase
in Franoe(1), Sweden and Denmark, It would be interesting
to know whether the non-university sector is attracting a
clientele of academic secondary school leavers which a few
years ago would"have opted for 1035 cgcle or academic type
studies, The "cascade effect" could be to provoke a
narrowing of opportunities for candidate$ coming from
secondary level technical streams, i,e. less privileged
groups for whom these options represented the natural
follow up, sometimes the only possibility, of pursuing
post-secondary studies, Also significant is the coexistence
of lower transfer rates with growing demand on the part of
qualified school leavers for short vocational courses or
training schemes outside the formal sector or offered by

a growing number of vocational secondary schools.

Finally; students behaviour after entry can also be
taken as a-significant indicator of the relative attraction
and prestige of different university programmes as well as
their vulnerability in the light of expected trends in
demand during the 41980s,

. : 4 .

As mentioned in Chapter' II, the fact that a relatively
high proportion of new entrants to higher education institutions
never obtain a degree or diploma, or do so with considerable
delay, is a topic of major concern in many Member cougtries,

At the same time, there is growing controversy over the use
of such terms as "drop-outs”, "wastage" or "inefficiency"

.in referring-to this phenomenon. It is clear that with

the greater heterogeneity of the student population and
with more diverse modes of attendance, the definition,
?:E%gremept and analysis of the implications of departures

e course of higher education studies pose extremely
complex problems both of a technical and a conceptual
nature, Among the difficult questions raised are: how
to distinguish between students who definitely.quit the
system, those who interrupt their studies, those who :
transfer to another programme or 1nstitution, etc; under
what conditions are degartures/without a degree to be
considered as ‘'wastage' or "failure®; and if the concept
of failure 1is introduced does it apply to individuals or
to the institutions? . )

It 18 not possible to engege here in a.detailed
discussion of these .questions. The aim of thisbrief
section is merel{ to give some illustrative examples of how
selection and self-selection operate in the course of
higher education studies, relating the analysis whenever
possible to points raided in the previous seétions,

: Evidently, systems, programmes or institutions
with unrestricted access™e usually also associated with

e teacher/student ratios and long duration of. studies -
tend to have a higher proportion of swdeFtbal who J.eav:
without obtaining a final qualification. Tables 15 °n 132}8 give
very rough indications on this relationshig. As 13 well-
known, the high graduate output in the United Kingddm in
relation to enrqilments is clearly linked to the.relatively

" small nroportion of the age-group enrolling in higher

education-.and. above all, the short duration ‘of degree
3
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B Bate ¢ (1) Saiversisaize seulenent/University type ealy. . °
008 setils c-wumua. mc-m-muxm
g-u-c' based e Tovle AT.1. —  Oretusted, based s
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" Table 13 bis

/’Tﬂ'4//Admission Rates in 13%0571 and Graduation Rates in #
- J -

-

N\

Number of New Entrants
to Unjiversity Type
Higher Edfication in
Relation to Relevant
Age Group(1Y

" Number of First Degrees

Awarded  in.Relation to
Population aged 24(2)°

—

1970/71 ) 1976/77
: =

Austria 11,6 '3,3
Belgium 13,2 v 6,6
France 19,9 ' 8,3
Germany 10,4 4,6
Italy 23,6 _ 8,6
Japan N 17,1 . 16,7
Netherlands - 8,3 5,3
Swéden 29,0 10,5
6nited Kingdom 10,7 7,5 ’
United States 29,2 26,9 V.

4

(1) For definition of Relevant Age Group see Table 11,

(2) L. Cerych, S. Colton, J.P. Jallade: Student Flows and Expenditure -

Institute of Education, Paris, 1981.

Sources: New Entrants : Education Statistics in OECD Countries,
OECD, Paris, 1981 s
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*courses and high teacher/student ratgo which has so Ifar
Q‘prevailed. On the other hand, Italy, France and Spain -
w@ll cduntries where in the early 1970s most or all university
faculties had free access - have alsq the lowest percentage
of graduates. Low graduation rates for Sweden are mainly
due to'the high proportion of mature students eunrolled. in

ghngle courses. . ; SN

1. ' ’ - ' ve g ‘ A3
¥ ’ More acéurate and pertinent indications are provided,
in Taple 14 which shows the evolution ef drop-outs in Italian’
untversities during the years in which access was liberalised.
In 1960, the last year with restricted entry, ong student
in eight dropped out during the first year of study, whereas
the figure rose to more than 25% in 1973. Moreover, as )
, pointed out by tle authors of this study, %the years in ‘which
: the drop-out rate increased more rapidly. - 1965 and 1969 -
vere the years in which the liberalisation measures came into
effect and there was the greatest increase in new netrants.
Faced by a sharp increase in the number of new entrants and
at the same time by a change in their composition (increase
in the proportion of new entra?ts coming from schools other
*han the.classical apd scientific), the institution's ‘
“reactionﬂ vas .a m%;ﬁed increase in the drop-out rate®(1).

in rrance, e perlod vl-rapid expanslon was also
. accompanied by an increase in-the number of drop-outs:
"whereas in 1964, 47% to 60% of new entrants completed
the first two years of university studies, in 1975 only
, one dat of three or -four new entrants attained this level(2)¥,
Regional surveys of institutions show that faculties with .
open access, €.8¢ , Humanities, Pure and Natural
Sciences, nave consjistently higher drop-out rates than
: ins%ifutions with restricted entry such as-the Grandes
Ecoles, Faculties of Medicine or the IUTs(3). Departures
tend_t0 be concentrated in the first year or first cycle
of untyersity studies. In the mid-1970s the proportion
of fir3t-year university students in France that did not
. even present themselves for their examinationsswas 41% in
, Letters, 43 in Economics and 32% in Law(4). Official statistdcs
give the following figures:

(1) C. da Francesco and P. Trivellato: 'Drop-Outs from Italian
Universities: 1950-1075; in Paedagogica Luropea, Vol..XII,
11975, p.88. S

. ) ~

~ (2) L. Garboua, “Les Demandes de 1'Etudiant ou les
. contradictions daIIUniversité de masse”, Revue Francaice
. de Sociologie 17, No.1, 1976.

’ ’%3) La Sélection dans l'enseignement supérieur frangais. Une
: ) synthdse des travaux statistiques récents,. O:iCD, Paris,

1977 (mimeo) p.39.

(4) ¢, Lassibille, L. Levy Garboua et al: De l'inefficécité
gu”systéme,frangais dlenseigneuent supérieur, CREDOC-

Q 4
« ) -
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,-Academic A B (A-B) {A-B). 100 C , {A-C)y (A—C).moD . (A-D) Q-D)_wo
year of . New Enrolmenis Dropouts A Enrol-  Dropouts A Enrolments Dropouts
matricu- entrants for the se- during the ments for during the . for the durfng the
lation _ in year' cond year first year the third first and fourth year first,

of course of course .year in thesecond in the’ second and
- .in {-ar ty . . year t+23 year - yearA, , third year
1960/61 59 708 5l¥6 8 102 13.6 44 812 14 896 24.9 42 7186 14 732 25,
1961/62 65 214 55 438 9715 - i5.0 49974 18 240 28,0 = 44622 18 357 29,
-.2/53 . 75 058 81 994 13 084 17.4 53 23] 21 677 28.9 50 5r% 21 915 30.
1963/64 17 227 63560 _ 13 687 17.7 56 704 20 523 26.86 53 791 20 736 21.
1964/65 86 397 73304 : 13093 15.2 B85 551 20 846 .- 24.1 61 702 © 21 706 26. -
1965/88 105 480 88 009 ~ 19 471 18.4- -~ .73 227 32253 30.8 89 891 33 035 32.
1986/67 119 840 94 402 25 438 21.2 . 3 528 34 312 26.8 61 452 35 830 30.
1967/68 125 265 102 999 24 266 19.1 . 94631 328634 25.6 93 946 30 175 24,
1.988/89 142 653 118158 24 497 17.2 - 107 907.. 34 748 24.4 104 915 34 207 24,
1969/70 175 249. 137 720 37 529 L 21.4 125 811 48 438 ©28.2°° 114 794 57 010 - 33.
1970/71 194 28q 154 391 39 689 20. 4 133 460- . 60 820 31.3 121 749 69 298 36. .
1971/72 214417 160808 53 808  25.0, 141 641 ; 72 T8 33.9 130 804 80 374 38.
1972/73 213 226 159 228 53 998 25.3 140 598 72 628 34.1 +~ -129090- 81102 38, <«
1973/74 213 619 158 031 55508 26.0 - 141052 72 567 3.0 -~ )
1974/75 231075 166625 64 450  2%.9 - >
Nots: wheroas in thé other columme slse diplome coufoe students were comeldered, the figures in .
1ast and last but one columae were calculsted coneidering only the relevent new entrants in
courses. We did so becanse the leongth of s diplems couree is never of four years (minimem
Jongih of a degree course].“The number of sew entrants by sex in degree courses and in diploms —_— v
L]

i muuhuuh‘ru.uohhﬂm

' Pusdasogics Zurcoees, Vol. 12, 1977-3

.8

. (1) "sble sxtracted from ., de Francescp and P. Trivellato,
"Drop-outs from Italisn Universities: 1960-1975* in




(2) Including special year.

Source: Etudes et Documeggg

Evolution de

L‘Enbei

P e
: ‘ - Pable 15 ' o,
Co arison of ‘enrolments dur the first two years of stud and of
// examination results or diplomas, Dy H%sprIInes
: :‘— . ‘ oL -
“Year - . Law Economics Letters |-° Pure , Medicine Dentistry | IUTS
1976-1977 Sciences ‘ .
First year students | 57 dhz 13 852 { 66 020 29 128 |. .PCEMI 40 950 28 001 -
~ ’ - - -
. . ' [ o . '
Passed examinations’ ‘e 10 817
. % : o4
Second year students} 17 502 7187 32 424 1%.809 9 hh 2 904 |18 492(2)
Rolation with first ‘ .
year students % 47 52 49 - \7'; 2 70
, < N : a" .
Completed success- | 9 117} 4 530 15 946 7 466 | " 9 288 1 803 153
fully second year 52,1 63,2 49,2 54,1 |° 95,3 82,1 87,4 ’
- %(1) . ' i
e » ) \ M o
(1) Calculated by relating the number of students who succeeded in the examinations in
relation to the number of second year students. .

,‘Cu
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Of particular interdst is a French study which shows
that, contrary. to the general belief, if the effect of °
length of studies is controlled, Faculties of Medicine and
of Dentistry which have strict numerus -clausus are globally
less selective than the Faculties of Science and as
selective as Law Faculties, both of which have open access
pojicies(1)s It is furthermore noted that the severe
screening which takes place in the Science Faculties .
cannot be linked to student aptitudes since these Faculties
recruit 90% of their students from the more "noble" or
selective lines of study in secondary schools, The point
made is that, having accepted the existence of an inverse
correlation between the degree of selectivity at entry and
that_which occurs after entry, differences in drop-out
rates between programmes cannot be/ accounted for only, or ,
even primarily by variations in ddmission policies. In
addition to length of studies one factor which is considered
crucial in determining students® propensity to complete
successfully a degree course is the perceived economic-
and/or social value of the degree awarded. ‘

Table 16 on drop-outs in Italian universities, shows
that in a country where all disciplines have open access,
Medicine is the subject with lowest drop-out rates. It
is of interest to note that Medicine also has the highest
percentage of traditional students, that is, coming from
academic type secondary schools, from families with -
relatively high levels of educational attainment and who
attend courses on a full-time basis, At the other extreme
are subjects such as Pedagogics, Literary Subjects or
Sociology with the highest drop-outs and at the same time
the "highest proportion of “non-traditional® students.

: In other countries also, there is evidence that in
recent years, with the deterioration in the gmployment -
prospects for graduates, ere has been a change in student ,
behaviour both in the cho?ge§bgf options and in how they
participate in higher ‘educati On the one hand, there v
seems to be a stabilisatiom» and in gprtain cases a growing
proportion, of the traditional type # student (male, middle-
class origin, high'achievers) in higher education )
institutions or pnggrammes more likely to guarantee high

al rewards, In these elite tracks, most
with restricted entry and with few possibilities of
studying part-time, student chances of success are -
relatively high, even though it is claimed "that considering
the fderce competition for entry and the grades of those
admitted, "performance is not always very satisfactory. Om
the other hand there are other disciplines or institutions

N :

. na—

(1) L. Garboua, idbid.
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New Eatranti to University in 1973/74
istics of New Entrints (percentages)

by Suby

Subject ) . Dropout Sons of Univerity  * Do Not
Rate? ° or Secondary Work or
School Gradustes®  Seek Job*
-2
llathonuncs/ 29.5 » 589 277 56.6
Physics ‘ 41.0 363 * 244 360
Chemistry 265 555 311 532
Geology 400 294 243 365 .
Computer Studies . s 388 210 456
Natural Science ‘ 357 463 28.5 504
_ Biology . 260 $8.5° 285 544
Pharmacy 124 56.1 . 3458 5§52
Medicine 16 810 o 42.1 . 66.1
Enginesning 25.6 39.2 272 504
Architecture 228 28.9 R * 316 385 -
Agronomy . 304 313 T 252 398
Veterinary Medicine 18.5 49.2 337 43.7
Economics and Commerce 435 200 . 237 2938
Politics— . 384 27.8 238 223
i T 19.2 215 224
Law 213 488 36.0 372
Latters 12.7- 71.5 424 43.1
s Literary Subsects 337 32 * 188 4s.1
Philosophy 123 68.7 343 407 .
Pedagogics 337 30 16.5 420
Modern Foreign Languiges  21.1 526 349 444
Foreign Langusges 306 154 2583 * -46.2
Pz:obu - 31.1 269 © 304 33.1
. T (Al Subjects) 260 430 30( "44.4

! “Dropout rate” is the Mof 1973/74 new entrants who dropped out dunng their first yesr of

' university.

? uGeneral secondary school graduates” 15 the proportion of

general sscondary schools (lices).

3 30as of university or secondary school gradustes” is the proportion of 1973/74 new entrants whd
s sops of secondary school or university graduates: because of the lack of other indicators I con-

1973/74 new unmm who conu from

sider this leval of educational sttainment as an indicator of upper-nuddle or upper social origin.

* “Do not work or seek job" is the proportion of 1973/74 new entfants who declared they did not

vottmddadnotmmdtomkwork.

Sources: for the dropourmc ISTAT, Annuario Statistico Iteliano 1975 and 1976.
For the charactenstics of new entrants: ISTAT, Indagine Speciale sulle Carammm:hc dcgll

Studenti Universitari Iscritti al [ Anno di Corso, Rome, 1977.

() Table taken from : C. de Fraficesco "The Growth and Crisis oz
Italian digher Education During the {9608 and 1970s" in ,

MA‘M‘M’ Vol. 7, e°2, Hay 1978~ Elsevier.
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which, because Epey represent the open access_sector and/or

. . their graduates¥face"difficulties in a depre<fed labour

market, recruit a far wider range of students who atten
higher education for very diverse reasons., Their 3.%“éii°n
"is far more complex to define or analyse and, as-already
pointed out, théy do indeed represent the more imgfficient
options in terms of the number of entrants not -obtaining
final qualifications., Their case calls for more
sophisticated measurement of wastage or inefficiency and
for more ingenuity in the interpretation of selection or -
self-selection after entry. The following factors need

to be borne in mind in any such discussion,

¢ Firstly, as already mentioned, many of thesgf\ :
programmes have the explicit or implicit function selscting
after entry; whatever the economic and social disadvantages
of this policy, it is clear that delayed selection gives
chances to many students who on the basis of limited entry
"would be excluded. Secondly, students frequently use

these options as & means of circumventing programmes with
gelective ent:{ and enrolling at a nmore advanced stage
-through special transfer schemes., Thirdly, there is the
phenomenon of multiple enrolment and the use of these
subjects or institutions as reserve or “fall-back" options

by students competing for entry elsewhere, Fourthly,

quite frequently these options have a more flexible
.organisation of studies and therefore attract mature -
students many of whom attend without the intention of
complet;ng a programme or &btaining a final qualification.

There is considerable d®bate as tolthe impact on

4the behaviour of students in their initial education of a
depressed labour market situation or a decrease in private
returns to certain types of higher education studies.

The French study referred to above claims that, under

these conditions, students tend to devote less time and
efforts ‘to completing their studies and prefer either

to take a Job or spend more time in leisure activities,
¥hat has been called-the "penalty effect® is however also
in operation: students are aware that although university
credentials do not guarantee high level jobs they are none-
the less essential in the competition for these Jobs and -
in maintaining or increasing their social status, In other *
won%s, the penalty for non-graduation tends to increase(1)
so ‘that students are under stronger.pressure to complete
their studies, ‘ .

(1) R. Geiger:"The Limits of Higher Education: A Comparative
Analysis of Factors affecting Enrolment Levels in ,
Belgium, ™hce, Japan_and the United.States", Yale
g%gher Education Research Group, Working Paper YHERG -
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One ‘conclusion which could be drawn from this
discussion is that, precisely as some type of academic
qualifications cease to ensure accéss to higher positlofds .
in society and pursuit 6f higher education studies becomes
mowe ‘of a_ “gamble!, there are wide differegces in students'
behaviour depending, on their chances of wilning and, even
more, on the risks involved in losing ‘in suth g gamble., It
i1s the spcial and economic implications oI this type)of pa

_ development which will need close monitoring by institutional
* leaders and governments in the years ape,ad.
-~ ;" "" .
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i ' DISTRIBUTION OF STUDENTS BY SOCIO-ECONOMIC ORIGIN 4
: ; mg‘:"ﬁ:l ! Ponctionnaires/ :Employés/ : Ouvriera/ : cod ' * iTotal en milliers/:
{- i Indepgndent - Civil servants ; White collar \ Blue collar ; Autres/Others wlotal = 10Q0.0 ' H
' '} workers : ; workers s ; workers _ | e ; OOl ;Total (thousands) ; |
g 1. Sup‘tiert:m'lutilulu /Uni\/h:rnity Sector (1) | ' ' ' . '
1966 (2) ! 30.9 P +78.6 P 31.8 P65 : 2.2 « " 100.0 : 40.7 [
t L1800, 26.5 L. 25.2 /: 34.0 H 12.0 . 2.3 4 100.0 . 66.1 '
H 1975 : 22.8 : 22.6 Vs . 36.7 H 15.0 . 2.9 . 100.0 : 91.5 H
E 1977.(3) E - 21.3 : 2 . 7 : 37.1 : 14.8 : 5.0 : 100,0 : 95.2 :
Pyt S T 2 i s : :
' ML Supérieur non-universitsire/Non Univerdity Sector 2 . .
e ! - v . ' : ) ' ' o 2
! Ecoles des l‘cnux-Arta/Fim Arts Schools ‘. A : - I
- : 1966 H 26.17 H 28.5 o 31.5 . 7.4 . 5.9 ! 100.0 . 0.8 H '
~ ! 1970 H 24.1 H 24.4 . : 35.9 . 9.2 ! 6.4 - 100.0 . 1.3 . . a
) 5 + 1975 E e 22,0 E . 24.6 5 .. 39.1. : 10.6 : 3.7 E k) 0o . : 1..6 . : ()
E Ecoles tccl:\nlquu -up‘rleutu/lligh: er Technical Seb.?oll ' ‘ ' ' . ' !
i- 1966 P 253, 4 204 . 33 Poars SR X ¥ 100, IR TW :
: 1975 © . 21.8 » . 14.4 - 32.8 4 27.6 - 3.4 . 100.0 " 34,1 4
i 197% - ?‘ 21.5 : 14.3 s ‘ 33.? -:. 26.7 : 4.0 : 100,0 ; 33,4 . :
i, P i \ : : : : ; :
-} 111. Total sypérieur /Total ‘Higher Education ' . . , ., , . .
Po1966 i 28.9 k 25.8 : 2.3 i 10.3 : 2.7 : 100.0 : 63.5 (2) :
. 1970 (4) 26.5 . N 25.2 . 34.0 . 11.9 . 2.4 . 100,0 : 67.4 (4) .
’ 1975 . 22.5 - 20.5 H 35.7 . 18.2 ! 3.1 ! 100.0 ! 125.3 ! ¢
5 1977 s 21.4 ; 19.8 E } 36.1 : 18.0 : 4.7 ; 100,0 : 130.6 :
- 2 3 ° h Y P . . . ®
- . — —
Notgs : (1) Universités, Ecoles Normdles, “Gesamthochschulen” /Univor-itfu; Tedcher truning schoolyn, »Gesamthochschulen®,
. (2) Ssns les Ecoles Normales/Teacher training schools excluded. : *
(3) Y compris les Ecoles des Besux-Arts/F Arts schools included, . ‘
. (4) Sens les Ecoles.Techniqfes Supérisures/liigher Technical schools excpuded, . . .
Seurce: Grund und Struktar data, 1977, ps 90 et 1979, p. 140, } -
) > . \ . ’
5 » l\.l\
4 P ' s ‘ ¢ te
. . 4 03 T -
. Q ‘ O
ERIC . 12 , ' ~ -
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= s GINE SOC DES ETUD]ANTS .7 y
5 * SOCTAL ORIGIN{1)OF UHIVERSITY M N
4
T - . L4
- YU [V 1V O LY LI R 17: T YL LI
s ‘ » ; ; : : : : ;
¥ - 3 . - - .
) dgriculteurs explottants/Farmers Pose Pose Poss fose o2 i
" Qivriers agricoles/Farm workers ’ . : 0.6 é' !o0.5 : 0.4 : 0.4 : 0.5 ! Vd
. Patrons de I'industrie et du commerce/Industrialists © 169 b e Polle - h 1.2 o109 11005 b T
. . - and tradesmen : : : : : i :
: Professions libérales et cadres supérieurs/ Pt o290 ¥ ' 33,3 ¢ 336 b 337 ¢ T30,
Professionals and higher level executives : : : o : .- : .
; . ; : Poow ; ; :
Cadres moyens/Hiddle level executives ;o167 ;17,0 2 17 o175 7 15.6 ¢ ,
Ewployés/Clorks . N : S 5 B S S A , -
r - Ouvriera/Blue collar workers Pogs foaze Pz Fo12.9 -0 o110 Gt 2
: : ' P ; : ' & -
o “ Personnel de service/Service vorkers S B K . 0.8 :o0.9 P09 I 0.9 : .
"% Autres CSP/Other categories Flar Poes P67 64 o6 i )
? , Sans profession/Not in work-force : 9.0 : L3 * P28 : 2.7 : 2.8 : 3.0° :
) . N.R./No answer E : : : : : 8.3 :
o TotaX b0 P o100.0 F 2000 f 1000 § 100.0 ’ 14*
'1 . (Frangais plus étrangers/French and non French) o ; K ,- @ : P ' ;
14 ‘ ' : : : : : !
4‘0, \ Total ' ' f413.756 , ! 811,258 21591 | 37,776 & =
s A ° \ L : - . M ! . [ .
’ -, Y - z -
- (1) 'l.'origim; sociale est déterminée par la profession du chef de famille/ .
~ by socio-economic status of head of household, . - -
- v Sources:-Statistiques de 1'enseignement (& partir de 1975-76, y compris la Réunion et les Antilles,
' v, alnsl que ITINstITut des Tangues orientales et 1'Institut d'études pédagogiques de Paris).
. (Since 1975-76, including la Réunion and les Antilles, as well as the Institut des langues
. ) . orientales and 1'Institut 4'études pédagogiques de Paris), ) y
, - Etudes st documesits *L'enseignement supérieur®, .
[ - Jarousse, livolution du comportement des étudiants, CREDOC, Dec. 81,'p. 8. .
\)4 1 ’ \
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IMTRODUCTION . L~ ' '
There is an observed trend in a growing number of OECD

cduntries to limit the intake of certain university fields of
study and to set greater restrictions on choice, often on entry,

, to second school leavers from academic streams, This has’

brought to the forefront issues relating to methods and criteria
for selection among young people coming directly from secondary
education, For a’'number of reasons, these issues have become
highly sensitive politically, Firs&ly, there is, in most coun-
tries, an important problem of sheer numbers, as this group still |,
represents the large majority of new entrants, -Secondly, attempts
to decrease prevailing inequalities in participation at the ter-

.t1 level inevitably imply the elimination of & number of long

established privileges and acquired ri hts’(droits acquis) which
this group, as g whole, has traditionafly en33§§3"3539%3'Wh1ch
natura11¥ there are strong reactions., Moreover, ih view of their
social status, these students, and their parents, are in a-privi-
leged position to exertufressube on policy makers, resort to

legal measures or articulate their claims through -the mass media,
Thirdly, difficulties are compounded by the fact that, practically
everywhere, academic secondary streams continue to be organised .
/s pre-university courses; this precludes any other options for
these candidates who see their disappointment and frustration
increased when thus rejected by the institutions or programmes

on which they place their expectations. and for which they are
primarily trained., A vicious circle tends to develop as increased
cSmpetition for entry into selective options rendqrs even more
difficult the task of reorganising and diversifying upper secondar
academic streams: schools and teachers tend to stress the academi
orientation of programmes in accordance with university require-
ments in order to increase the chances of their students in the
competition for entry, This is also a means of preserving or:
increasing the prestige of schools and their staff“whose status
depends to a large extent on the number or proportion of their
leavers who succeed in entering the more prestigious options of
higher education (thelr Ytransfet potential®), g

*

’

Finally, it should bé stressed that, whatever scenario
1s envisaged for the future, the question of selection methods
and criteria will remain .a central issue. For, even assuming
that there will be a fall in demand . for higher education and
growing numbers-:of empty places in some institutions, certain
sectors of higher education will continu to witness a strong
and possibly increased, competition for ntry. Indeed, as, dis-
cussed in Chapter III, in recent-years *his has already been . the
case in a number of countries,

o

While many aspects of these problems are common to the
majority of Member countries, solutions proposed or adopted are
knovn to vary considerably from country to country and within
countries over time, particularly in countries where regtricted
entry within universities is a relatively new phenomenon,

Solutions. are necijsarily experimental .and constantly reviqss\i:

,
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the 1light of the results achieved; they must also be adapted to
refo;ms in other related ‘educational areas and to the changing
socio-economic circumstances. PFinally, past experience, has
shown that changes in' political leadership may also exercise
Quite a strong influence on the type ahd direction af reform in .

this area..
‘ >

It is useful at ,this point to review succinctly the
various admission procedures currently operating 4in different
Member countries. No attempt will be made to undertake a com-
prehensive and detailed examination of these schemes since this
information is available in the contributions prepared by
national authorities and experts(1) and can also be found in
official documents of each country, Drawing on this material
the purpose of this sectiaon is to analyse the more significant
trend8 and the new ideas being developed, in particular in
relation to selection procedures, and to refer to some of the
prgblems and issues arising from the implementation of different
schemes, : . - -

4
It would be useful at the outset to refer to a number of
basic criteria which usually guide the choice of admission .
schemes and against which selection procedures are commonly
assessed. A recent American report on selective admissions in
higher education(2) identifies four bases, defined as follows:

"Validity is often considered the most important basis
for evaluators, I% refers to the reasonableness of the
measure as well as its effectiveness in differentiating

- among students who are and are.not likely to succeed.

. Fairness refers. especially to whether students have a
reasonable opportunity to meet a particular admission
standard and- whether imposition of the standard has an
adverse impact on some students that is unrelated to the
-demands of theé educational programme, Feasibility refers
to whether reliable measurement is a practical, possibility,
whether the cost of such assessment is within reason, and
so on. Secondary effects refers to the positive or nega-
tive effect the use of an admission standard has upon the
health of the educational institution, upon its feeder
schools, or upom professions for which it serves as the
principal or only-mode of entry.n . ’

* A £ifth criterion which 1s related to, but not explicitly
* mentioned under fairness, could be added, namely that of social

: i | ’ .

In analysing the advantages and drawbacks of the various
selection procedures in terms- of these criteria the discussion
that follows is primarily concerned with their use among the tra-
ditional clientele of qualified ;schogl leavers whose proportion

(1) These contributions are listeéd in the Annex at'the end of
this report. . >

}/ (2) Willidghenm e al, "The statsuy of selective admissions' in
Selective Admissions in Higher BEducation, Josey Bass, 1977.
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out of the total pumber of new en%rants may be declining more
rapidly in some countries than othérs, 1Indeed, in some ‘cases,

. the best known example being Sweden(1), a key feature of the

- recent reforms is that, in order to enhance diversity and avoid
unfair competition for entry, candidates are divided into groups
according to background characteristics,(age, level and type of

- education), each subject to a different quota (i.e. competing
among themselves). This-means that in measuring the extent to
which the fairness, or even more, the equity objective is being
achieved, account must be taken of the results obtained within
each group as well as those emerging from comparisons in partici-
pation rates between the  various groups,

-~

? (a) Secondanz,Schoolgga;ks .o
T

) In practically all Member countries access of secondary |,
school leavers proceeding directly to higher education is pri-
maril{, if not exclusively, determined on the basis of secondary
schéol records, For entry into open access institution® Ihe
successiul completion of secondary school studies is usually the
necessary and sufficient requirement to be met, When additional
requirements are set these tend to be typically expressed in
terms of school background (type. of school, of streams, of sub-
Jects taken) and/ér school performance (grades or marks, ranking
order in-class roopm). Similarly, measures of previoul academic

performance or of cognitive achievement, in particula school-
marks, constitute in most countriés the main basis f ormal
‘selection.at entry, ' In this respect it should be noted that in

spite of growing criticisms and the recognised drawbacks of
. usigg school marks for selection ngfoses: no countr: serTBuslé
: envisages abolishing thelr use, at 1east no the near Tu .
- Thelr maintenance 1s advoca ed by people w quite diverse
ideological viewpoints, although of course very often with dif-

: ferent degrees of enthusiasm, for different reasons, and with
« differemt schemes in ‘mind, )

"~ Tradition and public confidence in "objective” -indicators
of school achievement and academic pressures undeniably account
for much of the support for grades; other arguments contribute te
strengthen their case. First and most important, studies con- -
ducted'in many countries have shown a correlation between grade
point averege or marks obtained in final secondary school examina-
tions and performance at the higher levels., And although in most
.cases this correlation is not sufficiently high to justify -the : - .
exclusive use of grades, even on efficiency grounds, no other
assessment method has been found to have a stromger predictive
validity. : ‘ ’

N ' .
Another frequent claim is that school marks play a useful
role in the sense that they both reflect and influence pupils!?
motivation for pursuing further studies, Thus, failurg;jo give

(1) For details on the Swedish Scheme see: Admission Policies in
‘Swedén - OECD, Paris 1976 (mimeo), . .= R

‘ Y »
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'%dequate recognition to reward high marks would have adverse ~

achievement.

effects on pupils! morale, performance and interest in academic
Without going into the serious-pedagogital impli-
cations of this type of argument, it is important to note that,
whaereas wide consensus exists as to advantages of assigning a

fgreater role to motivation-in the selection process, it is far

.J

from being generally accepted that marks should ‘be used as an

indicator of this difjensionsor should have ieven greater infiluence

than is the cas€é at present on pupils! attitudes and motivation

vis-&-vis higher education studies. .
! No doubt the difficulties in developing other acceptable

. Mmeasures of cognitivé achievement or of motivation explains to

@ large extent the dominant role of marks in the selection pro-
cess. . Concern for legitimacy "and the need to account for thé
-decisions taken, in particular in the case of rejected candidates,
<constitute a real and understandable barrier to change and .

diversity.,

More recently, however, undue reliance on marks has been
‘questioned on_other than the typical meritgcratic and egalitarian
grounds which have usually dominated the debates on selection
procedures. There is indeed a.growing cencern for the secondary
.effects, in particular on feeder institutions, i.e. secondary
schools,* that have resulted from assigning increased importance
to indicators of sécondary school performance, Indications of
this, which have been observed for quite some time in Japan, are

, vnow found in most Member countries where selection améng academi-

cally~oriehted school leavers has beén introduced or reinforced.
In Germany, for example, when in the early 1970s rapid growth in
demand coincided with the adoption of a numerus clausus, secondary

schopls were stréngly affected. The following observations on

the German scene are knéwn to apply as well to other national

contexts(1):
The great importance of the average Abitur mark in the

. raward procedure under the States, Treaty has had extremely dele-

terious effects on the schools in general and on teacher-pupil
relations and pupils! attitudes to one another in particular.

- Pupils feel compelled to concentrate almost exclusively
on getting high marks and distinguishing themselves from their

'fellow pupils.,

- Teachers are subject to heavy pressure to award higher .
marks. They cannot therefore be asked to set standards to .

. -ensure coppéggpility of marks.,

’ - After years of effort the schools achieved, in the
" agreement of the L¥nder of July 1972 about the reform of upper
‘classes in secondary stage II, a basis for internal reform. They
now f£ind that the pressume for higher marks is undermining the

pedagogical objectives of the new course system.

(1) Admission ta Higher,Education in Germany - OECD, Paris 1976
(mimeaq).
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Observation of thése processes is only possible on a spot

check basis, so that the problems can only be highlighted by a
few remarks on teachers! marking and on pupil -attitudes,

- An_examinatjon of the ZVS(1) tables on the frequency of
marks in relation to applications from candidates of German
matriculation standard reveals ‘a clear upward movement of the
higher marks, In the summer semester 1974 only 2 per cent had .
obtained certif¥cates with an average mark of 1,7 or higher,
whereas one year later the same qualifications had been reached
by 3.3 per cent, There is a similar upgrading apparent from
2.5 upwards: in 1974 20 per cent of candidaes cored -this, or
a Righer mark, while in 1975 28 per cent did so‘? These are
signs of inflation in the marking system, originating in the
teachers! understandable inclination, given the numerus ¢lausus,
to give candidates the benefit of the doubt more—o en than
oefore,

senior classes of the G¥%%§sium showed them to be subject

. ~ Conversely, a recent poll of 241 pupils in the thri
to growing stress on ABTEuT approaches., "Submissive behavilRr! =

+ increases, Zﬁifgimosphere of the classroom suffers: 60 per cent
e

agreed that ¥ about obtaining a university place made every-
one "look out for himself", One of the most disquieting features
is that the performance motivation of the large group of .middling
and* weaker candidates declined steeply with the approach of the

. ~€xamination, because they felt incapable; even with the utmost

application, of meeting the high demands ‘of "hymerus clausus"
subjects, * : .
The importance attached to secondary school options and
marks by selective higher education institutions has strong
effects also on students? behaviour -and chaices both at secoridary
and post-secondary level, Individual choices tend to be made on .
the basis of strategies designed to increase chances or minimise
risks rather than on genuine vocation, aptitudes or preferences. .

When the type of stream choseneatNthe'upper secondary
level constitutes a key criterion in defermining entry, as is
the case in France,’ choites made, at the age of 15 or 16 are not

only crucial but often irreversible, 1In France, young students, -

to all options in higher education and is required by the mag?'ity
of the selective institutions, This trend is reinforced by the
fact that the growing number of university faculties or depart- .-
ments which introduce selection also favour the Bacculeureat in
mathématics, not necessarily because it }s relevant to futyre
studies but because of its screening role in secondary education,

In countries such as Swede# and the Netherlands, where.

entry requirements are primarély determined én the basis of marks
obtained in the course of set ndary schooling or in the final °
» . .

(1) Zentralstelle flir die Vergabe von Studienpl¥tzen,
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matriculation examination without assigning great value to the
type of subjects taken, different problems arise. In order to
improve thelr chances in the competition for entry into univer=
sities, pupils favour choices in the humanities and social .
sciences, considered to grant them a stronger possibility of
obtaining high marks. In Sweden such a trend has been considered
as one oI the explanatory factors in the lack of demand for
scientific and téchnological university studies; in the Netherlanc
it is claimed that it has fostered the need for remedial courses .
within the scientific faculties so as to bring up new entrants

©o the required level,.

Marks can,also play a significant role in the process of
self-sclection(i): pupils aware of the significance tha? is
assigned to marks and accepting them as measures of predictive
validity, tend to base decisions’and future educational plans on
the results they have obtained. The importance assigned to marks \
is likewise conducive to the phenomenon of "artificial demand"
which is manifested in a variety of ways., For example, puplls ,
with high marks or having succeeded in the noble subjects tend
to choo%:/restricted sectors, not necessarily because they are

interesfed or have a vocation for the studies or professions to
vhich thay lead but because they perceive them - most rightly so --
as a guarantee of higher educational standards, better employment
prospeets and higher financial rewards. 1In the majog.iz of coun-
tries, the clearest example of this trend is found i e case of
medical studies sought by a high proportion of young people talen-
ted in mathematics and other basic sciences (Sommonly used eptry
criteria) but not necessarily motivated or particularly qualified
for the practice of the profession., - .

. It is not possible to undertake, “in the framework of this
report, a‘thorough review of the vast number of problems posed
by the exclusive use of indicators of school performand for ’
selection among the pool of qualified school leavers. Some
additional topics of concern will be mentioned When referring to -
the rationale behind the adoption of other Methods and criteria.
Zhere 1s however one general point which merits special consider-
etion, namely,. that reforms concerning assessment and marking
procedures at the secondary level and the role they are to be
assigned by higher education institutions reflect-a basic inherent
nsion between the needs and requirements of secondary education .
.those of higher education. This tension, scarcely noticeable
academic secondary streams practically had as their sole
ion the selection and preparation for higher education
studies, has defindtely increased in recent years; given.the
general lines of reform of secondary schools, it can be expected
tp become even more acute in the future. Indeed, the trend to -
broaden the aims and functions of upper secondary education and
tgo develop polyvalent streams where the preparation for formal
post-secondary studies is seens as an important but not unigque
fchtion, may well contribute to strengthening the conflict of

.

(1B'For a qpre_detailéd discussion éee K. Hirnkvist: Individual
Demand for Educdtion, 0OXlD, Paris, 1978, - °* .
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interests between the two lgvels., Groups primarily committed

-to these secondary school reforms are likely to advocate changes

in curricula and assessment schemes considered to be ill-suited

to the needs of higher education institutions, in particular the
more selective pnes, On the other hand, groups within,the aca-
demic world wi no doubt strive to maintain or develep indicators
of performance at the secondary level, which correspond to their,
own definition of standards and quality. '

The debate in the mid 1970s in the United Kingdom on the
reform of the "AY level courses, which ‘are roughly equivalent to
academic: upper secondary streams and constitute the basic univer-
sity entrance qualification, provides a good illustration of this
growing tension between the requirements of schools and those of
the universities, The proposal of the Schools Council to intro-
duce instead the so-called N and “FH scheme(1), basically
implying a broadening of the curriculum so .to correspond better
to the needs and aptitudes of a larger and more heterogeneous
student bodys has met with widespread opposition from the uni-
versjty.world, Their main arguments do not relate so much to
the intrinsic merits or drawbacks of such a scheme in the con-
text of new developments in British secondary education, but
obviously far more with whether the UN" and "F" curricula will
enable-school Yeavers td meet the standards set b{ the univer-
sities, ‘Since university teachers considered thak, the progosals
made did riot meet this requirement and that in their view such
a scheme would require the lengthening of most first degree pro-
grammes by one year - which in itself plies a corresponding.
increase in resources, difficult to accept under present economic
conditions - it is not surprising that the scheme was finally
not adopted. In Germany a similar debate took place in recent
years with respect to the admission. of graduates from comprehen-
sive secondary schools (Gesamtschul-Absolventen).

The trend in many countries, including the United Kingdom,
is towards a greater adaptation of higher education-institutions
to reforms at the lower levels. However, there are equally -~
important countertrends, particularly in view-of the growing
concern for maintaining ninimum tertiary level entry standards
in order to prevent higher education institutions from becoming
too heavily involved in compensatory or remedial education. The

- experience of the United States, with the open aceess system, is

not likely to encourage Europeans to initiate it,

Thus, growing awareness of potential conflict of interests
and obJectives between the two levels reinforces the need, on the
one hand, of reforming assessment procedures at the secondary
level to-take better account of these conflicting requirements,
and on the. other, for designing admission schemes which decrease
the- overriding role played by school marks.,

(1) Sthools Council: ﬁxaminations at‘18+, Examinafions Bulletin

38, Great Britain T97H.
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This type of concern is clearly reflected in current dis-
cussions on the choice of more appropriate. assessment and certifi-
cation procedures-at the secondary level, Among the central .
issues being discussediare: whether Gpmulative evaluation can

» -~or should replace final examinafions; whether internal scheol
assessment should replace external public examinations; whether
there should be a clearer separation between assessment designed '
to certify completion of secondary studies and that measuring
ability to pursue tertiary level studies; whether a cumulative

L'bype of .assessment should be complemented by tests or other eoen
measures ensur comparability of grading procedures and stan-
dards among schools,.etc. o ) )
While in a number "of countries the official policy is in Ve

" favour of replacing final, often externally set, examinations by

successive school assessments - generally advocated on pedagogi-
cal and social grounds - such a move is often resisted by parents
and public opinion in general. The Australian report on Admissior
Policies(1), drawing on the rich experience resultimg™from the

use of wvery different assessment schemes in the various states,
illustrat;f quite clearly, the conflicting viewpoints in this
areas- folowing the abolition of external examinations at the

end of year 12 im\ Australian Capital Territory, Queensland and
Western AusPtralia and the introduction of moderated school assess-
ment, the report points to a renewed emphasis in this cgyntry .
upon publicly accepted qualifications and a move in favéur of
reinforcing the place of the final year examination.

Policies aimed at limiting the weight assigned to school |,
marks in admission or selection into higher education institution:c
are not necessarily of recent date. For quite some time, many '
countries in the OECD area have used other assessment methods,‘
although also largely based on cognitive criteria or indicators ) -
of academic talent and scholastic ability. Entrance examinations .
and objective tests have been, gnd are, among the more commonly
used procel@lres, intended either as“means of reinforcing -selection
(especially in the caBe of countries with a large pool of qualifie
candidates) or as tools designed to enhance thé efficasity of
sg&iifi:n schemes, i.eq improve their predictive#alidity.

b) Entrance Exhminations and Standardized Tests
\ \ = J

.

' ;L In a number of Member countries,.e.g. Gréece, Japan, " )
Portugal, Spain, Turkey, Yugoslavia, selection is based on the .
results of special entrance examinations used: either exclusively ¥ L
(Portugal, Turkey) or more often in combination with school maries.

In some cases, e.g. Spain, Portugal, these examinations can be
taken only after a one year preparatory course; in others they

- are taken before or immediately after completion of secondary .
studies. Examinations may be organisgd by each single institution '
e.g. Yugoslavia, more commonly at natignal level or, as:in Japan,’
through a combination of both. ! :

. (1) Access to Post-Secondary Education in Australia, .OECD, Paris
1978 (mimec). - ° ' \
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' At least in principle, entrance examinations have t e.
N advantage of marking more clearly the differencer bétween tke
- standards-required for completion of gsecondary education an
Specific aptitudes qualifications for different types of
~higher edycation,studies. , Thus, they could help relieve, at
least partially, the selective'role of secondary -schools and
also increase the chances of pupils who, for a v ty of .
reasons, did not perform well at school but have the interest
and potential %o pursue tertiary education. In practice,
entrance examinations do not seem to grant yery often ‘these

’ additional opportunities. They are mostly used ‘to assess past
L gnowl dge and cognitive achievement and thg; tend to reinforce
., \\\elecginn.on the basis of, the, same criteri

as school marks.
] ’ 4
. In-the majority of countries where entrancée examinations
- 8re currently used, they have become the subject of much contro-
. versy and.considerable‘crit;cisnt-*in Japan, where entrance .
examinations have for many years been the most crucial and contro- . _
.. Vversial aspect of#education, thdy have recently undergone con-
* siderable change; in Spain and ﬁortugal their .reorganisation is
being seriously envisageds in Greece the plan 1s to abolish-them .
b§ 1981. Some of the problems they give rise to are similar to
those pased by the use” of school Eg;ﬁs,'others are inherent in

-

- the use of - examinatiéhs for selec: purposes, that #s, of
awarding too much importance to t -results obtained on the )

* " basis of a single performance; still others are.more specifically

» .-, related to-the different’ways@n which these examinations are
R orgenised in each country(1¥, L. "
I A major source df-ébng in quitda number of countries,
5 ‘e.g. Finlad, Greece, Por ‘Japan, is the importance acquired .

X
by indiviqual tutori apg’g;.privgte 5chools exclusively devoted
to the preparation - coaching of studenhts for these exans.
There is-above all the major social bias introdyced by the fact
that these are fee Paying services or institutions, a bias which -
Ms further enhanced with the lengthening of the period®between
L completgon of secondary school stques and the time the examina-
‘ . tion is taken. Indeed, added to an’ increasé in the rgct, costs
‘ of attendance are the indirect costs resulting from ¥ prolonged.
non-active status (i.e. .income' foregone), _ .
T o . o,
- Family background tenls to play ‘an even greater role when
. campe§tion for entry is particularly stron It laﬁﬁily accounts
for the differences in attitudes orfstrate®es vis-A. s "high ~_
” risk" options afd also determines-the -extent to which candidates W
.. -who have been rejected once can or will persevere’ in seeking
‘entry inte the-institutions of their choice, : - 9

# The Greek repofﬂé(Z) identifies other undesirable effects
. Tesulting from ‘the proliferation of private cramming schools,
, i.e. the "frontistiria”, Quoting from.a special survey, it notes

.~

(15 More -dethils on the orgaﬁisatigg of these exams aré provided
.in the reports queted- in the AMnex at the end of this yeport,

(2) Politigﬁgs d'admission ‘dans l'enseignement post-secondaire -
. .OCDE, - a;%s 1978 (polycopié), e
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in the first place that in 1974, 84 per cent of those ‘enrolling
for the competitive entrance examinhation had attended omte of
these schools; this high participation rate also applicable for
more recent years, represents a’ significant financial burden for
many families and is viewed as adding considerably to the overall
social costs of education., .Secondly, candidates having attended
these schools had only a slightly higher success rate in the
competitive entrance examinations (44 per cent) than the minority
who did not enroll (38 per cent). Thirdly, evidence of .& -
widening gap in Eerfo ce in,the entrance examinations shows*
that these schools tend to favour the best pupils, (i.e. those
witk-higher secondary school marks) rather than increasing the
chances of the weaker ones. It is further claimed that the
presence of these schbols has contributed ta highlighting the
flaws of the public education system and undermining confidence
in the selection process. Refer to-recent reforms and the
Review, ’ , C
In Japan, cramming schools pdse very similar praqbplems;
but in this country 'the variety of issues raised in rel&tion to
the university entranse examinationg can only be understood with
refepénce=to the central role thesg examinations have in Japanese.
, sogfety. In the words~of an obserfver "there can be no other
igfustrialised country in the world where.the success in life of
an individual hinges so dram&tically on the results of such a
short performance"(1). Given the formidable tensions and
pressures surrounding the "examination hell", it is obvious that
the variety of social problems posed, not least those pertaining
to the secondary effects on the kower levels of education, are
felt with partigular acuteness. The fierce competition in Japan
is due not so much to a shortage in the overall capacity of the
higher education system, gt far more to its hierarchical nature
and the overriding dominance®of a few elite institutions. It is
very common that secondary school. leavers, unable to meet the
standards of the institution of their choice, make repeated
attempts to enter inh the following years. . The presence of these
"ronin® students who in 1976 represented ;24 per cent of the total
* number of applicants to universities and|Jjunior colleges(2)
obviously accentuates the competition, ‘afiding further tensions
to the admission process, - - i ‘
. L
S The observations made' in the Jap se report show how, 'in
e strong competitive situation, entrancefexaminations can have
- similar, oy everl more pronqunced, feedbalk effects on ‘secondary
schools than school marks. With reference’ to the scholastic
ability tests as a main, selection procedure, it is stated that:

"guestions'of a nature too advanced to be answered by
. those students who have done normal upper secondary

studies or odd questions deviating from the aim of the
_entrants? selection test have come to be set.

(1) u. Teichler, "nge‘Aspects of Higher Education in Japan® ,
in KBS Bulletin on Japanese Culture, June, July 1972, p. 9.

(2) %ee Ad?iszion to Higher Education in Japan - OECD, Paris 1977
mimeo).,
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In these circumstances, upper secondary school students.
have come to spend much more time and energy on prepara-
- tory study for university entrance examinations than on
ordinary study in upper secondary schools, and upper
secondary school education has come to adapt itself to
such study practices. Moreover, the number of students -
attending special private cramming schools preparing them
for -university entrance examinations is also growing(1).n

Afteér long debates and research work a new seélection
scheme befain to operate in Japan in 1979. So far the so-called
Joint Achievement Test is applied only in national and public
universities, thus excluding the private sector and all national
and public junior colleges. The main lifes of this test ,t8ken
in two stages has been gescribed as follows: ", '

» ;] * ‘

‘"The applicants foy national and public universities are
required to undergo a joint achievement test held ‘as the first .
stage examination around the end of December simul taneously
throughout the nation. This test, designed to assess the appli- -
cants! level of general and basiq scholastic attainments in their
upper secondary school period, is imposed in five subject areas -
the national language, social studies, mathematics, science.and
a foreign language - within the academic scope defined as com-
pulsory under the curriculum of upper secondary schools. The
test is based on the multiple choice method on mark-answer sheets
and answers are read by oztical mark-readers and processed by,

", computers. An estimated 400,000 will sit this test:

Applicants then undergo the second .stage examination,
held around early March, by each universitg applied for. This
test, designed to assess the applicants! a iligy‘and aptitude
for the chosen undergraduate course, :1s given in-such forms as
the written scholastic ability test, practical skill test,
interview and small thesis-type test. Since all national’
universities and modt public universities are expected to hold
this second stage examination on the same date, each applicant
will be able to take an examination in only the one national
*. or public university-he-prefers most, unlike in previous years.

Final judgement about whether each’applicant should.be
rated as Successful or not is rendered comprehensively by each
university after examining his results in the Joint achievement
test and the séparate second stage test as well as his credential
"and other relevant data, A The result of the joint achievement )
test is not therefore designed to function as a final factor for
-determining whether gny particulart applicant should be rated as
successfulor not, but is delivered to each university concerned
for use as one of the factors to be considered when coming to .

a decision on success or failure in the examination as a whole,

(1) Ibid. p. 13 and 14.
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. standardized ability or aptitude tests may be less marked.than *
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n addition, eveh under this new selection formula, each
university is allowed to keep 'the previous admi ssion~-on-
recommendation formula; that is the formula of admitting some

. applicants recommended by the principals of their upper secondary

schools based on their credentials, while exetpting them from °
the scholastic ability tesil1)." - o )
"" In relion to past matices, this scheme aims &t assigning
moge weight to performaince at the upper secondary level, and

above all tries ¥o prevent canidates from taking several entrance

A

T~ . Within the OECD area' i} is mainly in the United States
and in Japan that special standardized objective tests e been
.developed-for admission and selection among qualified school
‘leavers, Although in the United States school marks are con-
sidered to be the more valid criterion for ®ecruitment, the
-majority of colleges apd universities use them in combination
with the results of national standardized tests set up and
administered by a central non-governmental agency, such as the

Edudatipnal Testing Servicq (ETS) and the American College Test _#

(ACT). - The well-known SHT (Scholastic Aptitude Test), taken by
,school leavers seeking éntry into higher education, enables -
institutions to compare the performance of candidates coming
from a highly decentralised and diversified school network, In
addition, much of théir legitimacy is based on the fact that,
whén used togethet with school marks, tests have been shown to
improve the predictive validity of the selectilon process; and
at present they are often viewed as a safeguard against the
arbitrariness of the selection process, It should be stressed,
however, that in recent years, the uses of tests for admission
or assessment purposes-in higher education has been under strong
attack in the United States. s |

~ While in the United States, and &lso to some extent in
. Japan, tests have for a long time played a major role in - - .
education'as well as in other social sectors} in the majority of
European countries more confidence has been placed on essay-type
. emaminations morg closely linked to the teaching pyocess, In -
Europe, prevailing attitudes vis-3-vis objective aptitude tests,
in particular when used' for individual assessmeht and selectien
purposes, have in general renged from scepticism to outright
rejection. 'This marked contrast in attitudes camnqt bé explained
merely by technical or organisational factors-and no doubt has
%0 be seen in sonnection with the different psychological and-
learning theories which have prevailed-i{n the two continents.

In practice, the differences between examinations_and -
is sometimes assumed and there are some signs of a narrowing of
the traditional gap in the approach to assessment. In the
United States, in view of the present concern over standards of
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» particularly in the field of written and
, there is grow interest in assignments
tools - whethor they are called tests or examinations - which
include written essays, analysis of texts or other assessments
typically dorresponding to tge more "discursive® or "holistic" -
approach of traditional examinations. On the other hand,
European countries which are beginning to face problem# of )
selection among a considerably enlarged pool of qualified can-
didates and are developing centralised admission.systems, also

' begin to share with the United States the need for easily

administered ndtional norm-referenced assessment proeedures;

this is all the more so in cages where secondary school-final
examinations have cepsed to gu rantee access or have ceased to
exist altogether., Ub till now efforts have been mainly focussed -

-on achieving maximum comparability between school marks, whether

these are based on final examinations or cumylative evaluation.
Sometimes this may imply introducing assessment techniques
typically associated with standardized tests, e.g. multiple
choice, closed questions, etc., which enable better control of
regional, schools and individual teacher variaftions in assess-
ment. More often, perhaps, the policy has been to devise sys-
tems whereby the secondary school marks can be adjusted to
national norms, - ) .

Growing awareness of the advamtages of using complémentary
or, in the long run, alternative selection rocedures, rather
than endlessly '‘refining and adjusting scboog marks to higher
education requirements, has induced some of the OECD countries,

* e.g. Australia, Sweden and Germany, to assign considerable

resources to the development of tesdts specifically designed for
admission purposes, .

: - In Australia developmen#al work started in 1968, financed
by the Commonwealth Government. The programme, initially
designated the Tertiary Entrance Examig%gion"Prngct (TEEP),

was aimed "at determining whether such™Eests could improve
tertiar¥ entrance selection and reduce wastage in tertiary —
institutions when used in conjunction with matriculation

examination results®. In 1970 the Australian Scholastic

-Aptitude Test (ASAT) was developed from the TEEP tests and "was

designed to measure general verbal, numerical and related skills
and'to be independent of knowledge gained by studying specific
subjects, Studies hgve shown that test results were considerably
less successful th ditional public examinations in predicting
tertiary performarice, though for certain academic courses it
proved podsible to achieve superior prediction using a
combinatlion of TEEP or ASAT results- and public examination
subjects(1). The test ASAT is now being used in the Australian
Capital Territory, with student scores being used to scale
teacher assessed scores to produce the tertiary entrance score.

——
(1) Access to Post Secondarg Education in Australia, OECD,
. Paris 1978 (mimeo) p. 36.

’




_: school marks, since,the intention is preci

- 142 =

-~ ~.

~In the other two countries, it is claimed thgt develop~-.
mental vork in this area has been slgy and the resul®s not
alwa{s satisfactory. In Sweden, the original idea was to
develop an aptitude test as a means of selection among all
apglicants, even if taken only on a voluntary basis. However,
&fter heated public debates, the Parliamentary decisio 1979
stated that the aptitude -tests would not be applied to ua%;fied
school leavers and be taken only by candidates without the?- .
traditional qualifications and remain volunt . It is likely‘“\‘
that a substantial proportion of those who apply on-the basis
of work experience (25/4 schemes) will take this test since it
grants the opportunity of gaining additional credits. . e

In Germany, the Federal Government University Enabling
Act of 1976 makes provision in the case of specdal- selection
"for an assessment procedure designed to give didates an,
opportunity of showing abilitied and .knowledge likely to be 'of

- importance to success in the course but not revealed by previous

school leaving examinations®(7).

0f special interest is the aim formulated in Germany to
develop tests which improve the'predictive Validity of the
scheme but which do not necessarily sibw aChigh correlation with
: ' g%ply to measure apti-
tudes and abilities relevant to future studiés 'but not reVealed
by the Abitur results. . \

. 'Since 1975, .the Federal Government and L¥nder authorities
have' been sponsoring “the deve;ogment‘of models of university
entrance tests'for a number of fields, e.g. medicine, dentistry,
‘sciences, psychologyAtechnology, law, economics. Of great
significance in accelétating work in this area was the fgct that
public opInion polls and surveys gmong students and teachers
revealed that .The use 0 ests in combination markKs was
regarded as one ol the Yelrest solutions To The problem oi
selection(2). More recently, the enthuslasm seems to have ’
declined, partly because. of the prevailing scepticism vis-a-vis
some of the tests which were developed.® The latest decision has
been to start introducing tests in 1980/81 for a 3-year trial
period and only in the fieXds.of Medicine, Veterinmary Studies
and Dentistry, Furthermore, only a .sample of candidates will be

" expected to take them. .

It is clear that.far more time ‘and experimentation will
be needed before the future of university entrance-‘tests in
Germany will be more permanently settled.—Sone grogpskige likely
to subscribe to the opinion of°gj well-inform erman expert who

(1) Admission to Higher Education in Germany op. bit., p. 37.
. ;

(2) Fifty six per cent of the public favoured this scheme while
80 per cent rejected a ottery system. In 1375, 44 per cent
of teachers and 46 per cent of students opted for tests and -
Abitur marks while 5 per cent favoured the lottery.

.
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states thatein the long term "égen if the current bulk of
candidates -nd longer has to be ccommodated, it will be thought
expedient to govern admission' to a given course by a special ;
procedure for diagngging aptitude®; it adds: *"it remains likely =~
that in the longer term, requirements which are, important for
aceflemic studies and future careersg vwill not be ‘revealed ‘in
Abitur or degree marks, and that tests specially tailored to

he needs of university d€partments will be set for university
entrance"(1), . ‘ f
( Other groups, less convinced of the merits of testing or
‘more conscious of the risk thatischools may lose their traditional
academic orientation, will most ikely continue to exert.pressure
for secondary school curricula and examinations to be better
adapted for university admission purposes,. There 'are, indeed,
proposals to.introduce national achievwgment tests at different
stages in the Gymnasium, It should be underlined, -however, that
the main reason for developing tests in Germany was not to i
replace marks but to complement them so as to give added legiti- ..
macy to the selection process, A crucial consideration in this
context was the decision of the Federal Court that whenever
selection among academic gecondary school leavers (Abiturienten)
was necessary, the procedures used had to measure other criteria
than those taken into account by the Abitur examination,

'

o

od 0L * . . 3. . o -
Af present, the key question is not necessarily one of"
'school marks versus tests, but rather the extent to which com-
plementary procedures ¥euld take additional account of academic
talent or ability, or whether nmore importance should be assigned
to non-cognitive criteria as a wavy of decreasing bias resulting
from an exclusively meritocratic based scheme, Thus, in many
OECD'cougtries various other methods are being proposed as means
of mitigating the problems posed by -too narrowly based selection
sChemes, 7 -

In discussing these alternative methods, it is perhaps

+ important to distinguish between selection procedures which can

be roughly characterised as having a positive orientation and

those which imply a more "resigned" or negative approach. 1In

the case of the former there is an attempt to introduce, identify

or assess other criteria considered to be relevant to the

objectives pursued, e.z. motivation, personal tharacteristics

of candidates, social background, etc,; interviews, measures of .

pesitive discrimination, recognitioh of work experience are )

examples of this type of positive oriented or affirmative action
- schemes, The second category, although often pursuing similar
objectives, focuses exclusively or primarily on decreasing the
weight of the traditional indicators of merit or talent but
without otherwise attempting to puirsue these objectives in a
more explicit way. Lottery systems, waiting periods are more
closely associated with this type of approach,

(1) Admission to Higher Education in Germany, ogf'cit., p. 46,
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Althoush the adoption of non-cognitive criteria is most
commonly associated with egalitarian objectives, a number of
other arguments, often based on efficiency considerations, are
also being advanced in support of more diverse entry or °
selection criteria, such as how to better identify motivation
or vbcation for specific studies; enrich the educational ex-
perience through greater diversity of the student body; assign
greater value to personal characteristics relevant to the
exercise of certain professions; contribute to & more varied
membership within professions known.to have specialisations ,
requiring different profiles and types of competencies. .

A special survey undertaken by the OECD oft new trends in
the selection for entry into the teaching profession(1) provides
useful Anformation for a number of Member countrtes.on the
attempts to adapt selection procedures to the changing roles and
tasks of this profession and-analyses in more detail the problems -
encountered., Special reference is made to the results of this
sgrvey 23 a means of illustrating some of the issues being
discussed. . . ' ' .

.(c) Interviews
W

) In quite a number of OECD countries, especially in those
with an Anglo-Saxon tradition and a lengthy experience with _
seleotive entry, many institutions. have used for a long time
interviews (often combined with letters of reference and school
reports) for admission purposes. As mentioned in a previous y
OECD report(2): : N .

"The practice by top-ranking institutions of investing
time and resources in these procedures indicates the importance
they attach to certain individual characteristics not necessarily
related ‘to school marks, In fact, many of these institutions
have a long tradition of identifying different forms of talent .
and special personality traits, such as students who excel in
sports, arts and other extra-curricula activities,. or who are
involved in certain types of work or life experiences consicered
to be pertinent to their future studies and to the life of.the
college. The use 6f a variety of not always clearly defined
criteria has also facilitated certain discriminatory practices,
e.g. favouring the entry of sons‘of alumni and other candidates
considered to be an asset to the institutions for éeconomic or .
social reasons'hathgrhthan for their specific talents and
abilities.» ™ L

The main problem posed by the generalised use of inter-
views to determine entry - and certainly not at all a negligible
one in mass higher education systems - is that of the time and
resources which this type of assessmént procedure requires. A

(1) Selection for entry into the teaching profession, OECD,
Paris 1979 (mimeo). . :

(2) Selection and Certification in Education and Employment,’
D, Paris . .

1:: . —
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' second type of major obstacle relates to their informal and

subjective nature, and on difficulties of comparing candidates,
of accounting for decisions taken, dangers that result be more.
linked to the personality and experience of the inberviewer than
that of the candidates., However, even in countries where there
is no established tradition of informal selection techniques
there is & growing interest in interviews, often seen as a more
gcceptable solution than the use of objective testg.

E

Proposals for using interviews on a wider basis are more
frequent in fields of study where motivational aspects and cer-
tain personal characteristics of students are considered to be
highly relevant for training andggubsequent practice of the
profession, This is especidlly tNe case with certain servicQ'
professions, e.,g. health professions, teachers, sqQcial assistants,
etc. Results of the OECD survey on the teaching profession sHow
that where personal characteristics and aptitude for teaching are
taken into account, there is a marked preference for interviews
over’ testing., “Special aptitude tests have been tried but are
now skldom used and in some countries (e.,g., Sweden) they have
been recently abandoned. However, the conclusions also point
out that given the difficulties of specifying and identifying
the relevant personal characteristics, "interviews tend to have
a negative screening role rather than a positive one, that is,*
theg lead primarily to the elimination of candidates considered
to be clearly ill-suited for teachin®, This example may be indica
tive. of a more general -trendy namely that 2lthough interviewing
techniques have little chance of being developed on a mass scale,
they aref#1iRely to gain in importance as & supplementary criteria

in thé"Case of borderline candidates or‘where school marks or
other indicators have failed to provide a clear assessment.

& .
The future of interviews is al$d linked,to the progress

. made in developing special aptitude tests which would enable

distrimination gmong a pool of applicants with Vvery similar
formal qualifiéitions as well as to polictes concerning the
type of information schools are to provide to higher education
institutions,  Where letters.of recommendation and/or dé€tailed
school records exist, appraisal of dossiers may-be considered
as Providing sufficient evidence. However, in countries where
serious consideration is being given to the protection of
individuals!' filés, or where there is 'an explicit policy not to
transmit subjective information with regard to behaviour, atti-

‘tudes and -motivation, espetially if these are likely to handicap

pupils in the competition for entry, a stronger urgency for
developing interviewing techniques suited to the purposes of
different institutions and programmes is likely to arise.
Whether interviews will fulfil these requirements and gain

. legitimacy as a selection instrument will of course largely

depend on the knowledge and acceptance of the terms of reference.
which they use and, perhaps even more than with other procedures,
on the professional quality of those responsible for the
assessment., . ' ' - N -

N
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4! (d) Measures of preféreéntial trea&ﬁent

<

. At ledst for analytical purposes it is important to .
distinguish between special schemes designed, to facilitate the
eccess of groups which do not meet thé formal entry requirements.
(see Chapter v§ and the use of preferential treatment measures
for selection among the pool of qualified applicants. It-is the
latter type of measure, discussed in the present section, which
is now posing very sensitive social and legal issues.

In the first place, discrimination on the basis of socio-
demographic characteristics tends to be more visible and diffi-
cult to accept when applied to a group of candidates who meet
the minimum requirements and are expected to compete primarily
on -the basis of merit, Secondly, while special schemes for non-
aualified candidates ‘are more commonly found in relatively free
access institutions or programmes, preferential treatment
measures among qualified applicants are mainly used as selection
tools, often in highly competitive institutions. They are there-
fore far more carefully scruitinised, more vulnerable-to criti-
c.sms and to legal-action on the part of those who may consider
treaselves as having been unfairly rejected. ‘

] Evén-if one of thé’major underlying objectives pursued
through measures of preferential treatment is that of increasing
the participation of qualified candidates from -disadvantaged
groups, indicators of socio-econcmic status are vefy .seldom con-
sidered as relevant criferia for selectioen purposes¥1). Some
countries or institutions have small quotas or specific regula-
tions in favour of special hardship cases, but unlike some of’
the Eastern European countries no global policies exist to. take
explicitly into account the social origin of candidates, It is
mainly through student-aid schemes that family background and
income are taken into consideration, the purpose being to dis-
sociate these variables from the actual decisions concerning .
access or selection; and_at the same fime provide .incentives for
demand and ensure that oncw. candidates have been granted ad-
mission they are not prevented from enrolling or pursuing their
studies because of financial constraints(2). ,

A number of OECD countries attempt-ta tobpe with the prob-
lem of the socially disadvantaged at the level of access.in an
indirect way, for example, through preferential %reatmerit
measures for specific minority groups and more recently for .
immigrants., With rising overall levels of educational attain-
ment, problems related to these group® which were mostly restrictec
to the lower levels of education have become a topic of growing
concern at the post-secondary level. Australia, Germany and
Sweden are &@mong the countries which explicitly mention the

(1) In some universities such as Cosenza'in Italy, Paris X,
Dauphine in France, income or SES is being taken.épto
consideration. .

(2) Por a more detailed discussion on the relationship between
the extent of selectivity in edmissions and the degree of.
selectivity in student ald schemes see Chapter VI,
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s .
rising political commitment to cater for the specific needg of
these groups; but no doubt it 1s in the United States where this
problem has in recent years become a major social and educational
issue debated not only within academic and educational policy
circles but a¥so -within the society as a whole. The proceedings
and final decigion of the Supreme Court of the United States on
the Bakke versus University of California case revealed a wide
range of sensitive issues posed by the implementation of "affir-
mative action®™ schemes’ and the lack of consensus in regpegt both
to the objectives pursued and to the means through whichr'these
can’ be attained. Indeed, many of the groups which agreed with
the ‘University!s decision of admitting black students with lower .
ent scores than white candidates who had been rejected, were
highly critical of tHe method which was applied, namely the
setting of a predetermined strict numerical quota for black
applicants, The trend in the United States seems now-to be in
favour of less formalised measures applied. on an individual
rather than on a group basis but the debate on this issue is‘Qar
from being closed. The rather inconclusive decision by the
Supreme ‘Court has given rise_to a variety of interpretations -as
to the actual legal boundarieg within which institutions can
meneouvre; and in view of the lexity of the legal and social
problems involved, #ffirmative action measures have been going
through a critical period. However, it is still too early to
“ Khiow whether, as many @bservers in the United States fear, uni-
versitlies and in particular the highly competitive professional
., sthools, e.,g. medicine ‘and law, will back away from their commit-
- ment to minority groups, Although the meritocratic/equity
dilemma is central- to all debates on preferential treatment
measures, the Bakke case has brought to the fore the key question
of to what extent policies designed to favour certain target
groups can result in greater social injustice vis-3A-vis other
equally less privilege sectors of the population, The claim in
the United States is that the concern for black students has led
to other minority groups, e.g. Spanish speaking groups, being
ignored as well as various categories within the ‘majority popula-
tion, in parficular white people from lower socio-economic back-
grounds and women., . '

.

‘As mentioned in the previous chapter, another indirect
way in which countries have been trying to cope with the problen
of achieving a more balanced social mix of the student body has
“'been through a broader definition of the formal qualifications
required for entry, A relatively recent trénd re evant to this

Beussion is the policy of setting goals or quotas for leavers
of upper secondary streams who in the past wére scarcely, if-at
all, represented in the more prestigious and selective higher
education institutions. Positive discrimination in favour of
candidates from technical and vocational oriented streams, often
accompanied by special training schemes adapted to these groups,
have been introduced or are planned in a number of highly selec-
tive institutions, e.g. in France .(Grandes Ecoles), Sweden,

Finland, Denmark, etc.(1).

(1) For more details see Chapter V.

<
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Whereas practically all Member countries attempt to cope
with the social equity issue through indirect measures - that
iy focussing on changes in supply (e.g. creation of new pro-
grjammes,. geographical dispersion or influencing demard at the
s¢condary level or through student aid schemes) affirmative
a¢tion measures at the level of access which take diree® account
f the sex and age of candidates are somewhat more frequent and
better accepted. .

» Even if the general and quasi universal increase in the .
articipation of women in terti education responds primarily
o global educational and social trends, in quite a number of
lember ¢ountries explicit measures are being taken so as to
edress the balance in certain programmes with either a pre-
fominantly female or male population. Responses to the OECD
survey on Admission Policies in Teacher Training Institutions
show, for example, that Finland, New Zealand and Sweden have’
quotas or less formal ptrocedures as means of increasing the
proportion of male students. Similarly, it is claimed that
highly selective or prestigious institutions, in particular
those training for the medical, engineering and management pro-
|, fessions with a dominant male recruitment, have over the past
years been favouring more or less overtly and with different
degrees of commitment applications from women candidates. The
» success of these, measures is difficult to assess; at least up
to quite. recently it could only be marginal since the bilas in
thé sex distribution of applicants is to a large extent =«
although by no means totally - out of the control of higher
education institutions. PFurthermore, where positive discrimina-
tion is applied to qualified school leavers - whether in favour
of minority groups, men or women ah essential céndition in
practfCally all cases is that applicants meet the minimum
requirements set by selective institutions.
I
. - ‘ ‘ A, \
Agg has always been a key criterion in determining access
.to posf{-secondary education. The strong bias in recruitment,’
typically in favour of young school leavers, is the result of
the traditional "front end" or sequential pattern 9f education
as well as of the established practice of student-aid schemes
and of many institutions - in particular tHe highly selective
ones or those traihing for the professions - to set eligibility
criteria designed to exclude candidates above a certain age
llmito - ) _\ '\
Although age restrictions of this type continue to be

. very frequent, data onm the age ®omposition of new entrants -
(table 137(1) show that f£ér some countries the 1970s witnessed a
significant change, a change favoured by recent policies ranging
from a more favourable response to demands of mature candidates
to explicit positive discrimihation and outreach activities in
favour of different groups 6f adults (see Chapter V).

(1) See Annex to Chapter.I.

g |
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. Of special. interest in the context of this discussion
" are the admissionigelection measures aimed at encouraging, or
at accepting far more than in the past, qualified school .
leavers who take take time off between completian of secondary
8¢hool and entry into higher education. Of course, deferred
entry has become a more estrhlished pattern in countries where
either natiomsl policies have favoured such practice (e.g®some °
- of the Scandinavian countries) or where universities or selec~
tive institutions enjoying a certain degree of autonomy end
» having more flexible selection procedures have taken a positive
. stance, e.g. Australia, the United Kingdom, Cdnada, the United
' States. Selectiqn procedures in favour of older qualified can-~
Ya didates range from greater responsiveness to their demands to
more explicit affirmative action, e.g. the practice of ensuring
a place to school leavers who apply one or two years before they
actuallﬁ enter the institution; the award of additienal credits -

fgr work or learning experience gained outside formal education,.
etc. : :

. Among the Member countries with decentralised systems,

the United States is the one to have moved furthest in this N
direttion and which has no doubt the largest variety of schemes.
The practice in this country of assessing relevant competencies
and skills acquired outside formal education and also of recog-
nising them as part of the first degree programme has also been -
an incentive towards postponing entry. ~

Among the countries where admission and selection pro-
cedures are set at thé central level, Sweden has been the first
to introduce a special quota for qualified leavers with work

- experience. Older candidates have indeed benefited from this
- SCheme during the first years of implementation.

Howeveﬁ? as shown in the first evaluations of this
scheme(1) one of the problems which has come up is the fact _
> that a substantial proportion of those admitted on the basis-
of educationdl qualifications plus work experience came from
relatively privileged groups; many had pursued other post
secondary studies and some had already earned other academic

~Qualifications.

It is difficult to antfnipate at this stage to.what
extent current and foreseen problems of youth unemployment will
-affect both demand patterns and institutional practices. The
Swedish experiefice has already ealed some of the unforeseen
consequences of favouring older qualified candidates, giving
“rise to a situation which is likely to give rise to serious .
tensions if Sgég/a/polic? leads to the rejection of a substantial

number of yo school leavers, often from less rivileged groups;’
who may find it increasingly difficult to gain the work experience
required by selective institutions. R

(1) K. Abrahamsson, L. Kim and K. Rubenson: The Value or Wor

Experience in Higher Fducation, Instituté of Educatich,
- OLOoC 10 m, I - P \
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As discussed in -greafer detail in the following two

ters, the extént to which a regurrent pattern of attengpncé
wild become a more established practice will also be heavily
dependent on policies vis-&-vis the financial support of oldér
students. Special‘ingenuiiy and foresight-will be needed in
order to avoid the risk that the more privileged -catefories of
adults, both in terms of level of elucational attainment and
social status, become the only or primary heneficiaries of
preferential %reatment measures, thus resulting in a more

»

socially biased recruitment than in the.past.
(e) Waiting Periods S S T

In the OECD area it is mainly in Germany where waiting
time has been systematically used in recent years as a main -
criterion for selectidn into higher education. In the .early
1970s,- 30 to 4O per cent of the places made available/ in sybjects
with numerus clausus have been allocated on the basis of this
seniorify principle(1). One of the main reasons for setting up
this type of scheme has been that the courts ruled as unconsti-
tutional a situation in which secondary school leavers completing
the Abitur with low marks had no chance of entering restricted

v

branchES'of study. . . -

. The extraordinary growth in demand for some of these
closed. programmes led to such long waiting lists that waiting
periods extended easily up to five or six yearg. Under these
circumstances the current practice among these:!candidates has
been to register in other open access courses without any inten-

- tion of completing their second choice studies. Accordirg to

estimates for the winter semester of 1975/76 there were 50,000
"parked" students enrolled just to mark time. The educational,
social and economic consequences of this distortion in demand
led the German authdrities tq modify the selection rules. - The
Federal Frame Law of Higher Education (1976) retained the prin-
ciple of waifing time for selection purposes but to be applied
in a far more limited number of cases, a condition made easier
by the radical change of policy in 1977 which led to a strong
reduction in thé number of subjects with numerus clausus. One
major modification has been introduced, namely that time spent
by students in other tertiary:courses is no longer considered as
par*t of the waiting period. The-proposal of taking into accgunt
only waiting time spent at work was debated but this principle
was pot retained. . : ,

I if) Drawing Lots .

Although lottery, as a selection procedure in higher
education mace ‘the headlines in the international field some (
ye ago, its use by individual institutions, in particular as

a fiNfal screening device among\ tied candidates, is/jot S0 recent .

in Germany, op. cit.

. ?
(1) Aaissi oo Iigher Educatio
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“er infrequent, . In Denmark and Norway the claim is that
is used less frequently than 'in the past; in other -coun
continues to be used sporddically by individual un S
departments, tiM in others, where concern for sd

! more recent date, the debate is only now beginning ¥4 %
Only in the Netherlands and. in Germany has a more generalised
use of lottery been considered at the.highest-politigal level.

In the Netherlangds, the Parliament approved in 1974 the
introduction on-a temporary basis of a lottery system to be '
uged in combination with school leaving grades gs means of-
selecting candidates for entry into restricted faculties, Thi%
type of .weighted 1 ttery, which is currently still in opeération
in a small number gf\pro rammes, is organised in such a way

who had an average grdde of 8.5-oy above (out of a total maximum

<::;/that, for example, in 1976-77 applicants to medical faculties

.

\\.._/’
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of 10) were granted automatic entry, whereas among all others
who took part in the lottery those with an average grade between

*8,0 and 8,5 were given-three times mor;>§hances of being selected,,

th?p those with a 6.5 average grade, m its inception the

weighted lottery in Holland has been the target of strong criti-

ecawse it represented a compromise solution which
d .those advocating a uniform lottery for all

* 8 wosition adopted by the Ministry of Education in

1975 - and those™in favour of a more meritocratic selection

* The idea of using a veighted lottery system on a more

-glausus .courses., The Framework Act for Higher Education of 1976
made provision for its use not only in deciding between, appli- -
cants of equal. qualifications according to the "General Seidction

) Procedure" but also as an active element in the new "Sp '

" Selection Procedure" envisaged for admission.into courses in
which demand most markedly outweighs supply. . °

' It should ba noted that i is mainly in countries:Which
stress -the objective and formal methods wf assessment. where a
lottery system seems to hawe greater chances of being adopted,

3
14

. Whgn confidence in “the validity of schoel marks or tests decreases’

and other informal.methods such zs interviews or prefereni®al

idea of having-a formal and explicit screen®ng technique such as

the lottery gains ground; all the more so when' it can be defended -

on equity grounds apd as means of stopping the escalation in the
entry qualifications of highly selective institutions, However,
it is quite obvious that proposals which imply the explicit use
of luck ag a criterion Yor determining entry into a setting which

g ‘ & -
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hasvalways. placed the highest value on %alent and ability are
considered by a large majority of people ag unacceptable; if
not as ‘an outright sacrilege. ELven among those who openly
recogn the arbitrariness and the interference of luck in
most selection procedures, there are many who reject the idea
4 of a.lottery, considering it to.be a measure of despair or
proof of failure and consequently detrimental to the internal
ethos‘fnd external image of higher education institutions,

-
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I. INTRODUCTION
4

L 4

In the last decade, there has been a considerable growth

of interest in OECD Member countries in what have been degcribed-.

. variously as "new groups", "non-traditional students" or ‘a "new
clientele" in higher education. The purpose of this chapter

ds to review such developments, drawing where possible and appro-
priate on examples from Member countries, and to -discuss both

the short-term prqblems and longer=-term issues which arise from .
them, 1In so doing, the chapter addresses four main questions,

which dictate the four main sections of the paper: :

- who apé the new groups? \

< where are they studying? il
" "= what special admissions policles are involved?
- what long-term issues do the new gfoups ralse?

It will not be possible to answer-these'huestions without
some reference to traditional grqups of students, "New"-:and .«
"non-traditional” are relative terms: relative to the traditional
. intake of students. Vhat is traditional varies from country to -
counntry, and reflects among other théngs the overall size o that
country's higher education system, as measured by the percentage
. of the relevant age group admitted to higher education, percentage
which varied in 1975/6 from under X5 per cent to over lo per
- cent(1). Thus women mi ghbe considered a new.group in some .

countries, aﬁgéll-estab ished though minority group in many other
ang Seem on the verge of becoming a traditiondal group in a few
others,

There is another aspect to the relationships between new
and traditional students, which is that in some countries the
increased interest in new groups reflects a géclining intake of
traditional students, a decline dpe to.combinations of demography

,and demand., In such cases, new groups migi*t\be more accurately
described as.alternative groups. - o ’

Before embarking on the analysis of new groups, a note of
statistical caution should be entered, for two reasons, First, . _
the figures on new groups often do not go back yery far, reflectin
the recent growth of interest in these categoriet, hence it can
be:difficult to obtain an adequate time.series, emd therefore to
establish trends. Secondly, the statistics on certain types of
new groups, notably part-timers, are npt always reliable, since
such students sometimes live, perhaps deliverately, on the margins
of the system, -maintaining a shadowy existence both in educational
end employment terms.,

" (1) Development of Post-Secondar Education in OFCD Countr: es
since 1gb§,oUECﬁ,‘Paris, 1§7¥ {mimeo), Table T.9.
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*  II,  ¥HO ARE THE MEW GROUPS? . -
—- i

As noted in one of the Conferénce discussio

. terms tadults’, 'new groups! or 'non-traditional students! encon-

* pass a large vague and diverse universe; a more precise cate- ‘
gorishtion is needed to facilitate policy discuséion®*(1). The,
document goes on to identify four groups: _ . ¢

- young entrants from upper secondary vocational. streams

. . mainly in European countries;

- unqualified mature entrants;

‘E\young qQualified entrants, who negvertheless choose
: to combine work anpd study in various ways 1i.e.
alternating work and study, combining the two, or
postponing entry until after a period of employment; =

- qualified or partly qualified adults who wish to pursue
" post-secondary education a few, or many years after
. " completing their secondary education.
In adgition to these four groups, the literature on new,
groups (as they shall henceforth be called).frequentlg refers
to other categories of students: women; students of low socio=-
economic status; ethnic minority students; students who are
updating professional knowledge and skills; ~“students studying
at a distance. The difficulties of armiving at a more precise
» categorisation are evident and reflect, as noted already, the
relativity of the term and its variability frem country to coun®ry
In these circumstances, it may be helpful to classify new groups
of students in terms of a typology of age and qualificationms,
as follows: .

L
~ : ~ *  QUALIFICATIONS
QUALIFIED UNQUALIFIED
‘ YOUNG A B
LGE ' — . .
. , OLDER C ‘ D
I 4

. 7

(1) "Overvf‘i of issues and notes for discussion" .Theme 1:
Access to Higher Education, OECD, Paris, 1981.

‘. 4
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. Thé traditional intake of higker education = the young
qualified school-leavers.- is represented by catego ().
However, some new groups also come under category (A) since
while women, students of low SES, ethnic and regional minorities
may all be young end qualified, they do not belong to the tradi-
tional intake of male, white, middle-class students, Category (B)
represents students who though young are not qualified in the :
usual way, i.,e., do not come from the academic streams of upper-
secondary schools; hence category (B) covers students who enter
higher education from grocational and technical streams in secon-
dary education; somigjies called "second route" students., This
category applies ma to European countries with streamed
secondary systems, Category (Cg covers students who, though
qualified, either spin out their attendance over a longer period
than normal, through altgrnating or combining work and study, or
postpone it until adult life, for reasons of employment or family,
Category (D) represents adult students who are not qualified in
the normal way, and thus enter under special admissions policies.
The minimum age for such policies is usually three years "clear®
of secondary education, but it may be more. This four-part cate-
gorisation 1s not wholly satisfactory, but it is hoped that the
analysis in the next section of the paper will complement it,
giving an overall set of categories which is clear enough to be
useful, and yet accurately reflects the complexities-of the
situation across a wider range of countries.. EacB of the above
categories will be analysed drawing on data and exXamples from a
number of countries, - i :

It was noted that category (A) represents the traditional
intake of higher education -~ the¢ young, qualified student -~ but
also includes groups which have traditionally been under-
represented within this intake, One of the most obvious of such
groups is women. Table 1 gives the percentages of female enrol-
ments in higher{education for both university and non-uhiversity
sectors between 1965 and 1975, With the exception of Finland
where females already account for over half the total enrolments,
the percentage_of women enrolling in higher ‘education increased
in every country for which figures are available., In 1975, the
proportion of womem*was higher in the non-university sector than
the university sector in all but three countries: Germany
Ireland, and Portugal. Where more recent figures are avaiiable,
they  tend to confirm the rising trend in female enrolments. In
Cangga women accounted for 48,3 .per cent of all full-time and
part-time university olhents in 1978/9, and, 1nterestingly,
34.4 per cent of pod¥-graduate students, as against only 18 per
cent in 1965/6(1)., In the United States, the female percentage
for yhe whole of higher education had risen to 49.8fper cent in
1978 9(2;. In France, female enrolments in universittes (includ-
ing IUTs) had reached 48gper cent in 1977/78(3). 1In Sweden, the

(1) Stats, Canada, Universities: Enrclments and Pegrees, 1978,
Cat.81=204, .
Digest of Educational Statistics, 1979, (Provisional figure:)
Efﬁae TD

s e ocuments, LYknselgnement supérieur en France,
Etude statisfique et Evolutlon de 59758-77778.
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TABLE 1 -
Percentage of Female Enrolments in Higher Education
University Non~university Total
. 1
1965 1970 1975 1965 1970 1975 1965 1970 1975
Austral’ia cee cFel YY) cee . b4,U 24.,U see 9.0 44,0
' Austria ‘2309 25.0 32.1* 3303 5701 6000* 2“’.2 28.9 3506
Belgium 2400 2806 33.3 Mog 4905 » 5005 3207 38.2 41.5
Canada 31.5 35.9 38.4%%159,5 49,9 49,9%% |38.4 39,2 41, 3%x
) Denmark 30,2 31.7 28,5%# 41,0 49,6. 65.,0%* 34,3 37,8 41,1%*
Finland 49,3 47.6 48,8 |55.3 51.7 55.7 50.9 48,5 50,3
F‘rance : * 41.4 [ N ) ® o 00 35.1 LN ) 42.4-::. 1‘003 o 00 [ 2N N ]
Gertany 22,5 30,6 35,8 6.5 12,8 24,7 18.8 26.1 33,7
Greece 30.4 31.0 34,9%%1 28,7 33,1 35,6, 30,2 31.3 35,0%#
Iceland L N N ) ) ’.. o0 0 o0 0 [ N ] oo @ [ N ) * 00 ...‘
Ireland 28,1 33,5 41,8 34,0 85,6 32,8 29.5 34,0 38,6
Italy 32.5 ' 37,0 38, 4% 46,0 L6,0 L47,7%% |32,9 37:2 38,5%*
Japan 16,1 7.9 10,7+ 72,6 78,5 80,0%% |24,2 28,0 30,1%*
Luxembourg [ N ] o 00 o 00 L N ] o0 0 L N ] o 00 L N ) o 00
Netherlands 1820 19.6 23.1 }33.5 35.5 39,2 25,2 26,3 30.5
New Zealand 27,4 31,1 |... 75.9 744 .e. 38,8 39,87
Norway 24,1 26.8 32.8% 1 54,9 50,6 50,0* '}138,7 37,7 40.9%
. Portugal ‘ 40,2 46,6 .0 ]29.5° 33.6 L4LO.4 37.5 43,8 42,6
171 Spain 21.1 26,2 33,1 134,17 31,4 44 1 28,1 28.3 36.4
{ N ' S“leden 36.1*** 38.1 37.6** o0 0 7207 82.5* XX L"A06 #503**
swj-tzerland [ N J .._0 .... o0 0 ..'O. [ N ] o 00 o 00 [N N ]
Turkey 2’*.7 o 00 o 00 15.1 o0 0 [ N ) 21!0 ® 00 aee
United Kingdom coo 28,3 32,9 |oee 58,2 58,9% ... 40,0 41,7%
United States 39,1 41,5 44,1 138.0 81,5 47,3 38,9 41,5 44,8
Yugoslavia 32,6 38,4 4oJ1* 135,17 41,7 L42.8% |33,5 39,4 4LDO,9%

Source: Educational Statistics in OECD Countries;, OECD, Paris, 1977 (mimeo),
(%) 1974 " (**) 1973  (***) 1966
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figure for versity type enrolments had risen from 41,2 per

cent in 1976/77(1). The historical under-representation of women -

in higher education thus seems to be being = eadily corrected in
most coumtries, within several cases the figures approaching
their proportion in the population at large.

Another historically under-represented group has beet
students of low socio-economic status, Indeed one of the driving
forces or legitimating arguments, ‘behind the massive expansion of
higher education in the period Between 1960 and 1975 wes the idea
that expansion would lead %6 more balanced participation by all
soclal classes? an egalitarian rationale, Low working-class
achievement rates in compulsory educgtion translate into low par-
ticipation rates in post-compulsory education. The whole issue
of social class and educational achievement a major and gom-
plex one, on which there is a massive literatflre, and cotments
here .can only be marginal, ) »

: First, it is not possible to generalise about students of
low SES status in higher education in the way that one can about
women, This is‘partly because the category is itself less well-
defined; partly because the available figures are patchy; and
partly because such evidence as there is, is ambiguous, In °
addition, the variables of type of institution and mode o
attendance become important. Farrant(2) analysing tmends”in the
United Kingdom notes that the social composition of university
intake has hardly changed in twehty-five years, and that recent
figures suggest increased proportions from the professional )
slasses, Other figures on the social origins of university stu-
dents also show no marked changes in distributien between the
mid-1960s and mid-19708(3), However, there is evidence in some
countries of increased working-class participationn the "less
noble® institutions or faculties in higher education, (non-
university institutions, community colleges, colleges of advanced
education, open faculties, etc.) and eSpeciai%¥ among part=time
students(&). It may be that working-class partieipation in -
higher education as a whole is increasing, but in the mass, not
elite, sectors and institutions, These are, however, the parts
of the system with typically the highest falluré and drop-out
rates, so the notion of "participation" needs to be qualified by
reference to "completion", However, in the absence of a wajor
comparative survey, such an interpretation must remain speculative
Pl
=

=

£

F
(1) Arsbole 79, Table 8 A11, Includes universities amd -
spec sed colleges., ' 3
{2) Farrent, J., Trends in Admissions to Higher Education in -
. England and Wales, Leverhulme/Soclety I%?‘Research into ..
HigEEr Education, forthcoming, '
22; See Chapter III,

. - 4
Towards Mass Higher Educatien: Issues and Dilemfias; OECD,
raris, ; Corrado de francesgo, e gro crisis of
Italian higher education during the 60s and 70s Higpei ]
Education, Vol., 7(2), May 1978; Farrant, gg,ggéﬁ; -

-
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Ethnic minority students are another traditionally under-
represented group in some countries, This is, of course, a prob-
lem which affects sgme countries and not others, and is perhaps
asso¢iated above all with the United States, 'In the period
1974~78, the enrolment of ethnic minority students grew there by
27%2 per cent, the.fastest rate of increase of any identifiable
group (female enrolments grew by 24.9 per cent, in comparison(1).
How far this rapid growth was due to specidl admissions policies
for blacks and other races, and how far it was due to general

_expansion is difficult to say., Whatever the explanatiopﬁiit is
the view of ome writer at least that the United States! higher

education system has in recent times become a centrel vehicle
{or- social mobility and social integration(2). T

So far- the discussion focussed briefly on some groups of
students - women, .students of low SES, ethnic minorities - who™
although traditional students in the sense of being both young
and' qualified, are nevertheless non-traditional in the sense that

they have historically beepn under-represented in higher education.
What ofgzhe other three.categories of students? Category (B)
referred to young .students who were not qualified in the normal

.way, and as already noted, this tovers students from technical

and vocational streams in secondary education who are neverthe-
less given a "second route" into higher education, by-passing the

normal academic route, This cateﬁor¥ is relevant to European
r
’

countries such as Austria, Denmar ance, Germany where upper-
secondary education is/ either formally or effectively streamed.
It is also relevant, to a lesser extent, to the United Kingdom,
where students may enter higher education yia non—advggced fur-
ther educetion, i.e, with technical and commercial qualifications
rather than the more academic "A" levels, The proportion of such
"second route" students in most of- the above-named countrles was
rather low in 1970(3) but since then changes in admissjgns ‘regu-
lations and up-grading of technical qualifications,-for’iéxample,
in France, Italy and Germany, have opened the door to a*higher
percentage(4), Such developments point to an increasing permea-
bility of higher éducation boundaries, and an increasingly flex-
ible system of entry, — - - ----

Category (C) students are normally qualified, but somewhat
older than.the traditional intake., They may be clder because
they did not take up the option of higher education when they
left school (for vocgtional or family reasons) and are thus
returning to study after some, perhaps many years, Women in
their late twenties or thirties dften fall into this category.

Or they may become older because they alternate or combine work
and study, thus takifg much longer to complete their course than
the tradi%ional full=-time student, In some countries, this
second group seems to have grown rapidly and spontaneously- in

21} NCES, Digest of Education Statistics, 1980, p. 99.

2) Trow, M., Comparative Perspectives on Access to Higher.:
Education, paper prepared %or the LeverﬁﬁImeZSemInar on

Demand and Access, Fdinburgh, June 1981,

" (3) Pellegrinr J.P,, "Admicsion Policics in Tcs*t-Secontary
!

Educatfon® in Towards Mass Higher Fducation, O7CD, 1974, . 40,
(4) Openine up Ins . Zclens of frgrer Liucztioi., Contribubien
from Germany, JL0C, I2ris, 1681 ‘min=o0), AN
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. recent years, and one suggestion is that students are deliberately
"hedging their bets" on higher education, partly because of the
uncertain value of degrees and diplomas, and partly becauge of
the need to maintain a foothold in the job market(4). Such
students will aim only to get by in their courses, and will
spend the minimum possible amount of time and effort on their
course work, Nevertheless, ‘they do not drop out altogether,
because although the relative value of a degree may have declined,
it 1s still better -than not having one. The percentage of French
students who admit to being employed at least part-time, from
time to time, hag risen from 32 per cent in 1973 to 49.5 per
cent ‘in 1979(2). In fact, the growth of part-time study is one
of the most marked features of higher education in recent years
in-a number of countries. More than 50 per cent of new entrants
in somé Italian faculties attend part-time-or plan to attend on
a part-time basis(3). In the United States, part-time students
constituted 35.5 per cent of the total student body in 1978,
against 33,4 per cent in 1974(4). 1In Canada, the percentage of
part-time university enrolments grew from 26,3 pefr cent in 1965/6
to 37.3 per cent in 1978/9(5). Increases in part-time study have
also been reported in the United Kingdom (advanced further egu-
caion and the Open University), Sweden and Australia. Such
increases appear to be sharper ih the non-university sectors of -
higher education,sbut they are sufficiently widespread and cross-
national to warrant acgeneral explanation.

. Category (D) students are both older and most of them do
not have the normal speesifications for entry. Evidence for
/increases in this "new" group is mixed, but some countries show
a sharp increase, In the United States, from 1974 to 1978,
enrolments aged 25-34 in¢reased by 15.7 per cent and aged 35 and
over by over 27 per cent., The larger increase in the latter
group can be accounted for by women enrolling in college (thus
two of our "new groups" overlap)(6). In the United Kingdom the\k
increase has been much sharper in polytechnics and colleges than
in the universities; students over 21 now account for 37 per
cent of all full-time public sector entrants (excluding overseas
students)(7). While it is impossible at present to generalise
across all OECD countries, it seems that there is enough evi-
dence to Justify us in considering category (D) students as:a
major new group.

(1) Geiger; Roger, "The changing demand for higher education in
the 70s; adaptations within thre€ national systems® Higher
Education, Vol., 9 (3), May 1980. : T
(2) Jarousse, Evolution du Comportements dep_ﬁﬂgyﬁgél!g CREDOC, .
1981, py 9. These fIgures should be Interpreted with some
caution, for the reasons stated earlier,
See Chapter II page , )

. NCES, Digest of Education Statistics, 1980, p., 9., ™
Stats, Canada Universities: Znrolment and Degrees, 197s.
re s e ture Bntry to Higher Edusati Leve
Squires . ature Entry to er kducation, Leverhulme
nginar'on Demand and Access, téianrjh,“?@ﬁT'
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When reviewing, evidence relating to the Ingfeased par-
ticipation in some countries of new groups: women, udents of
low SES, ethnic minorities, students from non-academic secondary
streams, part-time students, and adult students-“it is,clear that
. some” of these tategories overlap; a 30 year old part=-time woman
stucdent would fall into three of them., However, it is useful-to
maintain the distinctions between categbries when it comes to
analysing pessible reasons for the increases, We shall comment
on four such reasons. ’

v

4

~ The first and most obvious reason is the general expansion
of higher education, while although now halted in many countrkes,
has only been reversed in one or two., To explain the new groups
in these terms is to posit a general order of arrival of types
of students, with the relatively priviieged arriving first, and
the most disadvantaged arriving last. Therefore, as the -
system expands, more and more of the historically under-
privileged groups get drawn into it and thus account for an
increasing proportion of enrolments, To maintain their relative
advantages, the privileged groups concentrate more in the elite
parts of the system, or else find ways of maintaining their
position outside the system altogether, Inherent in this
explanation is a view of education as a positional good. Par-
ticipation by the newer groups only rises as participation by
established groups reaches near-saturation,' and the growth rate
for each group takes the form of an elongated S-curve(4). This ’
model implies that the order ofarrival can only bd altered (or
the curve sharpened) by special admission policies targeted at
the group in question, and even then it is difficult to breach .
the "iron law®, , . .

o

A second reason'for the growth of new‘éroups may be in .

the decline of traditional groups. In .some countries demographic
trends have -led to or will lead to, a decline in the intake from
secondary schools, In some countries too, demand for higher edu-
cation is either static or declining, among qualified, young
school-leavers. In such ¢ircumstances, institutions can only
maintain their size and staffing levels if they actively go out
and attract new groups of students. to compensate for the actual
or impending fall-off, Whether national governments allow them
to tap new markets in this way is another matter, ~
' s

Thirdly, new groups may be the results of broad social
movements and/or social policies: women and ethnic’'minorities
come to mind as examples. The relationship between movements
and policies is complex, and one can perhaps distinguish between
movement-led increases twomen ?) and policy-led increases (ethnic
minorities ?). However, it seems clear-that a policy must have-
the backing of a broad social movement ‘to be successful, and °

¢ - o s
‘ ’

(2) Halsey, A.H., et al, Origiégmgnd Destinations: family,
. class and education in Modern Britain, Oxford: Clarendon -
Press, 1980. . C
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perhdps the relative failure of policies to increase participa-
tion among students of low SES can be partly explained by the

absence of a major social egalitarian movement in the 1960s and
1970s comparable to the movements for women's and ethnic rights.

. The fourth type of explanation for increased participation
by new groups relates specifically, or perhaps only to part-time
and occasional students, It has been suggested that such students
are hedging their bets as between education and employment (and
leisure)., 1In a quasi-rational calculation they perceive that

the benefits of higher education (as a positional good) are no |
longer clear, ‘and accordingly they modify their commitment to it.
Thus, paradoxically, while the. expansion of higher education may
have led more people to participate in.it, that same expansion
1s a reason for nof participating fully. With the rise in unem-
Ployment in many OECD countries, this strategy must make sense

to many young adults since there is no guarantee that they will
get back into the job market if they once commit themselve%
exclusively to higher education, Thus the trend towards récur-
rent education may result more from uncertainty (both about
higher education and the labour market) than from the more
"Pgsitive" reasons advanced by protagonists of the recurrent
model,

The balance‘of these four explanations - general expan-
sion, demographic decline,.specific policies, and uncertainty - . .
will vary from country to country not only because of the

different state of its higher education system, but because of

differences in the labour market and in social ethos. For those
who work in higher education, however, two implications seem
fairly clear, First, the intake of students is already, and is
likely to become, more heterdgend®ous than before, in terms of
background knowledge, age, expectations. This possibility
has :already been discussed widely, and is fairly familiar. The
second implication is less familiar. In the past, higher educa-
tion has been seen as a~§g§g§ activity in the sense that it was
$h§ exclusive preoccupatlion of its students.' Henceforth, staff
ma

-

now have to come to terms with students for whom their .
studies are only a part of their lives; a part which takes its
plac%‘ﬁ?ong other, parts,

.
-

III. WHERE ARE THEY STUDYING? .

If the notion of an "order of arrival" is cor t, it
implies that new groups of students enter higher edﬁ%giion in

its least prestigious sectors, institutions and faculties, while
the. privileged traditional groups retreat to the higher ground
of the M™oble" institytions. The "order of arrival® would thus
be complemented by an Morder of access",)in which. the most open
institutdions are lowest in academic prestige,.and the most selec-
tive institutions highest. This section, theré§ore, deals with
this notion of an order of access as a hypothesls, and reviews
the evidence for and against it. Are the new grdups.in fact to
be found .in the*less prestigious institutions? .

v
@

» AN .. ‘ - L
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. The question is complicated by the t that academic \“\
prestige and employment value may or may mot coihcide, Indeed,

the University of Aston which has one of the best graduate ‘
employment records-in the United Kingdom, has recently received

one of the largest cuts from the University Grants Committee. h
Whereas in the period 1960-75, the distinction between "noble"

and "less noble" institutions may have been fairly clear, ‘and

useful, since then the growing emphasis en vocational relevance

1

is leading to a different type of hierarchy based on academic .
prestige and employment value(1). . ‘ ‘ C . .
‘ EMPLOYMENT VALUE .
- HIGH =~ LOW |
ACABEMIC HIGH I iI
© srawpIng | pow - iz IV | <

Where then do the new‘gfahps appear, in terms of- these
four quadrants? ,Following the above line ofe.ergument it could
be expdcted that they donit appear in I; the quadrant of high
prestige and employment vdlue (professiongl subjects such as
medicine, Iaw and perhaps engineering), An.analysis of the -,
social origin of Italian university entrants(2) provides some
support for this, although one notes the very high proportion
of "raditional® students in other subjects as well, notably ‘
letters, philosophy,“fioderh languagés and chemistry. The fact |
that ggadrant I includes several traditionally male-dominated ~
professions might serve to reduce the proportion of women Sstu-—
dents, and also .of older students since the professional career-
path %ypically necessitates eaply entry. In ¥rance, the percer-
tages of traditional students are correspondingly high in megi-~ .
cine, chemistry, engineering and the #fcoles normales supérieures, . _
but much lower in law(3). In Canadd, women seem to have made
some inroads in enrolments in medicine, but much less so into
law or engineering(4). In general, what evidence is available
from a number of countries suggests that of all the new greups,
women are the most likely tp have penetrated quadrant I but that
even they are still a small-minority-dg. -.some professional fields .
of study. ’ T - TR . - S

. * . ™ ,f . .

. Quadrant IT is more complex, for two reasons: first the g
evidence is more mixed, and secondly, there are strong variations
-among countries, depending on how seiective are the subjects
and/or the particular employment situation for graduates. In the
Un{%ed Kingdém in particular, a good degree in Classics, English,
_Philosophy or HIstory is taken as evidence of a high all-around

L

1) See Chapter 1II. - - :
2) See Chapter II. . i ’ - , .
» z) LiEnstignement supérieur en France, Etude statistique et
. IWolutien de 59780 a 77/8, P, O%e . o
(4) Stats. Canada, Education in Canada, ob. cit. .

-
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s . intellectual ability, which will benefit .the possessor in the

non-specialist graduate market (e.g. Civil Service entry). Qua-
'drant I also includes many subjects appropriate to a teaching
., career, and would thus attract studgnts looking to sucH -a career;
¢ .on the other hand, school populations and therefore teaching
opportunities have been.declining in ‘a number of countries. The
impression from the.fighres available is that while quadrant II
may 'include a substantial proportion of women students, and .seme
". mature students, proportion of students of low SES, or frogs
. ethnic minoritiés is relatively low. Moreover, students fr'Om
. Vocational ‘secondary streams are unlikely to find their way into
~ the rather "pure® @icademic subjects that’ characterise this qua-
. drant., And although such.subjects-can lend themstlved to part-
 time study, the selectivity associated with their academic
prestige implies<that even if part-time students are admitted,
S ifttrition rates may be high.
. Quadrant III includes subjects which are vocationally
marketable, but not particuldrly prestigious in mcademic terms:
.the kinds of techfica}. and commercial subjeéts taught in mafry

- of the shors-cyclé, non-university institutions which grew up

in OECDetountries in[the last twenty years, as part of the

a rattempt to diversifylhigher gducation, :There is a good deal of

evidence fardm the Un e®XKingdom polytechnics d colleges, the '
United States community colleges, the ?rench IUTs, the Austgglian
CAEs, and the Canadian CAATs and CEGEPs that such institutiohs
attract new groups in §pbstanﬁial numbers,* in -particular students
of low SES, -from %ethnic minorities, and from vocational secondary
stgeams., Such students presumably view higher education prigRarily
as a feans towards.employment,'or better employment, and for them
.the positional value of a qualification. is pdramount. And since
such-institutions eften peruit d. encourage part-time study, K the

. proportion of part-timers ih th@h'is often very high indeed.’
Where older students are involved, they will often be upgrading

" &n existing vocational qualificatign. h ] g

4
.

v Quadrant IV is low in.both acadepié-prestige and voca-

.. tional] relevance,;, It includes some social sciences, some non-
“*a traditional arts subjects; and some diffictrlt to classify, e.g.
" lifeskills, independent stydy prejects, ethnic studies. g Qua- -
+ * - drant IV geems to attract fairly large numbers of non-trdditional

students, 'and it is this fa tifat raises some diffibul; quest S

) » - about the overall expansion of higher education, Is quadrant IV

simply acting as a cheap safety valve.for the mnew groups? Are
such students being deluded ‘into thinking that such an education

'
f
{

. wi%; give them a rela®ive advantage’ in‘the job market, wHen it
. ‘“m

ay\ not? Are standards generally lower in quadrant IV? Are
attrition rates higher? As against these problems, one must set .
N;/“\the fact that quadrant IV does reach’ out ‘to groups of students /
who have ndgt ,been reached before and i?bﬁo doing, often displays
: con§§2erable ingenuity and innovation in marketing, curticula
and £éaching, - , : .

s »
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IV, SPECIAL ADMISSIONSWPOLICIES AND PROCEDURES:

. b
- ™ Not all new groups of students enter higher education
thfough special admissions policies, Insofar as the growth of
new groups is due to she general expansion of higher education,
such students are likely to enter under the normal admissions
regildtions, and their identity as a group is something that is
perceived after, rather than before adwission. However, special
admissions policies have also played a ke¥ role in facilitating »
the access of some hew groups.in particular adult students and
ethnic minority students, and in this section the aim is to
review examples of such policies in a number of countries. It
4s important to emphasize that the special policies must always.

. be seen ‘in relation to the traditional policies of the country

concerned,
) . . ’
Many Australian universities now make some proyvision for

“the special admission of mon-standar

a" (e.g. unqualified) or

mature students(1).

In mest cases, the numbérs involved seems

3

to be relatively small, although some institutions consider each

case on its individual merits rather than fixin

g a quota in

is often left to

advance. Control over such special-admissions
individu#d faculties and departments. The requirements and pro-
cedures vary a good deal: Lo A

"Some maturé age applicants satisfy admission require-
ments by gaining an aggregate of marks on thrge subjects
(rather than the standard five) in the New South Wales
. Higher School Certificate, The University specifies the
aggregate required which is_normally approximately 3/5
\ . of the aggregate required for standard admission. Other
tnon-standard' candidates, are not given any kind of score
and are nat ranked. The,decision on whether to admit or
‘not to admit is, made oni Xhe basis of The Individual merits
-0of each case. {ANU) ¢ : . .

Candigates Must have suffered from feduSational disddvan-,
“tage! as defined by the Committee on:Special Admissions,w
a -}oint Council/Professional Board Committee whichy con-,
trols our Special Entry Scheme, and must not have <the
necessary minimum entrange:requirements,
for admissioms purposes by méans of an ASAT test provided™
by the Australian Co¥ncil for Educational Research. Con-
trol datas supplied by our Faculty of education in conjunc-}
tion with: our Higher Education Advisory Research Unit is.

" used to relate the scores obtained Wy candidates in this
test to the normal "efifrance réquirement," (Monash)

/

,* ‘ 7 R N

-

. . . A . g . ;
(1) Australfan Yice-Chancellors Committee, Special Admissions,
Cenberra, 1975. For a more detailed account of Mew groups’

in Australia,- see Mature Age Studentd in Australia, -QECD, °
Paris, 1981 (wir¥p). 7'\ ] -
: = A, ‘
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.cater for perso whose study may have been interrupted
in earlier years who may have been educationally dis--
. advantaged, for whatever reason, This applies to persons
) .over the age of 25 on 1st March of the year in which they /
P intend to enrol and such applicants who do not meet our
ordinary, special or adult matriculation requirements are
invited to write a letter to the University indicating
. their reasons for believing that they are capable of
- * successfully undertaking university study.® (New England) \

. "The Universiﬁgh;:;rates a schéﬁe specially aeéigned to

- ' . "In 1975, the Universiéy admitted about fifty people of
. mature age who had no academic qualifications on which
. ‘ matriculation could be given. These people were ,admitted
- on a committee's assessment of their clarity o¢f purpose,
) motivation, and capacity. The University has decided to
' . cdMtinue this scheme for 1976 in an amended form and it
is likely that about fifty places will again be made
available, most in courses that do not require mathematics,
or science prerequisites.,” (New South Wales)

. These examples give some idea of the vari;tion in special
admissions schemes in\gustral universities, However, it

should be remembered t at many, sgrhaps most, mature students .
enter with conventional' qualificat ns, which they return to
. 8chool to obtain. . By.contrast, a ndtional scheme of quota-based
admissions has recently been introduced in Danish universities(1).
This scher® has been prompted by two probléms: first, the massive
increase in the proportion of ninteen-year-olds qualifying for
entry to higher studies (now approaching 30 per cent of the age
%roqp); and secondly the high wastage rates in certain branches
approximately 70 per centin the humanities and 50 per cent in
\ the social sciences). Theé new admissions scheme is part of an
» 8ttempt to contrel and plan overall access to higher'edqpation;
medical faculties have already imposed a numerus clausud? - "

A

) - The n®w quota scheme applies’to all faculties' except

: psychology and teacher education. There are three quotas: one

. for students coming directly from the academic streams iwe upper~
secondary education (based on marks); one for students who com-
bine some secondary quald®fications with some work experience;
and one for mature students (25 or older)' foreigners and students
with special qualifications. : . '

Both-school marks and work experience are translated into
a common system'af admission "points®", The student's.school-
leaving marks are averaged on a 1 - 13 scale. Fof.ﬂfne mgpths!
 worle, 1.09 Woldts are given, plis 0.01 points for every séibse- '
. quent month up.to a maximum of 1,18 points.- These work-points
. caa then be added to the school-leaving mark. A uniqué feature
K " _ of the Danish- scheme is that the proportion of students entering
\ﬁ\* undér eWSh duo®a varies from #aculty to faculty, thus reflecting
s, disfEeen eyph®¥ees on academic qualifications andswork experience, ¢

e ‘V;The.ﬁrgppséd Ratios for 1976 ‘were as follows: . . .
Ve, Lot * N . . . :

i a ' ‘ ' ’ /

"." (1)’Iiggs Higher Education Suprplement, 25th M!fch, 1977, LT e

P ‘w ¥ : . .
,‘%Iq.‘ﬂi % f_: .
B ’ "’ -
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Marks & Work | Mature Sfudentgﬁ
Marks Only | Expetrience and others ‘

Natural Sciences - 70, 7 20 10 g,
. o . ' ' §
Humanities/ 1 }
Social Sclences {* 60 ¥ 20 20 :
4 : N '
Medicine/ : ‘ ’;
Dentlstry ' - - 50 40 10 {

}

> In the technolegy fhculties, the wobtk experience must be
relevent to futvre stadies, and have lasted for at least eighteen
months, Tha quotas for all:faculties may be altered from year
to year, as may-the total number of new entrants. It is too
early to say how the Danish scheme will work in practice, but.
in theory, at least, 1t solves two Q;oblems. The first is that .
of the student who is neither adequately qualified nor adequa@ely
mature - for example the 22+year-old who has some work experiénce
and moderately good school markKs., In other countries, such stu- -
dents can fall -between two stools, while "ordinary" students
enter under normal admissions conditions, and. mature students .
enter under a special policy, The Danish scheme allows for .
.their case; 'and’ it is worth remembering that such students are ~
often more able to take up the offey of a place {because they .
face fewer situstional barriers such as money, family responsi--
bilities, or time) than the 25-year-old. ’ ‘ .

g

Secondly, the Danish scheme recognises explicity the
varying degrees of relevance which work and life experience may
have to different branches of study. The difficulties of mature
students on science and mathematics courses has already been men-
tioned, and it is precisely here that the Danish quotg for “marks
only", i.e; direct admission from upper-secondary schools, is .
highest, ' Cofiversely, the value of experience, allied to- some

~ académic prowess, is recognised in the .corresponding 40 per cent
quota 4in medioine and demtistry. The fierce competition for
entry to medical faculties in other countries, which accentuafes
the academic emphasis, may not be-entirely beneficial for the 3
training of general medic pgactitiqpers:‘ . .

‘ There is no national policy in the.Federal German Republic

aimed at facilitating the entry of mature or unqualified students

to degree courses(1): The upgrad of degrees and examinations

teken gt teghnical colleges (Fac bchschulen) ‘has meant easier

access to universities foi students with technical/vocational

Q;,qualifications. However, for the aspiring German student, entry

A |

¥

(1) Admission Policies in the Federal Republic of Germany, -
OECD, Paris, 1975 (mimeo), o

- - PR p—
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to degree-level courses still lies mainly in the posses§ibn of
..the Abitur, the academic upper-secondary. school-leaving certifi-
’ cate, e worxing adult student usually has to go to éevening
' school to prepare for this examination in order to gain entry;
although a third educational route has been opéned up by the
. - "examination for talented study applicants™, The regulations ‘
for this vary to some extent from L#nder to L&nder, but appli-
cants must normally be aged 25 or over(1). _ - .
. ) - There afe a few local exceptions to this rule (which does
not apply to non-degreé courses). In the Land (region).of
Northrhine~Westphalia, the Law on the Foundation and Development
. of Comprehensive Higher ®ducation Institutions (Gesetz ilber di
Errichtung von Gestamthochschulen im Land Nordrheln = Wesf%algg)
States that exceptions to The general admissions requirements
. ¢an be made for the purpose of testing new types of courses or )
institutions. The Fernuniversitat Hagen (an experimental’ distant-
study university -in the region) is planning a special admissions
scheme for urqualified students. The Fernuniversitat consti-
\ tutes the main effort to-facilitate the entr¥y of adults with
work experience to post-secondary 8ducation., Nearly 74 per cent
of students are over 25 years old, and nearly 50 per cent are :
studying for a degree on a 'part-time basis; 73 per cent of the
Students had previously completed some 1limited professional
training. o, , )

-

In the above Law, another clause allows for the admission
to é}rtain university-type streams of students whose previous
schooling entitled them to admission to technical colleges only,

A subject-orientred qualification for university admission can

be given“to those students who successfully complete the common,
‘Initfal two-year period of study, together with bridging courses
in English, Mathematics and German. Beginners wifh dower quali- -
ficatiqns can thus compléte university studies without delay.

This scheme has been in operation.~ with growing numbers - since .

1973/1974,

" The comparative lack of special admissions policies in
German universities must be weighed against the  widespread ogppor-
tunities for continuing vocational'education which do not require
.. possession of tHe Abitur, and which were reinforced by the Labour
1/i;///£&%motion Act of 1963, This Act provided subsidies for instifu-

.« ” 4

4

\

\
Y

R

-

-~ . tions To expand their capacity for further vocational training, -
and subsistence payments and reimbursements of fees for students,
1 - under certain conditions., Some early evidence on the working of,
s the Act suggested that the opportunities were being taken up by
) employees under rather than over 35y skilled rather than unskilled
* workers, and that people without the rimary school final certifi-
‘cate were hardly represented.at all{2)s These findings, admit-
N ' tedly based on a survey conducted when the Act had only been in

o 9 . ‘ . A

. §1; See contribution’'from Germany. op. cits o

Y+ .{2) Rudelph, H.y Post-Formal Education in The Fed gl_Rgggpllé .
A - Of Germany: . an estimate of the voIume.and cosd, OECD,

U . Pavis, 1974 (mimeo)., -, ~ 7 .
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force for one year, are nevertheless similar to those cited.by
Besnard and Liétard in a study of the French schemes for “subsis .
dised continuing education(1). Besnarfi and Lietard also™suggest,'
that such subsidies are likely to be taken up by larger, rather .
than smaller companies, and by men rather -than women, - =~ //,’ -
A major reform of Swedish higher education affec¢ting . -. - .-
organisation, administration, planning, curricula and admissions
was launched in 1977. Most of the changes involved.-are “the final

1963 University Planning Committee (U68), although scme of the = -
changes stem from subsequent government commissions, -These . -~ -+ |
reforms have been examined in somé detail by Dahll8f{2), -The v e
main thrust ef the reform has been (a) to create a more untfied, -
or comprehensive system of higher education, including upiversic . . .
ties and non-university institutions; (b) o0 organise- this com-=- "' -
prehensive system by regions; (c) to adopt a long-tert, national = .
planning strategy which controls overfll demand.and allocates”. .. |
resources; (d) to emphasize the vocational -relewvance ¢of degree . .
courses; and (e),to introduce a new national admigsions -s¢heme.. .. =~ |
It is still rather early to guage the effect of each of these .-
measures., L * A - R
. -— . ) " ' ,-M'-\J”."‘“-..'.'.... .
. A second major source of changé and upcertainty in’ Swedéni: .~ .
has been the fluctuations in demand.expé,'r";,eri'ced it recent year's. - .-
These changes have mainly affected-the -open -sector of high®¥-rz - <7
education - the .faculties of hpmanities, social"sc/.en&:es\,,;l.aw-,.ig.‘ el A
and theology, and to a certain extent the natiirael ‘sciences.: -The¢ - :;
cloged sector grew steadil , and has since, ‘4. 4]
levelled out. Certain changesd in the composition and gidtribl=" -+ . |
tion of student body have a sdl taken place, hgain mainly in - e
the open faculties, Among these havg been (&) en increased numi-"7 - -
*com’glej’,ing & W
full degree; (b) an increased number .of-"adult ents [pver 25, . -
years of age); (c) an increasqd number of, studentd\ in first-yegx = '’
courses afid a decrease ‘at subsequent and post-gradvat els,
and (d) a continued decline in the nudbers studying ,netural _-
sciences, A P D

. ¢

.
.-

ot Ad

-

The new national, admissions poliéy should be seen in ~
the light of an experimental schemg-which hag been-in $peration .
since 1969, This has allowed adulis over 25 years of and . . .
with at least four yearst! work experiéhge, to,enter certain o
coursead in the open faculties, : This was onwly the %eneral "admf
sions requirement; the institutions end &e,a’;rses..mmaﬁg addgd
special requirements, typically tRe achievement of a level . g
equivalent’ to the 11th year of schodling in the relev sub=- R
Ject(s), Despite these sgecial-rquiremen*bs,-_d,;ﬁe, P ntgbe/ ot S
= . ' ' ' _
. Universitagires dg 1976, . N e
(2). bahl1158¢f, U,, Refd gher. thfcation/and’. erral Stud s
in Sweden and AuAtrpefE,~Aluqvist and WISkeIl Internaticndl, =~ .~
Uppsala, 1977. emor; Kims "Wi d Admission fo-
.Education in Sweden" Europesan yurnai of Edugatipgn; ¥
No. 2, June 1979. T .t . o
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L .
students entering faculties of liberal arts and sciences under
the 25:4 scheme rose steadily from 4.8 per cent in 1969-1970 to
22,5 per cent in 1975-1976., (The corresponding percentages for
the “normal®" entry from academic secondary education dropped
from 85.1 per cent to 63,9 per cent over the same period.g

Under the new admissions policy, there are Tour m=tmr
categories ouf entrant: )
(1) those. with three years! upper-secondary schooling.
agademic streams¥ 4 .

L

LS

’
(2) those with two years! upper~secondary schooling
vocational/technical streams); ' \‘\\

(4) those 25 years of age, with at least four years of C -

work experience, . 2 B

" (3) those with a certificate from a folk high~school;

Where places are limited, the number of studenfs‘acéeptéd from
each of the-above groups is proportional to the number of appli-
cants in each category (with the exception of foreign students

“.who are alloted up to 10 per cent of available places). Appli-

- cants in the first two groups may add work experience to their -

-
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+ - courdes 1s'decided locally and the requirements are less stringent.

v

77+ _reontentional admissions policles is compatible with university-
“ 77 level,edupation, Howeveér, all United Kingdom universities, - .

-:’tpodgh; 28 in Australia, these are ndg&centralised, and> vary

school marks according to a credit-pointss system. There is also

a rule-stating that-at-least 20 per cent of the placespn each™ =~ -7
course will be reserved for applicants with school marks, alone,
Applicants_in the third group may also add work-experience to

credit in the same way., Adult students in the fourth group .
.require entrance poénts corresponding to school marks by taking

a pist of general study ability, They may also add "bonus® work-
ing”experience (exceeding the four-year requirement). In all .

.. four groups the applicants are ranked according to their credit
.- pojnts, and .selection is made according to their total., The

whole -stheme applies to full degree programmes; entry to single

*»

-

,,‘,n;,iTﬁe.most obvious case of a special admisSLlens policy in
“the ‘United Kingdom is the Open University, which admits only
-adult students (over 21) on a first-come, first-served basis,

"subject to certain quotas. Part of the. fmportance of the O.U. K
‘has heeh Its demonstration that such a radical departure from o

' polytechnics and colleges have special admissions policies,

frém institution to institution.  In
‘made 'of them. in the universities, the Yast majority of-mature
students, fof.example, being admitted with the conventional two
.ﬁég;leveé requirement, However, the universities are beginning

*o develop-part-time degrees, partly as a.response to the impend-  :

eneral, not much use is

Axg £al]l 4 18~-year-olds, and ‘more fspecial case" admissions are
‘. therefore likely, In the public sector polytechnics and colleges, N
 the:- situation is much more complex, What can be said is that the

. 'Il";- L ’ K TU

f;’izzivfﬁrﬂPO' ion®of mglure and part-timc ‘stndents there has been rising |,

,//’,/. ;-_;‘14:, ‘n, S/ . -, ll i . .
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substantially and steadily for some years, and this indicat®s a
greater flexibility in admissions policies. Moreover, the pub-
lic sector institutions also draw on -'second route" students via
the vocational qualifications of the Technician Education CouncIll
(TEC) and Business Education Council (BEC). .

. There is a great variety of special admissions policies
for new groups of students in the United States. This reflects
not only the size of the country and the diversity of its insti-
tutions, bubt also a concern for adult and unqualified students
unparalelled in any other Member ¢ountry., This is probably
due to a npumber of factors: the early diversification of Ameri-
can post-secondary education; the flexibility and universality
of secondary educationj the high enrolment ratio at post-secondary

L]

level; the general ide¢logy of "opportunity"; the concern in
recent deé¢ades with minority or disadvantaged groups, whether

of colour, sex, or age; and the rise in-tbe median ‘age of the .
population, Oneimight also add, in recent years, the fall-off -
in "normel" entrants due to the curve of the bir%h-rate.

.If'is impossible here to give anything like a complete

. account of special admissions policies in the United States.
(i1t should also be noted that the role of open admissions poli-
cies 18 central in some institutions, partIcularly the Community/
Junior Colleges,) Reference is made to three developments which
may be of more general interest. They are the work of CASE/OEC

~ (Commission 6n Accreditation of Service Experience/Office of ™™~
Educational Credit); the College Level Examinatidéns Program
(CLEP); and the research carried out by CAEL: (Go-operative .
Assessment of Experiential Learning).. -

* The use’ of transferable academic credit is well established

in the United States, thoygh less familiar in Europe. Transferred
credit may be used either Yo grant admission to an institution, or
‘to grant admission and advanced standing (exemptions from certain
course requirements)(1), This system operates to the peculiar
advantage of adult students, who may well have interrupted their
studies at ape time or another, or moved.from place to place.

The lavailability of advanced standing might persuade some adults
"that it is worthwhile completing their degree or continuing their
studies, since they do not have to start again at square one.

The granting of credit for prior study é; another college
or university presents certain problems. On the practical level
it takes time to evaluate a student's transdfipt, and to dovetail
the courses he has taken with those he intends to take. Vast
differences in standards also exist between institutions in the
United States, Nevertheless, the system of inter-institutional
credit transfer is widespread, efféctive, and accepted. >

- [ \
« 3

'\(1) See Burn, B., “The American Academic Credit Systen® in

Structure of Studies and Place of R%%?ar@h,in,ﬁaﬁa.ﬂzghqg'
Education, OECD, Paris 1974, . :

a
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The accreditdtion of prior learning in non-collegiate °
institutions is more difficult, and it is here that the work of
CASE (Commission on Accreditation of Service Experience) is rele-
vant. For many years, CASE &as evaluated training and education .
carried out in the armed forces for transfgr to educational insti-
. tutions., This has enable servicemen to move much more easily
into post-secondary education than would otherwise have been
possible., CASE periodically published Guides which list:service
courses and recommend credit equivalents, and to which admissions
offices can refer quickly and easily. Each service course is )
evaluated by a three-member, subject-matter SPéSiili team, -
The members of this team are nominated by regio ac®rediting
assoclations, professional and disciplinary socteties, educa-
tional associations, and educational institutions. Only service
courses which are approved by a central authority within eath ,
service are gonsidered. Provided that certain- conditions ard®:
met, one semester credit{hour is awarded—for every 15 hours :of
classroom contact plus 30 hours of laboratory work, or #for nét
less than 45 hours of shop instructien. Howéver;‘%he'final
decision as to whether to ‘award credit or not is with she
"recedving" institution(1). .

T

Following ®eéommendations by the Commission on Non=
Traditional Study, CASE has been succeéded by the Office of Edu~
€ationa1 Credit ¥6EC) which extended its work to cover courses

rganised by businesses, unions, professional associations, and
. industrial and government training programmes,. The consequence
of this is that a much wider range of non~-collegiate courses will
now be "plugged in" to collegiate degree or credential programmes.-

ere are problems, of course:. it is not clear, for example, :
that courses on’ economics sponsored by businesses or unions will
be as objective as college-run courses. The logistical problem
of properly‘evaIuating the enormous numbers of available courses /
is a daunting one, as are the financial implications., Neverthe-
less, the work of, OEC seems to take its place in a logical his-
torical development which began with one university (Harvard);
spread to other universities and -colleges; grew to include the

armed forces; and is now spredding into civilian life,

. — x

Another means whereby new groups of students can by-pass
the normal admissions procedures is e standardized non~taught
examination, that is to say, an exax&tion which is not prepared
for by formal courses, but which &as a relatively wide use and.
acceptability, The College Level Examinations Program in the.:
United States is such an examination. The CLEP program was 2
starfed in 1965 and introduced into colleges and universities
in 1966.; By the early 1970s, over 1500 institutions in the
United States granted credit on the basis of CLEP scores. Al-
though the original purpose of CLEP was to open up channels to
students who had acquired their knowledge non-formally,

4

(1) Trivett, D.A., Academic Credit for Prior Off:Campus Learning,
) atior . € ) ] - 1S n on, ’

American Association Tor Higher Education, Wash on,

p. 42,
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tconventional® students are how making increasing use of it to
gain up to a whole year'!s credit before they start ‘college:
Trivett reports that in 1973, at least 40 per cent of all CLEP
candidates were under 19 years of age(1).

CLEB is divided into two parts: general examinations
and subject examinations., The General Examinations test basic
knowledge in each of five main areas (English composition,, .
Humanities, Mathematics, Natural Science and Social Sciences/
History) .through the use of a 60-mihute multiple-choice test.
The Subject Examinations test knowledge in particular subjects,
with a special egghasis on concepts, principles and relation-«
ghips., They usually consist of a 90-minute essay. The scores
in all examinations are norm-referenced so that the "cutting
scores" (i.e. pass marks) can vary from one year to another.

The "receiving® institution is also at liberty to decide at what
score they will begin to award credit. Relatively small changes
in the "cutting score® can alter the number of passes substan-
tially. CLEP is-not the only agency in the United States that
grants credit by examination., A survey in 1973 showed that
among institutions granting credit in this way, 78.4 per cent
used CLEP, 8.4 per cent used the American College Testing Pro-
gram, and 4.3 per cent used the New York Regents College Profi-
ciency Examination Prégram. .

Credit by examinafiion appears to be well-established in
the URited Statés. There| are certain criticisms, however: the
. fact at some conventiondl students take advantage of CLEP
wherea$ many non-traditional students do not; the probkem of
fi appropriate cutting scores, and "doubts about whether an
‘examifation cen measure what one receives in a course™(1). The
dissociation between a taught course asnd examinations (which
Houle regards is one of the ways in which post-secondary educa=-
tion can be.made more flexible) has a precedent in the External
Degree Examinations of the University of London, which.date from .
the last century; a reminder that what is non-traditional’in one .
country may be quite traditional in another. : )

One of the most recent and controversial ways.in which
normal admissions requirements in the United States have been
modified is the accreditation of prior non-formal "learning
experiences". Since adults have usually. had many opportunities’
.for such Yearning experiences XZ vexperiential learning" during
their adult, working lives, this innovation is of special sig=
nificance to them. In the past, a certain amount of working
experience in a particulsr field has sometimes been one of ¥he
requirehents for admifsion\to a master's degree programme, In-
service or po#t-graduate courses have demanded a.first degree’
plus x.years working experience in the field. And some degree
courses have contained a practical “sandwich® .element in which ,
the student goes and works in a real-life siffiation (as an
engineer in a factory, or a teacher in a schbol) for anything

) Bt 5 % o
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between three weeks and a year. "Experiential learning" is ”
different from any of these; it entails the grantipng of academic
credit for things which were learned quite outside any educa-
tional or instructional framework, Academic credit for experien-
tial learning has been awarded by some institutions in the United
States for several years now, and detailed research has been
carried out by the Coe-operative Assessment of lxperiential Learn-
ing (CAEL) organisation?

ing the following four areas: '

-

(1) The awarding of credit for interpersonal skills;
(2) The use of portfolios in presenting evidence;
(3) The accreditation of work experience;

* (4)" The use of experts in assessing learning outcomes.

-~ ¢ ) -
The potential advantage to non-traditional or adult stu=-
dents of this kind of development is obvious, Alan Tough's work’
has- shown the extent to which adults habitually engage in "learnf

ing projects" in the course of normal life, spending anything °
from ten to several hundred hours learning about particular prob-
lems or an area which is of current interest or use to them(2).
Non=-formal learning seems-to cluster naturally around themes}

it is not random. Nor does it ‘remain wholly uncgnceptualised,

in a raw experiential state: .sense and mdaningbre made out of
it. , : . . [

There are both practicaiéigd theoretical problems in theée’
evaluation of experiential 1lear g. To begin with, it is.time-
consuming; individual considerftion has to be given to ea¢ch can-
didate, and fio two candidates are alike, Evaluation typically
involves not oﬂ&, but several mémbers of staff. Experiential
learning may remain largely pre-theoretical: whereas formal
knowledge is t¥pically organised and structured with reference
to concepts, theories and disciplines. However, one of the
most interesting aspects of CAEL's work is that it inevitably
. raises Qquestions about the evaluation formal learning, as well
as.experiential le ng, and may lead eventually to a better
understanding of.conventional modes of assessment and evaluation,

.. The work of CASE, CLEP and CAEL represent enly three )
examples of a wide range of developments which affect new stu-
.dents in the United States, The implications of such develop-
ments for educatlonal standards will be discussed briefly below:
'The pbsgibilities and problems of transferable credit have been
explored further in the United States than in any,othqy country,

-+ . -
] (= - < [§ .
A *,

orking Paper No. 71, ncetown, .
(2) .Tough, A., The Adult's Learning Prdieéts, Ontario Institute
for.Studigs In Education. 5

: ' - - - :
(1) Current Practices in the Assessment of’E;Eeriential Learning,
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In this section, some examples of special admissions

policies have been reviewed in six countries: Australia,
Denmark, the Federal German Republic, Sweden, the United
Kingdom, the United States. Many more examples, in these and .
other countries, have necesgarily been omitted. It is very dif-
ficult to give any 6verview ®f these current-trends: the variety,
of developments defeats generalisation, but on the other hand may -
provide scope for countries and institutions to learn from one
another, However, it is possibple to identify a number of basic"
dimensions, Ohe of these has to do with centralisation and de=-
centralisation, A number of countries, among them Sweden and
Denmark, have adopted centralised admissions schemes with uni-
form criteria and a common "points" system throughout the coun-
try. Others such as Australia and the United Kingdom, have left
control of ,admissions very much in the hands of individual insti-
tutions and even academic departments. There is something to be
sald for both approaches: national schemes are complex and diffi-
cult to agree on, but they are likely to be nationally known and
understood; local schemes are easier to set up, and potentially
more responsive to individual cases, but.they are unlikely to
attract as much publicity, and are at the mercy of local aca=.
" demic interests which may fluctuate over time. The centralist/

de=~centralist choice no doubt reflects the nature of the educa-
Tlon system as a whole in each country, It would thus be more
useful to ,compare likes rather than unlikes, and_ comparative
studies of schemes in Sweden and Denmark or Australia and the -
United Kingdom mi%gt*yielﬁ useful information. .

There is alsd a quantitative/qualitative dimension in
special admissions schemes, Thlis can be seen, for example, in
the varying emphasis which Australian universities place on
fogmal quantifiable measures (such as aptitude tests or examina-
tions) or on less formal, -qualitative meagures, .such”as essays,
statements of intent, or\interviews. The admission of new stu- -
dents raises the same selection and assessment probléms that
exists with all students but these are perhaps made more acute
by the attempt to measure “potential®, or fmotivation?” In
addition to, or in lieu of, achievement., ~

. . ) _ N
There is clearly also a légal and constitutional dimen-
sion to admissiogs. This has become most sharply apparent in
]

the United States, with the Bakke case, in which a white student
‘challenged the constitutionality of preferential quotas for dis-
advantaged ethnic minorities., The case involved complex ques-
tions about the balance between individual and group equity,
and about the "natural relevance” of admissions criteria.
t

.In general, it can be said that admissions policies in
post-secondary education are becoming more complex, both in
their criteria and in the procedures used, This complexity is
- an aspect of the increasingly complex natuye of higher education
as a whole, and of the relationship with upper-secondary studies
in pdrticular., What used to be a unlque_rglationship between
academic secdndary schools and higher educgtion has now been
relegated to a special relationship; mesny ¢ther factors and
needs are now taken inteo account.

~
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Finally a notelof caution should be iptroduced., It is
not enough for new groups of students to b2 admitted to higher
education: they should be admitted to courses appropriate to
thelr needsy. interests and abilities. This jmplies a process
of counselling before admission: a process which can hardly
be carried out by any one institution. Since it may involve
»# choices between institutions, There is therefore the need for
Pneutral® counselling services, particularly for adults, which

l can help‘'to diagnose the individual's needs, and advise him or s

. her on the appropriate alternatives., Such services have recently
grown up rapidly and spontaneously' in several countries: therq

. ‘are some 40 in the-United Kingdom now, often operating on a

. . Quasi-v¥oluntary basis, Greafgr suppdrt for such services would

*help to ensure that new groups of students found the subjects,,

levels and modes of study most appropriate to them.,

V. . LONG-TERM ISSUES AND POLICIES . ' ‘
. 3

te.

-
°

As-seen above, substantial ‘numbers of "new groups® of
Students are now entering higher education in a number of coun-
tries:  women, ethnic ﬁ;norities, students of low SES, parte
timers, mature. students) It has also been suggested that such
students tend to cdncentrate in the less prest%gious and/or more
vocational sectors of Higher education., We have reviewed some
examples of the wide range of special admissions policies )
involved, and .have argued that more comprehensive ¢ounselling T .
services are needed, 'There are, no dbubt, immediate and short-

. térm problems associated with the .admission of new groups, but
what of the longer term? ‘What does tHe advent of such groups

itiply for higher education as, a whole, and for higher education '
policies? . . . -

p - It is worth pointing out first that the intake of_néw .
AR groups is itself the fulfilment, at least in part,-of earlier’
‘ . ‘aspiration, to make higher education more diverse, more flexible,
and more’open, The last two decades have been charactewised by
" the attempt not only to expand higher education, but ‘to diver-
.81fy it, and it can generally be said that higher education is-
-more diverse in 1980 than it was in 1960,-in terms of students,
, ~ range of courses, structures of courses and qualifications, arnd
types of institutions. This achievement should not be lost
sight of in the discussion that_follows, ' -

-

Nuch depends ‘on whetber one views higher education as an -
intrinsic, absolute good, of As a relative, positional good. * -,
. In the first case, access to “any kind of‘highen education.is. ,
worthwhile and valuable, In the second case, .one needs ‘to o
eXamine the relative worth or value.of the higher education- = .
received, and 1t is this consideration which gived rise to dis-.
quiet in the case of new._groups, If some new groups are .concen-
trated in the less prestigious parts of the expanded higher )
education system,.hds their relative position changed at all? '

In’other words, is thé transition from’an elite to mass system
merely a transition from an externally maintained stratification

. to an internally maintained .one? Where previously the crucial
distinction was between those who, fecelved higher education and ~ -, .
. . i . N \ . . ’ b
S/ - - ~ , v
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those who did not, are the key distinctions. now ones betweeqh ‘
different sectors, institutions or faculties? If they are, how
much’sense?does it make to contimue to speak of higher education
as a whole . .

A

4

— -A related question is the one of stapdards, A good deal -
of concern has recently been voiced in the United StAtes about

* the decline of Yigher education standards as measured by the -
Scholastic Aptitude [Test verbal and math scores. Similar con-
cern has been voiced in the United Kingdom,. t ugh without the
same evidencg. - It is a short step from this fo argue that the
‘decline in standards hagypeen brought about by the expansion of ~ - .

. -, higher education, andegggz by the admission of new groups- of

students. This may be True; many non-traditional students
énter higher-eduEE%fon with Yower standards than traditional
students, though whether they emerge with Yower standards is -

- ., another qguestion, N

t N . , ’ . s . .

. 'However,‘the questions of standards always raises a more
fundamentel question: standards of what? Insofar as there is
'@ general academic-consensus about the criteria-used -for measur-
ing students: performance, the answer is fairly straightforward.
However, sueh*criteria can themselves be treated as problemat{p.

Should everybody prefer the theoretical to the practical, the
analytic to the intuitiye, the specialised to- the’ general? Are
there perhaps educational and social costs involved in these ]
preferences? Im this comnection, it is worth quoting the
.American writer Cross: . : .
t . . M . \
"Over the centuries, we have refined our definitions of

-learning to mean a certain kind ©f school learning, and
educational ;systems have been geared to nourish a narrow
range of human talent. Although Taylor ... has estimated
that the "ability to manipulate the- abstractions of aca-

- demic work calls for approximately ‘one-tenth 6f known
Human abilities, we are nonetheless obsessed with the
importance of our restricted concept 6f learning., We
‘seem to forget that, other kinds of learning are‘equallg
important to our individual and collective welfare, (1)

A more pluralistic studemnf intaké may thus lead to more
Pluralistic critefia for measuring achievement in higher educa~-
tion, The greater the number of 'independent dimers¥ons of
-ability involved, thé greater the statistical chance of any one"
" student dchieving above average on one of- them(2). There may
currently be a mismatch .between thé. heterogedeity of student

 abllities, and the homogeneity o¥f asse§$ment criteria, If expgp-
sion means simply that more people arg expected to fif into t
same traditional :mold, it would be.hardly surprising if this
leads to lowered standards or higher attrition ratesw ‘

, D
_ - |

A , Accent on Learning,-Jossey—Bassk San ?fanéisco,
: 1976, pp.'ﬂénv . v . .. ‘ . , .
¢2) ibid, p. 11,

T o,
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Finally, the growth of part-time study, not as a plarhed
move towards reeurrent education, but as a market response to -
uncertainty, may have important implications for higher educa=-
tion. In many countries and institutions, the full-time student
is seen as the norm, and part~timers have to do their best to.
fit in with arrangements which are essentially designed for full=
timers. If the trend to part-time stgdy continues, then the -~ | ¥
reverse may have to become the case: 'full-timers will have to
have most,of their teaching in the evenings, or at weekends'or
during vacations, in order to accomodate the needs of the part-
time majority. ‘ .

Beyond such graétiqal alterations, a m8re subtle shift
in attitudes is implied. 'The trend is to think of "student? as

a largely exclusive and sufficient role for someone to adopt for
several years of-his,or her life, ysually in late adolescence or
early adulthood.- ,If study "becomes -more diffused through adult

life, and less exclusive as ansoccupation, the boundary between
students and non-students will become much less clear. There .
‘are potential advantages to“this, which advocates of recurrent
education have not been slow to spell out: relatedness of study

to work-and 1life, a comprehensive view of life-span development, -
perhaps more equal opportunities. However, it is worth remem- .
bering that certain forms and .phases of higher education demand

the contrary: concentration, censecutiveness, even isolation. ;
Rather than polarise higher education into a small young, elite, |
full-time sector, and a large, mass, older,'part-time sector,

one should perhaps be looking at ways in which full-time and
part-time study can be sensibly combined, e.g. where a student
begins and ends a course with a pericd of full-time study, This.
has implications not only  for student support policies, but for
developments in paid edycational leaveq

A final general point may be made. It is useful, in con=-
" sidering new groups of students, to analyse what extent the stu-
dehts have to. adapt to the institutions, and to what extent the
institutionswhave to adapt to the students, Much of this insti-
tutionel, adaptation is of a fairly practical and pragmatic kdnd:
changed timetabling of classes, alterations in library opening-
hours, provision for crdche facilities, and so on., But in some
respects, the advent of non-traditional groups means that higher
education has¢to t#ke more account of, and is indeed more at the
mercy of, market frces, than it has been in most countries in
the past, The traditional school=leaving intake is now vn
proportion of the total intake; and even that ‘proportion\ie#
sometimes opting for &« partial commifment to higher education,
on a part-time or recurrent bagis. In short, higher edueetion
appears to be becoming progressively detached from its tradi-
tional source - academic, upper-=secondary education. If this
is in fact the case, higher education will have to be viewed
less as the apex of a system of consecutive schooling and selec-
- ¢tion, and more as an arena in whic? a plurality of’groups, values b
- and functiong competeo rerwanently for attention and resources., _

-
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INTRODUCTION . | o S

Thq trends in admission policies'for post-secondary
education, discussed in the earlier chapters have many cost
and resource implications. &s shown in one of the Secretariat ~
reports{1,, the rising levels of participation in ‘higher educa- 7
tion in the 1960s led to an increase in the proportion of

P education expenditure allocated for higher education, between
" 1965 -and 1970, followed by a more modest rise between 1970 and
1574 and a reBuction after 1975. In some countries, .concern
» ~ "about <the-rising costs of higher education, togcther with the
- econonic recession and attempts to curb the growth of public
- expenditure haed a direct -influence on-admission policies, but,
as Chaptegg ITI and IV make clear, the development of admission
policies for post-secondary education, and ¢hanges'in selection
procedures in upper secondary education ref t many different
P educational and socio-economic pressures, asvwell as financial
. constraints.” Nevertheless, although it is true that the .changes
© in admission policies camnpt be explained purely in terms of -
economic and financial factors, recent trends in admission * -
policy will ¢learly afiect future levels of expenditume on
higher education. '

i It is impgssible to forecast the precise effect on
‘ expenditure because, as tle report above mentioned(2), any
change in expenditure deVoted*g% higher education is the
combined recult &f cﬂ;nges in enrolment and chapges in casts.
In some cases trends in admission poljcies .are likely to lead
to 2 recduction in expenditure, for ‘example where the introduction
v ol "numerus clausus" leads to a decline in post-secondary |
v enrolments, or Yhere the growth of-short-cycle higher education
leads to a fall unit costs. On the other hand, policies
designed to increase-.access for minorities, for adults or other
"non-traditional students” nay have the opposite '‘effect. There-
fore, the impact of changez in adnission policies on the over-
all,level of expenditure is difficult to predict, :although it
is probable that-the ‘combined effects of more selective )
tCulssions in universities, and general demographic trends,
will leed tc e continuetion of the decline in réesources for
higher education observed -after 1975.° : . . - s

Ve

(f) Iigher Education Expenditure in OECD countries, Background

. Report by the Secretariaf. \
. (2} Higher Education Fxpgnditure, op. cit. - . S
N ‘ -
s\
9
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.- This in turn raises many questions about the implications
of a decliping share of educational expenditur'e, questions™
about the allocation of resources betueen different types of’
institutions, and-about the effects of declining resources on-
the structure of institutibns. Hovever, it 1s not the purpose .
of +his paper to examine the wider implications of changing
esperiditure and resource patterns, but to look at a more limited
but inportant question, nimely the reletionship between” '
admissions policies and .methods of financing post-secondary
cducction., For both admisgions policies and methods of
firfincing cducation affect the demand for post-secondary
education by helping to degtermine the "price" of entry for
“he individual student. The price-that the student must pay

., includes not only the direct costs of study, that is tuition’

+.208, vhere these are charged, as in Canada, Japan, the
Urited States and the United Kingq6m, and expenses on bogks
o “ravel, but also indirect costs, that is the—costs of
seintenance or earnings foregone, which as shown.on the report
o7 Higher Education Bxpenditures(1), mey account for half the
“otal.cost of higher education in many countries. If access to
post-secondary education were completely open, then the Ypricef
of entry- would consist of the direct and indirect costs of

- study. However, apart Ifrom needing to pay tuition fees and/or

living expenses, the student must normally be able to satisfy
other conditions, whether of age, ability, or entrance qualifi-
cations as well as being.able to- afford.the fees d the in-
direct costs of education, in order to enrol in.aagarticular
school .or college., These other 'conditions may, in fact, be

"o - more difficult fo fulfil than the purely financifl condition

of %ability to pay". Therefore, the “price® of education, for
the yould-be student consists in satisfying all the conditigns
# entry, and not simply «the amgunt of money he must find in
order to finance*post-secondary education. . '

. Governments. and institutions thereforg determine the

V' demand fo? education both by their pélicies on selection,
.entrance requirements and admission procedures and by the
financial policies which determine how the.direct and indirect’
sosts of education are shared between students or their femilies
and the comnunity. The purpose of this Chapter is to examin
the links between admission® policies and methods of financisg\\
post-secondary education in OECDYcountries, to see the extent
to wvhich they interact to determine demand,. and to see whether
sovernment and institutional policies on admission and selection
ai*e 'directed towards the same objectives and are consistent with
their policies on the finance" of -education, &and resource
allocatio For:the last decade has seen not only the changes

[
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in methods of selection for pcst-compulsory education which _

have been discussed in Chapter IV, but at the same time a .
number of modifications and changes in methods of financing
tuiion and student aid. However, there has been little dis- e
cussion of the relationship between these two areas of policy
end of the extent to which admissioh and financipg.pojicies are
interrelated, and mutually consistent, or the’extent 3f co- ‘
ordinatiogﬂbetween\the selection criteria vwhich determine
a2c2ss ©o post secondary education and the criteria determining
episibility for finenciel. aid.
»

For a variety of reasons, his has begun to change,
&4fter a period of' rapid growth in the 1960s; the rate of
expension of higher education slowed down markedly in most
OECD ccuntries during the 1970s, reflecting static, or
d¢eclining demand for higher eduecation in some countries, as
well &s demographic trends(1). These demographic trends are

- 1ikely to letd to continuing decline in student numbers in:the

1920s or early 90s in a number of countries, unless there is
a roirly dramatic increase in demand from previously under-
represented groups.,

Thus, institutions of higher education will have a power-
iul incentive to re-examine bdth their admissions policies and
their financing, in order to prevent declining numbers and
resources, T the same time, social and political pressures,
as well as the economic pressures of continuing recession'and
hich rates of unemployment, are forcing governments to re-
eslamine’ the supply of ‘pgst-secondary education and the dfstri-
bution of resources, . 7

But governments, as {ell zs institutions, have a varigty
¢f objectives which determine adnission and financing policgies,
In manr czses, the objectives are not clearly defined, and’the
t/in objectives of effigiency and equity may often conflict.
Tnus, government policies on admissions .apnd financing may
conflict, or at ieast, be badly co-ordinated., Governments
ney be attempting to limit public erpendijure on economic
grounds, at the same time as they are try®lg t roaden access *
o hi her education-on social grounds. Chapteff, II and III have
sinown that certain levels or types of education are becoming
nei'e selective ot the same time as selection or streaming'1ls
veihy abindoned at other levels of education and similarly,
ctudent c¢id systens may tecome more selective at. thé same ‘
cime as institutions become‘c?ymitted to policies oY open coL

acceess, . ’
K : 5 \\’“ "
-t v -

(1) See 4annex to Chapter I. : : ‘
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411 tlis neans that the question of the links and inter- '
action between financing and.selection pro@edures is likely to «
reqeive more attention in the next few years, than in the past.
Governrients are. beginning to look more closgly at the way in
whish decisions zbout the supply of places in higher education,
end changes in the rules for determining entyy admission.affect
their financial polieies, and ‘decigions vhich determine the
size and methods of subsidising I itutiong ard students ° 'y
influence’ who is adnmitted.. lMpre attention is now being paid +
in many countries to the influence of financdial factors on
the demand ror education, and at the-effect of financial
barriers and assistance for pupils at the’ pobi-compulsory
secondary .education, as well as the effects of financidl aid.
to. students at the point of entry. In other wonds it is in—-
creasingly recognised that the relationship between .financing
and admission policies is a two way one, and that questions
of who should. be admitted to higher education and how the .
direct and indirect costs of-that education are financed must
be looiked at together., This involves looking at a number of
different questions: ’ -

<

. (a) Does the way i

. their selectio

titutions cre financed determide d
%rocedures and who is admitted?

-

(b) Are admission policies influenced by direct
" | financial factors, such as students' abiljty to
pay tuition fees, or.to meet the indirect Tosts, of
education (maintenance costs and earnings foregone)
or .doed Iinancial -aid to stldents succeed in
eliminating such financial barriers? AR !
, ' ’ . *
. (c) aré financial factors indirectly associatled with '
selection criteria for example in determining who
stays on .in post-compulsory education, and thus
wvho gains the qualifications for entry to post- .
secondary education? .

.The remazinder of this Chapter examines these questions, looking
,Sepearately at methods of financing tuition costs and financial

eid for students to cover their maintenance costs. ' .
’ - ) ’ * . M : v ‘
> “He Finahce of Tuition Costs T '
+ At present governments fh all OECD gountrieq subsidise ..
thie_costs of tuition In higher education, but there are impor- :

tant dif erences, both in the level of.subsidy and the form it
talzes, On average, students,’ or their families, receive a

smaller subsidy from public funds in the United States, Canada,

or Japan, then in Ewropean countries. This is because feses are )
changed in llorth America and Japan, whereas fees have been ,
largely abolished in Europe.~ The fact that fees are charged 'y

o~
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does not automajically mean that the individual stmdent, or

* his family, bears a large proportion of the cost of tuitior
since students may r¢ceive financial aid from “the government
tovards tuition fees.,) There are two quite separate issues to.
be resolved: X . . :

Y Co ~ :

.~ (a). what should be the level of government subsidy for
higher~educatzon? ' - '

LA ’

(b) Should this stibsidy be given in thg form of grants .
.~ %o institution%r to permit free.or “low-cost tuition,
* s, — of‘to stud?nts, to permit them te pay "tuition fees?
A< present, fees are charged' int higher education insti-.
tutions in the United States, Canada, Japan,\the United Kingdom,
ut-are mostly non-existent in Europe and in Australia- although
the .Australian Government has just ahnounced its intention to
Introduce fees for post graduate study. The proportion of T
income derived from fées and.private donations varies con« 7/
siderably, betweén countries and institutions. 1In Canada,
- for erample, fees provide about'9 per cent of the . .income’of
2ll post-secondary institutions(1)}. In Japan and the, -
- United States the situation differs markedly in public and .

. rivate yniversities or coliégeg, even though fees are charged
'(/}gn both sectors, 1In Japan, fees and donations account ,for over
9C per cent .of the income of private universities, but/less
than 5 per cent in public universities. In the United States

37 per cent of the current income of private universities
iz d rived-from fees, compared with 13 per cent in public
instltutions(2). 'In the United Kingdom, the pattern hds
recertly changed. In 1974-75, fees amounted 'to only 4,5 per
cent of all university.income, but in 1977-73, fees wete
substentially increased, both.for British and overseas students
and for the first time post-oraduate's Fees were higher than
- undergraduate fees, Whe result of these increases were that
Tne proportion of university ‘income @erived from fees rose‘to
13 peg cent in. 1977-78, T ‘ :

»

However, this did not mean that the burden of financing

. highgr education‘shifted from the public o the priveate purse,

o for the mhjority of British students havé their fees paid in N
full by Local Education Authorities, The increased fees meant
that a larger part of the subsidy for higher educafion was )

.« . channelled through individuals, rathej/jh&n through institutions,

N
o A T

-
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(1) Report of the Federal-Provimcial -Task Force on Studemt '
Assistence,  UtTava, Countil oI TAnisters.and Secretary
"fo- State, 1930, p. “103. - .

(2) C. Finn, Schiolars, bollars, and -Bureaucrats, VWashington:
The syooglngs‘Ins%iEuflon, 73, p. I8, - }
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. There had been many proposals'for such a change ever -
L, since thegRobbins Committee pointed out that ﬁees as a propor-~
tion of Llversity income had fallen from 33 per cent in 4939 .

.»to 1. per cent in 19)1, and advocated a reversal of this
trend. In fact university fee income continued to fall -
until it prov1ded less than 5 per cent of total income by
1974-75." The arguments for channelling a bigger share of - 1
government subsidies through individual students, rather than
through 1ngtltutlonal grants were tnat' . . <
A
(a) it woula give universities a gregater deoree of
autonomy; o .. . .

-

(b; it would encouraﬂe them to be more respon51ve to
- student)cheice since their income would depend-on
i thelr a 111ty to attract stud-nts' . 1

(c) it woula make the trué cebsts of higher education - .
and the size of government. su051d1es - more apparent
. ) to students and to taxpayers, and explicit subsidies
\\&\\ . are nmore effiicient than “hidden? subsidies; . .
(d) it would encourfge greater diversity of institutions, °
in terms of type and quality of courses offered.

£11 these arguments have rmpllcatvons for adn1551ons —_
v+ If universittes derive their income from = varlety .
urces, 1nclud1ng prlvate as well as public funds, they are ..
Less 11l e’r to be’ subJect to detailed government ccntrol .on
dirrezien policy arnd selection criteria, than if the bulk of
itreir Incbpe comes directl from government. grants, as in most
Europecn countries, horeover,-li the-.income of institutions ;
depenao directly on their ability to attract students, and the
ées they payw. then they have a greaker incentive to compete
with each other in terms of the type of courses offered. This
nay lead. to '‘greater diversity ‘of institutiong in terms of
admiscions standards, as well as curriculum and type of course. -
There is no reason to believe that institutions would neces-~
sarily conpete with each other by relaxing admission standards.
Qn the, cdntirdiy, student demand is-often greatest for institu-
tions with the most gtringent entry standards. Institutions S
vhich charge fees are no more likely to seek'to attract
stwdents byrlowerlng entry reqyirenents than colleges receiving
direct government grants. However if the supply of places ’ v
excceds student demdnd, then colleges will have to pay far
more attention to the factors influencing student choice,

- including both admission policies and the level of fees,

. There has recently been some research in.both the United States
. ahd the United Klngdom on the’ responsiveness of student demand

to changes in price(1), but the question still has,nﬁt beerr
fully qnswered _ . o

........._-....,.. o , ‘ . /

’ (l) 2, for examole, il.S. llcPherson, #The Demand for Higher
' ucetion® in D. Breneman and C, Finn, Public.Policy and
rivate Higher Educzaticn, VWashington: The brookings
Q et ’iono, 187, pp. 146-1906,
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In fhe Urited States, the guestion of whether government
funds should be channelled through students, by means.of student
aid which enables students to pay tuition fees, ar through insti-
tutions, by means. of grants which enabtle colleges or universities

to chaige low or even zero fees, is highly controversial, raisingze

& nimber of issues inc ding not .only question of efficiency
and equity 'but also the legality of government subsidies to
institutions, given theefact that many institutions have -
religious offilitations and- the American Constitution requires
the clear separation of Church and State, Because of the vide
veriety of .public and private institutions, with very different
levels! of fees, and bécause of the great differences between
ziac Tinaneing policies of _individual states, there are con-
sidereble disparities 'in the opportunities available to
citizens o different states, For example,stuition feesin ’
pyblic institutions in California represent only 8'per cent

.+ ©of the actual dverage expenditure per student, whereas in.

Pernsylvenia they are equivelent to 53 per cent and .in Vermént

to over 90 per cent(1). In addition, most states charge higher

Tfees” to students in public institutions who are not resident

in the state, This additional zeographical criterion, combined -

vith theconsdiderable variations in availability .of ‘student aid

in different states.-pesulfs in considerable disparities in the’
costs of attending college faced by different students. For
example in 1977-75 tuition fees in two-year, public ‘institutions
-averaged 539, compared with 51,812 in‘gwo-ﬁzgr private -
colleges, and*in four-year public universities they were '

@h21, eompared with %@,476 in private four-year institutions.

v

d According égwggf recent American study, this creates a

""warped market plage# for higher educations
. “In one sense, these¢ price differenceé attest to the
heterogeneity that a decentralised higher education system has
produced in the United States. Just as colleges and universi™
ties vary in their pedagogical style, curricular offerings, and

exlpenditures pern student, so do they ranpge widely in the .
tuitions they charges “his is a form of<diversity, tode, and °
in its wvay it enhances the choices aveilable %to people con- ’
tenplating 'colleze attendance, though perhaps not in ways
many of <thoem.like., But because the price differences result
at lecst as much from an unco-ordinated assortment of public
and ‘private subsidies as from true'differences in the cost

. (and quality) of the cducational products being offered, they
malie, for o warped marketplace in which two institutions
offering much the same education end up charging widely-
a@irfloring prices for it., 'This condition does not enhance
cquality of opportunity, nor doegs it foster educationally
metivated choices on the part of "fho collezge-bound student,
and in & time ‘ol declining enrolméPts it compounds the

. - - « ¥

¢1) °C. Finn, op. cit. p. SO. -
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difficulties fackd by €ome cozleges and universities. For
although meny'factors enter into the gelection of colleges by
“students (and of students by colleges), the cost-of attendance
is not inconsequential(1),® :
1L demogrephic and economic changes force institutions
to compete, nore directly, for gtudents, then the level of fees
and admissions standards Both represent policy variables which
* . could be used, by insti®utions, to influence demand by sifdents.
In #the conditions of excess student demand in the 1960s <
rechanisns for. influencing demand and regulating admis¥ilons
___to hizher education were sécn largely in terms of discouraging
surplus students, This role is bezinnihg to change, and demo-’
graphic trends in the 1980s and 9Cs may well lead to a-more
= narked change in emphasis, as institutions seek to use these
variables as a means of attracting students, rather than
limiting entry. g

-

.
o

)

’

) . ' This raises the-.important question of free diifferentjals
) . betwgen different courses, different levels or different students.
: - In #hé Upited States and Japan, considerable variations exist
betfween fees at public and private colleges, betwgen under- «,
asraduate and postgraduate fees oand in some cases between fees
charged for different subjects. In the United States, as
+ mentioned above, thére are differentials in p bldc institutions
_ betveen in-state residents and students from. other*states.

" 'In the United Kingdom, since 1967, overseas students have Peen .
charged higher'fees than British students, bu% since -1980 the
fees charged to foreign students "are supposed to cover-the
full-cost of tuition, and, for the first time there are marked
differences in-the fees oﬁafged for different subjects. 1In
195C0-31 overseas students taking a university degree in arts |

T or humanities paid £2,000 a-year, students taking science or ’
- technology courses paid £5;000 and those taking medicine‘or
+ " veterinary sciencg paid £5,000(2). B
A ‘ . . , .
. '» “he purpose, of these 4ramatic increases in fees.Wwas to
’ r2duce the costs of the government subsidy to overseas students,
as part of the zeneral policy of cutting public expenditére.
However, the-policy of charging full-gost fees has a number of
implications for admissions policies In‘the future, : It could
mean, for example, that only overseas gtudents with generous
scholarghlps or oth®r forms f financiwl aid, or those from the
highest income groups will be able to afford to enter British .-
higher education,. particularly to study the more expensive )
~ subjects. It will mean that institutions will apply different
. M . . - . . ' .
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¢ (1) C. Finn, op. cit. p. 57. : _

(2) For a full discussibq\gfthe polidy of fd}l-cost fees for
overseas students sece“Ps Vildians (Edftor; The Overseas

. Student Guestion: Studies for a Policy, London: Helnemann, «

— for the Overseas Studcﬂfr% TTuS RER '
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scleCtion criteria for British 'and foreign students. It is

(1ikely not .only +to reduce demand for higher education in the .

-United iingdom, but to change thg‘Eompositian of overseas >

students, with particularly adverse effects on students from

the poorest developing countries. On-the other hand if linked

with a policy of selective scholafships, a policy of full-cost

fees means that governpent subsidies could be concentrated on

students judged to be of the highest priority, either in terms
ries, or

,some other criteria, A policy of selective. aid, ;zgike the *

policy of providing an indiscriminate subsidy, iri’the form of

low or zero tuitiqn fees, “such as is the. pattern in most Eurppean

countries focuses attention on the choice of criteria for

assisting students., Many people argue that this is more effj-

cient than a policy of gemeral subsidies for all students, par-

ticularly at a time of growing financlal constraints when ‘the \

alternative to-a policy of full-cost fees may. well .be the

inposition of“quotas for foreign students, such as were intro-

duced in a number of European countries in the 1970s, including ‘ .

austria, Denmark, Germany, the Netherlands amd Switzerland.

The very idea of nunerical quotas is unpopular among
many people, vhile others find the idea of students paying
Giiferent fees for, identical courses of study equally un-
acceptable and object to all attenpts: to apply the rules of

the market to academic institutionsy In fact the choice of
hether to subsidise irnstitutions:o: students weflects many,
histerical and politiczl factors as well as differencés in
educational and financial policies but it does have som -
integbsting implications foy admissions policy. For exzmple, X

i% i3 significant that the countries where fees are, important,
notably the United States, Canada, Japan and the United Kingdem
are thosc wherée selection for higher education.takes place at

the point.of entry, rather than in secondary schooling, “Pifferen-
tiation between types ofssecondary -schopl, or streams, is much
Yess in the United States for example, than was traditional in
Europey and the proportion. of seconddry school pupils gaining a
school~leaving certificate is much higher (about 75 per cent§ ’
than in most European countries {where it averages 20 to 35 per
cent). Accordingly, there is no- assumption that a school— ‘
leavihg gertificate fguarantees® the right to higher education,

as it has traditionally done in France or Germany and So a T ,
policy of charging fees is perfectly consistent'with an -
admissions policy that confers no automatic rights., There is ]
o great diversity of admissions standards in-diffefent universi- -
tles or types of higher educatyon in the United States as well

as maried differences in the level of feces. This has given rice, -

to considerable debate in ‘the United States about. the need 'for
financial assistance for students to guarantee choice of instis : \
tution as well as access for students from all socio~economic o {
bacliigrounds, including those fronf the lowest income groups. - \

~
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Both federcl and siate’governments now profiide a considexable /7
anount of financial aid fopstudents in t form of gramts, highly
subsidised locns and subsidiped work-study programmes, and This
student 2id Is used to fihgfice “tuition fees as well as living
epenses. But the debate ¢ontinues as to whether this financizl
alid is sufficient to ensure choice as well as access.

There is plenty of.evidence that Americch students! choice
of institution is related to. their family income level, Table 1
shows the percentage distributioh of undergraduate students by "
type of institution ehd family income in-1976, Low income
“students are more,Klikely to go to-public universities or
colleges, where, Rees are, on average lower, and those ‘fro : ’ «
the highest income,category are more likely to go to private
institutions where average tuition-fees are ébre than four = - -
times as high as in public -institutions., NeVertheless, the |
> existence of financial aid for students does ensure that some
students from the lowest igcome category are able to afford the
nost ekpensive institutions, Illowever, those who advocate a
policy. of highly subsidised tuition grgue that-such a policy
would ,help, lov Income-students even nore tHan student aid - ° ]
whichsgggbﬁes,them to pay -fees. On the.other hand. attempts to .
analysé Pexactly how responsive demand for higher education in *»
the United States is,to changes in fee levels suggest that .
‘outting tuition (fees) in half ..., would only raise enrolment
by about 15 per,cent ... & major smplication of the low rate’
of price response is that atiaining high enrolments through .
. . leeping tuition rates low across the board is a very expensive.
way to achieve access goals, Since most of the foregone tuition .
revenue resulting from a price cut would accrue to students who
would attend college anyway, it apparently costs more than’
25,000 in Zoregone tuition Zfees) for each additional student
ascoocted into college via a general price reduction(1).®

. In other words, it is not possible to justify a policy:.of N

frece or highly subsidised tuition, simply ‘on grounds of equity.

or equality oil opportunity. Such a policy-in fact involves

considerabre transfers of funds .from the general taxpayer to . . @°

“ne higher income groups who gencrdlly benefit most from higher:

* education. Even 1f the aim of the policy is to ensure that all
~students ‘have freedom of choice of institugion, and that low ,

income students ‘are not discouraged frdm high-cost colleges’ or ..

universities, it is by no means obvipus that a policy of low or-

-zerq fees necessarily achieves this objective.
] B ' . ’ \ .
Ot . spo s et putin, 28t s .

$1} 1S Mtherson,\ﬁThe Demand. for Higher Education® jn
D,V. Breneman and C.E, Finn, Publfc-Policy and Pr ate
) 111 ~her Education, Washington:, . ngs Iastitution,
O i ot
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»iron higher income sategories are considergbly over~represénted

" non-university courses(1). Clearly, one factor at work here is

A ’
* \ . . . . -
;. -+ TABLE 1 4 . S
. R g ) . L . .
;+ PERCENTAGE DISTRIBUTION OF UNDERGRADUATE STUDENTS
IN_HIGHER EDUCATION INSTITUTIONS, UNITED STATES, 1976 BY. ~ |
‘ FAHILY INCOME AND TYPE OF INSTITUTION. - 4. .
, o T PRIVATE

tion Fee§,(AVerage'Tuition.Fees
' o %2,365)
I

. % 526

‘Under 25,000 . _7 .

7
w 5,000 - § 9,999 Y

v—vr .9 .
&315.000{;;,19,999 AT, S 16
220,000 = 524,999 B 1%6'" ' ) 15
125,000 » and over - o ' 31 N .

;No% reported s . 8 ‘ ‘ ) 12

l-

A

Total o .ot © 100 - 100

-

Source: C,E, Finn, -Scholars, Dollars and Bureaucrat%,
Washington:™ The Brookings Instltutien, 1978, -
. pa 15'9 &nd 56. . ' b '
. - RN \‘

.. velationship betyeen students! choice of institution €
and their socio-eceoncaic background has been demonstrated in 0
countrics where no fees ore charpged. .In most countries students

in nedicin®, which usually has the highest cost per student,

and this is true regardless of whether fees are charged or not; .

A study in Sweden demonstrated that students from high Swetme
Tfamilies are more likely to choose longer universaty courses, ,
and children of m&nual workers are more likely to cﬁp e shorter, . ~

the length of co e, and thes,higher “indirect costs of study
éinolu?ing earniggg foregone) even though tuition is free. . -

(1) M, *Woodhall, Student Loans: h‘Bevipw»ofﬂExperience in 3
scandinavia and Llsewhere, London, G. Harrop, 1970, p. 130.
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(1) OECD, Individuai®Demand for Education, Paris 1973.

%

- 194 -

There are vaYrious ways in which students!'.choice of -.
institution may .be influenced by their socio-economic background, .
end it is not necessarily through the direct costs of study.
Courses witli higher than average costs per student, such as
medicine or engineering,. frequently have the most stringent
entry requiremepts, in terms of examination results, ‘grade
scores, or operate a strict numerus clausus; they also tend to
cffer the highest returns to the.individual, terms of life-
time earnings and social prestige. Such courses are more likely-
to attract-students from higdher social groups in any country, v

' regardless of whether fees are charged. The OECD study of

individual demand in post-secondary educatijon concludes - R

" #In general, in all the countries‘covered in this report ..s - o

the stronzer th@ academic¢ selection at entry to a partitular:
institution of higher learning, the more socially selective-

"that ingtitution appears as well(1)." This is a result_of mary

factors, including ,the degree of social bias in secondary ' &
?

schools, the career notivation of studd[ts, the admission -’ ~ o

" policies of the institutions as well as financial factors.

N In the United States and to some extent in Japan, where ™~
high and low fee institutions exist side by side, it is often’
‘the ca®e that univerlsities, or colleges which charge the highest
fees are 'also ‘those with the most stringent ‘entry requirements.
On the other hand, short~cycle cours$$/§wiﬁh-much,more liberal
admission poi;cies, (such as*public {tWo-year colleges in the
United Statec, have the lowest fees.. Thus, the financial and
the acedenic requirements for entry tend to reinforce each
other, as'hurdles-to entry, and as determinants of the_ "price'

° . )

of education. '
.
]
If, nowever, tuition is provided free, as in most Eu?ope;;:)

. countries, then admission policies can still influence the :

rinancizl cost of higher education, even if only“indirectly.
IZ a, strict numerus clausus is applied, based on examination -« £
results, this nay encourage pupils to «e=-sit examinationsg.in

.the hope of gaining higher marks at a second attempt. This will

either mean that they prolong their secondary schooling, in-

the hope'of improving their examination results. or -that they

enter some other type of institution in order to "mark time"

while waiting to re-sit an &xamination, or, they may seek ‘
private tuition. Vhichever policy they® adopt, they will incur "
additional indirect costs, in the form#®of earnings-foregone, ’
and ghey may also ihcur dire®t costs, ¥€n the form of fees for

"private coaching, In either case, this increases the private v

cogt, or price of higher education. There have been -various
examples of this process in the 197Csjin Germeny, Greecé and
ether OECD countries, e -7

-
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RN There are, therefore, many ways in which'thé admissions
policies Qf institutions influence the orice of higher ‘educeation -

% for the individual student, whether or not fees are charged.
gven if governments do ﬁot/dsgermine the price of higher educa-
tion diréctly - by means of rPegulating fqe levels - they . (
deternine it indirectly, by decisions about the supply of :
7 places, vhich influence admissions policies, and by decisions

: about student aid, which determine the indirect costs of
higher educztion for the individual,
' ]

The Finance of Indirect Costs: Financial Aid for Students
) B > — :

~

> - Even if, students are able to iinance the costs of tui<ion,
either because schooling”or higher education is free, or “because
/they receive grants or leans %o cover fees, there may still be
fingncial barriers to access in the form of earnings foregone
vhile studving. In all OZCD countries student aid policies
provide sone form of subsidy for students! liwing expenses, in
the. forn of grants, loans or a combination of the two, 'often.
combined vith tox concessions andesubsidies for food, accommoda-
tion or travel(1). In most countries, one of the main objectives
of student aid is to ensure that poor students are not prevented
from entering-or continuing higher education,.by inability. to
finance their living expenses., Student gid.programmes aim to
weaken the influence cf financial factors on. access to* higher
education, but it is increasingly recognised that financial
barriers at the point of entry toc higher education may be less
important, in determining who has access, than financial aid -
.ond admissions policy in upper secondaﬁy}education.- If selection

for hizher or further education is on the basis of s ol- °
leaving certificates, then earnings foregone at the upper - t
secohdary level may be a far more effeqgtive financial barrier

for working'class pupils than fees in higher education. Yet
most countries still devote far more to Tinancialfaid to
students in universities or’ other higher education institutions,

-

than To upper secondary pupils, .
) Several coyntries now recognise that everr though their
policies on secondary.school'selection and admissién are designed
To extend edugational opportunities, this'‘'is not sufficient *o .
sgoure equality of opportunity vhen the are strong financial
¢ inZantives nercuading pupils from Jloweincome families to leave
scnool ot the minimum age, The imporiance of earnings forepgone
as °n indirect cost cx completing secondary schooling has long
R " been recognised,  Hecent high rates of unemployment of young
scheol leavers, Rpgetier with increased rates of social securi<ty
: payments for young people, means that young people may now be
. . discouraged from completing their secondary schooling by high

Y

(1) For 2 more detciled description of dtudent aid policles in
ten -OECD countries,. see: Il, Vioocdhall,, .Review of Student .
Sufport Schemes in Selected OECD Countrles, Paris, ORCD 1973,
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“.retes of wiefployment: behefit_ or training allowances for im-*

employed school leaversg The need for more financial aid for

_tupper- secondary school dpupils is now increasingly recognisedy

. For example a recent study in the United Xingdom showed that

v

"th® average cost of 'maintaining a child at school beyond the (
school leaving age is much higher than the costs of maintaining

" a university student, since financial aid for secondary school

pupils is negligible, compared with grants for students in
hisgher ‘education. Furthermore, because subsidies at the -
sccondary level are given mainly in the form of tax relief
to parents, which varies with level of income, it actually
costs low-income families more than those-with high incomes . |
to support a chisld in school. The author's conclusion was ~
that, “For low and médium-income families there is a high-cost
hurdle from ages 15-17, before university, with much lower
- costs to the familiés, can be reached. Relative to net income,
the cost of keeping a child in education is highest for a low
~income family with a child at school(1)¥, '

-

’ Since it is difficult or impossible in most countries %o
qualify for post-secondary education without stayirg on at -
s@hool %o:gzain qualifications, this means that the financial oD

hardship associated with copgéeting secondary school education
is a real barrier to higher &ducation for many young people.

lany countries now recognise that serious anomalies ] .
exist between the levels of different types of support for . /
soung pcople,- and effdrts are being made to co-ordinate, mu '
Tore closely, the levels of financial aid for students in higher
‘zducocicn, pupils in upger secondary schooling and training '
odevienceszs and unemployment compensation for unemplo?yd school
lecverz, :

; This means that more zttention may be .paid to another.
type of anomaly, that is the different ciiteria which determine

. "eligibility for different types of financial aid. The criteria

. ior avarding studént aid are often quite different from those
Yoverning admissions policies in institutions of higher educa-
tion. This means that poorer students have to satisfy two
sets of criteria to gain admission to higher education, whereas
those with highér levels of family income only need to satisfy
the ‘formal entry requirements. For example, in Ireland, there v
have been recent complaints about ™e fact/;hat the entry
requirement for some university courses is“two honours grades
in the school leaving certificate, but no grant is payable . ¢ v
-0 students unless they have a minimum of four honours grades.
This'means that poorer students have to face a higher academic
-hurdle than those who can afford to pay. their. own fees and |

4

" living expenses. . -
LA -.

K (1) D. Picchaud, "“The Economics of Educational Opportunity®.

Higher ‘Educetion, May 1975, pyv 207. .
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. Countries: differ markedly in determining the criteria
for financial aid, and in the degree of Selectivity. In
Scandinavia and the -United Kingdomy a2 very high proportion of
students receive some award, In the United Kingdom--over 90 per
cent of all home students receive an award from public funds
although=the level of assistancé depends on parental income.

In llorsiey and Sweden the proportion -of students receiving .
grants or loans is over 70 per cent, and eligibility depends
-only on the student's own level of income; parental income is
ignored, in deternining the amcunt of aid students receive.

.In these countries, students' ability to finance their
. meintenance costs is less important in determining access to

‘higher education than in. Japan, for example, where,only 10 per-
cént of ‘undergraduates ip universities receive financial aid
from government funds, - )
, There are considerable differences in the criteria for",
averding ©id, and also the terms cn which it is offered. In
Jepan end in France, grant$ or ldans are awarded t6 students on
<he basis of 2bility, as well as financial need, whereas‘in the
Urited States, Scandinavia or Australia, most awards are made
on the basis of financial, rather. than academic criteria, once
students have satisfied the basic standards required for .
admission.’/ Loans 'at subsidised rates of interest are a pre-
‘dominant forp,df aid .in Canada, the United States and Scandfnavia

- and interest-free loans combihed with grants are provided in

P

Germany, vhereas in Japan all zid is in the forn of interest-
free loans, Australia and the United Kingdom are the only
member countries o provide all aid in the' form of graqgé,
although the possibility.of introducing student loans hhs been
recently discussed in both countries. :

Variations in the leyel or terms of 's*udent aid therefore
provide governments with a mechanism for influencing student
denand, whethersor notythey influence the price of higher educa-
tion directly, by means of fees., Oné way for governmgpts' to ’
attract students to particular types of higher education, or
particular subjects, is by influencing admission’ standards, -
either directly or by controlling the supply of places: An
elternative policy is to influence demand indirectly, through
variations in student aid policy or other .financial measures.
Lhere are a few cases vhere more fovourable grants or loans are
offered to students taking particular types of course, but on
the whole the use of this type of financial incentive is not
common., - ) ( .

One ‘example of variations in the level of termé of aid,
introduced by governments in order to influence students' '
subject or’ cci'eer choice, has been the attempts in the United
States-and scrne other countries to attract tedchers by means
c. ~locn forziveness™ schemes, and the use, in France of ipre-
g.lary% peyments for students intending to enter teaching or

N
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; the public servite. + Such schemes are now dgclining in popularity,

| "meinly due to the de€lining demand for teachers. ‘Most .ef the ‘ r
Toan Torgiveness schemes in the United States' (under which a , (
portion of loan would be Ywrittcn off# for each year's service
as a teacher, have now becn abolished, and so has a sipilar A
scheme in the Netherlands, and a system.of "bonded scholarshipsf
in wustrilia. In France; the fpre~-salaries" or "pre~employment
contrecist o0ifered to students intending to enter certain
cczupations are declining in importance, In-1960, they accounted
For 20: per cent of all government aid to students, but only
12 per cent in 4974, However, this form of aid, which offers .
students a higher level of financial assistance in return for
a‘comnitrient to worlk for the public sector in a ‘particular
occupation, has interesting links with admission policies.
The purpose of the payments iz to recruit manpower for certein
occupations, rather than to increase social equality, and the
basis for awarding pre-salaries is academic competition., Only

s?ggents vvith the highest grades ore awarded pre-salaries. Thus,

L

- these payments are intended to re*apd ability rather than L
prémote equality of opportunity.
Lo ¢ e /- 4
) The general <rend in’ OECD countries, however, is toward ‘

nore egalitarian systems of student aid, which treat students
equally, regardless ofegthe subject they study, or the occupaticn
they hope to enter. Differences in the amount students receive .
- are related to differences in the direct costs Jf different .
courses, and to differences in their own (or their parents')
financial resources. In Norway and Sweden, the amount students
receive is dependent entirely. on their own’economif€ circum-
stances, whereas in the United Kingdom, student grants are
subject tg.é means test based on parental ‘income, aghd in .
Canade en® the United Stxtes, grants and loens are awarded on
“he Dbasis of financial need. This policy is very different
from one vhich seeks to aftract students to particular subjects '
. or branches of higher education, by means of more favourable
sronts or locns, or which rewards the most academically .

g e - Successiul students with higher than average assistance. - .
There are not as ye®, many instances of governments,K choosing
te vcry the level, or the terms, of student aid, in order to.
ochieve objectives of admissions polic¥, although it has beepn )
Giscuss2d in ¢ huaver of countries, particularly with respect. C
0 the problems of m~ture students. For example, in the “

« ‘pnited Xingdom the previous government diseussed the possibility - )
of changing the pattern of enrolment to higher education in
the 1990s, by attracting more mature students: #It is unlikely .+ .
thet any of the developments envisaged could happen without.a. .
najor lead from Government. This might mean new financial ~\"“’1
;ncentives to encourage take-up by people in employment
{whether this was in the* form of paid educational leave for .
continuing education or more generous grants for mature students
on full-time courses at degree or cquivalent levels) and -per-

ps also some compensation for empZByers(1)." 1 /
(1, Depcrtment of Educztion and Science, Higher Education into : -

“ the 71990s. London, 1972, p. 9.
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" and a large number of secondary school pupils gein leaving v
- certificates, student aid is awarded mainly on the basis of -
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In Sweden changes in admissions ;BIicy to attract mature °
students to higher education have been accompanied by more .
generous financial aid for adults, but in genéral there are ‘
few instances of clear co-ordination tetween .the two types of
government policy, and it is usually difficult to discerm any
obvious pattern between policies on student aid and admissions
policies. In fact .there'freduently appear to be inconsistencies
in the criteria used for awarding student aid and selecting o
students for higher education. - SR o ] ’ -

In some cases, if selection takes place relatively Jate,

academic criteria, For example, in Japan the proportion of
school leavers gaining a leaving certificate is high, and -

university selection s based on specially administered tests,
and student loans are also awarded on = competitive basis. In
Scandinavicn countries, on the other hand, matriculation was .
traditionally taken by a smaller proportion of«secondary school -

. pupils; and success at -this stage virtually entitled pupils to

"closed® faculti®s, such ‘as medicirie), Student aid, in these
countries, howevgr, is-awarded on the basis of yeed, rather
<han acedemic attainments; zrants combined with loans are
aveilable to all students, simply on the basis of their own
level oI incpme. ot . . ) . ;

. Several countries, however, have both selective and non-
selactivé institutions, and in some cases different types of .o

a place in“highqg educition (except for the highly'competitiva
i

-studen®t (id may employ different criteria for selection. For

eiaple, in the United Xingdom a distinction is drhwn betwden
mcndetory awards™ for students taking first degree or similar
~curces, and “discretionary awards® for students taking certain
lower level courses, or -who wish to get a Secaid'ﬁualification.
viere such distinctions exist between two .different categories

of aid, this may have repercussions for admission policies, since
it may be in the interests of institutions to"upgrade® courses,
by rajsing entry standards, in the hope of qualifying for -2
superior grant.status. 4lternatively, students may have to -
satisfy more stringent requirements in the case of "discretionarv®
awerds, than Ymandatory?® grants. ' -

\ . ’

In the case of student grapts or loans, aid is provided
directly, in the form of cash, or in some cases, interest
subsidles for graduztes who are repaying, their loans. Govern-r
nents &1so provide indirect subsidies by neaps of cheap, food,
cccormodetion or travel facilities for students.. In some coun-
tries, this is a significant form of wzid; for‘instance, in
Germany, lJorway and Sweden, such fndirect aid amounts to between
15 and 20 per’' cent of eXpenditure on direct aid,- but in Austreli=z
and Jepan, the proportion is’only 5 or 7 per cent. The propor-
ticn of e:pehditure devoted to food and accommodation subsidies
and tcx relief for families of students, is much higher in France * °
thon in other countries. -

*
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an interesting .attempt to anclyse the implications of
this on university admissions and failure rates(1) shows thg
-.n i;p&rtant‘difﬁerence’between the #&wo types of subsidy in
rronte is thet the award or continuation of: grants, lgans or

N~

- pre-crployient contracts is dependent on students! academic

performénce, vhereas food or subsidies and tex relief for
studentst families, are enjeyed by all students, and housing
subsidies only by those who live in student accormodatioh. In
~ddition, the various types:of subsidy have-different effects

on lhow students allacate their time between study, leisure or
part-time employment, which in turn help to determine the likeli-
hood of passing or failing final examinations. .Thus, the way

in vhich the government chooses to allocate the student aid

budget may have important implications for- the proportion of
studén ho pass their final examinations, This is another
example % how student aid policy can have importent indirect

eifects on admission and selection policies, by influencing the

.success or failure rate at the end of higher education. Once

egain, we see that governments can regulate br manipulate the
price of education by a variety ci éeans, both direct and in-
girect and this raises the important question of whether the
objectives of student aid and financing policies are-consistent
vith other objectives of governmment policy, including policies
on adnissions and on the supply of places.

"he Objectives of Government Policies on gdmission and

I'Tnance or Hisner pducation

.
.

— -
. Governmeng policies on hfgher education have a variety
ol socizl, political and economic objectives, Including both
elficiency and equity. Educationel vclicies, similarly) are
copcerned with a wide varietgy of -objectives, including the
pgpvision of sufficient places to satisfy-demand for skilled
manbover, ensuring quality and diversity of institutions,
sironoting equelity of bpportunity and otker broad social
cboeccives. Choiges between different selection and admission
suocscures, ond different methods of financing higher educatjon |
“rest talie inte acceunt all these objectives, and the priority
siven to econonic, social or educatiocnal objectives varies be-
iirecen Cifferent nember countriés., For example, an Americean
writér on admissions po%}cies commented:- c ) '

(1) B. Lemenicier, "Direct and Indirect effects of In-Cash |
-versus In-iind Payments on the Labellihg of Individuals: °
the ¥rench higher education case®, Paris: CREDOC, 1976.
Tis is cn English swmmary ol part of more.detailed study,

.in French:- Lemenicier, Levy-Garboua, Millot and Orivel, .

— L'aide aux etudiants.en France: faits et critigque. . Paris,

) hd ‘ 4
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"While%all admissions offices are concerned with.enrol-

-ments, publi¢ relations anéd admissions policy, these are not N

the primary activities that define the tone of an office.

These major' jobs are recruiting, selecting, counsellingy and

the management: of student records and data, All campus®® are

concerned with' these core tasks, but mpidt admissions offices

choose only ong or two as a dominant activity(1)." 'In other

vords, at the shme time, in different institutions, the term | N
. "admissions policy“@may involve either keeping students out, or !

attracting“more'$tudents, it may nean influencing student pre- .

fegences or responding to student choice. Similarly govern- ‘\\’ e

nents, when developing admissions policies may be concerned

with controlling excess demand, or yith stimulating demand '

from new groups. ‘

. In view of this wide ran of-objectives, it is hardly

surprising that admissions policies and-financing mechanisms

often do not seem well co-ordinated. Several exanmples of this .

dlack of co-ordination have\glready peen noted, such as the lack

ol consistency in some coun®ries between entry requirements
and student aid ceriteria. Several countries have récently changed
adnission procedures in order to encourage participation of

. Qﬁing entry requirements, or other medns. Student
2id vules howeVer are offen framed fo suit the traditional

studeht, entering straight from school. Levels of aid, terms

or repayment vf loans and even age limits for eligibility, may

be inapproprfate for adult students. ‘In most countries, changes
in student aid have lagged behind chariges in admission policies
for adults, Similarly,, the common tiend in Europe in the past
few years to reduce selectilfity in secondary education has not
been matched by increases in financial aid to secondary school
pupilsy to prevent \drop out of low-income students. The result
is that indirect finhancial barriers may still be* very important,
at the secondary stage, partly nullifying the effects of attempts
to #democratise® post-secondary education. Changes in admissions
policites have also been introduced in .some countpies to break

. dovn barriers between different types ,of institution, yet at

tile Saue time student hid-'levels often Rifferentiate between
these institutiocns in such a way as <o inforce the barriers. .
' ! - s LT
Other examples exist of confliciff between financial or
student 2id policies and the stated obJjectives of other govern-
ment policies, It has been suggested that in France, although
~gi policy of Yequal access® to higher education has been Rgg-

» clained, %yet highly ‘'selective seccndary schooling and stud&nt
eid policies in fact limit access more than in other countries.
4lthourh in the words cf ghe persons responsible for Fredch-
higher education the aim is mass educafion, the facts show an
cirientaticn towards elitism(2)", - L. . '

(i) R Scott, /The Opeming of Admissiong: Implications for
- Policiecs and Procedures®, paper presented at Third Inter-

" *. "/ national Conference on Higher Eduzation, {975, (Lancas®er).

. {2} F. Orivzl, 'Facts and Vords: The Ambiguities of the Frerch
diglher Educatiaﬁ System¥, Paper presented at the Third Irter-

noticral corferlehce oncllijnér.iducation at the University of”

LN Jgenr, Septenber, 1975, i
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211 these examples of lack of consistency in financial
and selection pdlicies reflect the fact that the policies are
desizned tc satisfy the often conflicting objectives of effi-
« ciency and equity. For example, selection procedures for
) inumerus’ clausus® faculties®may, on grounds of efficiency, aim
-0 select the most able candidates, regardless of income;
ihereus cn grougds of equity student .aid is often geared to
lov~-income students, regardXess of ability (provided that some g
minimum level of qualification is reached by all recipients,.
Changzes in admission policies are advocated in some countries, - v
in order to increase diversification.of institutions and fopgn f
access® to higher.education, on the grounds that this would
lead to a more equitable distribution of opportunitigs. At -t
the. sare time, it is sometimed argued that it would be more
efficient to zdminister student aid more selectively(1), and
that loan schemes should seek-to reduce default rates by
chposing loan recipients more selectively(2). '

I

! Even if adnission and finance policies attempt to satisiy

the sore objectives, there is often disagreement about what the °
objectives mean. For example, does equity require that access

& Dbe .made nore equzl, or that the distribution of cost?should be
nofe closely related to benefits? - Should pelicies b& more
concerned about the distribution of education between different
social groups or about the distribution of costs and benefits
betden those who benefit directly from,higher education and
tnose vho do’not? i s '

S ' i : . . ’
Finally, there is the ques<ticn of how governments resolve N
4 Leamr ' g e
che trode-off between making student aid programmes more generou.c,
. in order to remcve financial burdens and encourage participation =
,in higher ecducation, and reducing levels of expendlture, in order
%o satisfy economic policy zoals. - This is a major issue. now in
. a nunbel® of different countries. . -

T.ere are rany signs that governments are becoming/more .
avare o the wey financing policies and admissions policies must V"
be vicwed together. This meand that the interaction of different
covernment policies and mechanisms are likely to be more care-

“ully nclysed in Juture, tc seq whethdr they are consi3tent.
-~ N v (] 1 . . . .
S 1 adi—ect ond indirect methods of influencing and regulating ]
s-uéent -dermznd come to be seen as ccrplementary rfechanisms, more - T
. . .
(1) Foxr examplgf'gte the argument of R, Hartman, Credit for
College: Public Policy for’ Student Loans. liew York,

. " TicCraw Hill, dent lcan subsjdies are in-
, éfficient]y distriduted at preggnt. - .
v . Yor, 4 =
(2) The proglen of identifying s¢ﬁ2§nts most lidkely to become g
. \ _ defaulters is discussed in E. West, Student Loans:> A . .
f eappraisal, Torontc: Ontario Economif Counc orXing
Paper, L.70. .
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‘attention 111 hove Lo be paid to the!incentive or disinzcentiwve

~ effects of different methods of finending and also different
uethods of selecting stuwdents. - Suestions such os whether
government sufsidies should be given to students or to ‘insti-
tutions, whether students should r:;Zive grants or loans,
whetier. fee and fee differentials uld be abodished or

. inorcased, areiall concernazd with the price of education.

S Bimilaxly, decisions about selection procedures, the use of

quotas in determining admission or the determination of pass

{

? rates in final examinations, also influence the price of -
. education for the individual. , s
) . - ) ,
+ . Government® can influence the pricé of education by. a*

» wide variety of means ~ direct and indirect. ecisions about
. the supply of places, the allocation of resources between
g', differ¢gnt levels of education, the choice betwwen different .
) methody of finance and student aid, or between different P
methods of selection, all h;?p to determine the price of
' educationh, for the individu student, and therefore, the
effects of all these decisions heed to be analysed together,
- \l to see how they interact to determine demand for higher educa-
tion., &s one recent American study concluded: MPolicy makers
must congider the.inagvertent as well as the intended conse= -
quences- 02 policy changes affecting higher education(1)%, -

-

't\ : 4 f‘ : | “:. : "‘.P ] ' ‘ .

! ) (}9 S. Nélson, ﬁFinanciai Trends and Issues in D. Brencman and
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