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THE LEVERHULME PROGRAMME )
OF ° v
STUDY INTO THE FUPURE OF HIGHER EDUCATION vy
. g v * v . - o i ‘

*

.Thrs is the second publication of a programme of study Yocusmg mformed —

opinion and recént research findings on the major strategic options lrkely to

. Be available to higher education institutions and policy-making bodies in the

1980s and 1990s. The programme has been made possible by a generous
grant from the Leverhilme Trust to the Society for Research into Higher .

.Education, and is entirely independent of gavernmehtal or other orgamza

tional pressure.

The present monograph arises out of a specialist seminar held in June’
1981 with Sir Adrian Cadbury in the*Chair. 1 would like to-take this
opportunity of recording my personal thanks to Sir Adrian for his excellent ',
chairmanship, but even more lmportantly for the invaluable suppon and

-advice he has given the programme since its conception.

. The most critical issue currently facing higher é'ducatron'rs the extentto -
whrch consensual agrangements and assumptrons that generally™ worked well

.- during the long postwar period of expansron tan cope with the much, ‘more
. stringent conditiofis likely to prevail in the 1980s and 1990s. Is there

sufficient common purpose amongst the vafious instijutions and interest R
groups that constitute - ‘the higher education system’ to permit the.

. development of viable long-run strategies, or musthigher education-policy

increasingly become the outcome of & struggle for survival and dormnance ©
among conflicting interésts and ideas?.

» The fundamental question for-the present volu{)ng is the extent to which
somethmg sililar to the ¥Robbins principle’ of basing higher éducation
provision on student demand can and should continue to-be the. primary
planning-criterion in the 1980s and 1990s and if so what adaptatiens to the *
basic principle are necessary. The first report of ‘the senes‘ has suggested |, °

* ... that forecasts of manpower needs.do not offer a simple*alternative criterion. .
If this view-of the main contender for an alternative®criterion is accepted t ~

reinforees the need to re-examine the coficept. of student demand in the
context of the likgly conditions of the 1980s and 1990s. - -
<The programme is an experiment in formulating long-term strategm

~opéiily, taking info account the best available specialist knowlodgq About a .

complex system, the legitimate mterestg of a wide range of con‘ﬂxctmg .
pressure groups, and wider public mtei'ests as percerved by disinterested \v

! Lmdley, R. (Edrtor) (1981) Hi, gher Educatzon and the «abour Market !
Guildford: SRHE N . . .
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individuals with no direct day-to-day involvement in higher education. The
final recommendations will be the result of an iterative process in which
- proposals are made, then discussed, then revised, then reconsidered. Stage
one is to commission research rev1ews by acknowledged experts in various
specialist areas.“Stage two is a’seminar at which others with detailed
- knowledge and experience of the area discuss these reviews. Stage three is
publication of the reviews together with a report of the discussion and of the
pollcy implications highlighted by it. Stage four is wider debate in the press
and-in specrally convened conferences. Stage five is reconsideration of the
policy issues in the light of the wider, reaction. Stage six is the preparation of
a final report. A seventh stage is of course hoped for, in which public -
authorities and institutions of hlgher education will take up thé report’s
recommendations.
( Two topics have now reached the third stage: higher education and the ~
labour market (already pubhshed), and demand and access (the present
volume). There will be six other /nam areas of ingliry: these are summarized
below. " -
¢ g-r‘ 7
INSTITUTIONAL ADAPTATION AND CHANGE .
Whatever measures ate taken during the 1980s to relate the higher education
system more closely to the needs “of society and to the demands of new .
categories of students, there is a strong probability that before the end of tlg)e *
decade there will be some excess capacity. There is already some evidence of
® apparent mismatch between the patterns of provision and the demand for -
places. Unless some careful co-ordination is undertaken the decline in the R
age groups from 1984 onwards wﬂlmake this problem very much worse. At
the level of individual mstitugons there will be considerable interest in
" appropriate strategies for survival and growth; while for the system as a
whole there needs to be a concern for some measure “of rationalization, so .
that any reduction in capacity that does occyr does as little harm as possible
to the essential fabric of higher educati ingle seminar obviously cannot
- produce a detailed plan for rationalization, institution by institution. -
" However, it should be possible to consider and make recommendations about .
the principles which need to be followed when the decline in the birthrate .
begins to make itself seriously felt in the late 1980s. RPN

THE RESEARCH FUNCTION 2

Universities are institutions whose function is teaching and research In-

pursuing pafity of esteem, many polytechnics have claimed equal tréatment ° .
¢ with regard to funding for research. However, there is ambigurty concerning

the relationship that does exist, and that ought to exist, between research

and ‘teaching in higher education institutions. There is considerable

“disagreement, for example, about whether in practice research is competitive

with, or complementary to teaching, in the activities of academic staff. The
actual and desirable relationship between ‘research’, ‘sch_olarship’b and

A -
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consultancy activities is not at all clear. An unspecified proportjon of the
UGC grant to universities is normally deemed to be dor research and
scholarship. At the same time earmarked funds for scientific research are
made available through the research councils. Increasingly, universities and
polytechnics have undertaken contractual research for both public and
private sector activities. An attempt at rationalizing the public finance of
research was made by the Rothschild Report in 1971, but its recommen-
datiorts have largely been ignored. A careful examination is needed of the
place and organization of research in higher education institut{ons.

)
a

THE ROLE OF THE ARTS
The Robbins Committee, while recognizing that music has a place in the
universities, was somewhat doubtful about the other ‘arts’. Nevertheless,
many universities have developed courses in the fine arts and the performing
arts, while at the same time many arts colleges have come formally within'ﬂxe\
campass of higher education. However, the treatment of the arts in highe

education has for the mest part remained within the confines of academic
subject specializations. There have been very few attempts to integrate the
arts into more general clirricula. The aim of this seminar,will be to examine

. the role of higher education both in providing training for professional arts

and performers and in the teaching of the arts as part of our general caltiiral

heritage. . :
14 . . ‘

THE TEACHING FUNCTION '

The largest task of higher education institutions is the t€aching of students.
The scope of this activity ranges from tt#ining in specific vocational skills to
the provision of opportunities for self-development in a wide range of general _
andlytical and creative activities. Since 1960 there has been a huge ipcrease
in the curricular content of higher‘education; at the same time considerable
. attention, hias been devoted to the improvement of-'teaching, particularly
through the use of new educational technologies. However, with rather few
exceptions, of which the Open University is the most outstanding example,
there has ben little charnge in the ways in whith the teaching function has
been carried out. During the 1980s new problems are likely to emerge,
particularly as a result of the'aging of the stock of teachers and the lack of
opportunities for mobility within higher education and pout of it. The
existence of a healthy higher education system in the 1990s is likely to depend
at least as much on the attention that is paid to the content and methods-of
teaching as on external circumstances. This seminar will therefore give
fonsideration to what is taught and how it is taught. It will give rise to two
published volumes in. the present series. -

c .

MECHANISMS OF FINANCE - , .
Qere are two levels of discussion about financial policy.for higher ediication
ich ought to be brought together. The ‘first is consideration of radical.
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changes in the financjal arrangements, such as greater dependence on
private finance of various kinds and the replacement of student grants by

% loans. The second js about whether the existing financial mechanisms for
disbursing public funds do in fact ensure an allocation of resources which is
consistent with public policy objecuves The tension between acatemic
freedom and public accountability is one which needs to be kept constdntly
under review. ,

AV
STRUCTURE AND GOVERNANCE

The Robbins Report recommended the establishment of what was in  éffecta
. umtary system of higher education dominated by the universities. Almost
- immediately, a binary system was established in,which government policy set
up a competitive sector (the polytechnics) with parity of esteem with the
universities and financed through the local authorities. Subsequently, largely
as a result of the reduction in the demand for teachers, many colleges of
education have been turned into a third sector purportedly catering for a
rather different ehentele from the segond. There is also, of course, the Open
University, and there remain a number of further education colleges, outside
the polytechmcs, which offer degree-level work. Furthermore, the forth-
coming decline in the size of the age group which normally enters higher
education is likély to encourage each category of institution to attempt to
move into new areas. In the light of this kind of consxperauon the
goverament has proposed th establishment of a new natidnal body to
* contrdl publi¢ sectpr higher education. A careful review of this and other
options for long-term development is» opportune. In particular -the
government proposals increase the need for a, careful consideration of. the
relationships between the umversxty sector and public sector higher

education.

The last of th¢se research-based semjpars will take place in late summer
1982. The material produced in the course of debate on their separate topics
will be brought together at one further seminar. A final report setting out the
conclusions and policy recommendations of the programme as a whole will
be published in 1983.
The sc&)e of the Leverhulme Programme is very wide. The need for a
. ma]q review of higher education has beén recogmze;l for some time and has
. . been given special impetus by the publication during 1980 and 1981 of
major reports” having strong implications for jts future: those of the
Committée of Enquiry into the Engineefing Profession (Engineering our
Future), and the House of Commons Education, Science and Arts Commit-
tee (The Funding and Organisation of Courses in Higher Education), and the
recent government Green Paper on the Organization of Public Sector Higher
. Eduggtion. The House of Commons Committee acknowledges the initiative
behind the present programme and in the closing remarks of its report states:
‘We believe that higher education is at a watershed in its developmcnt

, A)
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that the time is ripe for a great national debate. . . .” The present programme~
is intended to contribute to that debate by offering both a structure within
which the main issues can be considered and assessment of the ep'd\ence on

which-future policy should be based. - -
( - _ Gareth Williams
. i . . }’rogramme Director
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LI .  FOREWORD

I
*

s . py Sir Adrian Cadbury v
’ . ' P % 3 v 3
o .
. lenjoyed taking part in the discussiong at the SRHE/Lgverhulme seminar on
- " Yemand and access and learnta great deal from them. Althpugh I was not at
the seminar to put my views or to represent those of mdustl)y and commerce,
certain points struck me as particularly relevant to employers. These concern
. graduate recruitment, which was dealt with in the-first seminar \on the

- lebour market, but the demand for and access to higher éducation
——affects people at work.. , u»

e * Asan employer I am above all conscwus of the way in which the talen
-and abilities of people in industry are under-used. I entirely agree with the
view that we are.excessively cautious in regard to the capabilities of
individuals if given the chance; we undervalue them, and they undervalte
themselves. Within our, own company we attempt ‘to draw on this untapped

* “resource by involving people in the actwmngf the business and giving them
the opportunity to contribute to the way it develops. I accept all the'

. limitations of this approach in pra6fice; but my diréct contact with employee
representatives through our participative system confirms, my view that a
significant number of people;want to have more of a say in"the decisions
which _directly affect them, and have the ca-pacxty to do'so effectxvel'y Asa
foothote which, also applies to changes in the educational $ystem, if an

. institution moves‘to a more open and participative style of management it

Lo . will be changed in the process: it-is not simply an optional extra.

- The second aspect of the employmeni scene which concerns me is our '
lamentable record of training compared with other Européan countries.

» ' Some fifty. per ceﬂf" of school-leavers take jobs-which provide no formal

trammg whatsoever, when the West Gezman figure is more hké‘ﬁve percent.” -
. Thjs is not entirely the fault of emplayers. From the early 1900s young people
at Boumvxllc spent a day a week during term-time at the Day Continuation-
~ College. This was dropped as a condition of employment in the 1960s, partly
because it did not help recriitment, partly because of doubts about the value
| sof compulsory further education. My guessis that as a result-fewer school-
leavers use this kind of opportumty as an entry Jpoint mto continuing -

+ education.

The thitd point I would miake is that there will be major changw in the\ | .
way, work in manufacturing industry will be orgam;ed within, our time

. “rorizon. Fewer people will be employed and more of them will contract to

.*» . -work so many hours a year or to carry out particular tasks rather than be

' 5 paxd for their attendance at a factory or office; instead of having ancillary

EKC . "’ . )‘1 1 L - {%
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" services hike computing and design) on our la‘rge

ites, we will be buying
them in, often from the same people, ds before, who will be '¥lf~employed;
improved communication systems will cut down on physical rhovemerit and
on the number who have\ tocongregate at a fixed place for a fixed time;.the
production hours required for a given output will be markedly reduced. It
adds up toa combination of rapid technological change and'moréde\isure (or
time spent not working). : N

If one accepts the general sense of direction of this analysis, it brings
together under-used abilities, lack of training and a world of work where we
will not only have more free time but more control over how and when
take it. This brings me down firmly in favour of stimulating the demand for
education to provide for missed opportunities and for changes through time
in the attitudes of individuals towards education; education will also have an .
essential role in helping industry ifself to cope with the demands of
technological change. As an industrialist it seem to me oddly illogical to
suppose that a single dose of Higher education from 18 to 21 could inoculate
you for life. I therefore see the employment scene in the years ahead as
supporting an expansion in educational opportunity, and I believe that a
rational economic case could be made out for this addition to educational
provision, although the social case will stand on its own. '

The conclusion that we should encourage'an increase in educational
deﬁand leads on to the question of access. Here I would concentrate on ‘e

. ways into the educational system and my objective would be to multiply the

points of contact between educdtional institations and people at work. One
of the roles of the Day Continugtion College was in providing just that kind of
link and the Open University is now making a contribution in this respect.
Alan Gordon (Chapter 4) talks of whetting children’s appetite at school; and
Geoffrey Squires (Chapter 5).of the DipHE as an easier first step towards a
more advanced qualification. The aim must be to widen awareness of what is
available, in the belief that more people would take up what is on offer,if they
thought it was yithin their reach in all senses. From this point of view I

,believe that thelocation of educational institutions ig vital — where they,are

is more important than what they are, so we should build on whatever i3 to

. hand. Flexible timetabling of courses is also an essential encouragement to

access. Some concern was expressed about fragmentation of the educational
system} 1 am not advocating fragmentation but pluralism. I am sceptical of
arguments based-on the need for uniformity, common standards and all the

. "

rest of it ind in favour of as much flexibility and local initiative as we-can get——~ - ——

away with. Above all though; I want to maximize the ways. into the system.

I'accept that my references to educational institutions may seem rather
cavalier, but my-lack . of precision is based on imperfect knowledge, andl
anyway it giyes m¢ a freer hand. My impression is that the higher education

‘system as a whole is not geared to meet the demards of pluralism. The

universties are too cut off from life at work to find it easy to respond to the
wide range of  needs of mature students spelled out. by Geoffrey

- .

e
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. Sqmm (p 150). They could do more t,o nourish their roots in the local

" community and to encourage non-students to use the campus — give them

_ access to lectures, recreational facilities, libraries and so on. The main point

" is that, whatever the institution, the structure'and content of courses should

meet the needs of those who want to benefit from them. This is where the
“sense of the market introduced by Professor Trow (Chapter 3) is 50 valuable.
The market will be very diverse and to meet it will require innovative and *
creative thinking on the part of the providers of education. Incidentally'there
must be scope for.innovation in teaching methods, building on the distance
learning techniques developed by the Open University and on the work of
.adult educationalists.

The ‘final point is on a dlfferent issue altogether and it concerns the
current crisjs over funding. I want'to reinforce strongly the point that fulL
advan’tage needs to be taken of all opportunitits to.bring about change in:

" institutions, as they rarely occur. The great difficulty is to persuade people

that change is necessary; when institutions accept that change is inevitable
we should make the most of it. I have had the disagreeable task of running
downparts of a busmess which is not as daunting for a vanety of reasons as
reducing the size of a university. I believe that if you'involve in its planning ~
and implementation those affected by this kind of decision, you will be
heartened by the constructive nature of their response. Going through the
motions of participation, however, will as effectively unite opposmon tb
change as a decision 1mposed without consultation. The key is to take as
positive a view of the ways of meeting cuts as possible. -

° As to the proposals put forward by Oliver Fulton in Chapter 1,.1 hope
that reaction will not be too pessimistic nor too constrained by finance. If the -
money.is not available centrally for what we think should be done, we should
dook for other sources of funds. We need tolook ahead twenty years. We tend
to underestimate people’s abilities and we should not make the same mistake
in underestimating the degree to which the educational system can be

. r&shaped 1f we can win support for our views. .

.
-

' Adrian Cadbury
- Chairman
7 August 1981
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This volume, a product, of the Society for Research-into Higher Educatio\n’s

Leverhuime Programme of Study into the Future of Higher Education,
origifated in the invited seminar which took ‘place at Middleton Hall,
Gorebridge, Midlothian on 29 June - 1 July 1981, The book contains seven
‘chapters. In Chapter 1 T draw ‘on the seminar papers and discussions to
akalyse the medium- and long:term policy issues concerning the demand for
and access. by British residents to higher education at undergraduate level,

. 'and make a seriesof recommendations which are- then summarized. The

remaiiiing chapters are six commissioned papers, earlier versions of which

- were prepared for the Middleton Hall seminar; Chapters 6 and 7, on the "
special topics of demand for and access to postgraduate courses and demand .

and access by overseas students, are preceded by brief introductions.
THE CONTEXT . ¢ .o '
The assigned task of this stage of the Programme is to assess probable future
4rénds in d d for higher education, to propose medium- and long-term
policiés for responding to or influencing ‘these trends, and to éxamine the
accessibility of higher education to different groups in society — iii other
words, to undertake a radical retéxamination of the basis on which higher
education should be supplied. The aim of the Programme as a whole is to
examine the policy issues in a completely open-minded spirit. Nevertheless,
in mid-1981, three considerations inevitably constrain the mood, if not the

hd v

judgement, of anyone concerned with®demand .and access to higher - ..

education. . )

The first is the long-term trend in emand and accé8s: The 1970s have
‘seera sharp reversal in the perceived stligss - of higher education in
achiéving the objectives set for it cighteen years ago by the Robbins
Committee. During the 1960s the total demand for higher education raced
ahead of the Robbins. projettions (although these had at first been regarded
as optimistic), until by 1970 it seémed reasonable to expect that for the
foreseedble future far greater expansion than Rabbins Had proposed would
be needed to cope with the combination of a rising birthrate and a rising rate:

of participation. Since that fime the age participation rate, far from rising, -

has stagnated, then declined; and this trend, if continyed, will combine with

. the impending“sharp fall in the number of 18-year-olds over the next few

years toimply a substantial contraction in the size of the higher education
system by the 1990s. Somuch is clearly stated in the paper prepared by John
- . N g
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Farrant (Cha tct 2), i

During the 1970s it also became apparent that the expansmn of higher
education has:not of itself led to either of the two main consequences for
which the” Robbins Committee had hoped. The first of these — economic
growth resultmg from the ‘human, capltal’ created through education — was
the topic of the fifst volume in this series (Lindley, R. (Editor) (1981) Higher

# Education and the Labour Market Guildford: 'SRHE) and need not be
discussed at length. Although that report concludes by giving higher
education moderately good marks for its response to economic needs and
puts at least part of the-blame for economic problems on constraints and
failures elsewhere, there lS still novdoubt that the implied promise of
Robbins, natvely though it may have been interpreted, has not been fulfilled.
Certamly the economic rcase for substantial public finance of higher
education can no longer be merely dssumed.

Robbins’ other expectation — the achievement of a greater measure of
social equality — is a central concern of this volume. Here again, the prima
facie evidence (as discussed by John Farrant (Chapter 2)-and Alan Gordon
(Chapter 4), indicates that expansion did not result m reduced class
inequality. The participation of working-class students in universities has
recently showna marked decline, and although hard data are lacking for
public sector higher education, it _seems clear that the polytechnics, at least,

o

* have not retained all of the attractiveness to working-class children which

their predecessor colleges had, and for which the originators of the binary,
policy had <hoped. Although, women’s participation in university and
polytechnic courses has increased, there is good reason to believe that this
development owes more to wider social change than to the expansion of
opportunities within higher education: and it has been substannally
scounter-balanced by the sharp- decline in the "supply of places in
teacher-training courses, where women comprise the vast’ majonty of
students.

To this gradually dawning fajlure to achieve much of Robbms hopes the

- summer of 1981 added the more immediate prospect of enforced contraction.

The seminar ended on the eve of the notorious ‘UGC letter’, in which a
reduction of 8 per cent in government grant to the universities was translated
into reduced student targets and proposed staff redundancies — the’ first
decline in the supply of places in the memory of any staff now working in
universities. Such a decline (which was intended to be accompanied by
similar reductjon in the public sector) was announced well before the decline
in student numbers anticipated later in the decade. It has therefore been
widely interpreted as a repudiation of the ‘Robbins principle’, that it should
be government policy to provide places to meet expected démand, and that °*
qualified candidates should not be turned away from higher education.
Recent, government statements havé in fact confirmed the view that the
Robbins principle is no longer considered sacrosanct. .
The third sobering influence was that of the previous seminar, on higher
’ -
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education and the labour market. This had not, herhaps, bre-\empted the

discussion of demand and access as thoroughly as might have been feared:
far from proposing a planning criterion based on labour market needs to
replace the Robbins principle, Robert Lindley, its convenor, had concluded
that any'such hope *. . . is an illusion. It reflects a lack of understanding -
about the way the labour market works’ (Lindley 1981). Moreovet, a system
erein students react spontaneously to perceived changes in labour market i
conditions and institutions respond to these changds, seems to be at least as
effective in responding to economic needs as a mofe directly ‘steered’ system
might be. Thué-the Robbins principle is by no means discredited in advance.

. But the labour market seminar also passed on the very clear view that the

demand for higher educaton js strongly influenced by labour market
conditions; and that it is excessively optimistic to hope for a major expansion

in the size of the pool of graduates in the face of the uncertainty of likely: *

labour market prospects over the next few years.

None of these considerations was passively accepted by most
participants in the demand and ‘access seminar. Farrant’s conclusion that an
absolute decline in demand was to be expected, ceteris paribus, was dis-

puted. Rpbbins’ hopes of economic growth and social equalitywere analysed,

argued over, and restated, with the addition of other ses for higher
education and with explanations for what went wrong. . The Robbins
principle was defended, and governments attacked. And:the primacy of the
labour market in the minds of 18-year-olds and of older students was also
-hotly disputed. Neverthéless, the discussion took place against a background

_ of public scepticism about the value of higher education, a scepticism which

-

had its proponents inside the seminar.

Press reports of the seminar (Times Higher Education Supplement
No. 454, 17 July 1981) claimed to detect a ‘defensiveness’ in the discussion. If
s0, the mood was a natural and appropriate response to the challenge of
these externat events and to the ‘hard liners’ in the seminar who persisted in
asking awkward questions. As a result, the first part of Chapter 1.is devoted
to a brief discussiorr of the economic, social and political value of-higher
educatiofi. It is emphatically not intended as a comprehensive ‘defence’ of

«
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higher education — which would be absurd in a few pages — but simply as a o

sketch of some appropriate lines of argument. Much of the recent discussion
in Britain has been ridiculously narrowly conceived. Higher education cannot
and should not be judged solely for its short-run ability to meet sglch criteria
as can be most easily quantified. All that cai be doré here is to propose some
alternative —, but far from nebulous — criteria which could help to restore
the balarice. . ’ ' ’

~What follows in Chapter 1 is a personal interpretation of the issues,
drawing-on* the ;papers printed here and on the two days of discussion.

Participants will recognize many of their own ideas; many will also disagree

with some of what follows. Probably none ofthe recommendations would

command thcig unanimous agreement: some might not even be z;cyeptable to

f
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the majority. If so, my defence is that they seem to me to follow naturally
from the trend of discussion and the logic of external circumstances.

rtheless, the conclusions and recommendations of this chapter are my
responsibility and comrmgnane of the other participants t sﬁ theth. I am of
course most grateful for artmpants help during the semmar, | thank them
also, in advance, for thdir toleration of my mterpretauons rmsmterpreta-
tions and occasional wilful neglect or disagreement. *

. \
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OUTLINE- o .
This chapter is.divided into three sections. In the light of the economic, social
, ~ and political benefits which higher education is said to confer, the first poses
— the'fundamentat question whether the participation rate in higher edu@ition
"™ in Britainis, though low by iternational standards, adequate for our needs,
. At is coicluded that the participation rate is undesirably low. The, second
+ section turns to the more specific problem of how to respond to stagndnt -
- . demand and an 18-year-old population which will shortly&egin to decline. It
Ca is argued thgt the participation rate is not entirely dependent on factors
* " - external tohigher education. Higher education itself can and should adapt in ¥
- ways which will encourage greater participation. The third section of the
paper proposes a number of specific policies aimed at increasing demand
and improving access. In the course of the chapter a series of explicit policy
recommendations are made, and further recommendations for research and
information needs. These are summarized on pages 36-38. ,-
THE"ROBBINS PRINCIPLE AND ITS ASSUMPTIONS ~*

“The ‘Robbins principle’, on which higher education planininghas been based
from 1963 until very recently, states that ‘courses of higher education should
beavailable to.all whoare qualified by ability and attainment to pursue them
and who wish:to do so.” Apparently forthright and positive, its stréngth is, .
paradoxically, largely regative (see also Chapter 2, p.45)2By focusingon~ -

.tudent demand, it rejects alternative criteria for providing courses, such.as

—thenegds~of " the "labour ‘market, or the resources available. But if
%2> " uninterpreted, the statement’s positive fulness is wealk: It gives little
%" guidance in principle on_the way in which planning should. respond to.
“° .demand.! Anditisbased on a set of assumptions which are no longer valid.

-

“One assumption is fundamental. Jt scemed in 1963, whether one judged .
by short-térm or long-term historical trends in Britain or by comparison with
other advanced Western societies, that the trend of demand for higher
: education was inexorably upward. The basic policy issue was whether or not
. . __the supply of places should be expanded to meet’ this' natirally ‘growing

demand — and the committee gave a clear answer, Now that the growth has

‘apparently halted we can see that demand is not autonomous but ¢an itself

be an object of policy. In other words, the statement that higher education

should be available to all who wish_to undestake it disguises the contingent

nature of such a wish. The demand for higher education depends in part on
QO : - 1 2 ’
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" what kind of hlgher education is on offer, and on what terms. There iy of?

course considerable dispute-about the degree of elasticity of demier—and
-what, if any policies could really increase it. For the moment, the ppint is
slmpl-y that the Robbins principle gives no guidance to governments (or
institutions) as to whether they should attempt-to stimulate or to restrain e
expresslon of demand; it prescribes only that they respond toa partrcular
type - ‘qualifed demand’ — at whichever level it is expressed o

In the changed circumstances of the 1970s and 1980s, policy making for
the future cannot avoid this issue. We need to ask whether the present and
likely future participation rate-is satisfgetory, too high or not kigh enough.

3

)

The ans\y’e&to this question, which will-ell us whether we should. aim to.

stimulate or tores%am demand, Jogically precedes any question about how
torespond-to demand as expressed' And in order to answer it, We néeg to ask
fundamental questions. about the value of higher education in/modern
Britain, * .

The discussien which follows tackles this issue d1rectly It should be
made clear that it is the participation rate which is our concern.when
discussing the amount of higher ¢ducation that is desirable, and not the

number. of students in the system or of graduates produced The

participation rate, or the proportion*of persons of a given age who hawve the
opportunity to obtaim higher education, is the most useful .criterion for
historical and jnternational comparison, and provrdes the bést meastre of
achievement in most of the respects discussed below. It is important to be
clear about this, since the im
quite sizeable increase over the next fiftden years in the partlcrpatlon rate of

nding demographrc decline;means that even a_

18-year-olds, or older ‘students, does not imply an increage m the total

numbers i in higher education (see Chapter 2)

ASSESSING THE PARTICIPATION RATE  * ° .

.

The Economrc Issues
It is generadly agreed that the theories of the 1950s.and 1960s which related

~ economic growth to investment in education were at best over-optimistic.

- Certainly there has been so far little obvious and direct pay-off to the
economy from ‘increased expendlture on higher education; and further
- doubts have been rasied by the rise of ‘credentialist’ theory i in gociology and

" economics (Collins 4979) whrch would assert that mcreased educatlonal

expenditurg isat best a symptom not a cause of economic growth, and may
be totally unconnected to it. However, the belief that education contributes
to economic, growth is a theory which will not lie down. Even-in the labofir
market seminar, attended mainly, it seemed at times, by professional
sceptics who knew very well the lack of hard evidence to assocrate educational
expenditure with economic ‘growth,. there was a persistent feeling that
Britain’s poor economic performance must be connected somehow with its
comparatively low production and utilization of highly qualified manpoweér.

t !
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-Inthe present seminar, economists were in shorter supply, and this
particular,ground was not gone over again. The ‘real Lnéeds of the economy
are distinctly chimerical, after all, and #t would be over-ambitious even to o
attemnpt to assess them at present, let alone predict their nature up to twenty -
years from now (Lindley 1981). On the much narrower front of likely labour .
market trends, however, there was a degree of qualified optimism (from an
expansionist point of v w). The evidence stlll suggests that<in the.long ryn’ -
the ‘qualification spir‘;?’ is irreversible. Once graduates have beén forced
down the labour market in search of new jobs, these jobs continue to recruit
graduates. In the short run, such jobs may pay less and carry less prestige”
than more traditional graduate careers — and even in the latter, salaries may
well fall~as a result of the temporary over-supply, so helpipg tOWS}ow- 4
dogn in'the growth’ of demand for higher educatiom: But in due course, )
salary differentials in favour of graduates tend to re-establish themselves and ,
provide the impetus for a further wave of éxpansipn (Freeman 1981 for

L

. evidence from the USA), Becauge the graduate labour markes, is, -

comparatikely, one of fairly free international movement; thjs cycle may - .
provide paft of the explanation for the almost universal experience ~of
expansion in the 1960s followed by stagnation in the 1970s (Williams 1974), - °
It therefore seems reasonable to expect the present stagnation will be :
followed by renewed growth in demand f aduaté labdur: — at a time
when, in Britain, the pool of young people ? of collage dge is declining. Thus .
the warning that thesgraduate labour market might act as 3 brake on
expansion was partly accepted, but also turned on its heag in the argument
that it might in dye coure actas a powerful accelerator for renewed growth? |
The labour market Is not the concern of this volume. But the economic
accounting of higher education,does not start ‘and finish here. One of the
most powerful and coherent defences of investment in higher ediicatjon, was
published in 1977 by the' Carnegie Council on Policy_Studies. in Higher
Educat)pn (Bowen 1977). It used a major research-revie in an attempt to
enumerate and as far as possible to quantify alt the possible benefits, which-
might accrug to individuals and to societies as. a result of expenditure on
higher education. Some of these benefits are highly speculative; ;some%'an
only be translated intG economic terms with great difficulty.. But what
remains is still a formidable ist. AR
American evidence reviewed by Bowen suggests that the ¢redentialist
attack on highef education.is overstated. Thi¢ is a major concern of the .
labour market volume in this series (Lindley 1981) and.need not be  *
discussed at length here. In brief, however, it seems that aside from .

-

. specifically job-related skills and knowledge, students can be shown also to

Q

gain general skills, capacitles and dispositions, which are lasting, and which -,
0 a considerable degrée vindicate the practice of many emplofers of 4
recruiting ‘good’ graduates, regardless of course oontent. There is o -
comparable wealth of research on'the outcomes of British higher education:

the assumption of a common ‘gold standard’ .of degree performance has
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tended to focus research more on compakative success and failure than on
“average levels of achievement. Research of the fatter kind is glearly needed,
- as well as résedrch not.so much on emplG}ers’ behaviour and expectations in
rfecruiting graduates, as ‘on graduates’ subsequent jobr performance.
Conventional ‘rate of return’ studies have not an§wered all the questions.
More unexpected, however, are those outcogies of ‘higher education
which ase: not job-related but still have ecSnomic tonsequences. Bowen’s
review of research reveals a series of benefits from highe} ieducation which
haye been under-emphasized of ignored even by the noisiest of propagandists
for American colleges and unjversities. As a result of their general level of
education (not of heaith education specificMly) American graduates lead
healthier and longer lives: indeed, it is claimed that ‘investment in general
education would be more effective in reducing mortality than investment in
improved medical care’ (Grossman 1975, cited in Bowen 1977). As far as the
family is concerned, college education appears to lead to ‘a perceptible
narrowing of traditional differences between the sexes’ (Bowen 1977, p.190)
and hence, amdnigst other effects, to greater labour force participation by -
women. It Jeads to later marriage and to-marginally lower div%cirates; and
to lgwer and more rational patterns of fertility im which, if~is claimed,
college-educated parents&rade quality for quantity in their total outlays for
children’ (ibid, p.194). notably, ‘one of the most important outcomes of
higher education is the favourable effect of parents’ education on thé’
, intelligence and.achievement of children’ (ibid, p.198) — even taking into
.«account the effects of correlates of higher education such as higher income
levels. It can thus be argued that higher educational investment is subject to
a ‘multiplier’ éffect over successive generations. There is an obvious analogy’
to Bourdieu’s; (disapproving) claim (1977) that investment in education
constitutes for individual families an accumulation of ‘cultural capital’, off
which succeeding generations can then live. If this can be distributed more
witdely and more equitably, the whole society can benefit. . °
. The result of Bowen’s review of research is a long list (from which I have
givn only a small selection) of the apparent benefits of American higher
education to the economy of the.United States,* concluding that in the
period up to 1970 investment in higher education produced a huge net ,

Ecneﬁt. Of qourse there are obvious questios to be ‘Taised about the -

pplicability of any such findings to British higher education, which cannot
be answered without a careful review of the functions of both higher and
secondary education in the two societies. What is clear is that any assessme:
of the economic benefits of highef education which is confined to examining
conventionally measured rates of\return’is s®riously deficient. Certainly no
gconomic case can be made for restricting the supply of higher education
which has not weighed up the wider'factors briefly described above. A similar
review is now needed for British higher educatibon.
' ot c T it
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Research and Information Recommendation 1

A wide-ranging review should be undertaken, comparable to that by I-Iopurd

Bowen for the Carnegie Councilyon Policy Studies in Higher Education

[~ (Bowen 1977), of available evidence on the direct and indirect value of
: investment in British higher education; where primary research evidence is-

not a’mjlable, such research should also besundertaken.

Before turning to considerations ‘of social policy, two economic
. counter-arguments must be considered. The first concerns available finance.
7~ " Sceptical governments presumablyneed to be convin ot only that higher~
education is a good jnvestment, but that.it is betfer than alternative
claimants ot~ public resources. Clearly the evidence isfgot yet available. 1
return to the issue of finance later in this chapter, and one of the later
volumes in this series will be devoted to it. For thémoment, all that needs to
. be said i¥’ that this constraint is broadly accepted, though for different
reasons. The aim of the proposals in this chapter would be to try to increase
. Pparticipation without necessarily demanding a greater share of pubyc
resources in the long term. ~ : toe
" A second objection concerns the dangers of graduate unemployment,
which has again been put forward.ip 1981-as a reason for contracting the
supply of aces. I have already grgued that a longer view suggests that thig
danger is exaggerated. (Even jh the short run, unemployment rates for
graduates Are loger than those for earlier leavers.) The danger of a shortage
of graduates when economie recovery takes place is at least equally sezious;
and we cannof afford to wait until then to find out, since it would take a
minimum of five years to increase the output. In any event, if the broad -
*economic arguments given-above are correct, it is as true of the 18-21 as it is
@ the 16-18 age group, where it is more generally accepted, that it is better
. of:the state to pay out education and training subsidies than unemployment
. benefit..". . . Tea ; PR -
" ™ ‘Social and Political Issues > ) : .

'.f“”

e The'@on&equericqs of Reduced Purticipation There is a wide range of social
..« policy arguments concerning the rate of participation in higher educagion..
™ One way into.them is-to look first at the argyments for and against a level of
. participation below what exists at present. Parficipation could presumably
- be reduced in either of two ways: in theory it might be possible to’make
- higher education so unattractive that.demand is further reduced; but in
i practice the simplest method, which hds apparently been adopted by tiR
. présgnt-government, is to abandon the Robbins principle and agree to reject

‘qualified’ applicants. Here the gocial argument is entirely one-sided. It is
- -" extremely unljkely that any such contraction can be achieved without adverse

. effects on such equality of opportunity as now exists. o

There is of course disagreement, in higher education policy as well as in
Q A -
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social policy in general, about the Kind of social équality which is desirable: a

istrong’ concept (Halsey 1972), in which policies are assessed by their

efféctiveness in achieving equality of results, may have costs (for example in
the necessity of practising positive discrimination at entry) which not
£veryone is prepared to pay. But a ‘weak’ concept, of equality of opportunity
or of treatmerit, is generally agreed on as a minimum standard to which a C
democratic society should aim. It should be clearly understood that to
enforce contraction of higher education below the level which demand would
justify, will tend to damage equality of opportunity. -
Reductions in opportunities will not affect all applicants’ eq_ually it will
be ‘marginal’ applicants who will be rejected One kind of marginality is thai@
perceived by individual admissions officials faced with dlfﬁcult choices. If *
they behave like employers and recruiters in times of recession, they may be
tempted to reject/the candidates they define -as socially marginal: women,
ma§re students and others whose clgim toadmission they may see as slightly
less¢ fegitimate than elghteen-year old males — future ‘breadwinners’.
oreover, they will avoid risk whén distributing °scarce resources.

_* Candidates with unusual qualifications, and those from schools or colleges
with little experience of preparatlon for higher, eﬂucatlon (and this meaiis

disproportionately those from relatively depered areas, mcludmg ndt only
working-class children but ethnic minorities) will tend, to be rejected irf
favour of safer choices. /

Secondly, contraction will encourage institusional, ‘as well as bureau-
cratic conservatism. Experiménts with new “courses, new admissions
procedures, and so on will have to compete thh establlshed and apparently
successful arrangements and are likely to lose (see Williams 1981). Ever if
established, they will be given less time to prove themselves. Without these
expenments ‘conventional’ (that is young, middle-class, male) applicants
are‘tnost likely to be attracted to applyand will be most hkely to succeed (see
also footnote 6 below). Not only will opportunity be réduced, but demand

itself will probably decline. After the wave of new ideas in the 1960s, this &

process nray have been partly resporisible for the decline in the 1970s in the
proportion of working-class students. -

Thus a deliberate rejection of tlfwobbms principle, lmplymg a refusal
te meet qualified demand, would e undesirable social consequences._
“Even a policy of nominally retaining the prmclple while trying to reduce
demand would have similar consequences, since reductions would have to ,
come both from restrictions on innovation and resporyxyeness and from a
financial squeeze on students. These too are likely to have a disproportionate
effect ‘on marginal candidates. ‘% .

‘However, th®most convinging argument against restricting access is the
sxmplest The right to education, whether as a means to other goals ér simply
as an end in ftself, is one of the rights of citfZenship in modern Wm
$0ci ties. It should simply not be conceivable that some citizens d be

%erefused any chance of education, at any level mclquﬁ higher
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» education, if they can berséfit from it. To set rigid quotas for admission to ,
publicly funded higher education, regardless of demand, when there is no
viable private alternative; would be to do.just this. Fortunately, it/is
politically quite unlikely that such a policy could be maintained for long’®

_The conclusion from this discussion of the likely consequences of a * .,

contraction in the supply of places below that indicated by the ‘qualified™
demand’ for higher education is the following minimadtecorithendatign.

\

Policy Recommendation 1 ";1‘3"7' -
- Courses of higher education should (cor;ti(nue 10) be avakiéble to all thosegho
are qualified by attainment to pursue them and who wish to do so.

. Arguments for Increased Participation In the past, the fundamental social |
policy motive for expanding higher educaftion was the search for social
‘equality. Just as With econoniic arguments, that hope was excessively nafve
and has not been attgined in the form in which'it was promised. So mach is
slear — although it should not be forgotten that the general increase in
participation has affected Members. of the working class "too, Class
differential#® have not improyed (see Chapter 2) and relative opportunities of
mobility have not been enhanced, but still it is now considerably less unusual
for a clyld of manual workers (skilled manual workegs, at least) to attend a

university or polytechnic than it was fifty, twenty-five or even fifteen years. ry

, ago. The sense of exclusion, shert o ‘sponsorship’ via grammar school
selection and university scholarship, with all the psy®ological costs which
.that implied for the successful, is probably now less total., But it is still
ong, as Gordon documents (Ghapter 4). Theyeis a basic and ﬁ'nacceptable
iMguity ‘l_the preservation of an expensiée/,\privileged and privilege-

i ucational and social experience for a socially unrepresentative

he question for us, however, is whether increased participation will
lead to wider social representativeness, given its failure to do so in the recent
past. The short answer is probably no. Expansion of opportunity is at best a
" necessarycondition, and certainly not a sufficient one, for greater equality of
access. Expansion on the same lines-as in the 1960s would probably not
attract working-class children in disproportionate numbers; but the
likelihood, as I shall argue shoftly,-is' that it would probably #t,attract
anyone at all. The point is that if expansion is to attract a new clientele, it
- must be designed to doso, and got simply consist of niore of the same, in the
. hope that others, previously yaattracted, will come, ’
But whether or not stfdents are equitably recruited, ‘the total level of »
participation is itself a/problem. Whatever allowances are made for the level
of achievement reprefented by a degree, for the céhtent of the curriculum
“and its relation tosubsequent employment, of for the character of secondary
education, the British participation rate in higher education is now very low
in comparision with nost other advanced industrial countries (Cerych ahd |
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12 ACCEss¥O HIGHER EDUCATION

Colton 1980). Some of the quantifiable benefits which, higher education
conveys to individual graduates and to their society have already been
discussed. Others include the opportunity for personal self-discovery arfd
development, the development of a sense of responsibility for others, the
development of politif and social effectiveness, the ‘refinement of taste,
conduct and mannersf and even the likelihood of greater happiness and
self-fulfillment (Bowen 1977). If higher education brings all of this, should it
be confined to so few? Add to this that a society with a higher proportion of
graduates appears to gain a population which is socially cohesive, more
committed to the use of reason and argument in the resolution of conflict,
more respectful of individual differences, and more aware of its cultural.and
artistic heritage (Bowen 1977) then higher education becomes not a luxury
but an irresistible necessity.

The point can be partly 1llustrated by re-examining the common fear of
‘under-employment’ of graduates in jobs previously considered as demand-
ing lower levels of skill and training. If higher education does in fact convey
even a modest selection of the benefits claimed for it, any category of job is
likely to change dramatically when graduates are recruited into it for the first
time. Such changes may include gains in productivity, but will range much
wider. To take one example, the huge increase in graduate recruitment into
the civil ;service in recent years undoubtedly means that bureaucratlc
functions prewously performed in a routine.and formalized way are now
being undertaken by workers who have been taught to use their imaginations

-

and not to yield their judgement entirely to the rulebook. The consequénces .

for the internal organization of the civil service may-be interesting: but the
public, especially in client relationships, is likgly to be the one to benefit.
Similar examples could be found in almost any type of employment.

Thus it can be argued that there are strong social policy grounds for
increasing participation in higher education and, in doing so, for improving
access for groups at present under-represented. A.H. Halsey pointed out at
the seminar that the comparatlve ineffectiveness of educational expansion in
improving opportunity in recent years had been masked by the very high rate
of occupational change which had in any case taken place When that rate
slows, as it mll,veducatlonal opportunity will become a vital safety-valve. The
obverse of that argument is that if hlgher education continues to be seen as
small, exclusive and privileged there is likely to be a popuhst reg,cuon of
which the first signs are already visible. _

So far, higher education has been treated as-a smgle homogeneous
activity It has to be admitted that not all students in all mstltutlons acquire
all of ¥he benefits listed above, partly because of personal or'institutional
inadequacies, but partly also because institutions’ and courses’ aims vary
w1dely (Ramsden 1981). Sonte of the most difficult questions about the
provision ‘of higher education, which have been obvious ever since the
Robbins Report, concern not the overall size of the system but its shape
where and how should higher educatxon be provided? It is 1mpossxl51e in the

"R7 -




PRINCIPLES AND POLICIES 13

space available here to answer either the curricular questions or even the
broad issues of structure or organization which they imply. But it will be a
central argument of this chapter that the present structure and organization
has reached its limit: if participation is to be increased, higher education will
have to change. It may be objected that the kinds of change which we
propose, especially if they result in substantial expansion, would weaken the -
capacity of British higher education toachieve all of the benefits now claimed i
forit. It is impossible to answer such a speculation: the present functions of
the system would undoubtedly be changed by substantial growth_in
., Darticipation (see Trow 1974). But the American evidence cited above was
" derived from a diversified ‘mass’ system with a much higher participation
/1t is unlikely that all of the benefits would vanish if we began to follow

Anyproposal to attract new students into higher education needs to face
commonplace criticisms. The first is that no-one else wants higher
ucation, and the second that no-one else is clever enough to benefit from it.
e first of these is often presented as too obvious to need, discussion. The
age participation rate has not reached anywhere near the forecast in the
early 1970s, has begun to decline, and fooks unlikely tp pide dramatically-
(Chapter 2); and the remarkable growth in overseas stutfent numbers (see °
Chapter 6) is evidence of excess capacity at present: places have been
availablebut unused. But all that this tells us is that the existing product, at
its current price (in entry standards as well as economic costs) has not
d4ttracted new customers — which is not at all to say that there is no
unsatisfied demand of any kind. Contrary evidence is provided by surveys of
school-leavers, showing that a much larger number of 15-year-olds (of the
order of 30 per cent: see Fulton and Gordon 1979) aspire to higher education
than eventually participate in it (see also, Gordon in Chapter 4); or by the
experiences, of urban communities in the United States in which
participation has doubled in a year after opening a new community college
(Trow in Chapter 3); or by the successful ‘gamble’ of the Open University
which -has found 50,000 applicants a year for ten years now (Squires in
Chapter 5). The seminar learned too that higher education is looked to even
by deprived members of ethnic minorities as a vital social institution which
could provide them with a lifeline — a responsibility of which - most
institutions in Britain are completely unaware. This is in sharp contrast to
the reaction of universities and colleges in the United States, whigh | H&”\‘?@
made great efforts to welcome ethnic minorities by spectal admission
programmes and by encouraging studies of minority culture and hi tory.
~ There are, in fact, many reasons to believe that a different kind of higher
_education could find a large pool of aspiring students. =
» The objection that the ‘pool of ability’ has been exhausted %even more

directly contradicted by research. It is true that the ‘pool’ ok ‘qualified
$leavers’ — those who have achieved two ‘A’ level passes, in the Robbins

interpretation — is limited, and that higher education cannot hope to recruit

ic .= i
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14 ACCESS TO HIGHER EDUCATION

L
many more students if i it insists on this qualification-for most of its entrants
while the numbers achieving it in secondary education are stagnant. But
there is no question at all that (leavmg the adult population entirely aside)
the number of young people intrinsically capable of benefitmg from higher

- education-far-cxceeds-the-number-who-at-presentdo so. .
* A large-scale survey of fifteen-year-olds in 1977 found that, whereas 70
. " per centeof boys of high measured verbal ability intended to enter higher

education if their fathers held non-manudl occupations, the. proportion of
. ‘highly able’ sons of manual workers was almost exactly half, at 36 per cent:
comparable figures for girls were 61 per cent (non-manual) and 38 per cent
> (manual) (Fulton and Gordon 1979). :Considering that Some middle-class
‘children of quite moderate measured verbal ability levels succeed in entenng
°  high®r education, it is safe to assert that even a doubling of the proportion of
" the age group who attend higher education need have no adverse éffect on
average levels of ability (see also Chapter 4,'pp.123-6). The argument put -
forward so forcefully by the Robbins Committee and by Douglas (1964) that
this untapped pool constitutes not only a social mjusuce but also a severe -
wastage of scarce talent which the nation can ill afford is still entirely valid.
The result of thJS review of arguments on the lgvel of participation in
higher-education is the followmg recommendation o

‘ Polzcy Recommendation 2 = .
It should be the aim of government and of higher education institutions to e
achieve a substantial incregs& in the participation rate i(z higher education. .

-

v

Practical Implicatior’ls in the Face of Stagnapt Demand and Future
Demographic Decline 1In Chapter 2, John Farrant combines the evidence of ,
recent trends in.demand with the future size of the 18-year-old age group to
outline,the ifkmeédiate problem facing policy makets. He concludes that *,
within the limits of policy initiatives likely to be taken by either the, prmnt:,
Govemment or its_successor, there is little prospect of averting a declinie in
the total size of the higher education system by 1990’ (p.64 below). If this is
" indeed the case, the-future for hlghcr education for many years will be a
continuation of the present exercise of contraction. Sueh a prospect was no
~more palatable to members of the’seminar than it is proving to be to
L employees, of higher education at largc, and an httack was mounted on it
~ from several directions.
“ Most“of the lines for such an attack have already been hinted at
» Economicexplanations of demand, while leading somg people to pessimism,
entouraged others to expect cyclical recovery to a higher plateau, after the
labour market had adjusted to new uses for graduates. Others questioned the |
~ primacy of economic models and pointed to the counter-evidence of, for |
. i example;\ the growth in women’s participation, or of sharp regional
. variations, neither of which can be Tully explained by economic thcoxm,7 to
-~ the key rolw of lower and upper-secondary education in creating or suﬂmg

|
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educational aspirations, and to a series of other pdtential agents of change.
The convincing evidence of a substantial pool of ability means.that whatever
its prophetic accuracy no-one concerned with higher education should be
content that Farrant’s forecast comes about by mere default. Nevertheless,
there was a general, if reluctant, agreement that short of new policy

initiatives, the forecast of contraction is reasonable. It is a commonplace that '

any detailed forecast may not — indeed will not — be fulfilled as it stands;
but this broad prediction is the'appropriate starting point for policy
formulation. ' ’ .

The key question then is whether the ‘likely . . . policy initiatives . . . of
this Government or its successor’ are as immutable (or doomed tobe as ineff-
ectual) as this ferecast implies. In immediate terms, the choice for higher .
education policy makers is not the theoretical choice posed and answered in
the first part of this chapter — namely what is the desirable level of )
participation; but the practical one of how {G respond to the present prospect’
of contraction. Here € choice is threefold: (i) to follow the graph of demand
down as it falls (or:even to anticipate it, as :present government policy
appears to be); (ii) to continue on a level course in the hope that students will
turn up; or (iii) to change direction and try some ‘unlikely’ policy initiatives.

" The present political battle seems to be confined to the first two
\alternatives. The natural tendency of higher education institutioris,
especially of 'the universities, is to favour option(ii) and choose inaction. -

They argue that contraction will be painful and damaging and can usually b¢ ~ .

shown to cost more than the likely short-run savings; there is always enough
“"d”ﬁb‘fégout future forecasts to justify a littlé longer delay; and, if things do
go badly. wrong, the universities at least can pick up extra students at the
expense of public sector higher education. ’
Governments, however, 6f whatever political complexion, will undoub-
tedly choose option (i) if option (i) is the only alternative. Policies are always
based on likelihood, not certainties. The immediate cost of contraction may
be high; but it is unreasonable to incur the Certain short-run cost of empty
places in the quite uncertain hope of future benefits. The recent history of
central planning of higher education numbers is one of regularly undershot
targets (Williams 1974). There was even a three per cent decline student
Jnumbers entering in 1980 from the forecast-as late as 1978 (DES 1978,
" Central Projection). When decline doesoccur the prospect of uniyersities
‘poaching’ from the local authority sector will not be?politically tolerable., If
these two options are the only alternatives, -contraction in both sectors is
likely — under any government. =
The third option, of a real change of direction, has much more to
commend it, if it can achieve an increase in participation in line with Policy
- Recommendation 2. It has the considerable advantage, of making use of
the substantial resource built up in the British system of higher education, .
rather than allowing it to be dissipated. This’is an argument which should
commend itself to those policy makers and administrators responsible for
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16  ACCESSTO HIGHER EDUCATION

building up the resource over the past twenty years. But they will need to be
convinced that new and deserving students can be found. Simply hoping for a
_ miraculous upturn, or embarking on a frantic search for ‘warm bodies’ like
some American'colleges and universities (see Chapter 3) are tactics which are
unlikely to be approvedrby higher education’s paymasters.

The quwtlon then is what kind of policies can help to increase
participatjon. It is often said that most young people make their decision
whether or not to aim for higher education before they reach the minimum
school-leavmg age. This is perfectly true of those who decide firmly against
it; it is very difficult for anyone who has left full-time education for work, or

‘ cmbarked on a non-‘A’ level_course, to change direction back towards

'qualifying for higher education. But it does not follow from this, as-#foften
asserted, that their decision is influenced only by the schools. It is true, as
Gordon shows in Chapter 4, that many young people leave school at sixteen
use they resent the non-adult status of full-time pupils or students, or
ike academic study, or are not attracted by the particular options
available to them. It is therefore quite likely that different practices and
different opportumtles, in either lower or upper-secondary education or
both, rmght increase the attractiveness of staying on for an ‘A’ level course
and so increase the pool of ‘qualified’ applicants from which higher
education at present draws. But such proposals are not the primary concern
of this volume: they should develop out of a general scrutiny of the aims of
secondary education, of which qualifying for higher educatxon is only gne
part — and not necessarily the most unportant .
.. Weare concerned here with ways in which higher educauon itself might
‘become more attractive and more receptive. I shall argue that the evidence
* provided by Trow, Gordon and Squires in Chapters 3-5 suggests a wide range
of possibilities. In any case, we should-not lose sight of the political
dimension. “Higher education institutions and their staff can ‘easily be
accused of self-interest when they argue that they should be protected: from
the prospect of conttaction. They will w:ymuch more convxcnop if they
accept some of the responsibility for their present limited attractiveness and
show that they are prepared to make substantial changes in their behaviour,
rather. than contmumg as before and expecting other institutions to'adapt to
s theit needs.

Thus our choice among the optlons listed above is the third: to try new
policy initiatives to increase participation from among those who are not at
present attracted, or accepted, by lnghcr education. And a major élement in
these initiatives must mvolve changes in higher education itself.

Policy Recommendation 3

In response to the likely decline in demand from its traditional clientele, the
British_higher education system should be encouraged to adapl in order to
increase participation rates.

4
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Despite the power of Government purse-stffngs, higher~ education is
relatively aytonomous and democratic; autonomous-denrocratic institutions
require convincing evidence if they are to change ‘direction. It will be
particularly important in the next few years to ensure, a flow of relevant
. information for wide distribution and discussion. The volumes’of Statistics of
Edutation have their critics; but the present government’s decision to
abandor? their publication in their present from is ominous, although the
University Qrants" Commiftee will continue to publish statistics for
universities previously contained in Volume 6. Thereis certainly a need, not
‘ . covered by any pr&sem\ﬁublication, for good data on demand and access to -
the public sector of higher education. )
3
Research and Information Recommendation 2 .
(@) The collection and dissemination of information on demand for and
access ta higher education should be maintained and where. possible
enhanced in forms accessible to the widest possible audience. , / i
(b) The collection of information on access to public sector higher education.
in particular should be improved at least to a level comparable with that
on access to universities, if necessary by specially commissioned
resgarch. N ’
(¢) Documents sich as the DES ‘Brown’ and ‘Grey’ papers (DES 1978 and
1979) and DES Statistical Bulletin 12/80 gre especially useful and,
should be published at regular intervals as early as practicable. The .
DES should explore the passibility of providing direct access Jor
qualified specialists tp the relevant computer tapes, possibly through the
SSRC Survey Archive. -

v

RECONSTRUCTING THE ROBBINS PRINCIPLE ' * */
One way to divide up the policy issues is to re-examine the various
comporients of the Robbins principle. The principle contained'five elements,
each of which needs an operational interpretation. Thus:
‘Courses of higher education’: the supply of courses - -
. - ‘Should be available’: the Robbins principle
‘To all’: access issues
‘Who are qualified by ability and attainment to pursue thém’:
preparation, qualification and admission
‘And who wish to do so’; the demand for places
To these should be added a sixth policy principle, that enunciated by the
Anderson Committee of 1962: the principle that subject to residence and
. other -relatively minor reservations of eligibility, all students on full-time
¥ degree or ‘equivalent’ courses should receive a means-tested maintenance
grant and (as it now stands) the-full amount of their fees, Finance is the
sixth key element in reconstructing policy. .
<. Some of these elements have- been discussed already. The Robbins
principle in its original limited interpretation as applying to those with two
Q ‘ Y. . ) . . ‘ )
- ERIC - _ 95 .
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18 ACCESS TO HIGHER EDUCATION'

‘A’ levels has been re-affirmed "as a minimal recommendation (Policy
Recommendation 1). The demand for places and approptiate responses toit
have been discussed in general terms in Recommendations 2 and 3. In the
sections which follow I look in turn’at the other four areas: the supply of

courses, preparation, qualification and admission, finance and access.

k)

The Supply of Courses* . ]

+ In general, official policy has until very recently ‘been that an adequate

supply of placgs in higher education should be provided to meet the demand
fronj those with two ‘A’ levels. But there is nothing in this policy to say what
kinds of places are provided. No governmerit could be expected to arrange an
indefinite expansion‘of high-cost subjects such as medicine or te¢hnology if
demand were toincrease dramggtically-and persistently. In fact the Robbins
principle has nevgr been taken as implying any attempt at one-for-one
provision of Subject places in line with dpplications whatever their
fluctuations - (Chapter 2 shows persistent differences < though also some

 sharp changes — in competition rates for different subjects.) The question is

whether there may be a latent demand from potential applicants who cannot
find the course they would like, or are excluded from it, and Sofrom higher
education altogether, by highly competitive eritry requirements. Would new
courses attract new students? : - .

The evidence is suggestive but not conclusive. On the one hand, there is
some flexibility: candidates who fail to obtain medical school placeg seem to
settle for related subjects such as pharmacy, or for other fields still further
from their_original choice; and certainly_candidates who fail to, get into
universities go to polytechnics and elsewhere (Fidler 1979). These apparent
mismatches between supply and original demand do not seem to force out of ,
British higher education many candidates who have begun the process of
searching for a place (overseas, or directly into employment).

But there is a larger case to answer. lyreferred above to the primary
pieces of evidence for unsatisfied demand — the pool of untapped ability and
the ambitions, however nalve, of fifteen-year-olds. To what extent is the
supply of courses responsiblé for the fall-off of able or ambitious school-
children who donot even take ‘A’ level courses? Part of Thie blame for the low
and stagnant participation rate can be ascribed to the rigidities of the British
higher ediication system, with its choice of a high-standard, high-cost, three-
year full-time, heavily subsidized degree} a part-time variant whose lower
fees scarcely compensate the student for years of effort (and no maintenance

grant), or practically, nothing.

-

In Chapter 3, Martin Trow identifies the British dilemma-that the

insistence on ‘nothing but the best’ for every student carries with it the.price

associated with “élite’ quality. This quality, he argues, is exemplified in all

the elements we have just identified: not only high quﬂi‘ty (of teaching and of

graduate output) but also a -‘collegiate® model implying a ‘preference for °

full-time study, restric ission, high cost per student, socially biased
, (O 3 .
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access, and low demand. He also warns that these elements are
interconnécted in such a way that they cannot necessarily be altered
piecemeal. Nevertheless, the lure of structural reform is too strong to resist,_
and the seminar was tempted by a number of proposals. Most of them have
merit a priori: there are obvious attractions in ‘2 + 2’.schenies for higher
education (eg Pippard 1969; Bragg 1980) in which-a-student spends the first
twoyearsin a broad, general course, and the second two in more specialized,
vocational study, perhaps after further selection® — or for that matter in
similar schemes on 2 different timetable: ‘1 +-3%0r ‘1 + 2°, and so on. The
Scottish variant —/3 + 1 (three years for an Ordinary degree and an extra
year for Honoursy — attracted considerable favourable comment, with its
added attraction, from any student’s point of view, that Scottish pupils can
obtain their entry qualifications and go on to higher education after only one .
year in the school sixth form. The fact that Scotland has a somewht higher
participation rate than England and Wales (Chapter 2) led to considerable
speculation about whether its degree structure was the main inducement.
(There are however other factors which probably contribute to Scotland’s
participation rate: the economic, with the extra year and the early start

. .increasing the rate of return; the admissions-related, with five Scottish

h
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“Higher’ grades instead of two or three ‘A’ lévels; and the cultural.)
However, it is extremely difficult to choose between alternative,
apparently attractive schemes for reshaping the map of learning. Sober -
voices warned against major structural change. The problem is that the
present rigid structure of control, through student finance as well as course

- approvdl and validation, the ‘gold standard’ of Honours degrees, and
* institutional finance, makes expetiments of this kind nearly impossible for

single institutions to undertake on their own. The position of the DipHE as
the single structural innovation of the past ten years attests to\this, As a
result, any test of restructuring would need to be on an alarmingly large
scale, and the British evidence is not yet there to justifyit, despite suggestions
from experience overseas. It is certainly too early for a central decision ona

L ]

major change of this kind: the financial cost alone of structural change on
such a scale could be prohibitively high unless for large’ and guaranteed
benefits.” Finally, some non-British participantSTin the seminar began_to
draw back in alarm, pointing out that many countries actually still admire

. and envy the. present structure of British higher education.-Some oferseas

experience, especially in Europe, suggests that our success in expanding élite
higher education should not be thrown away lightly. ’

But if major structura) réforms are premature, it is still easy to suggesty
needs which are not met by the" present range of courses, A number of
proposals were made’ at the seminar, mainly congerned with altenffative

"modes of study. For example, it was suggested that' the opportunity to

o

gongtruct one’s own pgosramme combining periods of full-time study,
part-time study, and work, might meet the needs of Qder students and

perhaps tempt somé of them gently back into education. At a minimym’

STy,
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they rmght be ngen a wider chmce of mixed mode or sandwich cotrses. One |
. can also imagine new’ curricular needs: the growth .in the number &

. sixth-formers taking combinations of science and non-science ‘A’ levels
suggests a great potential for similar interdisciplinary courses at degree level,
as well as for science-based but less specialized courses, of which only a few ’
.are now available — coursés which use a scientific discipline primarily as the .

,basis for general" educational development rather than spekifically
" vocational training. N\ . .
The conclusion, the’n must be that rather thana wholesale an ly

dictated reform of existing opportunities, what is needed is far greater
diversity and freedom to expenment The case for diversity has been argued
beibre and well summed up in a recent article by Silver (1980). Onceagain,
we return to the rigidities of the present system,” and what Silver r angd others ™
have described as its domination by the values of the university sector. So o
long as single-subject three-year Honours graduates are what high prestige
universities provide, they will be what employers prefer to recruit, and
schools prefer to prepare for. The hlgh status and high competmon tates Of
this kind of university course deyalyé éﬁy alternatlves and in fact create a
»  vicious circle whereby their prestige uself-perpetuaung 10 Without central
intervention, can thé circle be broken? If successful universities do not
change of their own wilt (and why should the)}b) the only leverage can-be in
the markets ‘at entry or, exit from hlgher education. Lmdley (1981) makes
._ proposals for finer discrimination by, émployers at exit; our point of attack -
must be at entry. What is proposed is to alter the currency in thi§ market. At -
present we have a market in academic qualifi¢ations, pnmarlly ‘A’ levels. >
There are, as I shall argue, other good reasons for trying to weaken their -
dominance by adding or substituting other types of qualification. But we can
alsoadd a new currency, that of finance sBy giving greater financial leverage
to the student and widening the range of* acceptable quahﬁcatlons ,
,institutions may be persuaded to adapt more readily te new needs.
Market mechanisms are untidy and unpredictable. Taken to the
. extremes 3[ gpxpetmon they can produce highly-unattractive results of
which Trow (Chapter 3) suggests a few. But the fear which is most commonly
expressed is that of a demeaning hierarchy, whereby institutions (and their
graduates) are regarded as inferior, not because of real differences in quality,
but because of the accident of their market posmon determined by a
" combination of mythology, ancient history, ‘and the devjous manoeuvres of
an, *litist’ establishment of dons, largely no doubt to be found in the more . i
ancient universities. Whether Justlﬁed or not, it is a real fear, and the slogan -
¢ i the best’ whxch Trow coins for Britain, °exemphﬁed in the

-

thé honourabld aim of clrcumventmg it.
act, however ls that these obJectlve( have never been fully .

.
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a hierarchy. The markat‘is subject<o central controls, but these controls tend
to serve ‘the interests of long-established market leaders and pefpetuate
existing patterns. Any movement to reflect changing value is restricted. The
choice for the future, therefore, is not s0 much between enforced conforrity
and ‘hierarchical diversity, as Silver puts _it, but between “a possible-
hierarchical diversity and the present enforced and unresponsive hierarchy. -
There are obvious temptations for policy makers to keep their controls.
A fully fledged tharket system would mean that central government is bound
_topay whatever price is needed, however high participation goes. Indéed, the
price per head is-increased, since at presenf®he supply of places can in theory
be matched accurately to demand, whereas the market implies an oversupply
of places: without tlib?hreat of a ghortfalland the atttaction of advantages
from -extra recfuitment, institutions would have no need to experiment,. It
would be hard, too, to dismantle the present cont ﬁ‘{s\over course content,
and 10 accept that the hidden hand of student “chbicésean. assess national -
needs better than the accumulated wisdom of policy making. Freedom to
experiment will mean freedont to make mistakes. As WIﬁ be seen, we are not
proposing a full market systemon the American model; gveit so, the case will
neéd tobe made and demonstrated that reduced central contfol does lead to
greater participation, and that greater participation brings advantages to

(3

' =outweigh the dangers. .

If this case is accépted in principle, there may still be resistence fo
applying it throughout the system. Should we risk unleashing market forces
on e institution? The universitiés might continue ‘as they are, pursuing
fexcﬁice’ and subject to long-term planning, while public sector

institutions fight the battle for new students. The disadvantages, of such a
policy, however, are not hard to see. First, few universities should be content
withjt, since it implies concentrating on performing the traditional role for a
steadily dwindling number of traditional Students. Nor, in any case, should
thé’public sector be expected to carry all the risks of experimentation. 2
Butmore importantly, sucha résponse would not have the desired effect
of increasing total demand or imprqviqg access. In Chapter 2, Martin Trow
offers an alternative slogan — ‘something is better than nothing’ — to
replace ‘nothing but the best’. Whatever that ‘something’ may be, it should
not be rigidly separated from ‘the best’. In particular, entry qualificatio
should differ only in degree, not in kind. Otherwise, the cons;qhence?f
preserving an élite, competitive ar‘g_,bigh-entry-standard sector of univer-
sities, while encouraging other instifGtions to change drastically, would be to
. push streaming back even further down the secondary school. The divisive
choices of ‘academic’ ‘O’ and ‘A’ levels or ‘non-academic’ alternatives would
be perpetuated; students taking. ‘non-academic’ courses would know that
they would only qualify for ‘second best’ higher education. As at present, ,
many would'choose not to compete. Such a policy would of course also
. continue to eXert the presen? social class bids. ’ . ’
- What is being propostd is quite limitedi not nécessarily (and certainly -
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not in the short or medium term) a grand merging and restructuring of
higher education into ‘comprehensive’ institutions. There will inevitably
_ continue to be a different role for universities, but the difference should be
marked, as in countries with higher participation rates, more by universities’
emphasis on fesearch and postgraduate work than by a distinctive
contribution fo, and exclusive selectioft for, undergraduate teaching.
¢)But if there.is to be no sharp dividing line between the universities and
the public sector, tHe-same logic shbuld apply af the present lower boundary
of ‘advariced*Further education. The biggest achievement of the past fifteen
years has been the promotion (in both senses of the term) of institutions in
the public sector — the polytechnics into academically~yespectable’, indeed
often distinguished degree-granting bodies, and the ‘gﬁgﬁnd institutes of
higher education into multi-purpose institutions, with the commitment to
two-‘A’ level entry to teacher training as a symbol of their high standards.
The effect, however, has been to increase the social as well as academic
selectivity of the public sector (see Chapter 2) and to leave the.rest of
advanced and non-advanced fitrther education as a very poor relation outside
these institutions. :© —— .

The distinction between ‘advanced’ and ‘nod-advanced’ courses now has
much more to do with administrative convenience (for resource allocation to
institutions, courses, staff salaries and’student grants) than it does with
academic quality or, level. The aim should be to create a much more flexible
and porou§”Retwork of courses and institutions- throughout public sector
higher and further education; indeed, rationality suggests that all of further
education should eventually be governed by the same regulations and
conditions as higher education, and indeed that ‘further’ education should
begin at the minimum school-leaving age. Certainly,.policies for access and
demand should not differ between the non-advanced and advanced sectors.

Policy Re%mendation 4 N .
The same/broad pringiples of response to derhand and provision for access
should apply to universities,, to public sector higher education and to non-.
advanced , further education. The sharp administrative and academic
distinction between ‘advanced’ and ‘non-advanced’ courses should be

» dbahdoned.
Selection and Admission Policl.
First Admission Discussiot of admission policies in higher education is
frequently less clear than it might be. In particular, the aims which policies
and procedures are intended to serve are too often taken for granted. The

* Robbins criterion ‘qualified by, ability and attainment’ implies 3 competitive
meritocratic entry system based on the attainment of standard qualifications,
and was certainly interpreted by the ommittee itself in that light. However,
this aim can be attacked on three levels.
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The first and commonest attack is to point out that ‘A’ levels are only
moderately correlated with degree results. ile true, this claim blurs the
fact that thereis a quite reasonable correlation in some subjects, notably the
sciences, languages and mathematics, and a very low one in many others.)
This suggests that largé shifts in the ‘A’ level ‘entry threshold would only
produce comparatively small changes in the end result, in terms|of degree
class distributions. If so, depending on the taste of the critic, the selection
system eithef is basically indgfensible, since it results in a large number of
inequitable mis-selections (similar crittéisms are made of 11-plus selection)
or needs improving by the use of alternative predictors. The difficulty with
the first position is the uite satisfactory correlation in some subjects; the
second founders on the difficulty of finding suitable alternatives.

A more radical line of criticism points out that the primary aim of higher

- education should be actually to create merit, and not merely to certify or to
process those who already possess it. What matters, in other words; is the
quality of graduate output 4nd not that of the intake. Indeed, as institutions
with comparatively low entry requirements are fond of asserting, there is
more merit in achieving a high proportion of ‘good’ degree-classes (firsts and
upper seconds) from a poor intake than from a highly selected one. (There is;
however, a certain hypocrisy in some such institutions which nevertheless -
persist in trying to raise the ‘A’ level standard 3f their recruits.) The aim of
these critics is still to select students whb will have the best results at the end
of their 'course,, But at least the net is cast wider; if necessary, special
teaching metlfods or preparatory programmes can be used to bring out the
best in ill-equipped entrants._ ° )

The third Tine of attack, however,. questions the idea. even of a
merifocratic output. In its original form, this is a duite ,traditionalist
position, for example, justifying the search for a ‘balanced” entry in Oxford -
and Cambridge colleges, so as to include those with, talents such as for sport
or debating, and criticizing the values of a ‘forcing-house for scholarly talent
at the expense of the other benefits of education. It has fallen into some dis-
repute, not from its assumptions but because it can too easily be used as a

" cover for favouritism. Nevertheless, it serves to remind us of the multiple *  -.
purposes of higher education; and, it can also-lead perfectly logically to
positive discrimination in favour of the underprivilegéd or those previdusly
discriminated against. The aim of a socially and ethnically more equal _

" society is not something with which higher education need be unconcerned.

All of these positions are fairly widely held in higher education, although
in universities at least it is largely the advocates of ‘A’ levels, or of
improvements to or replacements for them, who dominate policy. It is surely
time, here as elsewhere, not to abandon meritocracy and the search for high |
standards, but to accept a plurality of goals for higher education.

There are good reasons for not abolishing the ability to admit through
standardized criteria such as GCE ‘A’ level or jts ‘equivalents’. These criteria-
have obvious advantages to admissions officers on Ane hagd and schools on

-
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~the other: they are a standard cﬁg'ency, and it is not easy to operate a mnarket
" system, however restricted and imperfect, without the use ofimoney. Despite
schools’ frequent complaints about the ‘tyranny’ of the ‘A’ level syllabus, it
provides a useful degree of predictability on which sensible advice can be
given to potential applicants, and an incentive for academic work -in late
adolescence. This.is not at all to argue for the retention of ‘A’ 1evels in their
present form — merely for a broadly similar type of examination. To attempt
to do away with the present examination entry system would provoke
enormous hostility in schools and in those academic disciplines in higher
education for which ‘A’ levels provide a genuinely useful guide to future
performance, as the intermihable debate about their replacement shows. In
any case, there is nothing to suggest that any of the proposed alternatives
(such as aptitude tests), if simply substituted for ‘A’ levels, would improve
the ‘accuracy’ or legitimacy of selection (Choppin et al. 1973; Entwistle and
Wilson 1977). .
’ Secondly, possibly the chief attraction of the ‘A’ level criterion to the
Robbins Committee was its usefulness as a planning device. Without a
standardized criterion, either of achievement or of aptitude as in the United
States, much of the-detailed information we now possess on the demand for
higher education would be lost, as a glance at the kind of data presented in
Chapter 2 will show. It would be extremely difficult to monitor opportunities
for access and ehsure that demand is satisfied if there were no national
examination system.

At the same time, there it no good reason why ‘A’ levels or their
equivalent should continiie to be The only permissible route (as, they are for
varly many departments in many universities), or perhaps even the major
route, to admission to higher education. It is widely agreed that they are not
especially well suited to the needs of many, or even most older students:

uably the same could be said of many younger ones. As Gordon shows in
ter 4, for many sixteen-year-olds, especially those from working-class
families, the prospect of-two more years # a school environment is not
attractive. It should not be necessary to insist on this. The simplest’
alternative (already widely used as additional‘evidence to supplement ‘A’
levels), is tousg, ‘O’ level performance. In most s jects which are not studied
before the first year of higher education, an eighteen-year-old who
demonstrated his or her general academic ability and motivation two years
carligs, but has spent the intervening years at work would be at no significant
disadvantage to one who has studied a different subject in the sixth form.
fndeed, many teachys in higher education might prefer to deal with students
who have gained e maturity outside education, rather than spending
time, in the comm¢h complaint, undoing the bad learning habits of ‘A’ level
preparation.

This, then, is one possible entry route, but with two difficulties. The first
is that ‘O’ levels are liable to some of the same problems as ‘A’ levels, in that
they can lead to bﬁs in favour of candidates frome experienced schools with
39 )
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large sixth forms or ‘O’ level streams, Second, since many admissidns tutors
balk at using CSE passes (with less discrimination at the top) instead of GCE

* ‘O’ levels, schools which prefer to concentrate on CSE are effectively
handicapping their pupils — until the arrival of an integtated examinatjon.
Further alternatives are needed; and these should include aptitude tests (by
no means a total failure in the large-scale trial (Choppin 1973) ), She
assessment of prior or ‘experiential’ learning — for eighteen-year-olds as well

older students — and individual contracts for independent ;g)éy and
project work. ° s .
These last would be particularly ueful for those disciplines where the

‘A’ level grade is uséd as a measure not only of academic ability but also of
preparation the degree-level course — the second of the difficulties
mentioned above. sequential structure of the curriculum in such subjects’

" is undoubtedly one of the main reasons for the larger predictive value of ‘A’
levels. Any substitute must cope withYhis problem, and the solution will
require flexibility on the part both of the institution and the under-prepared
styded, Higher education — especially, but not only, high-prestige

iversily departments — is excessively prone to invoke the preservation of °
dards as a defence against any experiment — and the present
policies of\¢ontraction, with their emphasis on these same ‘standards’ are

rage them to do so. . v

| for a chemistry department, for exainple, to insist that jts * -
entrants have taken ‘A’ level courses not only in chemistry but also in
mathematics and another relevant science such as physics. But in doing so it
is protecting not so pych its standard as.the.level at which it teachers: The
huge increase in recent years in the proportion of ‘A’ level candidates who
take ‘mixed"compinations of subjects (ie both science and nonsscience)
means that this insistence actually reduces the pool of highly able applicants
from which it can draw. Employers are often criticized by higher education

, Staff for their preference for ‘good’ graduates, regardless of degree subject,
over those with apparently relevant degrees. It is worth asking whether this
preferenc.e is so indefensible, and whether higher education might not learn
fromr it. : ’

- There are precedents for a more relaxed attitude — notably the
universities’ success in coping with large numbers of under-prepared

.-students after the Second World W, Flexibility in the curriculum and, if
Recessary, remedial teaching, brought them up to acceptable degree
standard — alongside other, younger students who were, on paper

cons:?‘ably better qualified “There will undoubtedly be a need for extended

IS,

prov! igh of ‘remedial’ or access courses, not necessarily to be provided by
the sarke institution. Most such courses at present are designed for mature
returners to education, and tend to émphasize study skills, personal
confidence and so on; more than academic content. But further education
colleges do provide preparatory courses, often linked to particular,
institutions, and these will be increasingly needed If our proposals are

Q ;
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accepted. But they should be used, not for the assessment of suitability, but
i strictly for preparation: students should be provisionally admitted to higher
X. : education prior to taking the course, with admission conditional-on achieving
(%zrd pass -mark, and not on further competitios:
0 summarize, the Kobbiris criterion of two ‘A’ levels of ‘equivalent’ is
,ho longer adequate as a norm which all but highly exceptional applicants-
should achieve. The following recommendation encapsulates the. general
philosophy which we believe is appropriate for admissiog to courses of
post-compnlsory education at every level.

as

Policy Recommendation 5 . ’
Courses of higherand further education should be available to all thase wh
can benefit from them and .who wish to do so. .
Interpretation: the ‘A’ level qualification or its ‘equivalent’ should
' — . continue tobe the primary criterion, but all admitting units (departments or
, larger units, as appropriate) should admit at least 25 per cent of their
*" sStudents using other criteria. A range of paossible criteria kave been
described: they include aptitude tests, ‘O’ level or CSE grades, assessments
of prior learning, personal “learning contracts’, and so on.*!

e

* Such a change can be implemented by the institutions themselves, and .
reduires no government action. The original two-‘A” level requirement of the
grant régulations recommended by the Anderson Committee was modified in
1974, so that there is no restriction on that score. The CNAA, which
monitors: entry requirements in the public sector, already permits a large
intake on non-traditional criteria (CNAA 1980), and many institutions take
adyantage of this freedom. It is mainly universities-which would be affected | ‘.
* by the.proposal for a 25 per cent minimum. Even here, 12 per cent of new__ -
entrants in 1980 did not have ‘A’ Ievels (Table 2.11, p,79) — although.many
of these doubtless held ‘equivalent’ qualifications such as' ONC/D. '
‘ Once again, the quéestion will be asked whegher it is appropriate to .
\ require univefsities;-even those with the highest conventional admission

. standards, to change thém. Critics will presumably include those concerned
to preserve the universities’ élite status, and those who want to keep a special .
role for the public sector. The former is understandable, since in the absenge
of many of the other discriminators found in other national systems (salaries,

+  staff-studenit"ratios, and resources; all of which the authorities attempt to .

’ «qualize across the British system) gdmissions standards have become
perhaps the chief currenty~efacagdemic prestige for employers and for
academics thems@lves. This is precisely why. the proposal should be applied * -
across the board; to*avpid sharpening the hierarchy which already exists. -
Polytechnics, however, while welcoming the removal of astatus difference,

may fear that their best candidates, and a distinctive patt of their role, are

.~ being ‘poached’ by the universities. The answer is that the two Sectors have

n sufficient othes claims to distinctiveness to attract their'own candidates, that

-
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- a commitment to non-traditional entry by universities would in return-*
increase the pool of traditional entrants available to the public sector, and
that the aim is to increasé the total pool of candidates by making higher
education as a whole, not just low-status higher education, visibly less
exclusive, rather than benefiting one sector at the expense of another’

How much the total pool will be increased by such methods is far from
‘clear. There are those who believe that they would in fact make little
difference to the willingness of school-leavers or older students to participate.
If so, they can scarcely damage teaching standards seriously, But the balance
of evidence suggests that, combined with._other measures proposed in the
next section, they might create new 'demands for higher education — and
largely from the able but unqualified pool. In any case, as the experience of  *
. the public sector shows, this is not an overwhelmingly risky strategy for
-institwtions. Where necessary, suitable remedial or preparatory eourses can,
protect the level of their teaching. )
~  Itisin fact the students themselves who are in danger if such measures

. are not backed up with special attention'? once they arrive. In the long run,
however, the easier credit transfer which we next propose should reduce the
disgrace of ‘drop-out’ to the sensible decision to ‘transfer’. Indeed, a general

“shift from strict selection before entry with very high retention rates
thereafter to fairly easy access combined with ‘higher exclusion rates after a .
year would help to ease'the general problem of matching students to courses
and preserving the high standards of the degree.!® This is a policy which -
deserves further examination as more diversified types of courses are

. developed: it could be formalized in the kind of 2 + 2’ or ‘I. + 3’ course _

1 ’

structures mentioned earlier. a ' ¢

Credit Transfer Credit transfer is one of the easjest reforms to propose, and
one of the hardest to implement within the standard threg-year Honours
degree package. The difficiilties chiefly stem from its potential consequences
for the curriculum, which are substantial, and are perceived by many
academics as totally insurmountable. Curricular problems are well beyond
the remit of t(his stage of the programme, But itis at least arguable that there
is no other. single reform entirely within the control of higher education
institutions which could have such an effect on demand levels. Coupled with
£ reasonably generous grant eligibility, credit transfer would open up
k enormous possibilities for recurrent and continuing education, and make
" * even the conventi}nal—ﬁﬁ/t degree less formidable as an ambition for those
. without three fullitime years to spare, or with other ideas on how to spend
* . their late adolesfence. * ’
~I haye su@gested that the curricular o\)stacles are extremely serious.*
Ny They mostly concern what to do with @ new arrival, the ‘immigrant’ with -
credits which donot match the accumulated credits of conventional students,
Perhaps the risks would seem more worth taking if we began by thinking
: about the ‘emigrant’: the student who leaves his or her first institution after -
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completing only part of the course. At present such a person is a ‘drop-out’ or
a ‘failure’ — an example of ‘wastage’ regardless of anything he*may have
achieved — stigmatized and indeed penalized-oh the job market and
potentially by the grant-giving authority. But if three years’ study conveys so
many advantages, it would be odd if one or two years’ were to convey none. It
should be possible to make clear what has been achieved, to devise positive
and respected tertificates for part-completion, not consolations for failure or
disguises for idleness. Such certificates would give not an automatic right of
return but at least the.opportunity to eompete for advanced standing at
another institution, and a credential of some usé in the job market. If so,

they would be a desirable aim for some of those unattracted by three full
years.

Rather than struggling to invent completely new qualifications such as
the DipHE, and rather than worrying unduly about what to do with credits
from elsewhere, we propose that institutions begin by asking what
certification they would be prepared to give to students who have completed
only part of their full degree courses. Once enough of such certificates are in
circulatiger; methods for responding to them will almost inevitably arise, as
the value of Open University units on the educational apd job markets
already demonstrates.

Credit transfer, and all that it 1mphes for the curriculum through
delayed or recurrent entry, is a powerful but double-edged weapon. If tightly
controlled and rigidly interpreted, it could act as a brake on diversification
byinsisting on a ‘gold standard’, not just for the degree but for its component
elements, the year or even the course unit. But it could also be a means of
shifting the balance in the market for educational qualifications away from
the supplier and tpwards the consumer. A student who is essentially
committed to completing a course, subject to severe penalties, even before

4o

embarking on it, has far less influence over the course content than one who
can take hlS or her fees, per-capita allowances and so on elsewhere if the
course fails to meet expectations. Indeed, it is at least arguable that it is the

"credit system which has really made possible the unique, consumer-

orientated quality of American higher education (s'ee Chapter 3) .

3
[y "

Policy Recommendation 6

The - universities and the CNAA should devise certzﬁcates of pamall

completzon of degree courses, to be awarded after appropriate assessment.

- -

Finance

A future se;nmar will be devoted\to all aspects of the finance of higher.

education, including the funding of research, and the-use of financial
leverage for goals such as the encouragement of innovation and change or the
protection of specific functions. Here, obviously, we are concerned primarily

.with the reldtionship to*demand and access of the financing of higher

education, and especially the financing of students.

A A
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The first general point to make is that on the available, admittedly very-
crude figures British higher education is not, in international terms, under-
financed. In 1975 1.2 per cent of GNP was devoted to higher education,
compared with 2:2 per cent iy the NetherJands, but 1.0 per cent in Belgium,

o 0.9 per cent in Austria, 0.8 p®¥ cent in Germany and Sweden, 0.7 per cent in
Italy, and 0.5 per-cent in France (Jallade 1980). On the other hand, the
participation rate in higher educationis lower in Britain than in most of these
countries (Cerych and Colton 1980). The purpose of the comparison is not to
berate British higher education teachers for idleness or prodigality: indeed,
foreign Observers at the seminar, ag well as those whomight be expected to be
partial, argued that it was a sign of the high quality and standards of such

. higher.education as is provided.in Britain. But the question fnust inevitably
arise, not whether the country ‘can afford’ the higher expenditure on higher
education which a higher participation rate would, other things being equal,
imply, but whether it makes political sense to try to,extract higher finance
from the state. Any political party, whatever its disposition, will have other
candidates for new expenditure, .whether these are defence and ‘law and
order’ or other leyels of education (with which many supporters of higher
education would find it hard todisagree), And, to put it no higher, the price
. of greater support from the state, if férthcoming, would be likely to be
greater state control. It thus becomes necessary to consider whether there
may not be a price which is’ worth paying within highen education for.
increased demand and improved access. Martin Trow, in Chapter 3, draws
our attention with some delicacy to exactly this question. '
The problem isnot only that increased icipation will require greater

’ expenditute on student maintenance'*but that many of the ' measures

proposed as ways to increase demand also nvolve extra costs, whether these
are the comparatively smail—sums—i ---in—administering—specia

admissions and credit transfer schemes®or in providing better counselling
and guidance to.potential students, or the larger amounts needed for more
equitable ﬁnanci:Eefor part-time courses, non-degree courses and indeed for

. 16-18 year-olds (spe below). )
’ ' The higher-é ucation maintenance grant served an important purpose ‘
" inenabling the post-Robbins expansion to take place. Now, however, its role
‘ 'has, arguably, reversed, and it may, act moré as a constraint
+ stimulus to expansion. Its real value has been allowed to drift dc ¢
‘ value compared-to 18-21 year-old wages hiad dropped more stongly
at bestf®¥no longer provides a substantial added incentive to participh!
* is, however, by no means clear how important the level of the mailitenance
grant is: Pissarides (1981) shows that for the population as a whole itis less "
significant than relative salary levels for graduates and non-graduates.) It
may be, therefore, that the contihued insistence of higher education staff and
students on retaining a maintenance grant is an unnecessary hostage to
fortune.
" ‘The reason for this 3ppmently_bﬂadoxical statement is that so long‘as
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the hxgher education maintenance grant ¢onsumes so much expenditure, it is
hard to imagine a satisfactory levél of maintenance being implemented for
those on courses other than the present list for mandatory grants. The most
obvious omission is strongly emphasized by Gordon in Chapter 4: whereas
18-21 year-old$ receive a very substantial grant, grants for 16-18 year-oldsin
full-time ed ucatig’yiepend on local discretion and are never generous. When
they are compared 'not only with the prospects of juvenile earnings, but even
with unemployment or socxal securxty benefit, and especially with the various
available forms of trammg grant for young people, they create a’positive
disincentive to staying on at school. TRgre is some doubt about the extent to
which a substantial educational maintenance allowance for 16-18 year-olds
sin full-time education would in fact increase staying-on rates — Gordon’s
evidence is necessarily hypothetical — but it cant be strongly argued that this
anonialy in educational support is simply inequitable, as*between different
sectors of education, different age groups and — in effect if not in intention
— between social classes. Proper support for the 16-18 age group in
/ education should be very high on the policy agenda for education as a whole.
Secondly, even' for older age groups, the distinction between ‘higher’
and ‘non-advanced further’ education is, as I have argued, increasingly
untenable As course provision grows more complex, it will probably bécoime
‘unworkable. And there are some well-known, quite specific anomalies which
‘are, once again, indefensible in equity — and may well depress deriand.
. Examples are the difficulties faced by students who wish to take aglegree
course after a (grant-aided) Higher National Diploma; or the  merely
‘discretionary’ eligibility for grants of ‘access’ courses for mature students.
Finally, part-time education and continuing education for adults all
appear to be desirable for reasons of educational and economic policy: but
#ﬂwoul‘t::smdentsarcnowlikelytofaccsharplyincrcasingfees as well as the

g

other\ more familiar disincentives. These considerations all lead to the
follow

recommendation
Policy Recommendation 7 "
The present grant system should be replaced thh a system of ‘educational *
entitlement’, whereby every citizen is entitled to support for his or her
education or training, regardless of its level. Such support would comprise ant
age-related maintenance grant and remission or reimbursement of fees, for a
L maximum of four years full-time or its part:time equivalent after the. .
compulsory school-leaving age of sixteen. This entitlement should be
supplemented with a system of state-supported loans, available for further
periods of education or training as desired. It neither Precludes nor implies
. any system of grant support for other courses beyond the
(such as pastgraduate research or teacher training).

>

Detaﬂed regulatlons for any such entltlement would need to be carefully

worked out. For example, it would be necessary to insist that it was clalmed - -
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for the first four years. of education after sixteen, thus preventing parents
from supporting their children during the relatively cheap sixth:form years
- and then claiming the grant for four years of higher education. Transitional ,
arrangements for all those over sixteen at the time of introduction would also
need to be-thought about carefully. The grant should be age-related, so as
not to provide a disincentive for adults; it would be équitable if, as far as
possible, it were adjusted so as to be neutral as between different ages in
terms of foregone earnings. The precise boundary between education or
training in an educational institution and*training provided within a job
would also cause difficulties. (Here the experience of other countries might
be helpful in designing regulations.) But the grant- should be available to
support any form of bona fide education or training, whether provided by
. bublic or privafe institutions arid whether of not leading to a recognized
© qualification.
* The direct advantages of this proposal derive from the arguments given . &
above.- Indirect advantages include the transfer of an,increase 1 consumer
power to the individual student, who would be entitled to claim the grant
regardless “of the institution attended, or of the course level, or of any
transfers he or she might make from one institution to another. This should
. have the effect of increasing the responsiveness of institutions to individual
B needs. In particular, the transferability between full and part-time education
-, . should encourage the provision of part-time and mixed:mode courses, where
this meets the needs of students. A four-year entitlement, implying one year
less than the present two-plus-three years, (in England and Wales) required
for an Honours degree, is the price to be paid for extending support to the .
16-18 age group and beyond ‘higher’ education. However, it is likely that it
.. would increase the pressure on institutions to provide two-year degrees, or :
- earlyentry, or entry after-limited or no sixth-form affendance, all of which -
would be desirable developments from the point of-view of improving access.
This proposal will doubtless be criticized for its failure to support the
full two-plus-three pattern as at present. However, a sipgle year’s loan, even
if covering fees (which could continue to be set well below full“cost’ rates) as
well as living expenses, is not an enormous burden to be incurred, and would
probably not act as a deterrent to those already on courses. In any case,
loans, despite the opposition of student groups and many academic staff, not
only are desirable in equity, as potentially reducing .the subsidy to
high-earning graduates at the expense of non-participants, but also permit a,,
much greater degree of flexibility than the present system in the means of
" student support. Repayments can bc[geared to subsequent earnings through
the tax system, or can be redyuced, postponed or remitted altogether to suit
personal circumstances or those entering jobs for which-it is hoped to
increase the supply; interest rates can be subsidized to different extents; they
can be used, in other words, to increase the influence of government in ways
which interfere less crudely with individual freedom than outright direction.
The loan system, once instituted, could alse be used to supplement the
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. ‘entitlement’ grarit 1f it were financially necessary to set the latter at a bare
‘subsistence’ level.'s .

e
Access Policies *

g
Young People As Gordon (Chapter 4) shows clearly, the acutest problems
of demand and access for young people arise at the point of entry not to
higher education but to post-compulsory education at the minimum
school-leaving age. Our concern is not primarily with demand at that stage,
and although members of the seminar were tempted to analyse policies and
propose new ones for schools and non-advanced further education these
could not be given the e scrutiny as policies bearing more directly on
higher education. Thuy, despite the attractiveness of recommending major
reforms (tertiary colleges, for example, or new exantinations at sixteen, or
upiversal education and training for the 16-18 age group) or of criticizing
*idwer secondary schools, these will be resisted here.
Inftead, in dlscussmg access for young people we shall concentﬁte on
. what higher education itself can do, or what can be done with policies which
affect the whole 16-21 age group. Most of these have already been discussed
— policies aimed, for example, at widening the range of entry qualifications,
. providing, ﬁnancml support for the 16-18 age group, increasing the
. responsiveness of higher education to (new) consumer needs, and blurring *
the boundaries between institutional types and between advanced and
non-advanced courses. All of these policies would, it is hoped, have the effect
of increasing the attractiveness of higher education not only to the population
in general, but to groups at present under-represented, such as workmg—class
_ children, members of ethnic minorities, residents of ‘regions with low -
participation rates, and ‘women (see Chaptcr 2). They have the merit of
dcfusmg the argument, proposed in part provocatrvcly at\the semmar, that
there is considerable arrogance in supposing that hlgher education is really
-what these groups need and trying to ‘drag them in off the streets against
 their better judgement’S If they come in off the streets, ‘it will be because
they see something inside which attracts them. _ .

However, there are certain other policies whicl may also be necessary.
Some are low-cost and low-risk, but might be quite efféctive on a local scale.
One examplexs the cultivation of links between local institutions at different
levels: connections between. a university orgpolytechnic and a school or _

. furthereducation college in its immediate r can be extrem helpful in
encouraging marginally unconvinced candidates to apply, or in “selecting
from under- or tmusually qualified applicants. As more than one™participant |
poinited out, it is a fallacy to suppose that nationally applied policies can
always hclp in the extraordinarily wide range of local circumstances: the
factors which induce a working-class girl from the immediate region to

-attends(or not ‘to attend) Glasgow University will be quite different from
those that apply to the Polytechmc of Central London, or Charlotte Mason

rl L . \ . N
A FuiText provided by Eric ~ . . N .
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College, Ambleside. It will be necessary for individual institutions to develop
suitable ‘outreach programmes’ for their own particular circumstances, .
some already do.

Amongst those programmes, however, should be serious experiments
with ‘affifmative action’. This differs from the kind of admissions policy .
proposed above for using alternative entry routes, some of which may also be
more_attractive to under-represented groups. Here the proposal is to admit
members of such groups deliberately at a lower ‘standard’ than the majority.

It is a dangerous polity for two reasons, as American experience has Shown:
first because it can be perceived as unfair to well-qualified candidates who

" are excluded, especially in courses for which competition is severe, and
secondly because it can be unfair to the specially admitted student, arriving
with high, expectations but left to compete with better-prepared contem-
poraries. (And the need for affirmative action is probably greatest on highly = .
competitive courses, where admissions tutors are most likely to recoil from
the idea for just these reasons.) Nevertheless, it is of great importance that
opportunities should be séen to be available in highly selective institutions as
well as in those which may be seen as having less to lose, and therefore less
than the best. There have been, it is true, experiments on a very small scale
(such as the Oxford-ILEA and Cambridge-ILEA Science:” Admission L
Schemes (Spice 1981)); but these scarcely deserve the name since candidates ‘
have to jump so many selective "hurdles that they have hardly had their
passages ¢ased — indeed, many of them would probably have achieved entry

.by ordinary routes. What is proposed is something simpler and more
systematic — a much wider acceptance of the pecessitytvtemper‘admissioﬁs
criteria to the circumstances of the inditidual, with the deliberate aim of
increasing the representation of certain groups, even at the expense of . |
.academic standards. This is entirely compatible with the notion that
universities and public sector higher education alike havessocial as, well as

. academic responsibilities. * e .

-

A Y
. -

Policy Recommendation 8 . o
All institutions, and especially those with: highly competitive entry
. requirements, should undertake significant experiments with positive - '
* discrimination irt favour of candidates whose circumstances — nal, -
social or educational =< may have prevented them from competing?gmq '
. “on equal terms with the majority of applicants. When ‘admitted, such
students will need spécial suppoft similar to that given to students entering
on ‘non-traditianal’ admissions, criteria (Recommendation ).
Thwe“experiments might be included under the 25 per cent quota
reserved for non-traditional applicants (Recommendation 5). The gfoupsto,
be chosén for special treatment shdfld include a wide range, but. may vary .
according to the type of institution and course. For example, it would be
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science coutses to apply positive discrimination to women applicants. There
are very few courses for which discrimination in favour of ethnic minorities or
applicants from inner-city schools, wpuld not be justified. The criterion to be
used will ultimately bé that proposed in Recommendation 5 — the ability of
the individual to benefit — but this can legitimately be supported by the
particular responsibilities of an institution to its gnmedrate community, and _
the desirability of a social balance in the academic commumty itselt. .

*=° Older People In (f'hapter 5, Geoffrey Squires describes” the varied
= special needs of adult students, and provides a broad justification for >
acceding to and indeed stimulating the intérest of adults in returning to
education. As he points out, there are excellent reasons, for doing so. These
include the legitimate wishes of-adults themselves to continue their own
self-development (often leading to higher motivation and better performance
than that of younger students); economic arguments deriving from the
changing labour market and the speed of technological change (strongly
", pressed at the first seminar in .this series (Lindley 1981)); and equity
arguments  resulting from the impérfections of selection during compulsory
education and the enhanced opportunities which the present generation of
young people has acquired as a result of the post-Robbins expansion.
The recommendations proposed earlier, especially Recommendation 7
to provide an entitlement-to support regardless of age, should serve to
e increase the accessibility of higher and further education to older students —
.indeed many of them are proposed with mature students especially in mind.’
To formalize the position the following pglicy is proposed. N ,

N .o
——

- —_

-——Policy-Recommendation9 - — —— - - ~———— m—
It should bethe policy of governmqnt and of hrgher educati m.amzﬁins to -
encourage the participation of adults in courses of ﬁlr)%fer and higher -
educatron at all levels, and to make appropnate provision jor their special *
needs o e e 2T

s *Oflce again, this is a commitment which institutions and courses of all

kinds ‘should be encouraged to make. There is considerable reluctance to }
admit older people to some courses, on the grounds that therr success ratein

the past has-not been high. Providers of these-courses should ask themselves

N whether this may have more to do with their own expectations and
assumptions than with the supposed defects in older minds. Arranging .-
special support is not cost free, nor is adapting a whole course to fit a wider

range of aptrg;ﬂe and expenence But the beneﬁts described by Squrres L0
outweigh the costs. — .

CONCLUSION
The - ‘defensrvencss which was referred to_in the Introduction, whether ~
justified or not, inevitably takes rts toll. Viewed in comparatrve terms, or
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indeed in the perspective of history, there is nothing that could be described

- even as daring, let alone radical, in the recommendations put forward above.

But it is hard to #void the suspicion that some of them will'be seen as much
more sweeping thah present circumstances should permit. It i§ worth
reiterating that the task of the programme of studies of which this volume is a
part is defined as proposing policies for the next twenty years. Proposals such
as the abolition of the advanced/non-advancgd distinctiop are put forward
not as additional provocations to hard-pressed administfators but as aims
towards which policy making might move over the next fen yeats.
Nevertheless, it may be useful to speculate about somé\of the likely'kinds

. .of oppasition to such proposals. There will certainly be criticisms from those
who believe that the recommendations are not justified by the eviden 4

These will need to be met head on: I believe that the recommendations 4re
justified, but the best test will be to subject them to thorough analysis..
Other criticism will be on financial grounds. As has been emphasized,
the seminar was thoroughly aware ofvfinancial constraints: and one of the
strongest general bases for our recommendations has been an unwillingness
to demand large shifts of expenditure towards higher education at the
expense of other sectors!? But this does not altogether settle the matter. To

" accept that constraint means that any new resources to be claimed will have

to be found in large part by reductions glsewhere in post- compulsory:

education. In a crucial sense, we are arguing that the promotion of a higher . .

participation rate and the improvement of access are so important that
sacrifices need to be made for it. 1

Such sacrifices, as is obvious from these proposals,jncl@de living up the

guaranteed full maintenance grant for all three years of higher education,

-~ and-accepting the pessibility of-shorter-courses-as welt-as-toss -of ‘students

after only one or two years. If the real level of resources spent on higher
education does not grow, as it probably will not, they may well also imply a
smaller ‘unit of resource’ and higher student/staff ratio. It is for later

" seminars to discuss the implications of these resource: corisequences, but we

oJDust be clear that they are likely Yo ocgur> . . ,
- Thgy.will .also be resisted. A recurring latent theme in the présent

- discussioris yas the froblem’ of changa, the topic of the third seminar. It is
. n&'myjlogfio,anﬁéipate this next semihar’s conclusfons, but it is clear that
~sesistanct to change will come from insidé and outside the gcadefnic world.

Many acadgﬁiia’g — &spg' ally those, in certain universities with less to fear

from contraction — will régard. the defence,of fheir discipline as more

important'than the improvetefit of ncgéss; and} wifl resist proposals which

-may result in a Iss of stdtus within‘the presgut
proposal to use market mechanisnis as - r-fpay not: work, wwill have

Lundesirable effects as well ds the good one§ we ¢lgim for it, 4nd°certainly -

-~

-direction, whether by government or eth ureayicracie§ of Qy'thaq acadeniic
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"At the same time, resistance from outside academia may be substantigl.
The present social structure, reflected in if not reinforced by educational
divisions from ~pnmary to postgraduate level, has obvious powers.,of

regeneration. It is at leist arguable that the postwar expansion of mghti‘r“\\

education, far from creating new opportunity, served to re-gstablish the
traditional social hlerarchy in new forms. British hlgher education
undoubtedly serves in part to civilize and co-opt the future ‘service’ class not
only into the skills but alsointo the manners and way of life appropriate to an
élite. Ag that class expanded, it was, on this view, negessary to ensure its
proper socialization. Whether the next twenty years will see a further
btful; if not, resistance can be expected
(and may already be begm ing)*ta further expenditure on what could turn
out to be, for the first tipr€, a new kind of student.
On the other hand/'I have also argued that those excluded from hlgher
. educanon cannot be expected indefinitely to support its continued existence
on what can easily be made to seem unduly favourable terms. There will
certainly be those who will criticize the recommendations made here as
insufficiently radical. The constituencywhich supports higher education in
its present form is dangerously small: hewever desjrable in their own nght
‘our proposals are also intended toenlayge it. Whether they will do so remains
“to be seen. R

° As one seminar member put it, we need a ‘political economy’ of ﬂxgher

LI

]

education which might begin to analyse these questions more systematically.
&_. Inthe meantime, those of us, relics of the 1960s no doubt, who hope to use

hxgher education as an agent, not a creature of ¢change; will certainly take it

asa sxgn of fallure lf our proposals create no opposmon

——— . — e - —_— [y .- - .

RECOMMENDA TIONS -, i . e e
. . s,
’Polrcy Recommendatlons
1 Courses of higher education should (continue t0) be ava:lable to all thase
- who are qualified by attainment to pursue them and who wish to do so.
2 Itshould be the aim of governiment and of higher education institutions
to achieve a substantial increase in the parttc:panon rate in higher
education. ' -
3 Inresponse to the likely decline in demand from its traditional clientele,
v ' the British higher education gstem should be sncouraged to adapt in
‘order to increase participation rates.
4  The same broad principles of response to demand and provzs:on/for
. . ,acce.s:s__ should apply to universities, to public sectqr higher education
te - apd. to non-advanced JuFther education. The sharp administrative and
" acalemic distinction«between ‘advanced’ and- ‘non-advanced? courses
should be abandoned.
5 Courses of higher and further education should be mmlable to al thase
who can benefit from them and who wish to do so.
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Interpretation: The ‘A’ level qualification or #its ‘equivalent’ should
continue to be the primary criterion, but all admitting units
(departments or larger units, as appropriate) should admit at ledst 25
per cent of their students using other criteria, including,aptitude tests,
‘O’ level or CSE grades, assessments of prior learning, personal
learning contracts’, and so on. . -

6  The universities and the CNAA should devise certificates of partial
.completion of degree courses, to be awarded after appropriate Q

, assessment. ‘ -

7 The present grant system—should be replaced with a system of
‘educational entitlement’, whereby every citizen is er!titled to support for
_his or her education or training, rega;Hless of its{evel. Such suppart
would_comprise an age-related maintenance grant and remission or .
reimbursement- of fees, a maximum of four years full-time or its
part-time equivalent after the compulsory school-leaving age of sixteen.
Thiis entitlement should be supplemented with a system of state- .

«suppaorted loans, available for further periods of education or training as
desired, It neither precludes nor implies any system of grant support for *
° other courses beyond the four-year minimum (such as postgraduate
research or teacher training). ) .

8 - All institutions, and especially those with highly competitive entry
requirements, should undertake significant experiments with pasitive
discrimination in Javour of candidates whase circumstarices — personal,
social or educational — may have prevented them from competing for
entry on equal terms with the majority of applicants. When admitted,
sych students will need special support similar to that given to students

. ' entering on ‘non-traditional’ admissions criteria (Recommendation 5).
) 9 It should be.the policy .of government and of higher education
- institutions to encourage the participation of adults in courses of further
and higher education at.all levels, and to make appropriate provision for
» - their special needs. , \

Research and Infesmation Recommendations : . :
1 A 'wide-ranging review should®e undertaken, comparable to that by
Howard Bowen for the Carnegie Council on Pplicy Studies in Higher
~  Education (Bbwen 1977), of available eviderice ¢n the direct and indirect
* walue'of investment in British higher education; where primary research
. evidence is not available, such research should also be undertaken.
- 2 (@) The.collection and dissemination of information on demand for
- and access to higher education should be maintained and where
possible enhanced in forms accessible to the widest passible
audience. v '
. (D) In particular, the collection of information on access to public
L sector higher education should be improved at least to a level
. comparable with that on access to universities, if necessarysby

\‘l‘ . , .o . .,
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. Sspecially commissioned research.

() Documents such as the DES ‘Brown’ and ‘Grey’ papers (DES 1978,
1979) and DES Statistical Bulletin 12/80 are especially useful and
should be published at regular intervals as early as practicable. The
DES should explore the possibility ofaprow'dmg direct access for
qualified specialists to the relevant computer tapes, posszbly
through the SSRC Survey Archive.

+

NOTES

I

This is nocriticism of the Robbins Committee: much of their report is in
fact devoted to an operational interpretation oj the principle. But the
mterpret‘on is now inevitably outdated: for example, it did not
anticipate the binary policy for higher education.

‘The labour marke:’ﬂyﬁnar made a strong economic case for expandirig
oppor‘tunmes for etfler students both on first degree cour?e?and as part
of a scheme of recurrent education, as a way of improvingthe speed and
flexibility of the response of higher education to the labour mark&t.
(Lindley 1981)..

Herg, of course, the number of graduates is more significant than the
participzttion rate. But if the actual number is to increase from its
present level, the participation rate will have to rise quite sharply,

‘especially in the 1990s (Chapter 2). 3

In fact the book continues .with an equally thorough, though
occasionally more speculative, review of non-economic benefits both to
the individual and to American society and the polmcal systefn.

It is generally conceded that one of the major aims of the Robbms
Committee was lo ‘sell’ to those who were unconvinced of its inevitability
the polmcally necessary policy of acceding topdemand for higher
education. Among the unconvinced were many of the academic staff

.thmselves (see Halsey & Trow 1971). Even in Eastern Europe attempts

to operate rigid limits on hlgher education in accordance with national
plans have had to be modified in response to popular pressure in Tecent
years (Fulton et al. 1980).

Sex differentials have 1mproved But this lmprovement has not resulted
from the policy of expansion as such. Indeed, it has occurréﬂ to sqgne
extent despite official policy: the current supposed ‘over-emphasis’ on
arts and social science has chxefly benefited women — and any
dlSpropomonate cutback in places in these sybjects is likely to damage,, *
women’s opportunites correspondingly.

The relatwely high: participation rate in-Scotland (see Chapter 2, p. 63)
can be partly explained by the higher subsidy implied by four years in
higher education after a single (unmamtamed) year at school; in the
case of Wales, however, this option does not_exist. . .

There are parallels between these proposals and the American option (or

requirément in a few states) of two years at a community college, with

§

v ! 53

o

-

"

’



PRINCIPLES AND POLICIES 39

the option of a terminal qualification, followed, if desired, byftwo years
in the ‘upper division’ of a college or university.

9 Inparticular, the idea, attractive to several participants, of adopting the
full Scottish pattern of one year in the sixth form followed by four years
of higher education would increase costs substantially, cause grave
political difficulties with schools and non-advanced further education
and (if the causes for high Scottish participation are cultural or in any ¢
way non-generalizable) might well not increase participation commen- ,,
Surately. ’ . :

10 The connection is direct: employers prefer to recruit, almost regardless
of content, from courses with high' entry standards (understandably =

- » but absurdly if the stahdard of output is as uniform as is claimed); while
v ‘good’ students naturally aspire to places on courses with high entry
standards and high attractiveness to employers (Lindley 1981).

11 They might also include ‘A’ level standards markedly lower (eg | .
points scores or one pass instead of two or three) than'those required of
the ‘conventional’ intake. See below on pasitive discrimination, under,
access policies. . .

12 1t is undeniable that these proposals will involve certain costs: the
additional cost of selection, which will become less routihe for the
special entry component; and the cost ‘of extra tutorial support and
counselling if Recessary during the first yeag or.for even longer.

13 Whereas the correlation of ‘A’ level grades with degree results is fairly

low, that of first-year €xamjigations is considerably higher (Entwistle and .

Wilson 1977). * rm? -

If the participation rate were to grow to keep exact pace with

-demographic decline, precisely filling the places’otherwise vacant, there

v need be no net increase in expenditure. However, in other areas of
education the relevant figure is expenditure per head of population; and
there will be plenty of alternative costs (such as expenditure on a
growing retired population) as the 18-year-old population declines.

15+ For example, the entitlement might be based on costs for home-based
students: those wishing foattend atesidential institution could then find ~
the extra cost through the loan system.s~ -

16 . The'obvious retort is that whatever yourig people may or may not need,
higher education is what many of them in fact say théy want — but
which they then find themselves excluded from. See above, p.13. . ,

—
-

17 This is of course no defence against a government determined to cut
public expenditure for its own sake and regardless of the consequences * - é

© such defence exists. . -
L I R .. ¢
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o INI‘RODUCI‘ION )
s This.paper looks at recent trends in thé number and charactenstlcs of people

~  qualifying_for. enfry to,$and embarking on, courses of higher educatioh in
England and Wales. It is concerned only with-home’ students (that i is, UK
residents) and not w1th ‘overseas’ students, howsoever the categories are
defined for the statistics used, and pnly with higher ediication funded by
Parliament’s Education Vote. T'he focus is on péople starting a ‘course of
- higher education for the first time, so courses for which succ&ssful
’ completion of another higher educatlon course is a normal prereqmsnte are
not considered.- 39 .
.~ Anyone looking at adnussxons to higher educatlon goes back to the
R moridmental surveys for the year 1961/62 commissioned by’ the R6bbins
’ Cominittee and. published with its report'(HE 1963, App. 1 and 2) and ask§ a
. oftexi the questions.simply cannot be.answered from the published statistics,
BN whether routine orfrom special survéys, on which this paper has had to rely.
i The' comrmttee stated: -‘we should be fallmg in our duty if we were to close
- " this chapter'without emphasizing witti all the force at our commard that the
» nerection and coftinuation of an adequate statistical service is an essential
: condition of ‘the: siffcessful working of, all the machinery we have
¢ recommended’ (p. 256). Major changes have.been nfada in the method of
. +  collecting stafistics, particularly in creating a computer-based record for
-*  eachstudent in furthef and hlgher education, But the potential of these huge
data files finds Tittle reflection in the published statistics whlchg if anything,
* + ‘are more Jimited and less timely than ten years ago and which the present
government’s pohcy towards the'Statlstlcal Semce is scarcely llkcly to

lmprove . Y .t .
s The Varienes of (ﬁgher Eﬂucatlon and the. Routes-to Them o :
<« « ‘Higher education’ conventionally denotes courses above the standard
:  required fof the Advanced (*A’) Lével of the General Certificate of Education
P . (GCE) (England and Wales), the Higher Grade of the Scottish Certificate-of

-Education, or the Ordinary :National Certificate/Diploma (ONC/D).

mentiofled hervafter, These are ‘private study’ students, mostly ‘studying for
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S 7. TRENDS IN ADMISSIONS 3
- A
mostly full-time, at institutions which are funded by the 'goi'emment_ other
than through the Education Vote (eg HM Armed Services colleges) or which -
are 3wholly privately funded (eg theological colleges), The Robbins
Committee found that these groups comprised about one tenth of all initial
entrants to higher edutation (HE 1963, App. 1, p.33; App.2(A), p.4).
Probably today the proportion is much less. . =
The main streams of higher education with which we are concernéd are:
1 Full-time study for first degree in‘universities (other than the Open
University); very small numbers of students are part-time at this
level or are working for first diplognas. . s
Full-time study in maintained or-grant-aided colleges (with various
* titles including polytechnic, college ot institute of higher education,
« technical college, and college of. further education; collectively
called the public sector), the majority of enfrants now embarking
" on first degree courses, with the’ redesigrfition of the Diplomas
in Technology and in Art and Degsign as degrees of the Council for
- National Academic Awards (CNAA), and with the phasing out of
Certificate courses for intending teachers. Others work for the .
Higher National Diploma (HND — whith hereafter includes the
'awards of the Business and Technical Education Councils which
are replacing it) or for qualifications awarded by professionab.
institutions. v :
Part-time study in maintained or grant-aided -colleges, in most .
cases for the Higher National Certificate (HNC - likewise
including BEC and TEC awards) or for professional qualificatiofis.
It is usual to distinguish between students'attending during the day

¢ -and those attending in the evening only.
' 2and 3 together comprise Advanced Further Education (AFE),
4 * Part-time study for a first degree of thé Open Univertsity (OU).
The route into full-time degree Courses-is predominantly through GCE
‘A’ level, with at least fwo passes, that being also the requirement for a -
mandatory maintenance grant betwegn 1962 and 1974. Almost 90 per cent of
" home ‘candidates admitted to British universities are so qualified (Table, -
2.11(A), p.79), as are some 80 per cent tothe publi¢ sectof, now that two ‘A’ _
levels afe the normal requirement for teacher training courses (CUA 1978,
Table 5; Whitburn et al. 1976, Table 4.5; CNAA Annual Report 1980, Table
'3, with allowance for part-time and overseas students). By contrast only
- +.. ~ about half the full-time students on non-degree courses come by the two-‘A’
. ~level route; some of the remainder have one ‘A’ level (the minimum for the
» HND/C), but OND/C is probably.the most significant alternative to ‘A’ _
levels. Among part-time students in AFE, those holding two ‘A! levels are in
... ‘'aminority, In*1961/62, only 10 per cent did s0, but in polytechnics eleven =, .
' Years later it was 30-35 per cent. Again, OND/C may be the major route (HE | 3l
1963, App. 2(B), p.132; Whitburn et al’ 1976, Tables 6.6, 4.6). The Open

= " Utiiversity-has_no_formal ¢ntry requirements, but of the 1977 entrants
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44 ACCESSTO HIGHER EDUCATION

48 per cent had a hlg/her education qualification, a further 12 per cent had '

two or more ‘A’ levels (or equrvalent) and 4 per cent OND/C (OU 1980
Table A.4.4). ' . .
Total Numbers of | Students A

InTable 2.1 (p. 69) are the numbers of full-time home and part-time students
in selected years since 1962/63 (the part-timers mciude a small mumber who
were ‘overseas’; postgraduates. are also mcluded) in 1962/63 there were
305,000, and in 1978/79 7 19 000, or 133 per cent more. Thé annual growth.
rate of about 84 per cent in the 1960s was not maintained in the 1970s, but
even so, tifanks to the Open Univessity, was still around 4 per cent a year up
to 1978/79. Without the Open University, the number of full-time students
increased faster than part-thme; the latter comprised 38 per cent of the total
in 1962/63, only 27 per cent seven years later-and 30 per cent in 1978/79.>
The Open Umversrty has, however, brought the proportron up to 37 per cent.
But the resurgence in the part- time proportion is also'due to the fact that in
1977 and 1978 the absoluté humber of full-timers dropped for the first time
since 1952. Even so, it the part-time students are converted to full-time

. egurvalents they comprised only about 14 per cent of the total Joad on

T

»

institutions in 1962/63 and 16 per cent in 1978/79,.the sm{ll increase being
also due to, the move ffom even t5ng to day courses.
e detailed analysis of the figures for one-year, 1978/79 (Table 22

p.70) serves to emphasize points already made about how the qualifications £

aimed for differ with the mode of study and sector. Most part-timers in
universities were, postgraduates Sixty-nine per cent of AFE full-timers were
on degree or teacher training coyrses, but only 6 per cent’of part-timers.
Thirty-seven per ‘cent and forty per cent respectively of part-time (day)
students were seeking the HNC and professional qualifications. But amo

part-time(evening) students only 11 per cent were.on HNC coureses, and

per cent on professional courses. Of the students embraced. by Table 2.2,
(p 70), those with whom this paper is particularly concerned are those who,
in 1978/79, crossed the threshold of higher education for thegfirst time —
that ‘is, the initial entrnts. Despite the emphasis placed by the Robbins
. Committee on initial entrants, as bath a record of past progress and a basis .
for future planning, their nimber cannot be determined from the published

statistics. A surprisingly large proportiofl of sfudents in.the first year of a

course which is not postgraduate have prewm}sly enrolled on another higher
education course, Among full-time degree students the ‘proportion is
relatively small confined mainly to thgse alread holdmg an -HND/C, or

,those whqQ dropped out of the earlier tourse.Byt among those takmg '

nén-degree courses the position is very different. In 1961/62, the proportions
" who already held qualifications obtained in higher education were about 11
-per cent among full-time non-degree students in AFE; 19 per cent of
part-trme dayand 33 per cent of part-time evening students (HE 1963, App.

x 2(B), pp.118-9, 142- 3) The 197273 study of polytechnics ylelds figures of 14 .
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. . ~ TRENDS IN ADMISSIONS 45
per cent and 40 per cent for all full-time and part-time students (Whitburn et-
al. 1976, Table 4.6). The principal reasons seem to be that many final
professional ¢xaminations are taken in two of mare parts and the courses
leading to parts beyond the first are treated 4s different courses rather than.
the continuation of the first; and that graduates in ‘non-vocatiopal’ subjects
who seek a professional qualification are unlikely to be full-time students.
Table 2.3 (p.71) is therefore liable to mislea{d;’inde.ed it is doubtful whether
the different sources should be combined into %otals. What it gives: is an
analysis by age ofif1) university entrants excluding transfers between
universities; (2) new OU undergraduates; and (3) AFE first-year students.
The totalof full-tim¢ students, 127,600, seems to be about 7000:in excess of
‘initial entrants’. How far the number of part-tims students, 90,000, exceeds
the initial entrants is not known. But, faute de mieux, the table Will have to
serve for several purposes below. '

k. , - .
The Robbins Principle and the Age Participation Rate
The Robbins Committee, in its report of 1963, assumed as an axiom that
‘courses of higher education should be available for all those who are
qualified by ability and attainment to pursue them and who wish td do SQu

- (HE. 1963, para. 31), and until 1980 governments haye endorsed and acted

upon this axiom as the primary factor in planning the provision of places in
higher education. But the ‘Robbins principle’ is not of itself a'formula which
gives a target of places. It is notable for marking the rejection of manpower
planning_as the primary factor in favour of social (or free, or private)
demand;*®but the distribution of places to different subjects has_been -
influenced by manpower considerations, strongly in telation to dectors and
school teachers, and less so, though stilF significaritly, in relatiqn to scientists
and technologists. Furthermore, ‘social demand is not the natural expression

of preference by (mainly) young.people. It iﬁa function of the conditions °

created under which students are able to obtain academic qualifications — .

conditions which are determined by government pglicy’ (R:M. Lindley;.in

- Fifth Report pp.457-8), and is also influenced by the standard of the state’s

provision for higher education, most obviously in relation to maifitenance

grants, but also to physical amenities and teaching. Finlly, the principle

has been interpreted restrictively, in parf under. the influente of the

Anderson @bmmittee’s formulation of the regulations for mandatory

maintenance grants, as. applying in the niain to people aged under 21 with at

least two ‘A’ level passes (or thpee Scottish Highers). ‘ A
Neverthless, the Robbins principle did leadl the committe¢ to.devise a

means of projecting the future demand for (full-time) higher edycation from

home students: 7 . . . ¥ .

a” Look at the size of the age groups relevant to higher education

b Estimate what proportions of thése age groups are likely to reach
the level of attainment appropriatg for entry . .

¢ ' Make aSsumptions on how many of those so qualified will entel
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46  ACCESSTO HIGHER EDUCATION | . r
how many will try to enter higher education (the application rate);
and what proportion of applicants with given attainments should be
given places (the degree of competition) N1
d ' Decide on assumptions about the future length of study
As regards ¢, Robbins did not have adequate information on,applicants and
resorted to the result of the interaction of the two variables, hamely the
proportion of all\school-leavers with’given qualifications who had entered
higher education, and postulated increases oyer time in that proportion.
The Departmient of Education and Science has used this method, with a
number of modifications, both to monitor actual mumbers and to produce
projections. The aggregates used are: population in the relevant age group;
number staying on after the minimum school-leaving age; number achieving
two or more ‘A’ levels (or three or more Highers) at school of FE colleges
(‘qualified leavers’); young home”entrants (agéd under 21 years), mature
home students (aged 21 years and over), and overseas entrants, .the sum of
these three being ‘total initial enirarm The effective length of stay converts
entrants to total numbers. In recent years, postgraduates have normally been
projected through a separate flow model, rather than through the length of
stay of initial entrants (DES 1978; App. II; CUA 1977, pp.37-38). The key

ratios used relate to the majority group, namely young home entrants, and.

are:
1 The Qualified Leaver Rate (QLR)

. Quahﬁed leavers ’ _- APR

. Single relevant age group (18-year-§>ld) ] ~ QR

2 The Qualified Pamcxpatlon Rate (sometimes.called the Oppor-.
umty or Wlllmgness Rate) (QPR) Young home initial entrants

2 Qualified leavers

3 The Age Partncxpatlon Rate (APR)

e . Young'home initial entrants” * * * - °

~ " Single relevant,age group (l&year-old)
These rates can, with the relevant datd, be calculated historically and
extrapolated into the future for ‘each sex, for various levels of qualiﬁcation
(eg two ‘A’ levels, scores greater than nine on three ‘A’ levels), for countries,
and for sectors of hlgher education. The published prdjections of young
entrants were probably Built up from several subsidiary projections. Tosthese
were added projections, on necessarily different methodologies, for mature
home entrants, overseas entrantg and, if not already included, postgraduate
students . . .

b
L}

YOUNG HOME FULL-'I‘IME ENTRANTS * ‘ .
Full-time students who entered higher education when aged under 21
comprised two-thirds of the FTE home student lpad in Table 2.2,(p.70) sQ
the longest section of this chapter is ‘devoted to thpm. Table 2.4 gives the
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various'ratios defined in the preceding-section.
Between 1960 and 1970, the ‘Age Participation Rate for young home
entrants doubled, roughly from 7 per to 14 per cent. It peaked at 14.2
per cent in 1971, but fell to 12.4 pc(gﬁtLin 1978 and remained steady for
* 7 three years. The Qualified Participation Rate was as high as 103 per cent in
1967-69 but fell thereafter to 82 per cent in 1978, rising By only one or two
per cent since then. But the APR (and the corresponding QPR) thus
presented are not firm evidence of a declining interestof 18- to 20-year-olds
in entry to higher education. In the QPR’s formula, the numerator includes
- young home entrants whd; neither in the given year nor any other year, are

" included in the denominator, becduse they have less than two ‘A’ levels and
50 are not ‘qualified leavers’ (hefice why the QPR has exceedet! 100). This
would not_matter if their number were small and their proportion were
consistent, but until the mid-1970s many entrants to teacher training in

:England and, Wales.were ‘unqualifed’ in this sense. Indeed, they comprised

" 15-16 per cent of alleyoung entrants in the late 1960s. But the contraction of.
teacher training and then the raising of the normal entry requirements to two
‘A’ levels reduced their number to zero in 1980. Recently published APR’s
excluding such entrants show a much smaller drop during the 1970s, frém

" 123 per¥ent in 1972 to no lower”than 12.0 per cent with recovery to 12.5 per

. cent in 1980. The QPR on this basis went no higher than 88 per cent in 1969,
" and nolower than 80 per cent in 1978. If the figures were amended further in
, recognition that ‘unqualified’ entrants have been progtessively éxcluded
from other courses (professional courses,, for example) the ratios might show
negligible or no clear decling, only a plateau. Even so, a static participation *
rate is contrary to edycationalists’ predictions: the working assumption for j

* the past generation has been of continually rising demand for education, at
least until it reached the level already achieved in other advanced countries.
The reasons for this levelling off in admissions (and by implicatieon in

=+ demand)must be a major concern of this paper. But it is important not to be .
* . - blinded b’; the contrast of 1962-72 against 1972°80, for the earliest period

= stands in contrast to the years before: the APR'wag stagnant in e late 1950s * '
and early 60s. By1ooking at participation rates for the 50 years from.1922 to
41972, Williams (1974) has detected 4 series of 10- to 12-year cycles in the’

" long-term trend rafe of growth, with a down-swing of about.4 to 6 years being
followed by an up-swing of 5 to 8 years. The current down-swing has already
lasted longer than the previous ones and can be expected to continue for
several years, but we do not yet know whether it is a minor departure from

.. the long-term trend (with growth being resumed in due course) or whéther it
mark’s a fundamental break with the past. oL, .
t The following paragraphs look at trends in the main factors used.in the .
‘s DESjs projections: size of age &roups; sta¥ing‘-on at school; ang qualified ,

eavers and their"destinations.
- l - -
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48. ACCESS TO HlGHER EDUCATION
Size of the Age Group -
The number of people aged between 17 and 20 — normally represented by
the number of 18-year-olds — is usually held as relevant to the size of the

. intake to hlgher education rather than to the participation rate.
Nevertheless, it is noticeable that the APR increased most rapidly in the years
when the 18-year-old group fell in size from a peak in 1965 to a 'trough in
1972. It is tempting to suggest that reduced competition afforded more
students their first preference as to subject or institytion, and induced more
toenter higher education. But as the QPR also fell, this argument cannot ‘be
sustained: a rising population of qualified leavers Was the dominant factor in
pushing up the APR rate. There does seem, though, to be some association
between the size of the age group and the proportion staying on at school:
this is mentioned below. What is in no doubt is that the 18-year-old ;age
- group peaks in 1982 and will fall over 13 years Yy 34 per cent rising again

* onlyin 1996. This compares with the fall of only 17 per cent over eight years

v . from the 1965 peak to the.1972 trough. Its long duration reflects the decline,

’ in femlxty between 1965 and 1977, but ‘there are good grounds . . . for
assuming hrgher average fertility in the longer term than experienced over

_recent years and 'OPCS’s current projections imply an increase of some 40
per cent in the. 18-year-old group from 1996 to.2009 (OPCS 1980; OPCS
Monitor, 1980 Population Pro;ectrons 80/1).

, Staying on at Sckool - %
Full-time schooling is compulsory until the age of 16 (15 between 1947 and
1972). Entry'to hlgher education li%s, in England and Wales, at least two
years beyond the minimum leavmg age As for most .people formal
education, certainly as a full-time activity, is continuous from the age of five
until entry_to employment (or is mterrupted only for short periods whild\_

. entry tothe next stage of education is sought), the number and propomen of
school children who eléct to stay in education after the school year in which
they reach the age of 16 is at present a, perhaps the, major, determinantyof

- the number of entrants to higher education. Indeed, Williams and Gordon* -
(1975) concluded that ‘in general, the decision about going on to higher
education at 18 appears very much,a subsidiary of the earlier decision at 16,

, despite the fact that staying on {(after 18) means a change of institution.’
.They found, as have many other. researchers,, that family background had a
significant mﬂuence on subsequent educationa] intentions at age 16, but not |
at age 18 (this point is considered further in the section below on soclal
class). -

v The point at w\hlch to start, thougl% is the numbers who achieve the
traditional prerequisite for entry to ‘A’ Jével courses in theé sixth form, namely _
five passes at ‘O’ level: 97 per ceént in 1968 and 94 percent in l977—of ‘séh
leavers with two or more ‘A’ level passes also had at least five passes at O’

Jlevel or CSE grade 1 (SE 1968; Vol, 2, Table 10;-1977, 2, Table 6). Since the *
raising of the school leavmg age in 1972 it has not been necessary to stay

\ - !
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beyond the minimum leaving age tosit O’ levels. The perce, e of the age

" group who gain five or more ‘O’ levels in or before the fifth of secondary

schooling is not published, but Tg_lgle 2.5 (p.73) givesyfhe percentage so

‘ qualified by the date of their leaving and is probably a §’"an guide to what

' has happened in the fifth form. Ovetall, the:proportion faving with five or

more ‘O’ levels rose from 5.3 per'cent in 1960/61 to 22.1 per cent in

1970/71, but thereafter moved up more sléwly, only t6, 2%7-per cent in
1976/77 and no further by 1978/%;

 have left school efore entéring the sixth fofm, In terms of Table 2.5(A)

" (England and Wales), those leavers aged 15 to 16 were 23.8 per cent”of all

qualified leavers in their cohort in'1968/69 and 25.3per cent in 1974/75; in

terms of Table 2.5(C) (England only), thdse leaves were 19.0 per cent in

1974/75 and 22.4 per cent in 1976/77. At most only a quarter 6f-them in

_ 1977 left to take full-time ‘A’ level gourses at FE colleges (SE 1977, Vol. 2,

Table'n). . . Y. . L

" The 17-year-olds-at December/January in any academic year embrace

further education and may qualifyfor higher education. Table 2
"1976/717, and Table 2.7 (p.75) .more recent’ figures for the 16-18

1946/47, passed 12.5 per cent ifi 1962/63 and peaked at 20.8 per cent in
972/73; it drobped slightly for three yehrs ang has since ‘held steady at .
. d 2| ‘per cent. Full-time attendance at FE cgfleges (which include the ™
 few tertiary colleges) continued to tise —though pd§sibly because bof a shift
from part-time study (which is falling) rat er than'froms§chool. Jfideed, the
increase in -46-18 year-olds on full-time l&FE' courseschas, atdegst since
. 1973/74, been on the non-GCE courses which in that fear‘catered for 4.7 per

fulltime“A’ levels in both schools and FE colleges moviM from 15.5 to only
16.0 per cent over the same period (Table 2‘.‘7%.3: . Lo
. f

a 99 P + \
Quualified Leavers* * : v g ’

Hence it is no &jrprise that the proportion of the relevant a%é growp gaining
two or morg¥Ar'Tevel passes doubled during the 1960s from 6.9 per cent in
1960/61 to 13.9 per cent in 1970/71, was steady for the next four years, Tose

least three years (Table 2.8(C)). The Qualified Leaver Rate,. QLR, is a
measure of the same phenomenon for Great Britain, the figures for. the same
5 years as above being 6.6, 14.2 and 15.2," followed by 15.0 for 1979/80
. (sources as for Table 2.4,%.72). The proportion of those qualifying who did

1977/78.. *
If we look at the destination of the school-leavers with two or more ‘A’ .
levels, we find that a” growing proportion of them has .been entering

. o
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In additioh.more of those so qualifying

most of those who are in the second year 'of a ‘A’ level course in, chgl or -
.6 (p:74)
gives the percentages of that age .in various forms of education up to, -

* year-olds. The préprtion still iif school rése continuously for 26 years ffom ’

cent of those age groups and 7.0 per cent in '1978/79; the proportion on'

t014.8 per cent in 1976/77 (Table 2.8(A) p.76) and remained constantfor-at ,

so at FE'colleges also doubled in the 1960s and continued to gise until *
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employment rather than full-time further or higher education. In 1967, 21
per cent did so; and ten years later, 29 per cent (Table2.9, p.77). The trend
has been even more marked among the leavers with ‘good’ certificates, that
is, with at least grades CCC or the equivalent: the proportion entenng.
employment rose over the same period by two-thirds, from 9 to 15 pe
These figures include leavers  intending to re-enter full-time edu?xon
thirteen or more months later, but some of that growing number do noftake
up the places held over for them add in fact enter permghent employr\nent

* anyway, the picture is basically the same if they are excluded. l

. -ty

Discussion
On the evidence so far pr&sented three main trends can be seen behmd the
declmmg proportion of the age group entenng full-time higher education
since*1972: first, the proportion of the age group who, during confpulsory
secondary schooling, achieve the normal qualification for ‘A’ level\courses
has levelled off; secondly, the proportion of those who stay on and pass two or
more ‘A’ levels but who leave for employment rather than remain in full-time
education has risen; and thirdly, young people with less than two ‘A’ level
passes have had their opportunity of entry to higher education diminished.
The last arises directly from the turtailment of teacher training and the
raising of the entry standards to those and other courses. The Robbins
Commiittee assumed that the proportionef school-leavers entering higher .
education with each level of GCE qualification from five ‘O’ level passes
upwards would rise. to the same degree (HE 1963,€,App. I, p.132). As the
Committee did. not expect much change in the proportion of those with five
or more “O’ levels who went on to gain ‘A’ levels, its projectigns implied a
- roughlystable distribution of entrafts from schools with ach level of quahﬁ-
cation (p.108). By 1970 the DES seems to fidve abandoneddthis aim: as
teacher training contracted it did not expect places for all the ‘displaced’
school-leavers with less than two ‘A’ levels to be provided elsewhere in higher
education. On the projection published at the time, the proportion-of school-
leavers with one ‘A’ level who enterell higher education would dtop from 48
per ‘cent in 1967/68 to35 per cent in 1976/ 77 and with five or more ‘O’ levels
from 10 per cent to 5 per cent (DES 1970, p.7 and Table A). What exactly
hasphappeneg to these leavers cannot be detected with any accuracy from the
published statistics. 3
*Three lines of explanatlon for the other two trends will be dnscussed
first, policies and practices in secondary schooling; secondly, the competing
attractions of employment; and thirdly, whether the gap has widened
between what qualified leavers may be seeking in higher education and what
is available;
In lookmg at secondary schooling we may start by reverting to the effect
of the size of the age group. Halsey et al. (1980, p.119) havenoted, for 1945
to 1970, a marked inverse correlation between the total Jumber of male
school-lcavers and the proportion whostayed @n until at least the age of 16
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What this may indicate is that teachers seek to deter marginal candidates
from continuing their education when the cohort gets larger and encourage
them to contmue when it shrinks. The relatlonshlp is less in evidence for
17-year- olds perhaps because most of these are in ‘the second year of.the
sixth form and the marginal candidates are likely to be those who are only
retainable for one year. Even so, though the proportion of 17-year-olds in
school rose steadily right through the large age groups of the mid-1960s, its
levelling off has roughly co-incided with the trough of 1969-70 and the
renewed rise in the age group’s size (Table 2.6, p.74). A similar effect might
be expected in the proportion gaining five or more ‘O’ levels. Even though
the “fifth year of secondary schooling is compulsory, the staff in a
comprehensive school may:'wall not expand the ‘O’ level stream in
proportion to the greater size of the cohort; certamlym a bxpan& system the
grammar school places are likely to be effectlvely a constant number
irrespective of the short-term fluctuations in the age group. Indeed, the
proportions of leavers with ‘O’ levels mscnbe a’line parallel to that for staying
on (Table 2.5,%.73). - «
It would be reasonable to expect the raising of the school-leaving age in
1973 toincrease the proportion gaining good ‘O’ level certificates and staying
on beyond the minimum age, because the point of decision is now delayed.
until after the first public examinations. In fact the aggregate statistics show
noappreciable increase, nor are there any special studies suggesting that the
‘O’ level'and staying-on rates might have been lower but for the leaving age
being raised, - )
The major structural change in secondary schooling in the past fifteen
years has been its reorganization on comprehensxve lines. The consequences
for higher education are discussed in Gordon's chapter in this volume.
Suffice it here to say that reorganization was expected to increase demand for
higher education, particularly by working-class children (eg Neave 1975,
p.17); that as yet there is no conclusive evidence of this happenmg, and that
the co-mcxdence of reorganization and the levelling-off in staying-on, etc.,
has given rise to the argument (by. the present Secretary of State for
Education, for example) that the former is responsible for the latter (Fifth
‘Report, p.528). f
The competing attractions’ of employment as agamst continued
education have been examirned statistically by Pissarides (1981a,b) who has
presented regression analyses of 16-year-old staying-on rates and of qualified
leaver’ rates against the initial earnings and the present value of lifetime
earnings of manual workers, against unemployment rates for graduates, and
against consumer expendxture His conclusions are that the main reason for
+ the slow-down in staying-on in 1969-72 was the increase in the ratio of youth
manual earnings to pew graduates’ earnings, but that in 1975-78 the most
important variable for boys was'the decrease in real consumer expenditure
and for girls was a fall in the relative demand for qualified women; and that
the same factors.in general serve to explam the reduced demand for higher
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education two years later. Some raw data on gross incomes are given in Table
2.10'(p.78), and show that between 1965 and 1980 for young people they
rose bya factor of 7.5, for adult men in manual jobs by 5.9. for adult men in
non-manual jobs by 5.5, for graduates on entering employment by 5.0, and
for students (in.the form of the maintenance grant) by 4.2. The acceleration
of juvenile wages has in part come through trade union pressure to eliminate
‘cheap labour’. The relative decline in graduates’ starting salaries is
presumably explicable by the great increase in the stock of highly qualified
manpower JThe number of such peoplé-available for work has been predicted
toincrease by 64 per cent betweeri 1971 and 1981, but the number of jobs, of
the kind held by them in 1971, to increase by only 31 per cent (Butler 1978).
The resulting movement of graduates into new areas of emplgyment has
undoubtefily been faster in recent years, particularly into ‘lower’ grade jobs,
with deprdssion of average Starting salaries. Gordon’s chapter in this volume
cites evidence of how%&jear-olds have clear (if not necessarily accurate)
%erceptions of the higher earnings associated with Righer qualifications.
ssarides (1981a) concludes that rising registered” unemployment has’
encouraged staying-on at school, but Gordon in this volume suggests that
unemployment benefits and payments under (eg) the -Yoyh Opportunities
Programme can act as a positive incentive to leave. .

The,third explanation to be considered is whether the gap has widened
between what qualified leavers may be seekipg in-higher education and what
is available. In one form this question is the obverse of the questiomr of
whether reorganization 4n 'secondary schooling has contributed ¢p the
levelling off of the APR: has higher education failed to adapt itsélf
sufficiently to the changgs in the form and content of sedondary schooling?
Discussion of that question, which is explored by Fulton in Chapter 1, lies
beyond the quantifying approach of this chapter, which will be confined to

. the more mundane question of whether entry has become easier or harder.

The *degree_ of competition’ over time can be measured only in terms of

the A’ level scores of successful applicants for, by and large, universitigs ' 4
only. Over the last twelve years (Tables 2.11(A) and 2.13, pp.79 and 81),

scores rose from 1968, dropped in'1974, and have recovered since then. For
ingtagce the proportion of ‘A’ level entrants with only two passes was ‘down to
13.8 per cent in 1972, rosé to 15.6 per cent in 1974, but fell back to 14.1 per
cent in 1980, while those with scores of nine or more on three passes were

“*62.9, 58.4 and 61.7 per cent. Given that on ayerage ‘A’ level entraits to
universities have better grades than entrants to AFE (CUA 1978, p.17) and * °

that the universities have in recent years taken a growing share of all new
entrants to higher education (Table 2.11(B)), university entrants’ grades
might have been &xpected to fall. But as at the same time the ‘O’ level/ofte

‘A’ level entrant Itas been progressively excluded, the proportion of all home ’

entrants with two or more ‘A’ levels has risen. l-,len,ce an assertion that entry

has become more competitive (for qualified leavess) cannot be founded o

this evidence. Indeed, an analysis,as yet covering only the years 1977 and
. . + 7
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1978, of the.percentage of those who passed ‘A’ level in a given subject and \
were accepted for admisgion 16 university, showed that the percentages went )
up in most main subjects, and down in none, between the two years
(Standing Conference on University Entrance, paper 80/14)."

- = Hoverall it is not more difficult to enter higher education, are there
mismatches between supply and demand by subjects and types of courses?
The demapd for subjects at degree level has its roots in the schools where -
important subject choices are made from age thirteen onwards affecting the

*, courses in higher education for which a pupil will be qualified. The simplest

indicator of changes in subject choice at school is trends in the distribution of

‘A’ level passes. The figures show the continuous decline in mathematics, *
physics and chemistry (together 43.7 per cent in 1960, and 29.0 per cent in
1977), of Frengh, Germag:}mﬂ)ﬁn (12.5 per cent and 7.2 per cent), and the, .
rise of socialScience and-focational subjects fmainly accounting) (10.4 per
cent and 25.5 per cent). The combination of ‘A’ levels passed by dualified
school-leavers show that 50 per cent of male leavers in 1964 were science
specialists but only 41 per cent in 1976. Over the same period, though, the , °
proportion of boys passing bothscience and non-science subjects rose from

11 per cent to 21 per dent (Table 2.12(B), p.89). One of the significant points
about the swing away from science is that a consistently larger proportion of
science spedialists enter higher education than do students',taking other
combinations,of ‘A/ levels — in 1976, 73 per cént as against.55'per cent, with

. the students taking both science and non-science subjects tending to follow
their non-science colleagues (Table 2.12(A)). The trend towards mixed ‘A’
levels may be one consequence of secondary school reorganization creating

)arggr sixth forms offering more subjects (Neave 1975). Institution$ may have -
failed, or been unwilling, to adapt their entry requirements.and courses
sufficiently, particularly in the science, to attract this new clientele. . ~

. * The ttends at ‘A’ level do not translate themselves directly into-trends in

- subject choice at entry to higher education. The picture here is complicated

by the appearance of subjectsnot studied at school, the various combinations
of ‘A’ level subjects possible for entrance toa particular degree subject, and
the supply of places. Nevertheless,’ most entrantstprobably embark on
courses within the same broad subject field as their ‘A’ levels (SE 1977, Vol.
2, Tablé 14). Table 2.13 attempts to show whether it has become easier or '

+ harder to enter a given subject relative to all subjects. The ‘competition
factor’ is the ratio of the percéntage of three ‘A? level entrants in the subject
with a grade-score of nine or more to this percentage for all subjects (CUA
1978, pp.32-35). Thus, for universities in 1980, the percentage was 72 per
cent (= 1.0), for medicine and dentistry 88 per cent (competition factor,
1.23), and for engineering and technology 64 per cent (0.89). . ‘

° _ The changes since 1968 in the rankings of the five groups 'of subjects
+, Which-edn be analysed are striking. Medicine #nd dentistry have moved up

from 0.86 to 1.23, and social studies down from 1.14 to 1.02; arts was 4t 1.00

< in 1968 agld at 1.03 in 1980, but was leading the field in 1969-73, at about
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. 1.15;"engineering and technology has moved up fromadow point of 0.77 iny

1972, and science has been consistently between 0.91 arid 0.95. The medical

group has seen a radical transformation in its competitive position, and has-
<~ widened the spread of the ccfmpetition factors. But it admitted only 8 to 9 per

cent of the ‘A’ leve] entrants to tHe five groups, and the spread of the factg;'s.

ks the other §ohr groups (which take over 85 per cent of all three ‘A’ level
entrants)<has ed over the years, suggesting a better match of supply
against demand. ‘Competition factors’ for entrants to CNAA first degree -
courses, a‘vailable only for 1970-74, tended to move in sympathy with those *
for universities (CUA 1978, Table 20). ..

What the competition for themedical group reflects is the growing
demand in the 1970s for entry to ‘vocational’ subjects, and what happens
when the number of places is rigorpusly. controlled by factors other than
applicant demland. Table 2.14 (p.82) gives the competition factors for.
individual vocational subjects which can be identified in the UCCA statistics

* andalso the extent to which’home admissions rose over ten years. Apart from,

: the medical subjects and architecture, all increased their intake mor¢ than
the national averagg, and all became relatively more competitive. That they
did so may be taken as further evidence of school-leavers’ awaréness of the
labour market, though in some cases they must also reflect the rise in
required qualifications for entry to the profession concerned. Nevertheless,
aside from the mecXcal subjects and law, the propartion of entrants with high
- scores on three ‘A’ levels was, even in 1980, below the overall figure.
MeanwHile in AFE the provision in most of the same ﬁel%s’ has expanded: in . P
- the five years to 1978/79 by 51 per cent in business studje}, accountancy and .
. law, and by 25 per cent in professional and vocational ®udies, when the total
of full-fime students fell by 7 per cent (Fifth Report, p:10).
- The closing section effers some speculation 4s to how the various factors
; .reviewed above may operate in the nekt few years to affect the A'ge_ § ’
Participation Rate. This section may conclude by emphasizing that no clear
picture can be drawn from the available data of the flow of yaung people .
, through education in the five or so years following the minimum leaving age, ., ~
at least not in sufficient detail to make informed predictions about flows into
higher education; a‘7d by hoping that the fourth follow-up of the National

) Child Development/ Study’s 1958 cohort will be asking the appropriate .
: . questions. . . A

t <

X" .. MATURE FULL-TIME STUDENTS .

by &

% ™ Whereas entrants to higher education who are _age&~under 21 on
31 December following,are, in official parlance, ‘young’, older entgants are
‘mature’. The implicit assumption in the DES’s method for projecting
numbers iS that the young entrants arrive on the wave running through the
gducationial system from the schools and FE colleges, but that entrants who
have passed the old agg of majority are sufficiently distant from their

-~ compulsory and sixth-form education for them not to be viewed as delayed o

‘
- £y
.
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entrants from their respective 18-year-old cohorts. With the ‘increasing N
availability of ‘A’ level courses in FE colleges, this assumption that a student
can only ‘lose’ two years without being detached from the main stream may
be less sound than it was 10 te 15 years ago; indeed studies particularly » !
concerned with mature studeﬁ?ﬂave’taken 25 as the age limit (Whitburn et
al. 1976, p.122; Wynne 1979). But we do not khow; for instarice, what
proportions of mature entrants obtained the qualifications on which they are..

* admitted when they were aged 16-19, or when they were no longer of school
age, or aré admitted withouf the normal qualifications. (A small sample of
dégree students in 1970-71 yielded proportions of roughly 50:35:15 (Hopper
and Osborn 1975, pp.69-71). Sotne of these questions, and others alluded to .

- below, may be answered by*a DES-funded research project on ‘mature a
o student participation ih education’ which is in progress. The fact of the

-+ matter for the moiment is that the DES tends to look at mature students as
" " absolute numbers rather than proportions of age groups, and the same-

approach is gdopted here. This section looks at the minority of full-time -
students whoare rhaturé and the following section at part-time students, of
whom the majority are mature. . . o
The Robbins Committee did not consider it necessary to distinguish ‘
" between young and mature full-time entr§nts. It seems that in 1961/62
mature entrants numbered about 10,500, er 14 per cent of all home entrants,
*and presumably no increase in that proportioh was anticipated (HE 1963,
App. 1, Table C.3). By 1966/67 the number and proportion had rigen to
17,700 and 16.5 per cent; both rose sharply in the next two years to 27,700 ,
and 22.1 perucent; the proportion then remained fairly steady until the later ’
1970s when it moved up to 24 per/ cent in 1979-81, representing 35,200
students in 1980/81 (DES, SB12780; 6/81). The increase in the 60s, until
1968, may be largely attributable to deliberate recruitment of older people
into teacher training. Thereafter the.increase has been mainly on other
courses in the public sector and has more tharr compensated for the fall in
teacher training admissions since 1972. The ratio’ of men to women has
remained fairly constant at around 60:40, but Table 2.3 (p.71) suggests that
the women are on average older than the men, the men:women ratios in the »

#

three age groups being: 21-24 years 69:31; 25-30 years 63:37; 30+ years
44:56. v ’

The main explanation is presumably to be found in women returning to
education after bringing up children, but a recent study in Sheffield has also
fGUfid that women mature students tended to have drifted from school into - .
dead-end temporary jobs which did not reflect their true ability and suggests ol
that their under-representation in the 21-34 age group is for the same re%n

. as for leaving school, namelyinsufficient motivation (Roderick 1981). Tahle
T 2.3 (p.71)alsoimplies that the older the student is the more likely heistobe .
I taking a vocational (non-degree) course. But the evidence on subjects studied .

is inconclusive. Students aged 25 and over in polytechnics in 1972/73,

relative to students of all ages, were over-represented in the miscellaneous

wic ST ,
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. 7 ‘professional and vocational subjects’, and under-represented in the

+*humanities and art (Whitburn et al. 1976, p.19]); but in the universities the

mature students are concentrated in the social sciences gnd humanities

(UCCA Stat. Supp., Table B2). '

No systematic explanation can be offered of why so many more mature

students have embarked on full-time courses. Compared with 10 years ago,

¢, mandatory maintenance grants for them aré more readily available and have

s become a littl}more generous relative to those for young entrants, and, at :

least until the last few years, local éducation authorities have used their

discretionary’ power to make awards. But the economic argument that the

rate of return on a degree has falléen must apply also to mature s(tudents. It

may be that there has long been an unsatisfied. demand, and that a crucial

factor has been a more liberal attitude towards entrance requirements on the

part of universities, colleges and the CNAA — an attitude perhaps in part
induced by the-unexpected stagnation in demand from school-leavers.

.
—

PART-TIME STUDENTS . .
At most there were 17,000 ‘young’ entrants to part-time higher education in
1976/77 (compared with some 95,000 to .full-time), giving an Age
- Participation Ratg of about 2.3 per cent (Table 2.3, p.71). Only a small
minority are likely to have been admitted on the strength of GGEs passed at
school; the majority will have takefi-a‘non-advanced FE course (eg ONC or
, an irtermediate professional examination) between leaving school and
starting a higher education course. The part-time APR in 1961 was about
3.7 per cent (HE 1963, App. 1, p.39), so it has declined over 15 years by a
) third, compared with a doubling of the full-time APR (Table 2.4, p.72). The
decline is in part because of the expansion in full-time plagés and in part
because entry standards have been raised by professional instjtutions. For
example, if an aspirant to the accountancy profession has to hold two ‘A’
level passes, he may as well take a full-time degree course in that br a related
field as enter a training contract and a part-time professio ourse; and
with the academic qualification for a chartered engineer raised to a degree it
is doubtful whether pak{!time degree courses have expanded to compensate

for the loss of the route through HNC. SR

‘ " The proportion of part-time students who are ‘mature® has increased
and now comprises the great majority : 81 per cent in terms of entrauts (31
per cent aged 21-24, 23 per cent aged 25-29, and 27 per cent older),
compared with 26-per cent of full-timers. Of part-timers entering
universities, perhaps a third are on sub-degree.courses in extra-mural
. departments, a third on degree courses at Birkbeck College London, and a
““third on.degree courses elsewhere (unpublished USR statistics for 1978/79’
- show one-third: to beoverseas; this pattern is assymed not to be replicated

elsewhere in part-time higher edygcation!), At least a substantial minorityon |, °,

degree courses have high¢&.education paalifi atiols already, as graduates
taking specialized degrees or changing their field of study or as qualified
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teachers seeking graduate status (Hopper & Osborn 1975, p.66; SE 1977,
Vol. 6, Table 16). The same is probably true of the 3000 or so AFE pait-
timers in Table 2.3 (p.71) who were on degree courses, as nearly a third were
on education courses (CNAA Annual Report 1976, Table G). It shbuld be

- noted in passing that in total there were some 9000 UK residents registered
as ‘private’ study students for external degrees of the University of London,
half of them in law — a subject not yet offered by the Open University ¢
(Wynne-1979, pp.64, 67). But it is the Open University which now offers the
main route to a degree by part-time study. Again, though, a large proportion
already have higher.education qualifigations:. of the 1977 entrants, 48 per
cent did, mainly (27 per cent) a teacher’s certificate or equivalent (OU 1980,
Table A{;) But the university’s intake is much more heavily weighted
towards the over 30s than that of the rest of part-time study.

Although the proportion of part- -time students on first degree courses
greatly” increased during ,the 1970s,.it was still only about a quarter in
1978/79 (postgraduates excluded Table)z 2, p.70). The bulk of part-time
work therefore remains the directly vocatxonal courses in further education
colleges for® the HNC, BEC and TEC higher_certificates and professxonal wy
qualifications: indeed of the part-time, first-year;students in AFE in 1976/77
.only 4 per cent were on degree courses (Table 2.3, p. 71 Fj ﬁh Report, p.594).
The number of students on such courses increased s y at all during the™
1960s, but the ratio of day to evemng attendance. movédcgom‘SO :50.tol67: 33, ..
representing a substantial increase in studeént hours and throughput )
Evening numbers have remained falrly constant, and the sizeable increase ‘;:,
(on all AFE courses from 108,000 in 1972/73 to 156,000 in 1980/81))1&5 -

. ‘been almost wholly in day attendfmces (Table 2.1, p.69). .
- There have been striking changes in the distribution of these part-tlme
students between subjects and' by sex, almost, as stnkmg as‘the changes ~
% among full-timers induced by the cuts-in-teache -are shown
« by Table 2.15 (p.83) (which also covers degree and~post raduate smdents)
The proportion of women rose from 8.1 per cent in 196‘/“/
in 1977/78. .Engmeermg and technology dropped from havipg 45 per cent of
the enrolments to 28" per cent, though the last two years have seep a marked-
recovery to 33 per cent — representing a numerical increase from 34,000 in
N 1972/73 to 47,000 in 1980/81. Social, administrative and business studies,
on the other hand, moved from 32 per cent in 1967/68 to 50 per cent.ten
years later, peaked in absolute numbers in 1979/80 and have drbpped in
1980/81 to 45 per cent. The swing away from engineering was in part a
reflection of women’s increased participation but mustalso have reflected the
pattern of recruitment into employment with the rapld growth of the service
srctor . y ) e
» WOMEN o
" This brief section is largelya commentary on ﬁgures presented in precedmg
sectlons Some of these figures are ,summarlzed in Table 2.16 (p.84), as the
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ratio of women to 100 men, and this form of ratio is used below. As the ratios
have been calculated from the tables, and as the data for the tables are often
in‘themgelves estimates, there may be fairly sizeable cumulative errors, so né
significance should be placed on.small differences between columns and lines
in Table 2.16. . ' ok

Since 1970 girls have been as likely as boys to leave school with five or
more ‘O’ levels, having been slightly behind in the 1960s. Only in the last
couple of years have they stayed at school until age 17 to the same extent as
boys, but the narrowing of the gap has been considerable since 1960/61 when
the ratio was only 78. The pattern of 17-year-old girls’ attendance in non-
advanced FE is very different from boys’, because day release from
employment is much less widely available, and for school and NAFE
combined the ratio was 84 in 1976/77. Roughly the same-ratio applied in that
year to students gaining two or more ‘A’ levels, but had been as low as 59
1960/61. Girls are more likely than boys to gét only two “A®levels: the ratios
for those gaining three or more ‘A’ levels weré®75 anf 49 in,the same two
years. e

' oAt the point of entry to- higher education the picture is more

\cemplicatea. The ratio was 79°in both 1966/67 (the earliest year for which

because of the expansion and contraction of teacher training. Th€ bulk of
entrants to teacher training with less than two ‘A’ levels wete women (3.2 per
cent of the’age group, compared with 1 per cent for men, around 1970, in
terms of Table 2.4 (p.72). If these entrants are excluded, that ratio shows a
consistently upward progression, from 62 in 1966/67 to 79 in 1980/81.§he

figures are published) and 1980/81, but was higher and lower ingtween,'

sing proportion of sixth-formers who are girls, combined with their ic
earth among ‘A’ level candidates in the Sciences, must be a partial

. explanation for the shiftin the ‘A"“]evel leavers away from the sciences — and’
.towajds the- ‘A’ level specialization from which progression to higher
.education is less usual (Table 2.12, .80). If,in 1976/77, the number of. male
and fefnale qualified school-leavers had been the same and the progression
rates for each specialization had applied to each'sex separately, 6 per cenf
more boys than girls would have entered higher education, giving a ratio of
95. Hence the fall in the Qualified Participation Rate may be partly due to

*  the increased proportion of women among the qualified leavers.

As to the question whether the five ‘O’ or one ‘A’ level leaver who in

« earlier years would have gone into teacher training has found another route

into higher education, no firm answer can be given. The marked increase in
_. -the APR for women in 1980/81 may indicate a further narrowing of the gap
betiveen men and wonien among qualified leavers, while the growing female
pasticipatjon in NAFE (particularly full-time) may indicate that the less well
qualified will come (or are coming) into higher education via an intermediate

CQrse. . -~

«  With regard to v\‘rpme.n among mature and part-tipe students in higher
education, the ratios are mych less favourable. They stood, in 1976/77, at
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only 64 for full-time entrants aged 21 and’ over and at a mere 28 for all
’ part-time entrants (Table 2.3, p.71). Nevertheless, there has been a major

improvement in part-time enrolments in AFE, from 9 in 1967/68 to 23 ten
. Yyears later (Table 2.15, p.83).

SOCIAL CLASS . L.
Classifying spudents by social class usually entails no more than grouping -

" thém by their parents’ occupation, and does not explain why those from one
class'should be-in a better position to penefit from formal education than

. those from another. ‘Far, more important are those attitudes, home

. environment, parental expectation, membership of anti-school peer groups

* ~ and subcultures which, whilst themselves highly corréelated with social class,

are nevertheless present in each and every social grouping, albeit in varying
degrees’ (Neave 1976, p.77). Nevertheless, social class is a convenient
shorthand. ‘ ‘ v -

It has been repeately shown that, for young people of equal ability, the
likelihood of continuing' in full-time education after the minimum
school-leaving age diminishes the lower the social class of their parents (see
Gordon’s chapter in this volume for references). A recent study covering men
born between 1913 gnd 1952 shows that since thé 1944 Education Act the

3 _ disparity between classes in staying-on at school has narrowed, though®
@ remains wide (Halsey et al. 1980, Tables 8.10, 8.11). In 1975-76 a-young
Jperson aged between 16 and 19 was four times more likely to be in full-time
educdtien if the father was in a professional occupation rather than in
* unskilled manual work; for someone aged 20-24, the disparity was twelvefold. " .
(OPCS 1978, Table 7.3).
Most evidence orthe social class composition of higher education is -
" presented in terms of a percentage distribution across the Registrar,
General’s classes: '
1 -sProfessional, etc., occupations
. 11 ,Intermediate occupations. i

HIN Skilled occupations — non manual

IIIM Skilled occupations — manual

IV Partly skilled occupations ; hereafter ‘working class’

\Y Unskilled occupations - )

N/C Not classified (incl. armed forces) . : - .

Comparisons over time should (but do not) take account of the changes
4n the distribution of the whole population (eg of fathers of 18-year-olds),
‘which have been away from the working and towards the middle class, and of

changes in the allocation of occupations to classes. *
*, Table 2.17 (p.¥§5) brings together percentage distributions from several
soruces of varying reliability, so not too much significance should be placed
on small differences, especially in: view of the range of proportions ‘not
classified’. Nevertheless, the following deductions can be made with respect
to full-time students. Eirst, the representation of the classes among pupils
. . ;

hereafter ‘middle class’

-
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staying in full-time education after the minimum leaving age to take ‘A’:
levels is already unequal, in part reflecting the fact that middle-class children ~
are twice as likely as working-class to get five or more ‘O’ levels in the fifth
form (Gordon 1980, Table II). Similar distributions are found among
full-time ‘A’ level students in both schools and FE colleges, so the latter are
not offering an alternative route particularly for working-class -children.
Children from classes I and 11 comprise about 24 per cent of theirage group,
but take about 60 per ¢ent of the places on ‘A’ level courses; class IIIN is *
roughly in balance at 10 and 12 per cent, but in IIIM the balance is clearly
the other way, with 38 per cent of the age groum having only 18 per cent of the
places, and even more so in IV and V, at 23 and 8 per cent. Secondly, the
social compositiof®¥ the university intake has scarcely changed over 25 .
years, even though by the later years the universities had been augmented by
- new foundations and by the ex-CATs. Indeed, figures for the last few years
suggest that the proportion of entrants frém classes I and I is increasing
(UCCA Stat. Supp. 1978-79, Table ES). Thirdly, the FE and teacher training
colleges’ profiles in 1961/62 were less weighted than the universities’ towards
class I and {I. Thus for working-class men the proportiors were; universities
26; full-time AFE about 38; teacher training 47. But the figures for
polytechnic students in 1972/73 suggest a marked shift in AFE towards the
middle class. Fourthly, older students in universities are only marginally
drawn more from classes IV and V.

Part-time students are drawn much less from classes I and II, generally
around 30 per cent against 50 per cent for full-tin;'ers, with class IIIM being
better represented, at 35-50 per cent against approximately 23 per cent, and ,

\IV and V at 16-20 per cent against approximately 9 per cent. But.if the
present occupations of mature- part-time students are an'alysed, these are
found to conform more closely to the distribution for fujl-timers’ fathers,
even exceeding, at 82 per cent for the Open University, the highest recorded
proportion for universities from classes I and II, namely 71 per cent for
women entrants in 1955. What this reflects, of course, is the large number of .
part-time students who are improving qualifications which they have already
gained in higher education and are using in employment. Presumably if these
students could be extracted, the figures for ‘initial entrants’ would be more
heavily weighted towards the working class. ) a :

Age Participation Rates by social class are harder td come by, Wt Table

" 2.18 (p.86) gives egimates. for c.1961 and ¢.1977. These suggest that for the
middIe€ class the £PR rose from 19.5 to 26.9 per-cent, and for the working
class from 3.2 5.0 per cent, and that therefore the ‘disparity ratio’
narrowed only sifjhtly, from 6.1 to 5.4, during the massive expansion of
higher education it the 1960s and 70s.

Two hypotheses about. the effect of these wide differentials on the future

trend of pumbers in higher education need-to be considered: .
. 1 . Thata rising proportion of all children are being born into middle-
class families and that, other things being equal, the overall

>
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. participation rate will incLease. Lo LT -,
2 That the depressed participation rate§ for children of given ability, .
from the lower classes compared with the higher show there to be te
much untapped talent which, through appropriate educational R
policies, can be reached by higher education. T
S The first hypothesis is based; on the occupation of the father as reporied
at the registration of legitimajg live births. Bétween 1970 and 1978, births to =
classes I and II rase by 1.3 perMent and to the other classes Jell substantially; . "
class IIIN by 28.3 per cent, IIIM by 32.8 per cent, IV and V by 33.5 per cent.
, Although many caveats should be entered intinterpreting these figures, the
difference between classes I and 11 and-the rest is so great that'in the main it
-« must be due to falling mean faniily size in classes 11I-V because of wider” .
diffusion of efficient contraception (OPCS, Birth statistics 1978 Series FM1, .
‘ No. 5, Table 11.1). If thie’APRs by class for ¢.1977 are applied to the live
- births in 1970 and 1978, overall rates of 12.0 per cent and 13.8 per cent
* result, the latter meaning 9400 more éntrants front the 1978 birth cohort,
. due taarrive in higher edugation in 1996. An increase of this size would not,
on its own, compensate’ for the shortfall in young home entrants from the
1980/81 level caused by the decline in the total size of the age group.
Assuming a stable 12 per cent. APR, this decline would amount to
approximately 36,000 new entrants (DES 1978, Table 5). Furthermore, the
- reduced proportion of bisths to working-class parents probably reflects a fall
in average family size which; given the well-established link between early
leaving and large families, may also increase demand for higher education.

The second hypothesis has found official-expressiof in‘Model ‘E” of the
government’s discussion paper of 1978, Higher education into the 1990s:
‘there is also the possibility of taking pgsitive steps as a matt@of social policy -

¢ toencourage participation by children of manual workers to approach more -
closely the level of participation by children of non-manual workers. . . . Itis
. at least possible that participation by ¢the former) will by the'1990s be 4s . *
. much affected by the gathering impagt of policies in the fields of haysing,
. health and. the social services génerglly as by educational -pelicies’ (DES
1978, para: 32). © . . . R
The hypothesis is given theoretical form by Halsey et al. (1980)in terms
. of observed trends in boys staying on 4t school until age 16 or latet but can be
seen as applicable to later stages of post-compulsory education. They suggest
- that ‘the numbers staying on, will §tart off from a low bagse, will then increase
rm_ more or less rapidly before finally levelling off as the “saturation level” is .
' reached. This will give a curve shaped like an elongated “S”. If we draw -
b separate curves for each social-cldss, the service-class curve will reach
saturation first and the working class last.’ The authors’ estimates of what .
, the saturation levels would have been ifthe school-leaving age had not been /
. . raised are acknowledged to ‘containa considerable margin of error, but they - ~
do suggest that there would eventually have been a striking narrowin'g?pf’ . :
‘class differentials. The most conservative estimates suggest that‘ in another
T L U \
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twenty or thirty years . . .’ the differences between the service (professional/
managerial) and workmg classes would have narrowed from 47 per cent for
the 1943-52 cohort to 20 per cent. These differences. .would imply that the
threshold in terms of measured ability would be approximately the same for
both service and working-class boys. Applying the sam% technique to staying
on until 18 of later, they suggest that, the three logistid curves are less well
advanced, and that the eventual inequality will be greater than at age 16 —
and even more so if lines were traced for higher education. Nevertheless,
working-class participation in higher education would eventually lift off from
the low base at which it'still is. Halsey’s study ends with boys who were aged
18in 1970. Edwards and Roberts (1980a, b) take a less optimistic view of the
diffusion of demand for higher education down the social-scale. They argue
that the escalation of enrelments between 1955 and 1970 resulted from the
proféssnonal and’ managerial classes puttmg greater/ value upon higher
edlication* as an avenue for retaining social and economic status.
Recruitment increased less rapidly i 1970s in part because for some
groups saturation level may have be ed But among the rest, ie the
majority, of the population no real p rceptlon of higher education’s nature
and possibility has developed, and r rultmem especially from classes IV
and V, depends on the child receiving external encouragement and
patronage.

There are’ indeed pieces of evidence and suggestive arguments to
indicate how tenuous working-class pagticipation in higher education is. The
demise of the grammar schools_may have rotibved a significant channel
through which ‘patronage’ was bestowed (Neave 1976, p.35). The
educatignal’ plans of the working-class 16-year-old dre less likely to be
realized. Replies given in 1974 can be convefted into APRs comparable on
Table 2.17 (p.85). Those who said they intended to go full-time to a
university, polytechnic or college of education comprised 33.5 per cent of
‘class I and 11, 19.0 per cent of IIIN, 10. 4 per cent of I1IM, and 8.0 per cent of
IV and V. These compare with estimated actual rates of 29.1, 21.2, 5.6 and .
4.1. The actual rates are close to intended rates for middle-class children but
half the intended rates for working-class childreit (Fogelman 1979).
Furthermore, it is highly plausible that in a period of rising unemployment
the working-class child will be encquraged to leave. school and to _start

_earning, possnbly to help the famlly budget.

./ Afinal piece of ewdencg requires rather longer exposition. In Scotland
the proportion of university entrants from working-class homes declined by 6
per cent between 1962 and 1972, and by a further 1.3 pet cent by 1976. The
detline was confined to men and it was middle (non-manual) -class women
who increased in proportion. The proportion of qualified leavers increased
roughly equally among middle- andworking-class pupils, but faster among
.women than men; and more of the women than men had most of their passes
at SCE ‘H’ grade in non-science subjects. Middle-class pupils tended to pass

o more subjects at H grade, and at better grades, th,an working-class.
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Furthermore, working-class pupil.of each sex were more likeliv to have most
of their passes in non-science subjects, and so to be competing for entry
directly with the growing number of qualified women (Hutchison and
McPherson.1976; also Neave and Cowper 1979, pp.19-20).

Given this Scottish evidence, the same processes can be inferred as at
work throughout the British universities. First, in 1980, among university
applicants offering ‘A’ levels, middle-class students got better scores (ucca
Stat. Supp. 1979/80, Table E7). Secondly, the figures for 1956 and 1980 in
Table 2.19 (p.87) are in no precise way comparable, but ate suggestive. The
proportion of accepted candidates from wogking-class homes fell from 25 to
19 per cent, but the fall was concentrated among the men (27 to 20 per cent),

‘the figure for women being roughly constant around 19 per cent. Women

were 29 per cent of all accepted students at the earlier date and as many as 41
per cent at the later. The decline in working-class men was to the same

degree in all faculties except medicine (wh re-there ‘was none), buf their °

representation at both dates-was greatest jg::scjgiie and tgchnology, while
overall the proportion of arts places rose. [n fe ns of Halsey’s model, the
logistic curve for middle-class women. has -comé into conflict with, and

retarded, the progress of, the curve for workf\ng-class men — but not

‘necessarily other than temporarily.

p——— ®

REGIONAL VARIATIONS ’ , :

Up to this point'we have treated England and Wales as a single unit, but the
patterri of admission to higher education is not uniform throughout.  Table
2.20° (p.88) gives indices of Age Participation Rates by region. Three
measures are used and a consistent picture emerges. If the regions are
ranked by their’ participation rates, there is a clear break between
higher-than-average rates,in Wales, Scotland, Southern England, and the
North West, and lower rates in the Midlands, East, Anglia, the North, and
Yorkshire and Humberside. These ‘actual’ rates may be compared with each

-Tegions predicted rate if the only reason for variation s the distribution of '

their population by sotial class. Among the English regions, the predicted
rates accord fairly well with the actual rates, with two_exceptions; the North
West has better than expected' performance by“10° per cent, while
participation in East Anglia seems depressed by around 15 per cent.
But as the predicted rates for Wales and Scotland are below the average,
their actual rates areall the more notable, Wales was about 18 per cefit above
prediction. The Scottish figure can be directly confirmed: in 1976, the' APR
for.young home entrants was 15.8 per cent, compared with 13.0 per cent for

.Great Britain as a whole (CUA 1978, p.65). This implies that the APR for

" England and Wales was 12.6 per cent and that therefore, if England and

IText Provided by ERIC

Wales” rate equalled 100, Scotland’s stood at 125. If Table 2.20(E) is®

weighted for social class (see Table 2.20(F)), 37 per tent more Scofs enter
university education than would be expected on the basis of what happens
in England and Wales. This mugh higher participation may ‘ﬁbc in part
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the ;esult‘of a different educational system (in which transfer from secopdary

to higher education takes place a year earlier, and which has a bfoader i

upper-secondary curriculum). The performance of Wales and the. North
West is not explicable in such terms, and points, particularlyin Wales’s case,
to the importance of general and political attitudes towards education.

These results are consistent with staying-on rates for 16 to 18-year-olds,
intwo respects. First, the straightforward percentages of those at school or
on GCE or CSE courses full-time in FE colléges, column (B) of Table 2.20,
show the same ranking as the higher education indices. Secondly, regression
analysis on the proportion of household heads in non-manual occupations
can explain-65 per cent of the variation between LEAs’ participation rates.
Although derived rates using the regression equation have not been
published for regions, it seems from the rates for individual LEAs that the
same ‘over’ and ‘under’ performances as noted above would be found (DES,
§B 15/79). -

(ﬁgNCI;USION

This paper does not aspire to offer projections of future student numbers.
Nevertheless it is apprppriate to conclude by reviewing the last official
projections which were guided by.the Robbins principle and not premised on
a rigid expénditure limit (DES 1978, 1979). For young home entrants these
are best ¢onsidered in terms of the ratids defined on p.46 above and recorded
in Table 2.4 (p.72). The QLR was projected in 1978 to move from a base of-
14.9 per cent for 1975/77 entrants, to 16.0 per cent for*1980/81 and 17.1 per
cent in 1984/85; a year later these figures were revised down to 15.7 per cent

and 16.4 per cent. The (provisional) actual rate for 1980781 was only 15.0 per. ~

cent. The QPR, on the central projection in 1978, was to move from 87.9 per
cent t0'88.7 and 90.0 per cent. The revision of 1979 gives the values for the
high, central and low variants in 1981/82 of 84.7 per cent, 82.6 and 79.7 per

other two ratios, was given in 1978 for’the three variants, as reaching 14.9,
1470, and 13.3 per cent in 1980/81 — and rising to 21, 18 and 15 per cent in
1994/95. The values in 1979 for 1981/82 were 13.4, 13.1- and 12.6 per cent.
Aside from the possible effect on’1981°s intake of reductions in funds, the low
variant looks the most accurate, as 1980/81's APR was 12.5 per.cent.
What are now the pr, cts for the next few years? There is no sure sign
of improvement in the p!:tion of the age group gaining five or more ‘O’
levels (Table 2.5(C) and (D), p.73), though possibly the fall in the age
group’s size, which has just begun to affp& the 15/16-year-olds, may remove
artificial restraints in access to ‘O’ level streams. The same applies to the

proportions taking full-time ‘A’ level courses (Table 2.7, p.75), and the

proportions gdining two or more ‘A’ levels; indeed the latter dropped

between 1977/78 and 1978/79, particularly in FE colleges. But the reduction

in ‘O’ leve}/one- ‘A’ ¥evel entrants may be near its end; the QPR excluding

‘unqua,liﬁed’teac}‘ling training entrafﬁis the better guide for the futurefand
t 4
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that, along with' the APR, has recovered slightly in the last two years,
especially for women. ‘Catching up’ of participation by women is of course a
growth point, but they are cencentrated in the specialisms with lower
participation rates. The rising proportion of children born into social classes
I'and I is not recorded before the early 1970s, and may not have any effect
on higher education before the end of the present- decade. Many
imponderables surround the'competing clajms.of the abour market. JThe rise
in juvenile earnings relative to adult cannot go on indefinitely (though
maintenance grants could ‘continue to trail). The number of 17 and
18;pear-old,school-leavers may$oon drop in absolute terms, and their market
value may rise if major commercial and public esployers still want to recruit
from among the better of them. On tHe other hand, perhaps ovér a Idpger
‘peried, the presence of graduates who of late years hgpeéitered occupations
still mainly the preserve of sixth-form leavers will become more visible, as
graduates and non-graduates compete for middle-level posts; and the major
professiops may push on towards an all-graduate entry (Wagner 1976). The
progress of the national economy hangs:over all these speculatiohs. If a figure .
must be hazarded, it would be that the APR is unlikely to reach 14 per cent
“@gain before, say, 1986 or 1987: that is, not much above the low variant of
1978. ° : ) '

What will happen to giature fqllxame entrants is even more speculative,
Continuation in the next 15 years of tl}c last 15 years’ doubling would allow
the APR for 18-year-olds to remain atits preset level without any reduction
in the total size of the intake! A sluggish QPR for the past decade means that

the* propertion’ of ‘qualified’ non-ggaduates inyguccessive cohorts of

. 21/22-year-olds has, not 'dropped; but whether many of these people will feel

the competition of graduates in their jobs sufficiently to take a full-time
course is questionable. Rather the Open Wniversity suggests that the demand
may be for part-time higher educatiolr/ofar:ore diverse forms. A great dealof
part-time work is what may be called ‘sgcond-bite’ rather than ‘second-
.chance’ higher education, because the entrants already have an advanced
qualificatioh. As professions become all graduate (eg engineering and
teaching), the demand for topping up to first degree level may drop and be
replaced by demand for post-experience professional education — which in
its present form (probably) falls outside the statistics used in this paper.
Hence amodest rate of increase.in mature full-time students and, up to first
degree level from the latef 1980s, a steady number of part-time students are
perhaps plausible projections. .
Altogether, withip the limits of policy initiativés Tikely to be taken by
either the present government or its successor, there is little prospect of
aver;ing a decline in the total size of the higher education system by 1990.
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‘ TABLE 2.1 - :
. Full-time and sandwich home (FI‘) and part-tlme (P'l‘). students in hlgher Qucatxon 1962/63 1980/ 81: .
Great-Britain (Thousands) 8 . ' .
’ fm& . 4 o — ¥ , ’ N
) Univenities Publio sector advanced further education _OpenUniversity TOTALS |, . .
— ~ ; . .
o sFT ., PT FT -1 ] PT. FT PT -‘7m’ ’
: . / ¥ ” ' -7 —
. - E&W Scot. E&W Scot. E&W .- Scot. E&W Scot. E&W oScot. >
.. . . Teacher Other - Day , Even.' /' - '
’ 1] - i tmmng ,,_.____ . . . . . ' . }’- .
Lo 196263 87 19, . 8 / ‘47 - 33 4 50 s 1, - - 190 115 221 :
S T . 1967/68 155 - 30 ® 5 .3 97 59 16 68 -~ 46 J10. - - 357 142 " 399 .
- .. 197273 182 36:. 20 377 16 8 25 M- 37 9 34 . 3 444 177 501-
CiE - 197475 186 -3 o 3 108 91 26 8, °36 12~48 5 447 205 . 514
: 1976/77 200 .38 23 3° 85 up 26 88, 37 15’ 54 .5 460 223. 534, i I .
-y 1989 T2 39 4 4 45 o128 23 " 108 400 M4 63 , 6 -450.259 536 @, |
o 1sR0/e 46T 40 [ : 201°~. 156 .4 467‘ §" .,
'”‘”tm—ﬁna equibalent, based on: FTandsandwich 1.0, P’l:inumvemties- om‘: Universitfill public sectoxPT(day) 035 ' Z .
. (evenings) = 0.15. . .[, L N . {,E‘
’Bnﬂandandwwtgummcoummobnmu somclude2%to3%doublecount1hg‘ o - ’ o 4 5 IS
7‘:' ‘:a—‘, . - - ’ - . ’i . g »
i.- % "' r“" ' - _ l o) . 4‘
" Source . & Ty ,%
. " “Based on Fiﬁh Report PP. 5—9 except Open Univetsity (ﬁnally rcg1st red u/g, p/g, associate stt&ients) ﬁgm ou- -
B . 1980. Fu hcrdetallﬁomHE(l%S)App 1, TablesZ9, Z10 and App (A),Tabl&s 28‘53 SB (1977)6 Tabl&sS 13
Tﬁﬁfmzs SB 81, SB678}; SED, SB2/HI/S8L. e ] — v 3
‘ EMC' S ) - -, @ " 3
N“: ; .: R . . o~ . . .1‘\%" | P g . "l- - ‘ . & “‘\q . 7‘...’ A oo
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‘TABLE 2.2

Full-time  and sandwich home and part-time students pursuing courses in
‘higher education: by sector, course and mode 1978/79: England and Wales
(Thousands) ’

. Y

Fulltime  Part-time  Parttime ® Total © FTE?.

ad  (day/ (evenihg/ i .

sandwich heavier lighter >
loading) loading)

-

1 Universities (UGC list) | ﬂ
Undergraduate level 1856 , 3.1 1887 | 1872
Postgraduate level - 2777 214 - , ' 491 384
(Total) T Q133)  (245) (2378) (225.6)

2 Advanced Further Education® ‘
«  First degree © 769 ¢ 59 22 850 79.3
" . Teacher training including !

.. BEd ' 85 ' 07 03 395 388 |
HND/C, BEC, TEC ) 213 375 43 631 | 35.1
«Professional qual. 141 % e /202 - 759 317

Other - 114 85 42 24.1 150
Postgraduate® 10.6 137 89 - '332 167
(Totah C (172.8)  (1079) (40.1) (3208) (216.6)

- - .,

. 544 544 190

0.1 05 : 06 . 03

) . 79 179 12

3862 1873 . 480 6215 4627

T
e
'

' '1C'}emrﬂly° confined'to ;aourses of.at least 18 weeks’ duration: shorter full-time courses
counted as part-time. ° v ’ . : ‘
2FTE conversion factors as in Table 2.0, v . -« ..
-+ 3Course enrolments. PT numbers therefore include Some double counting Sf Students * \
" enrofled for mgre than one course. R <. -8 . :
‘\Mty' include some pos¥graduate courses. '
$Incliding’all in-service feacher training,
kS

*
.

Source . B ' s '
y 1 Estimated from DES, SB,6/81 and SED, SB 2/H1/1981,
© ¥ 2 SE(1978) 3, Tables 11, 16 (pre-publication), . =,

- 3. OI;IQ%) Tables Al4.1, C3.1, D.2.1. .

. v &

-
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TABLE 2.3 )
S Home entrants to (first-year students in) h;gher education: by age (at 31 Dec.
1976), sex, mode of study, and sector 1976/77 England and Wales
- (Thousands, row ‘ercentagm in italics)
| . - ]
Full-time . Part-time

.Univ. AFE . Univ. AFE

*\ Teacher day ‘evening
quals. . .

no- 2/ 1L 13 21 -

478 - 39 : 164 330 -

186 102 62- )1 30 - 05 -
434 3.7 , . . 720, 1.1 -

33 07 31, - 1 160 63 08
95 - 19 88 12, 463 182, 24

14 08 10 l o1 29 11 .08
13.6 8.2 9.8 . .0 293 110 &1

1.1 04 10 . . 77 6.0 2.2
53 L8 4.6 . .8 370, 29.0 10.6

06. 08 04 IO 01 15 10 16
3.3 104 59 141 1. 143 228

8 04 05 . - 657 61 46
38 °n17. 24 101 11 305 288 2.5

08 {49 S 21 .13 31
66 166 45 1497 19 178 112 26

.@ -
381 41 : 415 205 . 1.6
262 .- 28 ) . 285 141 s2

24 137 - 90 0597 539 |56
2.7, 190 11 08 134 55 ' 78

595 * 17.8 ' 512 245 132
© 82 ALl 121 05-:235 ‘117 . 61

tmnsfmbetweenunmmhes - " P

Othcr‘AFEmm year of course (possibly emolments, cf.FIm npm,p.594) -

s Open Umvemty new undergrad l L

N

i Souyce” , ,
CUA (1978), pp. 20-21
SE (1?73) 4, Table 25,
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: TABLB 24 ° a
.Participation ratés for young hm entrants 'to high edueatlm 1960-}980: hrat Bntam N .

N T .- K Excludmg teachertraining
entrans in E & W with less than

. L s
4 ,,':f ' . . :

2 ‘A’ levels
! .
Academic 18year-olds Young 'QLR* QPR APR APR APR QPR APR APR™ APR
yeat of (000s) - . home. - " 7. All . Male Feinale . Al Male Female
_entry, L . entrants - , > . ®
LI U S . - '
196006t ., 700 . | 48 ‘6171116 - 69 ' B S
1962/63 74D’ 54° 76 _ 954 12
> J964/65 o 848, . yso .81 96 80 o -
. 1966/67 - "834 876 *© 103 1025 105 117 |- 92 56 88 108 6.7
1968/69 ~ 763 974" 124 41031 128 140 . 114 -874 ~ 108 i29 83
1970071 744 - - 1026 138 © 1002 138 150 125 L858 118 140 93
- 1992/73° - 752 . 1069 146 973 142 151 132 839\ 123 . 141 10.0
1974)75 . 776 1055 146, "933 136 :144 128 - 827 120 13'.5\ 10.1
1976/77 822 10727 - 145 . 879 431 “144 117 824 123 139 101
1978/79 859 1053 151 - 818 4124’ 140 106 802 °‘ 121 137- 10l
980/)81° 906 1117 15.P 833 125 139 110 83 125 139 110
‘Inthepfevxousyear : -}.}7}”5 o . b
DES (1978) App II; DBS SB 12/80 and 6/81 Fifth Report, 534( pdated with unpubhshed mformatmn from

BT QL.87

. . " — . - »
L #—i, ) n A . . . .

M * ,  Ae s 1‘"";. ‘ - ! C I3 % i

|

L
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e, * - \ Y . ' L - »

TABLE25

scﬁo&-tw‘vers mgh five or moge “O* level passes dr- CSE Grade 1

; T - : Tt @

W L @ ®)
Le{hhoolmtheaudenncyw‘&nlhn.ofwhnchaged '
(A) Age. - Male L Female . Make, Female Al
160n1 Jan. 4w - -
(B) yearof 15/15 7+~ %8 Al 15/16 17 18 Al b
leaving | N ) .
1960/61 156 149 153
1962/63 - . 165 152 159
1964/65 : 6.6 38 185 174 179
1966/67 93 171 S 94 46 - 191 181 187
1968/69 . 42 101 72 216 61 10B. 49 218 214 {210 212
1970/71 42° 108 73 223 60 113 52 226 220 /222 221
T 197213 , 49 106 66 221 .65 112 49 226 228 233 230
1974/75 43 101 ‘,)7fo' 220 68 104, 65 237 217 228 222
1976/77 54 ’ 74 . L 236 239 237
o - ' - e ! q .
- ) (C) * ¢ ' (D)

_ Leftschool in the académic year at start of which'aged: . ‘
© Age16 Male | ° All Female = ALl Male Female Al
atstart of: < . Y -
*‘D) yearof 15 16 17 . 15 16, 17 - |
eaving- ) “~ ; © , -
1972/73 : 163 b 4s,

1973174 277155 . 31 14.4 J25 @1 228
, - 1974/75 35 24 156 215, 52° - 29 139 220 214 %225 219
" 1975/76. 35 26 '165 226 53 28 147 227 219 223 222

994(77 37. 25 167 229 5.6 .30 149 235 235 237 236

"d97788 - 45 26 161 232 60+ 28 147 235 240 238 239

1978/29_ . - 41 26 . 6.1 " 29 - 233 238 235

1979[80 46 \ y - 62 AN Ty :
27 (A) Byageofluviu apercenugeofthupmup,nnghnd&.w:b

_Q) As of relevant age group, England & Wales . '

(O By age upercenupoftheaptmnp,nnhnd

'(D) Aspemnuaeofrelmmmgronp,ﬁndlnd .

-~

Fid

Source to

(A) - SE (1977) 2, Tables 1. &/6rSB"l;‘Iablql. . o

(B) ‘SE (1977) 2, Table 21. & "
SE {1979) 2, Tablc\21 (prc-pubhcatxon)

AS (C)




TABLE 2.6 - 4 ‘ e e

Percentage: (and size in thousands) of l‘fyur-old age group (at 31 Dec) in school “and- non-advanced furthcr
education (NAFE) England and Wales LT N >
- : ' \ 7 ‘ | é
.= Men { Womeh Al ' @
T - i ' . -
' Scheel NAFE ° . . School NAFE . School NAFE co =
— { - - — = f:ﬁ
. FT PID PIE FT PID PIE FT PID mz'm. (Agegroup) =
- -, TS T T T s T - - B |
1962163 - 141 30 258 80 109 38 68 102 125 34.165 9T 4I5 (633) _15
_____ 1964/65 153 '36 257 72 122 43 68« 97 138 4% 165 84 427 ' (@) -3
4

.1966/67 174 _4;4* 276 60 146 -53 76 - 71 160 49 178 65 '453 (710)
1%/69~ 197 56 292 55 175 65 79 88 186 6.1 188 67 502. _ (661)
1970/71 ~,210- 65 285 50 1927 77 .82 70 201 7.1 185 ,'6.(&’ 51.8 (668)
1972/73[‘_,212 73 244 47 204 88 72 71. 208 79 16159 507 (669)
s L 1974/75 204 16262 42 201 97 77. 10° 202 86 172 56 516 My

Y 1976[7'/ 216 85 _21.0%. 212 423 64 54 214 104 139 40 497 (740)

FT= full time. PTD/E = part-thng,day/evening Evening institutes are'éxcluded’ The ﬁgures slightly overstate the posmon
as the numbers of students include small numbers of overseas, advanced'and short-course full-time students. .

L

.




TABLE 2 7 .. H Y
Percﬂxtage of 16-18 year-olds in schools, further edueauon colleges, and umrrsmes England and Wales -

. .
N . . . . . . . “ ~ . .
’ .. Shool __ - - NAFE,FT - . -(NAFE, PT Higher education:
‘A'level Other _° ‘A’level ‘O'level. Other ' day  evéning . T,
- ,T —— Y _,_-L—~ . ?
1973/74 . 14.1 28 ¢ 14 - 12 4.7 161 '« 63 2
1974/75. 139, 30 . is .12 .54 1617 68 34 .o
13 . ’ o \ ) M - ’ ) D ’. .
1975/76 14.2 32 . 11 14 63. ° ?Zs s 56, 24 ¢ T
;197611 145 35 v 17 7 a3 66 135 . 427 - 24
- 1977/18 - 143 34 18- F 14 70 1831, 47 " 22
1978/79 142 34 18 ‘14 10 138 NA L . 20 3
' . , . . \*J’ . ‘ . -
- 1979/80 Y143, 35 ' 100 .- 138 NA 21 -8 .
. . -7 - .
Ages at1Jan 16 year-olds underrmmmum leavmg age excluded. ; . ) . 4 .
‘Students pumu;{n;both ‘A’ level and andther qualification entered under ‘A’ Jevel; ang bath ‘O’ Itvel and another qualifica- E -
tion(bg}'not ‘A) under ‘0’ Jevel, - a . vy - 2
-t y * ; : .. @
\\ o - ’ ‘. . ) B 4 - —\ rg
I3 - !m
, Sourc? / - Y e y ‘
} DES (1981) Table 1 (whlchlswrongly titled ‘16-19 year olds"). - o : \
NAFEPrevemng,sumatedfromSElands R : R
P ., : N ' : N . ) “a [y .
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76 .ACCESS TO HIGHER EDUCATION

TABLE 2. 8
Students‘gammg-two or'more (three or more) ‘A’ level passes -
- e T (A) - 6 v (B) L
' . Male . Female . Total Male Female\ Total \\

1960/61 87(59)% 5.1(29) .69(44) 6.5(53) 4.5(33) . 5.8(4.7)
1962/63 9.8(69) 5.8(33) 80(5.1) 82(6.8) 52(64) 7.1(6.6)

+ 1964/65 112(7.5) 4,7.1(4.1) 9.2(59) 79(6.6) 5844) 7.15.8)
1966/67 13.1(86)  8.6(5.1) 109(69) 10.6(8.7) 8.2(6.7) 96(7'8)?

" 1968/69 14.5(9.6)" 106(60). 1296(7.8) 125(94) 9.7(6.1) 11.2(80
*. 197071 - 155€10.1) 12.2(78) 13.9(8.6) 13.3(10.8) 103(7.5) 12.0(9.21 '
1972/73 153(9.9) 412.8(7.5) 14.0(8.7) 43.6(10.5) 11.6(82) 12.8(9.6)
1974/75 15.2(103) -127(75) 139(8.8) 13.810.1) 14.0(9.8) 14.0(9.9)
T1976/77 15.6(10.6) 13.58.0) 143(94) 134(94) 152(9.3) 141092)

™ © (© R .

<

Male Female  Total Male Female  Total °

N

197374 1450.8) 12.7%) 1’;.3(8.5) 82(57) 9.0(6.4) 85(61) L
- 1974/75 144(3.9) ; 12.0(72) 132(86) 89(6.5) 9.6(6.5) 9.2 LN
- 197576 1. (104) 124(73). 13.889) 9.0(6.5) 102(6.7)  9.5(6 6) >
" 197677 153(10:5) 12,8(7.8) 14.19.2) 9264 109(68) 99(6.7)
" 1977/78 155(j0.8) (82) 14.4095) ‘89(64) 115(79) 10.2(7.0)
197879 148(103) 13.1(8.0) 140092)  86(6.1), ‘118(7.3) 9.8(6.7)

(A) At schools and FE collega England d Wales: as 4 percentage of the rele- °
] vant age group : uy ]

. (B) ' Percentage of thtse in (A) at’FE co '
(C)' Atschoolsand, if aged under 20 at-31 August precedmg,FE celleges: -

England: pas percemage of all 17-year-olds on 31 August ﬁ
(D) Percentage of those in (C) at FE colleges .
Tk o : ‘
R ., - . -
Source' . } , Coe
(A), (B): - SE (1977).2, Table 21. . coe .

» ©), D): SE (1979) 2, Table 2 (pre-pubhcatmn) o h .

« . . 4
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TRENDS IN ADMISSIONS 77
. TABLE 29
Percentage ‘of school leavers wnth ‘Al level passa entering employment:
England and Wales . .
’ ¢ wt ! ' \ N i P
' With two or more passes ' With three or more
. passes and grade scores of .
. . . nine or inore . PR
‘_,o Permanent ' Temporary  Permanent " Temporary
’ 1960061 90
1962/63 V! 24.1 . ~
\rl964lGS n1 ' \ :
1966/61 17.4 LY 5.2
1968/69 168 - 36 52
Ao 0 1ss 38 ' 68
% 1972/73 226 36 " 94
197475 . 225 . B9 8.5
1976/77 \ 24.0, 48 \ ez
79 . w55 8.3
o ST .
. : . R
Sourse . T ! -
SE (1977) 2y Table 1. < ‘ :
\
1 [N
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4. »
TABLE 2.10 ‘ ’
. Indices of changes in relative earnings (1965 100)

»

., s e

R

(A) (B) © (F)
) 7 Student . Male graduates’ Juvenile Male adults
: mainfenance  starting salaries basic )
B grant wages
.’ . . Arts& Technology - manual  non-
Sd%ial - manual
- - #Studies
1962° 88 - 89 83
‘ 1964 94 o 95 9 .. 9
. v b % - . . .
. 1966 © 100 . . 189 105 ,106-+ 104 105,
- 1968 106 ) 129 116 17 116E 117
o -t ’ \ .
& 1970 112 41% 132 T3 134
' 1972 131159 47 192 171
* N '
e 1974 - 178 . 192 189 2710 .229
* ¥ : -
1976 \ 257 294 2807 432 T349
ST 918 T34 \ 370 3 420 391
1980 . 421 (soo) (495) J50 595 548 .
- ‘.C_ . L ¥ .. e
: Deﬁmt:ons and sources * °
(A) Staridard ternt:time maintenance, outsndc London. ~ - "
(B), (©) Median startmg salaries of University of Leeds “first-degrée -
‘.. graduatw in arts & social studies/technology entering industry-and
© 7l 7 commerce. Bufler (1978) p.18; Catto et al. (1981) p.73, 1980, estimated .
" ‘from data from University of Leeds Careers Serivce. : :
) « (D) Basic weekly rates of wages, men under 21 anddwomen under 18:
Te . . .,Bntish Labour Statistics Yearbook. 1978-80: average hourly earnings, - )
: ‘men under 21: New Earnings Sun\ey . .S
. (E)Y As (D), for men, aged 21 and over, in manuat occupatlons ‘s%
-+ ._ (P Actual earmﬁgs, men aged 21 and over, in non-manual occupations:
. Dept. Employment .Gazeite May 1978. 1978- 80 average housty
. ﬁmmgs New Eqgrnings Survey ' .
\_. o sl ’ . ) - - . .
% EKC o 93 - : j \
e . k\ * : . )




a

\ (4) (B)
4
Percentage‘\vith Percentage with ‘A’ level as
t % scoreson | scores on percentage
' 3 subjects 2 subjgts of total
Accepted in ) ’
™ y.e.30Sept. 1513 129 83 108 7.5 42
1968 25 404 25 41 59 47 89.0
a9 a4 a0s 26 40 - 68 45 87
1972 7 29 400 B5 36 61 .48 . 891 WAd
o 211 373 260:31 80 45 892 472
1976 221 371 252 33 87 42 891 . 494
1978 - P2 373 255 27 13 39 890 , |s42
1980 2277 390 244 27 18 36 4?84 . 528,
: . K
J&'“ he
Squrce - ]
' (A) UCCA Stat. Supp. Table G:1, and unpubllshed tables for*l968 192&.
198. - ’ .
(B) Fifth Reporg pp.10-H;———— — - L
- e
- 42‘*‘ . .' -
' ' * 4 * ’ .
’ . /
. . ‘I *
; .
[ o NP )
% .8 4 ' P .
¢ Y '

.0
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TABLE 2.11

(A) Home candidates to UK universities admitted through UCCA and
accepted on two or more GCE ‘A’ level passes, percentage dlstnbuuon
"by scores

(B) Percentagc of GB home entrants admitted to universities

«

5




80 ACCESS TO HIGHER EDUCATION ’ ? -

TABLE 2.12
(A) Percentage of school-leavers with two or more ‘A’ level passes entering **
degree courses or teacher training: by specialization at ‘A’ Jevel:

England & Wales
- (B) Percentage distribution of school-leavers with two or more ‘A Jevel 1

passes by specialization at ‘A’ level: Epgland & Wales °

Science)  Science’. Mer Social  Arts . Social

+ maths' only combin-  sciences _sciences
3 o0 " N - ations *  tarts
- ‘ incladi i .
L ) science '

" 1968/69 832" | 761 568 ' (495 642 627
1972/77 770 603 566 397 S84 573

- 197677 774 648 563 27 518 §A0
(B) ) ! ' 2
Male  1964/65 36.1 137 110 23 172 197 .
1968/69 28.8 168 © 178 N\ 37 186 192
1972/73 295 140 170 - 40 - 155 199
1976/77 273 134 212 50 122 210
‘Ferfale 1964/65 96 112 120 0§ 456 209
. 196869 76 103 131 - 14 463 213 ®
197273 113 80 169. 16 403 ;220
1976/77 93, 15 198 22, 383 229
1 The definition of the specxahsms differed in 1)968,'affecting the split between
 the first two - -
» T~
Source ' :
_ SE(1977) 2, Table 12. - :
’.‘w ° ' > * /" B
v. . ! ;
L4 o ‘E’
-~ !
95 ‘




‘TABLE 2.13 R -
Percentage of home Students with'grade scores of'D or more on three A’ level passes (%) and the competition fa;
(O), accepted by UK umvcr’sm& i -

a2 A o N
\/ v -JN % 7

All subjects Medicine, Engineering . Science So:.‘ftugies . Arts
. dentistry, & technolggy ’ : . S
heatth , * §

-

€ % ¢ % c % & % c

10 © "63 08 61 083 68 d};’i 84 114 .
, , . -
1970 10 62 08 ‘56 078 68 094 -8 113

w2 10 68 093 56 077° 69 095 8 110
1974 10 . 78 11359 08 63 091 171 103" -113
TI976 - 70 10 87 124 .59 084 64 . 091 71 101 76 108

-

1978 70 10 " 86 123 64 . 091 65 093 72 102 K 1.05

1980 72 10 88 _ 123 64 0897 6. 094 73 . 102 ° 103’

ﬁ - *
Univenity entrants t¢ Group IV (agriculture, forestry, vetennary science) and Group VIi (arch:tecture) are omltted ex
in ‘all subjects’. S, .
S A |
Sauice

CUA (1978) Table 20; UCX?A Stat. Supp Table Gl, and unpubllshed tables fa' 1968, 1972 and 1980,

'[c* : -
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passes
(B) ‘Competition factor’

.

©) Percentage increase in admissions, 1980 over 1970

A
$
"V (]

~

~

82 . ACCESS TO HIGHER EDUCATION
TABLB 214 ° '
Home-students accepted by/admitted to UK umvetsxtm
1
.0 1970 1980
o W ® @ e
Medicine ) > 76 108 98 137
Dentistry 26 036 81" - 114
. Phamacy 4 060w 66 092
Agiialture, orgsiry & 60 08- 66 092
vetennary sclence i
Business management - 52 072 65 091
Accountancy
Law .88 121 98 136
Archiw .
T & C planning 60 083 73 10
Other professional & *
vocational studies ]
,All subjects ' 72 10 2 10

111

173
3 -

145
97

32 -

(A) I*rcentage' of students with grade scores.of 9 or more on-three ‘A’ level

Ny A ]

‘Source W7

(A) & (B) as for Table 243.5 &

- (©) UCCA Ann. Report Table 5.

. .
cﬁ‘l/l

~
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 TABLE 2, 15 - ~ — T
Part-time enrolments in advanced further education: by sex and subject group: England, and Wales (Percentages)
. , - Fulltime 1967/68 1977/78 1980/81
o . 1978/79 _ . N
ST . Male Female -Total  Male Felnale Total Total
. Educatioh ( 14.7) 16 13, 29 0.8 I3 1 .
Health (73) 20 . 18 3.8 3.1 37 6.8 6 ~
Agric'ultﬁrg, veterinary science ( 1.2 - - - - 2 - - .
Engineering ) (135, 446 01 447 280 04 284\ 3 ..
" Science | - To(163) 100 15 1S5 - 73 224 95 9
Social/business studies (231 296 2.3 319" .399 - ;.6 495 45 C ot
- Professiohal/vocational studies  ( 48) 29 .04 33 27 09 36 4 - I
Arts I f ( 19.1) 1.0 a7 17 04  6.7- 1.1 2§
§ (100) 917 81 999 819 183 1002 100 g
'N(ooo's)* (3201) - 1055 9.5 A1400 1025 232 1257 . 141 é
In-semee teacher traimng is excluded ] ‘ ' g
Source - C - ) - '
SE (1977) 3, Table 17.- DES, SB 2/81. Full-nine = univ. undergraduates and all AFE: Fifth Report'pp.7, 10; SED, o0,
SB 2/HI/1981. -~ ' . T “




r——

~ \‘( . /’ ,
- - ,/ h . $
\ ed v . i i
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= . TABLE 2. 16 i d
Indicators of women’s participation in educatlon fethale rate or number
) - divided by male rate or number, multiplied by 100 , .
1} N ( } Y
- * ! * [
Vo . - - 1960/61  1970/71 ‘\1976/77 - 19%8/79
\ . C (1962/63) ‘
" Schooldeavers with five or more *96 101  ~.101 102
‘O’ levels o ‘ ’
IS . . .
17-year-olds in school ) 91 . 98 .
NAFE,FT _ “(127) { 18 - 14
. PID (26) 29, 7 30 i
' PTE (1277  -14p 192 p
< ; t
School and NAFE ' (62) - 69 84 .
. Students gaining twoormore 59 79« 87 88
‘A’ levels ¢ o e C
Stukents galmng three or more T 49 69 ‘79 78
¢ C‘Allevels N e ) ~
\ .
.'1 Higher education . L O
-~ Young home FT entrants, APR: Al Z, §‘3' ’81 6V
Excluding TT without 2 ‘A’ levels . 66 72 74
P e o . FT PT
. age 2T-24, pumber ¢ . 45 21 - -
25-29, number v ,/{ 60 26
30 and ovet, number ' v 126 36 - .
» Al ages, number\) v\i . 69 28
Lo an o,

Source ‘ ' ’
Tables 2?3, 2. 4 2.5 (B)and (D), 2.6 and 2 8 (ﬁ)"and (C)




* TRENDS IN ADMISSIONS 8s
-~ .
TABLE 2.TT . ‘o , ‘
" Distribution :&‘childrenr (1971) and students in higher education (1956-
1979): by social class of father (Percentages) ,

Class ‘
LR .1 I WIN OIM IV v NjC
—— —— — t—  —— ——— —
(6] cmdma\;od 10-14 in 50 © 182 90 373 165 68 13
) 1971,GB .
Q) ‘A’levelpupilsaged }8in * 20 .40 . 12 18 T -8 2
school & FE, FT, 1974, Eng. ’ .
“(3) Univ. entrants, FT, 1956, GB . . .
. Male 21 4 11. 22 4 1 -
\ - Female . 26 5 9 15 2- 1 -
. All ) 22, 42 11 20 4 1 -
(49  Univ. studesits, FT, . ~
1961/62,GB
Male * 17 40 12 19 6 1 5
Female . . .20 43 11 16 6 1 3
Al . 18 4 12 18 6 14
(5} Univ. students by age, —_—
. 19 and under 64 1 21 4 -
Mid-1960s 2023 “ 7 8 17 4 -
23and over 59 10, 26 L -
(6)  Univ. entrants, FT, 1979, 19.8 380 121 147 45 09 938
UK . '
. (7 Teaching training students, .
» FT, 1961/62, GB . . W
e 5 27 16 32 13 25
. - Female 8 5 14 28 8 2 6
All - T 3 14 .29 9 2 6
. (8)  AFE students, FT, 12,\4 32 14 28 g 2 .4
1961/62,GB .
- v PTday . "’ 20 16 39 12 4 3
PT evening 5 2 14 39 12 3 4
e (9) Poly. degree stuaents, —— ———————
FT & PT,4972/73,Eng. - '
Male ) 46 19- 26 10
Female . r 51 17 24 9
All 3 L2 34 18 8 2 16 , 10
-~ ~¢10)—Polynordegree students, I 217 0 e 18,714 .
. - FT & PT,1972/73 w4 . -
*ap Poly.PTstudents, « _ ° > .28 198 12 4 c.18.15,
1972/73,Eng. - . - .
L \ The same, owr occupati n_ 9 38 29 2 .0 15 7,
> . (12) Open Univ. PT entrants, 8 26 13 34 ‘13 5 -0t
1971, UK . . i
Thenme,o»‘ occupation 20 - 62 11 5° l? 0 -

o  Source ' " . v
: (1) Census 1971. Household composition Table 26, (2) Williams S Gordon
. (1975). (3) Kelsall (1957). (4), (7), (8), HE (1963) App. 2 (B), pp.4, 72, 92,
: 128. (S) Hopper & Osborn (1975) Table 4.8 (6).UCCA Stat. Supp. 1978-9
Table ES. (9),Y10), (11) Whitburn et al. (1976) Tables 4.12, 4.A, 4.B, 6.7,
and personal communica ion; note that the students in (11) are also counted
in (9) or (10). (12) MclIntosh et al. (1976) p.139. . '
- O . . .
- ERIC : 160 -

TN .

A
A
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86 ACCESS TO HIGHER EDUGATION ’
»
"TABLE 2.18

. Age Participation Rates for full-time students by social class; 1961/62\and

c 1977 Great Britain

A

b
N

\

] c.1961  ¢.1977 S
. ’ . i i P%\{;
Class , A \®) ~ Percentage distributions assumed in(B) 4
- »
. ¢ Univ.- AFE 18-year-olds *, ~
17 45 426 209 13.3 53
i 19 254 N 412 36.7 19.6
WN o+ 30 . C212 147 U189 97
"Middle 195" %69 168 68.9 s
M ( i 4 56, 166 200, 402 °
v }/‘, ) R ¥/ 5.2, 89 178 .
v 28 12 22 ° 3
. —f— =2
Working - .32 50 " . 230 ’\ 3.1 653 -
Al 7 127 | 98 X 100 100
o - N=6534D . 39460 . 831000 .
” o . " . A - M .
Source

(A) HE (1963) App. 1, pp.39-40, based otbsurvey of 20/21 year—olds 4

. (B) UCCA Stat. Supp. 1978-9 Table ES for universities in- 1977. AFE
estimated from Table 2.17 (7), (9), {10) (above). 18-year-olds: Census ~
1971 Household Composition Table 46, aged _10-14. . .

. . . PR
¥ . ) b " e , "
‘ir - ) R ‘
K *
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p TABLE 2.20 -
Indices of Age Participation Rates: by region (England and Wales =.100)

N ® . ©. O® ® ®.
England :
North 75 84 86 79 B9
Yorks & Humberside 85 93  ..92 " 83 .89
North West "Y1+ 104 106 104 - 94
‘East Midlands 89 90 .88 . 82 " 92
‘ West Midlands 293 87 90 83 . N
4 | East Anglia . 81 - 87 84 . 89 100
Greater London ~_ « 122 109" " 107 . 97 105
. : .
Other South East , 1 107 > 110 128 116
South West _L97 102 . 97 101 106
- ' ‘ . ?'~ . ~ ' .
Wales ! 106 114 110 - 106 - 93 .
- ) 1.
-England & Wales 100 100 - 100 - 100 100
. . » X 3 . T e
(percentage of age group) (18.4) (19.1) (10.9) (8.5)
Scotland ., L S126 ‘92
A) ) ’Standard‘regions (small changés in definition in 1974 have been ignored) .
«.. (B Proportion of 16 to 18-year-oldsin school or on full-time GCE/CSE courses
N in FE colleges, 1977/78
(C) Unweighted mean of proportion of average of 18 and 19-year*olds taking

up new LEA awards or entering initial teacher training, 1975/76-1977/78
(D) As(C),but excluding award-holders in FE colleges , - . R
(E) Candiddtes accepted for university entrance, 1979: rates per 1,000 18-year-

olds
(F) Predicted Age Partlclpanon Rate, on the basns of the dlstnbuuon of house-
———b-——holdheadsby-sociahciasr I

P '°  (B)DES, SB 15/79. (O), D), SE 5. (E) UOCQ Stat Supp. 1978-79 Table

F4. SED, SB 2/H1/1981. OPCS Pgpulation estimates 1979. Annual

' estimates of the population of Scotland 1979. (F) Census 1971, Household

+ compasition Table 41 (heads of all households by social.class by region;

18-year-olds assumed to be distributed by social class similarly). Age
Participation Rates as ‘for c. 1977 in Table 2.18 above. v
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p TABLE 2.20 -
Indices of Age Participation Rates: by region (England and Wales =.100)

N ® . ©. O® ® ®.
England :
North 75 84 86 79 B9
Yorks & Humberside 85 93  ..92 " 83 .89
North West "Y1+ 104 106 104 - 94
‘East Midlands 89 90 .88 . 82 " 92
‘ West Midlands 293 87 90 83 . N
4 | East Anglia . 81 - 87 84 . 89 100
Greater London ~_ « 122 109" " 107 . 97 105
. : .
Other South East , 1 107 > 110 128 116
South West _L97 102 . 97 101 106
- ' ‘ . ?'~ . ~ ' .
Wales ! 106 114 110 - 106 - 93 .
- ) 1.
-England & Wales 100 100 - 100 - 100 100
. . » X 3 . T e
(percentage of age group) (18.4) (19.1) (10.9) (8.5)
Scotland ., L S126 ‘92
A) ) ’Standard‘regions (small changés in definition in 1974 have been ignored) .
«.. (B Proportion of 16 to 18-year-oldsin school or on full-time GCE/CSE courses
N in FE colleges, 1977/78
(C) Unweighted mean of proportion of average of 18 and 19-year*olds taking

up new LEA awards or entering initial teacher training, 1975/76-1977/78
(D) As(C),but excluding award-holders in FE colleges , - . R
(E) Candiddtes accepted for university entrance, 1979: rates per 1,000 18-year-

olds
(F) Predicted Age Partlclpanon Rate, on the basns of the dlstnbuuon of house-
———b-——holdheadsby-sociahciasr I

P '°  (B)DES, SB 15/79. (O), D), SE 5. (E) UOCQ Stat Supp. 1978-79 Table

F4. SED, SB 2/H1/1981. OPCS Pgpulation estimates 1979. Annual

' estimates of the population of Scotland 1979. (F) Census 1971, Household

+ compasition Table 41 (heads of all households by social.class by region;

18-year-olds assumed to be distributed by social class similarly). Age
Participation Rates as ‘for c. 1977 in Table 2.18 above. v
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) OOMPARATIVE PERSPECTIVES ON ACCESS

by Martin Trow

A MODEL OF HIGHER EDUCATION . )

To consider higher education from the perspective of access is necessarily to

see it from a variety of perspectives. There is the perspective of the politician .

and planner, wanting*to know what demand for post-secondary education, -

, and of what kinds, will be felt over the next decades, and what costs and
gains-there might be in trying to meet or encourage or deflect or modify that
demand. There is the perspective of those concerned with social stratificatidn .
and social equality, both as values to be pursued and as academic subjects to -
be investigated. Fhere is the issue of access as it affects academic

. achievement — the impact of differing numbers and kinds of students on the
+ ' " effectiveness of teaching and learning within colleges and universities, on the
' nature of the curriculum, the balance of subjects, and the Intellectual climate .
of colleges and yniversities. There are hardly any issues in higher éducation
. that cannot be approached through the perspective of access, and in a'way
that has the advantage of'showing the links and.connections among different
elements of higher educational systems. ,

._In the late 1960s and early\1970s I attempted it a series of papers to-
uriderstand and explain what wag happeriing to the systems of higher
education in advanced industrial societies. I took as my starting point, as N
indeed anyone at the time would have to do, the extraordinary growth of _ )
student populations ev ere in the 1960s and early 1970s. -

+ The *élite-mass-universal access’ mode] as ‘sketched in a paper written

‘for OECD in 1973 (Trow 1974) was an effort to bring together within ‘one,
) framework many problems of higher education which were too often dealt -
" - with il isolation —-such problems as‘§tudent access and selection, the
~~ curriculum, govémancg,_admilﬁstration, finance, staff recruitment, aca- . °
demic standards, modes of instruction, irstitufional autonomy, academic -
’ , freedom, .and the relationships between research and teaching, as well as
-’ between higher education ‘and secondary schooling on the one hand and -
adult education omn-the dther. These and ?'ther aspects of higher education
were seen in the model as related to one anothier rather than as discrete or
. isolated problems. Such problems and the responses to them could, I sugg-

' ested, be understood better if seen in the light of'a broad historical motement
from ‘lite’ forms of higher education, through mass higher education,
towards universal access to some kind of post-secondary education, '

ﬁ This broad movement, so the godél asserts, can.be observed in all- ;i
¥, modern industrial societies, but in each cbuntry it reflects }Lunique historical, ki
\)‘ - - * . P ‘e ! . ‘
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social, economic; cultural, and political characteristics. Thus, the concepts
and ideas surrounding the ‘élite-mass-universal access’ phases of develop-
ment were not intended to describe or explain thé higher educational system |
in any spécific society at any given moment. Rather, the model was meant to
provide a way of raising questions in a comparative coritext, and of
generating problems for closer mvestlgatlon and research in s'peclﬁc national
systems and institutions.

» Atheory based on a conception of ‘phases of development ’as t&us one
was; necessarily focuses attention on the points or periods of transition
. between one phase and another. I suggested at several places in that paper
that national systems experience special strains and tensions at the points of
transition from élite to mass higher education, and will do so in the future as
they move towards the provision of universal access to'some kind of post- °
secondary education. Some of these tensions and problems arise because of

" changes required in the way higher education is conceived bythe members of ~

«
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the society, in the nature of the student’s role, or in the role of the state.

Other problems arise at thesg points "of transition because different aspects,of
higher education change at different times and at different rates: for
exaxgple the social characteristics and motivations of entering students.may
change before the curriculum does, of enrolments may grow mdre rapidly
than financial support.

In addition,+ the model stressed ;that a national system of higher
_education does not shift completely fro&ggle pyfse tosanother, but rather
‘that institutions created in one Pphase survive into later phases. Thus, in every-
modern industrial sodiety, élite institutions surviye even as the system as a
whole expands to provide mass higher. gdycation; and similarly, both élite
.and mass institutions survive in pendd of near universal access. This
stress on the diversity of modern Systems of higher education in any given
society — a diversity both between and within institytions — was a central
theme jn the model and alk s to ask, within its framework, how systems
and institutions accomplish the academic division of labour as between mass
and élite functions.

, UNDERLYING ASSUMPTIONS OF COMMON PATTERNS OF ’

" DEYELOPMENT '
The underlying assumpuon behind such an effort to develop a simple
conceptual scheme is that there were and are marked similarities in the
pattertts of development of educationgl systems across national lines. Now I
fill think that this was areasonable assunﬁ)tlon given the experience of the.
United States and Western Europe between the end df the Se%md World
War and the early. 19705 There were many forces in common behind the very
rapid growth of those natiomal systems. All of the Western countries came
‘out of World War II with a broad commitment to a greater democratlzatlon
of their social structurcs\ and their sodial services. All Western societies,

although with some variations in timing and degree, expenenced rapid

e
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economic growth in the two decades after 1950., This growth provided
resources for the expansion of higher education; it also created demand in
the economy for the graduates of universities and higher technical colleges.

At least as important, during those decades Western societiesall made larger

_commitments to public social services and to the political management of the

economy, which led to very substantial growth in primary and secondary
educatiort, health sgrvices, social welfare services, town and regional
planning, ‘and the like. All-ef this created continuing demands for the |
graduates of colleges and {iniversities. Moreover, the growth of the system
itself created a very substantial demand for an increase in the numbers of
research scholars and scientists for the academit profession itself. This is, on
the whole, a familiar story, though aspects of it become clearer as we move
away from those decades — for example, I think it is clearer now how very
important the growth of the public service was in creating new demand for
graduates. - L . . .

But there was another assumption in the writing of.th4t time, including
my own, the assumption that the patterns of growth of Western European
systems would resemble the developmental processes that had marked the
growth of higher ‘education in the United States: I was not unaware of the
marked historical, social, cultural and political differences among -the
Western Européan countries and between them and the United States;
nevertheless, I tended to believe that the dynamic processes of growth that

. had been set off in Western Europe during the 1950s and 1960s would have a

life of their own, and woull exert an autonomous pressure on those societies
for a continued expansion of their systems of, higher education. I.did not
assume that all the institutional forms would be the same as in the United
States, nor was I prepared to make predictions about how fast or*how far
growth would.go. Nevertheless, I believed that once the European pations
expanded Yheir systems to include’ 15 or 20 per cent of the age grade, and
made’ the institutional changes that such an expansion required, growth
could then continye in these now reformed systems toward inclusion of 30,
35, perhaps 40 per cent of the age grade without great difficulty. By 1973,
many European countries including West Germany, Belgium, France, the
Netherlands, Sweden and the United Kingdom were admitting over 20 per

cent of the relevant age grade of high-school leavers to some form of post-, f

compulsory.education (Hecquet et al. 1976). Watching this developraent over
a decade and a half, I had come to believe that as European nations
expanded their systems, particularly on the non-university side, supply would
begin to generate demamnd. Attitudes toward higher education would begin to
change, leading larger sectioq5' of society to see college or university as _
appropriate for them and theit children. In addition, I thought, parts of the
occupational structure. would change in respénse to the larger supply of
educated people, -and begin to demand these qualifications, tHus perfgan- -
ently increasing the demand for graduates. I also assumed that the efforts
being made,in most Western European countries to encourage students to
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92 -ACCESS TO HIGHER EDUCATION
stay on in higher secondary schdols to gain the qualificati for entry t6
+  higher education would bear fruit. I also assumed that the #%nsfer rate of
qualified students would continue to rise. , '
*  Now, on -reflection, I still believe that to be a reasonably accurate, -
~ account of some of the mechanisms that underlay the growth of mass
education in the United States. And what I was saying in that essay was that
* if European systems were going to grow into’ systems of mass higher

. education, they would be driven by some of thesg same forces. On the whole, .,

I believed that they were going to continue to'grow, although I had some
reservations, In the same paper, I suggested that growth was dependeat on
greater diversity, and especially on the creation of a large sector in the higher
educational system marked by lower costs and academic, standards, and
more responsive to market demands than to thé'autonomous and inner logics
, of the academic, scientific and scholarly disciplines. Arid I'believed that the .
relatively greater centralization of control aver higher educatiorf hat
occurred in European countries as compared with the United States would
work against the growth of diversity. . .
Thus I was pointing to a dilemma which I was unable to resolve. On one
hand I argued that gr’owth would continue to be driven by a variety of forces,
mostly located on the demand side: that is, not within governments or the
. universities themselves but within thg Jarger Society. On the other hand I
sug&sted that national governmerit would not be highly committed to

-

ind¥finite growth, and wouldot be inclined"to create the diverse system of .
institutions that would be necessary to stimulate and sustain it. I now believe
that, on the whole, I was right fo suspect that governments wotild not
surrender their control over higher ‘education in the service of larger and
< ore anqrchic systems. But I overestimated the strength of the forces for
growth stemming from a demand from the general population for places in
higher education, or a demand from the economic institutions for graduates.
Three years ago, in 1978 at a conference in Sweden, I had occasion to *
reflect on the usefulness and valjdity of that model in light of subsequent
developments(Trow 1979).2 I had then the-advantage of seeing a report by
Ladistav Cerych and his colleagues- (Hecquet et al. 1976) which' brought
together evidence on the growth of Western European and Nérth American, .
systems in the first half of the 1970s, evidence which seemed to suggest that
tie patterns of .rapid growth that had marked the 1960s had come to a halt,
and that these systeths were not, as I had anticipated, moving_ stcagily
‘toward the development of systems of mass “higher education, as in the
United States or in+Japan.’ . _— ” -
"As I observed then, ‘If wegare to increase our understanding of the social
. forces surrounding the develo;nrent of higher education . . . it may be useful
to review earlier analyses and- predictions, and to focus especially on those
. that seem to have gone wrong, that have not been borne out by subsequent
events. On the whole, out understanding has advanced more by confronting
negative evidence which contradicts hypotheses and pré&ictions . ... than by
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ad\ding further-illustrations in support of our theories. And I share with”

Kenneth Boulding the belief that the function of science is to point to our
ignorance rather than to our-knowledge’ (Trow 1979). . . A
It was in that spirit that T thought it useful then, as I do now, to ask why
predictions (mine among them) based on an assessment of t‘\le forces making
for growth during the 1960s were mistaken: that is, why it wasthat Western
European natipns did not during the 1970s move toward the development of
systems of mass higher education enrolling 40 to 50 per cent of the age grade,
4s in the United States. A related duestion which I did not ask at that time
was.why Japan and the United States also seemed to end their periods of,
rapid grcg{wth, though at higher plateaus of enrolment. It may be useful to
note the Fesponses to the first of those two questions that I gave in 1978.
First, the growth of higher education obviously depends on an increase

. in the number of students Who finish their advanced -secondary-school

education and qualify for entry fo colleges and universities. In 1973, drawing
upon my American experience, I had assumed that attitudes favourable
toward continuing formal education would move gradually from the upper
and upper-middle classes more and more deeply into the middle

lewer-middle classes, and even, with gncouragement from progressive

. governments, into the working classes. I had seen this happen in the United

States until the proportion of schodl-leavers with a high school certificate

reached over.75 per cent. Moreover, while I understood that the academic
qualifications for entry intcsEuropean gystems of higher education were on
the whole higher than for,an American high school diploma, I did not believe

" that the réserve of ability ad been éxhausted in the IS to 25 per cent of the

~?

age grade who were then gaining upper secondary ‘school leaving
qualificatiofis in most European countries. Moreover, I was impressed by the

efforts that various countries were making to ease those qualifications and to _ -

extend the opportunity for qualifying to lafger sections of the population; the

abolition of the matriculation examination in Sweden, and the growth of

.

comprehensive schools, along with the raising of the school leaving age in
Britain, were examples of this movement. Nevertheless, on the whole there

has not been a steady. growth in the numbers arid proportions of ° i

school-leavers qualified for entry to higher education. Moreover, the transfer
rates to higher education-of those who are qualified have also not be€n
growing as they were expected to, and in many countries have even shown a

decline since 1970. In his essay in thé volume which documents this double

slow-down Ladislay Cerych observes that ‘The finding that many qualified

secondary school leavers and/or their transfer coefficient to higher education
have decreased in the early 70s, or grown less Tapidly than expected, ‘is

among the most important and probably the.most surprising of tl&e analysis’

of StudeBt flows in . . . this report’ (Hecquet et al. 1976).

In trying to explain that phenomenon, several factors come to mind. .

Cerych himself suggests that the slow-down in the transfer rates may reflect

.the impact of néw policies, in particular those rcl_a;ed to the concept of

i
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recurrent education. In a sense he is suggesting that the efforts to farovid; for
recurrent” education may encourage school-leavers, even those with
qualifications, to delay entry into higher education for some years, until after
they have gained some work experience, And he points to Sweden as the best
evidence for such an explanation. He finds further support for this
suggestion in the sudden increase of newly registered students in the past few
years in Sweden, which implies ‘at least in part, the development of an
entirely new clientele in higher education, not only of students who have,
interrupted for a while their formal-educational careers but also of those
whom Swedish policy has strongly tried to favor — for example adults
without completed secondary education, participants in. the 25/5 scheme,
students taking single courses, etc.” He suggests that while this trend is
clearestin Sweden, which has made the most explicit provision. for recurrent
;education, it may also be.present in other countries such as Britain and the

- . United States which have made provision for the education of adults.

But while they may affect transfer ratios, expanded opportunities for
recurrent education would not explain the lack of growth-in the proportion of
the secondary school population which stays on and gains upper secondary

* qualifications. And in reflecting on why rr\xy predictions on that score did not
come true, I suggested that I had not given enough weight to the strongly
held attitudes of Europeans toward upper secondary schools, and the long
historical links of those schools to the learned professions and to élite forms
of higher education, particularly the universities. ‘If toenter that world was a
mark of high academic.ability, or more often, of high social class origins,
then ordinary people in Europedn countries on the whole have not thought
-attending university was appropriate for themselves or their children, despite
what their progressive governments may have wished’ (Trow 1979). The
Unitéd States, by contrast, had no such long-standing link between its not
very élite comprehensive high schools and its élite forms of higher education.

*‘In the United States, class-linked attitudes toward education are much
weaker, apd the view of education as an important avenue of mobility, and
the more of it the better, is much more widespread even among working-class
families and ethnit’ minorities” Thus cultural or class values and
institutional barriers inhibiting young Americans from staying on in high
school until graduation were much weaker, and in some places altogether
absent. And-a high school diploma, in America, is sufficient to gain entry to
some form of post-secondary education. L v

Involved here are differing concepts of social mobility, and of the role of

" education in achieving such mobility across generations. It may be, that we
are seeing one manifestation of the stronger class identifications and
structures of European society,.shich not only have economic and political
but also cultural manifestationssgnd among the latter are these stronger’ '
class-linked conceptions of how much and what kind of formal education is
appropriate for people in different class positions. This is an old story, but
one which‘mgy not be changing as much or as rapidly as we thought, or
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wished..Nor are these attitudes as responsive to public policy as we have
imagined. ‘-

Thus it may be that the attitudes of secondary school students toward
higher education will be a greater constraint on the growth of European
systems of higher education than the traditional and structured (but now

-decliningy conservatism of its institutions of. higher education. These
atfitudes may be reinfoyced by the narrowing of wage rates between .youth
and adults over the past decade, resulting from trade union and government
policies, a*narrowing which allows youngsters to contrast a precocious and

Saffluent adult status at age 17 or 18, if they do not go on to post-secondary
education; with the dependency and relative poverty of university students,
still in statu pupillari at age 21, 22, 23 or older, and with no guarantee of the
jobs or careers once thought appropriate for university graduates. But there
is clearly a danger of forecasting too little change in popular attitudes, where
‘once we anticipated too much teo soon.

Three years ago, using data up to 1975, it was strll possrble to observe
_the overall decline in the growth rates of hlgher education in most industrial
societies, and wonder whether that decline ‘constituted a very temporary
phenomenon only or whether it corresponded to a more permanent trend.’
But the data on student flows up through 1979 do not lead to any change in
the earlier judgement that Western European nations are not moving steadily
toward a diversified system of mass higher education as I and others
anticipated (Cerych and Colton 1980). To Ceryeh and Coltdn, the overall
impression created by the more recent data they have gathered is that
‘quantitative developments in higher education over the past few years seem’
to challenge more, than ever any refereice to common cléar-cut trends
(except in the case of the continuous growth in female partncxpatwn) toa
greateJ extent, perhaps, than at any time in the past, one is confronted with
*almost annual fluctuations and dlvergences both within and between
countries. . . . This instability may be explamed%at least partly by the
changing nature of higher education and especially of its students. . . .’<

In part, at least, the lack of pattern in the data as compared with earlier
pé%e{s may reflect the increasing heterogeneity of institutions and of

students within the statistical categories. As a résult of ggwernment policies,
we ard now lumping quite dissimilar institutions and students into common
categories, and the sub-types concealed in those rubrics may be quite
differently responsive to different economic and educational forces and
events. I stispect that tounderstand what is happening behind the figures for
any given country we will need to disaggregate them, and to look’much more
closely at finer sub-groups of students, and sub-categories of institytions. For
example, we could not understand the Swedish figures after 1976 if we did .
not know that a substantial part of the growtlf”in their enrolments in higher
education has been made up of mature students commg in under the new
25/5 law without needing special academic qualifications or higher
, secondary school certificates, and for the most part enrolling for one or two

K - 110




‘\ - . @ .
. . 1
96 ACCESS TO HIGHER EDUCATION

¢ [}

courses, often Jwithout the intention of earning a dégree — what in the United

~

» .

-~ States would be called ‘Extension students’. . .
Close attention to the statistics ‘on student flqws, the size of age cohorts, -
the numbers of qualified school-léavers, transfer rates, the numbers of new
* - enftants to yarious forms of higher education, degrees awarded, total
entrolments and all the various rates and trends and disaggregations that
" those data make possible, have great value for-illuminating the emerging
changes.and characteristics of our systems. But they have a tendency in
themselves to- shape and finally to limit our understanding of the ,
development of our systems and our institutions. Because when we try to ‘
explain those rates and frends, we find ourselves turning to various social .
psychélogical explanations — explanations which are rooted in the attitudes
" or values of assessments or calculations of some group of actual or, potentiak
. college or university students. There is the social psychologk of the
economist, arid his conception of economic man (or boy). There is the social
psychology "of ‘the cultural anthropologist, talking of different class
sub-culturés, and the different attitudes within them towards ‘higher.
education. There is the social psychology of the educational psychologist, —
,» . interested in the academic abilities and motivations of students, and in the
proportions in an age grade who are ‘really able and interested in higher
* " education’. We can see all these and others in the recent literagure on student
- flows; their limitations are less apparent. .
" For example,' when we confront the levelling-off, and in some.cases the
decling in transfer rates in Western European countries over the past decade,
the ‘natural’ question that arises, at least for an American, is why should the
desire to continue formal studies not gradually:move “down’ and through the
- social structure, beyond the social and academic élites which -had provided
the students for the old small. élite university system? Those, systems had *
grown greatly in the 1960s =« why shbuld they not grow.further, and indeed
finally involve nearly the whole population of school-leavers in some form of
post-secondary education, somewhat parallel to the growth of higher
segondary education in the preceding decades? . . . o
One explanation, rather favoured by economists, assumed a kind of
rational calculation on the part of potential or prospective students regarding
graduate career prospects. As the proportions gaining degrees increase, the
rate of Yeturn on the investment ig, college education declines. Clark Kérr
suggests that oyer the two decad&fetweén 1960°and 1980, the decades that
he calls ‘The Golden Age’ of higlfer education, ‘The comparative monetary
value of a college degree.(in the United States) fell in relation to a high.school
. degree with long-run implications for the equalization of earned income. The
. rate of return on the investment in collegé education went down by about
one-third with imbplications for future attendance rates in college,
particularly for majority males’ (Kerr 1980). Roger Geiger, citing:the French
economist, Levy-Garboua, points to “a general correlation between the
. economic rewards for university study and the time and effort students are
Q ~ . ’ p
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willing to commit to it. As graduate labour markets have continued to
weaken, French students have devoted larger proportions of their time to
part-time jobs or leisure activities’ (Geiger 1980). It certainly seems plausible .
that poor job prospects for graduates or a decline in the monetary advantage .
of a degree should each depress the readiness of school-leavers to, make the -
ng¢cessary sacrifices in time, energy, direct costs and foregone income. .

But the opposite can be argued, and is, often by the same authors. The
very same bulge of college graduates in the labour market whic\ll should
depress the return on the investment on college attendance.creates intense :

, competition among the unfortunate members of this bulge, ‘reduced chances
for promotion, increased occupational frustration, and, incidentally, a |
heightened*demand for additional higher education’ (Kerr 1980). Geigef

~ spells this process out in his concept of ‘lhe‘penalty effect’.

. ‘The surfeit of college graduates on the labor markets in the 1970s, in
the-U.S. and elsewhere, has prodviced the phenbmenon of credential
inflation. . .. i T -
‘Few of the frustrated graduates-$pend an inordinate period of time in
unemployment linés. Rather, they eventually accept less prestigious
positions than theyiad originally hoped for, often ones that had not )
been considered gradu itions at all. In doing so they effectively
displace workers with education. Thus, the positions in question
over time become upgraded fo graduate status, and graduates

/7 .. cprrespondingly become ‘“‘occupationally downgraded” as they lower

their original expectatioris. As this occurs it might seem graduate status

would become less and less enticing, but in fact it is the dbverse effect

that has the most significant impact. As mere workers acquire graduate

N credentials those with less education are effectively penalized by being
pushed farther down the occupational hierarchy. So, at the same time
that the pull of superior graduate edrnings is weakening, this very pen-
alty effect provides an increaSingly powerful push toward college for

’ : potential students.’ (Geiger 1980)

~ . %
hd _Geiger argues that ‘the penalty eff&,’;drives able students in the United
States to try‘to increase their edge over the competition by staying on in
university for'a postgraduate or professional degree. In his view, the socially
and academically marginal students, with tenuous motivation and con-
flicting interests, respond to their perception of the uncertainty of the
eventual rewards of higher education by ‘aetually “discounting” the value of
an eventual degree by réducing the value of their investment in it.”
. ) ) . o, .
‘This discounting assumes two forms. First, the cost is kept low either by
attendirfg inexpertsive community colleges or by mixing schooling with_ / '
| * part or full-time work. Secchdly, the investment is made incrementally, /
course by course, semester by semester. Schooling cal; be interrupted or
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Qiséonti.nued any time that cifcumstances would seem to warrant. And,
.apparently it often is: the actual enrolment patterhs of individual
Margmals aré notoriously irregulat, reflecting their tenuous motivatior
and the" mterference of non-academic activitiés. This makes these
patterns sensitive to immediate labor market conditions. Work and
education in many cases would seem to be strongly inter-related, so that
the more satisfactory working opportunities become the less they desire
additional education, and vice-versa. For example, in 1975, as the
economy -was just beginning to emerge from a severe recession,
community'college enrollments mushroomed by 25%, but in 1978, when

employment was at reco(d levels, ‘total enrollments weré.down by some

3% with a dec1ded shift from fuli-time to part-time status (Geg&q;
1980). . .
1) e - \ . .

This explanatior of the behaviour of ‘marginals’, focusing, on rather
subtle interpretatiens of their attitudes towards study, their ambition, and
their assessments of the cash value of academic credentials, all presuppose
an institutional system' which allows marginal students to creep along, _
semester by semester, accumulating credits toward degrees, working part- »
time Wlthout penalty or opprobrium. That is a good deal easier to do-in the
United. States ‘than in most Western European countries. In the United
States that pattern swells enrolment rates, and provides genuine access to
higher education and its credentials and degrees. A comparable kind of
caloulation in France, by Geiger’s testimony, leads marginal university
students to spend less time in class, and to drop out when they make no
academic progress. What is neBded, evidently, is a closer examination of the
quite different educational eutcomes of similar student attitudes and behavi-
ours in different systems, or the different attxtudes‘ancLbehav:ours of similar
students generated by different institutional structures and arrangements.
To put it differently, we need a social psycholog)" of ‘student flows’,
appropriately disaggreégated, and rooted in the varying arganizational forms
and processes that characterize our different national systems of higher

.educatlon

I am not suggesting that thlS kind of analys15 is not now done. It is
precisely what characterizes the best work in our area of interest. But it

should be done more systematically and continuously, at once the object of ,

our efforts and our criticism. For we must go beyond the invaluable
demographies to empirical research on the attitudes and behaviours of the
actors in our institutions, and this means ethnography as well as survey
research. At the same time we need to have a_sophisticated sense of our
colleges and universities as organizations and. systems — how and why they
are'what they are and behave as they do. And this, I think, neans historical

- and comparative perspectives on our systems, as well as the more familiar

organizational studies of them.
These strictures apply to my own work with as much force as to others’.
-t
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In myspeculations above, and in the paper I wrote iri 1978, on why my earlier
predictions of steady growth ir transfer rates had ‘been in érror, I suggested -
. that I might have underestimated the strength of class-based attitud '
toward higher education, the fact that ordinary people in' Europea .
countries, especially those of lower-middle and working-class origins, ‘onthe . .
whole have not thought attending university was appropriate for themselves  *
\ or their children, despite what their progressive governménts may have
wished.” By contrast, ‘in the United Stafes, class-linked attitudes’ toward
education are much weaker and the view of education as an important
. avenue of mobility, and the more of it.the better, is mach mere widespread
) even among wor king-class families and ethnic minorities.’ )
That assertion needs to be studied tritically and empirically. In 1978 14
U . . o,
per cent of the students in American colleges and universities came from .
families in the bottom 20 per cent of the national income distribution: That - -
is, I think, @ higher proportion than is found in other advanced industrial
societies. But it is an open question whether that relatively high proportion is
aresult of theclass valiies and attitudes toward education that I spoke of, or
of the existence of cheap and convenient public community and four-year
colleges which are counted as part of our system of Higher education, but in
Great Britain are relegated to the residual category of ‘further education’.
We know, for'example, that in the United States the gstablishment of a
+ community college will almost immediately increase the proportj#t* of .
working-class students in that community who continue into post-secondary
education. s .
I raise these critical questions not for their own sake but because they
. have implications for policy. Sweeping interpretations of the data on student
flows at the level of the social psychology of groups or of substantial values
jnay distract our attention from the possibilities of influencing behaviour,
‘even in the framework of those attitudes and values. It js when we examine
such assertions critically and comparatively, and especially across different t
systems of edutation, that we are reminded of the potential effects of public
policy on the forms and structures of education, and through them on
~Behaviours and ouitcomes that concern us. .. ,
But if -we ar¢ to be interventionists and activists, -then we must be
¢ sensitive to the potential costs of our interventions, to the trade-offs involved,
7 7 and to the almost certain unintended-effects of changes in institutional
. arrangements. This reflection embraces again the issue I touched on earlier
- of the relation between access and educational achievement, at least as that
© - relation shows itself currently jn Britain and the United States.
\ Despite all the disillusion in Western Europe with the United States as
~ idea and as nation over the past two decades, American higher education still
extsts for Europesms as a model or exemplar of what a system of mass higher »
education with broad access might look like. For example, Shirley Williams, .
‘in a critical comment on British education, observes that ‘the institutions of
higher eduvation in Britain do not see themselves as respurce centres for their
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own cities or counties in the way {hat American universities do. But there
need be no tension between this role and the role of being internationally
recognized centres of academic excellence. The University of California at
Berkeley, for instance, manages both without damaging its reputation’
* (Williams 1981).

While the United States may no longer he an exemplar toward which -
other nations move, as I once anticipated, or, in other words, if it is no longer
a central part of a predictive model of development, it may still be useful as a
point of comparative analysis, and as a source and empirical test of policies
and programmes e]sewhere. It can serve this function not only in the some-
what platitudinous Sense that we can|all learn from one another, but in.the
more specific sense that the United States may have developed institutional =~ *
forms and arrangements that Britain and others can adapt to their benefit.

The feasibility of the transfer of social technology across national and
cultural bordersis a large and problematic issue. We all know that we cannot
simply import social arrangements from other countries and insert them in
our own systems; like many organ transplants, they ‘don’t take’ and are
rejected by the host country. But we also know, and see all round us, °

' institutional ideas and arrangements which have been borrowed from other
countries and with dppropriate adaptations and modifications are now part
of our institutional systems. Half the nations in the world adopted, the British .
parliamentary idea, with a range in variations in outcome as wide as the .
range of adopting countries. But while it may be possible forsoge American
patterns and arrangements to be imported by Britain — on&ghinks;, for
example, of the easy transfer of academic credits, open"$nrolment
institutions that permit full-time work for degrees, studént loans — it is I
think important to understand the historical and institutional context which
gave rise to thosespatterns, and the quite different ones to which it is
proposed to adapt them, Such close comparative scrutiny® may allow us to
anticipate the probabilities of success or failure, and to anticipate the
inevitable strains that alien forms set up in institutions, as well as the kinds
of modifications (or deformations) that they inevitably undergo. We may also"
learn something about the unintended consequences that those imports are +

*  likely to engender, along'with or in place of their intended effects.

LY ¢ .

' GREAT BRITAIN: HIGH STANDARDBS AND CONSTRAINED ACCESS
When we reflect on the differences befween the British and the American
systems of higher education, ‘we are forced to cenfrgnt the relationship of
access toacademic standards. My sense is that in Bri;ain since World War 11
there have been two broadly different views on higher education. The, '

J conservatives have held that only a rather small proportion of young men and
women have the talent and arffbition to do really advanced intellectual work,
and that by sequential selection and preparation through the schqols those

- few could be identified and prepared to pass the examinations necgssary for
entry into thé universities or university-like institutions. The ﬁgressives
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have believed that the ‘pool of ability’ potentially much larger than"the
existing arrangements allowed to emergé. They believed that growing upina
class society itself treated sharp differences in academic motivations and

Achievement among children differently located in that society, and moreover

that the secondary school system-that emerged fi the 1944 Act itself was

one of the institutional restraints en the emergence of larger numbers able
to qualify for higher education. Their first prescription for reform was the
comprelensive secondary school with a higher school-leaving age, designed
to bring larger numbers, and especially larger numbers of lower- and
working-class’ children, nearer to the point of university entry and rguch

nearer to the entry to sixth form in which continued attendance was a

prerequisite for university entry. The reformers’ second prescgiption called

for expansion of the uhiversity system, partly.inkresponse to the anticipated
growth of demand for places, partly out of a sense that an increased supply
stimuldtes demand. Third, the reform movement called for the cteation of
alternative forms of higher education, as rigor and demanding in their
way'a? university studies, but linked more direct y to the needs of ‘new
students’ from more modest social origins, with a presumed stronger
vocational interest. Fourth, the same people, on the whole, were the force
behind the Open University, an alternative route to degrees and certificates
for mature students already out of school and at work, an instifutionalized
way to bridge the generation as well as the class gap, and make modest
amends to those who had come of age before the comprehensive schools’and
wider opportunities for university entry had been_created.?,

., 1 donot mean tominimize the significance of the differences between
academic conservatives_and. progressives in Brita#h. But from a trans-
Atlantic perspective what these two broad strands in Brigish opinion have in
common outweighs the issues on which they differ. What their views sha{e
are at least these elements: - ) . .

1 - Entry <o higher education, whether univarsity or non-university,

. shall be through evidence of academic qualification: passing

s national exams toward the end of secondary schooling, plusin a few.
institutions additional tesgs and interviews also aimed at assessing
+ academic achievement and potential.

2 The academic standards of institutions which award degrees shall
be high, and, so far as possible, similar throughout the country,
with appropriate variations for different courses and subjects.

3 Standards shall be kept high by arranging that the strongest
institutions, departments, scholars and scientists are held up as the
appropriate models for “all of higher educatioh. While it is,
recognized that not every scientist can be a Nobel Prize winner, it is
taken as a norm that work of world class can be expecied at every
university, and that the differences in this respect among, the
universities are differences in degree and not in kind. And while
there is a certain ambivalence and uncertainty én this respect with

~ " .
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regard to the polytechnics, there has been singe their creation the”
assertion both from government and from the. polytechnics
themselves that they would and should create their own: forms of

-

— -

The uniformity of high standards across the whole system is-achieved in
a number of ways. First, thereg is the character of the student intake, all
imeeting at least the common minimum requirements for entry, and thegreat
majorjty of them, at least in the university, young and attending full time.
In addition, there are other mechanisms to achieve and sistain a national |
standard of excellence. ‘There gre the’assumed high common standards of the
unggLsit& Honeurs degreg; the visiting examiners to apply those common

application (at least until very recently) of common critegia by'the UGC and
othér funding agencies to the grant requests of the various institutions; the
role of the*CNAA, with, in its early days, its largely_ university staff
membership, certifying éourses in the public sector. .

Both the high and\the uniform character of academic standards are
reinforced by the pattern of stiudent stipends, which however inadequate they

may seem to British ‘academits and theif studénts, are generous by the

standards of many-countries, and certainly, in the aggregate, eipensiv«;. The |

provision of such stipends'can only be justified, in Britain or elsewhere, for
the support of highly qualified students in institutions of high quality, the
combination ensuring ,an intense and effective education that profises
substantial returns, etonomic, social, cuitural and political to the society
‘which provides that support. . | .

standards throughout the system; the common salary schedule for academic .
staff; the roughly common workload- among the various ihgfttutions; the

< . TN N
But the high and common standards which mark British universities |

and polytechnics alike ultimately rest on the provision of other educational
resources: the rich staff/student ratios, for 3o many years-tenaciously and
indeed successfully. defended at or near 1:8 through decades of economic
hardship, and now, perhaps under the greatest pressure, moving to 1:10 on
average’ Moreover, and in support of this staff/student ratio, there is a
relatively high provision of other educational resources: buildings, offices,
libraries, laboratories, staff support and the like, on a #igh and common
standard throughout the system. . ’

WhatI have been describing is an élite system of higher education, or at
least the publie life of that system, its economic base and organizational

_ structure. Its priyage life reveals itself in two major ways: what actually,
" +happens to students during their éxposure to it — the shaping of mind and -

sensibility, the development of intellectual skills and, capatities, and so on —
and the scientific and scholarly research at intetnational starxdards that is
produced by the academic staff, s'qmetimes with the help of istudents. The
high rate of retention until graduation is also a mark of such a system, and of
-akind that allowsthe defenders of British universities to claim a particularly

favourable cost/benefit ratio. Those effects on students and s¢holarship are’
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accomplished by an élite system of higher ed tion, rather sthan, as in thg
United States, by the élite parts of a'mass syst‘;m’. It is significant that in the' -

British system of higher education”both of these effects — resulting from vy *

2 s

‘interise teaching and a high level of research — are found throisghout the = .

systém, the best internal evidence that Britain is indeed running an élite *
system rather than a mass system with some élite institutions. .
The best evidence that this system 1 hayé describedis §till alive, and not
the hollow bulk of former institutions, like other survivors of earlier times, is
that the people whoare employed by the system still work so hard to make it
work as it has. It is always impressive to an/American to see the heavy’loads

- of teaching in British universities, the readiness of the staff to serve-on the

committees which bring academic values and standarde.to Bear on the

.operation of .the institutioy“{the only real aditernative to bureaucratic _

management by non-acadéMics); and the readiness of university lecturers
and professors to réad scripts and to’serve as external examiners, o
I have béen pointing to aynetwork of structures, organizations, norms, .
pattétng of behaviour which are tightly in;’erlockfng and'mutually sypportive;
holding together finally not only by custom andhabit, but by the continuing
conviction that this js what a university'is anthTQW it should work. At the’
heart of the web -are the univessities, quantitatively dominant’ as well as,
normatively pre-eminentt. The polytechnics and other‘isstitutions of higher *
education in the public sector share many of the cntral characteristics of the.

universities, ingluding roughly comparable. staff/student.ratios, 4 similar - « '

salary schedule, comparable requirements for entry,.and student stipends, at
least for those taking full-time or sandwich work, Even.the Open Unfversity,
created precisely toreach a segment of the population that'did not continue -
on to higher education directly from school, and which waives the winiversity
and polytechnic entry requirements, is staffed- and paid sat university
standards, and teaches and awards degrees withjn thosé standards. Thi

L)

. system of élite higher education ificfudes the'sixth form and sixth form

colleges, which prepare students for entry into higher education. *-

"~ Fhe parts and shape of a’web such. as this ‘are, as the clinjcians say,
over-determined. For example, the#bmmitment_of this éfite system to high
(and consequently expensive) standards throughout Bgisjshahigher education
i surprising to Aniericans, accustomed to wider divetsity, greater variation

h of standards and costs, and the resulting, hierarchy of institutions ghat " *
characterize§ the American system. In Bfitain, I believe, the commitment to
the formal equality of degree-granting institutions..js felated to ‘the
widespread belief after World War I that more workifig-class-yeuth — Jong
excluded from universities in any significant numbers :;— should. be given -
better access both to universifies and to other forms of higher educatipn. = ’
Bt this belief, as muct\a toral tonviction--as an estimaté .of the
untapped ‘pool of ability’, was aCcompanied by d fesolve that if working-elass
youth did, against all handicaps, gain the necessary qualificatigns, then they
deserved ‘n6thing but the best’ by way of-higher education. No second-class
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" least educationally, for too leng sqcond-class cltizens. If there were

o iﬁéﬁtinions, no highef education_‘on ,th:éheap’, for those who had been, at

institutions especially attractive to‘working-class studen‘ts', then they should
be as good in their way as thé universities - if not immediately in academic
terms, thenat-least in cost. This feeling, lé' behind the transformation of the
colleges of advanced technology into yniversities, as well as the ongoing level
efsupport for. the polytechnics. e . .

While an American observer may find no strictly academic necessity for
such a firm principle of equality — both of cost and of nominal academic
standard — across the whole range qf British higher education, it is pethaps
required by Britain’s particular social’and political history, and especially by
its class relations. By contrast, the United States, as a society, does not feel

especially guilty towards the working class or its children (as it does towards

black and some ether minorities). So where Britain says ‘nothing but the

_best’, with all the implications for a constraint on access which that slogan

has, Axge_r'ican,s arelikely to feel that ‘sdmething is better than nothing’, and
take it as a matter of course that students from fess affluent families will, on
average, g0 t:’e:ess expensive institutions, many (though not all) of lower

.academic standard. . N

. SoBritish'pdlitical valyes, as well as its institutions of higf)er education,
place great constrairits on access. One can try to increase the total gumbers
in the system, more or less successfully as Britain.did during the 1960s. One
can try to modify the social-composition of entrants to higher education,
increasing the numbers of under-represented groups, either of class or of
ethnic group origin. One can try to modify the age distribution in uniyersities
and bring more mature students into the system. And one can try to bring
more part-time working students into the system. But as long as one s’
meeting high standards both for entry and for successful completion of work
toward the degree, the network of institutional and normative forces
sketched above will make it very difficult to bring about any substantial
change in the number or kind of students admitted. .

THE UNITED STATES: EASY ACCESS AND PROBLEMATIC
ACHIEVEMENT .. - P R

In Great Britain, at least in the mpodern era, society has made a commitment
to high uniform standards in its requirements both for entering into the
system of higher educatioq, as well as for the work required to earn a degree.
Efforts toexpand or to make it more equitable have been constrained
within the limits ‘of thGse\standards. [n the United States, by contrast, and
almost utiquely in the woxld, society has almost from its beginning taken
ease and breadth of accesy to some form of post-secondary education as
desirable, and.its colleges and universities haye for the most part struggled to.
achieve such standards of performance in ing and scholarship as are
compatiblé with ease Of access. Looking at fhe system as a wholg (though of
céurse this would not be true for any specific institution) society has not let
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standards of achievement stand in the way of growth either at entry, or for
the earned degree. To take one important example, in 1965 there were about
275,000 black students énrolled in all American colleges and universijes. By
1977 that figure had grown to 1.1 million, and currently has level

about one million — roughly 10 pet cent of the whole*population in ¢
and universities. (Incidentally, the proportion of blacks attending college

higher than the 70 per cent of white students enrolled for full-time study.) If

we take students of black, Asian and Native American origins together, they
constituted 6.6 per cent of the undergraduate enralments-overall in 1960,
and almost exactly twice that, or 13 per cent, in 1978 (Kerr 1980).°

. A substantial growth of the minority student population was a major, -
national commitment in the United States during the decade of the 70s. The
mirforities wanted it, the fedéral governméhts under both’ Republican and .
Democratic adntinistratioris supported it, and the institutions of higher
education therfiselves, almost without exception, were totally committed to
it. The reasons for this national commitment take us quickly to the issué of

_the role and functions of higher education in American society. In the fifties .

and sixties socigty began the broad effort to transform a racial group defined
by its hysicaliharacteristics and history of subordination into an ethnic
gronﬁp alongside the many others that make up ‘American society. In order
for ttli; to occur, it is necessary to create a large and educated black middle
class so that blycks are differentiated by class and occupational interests
just as are otherg'oups_. But that almost certainly could not have happened if
our colleges and universities, like those in Britain, had been cogmitted to a
high and’common standard of achievement throughout” .
American colleges and universities are beginning to perform the same
function for recent immigrants of Hispanic origin — both Puerto Ricans and .
Mexicans. As- completion of secondary education has become nearly
universal in the United States, and as its standards and the value of its
créd::qtials have declined both reldtively and, recently, absolutely, higher
education has become 4 central vehicle for social, mobility as well as social
integration. Tt has. thus inherited some of the functions performed
traditionally (at least after the middle of the nineteenth century) by our
comprehensive high schools, Collegesand universities will pecform. those
funetions differently — they are volun institutions, whereas high school
attendance was mostly involuntary, and they are linked to the national scene,
and to the national and international academic disciplinies, while the high ¥
schools were very closely tied to their.local communities. But as with the high
schools, taking on a broad commitment to social mobility and social
integration places strains on the integrity of universities -and colleges as
academic institutions and,on their /s}andards of achievement. -
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Asystematic approach to the is$ue of America’s peculiar commitment to ease ,
) .

-

1 -

-
-




A -

-~

106 . ACCESSTO HIGHEREDUCATIQN . — .

of access over uniform high academic standards would involve answers to at .

least these questions: . - .
What were the origins of that commitment? Has it begn that way ¢
from the beginning — and given our roots in English and Scottish
culture and institutions, how and when could it have diverged so
sharply? The answer to that question i§"a footnote, though a
fascinating one, to the emergence of the American nation ‘during

- our colonial period. N ‘

Whatever its origins, what were the institutional arranggments and
the social, political and economic structures, thdt developed to
permit and sustain a system of openness and diversity? Tdis is in
part a story of the weakness both of central goveriment and of the
academic guilds, and of the extraordinary strength of market forces
from earliest days in Amierican higher education.
How did the system that developed in the nineteenth cer{t‘ury, and
especially after the Civil War, respond to the enormous pressures
for growth and further diversification that followed World War 11?
More abstractly,. what functions has mass and universal higher
education pdayeé”?r,l the social, Melitical and ecenomic fife of the

country over the past hundred yeats, and how does it acontinue to
perform those functions? The GI Bill and the role of the veterans of
. World War I in the colleges and universities are part of that story;

the role of the system in the racial revolution is another part; and
the subs}antial changes that have taken place in the role of women
in society, particularly in their opportunities for leadership in®
business, industry and the professions, is yet another.?". -
A narrower byt no less crucial question is: How does a system
seemingly so dominated by its broad socfal functions ‘and matket
forces deal with the issue of competence, performance- and
- - achievement? ~ T -
« Itis of course not possible to answer such questions systematically in*his.
essay. But by way of illustration, I shall discuss the relative power of 1 the *
market in American higher education, and try to show how the influence of .
market forces; almost uniquely in the world, affects’ every aspect of our,
¢ _system in ways that must influehce their transferability to othgr societies. We, ¢
are speaking, as in the casg of British higher education, of a system, a web of - ’
imerwoven elements, mutually supportive, receptive to some kinds of change
and resistent to others, with its own strengths apd,weakn&ss, and generating
its own characteristic set of problems. For Britain, in a word, the problems of
* higher education have been fhow toincrease its links to the larger society, how
to strengfhert its popujar functions, broaden-and make more equitable the
access to it, and increase its contributions not only to industry and the
economy but also to.the local and ?ational communities, and to applied
Jknowledge of all kinds. In the -United States the problems for higher,
- \-éducation are how to maintain the_integrity of the Institutions, their

-
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commitment to their own %tandards and values, to their ‘autbn
fanctions, in the face” of powerful social and market forces at work n and in
them. ol .

In approaching a system, one can start almost anywhere, and e ntually’
implicate almost everything in it. One 'place to start is with the
American commitment‘to a generalized, non-specialized edication " for
undergraduates. Almost everywhere American cqlleges awird-degreeson the
successful accumulation of a certain number of credits, earned there or in
some other ‘accredited’ institution, of which- & ssubstantial’ proportion,

(en outside the student’s

field of specialization. Indeed in t four-year colleges and universities, the

first two years are largely given over to meeting these ‘breadth’ requirements
outside the major field, and a substantial part of the last two years is also, -
taken in work outside the major. In many colleges and universities a_student

nlay not even necessarily ‘declare’ a major field of concex@ation umtil the
third year, ang,even then the major itself may be a broad arid self-désigned = "=
interdisciplinary major. The actual courses taken to fulfil these breadth
requirements are chosen by the student, sometimes .with the help of a
counsellor, from the very wide array of undergraduate courses offered by’
most colleges and universities."This great freedom of choice immediately '* «
points to the vulnerability to market forces both of the curriculum and of the
institution at large. ! . Ca.

* But we can also quickly see te implications of that set of arrangem‘&,ts-
eans, among*other things, that a student
need not have done specialized studies in the last years of secondary school,
thus allotving'not bnly a delay in deciding upon'a field of specialization, but
post-secondary education. Indeed, it allows that decision to be made some
years after leaving secondary school without further handicap.

But the pattern of general education has broader. social and historical
sources. If we enter the American. web by moving along this strand of
general, non-specialized studies, we begin by observing that general -
education is thought to be in the service of an American conception of .
‘liberal’ education, which is rooted, .in the United States as nowhere else, in .
the curriculum, and is vulnerable s nowhére else to the market. :
- Aconcern for general education is a peculiarly Ame#8an problem for
two reasons. First, in most European industrial societies (let us set asid
Japan) university education is, as it has been almost from miedieval times, :
very closely linked to a preparation for a career — in one of the old .
profdssions of law or medicine or the clergy, or in’ the civil service, or in
teaching in a university or an .élite, selective secondary school. In the
nineteenth and twentieth genturies the range of ptofessions that students
prepared for.in European universities broadeded to include engineering,
business management, social administration, and other non-élite_forms of
primary and secondary school teaching. But on the whole, what we think of
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as a liberal education — the cultivation of certain qualities of mind, the
capacity to reflect on experience and to bring to it an historical perspective,
certain critical and analytical :capacities, the capacity for making -
independent judgements, the cultivation of aesthetic sensibilities — all of
these and more are, or were until very recently in European societies, to a
very large degree the task of the élite secondary school — the gymnasium,
lycée, or grammar school By the time young men (and the exclusion of ‘the
other gender is n idental) reached university, a year or two older on
average:gggnfm the United States, they were ready to begm their serious
professional education. And on the whole whdt they studied in university was
closgl¥ keyed to their subsequent professional careers, even where, as.in
Great_Britain, the study of classical civilization was thought to be an
appropriate préparation for entryinto the civil service. This is not to say that
their liberal education was not furthered in the university, but only that it
occurred, when it occurred, as a by-product of a professional education —
through reading outside formal study, through membershxp\ of literary and
drama societies, through hearing and playing music, and travel, and above
all throughr conversation. Unlike Americans, Europeans did not-believe that
students only learn what they are taught, and they placed the burden of
much of what we call liberal education on the influence — informal,
unscheduled and unsupervised — of the university environment: that is to
say, onthe cultural and intellectual résources of the university, of the student
“.culture, and of the city or,town in which it was located and to which it was
linked in many -ways. This conception of liberal education works, when it
works, in élite universities, with students who already have a broad and often
superb advanced secondary education, and who often come from privileged
and educated homes where liberal education was already implicit in the
‘culture of the family,ts books and dinner conversation. And the whole of the
life of the student in the traditional British university — long vacations,
freedom from the American student’s relentless round of classes and
examinations, gnd from the necessity to hold other kinds of paid jebs during
university years — made it possible for his liberal education to be a function
of the student’s life and status rather than of the ‘curriculum.

“ In America, things are otherwise, and have been for a long time. We can
find certdin similarities and parallels to European universities on the
American scene — the importance of extra-curricular literary societies in the
old pre-Civil War college, and even the meetings, lectures, theatre and dance
and musical performances that mark the calendar of everymodern American

ege and university. Nevertheless, liberal education in America is
bedded in the curriculum rather than in-the culture? it is, as we say,
institutionalized in the liberal arts departments of the university, and when it
is threatened, the threats are more visible because they are felt directly by its
institutions.
Why liberal education is in’this country a matter of the university
curriculum rather than of the culture sheds light on the enormdous difference
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N between our systems of higher education and those of Western European
’ countries. It was a mark of the élite university systems throughout Western
Europe as recently as fifteen or twenty years ago that enrolments came to no
more than four to six per cent of the age grade. Students were drawn very
largely from well-to-do and educated homes, and had gone through the élite
preparatory secondary school systems that subjected them to an education of
a depth and intensity — in history, literature, science and mathematics ..
that we find almost unimaginable for late adolescents in_our own country.
So it was social selectivity,. the character of European secondary
education, and the style and culture of university life that allowed liberal
education to be carried on outside the curriculum in Europe. In America,
throughout our history, but increasingly over the past century, the
democratization of access to higher education, the relative weakness of our
comprehensive high schools as compared with the élite preparatory schools of
Europe, and the social and cultural isolation of our institutions have forced
us to, provide consciously and purposely what elsewhere could happen
spontaneously and as the natural outcome of a set of social arrangements.
. Liberal education in the United States is thus both stronger and more
vulnerable than in Europe. It is stronger in that it can be made a required .
part of the student’s experience of college life, through the coercive
mechanisms of general education, breadth requirements and the like. Many
European academics admire the forms of American general education, and
decry the early, and in their view premature, specialization of a
. professionally oriented system — especially as the informal liberal education
that went on in and around European universities breaks down with the
expansion and democratization of access and the decline of the é&lite
university culture in Europe. .
But if liberal education in America is stronger for being institution-
alized, it is also more vulnerable to market forces, and especially to the ebb
and flow — recently more ebb than flow — of recruitment and enrolment ,
and of the volatility of student subject preferences. Here 1 think it may be
helpful to reflect on the central role of the market in American higher
¢ education, again by contrast with European countries.
THE MARKET AND HIGHER EDUCATION
The concept of markets in higher education is a way of talking about the
many actors in a system of higher education who make decisions, and about
« .the aggregate effects of the decisions made by these actors — students,
faculty members, and administrators — located in a large number of colleges
and universities. In markets we see operating a pattern of social choice, the

not formally directed or co-ordinated, the outcomes of which no one has
planned, but which is a ‘resultant’ rather than a ‘solution’ (Banfield 1961).
The significance of markets in higher education is that as compared with
~  other forms of social action-the outcomes are not ‘the result of planning or
Q
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.  centralized purposive decision; morcover when the sellers (producers) are

. . relatively numerous, their.behaviours are marked by competition among

é\;" them for the custom of the buyers. And that strengthens the influence of the
##  buyefs in the-market over the character and quallty of the product, mdeed
° ' over the very character of the producer. ) .
We can see this when student age*cohorts. decline, and when colleges
*  amd universities compete for their gmolment We can see it also when the
sellers are graduates competing for relatively few job openings, for example
in acaderhic posmons Smnlarly, when résearch groups compete for scarce
“ funds, funding agencies gam power over the character, direction and quality"
of the research they buy — in some areas of social science this may include
“influence over the nature of the research findings.
Between roughly 1955 and 1970 in the United States the student
demand for places outstnpped the supply, and many suppliers, that is .

.

+

-

colleges and universities, could raise the conditions for entry. The mﬂuence
of a few top medical schools on. the behayiour of pre—medlcal students (and
on their undergraduate institutions) is_still a case in point. Indeed in a
number of élite colleges, universities, and professignal schools, apphcatlons
still far outrun available places, and the producer retains its power in the
market even when enrolments nationally are stable or declining. But apart
from the quite unusual period of rapid growth.in demand between roughly

= 1955 and 1970, the supply of places has on the whole oitstripped demand; ~

and buyers or potennal buyers at both ends, students and the employers of °
* graduates, have had a powerful influence on the behaviour of most colleges.
This influence is hkely tobe even greater in a period of dechmng demand and
declining efrolments.
We can see the emergence of the strength of market forces in the early
of American higher education. We can see those forces in the very
e and workings of our institutions.” And we can see the Amencan
market at' work by comparison with the systems of other societies. Let us look
", atitin each.of these ways: historically, cofparatively, structurafly.
oo - A multxphclty of forces and motives lay behind the establishment of
" colleges and universities throughout American history. There were, among
“others, a variety of rehglous monves, a fear of relapse into barbarism at the
. frontier; a need fo various kinds of professionals; docal boosterism,
phllanthropy, and speculation in land; and these in all combinations. But the
number and diversity of institutions competing with one another for
studénts resources and teachers and bringing market considerations and
_ ».market mechanisms right into the heart of this ancient cultural institution
teqmred ‘the absence of any central force or authonty that could limit or

_control its proliferation. Especially important has been the absence of a
federal ministry of education with the power to charter new institutions, or of

°  asingle pre-eminent university that could influence them in other ways.
The closest we have come as a nation to establishing such a central force

was the attempt first by George Washmgton and then by the next five .
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presidents, to found a University of the Unifed States. Washington saw the
possibilisy of creating one really first-¢lass university by concentrating money
and other resources in it. As he noted in his last messagé to Congress: ‘Our
country, much to its honor, contains many seminaries of learning highly
respectable and useful; but the funds upon which they rest are too narrow to
command the ablest professors in- the different departments of liberal
knowledge for the institution contemplated, though they would be excellent
auxiliaries.’ Here'indeed, Washington was right in his diagnosis.' The many
institutions that sprang up between the Revolution and the Civil War all ‘
competed for very scarce resources and all suffered to some degree from

malnutrition, Indeed, malnutrition at the margir is still a characteristic of

the American system.” , 3 1

Defeat of the national university (by a Congress which essentialf’y feared °
federal institutions and was_comgphitted _to_states’ rights)_meant that 6
American higher_education would develop, to this day, without a single
capstone institition. Had we concentrated resources in a university of world
standard earlyin our national life, it might have been the equal of the great o
and ancient universities of Europe or of the distinguished new universities o
then being established in Germany and elsewhere. As it was, whatever the
titles of our institutions of higher learning, the nation did not have a single ~ ~
genuine university until after the Givi} War, But the other side of the coin is
that our hundreds of state and private colleges might never have been born if .
there had been a great federal university in Washington to establish and

ito;*a\c“ademic standards. If those colleges had been created (for many of .
the forcés behind them would still have existed) they would- have been- -
relegated to a separate second class of institutions, offering post-secondary
training in vocational subjects for young men and women of modest social
origins, but not the same curriculum, credits, or degrees offered by the small
number of colleges and universities able to meet the standards established by
the national university. Such a two-class system exists today in many
European countries. : '

The University of the United States failed: and the ironic result is that
without any central model, or governmental agency able to create one or
more national systems, all of our 3600 institutions, public and private,

. modest and pre-eminent, religious and secular, are in some way part of a
common system in higher education.

The failure of the University of the Unifed States, and the success of

Dartmouth College in 1819 in its appeal to the Supreme Court against being

* taken over by the State of New Hanipshire, were both victories for local

initiative and for private entrepreneurship. The first set limits on the role of

the federal government; the second set even sharper limits on the power of

the state over private colleges. Together, these two.events constituted a char-

- —  ter for.unrestrained initiative in"the creation of colleges of all sizes, shapes

and creeds. Almost any motive or combination of motives and interests could

bring a college into being in the United States between the Revolution and

Q ‘
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the Civil War; its survival depended largely on its being able to secure
support from a church, from wealthy benefactors, from student fees and even
perhaps frofm the state. The colleges thus created were estabished relatively
easily, ‘but without guarantees of survival. As a result their behaviour
resembled thatof living organisms in an ecological system — competitive for .
resources, highly sensitive to the demands of their environment, and
igclined, through the ruthless processes of natural selection, to be adaptive to

this frog pond a set ‘of mechanisms that we usually associate with the
behaviour of small entrepreneurs in a market: the anxious concern for what
the market wishes, the readiness to adapt to its apparent preferences, the
effort to find a special place in that market through®the marginal
differentiation of the product, a readiness to enter into symbiotic or parasitic
relationships with other producers for-a portion of that market. All of this
obviously bears on the tension throughout our history between liberal
education and vocational/professional studies. We are employing a language
that Europeans tend to find strange and often distasteful when used in
connection with institutions of higher learning. But distasteful or not, an
American must insist on this central and distinguishing characteristic of
American higher education, that it is a network of institutions which
resembles in its behavour the myriad of small capltahsnc enterprises that
were sprmgmg up everywhere at the same time and in the same places and
often in response to the same forcgs.

The market has been involved w:th Amefican hlgher educatxon since the
beginning in the most blatant ways. For example, some of the motives that
led tothe establishment of colleges were simply those of the land speculator.
In America, as Louis Hartz has noted, the market preceded society, a central
and powerﬁll fact whose ramifications can be seen in all of our institutions
and throughout our national life. We are, to put it crudely, not embarrassed
by the market. We still believe it is a perfectly sensible mechanism for the
ordering of our affairs — and ﬂot just economic affairs, but cultural and
intellectual life as well. We did not inherit the corporatism of medieval life,
or the statism of absolute monarchy. We were from our origins a liberal
society, and our arguments have been the arguments of various branches of
liberalism. But Europeans, even those who rather like the market in
economic affairs, find its presence oddly embarrassing in the realm of
culture, or rqllglon or statecraft, or schojarship.

~ The feférence to Europeans prompts us to ask in what other ways
societies organize and manage systems of higher” education. Broadly
spedking, there are three (Clark 1979):
v  Through political decisions — as the outcome of the play of power
and interests in political arenas.
2 Through bureaucratic regulation: essennally, through manage-
- ment by a ministry and its civil service.
.3 Through the power of organized ‘professional gmlds applying
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academic norms and values in, the: service of the university as

-~ defined by the professors. 8 gt
Every system organizes itself and makes its decisions through some
combination of all of these ways. But the relative weight and importance of
orie or another — market mechanisms, professional norms, bureaucratic

~ % One the whole, academic guilds are highly conservative regarding access
and standards in universities, but in the .United States the academic
profession has been traditionally weak, and-still is so in all ‘but the small
number of élite colleges and research universities. Governments too, on the-
whole, want to control access, both within their conceptions of ‘national
needs’ and also within the severe constraints of scarce  resources and
competitive demands, especially when almost the whole-of the costs of higher
_education are borne by the public-treasury. But-here-again-in-the United
States these powerful constraints on growth and ease of access are weak. And
so market forces are relatively strong: and the market in the United Stat
not only engenders demand for places, but forces the lowering both ©f
academic, cultural and institutional barriers to entry, and with some help
from politicians) even of economic barriers.
r If we contrast American and British attitudes, Americans are on the
whole ambivalent, seeing in markets virtues as well as threats and dangers to
education., By contrast, Europeans tepd to’ dislike market méchanisms in
education, and do everything they can 1o reduce their influence. This
difference arises out of our profoundly ‘differing feelings about culture.
For Europeans, the, copsumers of higher education are by definition
incompeterit, or at least less competent than their teachers and academic
. administrators, who together produce instruction. - Markets threaten the
., ‘integrity’ of cultural institutions -by increasing ‘the powgr of consumers as
against producers: that is, the people whoare presumably most competent to
supply some given kind of cultural entity, whether it be the performance of

reduce the influence of the incompetent mass on high cultural matters, and
to preserve a realm of élite determination of cultural form and content. In
higher education most importantly, they try to insulate the financing of
institutions-from student fees. They may do this by direct staté fundihg of
institutions and also by controlling enrolments. But even if thev allow
enrelments some degree of autonomous growth, they try to prevent them
from governing levels of financial supporf. In the United States,
enrolment-driven budgets in all but a few institutions, both public and
* private, ensure that most institutions are extremely sensitive to student
prefergnces, especially when the numbers of students-qre declining.” We can
see very clearly that as a result the power of the consumer — whether student
or employer — will strengthen the standing of vocational and professional

i

regulations, and political decision — varies greatly between national systems.

music or higher studies in philosophy or physics, Europeans try very hard to,

%

studiés, while the often weak academic guilds stand opposed to the market in | -

‘ their defence of liberal education.
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We can see ofher examiples of the comparanpve hospitality of American

institutions to market forces. One of them, for ,example, can be seen in the.

« *wayin which Congress decided to provide major public funding for colleges
and 'universities. After sharp debate®in the early seventies, the federal
government chose to fund colleges and universities chiefly by providing
grants and loans to students, rather than through direct support to the
institutions themselves. Thus the decision was to subsidize higher education
through the consumers rather than directly to'the producers. The result was
to strepgthen substantially the relative power of consumers over producers,
éspecially in a period of declining demand.

Other countries, on the whole, do not want to strengthen the power of
students as consumers, for fear of the effect on the character, quality and
standards of. their instigitions and rational system. The maintenance of a

— —nationalsystem of universities with higheommon standards requires that the
system be managed by state agencies in collaboration with the academic
guilds. The question of how to make those systems responsive to national
needs is decided by political agencies, advised by civil servants and academic
committees. Sometlmes, for example as in Sweden, r;presentat:ves of the
great econgmic interests, corporatlons and trade unions, are placed on the
boards that shape higher educauonal Jpolicy.- (This has resulted in a
powerful tilt toward vocational and professional studies in Swedish
universities.) In addition, a strongly egalitarian series of governments have,

through political means, increased access for mature st:lints with work

expenence, reducing the academic criteria for entry. But alrhost everywhere
outside’ the United States, the combination of political, bureaucratic and
professional structures operates to i te higher education from competi-_
tive market forces, and controls apfd ultispately constiains access.-

One can see, the differen between market systems and . those
dominated by other principles of organization and political decision making
in broad patterns of organization amd finance. But we can also see the
influence of market mechanisms in the private life of higher educanon, in the
very processes of teaching and learning. One such example is our peculiar
system of earned and transferable ‘credits’, a kind of academic currency
that we all take for granted in American msutuﬁ-ons The unit credit system
is almost wholly absent from other systems where degrees are earned by
passing-examinations or writing dissertations. But our credits, units that can
be accumulated, banked, transf\rred and- within limits automatically
accepted as legal academic tender toward an earned degree throughout the .
system, make possible the extraordinary mobxhty of our students in three
distinct dimensions: between field of study, between, mstxtu‘hons, and over
time.

Our’ credit system, together with qur systerp of courses, each examined
and graded separately, is related to the American concepnon of a liberal
education, a_brgad unspecialized undergraduate cumculurp, not keyed to
any specific occupdtionor profession, but emphasizing a certain fanphanty
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with all the major areas of learning. Our conception of a liberal education,
espetially its emphasis on the elective principle, requires the credit system —
or, looked at differently, 'the credit system is made possible by an
undergraduate curriculum which-is based on the aggregate of specific units
of instruction rather than the accumulation of knowledge in a specialized
area that can' be examined at the end of three or four-or.five years, or that
produces a-dissertation as evidence of competence achieved.

An inventory of unique qualities must’ include a reference to the
multiplicity df‘subjects taught in our colleges and universities, a product of
the extradrdinary hospitality of our institutions to almost any subject that
might have}an claim to be useful, or to be rooted in a body of skill and
knowledge that ¢an be studied and taught. But this range of studies, often
the subject of somewhat derisive comment by Europeans, would ot be
possible if we had a :central agency maintaining high ¢tandards—and
scrutinizing new subjects for their appropriateness as judged by tra?'gonal
university criteria. Our ‘openness to new subjects is linked to the abseifce of a
“central administrative body that certifies institutions and subjects, as well as.
to our consequent reliance on market forces to sustain our many weak and
simpoverished institutions, .

’ By way of illustration, a recent report notés that in the past yqa{;;alone,

‘The number of courses offered by (American) colleges and ‘univer-
sities. . , increased by an estimated 15 per cent. , .. Among the largest
increases were course offerings in nursing and allied health fields, up 22
per cent, and engineering, up 20 per cent. . . . The increase in course
offerings came at a tinte when many colleges and universities had been
forced to trim their budgets, and in some cases reduce the number of
courses they offered. The proliferation of courses may, in .part, have
been the result of the efforts of some institutions to attract more
students by offering a wider choice of courses. New courses also have
been designed to appeal to a particular group of students, such as

. refresher coutses for older women re-entering the job market.’
(Chronicle of Higher-Education 1981) .

Market forces are a prime source of the American system’s unique
qualities — its size, diversity, flexibility, openness and yesponsiveness. But
while the market is a source of great strengths, it js also the source of

. profound problems and corruptions. Take, for example, the elaborate,
indeed sometimes desperate, efforts of many, especially weaker, institytions
toTecruit stuglents, whether for their tuition fees orfdr the enrolment-driven
formulas by which most public institutions are funded. Most ingitutions do
not confront the question of whether the strenueus recruitment of some of
these students serves the interests of the ‘students as we]l as those of the
institution. Sometinles the justification for these™activities draws.on the
widespread Aimerican belief (only now beginning to be questioned) that on °
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‘the whole people ought to get as much formal education as you can persuade
them to sit still for; sbmetimes this is combined with the market’ s*®lassic
disclaimer of moral responsibility — caveat emptor; But whether the market .\
is for warm bodies to meet budgets, or for black or brown bodies to meet
affirmative . action targets it is clear that there is not a perfec?
correspondence betwéen the interests of the recrultmg college or University,
and the recruifed student. Important moral issues arise in this atea.’ One can
questlon the institution’s responsibility in recruitment for what might be
called ‘consumer f)rotectlon, or, after studen/ts have been admitted, for
provrdmg counselling and other support services. The ‘revolving door’ has
moral dimensions, as well as academic and financial rmphcatrons for colleges - ¢
and universities. Grade inflation and the lowering of demands and standards
to attract students are among. the other pathologies of- colleges and N
departments that are acutely threatened by the decline of enrolments and the,
fear-of administrative action or budget cuts. There are similar dangers on the
résearch side. ' . -
I have been trying to suggest that the market principle is"the ultimate
source of the great dlversity id responsrveness of American higher
education ta the needs of the largér society around it, and also the source of
grave problems and pressures toward academlc c,orruptron and pathologies.

.t

-Moreover, these pressures are likely to Be greater in the commg decades of

financial constraint and enrolment decline. The market, it is said, knows’
neither love nor hate. But also,. themarket and those governcd by it know the
cost_ of everything and the valug of"nothmg ’
The growth of remedial work in tolleges and universities is a pecrﬁc
example of howarket forces and political pressures together can hreatgp o, °
liberal education, by creating yet, another competition for its time -and
resources. Over the past two decades there has been-a substantial and
measurable decline in the academic achievement performance’ levels of
students entering American colleges. Between 1968 and 1980 - mean
Scholastlc Aptitude Test Verbal scores declmed nationally from 466 to 424; >
P& h,scores went from 492 to 466 in the same period v!(}/vaersrty of
1981) There have been many explanations for this trend: changes

. in famlly structure, geographical mobility, the increase in tﬂ:ﬁ sion watching

v

y are all cited.
schools under

and a waning respect for parental and other forms of auth
But what is taught and learned in the primary and second
increasing social, political and economic pressures and i
element> .

have littl dlrect influence on the school sy;tem since_there are no politrcal .
agenciey'through which that influence could be exercised. Instead, almost all-
em, private and public, large apd small mcreasmgly try to remedy in .
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college academrodeﬁclencm accumulated during the primary and secondary
ywrs In this past yedr, without any central direction or co-Ordination, the

. number of remiedial courses taught in colleges and universities across the
country rose by 22 per cent: 25 per cent in private institutions and 19 per cent .

‘in public. ‘Even the more selective private liberal arts colleges o offered
twice as many remedial fourses in the fall of 1980 as in the fall of 1979’
(Chronicle. of Higher Edycation 1981). " Q
" The problems of the tchools in America are now also the problems of its
—__Colleges and universities. Rhis.has perhaps -always been true — the weakness
of our schools has been in part a fun®ion oPtheir commitment to open access
- and®the postponement of final decisions about career determination. But__
- now more thamrgver, some of what we do in h“her éducation is dictated by -
what ethers donotdo in the schools, One might also say that we can afford -
f__dﬁ _our_wretched “high schools because of, tggx,extrﬂordmary openness .and
effectiveness of our community colleges and oulsyear colleges in remedymg .
the defects of the school system. : L '
‘Everyone is in favour of providing remedraf ‘work in college — at least
untjl we begin to assess the costs. The decline in’thé ability and preparation
of our entering students poses pamful dilemmas for thé faculty. A University
- of California report puts the i issue very clearly . -,
. ‘The effects of underpreparation are felt not only by students; but afso
by faculty. Those we interviewed told us, _unequivocally, ithat teachmg
has gotten harder, that a professor can no' longer assume a common
level of knowledge or skill in a class because Ppreparation is so varied, but

. & more rmporrantly, that faculty are now being asked"to,handle problems, .
especially in writing, that.they were never trainéd to handle. )

" ‘The faculty we talked to Who are affected most by, compasition -

- problems seem td see two choices. They can‘either spend a'great deal of
time on an individual basis helping students and reconsidering their own'
teaching methods, or tHey can ignore it, keep going as they are, leave the

" . ® problems to learning specrahstsstramed to-handle them and invest their
. time elsewhere where they feel more comfortable and productlve One,
English professor said, “I have achoice in my Shakespeare class fakeit . .
and teach the cpurse anyway, giving the students C’s or B’s; or djoum .
Shakespeare and teach writing.” CI
_ " ‘On top of this fristration, many faculty are also worried abbut class
v standards. If faculty members choose to spend their time workmg with
students\on Writing, they have to assign less reading because students
. have a finite amount of time to spend on any course. If on. the other «
- hand, the faculty choeses toi ignore ] the problem, there is a fear they
s assign easier reading, require less wiiting, and give more multiple choicé .

- . ¢xams, in order not-to face problems in compositioy. And not assigning

= . writing means less practice for students who need ore, exacerbatmg .

ST the problem. A B -

¢ o

e —
.

1
Wy

,»—.b{13 ,s

. <
I 2 ;
’ ET : .

w
5




118 ACCESSTO HIGHER EDYCATION

‘This squeeze between a rock and a hard place is felt by mathematics
faculty, too. They usually expressed it to us as “‘a need to protect the
. mtegnty of our calculus courses.” For them, the problem can be solved
by requiring prerequisites they control, even though they would prefer
.that students take those courses in high school instead. But there is an
outcome, felt especially in mathematrcs, that service courses are
) - Jbegihning to overwhelm the real mission of the University departments.
A; one professor put it, ’ . .
“Everyone agrees that we should help students who need it, but
. what concerns us is that there are so many students who need it.
Offering pre-calculus classes has decreased the availability of the
) upper division .courses that should be taught by anythmg calling °
itself a University math department There is now a little
ent-about what the increase in service courses is domg to
our department and alarm about what will happen if it gets
worse.” * (UniveXsity of California 1981)

The costs of remedial work are felt in faculty morale, and in resources
that are unavailable for régular course work. In the academic year 1979-80,
the University of California spent.over $5 million on basic skills courses and
programmes forunderprepared students. Some of them are not offered for
cred%'a.and are not specially supported by state funds, but must be supponted
by stretching the general instructional support funds. And this does rot |
include the considerable amount of faculty time fhat goes into such
preparatory courses.

/ ‘ ¢ °
OONCLUSION ) ' '
What does all this have to do with access to British higher education? I do

not want toinipose a simplistic summary on what is in fact a complicated set

of issues, both within and acrgss national boundaries. But perhaps a few
inferences can be drawn. - ‘

1 The ‘élite-mass-universal access’ model linked the phases closely to )

s size, and made movement from one phase to,another a function of
growth. We might now consider the possrbrhty that an élite.system
can dcquire some institutions angd characteristics of mass higher ¢
education without growth much beyond present levels. Increasing
awareness of th-aﬁpossrbrhty helps to explam the persistent interest
of British progressives in the issues of access to their system of
higher education. "

2 The forms of access to higher education characteristic of the
United States are best understood in the light of its history, its
organization -and structures, and the functions American higher
education pesforms and has performed in American life. That web
of elements includes patterns and arrangements, such as trans-
ferable ¢redits, which are especially attractive to progressive
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. Européans as well as problpms and difficulties, such as the
growing need for remedial t¢¥ching, which are pamfully apparent - .
te’Americans. ’

3° It may well be that some of what'is admlred in American Nigher
educatxon can be borrowed and adapted to different circumstances,
without having to xmport all of the problems and difficulties which
., areassociated with a given structure or arrangement in the United
States. But sussh efforts would profit from careful analyses, both of
the proposal, and of the rather different meanings and con-
sequences it would carry in the two quite different systems. In the
course of this kind of analysis, it may be prdfitable tq focus closely
- on certain key differences between’our institutions — as, for
" example, the ability of big American umversxtm to teach students
of very different qualification and ability 'within the same
institution, while in Britain the tendency is for sharper ‘streaming’ s
between its universities and other forms of higher and further

education.

It may seem characteristically bland for an academic to end an essay
with a call for more research and closer study before taking action. But we
might specxfy what we should be looqug at so closely. The next step, I
suggest, is to take one or goncrete proposals — let us say, for an
open-door full-time degrée- rantmg British university. Can we do the kmd of
analysfsoof such a proposaglm‘“&sts academic forms and structures,
“ political feasibility, etc. — that “Wéuld improve the chances for successful
social actien? It maeﬁell be (indeed I suspect it is) the case that such a

. proposal, just now, would involve too great a deformation of the web of
British higher education, its values and institutions, to be a practical idea.
But a close study of such an idea might reveal which of its elements are least

“acceptable, and which potentially adaptable;, to the” existing academic and
political structures. And those insights might guide the slower work of
incremental reform. After the pleasures of reflection, even academics might
find it rewarding to be efficacious.

NOTES . ’
1  Those ‘forms’ of higher education are dmcussed in detail i m my OECD
-paper (Trow 1974). Very briefly, élite education systems prepare up to
15 to 20 per cent of an age grade for a traditional set of careers in
teaching (univérsity and university-preparatory), the higher civil service,
and the established professions; mass higher education systems preparé -
up to 50 per cent of the age grade for a wide range of white-collar .
occupations; universal access systems prepare even larger numbers 'for
life in advanced industrial societies, severing the link between .
post-secondary education and occupations.
2 Parts of this section are drawn from or responsive to that paper
3Jhucxk.of Bunon_Clark_ls_aqunportant_contnbuum—to_tha.‘____
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comparative pcrspgctiv&s needed (see, for example, Clark 1979). -
4 This is similar to the motives that led to the 25/5%provisions in the
- Swedish reforms of higher education.

5 This compares with the staff-student ratid of 1:17.5 at Berkeley. But
that is not a fair comparison; Berkeley, like other big state universities,
is essentially a comprehensive university, combining in the same
institution élite and mass forms of higher education, kinds of work that
“4n Britain are divided among universities, polytechmcs and colleges both
of higher and of further education. Leading private research universities

o, in the United Statés, like Stanford and Yale, as well as the best
four-year liberal arts colleges, like Swarthmore and Oberlin, have
staff-student ratios very close to those in British universities.

6 Sources: United States Census of Population (1960) Subject’Reports;
for school enrolment, Final Report PC (2)-5A; National Center -for
Educational Statistics (1968) Digest of Educational Statistics Wash-
mgton, DC: US Government Printing Office, Table 100. -

7 Thisraises an interesting problem for the United Kingdom, which is just  ~
beginning to see the problem of the integration of a racial minority into
its /more homogeneous society. I have no.doubt that the ‘normal
processes’ of acculturation, over three or four geh’erations, will produce
srgmﬁcant numbers of s}udents of West Indian origins who are qualified

* in the normal way for entry into British colleges and universities. Can
Btish society, or the West Indians, wait that long; and if not, how can

’  the process be speéded up?

8 In 1960 women constituted 38 per cent of the .total undergraduate
enrolmcngs in American colleges and universities. In ~1979 the
proportion was over 50 per cent. Whereas in 1960 they made up 29 per
cent of all graduate students,"by 1979 they constituted 47 per cent of the

ﬁ graduate student population (Kerr 1980).
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; * THE EDUCATIONAL CHOICES OF YOUNG PEOPLE
o ?> " . - byAlanGordon |
Gy . ¢

. " This chapter examines the range of factors influéncing the educational
. choices of young people between the ages of fifteen and eighteen. Their age
range covers two critical transition pomts the minimum school-leaving age
when young people first have an opportunity to participate voluntarily in
full-time edueanon, and the age of eighteen, where typically those who *
e continued their studies two years previously, and who followed GCE ‘A’ level
courses, ‘have the chance of [ applying for a place in higher education. While a
large part of the chapter is; devoted to young people’s decision to try for a
or higher education place, any summary review of this kind must also glve
proper attentmn to the probably more important decision to stay on in
full-time” education beyond the minimum school-leaving age. The large
. majority of young people are effecuvely excluded from consideration for
. higher education because of their prior decision to leave school at sixteen. o
‘ The main factors reviewed here have been grouped under three
> .hwdmgs First, the inflyence of such social factors as home background,
© sexyparental education and attitudes, and so on; second, the influence of
“ .- _ sghool-related factors; and third, the effects of such economic variables as
o, the mamnalmcumstanm_ouhc,hmncbéducauonal _maintenance allow-__ .
A ances, and young people’s percepuons of the ?pneﬁts and-costs, ocxated
Wth conitinued education; ;
N v l " .
T e . SOCIAL FACI‘ORS : . - = ] )
< Since 1944 a large numbercofiresearch reports, some government-sponsored,
bave ,drawn attention to the: under-reprsentahen of young people from
working-class home backgrounds in post-compulsory education. Parental
occupation, education and. attitudes have all been shown to be closely L
+associated with a'young person’s progress,(or lack of progress) through to the
+ highest levels of the education system. This part of the thapter reviews some
" of the.major evidence on. the influence of the home enyironment on
educauonal achxevcment beyond the nummum school-leavmg age. .
Paremal.Qccugation N R
As far as dccess to higher education is concerned it is difficult to agrec wnth
Joseph and Sumption’s (1979) general comment that ‘class distinctions have
faded to the point where théy afé no more significant than the shape of a
-man’s hat and the intervals at which he is paid’. Research eyidence over a
penod of ¢ some tturty years indicates the scalerof class dlfferenm in post- -
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‘compulsory education and the ways in which very little has changed by the
1980s (see, for example, CACE 1954, 1959; HMSO 1963; Douglas et al.
1968; Schools Council 1968; Fulton and Gordon 1979; Halsey et-al. 1980).
There are numerous well-researched commentaries that document:

‘(the) well-known fact that working-class children (and particularly the
children of unskilled manual workers) are under-represented in selective
secondary and higher education; and that even at the same levels of
ability they are far more likely than middle-class children to deteriorate
in performance and to leave school at the. earliest permitted age.’ (Craft
1970) 4
This situation is not, of course, peculiar to this country. Similar inequalities
in participation in higher education are found in most, other developed
countries too (OECD 1970; Bockstael and-Feinstein 1970; King et al."1974;
Neave 1976). .
One of the Robbins Committee’s most important findings was that the
proportion of children from non-manual home backgrounds who obtained
places in higher education was some six times as great as the children of
people in manual occupations (HMSO 1963). Indeed, the difference between
professionals and those from unskilled manual families was of the order of
twenty to one. Figures for social class participation are given by Farrant in
Chapter 2 (Table 2.17, and 2.18, pp.85 and 86), and discussed on pages
59-63. As he shows, these differentials have scarcely narrowed even though
the absolute age participation rates for all social classes have risen. Indeed,
_ the university differentials are almost unchanged from the levels prevailing
some fifty years:ago — and are somewhat wider than those of the early and
mid-1970s. - . . '
These statistics can only ever inform us of the end result of education
- and socialization progesses that, from an early age, militate to the cumulative
advantage of some groups of young people and against others. As Table 4.1
clearly shows, while pupil$ from different types of home background are
reasonably evenly (but'not equitably — compare the whole population)
distributed at the GCE Ordinary Level examinations, thereafter the
dominance of the ‘Service Class’ shows itsélf. '
y - The failure of working-class young people to carry on their full-time
i education beyond the age of sixteen and into higher education might well
cause less concern if it could be shown that ability, however measured, varied
-greatly between different social class groups, so that the education system
was meritocratically keeping the most able within its care and attention.
Much,research and argument has taken place over the past two decages on
.the question of the extent to which equal opportunities! in education have
been achieved for young people of similar abilities and attributes (eg
. Westergaard and. Little 1964). Halsey et al. (1980) suggest that, in fact, the
ability threshold for working-class young people to_enter university is

\‘l‘ N
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124  ACCESSTO HIGHER EDUCATION
markedly higher than for other young people with fathers in either service or
intermediate occupations. Thejr research showed that,’ on““’average in the
years 1950-1970, a-would-be student from a ‘working=class background had

to be some 6.6 IQ points brighter than a similar higher educatxon aspirant
from a service family background (Table 4.2).

TABLE 41
- The class composmon of successive stages of education’ selectxon (%)

Fathers’ social class‘ 4 Whole sample ‘O’ levels ‘A’ levels Umversity

1

Service class 137 355 491 524
_ Intermediate class ' 314 342 294 219.

1

Working class 549 302 215 197
Y 100 999 100" 100

o+

 *This dlffers from the Registrar-General’s social class deﬁmﬂon used in
Chapter 2. See Halsey et al. (1980) .

Source : /
Halsey et al. (1980) Tables 2,1 and, 10 6

TABLE 4. 2
1Q thresholds for university entry

Fathers” social c_lass‘

Service ciass
Intermediate class
Working class

Service class/working class
1Q handicap¥ :

. *SeeTable 4.1

_ Source' © .
. Halsey et al. (1980) Table 10.7 ) T

5 7 Halsey et al. (1980) are pamcularly concerned that “‘past selection
R Drocesses, especlally to the highest educatlon in the umversmcs, cannot

-

-
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satisfy either meritocrats, ot still less egalitarians’. Some twenty years ago,
too, Floud (1961) ¢oncluded that differences in class chances could not be
‘easily attributed to differences in measured ability’. But if we ask whether
, selection for university is more or less meritocratic than earlier selection
praogesses, even very recent figures produced for upper-secondary and further
- education (eg Dean et al. 1979) indicate that young people with fathers in
higher occupations are similarly over-represented’in full-time education after
sixteen. It seems in fact that it is at the minimum school-leaving age that the
greatest amount of differentiation between the social classes occurs (see, for
example, Gordon and Williams 1977; Fulton and Gordon 1979; Halsey et al.
1980). The latter conclude that ‘the school-leaving age would therefore seem
to’be the crucial stage for public policies aimed at reducing class inequalities
of‘educational opportunity’. - ,
. To focus on application and participation rates in higher education,,
then, might well lead to a failure to appreciate the important.policy issues of = _
demand for, and access to, full-time post-cbrﬁpixlsary\ education. If
~  working-class young people survive in the education system until the age of
eighteen their chances of going on” to higher education-are not so very ..
different from their middle-class classmates. Halsey et al. (1980) found that
while seventy per cent of boys from service class backgrounds who continued,
‘their full-time studies until the age of eighteen went on to university, the
figure for boys from intermediate and working-class families who did so was
only a little lower atsixty per cent. The expansion in non-university higher
education, which occurred too late for most 6f Halsey’s sample, may have
moved these figures even closer together.
While it is, of course, necessary to review the scale of the' influence of
social class onyoung people’s progress in the education system, this does not
tell the reasons for class inequalities. Ag Neave (1976) points out, social class
may be a good predictor of academidfSurvival, but it does not explain. For
that .we must go beyond the statistics of differential demand and

" participation.

£

T

afo_gl__ of Ability . ©

e early 1_%{05“  there’ was a belief in some quarters that the number of
young people with the capacity to benefit from higher education was rigidly
limited, and that any expansion jn the number of places provided by _
institutions of higher education could-only.be filled by dredging the depths of
this fixed pool of ability. Because of these fears, sapport for the maxim tHat
‘m eans worse’, publicly propounded by Kingsley Amis, was reasonably
widespread, and included support from some of those teaching in tHe
universities. The Robbins Committee marshalled a great deal of evidence to

. demionstrate that the notion of a rigid pool of talent limited by biology and
inheritgd abilities was misguided. Fhe committee went to10'say:

Th
In

‘In short we think there is norisk that within the next twenty years the

”~ .
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- .
growth in the proportion*of young people with qualifications and
aptitudes suitable for entry to higher education will be restrained by
shortage of potential ability. The numbers who are capable of benefiting
from higher education are a function not only of heredity but also a host
of other influences varying with standards of education provision, family
incomes and attitudes and the education received by previous
‘generations. If there is to be talk of a pool of ability, it must be a pool
which surpasses the widow’s cruse in the Old Testament, in that when
more is taken for higher education in one generation more tend to be
available in the next.’,(lQASO 1963) -*

More recent research, too, has stressed that fears of allmlted ‘pool of
ability’ are unjustified (Halsey et al. 1980). Indeed, a more common anxiety*
is,the converse — that there still exist high levels of untapped ability amongst.
young people from manual home backgrounds and among girls. It is still’

" true that ‘many manual working class pupils who have the ablllty to benefit
from a sixth year at school or college are failing to do so’ (Douglas et al.
1968). In theory at least, the wastage of talent would be substantially reduced
if the advantages ‘conveyed by the chance of birth, as a;male, into a
professional family’ (Fulton and Gordon 1979) could be made f:allable toall

. young people
Parental Attitudes

Roberts (1980) is one of many to comment on the reasons for class- related
dlsadvantage in the education system. Reviewing research on the benefits of
those born into middle-class homes, he suggests' that one advantage is
‘having articulaté and confident parents who recognise the relevance of
education for life-chances ... .’

Morover, Roberts (l98b) has few doubts about the strength of middle

"class parental expectations for their children:

‘Mlddle class parents do not treat success as a prize reserved for the

intellectually brilliant, but act on the assumptlon that it lies within the

grasp of any mdustrwus child of their own.’

. -

This assessment does not differ greatly from those of other researchers over
more than twenty years. Floud (1961) wrote of . . . ﬁmdamenta{diiferences
as between the social classes in ways of life, values, attitudes and aspirations,
as well as in material circumstances.’ She concluded that, in the short run at
least, parental attitudes towards education are very much class-typed.

Similarly, Gordon and Williams (1976) say that social class differences * ~

‘can.be accounted for.in terms of parental interest and encouragement,
the influence of lifestyle and transmitted aspirations and the familiarity

pupils and paremts have'with both the demands of post-compulsory -
. "" -
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‘e . . N - .
education and with the types of Jabs available after continued study.’

And Thomas and Wetherell (1971) commapsthat class groupings are usually
associated with material cirgumstancesan the, standard. of living enjoyed.
This therfié'is returned to below. ' ST
Neave (1971) observed that external examinations -particularly CSE and
GCE ‘O’ levels, perform very different Junctions Yor middle-class and
working-class parents. For middle-class parents the success of their children
in examinations serves to justify further support and encouragement, while
failure leads not to acceptance but.to calls for_additional work and effort.
They are in fact more likely to offer support and epcouragement throughout
their child’s schoogng. Working-class parents, on the other hand, (and those
* who were early-leavers themselves) genetally only seem to offer the same kind
of encouragement once good examination results are available as evidence
' of their child’\academic potential. Morris (1969) suggests that parentalﬁ
_‘encouragement is\\mportant at two stages. .Figst, in supporting children’s
provisional intentiohg and second, in reinforcing a student’s determination to
rs¢ of action diready started. ™

°

Parental Education i
Parents’ experiences of .post-compulsory education cértainly influence their
~acmuAttitudes towards whether their children should continue their studies after
the age of sixteen or eighteen (eg CACE 1959; HMSO 1963). In sixth forms,

- further education and higher education, studgnts whose parents had
themselves continued in full-time education are over-represented (Williams

-and Gordon 1975; Dean et al. 1980). A large number of studies (eg Thomas

and Wetherell 1974; Rauta and Hunt 1975) haye pointed out the high
correlation between the age at which parents, and their children left school.
In addition, Neave (1975) found that the amount of influence parents have
over their child’s decision to stay on in or leave full-time education was
strongly associated with the amount of edubation they, themselves had
received. Parents who had left school before their fifteenth birthday were

. much less influential. Both middle-class and more highly educated parents

+ generally take more interest in their children’s schooling? (see, for example]

.+ Douglas 1964; Douglas et al. 1968). . <

[+ ]
Peers - " e
A possible influence on leayers is ¢. . . anti-school peer groups and
« < subcultures . . .’ (Neave 197§). It is ei/ig«;nt that among some groups of

working-class pupils there is a deep-rooted cultural hostility towards the
main objectives, of secondary and continued education (Willis 1977). But it
seems that, for the decision to go on to niversity at least, the importance of
the influence of peets depends on children’s social background. The peer
group is more important the less support is received from home, and peers
are least influential for those young people whose parents have some

Ao
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cxperienéc' of post-compulsory education themselves. In addition; for those
hoping and planning to goon to higher education, ‘the peer group appears to
be influential for precisely those who already derive their main support from

the school’ (Neave 1975). . ) .
TABLE 4.3, N _
Students’ ratmg ‘of school mﬂuence as related to peers’ influence on the
decision to try for university (%) .
Peer Grobp - School Influences

‘ Low High n = 100%

[ S - . ‘ )

Not influential 64 36 462
Influéntial 44 © 56 3715
Highly influential ‘36 64 132
Source . . :
Neave (1975) Table 6.8 ’ : .

As far as a counter-school culture is concerned, however, some working- ~
class pupils in compulsory education do derive great support from their
peers: it can hardly be said that the secondary school regime supports their = v
lack of interest or their disruption, but it acts as a common focus for
disenchantment (Willis 1977). .

Sex B . Pl

’ One of the anxieties expressed by the Robbins Commlttee was over the s (
wastage of female talent. On grounds of economic efficiency, fathes than .

equity, they felt that much better use had to be made of academxcaﬁ{blle.

wormnen who represented ‘what must be the greatest source of unused talent.

To some extent these.ambitions have been realized, as Chapter 2 shows (see

especially Table 2.16 (p.84) and pages 57-59). Women s participation in all &

types of full-time higher education now stands at forty-three per ceént of -

students (provisional figures: DES 1981). In addition, ‘it does appear that , .
girls’ educational ambitions in recent y§ars have converged with these of boys - '( !

(Fulton and Gordon 1979). If thes bitions maten*zcd this  would .

represent a further improvement in relative chances. In spjte of these trends »

it seems still to be the case that the general environmental and educational
disadvantages of working-class young people are compounded in the case pf
girls. Many working-class parents still attach more importance to their son’s -
education than to their daughter’s. “The-resources - ‘cultural, econpmic,
psychological — necessary for a working-class child to overcome the
-obstacles on the way to a university place are very rarely expended on behalf

S V% R
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= of a girl’ (Westergaard and Little 1964). .

Similar criticism has also been lévelled at schools’ attitudes towards
girls’ education. Blackstone and Weinreich-Haste (1980) have recently
comiented on the ways in which girls have been ‘taught’ to under-achieve.
Sharp (1976) blames this under-achievement and the low career aspirations
of many girls on teachers and careers counsellors. A combination then of

#home and school environment prevents many girls* from fulﬁlling their -
educational potential. The most 1mportant issue now, howevc'r_l is probably
not, the general aspirations of girls, but thelr often limited chorce of subjects.

General
“Throughout the 1960s and 1970s there was a general expectatron among both
educationalists and policy makers that the expansion of British higher,
education, together with the reorganization of secondaty education along'
comprehensive lines, would lead to an opening up of higher ‘education to
»  those of lower social origins. The evidence above is unequivocal on this point:
. in spite of these developments the proportion of students who come from
working-class backgrounds is vrrtually the same as halfa century ago. This is
the ‘sad statistic’ to which Jackson and Marsden (1966) drew our attention
some fifteeni years ago. It is clear that: ‘
‘t_he expansion of educational provision has not involved a major
redistribution,of opportunities between children of different classes . . .

. as in the past the growth of student places in highe/educatjon from
the early 1960s met a demapd which, in effect, came mainly from
professronal managerial and other non-manual homes. The scales
remain heavily weighted against young people of manual working-class
. origin, though probably not quite so much as before (Westergaard and

Resler l975) N

A

2

In view of the persistence of the social class inequalities in access to
. upper-secondary and higher education reviewed above, one has to ask
.. , whether Bernstein (1970) might have been correct in hlS assessment that
‘education cannot compe‘hsate for society>. Westergaard and Little (1964)
took a similarly pessimisgic view of the extent to which educafion-can provrae .
equal oppdrtuntities, bearing in 'mind the 1nequalmes that exist ofit§ide the
clas;room ‘The persistens class differentials in educational opportunﬂy in
the fina] analysis are anchored in the equally persistént_divisions of the
society at large.’ Others, however, are more hopeful about th -possibilities of
pqclfic educational change in iniproving young people’s opportunities and
hfe chances , s
’I‘,HB“ INFLUENCE OF SCHOOL -
. The Robbins Committee clearly recognized that both the quality of prlmary
\- 3nd secondary education and'the organlzatlen of schoohng would affeet the
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proportion of young people with the abilities and attitudes appropriate to
higher education (HMSO 1963). What the cohmittee did not foresee was the
growth in the number of pupils attendmg non-selective schools over the past
two decades. This structural change in the organization of schooling has -
been called ‘a gigantic experiment with the life chances of millions of
chrldren, and the results will not-be known for years’ (Ford 1969).- e

: Official pronouncements have, at least until recently, claimed that .
,comprehénsive reorgamzatron has already enhanced young people’s

=ee chances of continying their studies in higher education. A Department of

’ -Education and Science discussion paper on future trends i in higher ed"’catrﬁﬁ
commented that: ey

.

‘. .. in the education field itself, comprehensrve reorgamzatron, is
already transforming secondary schooling; when this process is complete
no children will be educated in institutions which, by their status, nature
and orgamzatron are apt to cut off their pupils from hlgher education
opportunmes ) N

Moreover,

~

‘in the climate which re-organization will have crgated. higher education

home backgrounds.’ (DES 1978)

The hope that equalizing:opp ties in secondary education will have
a spill-over effect on partioipationm edycation has, of course, been a
major spyr to comprehensive reform Intuitivély, at least, one might expect
. that the reorganization of secondary education will gffect notsonly the «
number of young people staying on ingsixth fgrms, collegés and institutiops of
higher education, but also the social class mix of those staying on. This is,

. however, an area that has remained relativ y unresearched aﬁi the research
evrdence that does exist.is somewhat con adlctory
Mény studies have shown that remaifiing in full-time education After the
g age of sixteen is closely connected to th¢ typé of school attended (eg Rauta
- *" and Hunt 1975). A Schools Council survey of sixth-form pupils (Schools
—~ Council 1‘970) found clear differences beiween different types of school in the
participation rates of manual workers’ children. Just -over half of the
’sixth-formers in comprehensive” schools came from manual working-class
home backgrounds, compared with a, third of those attending maintained
g@mar whools and a fifth of those in mdependent and direct-grant school
sixth forms. A more recent study undertaken in 1975 revealed a broadly -
similar pattern (Gordon and erlrams 1977): among those students studying
for GCE ‘A’ levels, thirty-six per cent of pupils in comprehensive school sixth
forms .came from manual wor,lgmg-class backgrounds, compared with
twenty-two per cent of those _atténding other forms of] upper-secondary
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education. More recently still, however, when an even higher proportion of
pupils were studying in comprehensive schools a survey of just under 4500
R 16-19 year¥olds in sixth forms and colleges found that different institutional . .

& types contained an approximately equal proportion of students. from any one
% social class group (Dean et al.+1979).As a result, students from nanual home *

- backgrounds were similarly under-represented in all forms of 16-19 year-old
education, whethter comprehensive schools, gr ar schools, sixth-form ) .
colleges, tertiary colleges or further education ingtitutions. This finding is _
rather different from earlier ones and appears tobdlie the claim by Benn and f
Simon (1972) that ‘the higher proportion of workiRg-class students in sixth
forms [is] also reflected in university entrants from dpmprehehsive schools.’

However, one study undertaken (much earlier than Dean et al.) to »
inquire specifically into the social origins of pupils from comprehensive
schools who go on to higher education did seem to show that . . . a~
significantly higher proportion are of working class origin than is the case for .
- students as a wholé’ (Benn and'Simon 1972). dn a study of students who had” - , °
attendedd comprehensive schools Neave (1975) found that thirty-eight per )
cent of university entrants came from manual social class families, compared .
with twenty-eight per cent of university entrants nationally. He felt that the
delayed selection implied by a comprehensive system would allow universities
and other higher education institutions *. . . to draw upon a faf wider social . + Y
reservgir than has.hitherto been the case.? Neave remained convinced that .
comprehensive reform would mean ‘. . . a change in university clientele’ and
that it would have *. . . profound fepércussions: . . on the type of student
entering university’. His conclusions: (based,_on students who entered . -
university as long ago as 1968) have, however, been criticized on a number of
counts. In particular, it has been argued that any adequate assessment of the . ‘
~ impact of reorganization has to grapple with the question of Wwhat the o

_ . outcome would have been had comprehensive reform not taken place. As -

¢~ Bellaby(1977) points out, this question cannot be answered by surveying only .

- - [ the comprehensive population. - W - < T et

e’ ™ In &ddition, ‘as noted carlier on, the number of students from manual .

‘ working-class backgrounds asa proportion of all students in universities has | . -4

maiped virtually unchanged for the last fifty'years, in spite of a three-fold T

; jon *in, the "niimber -of places since 960" anid the introduction of °

o~ -widespread maintegarice grants. Comprehensivigatiog, thén, has not in the %

o short runfbonspic lyiniproved the felative rafes of participation ins higher . ¢

=z woducation by tgﬁgiﬁaia:{;m gr-represented/gioups — unféss, as Fulton and °

...~ Gordon (1979a) poinf otlt, ift 4 dfawn bdttle' with other factors that would
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. The influence .of the schopl;gods beyond, that® off structural change.. ¢ ;

w: . however. The pedagogic experiences;of pupils myst alsé be important; and
’ Lawton (1977) has suggested t one reason fdr /the .qghsation systermn’s
*'. failure to achieve what he calls social justice is ihie Tack of atterition that has® »
been paid to cyrriculum issues. It is certainl§ thé¥pse éj;mt questions ‘on the :
Q - , ; ) ~ b ’
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effects of the tontent of education and of teaching methods have been
, relatively neglected.,, One exception, however, was the '1970s debate oy
examination reform for upper-secondary students and thcu.posmble :
replacement of GCE ‘A’ levels by a twotlevel five-subject curriculum*and
examination structure. This debate focused on the curricular and s
**  examination needs of sixth-formers, aiming both to provide a suitably
rigorous academic preparation for those going on to higher education, and to
_ have some currency for thgse students planning to leave full-time education
. for work at the age of eighteen (Schools -Council 1973). A two-level
curriculum that involvidthe study of three subjects to N (Normal) and two to
F (Further) level for t ose planning to 80 on to higher education attracted
some support, with $He possibility remaining for upper-secondary students to
study all five subjéets at N level. As with comprehensive restructuring, the
aim.was, b viding a curriculum open to a wider range of abilities and
interests, to postpone sélection and treaming. In spite of Schools Council
support this particular proposal for reform foundered, partly because of
\\ doubts about the effects of widening the knowledge base of higher educauon/

~entrants, and partly because of the possible resource implications. .

More recently, a British research team qrgued on the basis of somewhat
limited evidence that ‘secondary schools do have an important influence on
their pupils’ behaviour and attainmehts’ (Rutter. et al. 1979), and that
schools could be a force for the good, even.in deprived areas. Their work was
acclaimed as contraﬂctmg the arguments»of Jencks and his associates (197'2)

O in the United States that educational change on its own is ineffective when.set
against the influence of wider society. Rutter’s drgument was that the effects
of apparently similar educational institutions on young people’s ambitions,
" attitudes and achievements doin fact differ widely, and that weak and strong . ;
\ educational practices can be found in any type of stmctural arrangement. A
series of factors that can be described as the ‘ethos*3f the school are, if so,
much more influential than the formal criteria by which a school selects or
receives pupils and organizes them for teachmg purposes: what may first
appear to be a uniformly, structured sécondary education systemwill, on
- closer inspection, turn out to be a quite heterogeneous system with a v‘wncy
range of pracices, attributes and institutional structures..For the fut
then, the policy issue may bé to identify and try to promote good practice,
rather than indulge in further structural reform.
. To some extent therefore, the debatea}as shifted—rom orgamzatlonai :
issues to concern about curricula, method, assessment and standards. This is
‘perhaps not surprising since nearly nine in ten lower-secondary pupils in the ‘
state sector now attend nominally comprehengive schools (DES 1980). :
- Mowever, the structural4rrangements for post—compulsory education are still
a contentious issu€*This particular debate encompasses sub}l’luxssues as the
size of school sxxth forms (including concern about falling group sizes), and
"the advantages or disadvantages of teftiary colleges, sixth-form colleges,
school sixth forms, and institutions of further education as centres ofs
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learning for 16-19 year-olds (Dean et al. 1979; King et al. 1975).

Whatever the evidence that can be harnessed to show the impact of
school type or of pupils’ educational experiences on the demand for and
access to higher education, it is clear that for many secondary school pupils

higher education is at best an’irrelevance. A large-number of young people.....

effectively cut themselves off from opportunities in higher education by their—
decision toleave school at the age of sixteen. And for many it is their experi-
étice in compulsory education that has led them to quit as soon as it is legally:
possible. It has to be recognized that for many young people *school . . .
is merely a dull though prolonged preamble to%a working life that is itself to
prove desultory and unchallenging’ (Carter 1966). Young people who have
enjoyed and had success in their primary and lower-secondary eWucation are
much more likely to warng to continue on paths they have a liking for or excel
in’ (Barnard and McCreath 1970). On the other, hand, of course, for other
pupils where ‘.. . school life produces not passing fits of revolt but a real and
continuous sense of frustration, the right thing is to leave’ (CACE 1954).

- A survey of fifth-formers undertaken in 1975 found disenchantmept
with school or with teachers to be a major reason given for the decision to
leave at sixteen. Thirty-eight per cent of the boy-leavers questioned and forty-
five per cent of the girls said that they had decided to leave because they were
‘fed up’ with school (Gordon and Williams 1977). .

ECONOMIC FACTORS® o .
There is also a range of economic factors that may influence some fifth- and
sixth-formers. Alienation from school and the desire for money of their own

<are frequently given by young people as the two most important reasons in

the decision to leave school.

+ *These two factors can be viewed in push and pull terms. The alienation
from school will tend to push fifth-formers out of secondary education as
soon as they are legally able to do so; this disaffection with education
compelling potential leavers to search for alternatives at the -earliest

+ possible opportunity. The attractions of work, or rather the attractions
of the money that will bé gained from wotking, will tend to pull the fifth-
former, out of full-time education and iri?o employment.’ (Gordon 1976)

. ) .
However, while money may well be a powerful influence on young people’s

« decisions, it isonly one of many economic factors that ‘need to be taken into

account when presenting an-overall picture of influences on the demand for
upper-secondary and higher education. - =

7 There at¢ in fact several ways in which economic considerations might
affect demand. The material circumstances of the home is one. A second is
the direct and indirect costs of staying on at school or college, the impact of
which on any individial is obviously affected by his or her material
circumstandes. A third is the prospective student’s perceptiofs of the
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- personal economic benefitsto be derived from continued education. In
addition, there may be more general economic, social and «cultural benefits,
perhaps related to labour market opportunities. . ,

T7le Material Orcumstances of the. ,Homg

The desire for money of their owri is one of the most common reasons given

by fifth-form leavers for their decision to leave. A third of the girl-leavers=and

over a quarter of the boys in a 1975 survey of fifth-formers said that this

played a major part in their decision (Gordon and Williams 1977). Ryrie et,
’ al. (1979) also reported that the opportunity to earn money was the most

frequently expressed reason for leaving school. Another study (Dean et al.

- 1979) #Bo found a strong emphasis on concern over lack ‘of income, with

’ thirty-eight per cent, of the young.people surveyed saying they were ‘very
much’ influenced to leave because if they had. continued their studies they
‘would not be earning any money’. Even those who did stay on described
shortage of money as the main disadvantage of post-sixteen education.

Earning one’s own money, though, is only part ofthe problem. For some
fifth-formers “the option of remaining in full-time education after the
nnmmpm school-leaving age has never been realistic because of finarcial
constraints at home. In one study forty per cent of the fifth-formers
questioned (both intending stayers and leavers) thought that they ought to
leave school for work to start helping their families ﬁpancially; but very few »
sixth-formers who had stayed on felt the same obligation' (Gordon 1976).

Twelve per cent of the National Child Development Study’s sample of
sixteen-year-old school-leavers felt that their parents needed them to go out”
towork to bnng additional money into the household (Fogelman 1976). This
need for extra inceme is especially likely to be a problem for the children of
one-parent families, of low wage earners, of benefit recipients and, as the )
Robbins Comrmttee ‘pointed out, of large families. -

‘Clcarly the economnc circumstances of the home are very influential:

even in families of the same occupational level, the proportion of

. children reaching full-time higher education is four times as high for

¢ < children from families with one or two-children as from those where five -
) or more children have claims on the family’s resources.” (HM8O 1963)

Educational Maintenance AIIomnces -

* Twenty years ago Floud (1961) made the point that in low-income households
‘fees cannot be paid nor can adolescent earnings be foregone by the family’.
She went on to recommend that educational maintenance allowances be . *
introduced for full-time pupils staying on past the minimum leaving age, but
expressed th&®anxiety that even this would fail to prevent all wastage of talent
from the ‘able children of impoverished families®. Such a call for financial -
suppert to 16-19 -olds is one that has been taken up again relatively

3 recently. ;
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‘It is eyident that it is at the end of compulsory education that the full
effects ‘of social class and the financial position of pupils’ parents are
felt. If we wish to remedy the waste of human resources of those who .
leave full-time education prematurely, then one way of doing so is to
make grants for sixteen year-olds widely available at a level that wi
both provide an incentive to stay on for the pupil, and relieve the
financial burden from the shoulders of parents.’ (Gordon 1976)
. 522
Given the apparent importance of monetary influences, it is hkely that
the widespread introduction of educational maintenance allowances would
have a positive effect on staying-on rates at the age of sixteen, andswould o
probably have a subsequent spill-over effect on the number of entrants to
higher education. A survey of 3000 fifth-formers undertaken in 1977
suggested that a uniformly available grant of £8 a week would, in the year of
the study,, Have increaed the number of boys staying on after sixteen by4.8
per cent, and the number of girls by 5.6 per cent (Fulton and Gordon 1979),.
It is clear from these findings that a grant to the'pupil of '£8 a week or
thereabouts, together with continued access to child benefit for the parent,
could have a significant impact on staymg-on rates’ (Fulton and Gordon
1979). Mamtcnance grants could be partlcularly effective in helping young’
people from low-income families. -
Since th&mid-1970s an additional disincentive has been the different
kinds of income support schemes for young people who leave.school. These
have been usefully survd? by Maclure (1979). However, the discussion in
1981 has taken on a new Himension. From 1981 school-leavers are able to-
claim Supplemcntary Benefit from Easter, if they leave school then; if they
" stay on at school even for part of the summer term, for example to take
external CSE or GCE examimations, they cannot claim benefit until
September. Under the'earlier rules, Supplementary Benefit could be claimed:
towards the end of May by examination candidates who were ledving school
_in the summer. In effect, summer leavers are now losing the equivalent of
" three months* benefit. The change was introduced as a cost-saving
innovation to prevent young people claiming Supplementary Benefit through
the summer months and then returning to school or college in September.
Early mdxcanons are that the new rules are acting as an mcenuve for some
fifth-formers to leave school at Easter and forego their chance of gaining CSE .
or GCE qudlifications (Berlmer 1981). The difficulties which school-leavers
are experiencing in finding jobs* séém to be.acting as an additional mcentwe
for them to léate school at the earliest opportunity. If they cannot find a‘job,
then at least they have not lost their early entitiement to Supplementary
Benefit. It has been reported, however, that some-government officials are
concerned about the problem and the effects .of the ncw,rulcs are . being
monitored: (Stevens 1981). One particular cause for concern is that once the
rules’ implications are more widely recogmzed the-number leaving at Easter ¢
m 1982 and subsequent years may increase substanually (Berlmer 1981)
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The previous Labour govemment s means-tested educational mainten-
ance-allowance scheme was estimated to cost £110 million a year to cover,
England and Wales (Maclure 1979). Although agreement to proceed with a
pilot scheme had been reached before the fall of that government in 1979, it
was clear that the cost rmpfrcatrons of the full scheme were causing contern.
However, ‘The present goverdiment is now spending around £200 million ow
. supportihg, unemployed young people-— on the condition that they leave
school’ (Stevens 1981)

L
* Student Grants o
Iné atte%ng to explaln shifts in the demand for higher education erhams
. (1974) adopted‘an economic fr. ork that suggested that/there are three
types of* on why demand m change: first, the costs: may change; .
second, the Menefits may change; third, people’s perception or evaluatron of
- the costs and benefits. may change (Williams 1974). v
In Chapter 2-Farrant presents-data (Talg# 2.10, p.78) on the trends i in ,
costs and benefits (in earnings differentials and the value of the student

. » grant) and reviews tRe research of Pissarides which suggests thzt‘ earnings

and eniployment prospects dre more significant in affecting demand than is
. the cosf of the student malntenance grant. However, one unexpected aspect
* of the student grant system is worth attention. A 1975 study found that while
erghty‘four per cent of the undergraduate population surveyed had the,
maximum maintenance grant reduced by a ‘parental contribution’, nearly

.. three-quarters of these students in fact received less than the assessed

coritribution from their parents. For twenty-nine per cent,of these students
the shortfall, was, over £1007 In all, therefore,” some two-thirds of all
undergraduates are ‘Thintaining themselves on less than the amount thought
to be nccessary-(DE§ 1975). . 1
Policies desigred to replace the exrstmg student support scheme in
Britain by a systeni of student loans had an airing in 1980 and early 1981.
But this parucular reform appears to have been shelved, at least for the time
bemg I is argued By opponents of loan schemes™that any such increase in

.. costs of becormng a graduate would have a/detrimental effect on 'the

de and for places in  higher education, and that loans wpuld act as a
particular disincentive for students from working-class ‘backgrounds who
would be especially unwilling to take on a long-term debt. The Robbins

Commrttce also clarmed that loans would deter women from seekrng places .

" in higher education. . British parents would be strengthened in their
age-long drsrnchnatron to,gonsrder their daughters-to be as’ " deserving of
. higher education as_ their sons . . .’ (HMSO 1963)
77:@ Formal Economic Benefjts of Hi gher Education -
"It has been suggested, that one factor in accounting for the stagnatr
staying-on rates ‘could pe the reduction in the leavers’ perceived val
spcndrng gxtra years obtaining quahﬁcatlons in terms either of getting & ]Ob
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or of current or long-term salary prospects’ (DE 1976). Although there are,
of course, ‘many intangible bengfits of higher education not susceptible to
sordid econofhic analysis’ (Williams1974) such tangible benefits as jobsand -~
salaries do lend themselves to an economic approach.

Williams ({974) found néw graduates taking longer to find suitable
employment than previously. In addition, Tncreasing numbers were entering
occupations of lower status (ie non-traditional graduate jobs): during the
1970s this appears to have been particularly the case for business studies and
arts graduates (DE 1981). The prospects for all new labour market entrants
have deteriorated substantially since the mid-1970s. However, even in the
absence of severe economic recession, the longer-term employment

. prospects of graduates in the 1980s appear generally less good than those of
graduates who entered the labour force in the 1960s and early 1970s (DE
1974; 1978), although prospects for different subjects vary (DE 1981).

There is, too, evidence that over the last twelve years or so the earnings

of non-graduates have risen somewhat faster than thosé” of graduates (DE .
* 1981; see also Chapter 2, Table 2.10, p.78). However, the average lifetime

earnings of graduates are still higher than those of other workers. Figure 4.1 5
- shows the actual age-earnings profiles of men and women with degrees, GCE

‘A’ levels and no qualifications in"1975/76 (the actual profiles are marked,

A). This kind of information has been used in the past to compute private

rates of return to staying on at school or going on to higher education, taking

into account wherever possible the- different abilities and social class

backgrounds«of the people concerned (eg Blaug 1965; Blaug et al. 1967;

Ziderman 1973; Psacharopoulos J973; Psacharopoulos and Layard 1979;

Wilson 1980; DES 1980c). The aim has beén to provide some answers to - -

Ziderman’s question, ‘Does it pay to take a degree?’ It appears that over the

1970s there have been some fluctuationis in the private rate of return to

* higher education, but on a, generally downward trend (DE 1981). Wilson
found a significant decline of about one third in the private rate of return to
becoming a qualified engineer or scientist in the decade to 1976-77, although
* it appears that most of thi§ drop occitrred before 1973-74. He found private
: rates of return in 1976-77 varying from 8 per cent to 10 per cent depending on
: the discipline studied. But one of the most recently published calculations of
marginal private rates of return to boys’ education found a return of 19 per

- cent for a first degree over ‘A’ levels in 1978 (DES 1980c). <
" Recentlyit has been demonstrated that it is possible not only to compare
" the actual pivate costs and benefits of post-compulsory education but also to
find out what kind of return young people think there is from studying for

GCE ‘A’ levels or a degree. Figure 4.1'also shows the earnings expected by

fifth-formers in 1977; they aze grouped according to whether they planned to

, 8o on to higher education, to leave full-time edacation at eighteen, or to leave

at sixteen (see Williams and Gordon 1981). This information has been used

as a starting point to calculate ex ante (ie perceived) private rates of return tq

continued education. Taking into account the different family backgrounds, \
N
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abilities and other relevant characteristics of those who do and do not plan to
stay on“after the minimum sphod-léavjng age, the conclusion was reached,

‘. . that in 1977 16 year-old boys perceived the private rate of return
from staying oh toage 18 as 17 per, cent, with a further 10 per cent from
continuing further to take a degree. For girls the expected returns were’
lower: 9 per cent for upper secondary and 8 per cent for higher
educa{'ion.’ (Williams and Gordon 1981)

It appears that at the end of cogipulsory schooling young people in
general do have fairly .accurate- perceptions of the labour market
opportunities with which they are confronted and the ways in which these
opportunities are related to educational qualifications. .

‘The implications of thes¢ findings fos.an ﬁndersta"hding of changes in
the demand for, higher education during the 1960s and 1970s are
- considerable. Theylend support to claims that one of the prime motives
for the rapid expansion of the 1960s and much slower growth, of the
1970s was economic. . . . As far as policy is concerned, these results aid
™ "in the'prediction of the demand for higher education in that they help to
- demonsirate that the demand is not autonomous but influenced by
changes in the private economic costs and benefits of a degree level
qualification.” (Williams and Gordon 1981) - ‘ .
T, .
The Genera| Economic Benefits of Higher Education &
The analysis\of perceived rdtes of retufri imputes motives #o potential
students, but wheédever potential or actpal studenfs in higher education have
been questioned about their motives directly; the benefits in terms of job
ppospects, wider job thoice, enhanced proniotion prospects, higher salaries,
and so on have feagured strongly in their answers. , - : .
‘ Morris (1969) found that applicants to higher.education saw it very
-, much in terms of useful vocatjongl preparation and as necessary for their
future careers. According to Neave (1975), the most important reasons for
going to university. were to gain useful qualifications, and to study- for a
cafeer that the student already had in mind. Another study, of second-year
university undergraduates, found that ninety per cent mentidned factors
related-in one way or another to their future occupations 3s one important .-
consideration (Stattup 1972). In particular, they thought that a degree would
- give access tomore interesting work (seventy-two per cent); a better-paid job
. (fifty-one per cent); a wider choice of occupations (forty-seven' per cent); and
more secure employment (twenty-four per cent). Two-thirds of the
undergraduates questioned in another small study of second-year university |
students said that going to univgrsity would give them better career pros k.
| (University of Reading 1973)..Other bengfits included -better chances Qi
- Temployment, the prospect of a moré stable career, and -higher earnings. ’
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*  Cohen (19%)), in a study of sixth-formers, found the vocational purposes
of a university education strongly emphasized by his sample, and that
‘Expectations were strong that learrung at umversxty and college should
above all else be “applicable”.” The aim of gaining qualifications for a
chosen career, or to enter_higher educatlon, or to improve career prospects
generally all featured strongly in a survey of upper-secondary and further
education students (Dean et al. 1979). Other such stifdies have come up with
similar conclusions (eg Schools Council 1970; ng et al. 1974). In selecting
specific courses in higher edycation too, the usefulness of the chosen course
for a particular job has been found to be more important than any other
factor (Gordon and Wllllams l977) In the United States, as well as in
Britain, labour market opportunities have been found to be extremely,
o influential (eg Dole 1970). by

It is clear from this brief réview that while there is obvxously a w1de

variety of reasons for staying on into the sixth form or going on to university,

economic factors are extremely 1mportant, * -,

‘The motives*that ‘impel sixth formers to seek higher education are
many, varied and seldom clear-cut. A minority wish to continue for its
own sake the study in depth of a specialised sulfject to the fop of their
bent. . . . Sorne studenfs have a specific career in mind. A larger number
are anxlous to develop over a wider ‘field’what the Robbins Comrmttee

lled the general powers of the mind. . . . Some ask for no more than &
stimulating opportunity to come to terms with themselves, and to
discover where their real interests and abilities lie. Others have no better
reason than involuntarily to fall in with the’advice of their teachers and

the example of their contemporan&s But not far from the surface of .

most candidates’ mmds is the tacit belief that highér educatxontllygo
far to guararitee them a better job’ (HMSO 1972) -

N )

A decade earlier the Robbins Committee was more forthright: ‘We deceive
ourselves if we claim that more than a small fractidm -of students in
institutions of higlter education would be where they are if there were no
significance for their future careers in what they hear and read . . .’ (HMSO
"1963). , Y L .

POLICY ISSUES AND CONCLUSIONS '

At the 1978 North of England Education Copference Shirley lehams at

-that time Secretary of Stdte for Education, re,ftc:ted on the achievements of
. the Krmsh education system: ¥ v

[}

‘We have transformed our school system, raised the school leaving age,
massively expanded our higher education, instituted reasonably
generous awards for post-eighteen year- -olds, and here, between sixteen
and eighteen, ihousam':ls of our eager able and qnergenc youngsters
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' . trickle away. of course, I would welcome theif going into the world of
‘ employment if they were getting effective ‘ttammg mskﬂls and-effective————
opportunities to continue their education on a part -time basis; but most

of them are not.’ «

In spite of all of these changes in ec]ucaueﬂal Policy, the traditional under-
representation of young people from wor mg-class backgrounds p’erswts in
upper-secondary and higher education. 1% is clear from this research review
¢ that itis at the school-leaving age that most working-class drop-out occurs. It
is” therefore in the period leading to, and including the minimum ,
. school-leaving age that at least some public pohcm must be directed that are
aimed at reducing social class inequalities. Educationalists and pohcy
makers cannot console themselves with the thought that participation in the
higher level$ gf the education system is equally open to the equally talented:
. it would seem tifat notions of meritocracy have little to do with who does and
who does not continue their education at key transition points.
However ‘hard (it may be) to say to what extent the selectivity of higher
~education represents a denial of equat opportumty, and to what extent it
results from variation in pegple’s appetite for education’ (Jencks 1972), there
i is. little doubt that education policjes can be_formulated that will whet the
appetites of young people for contjnued study Access can be improved;
demand can be stimulated; and participation in upper-secondary and higher
education by under-represented 8roups can be increased. A combination of
educational, social and economic policies might well dq all of these things,
and tap the presently untapped pool of ability and.remedy the waste of one of
Britain’s"most valuable resources — human capxtal
The development of educational practices, in the latter. years of
compulsory education, deslgned to bring out the specific talents of poorly
provided-for groups, and“to encouragékontinuation, could pay dividends in
this respect. But while. specifically educational pohcm and practices may+ .
somewhat improve access to and participation in upper-secortdary and
higher education, they do have to be’ supported by other policies. Class
inequalities are associated with, and perhaps éxgcerbgted by, the inabilities—
of families to afford the cost of post-gompulsory education. While financial ‘
suppgst, alb);lt subject to parental means-test, is widely available for the .
over-¢ighteens-in higher educanon there is little monetary help for young’
. pcople (and their families) when they first choose o stay 6n beyond the
mmlmum school-leaving age. Research evidence indicates that the
introduction of" ‘educational maintenarice dllowances on a national basis
would help toraise demand for post-compulsory education.’Any government
concerned with equalizing educational opportumu&s and with the provision
of highly skilled personnel for the future development of the economy, would
. do well to place the introduction of educational 'mamtenance allowances very
. high indeed on"an,agenda of educational reforms. .
In Dccember 1980 a. governméht repdrt tltled“Educat:on 1.for 16-19 Year

-
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Olds stated that ‘We need more and better education and training for this
- age group.’ However, this bland-report did not even seriously consider the
benefits to be derived from educational maintenance allowances (benefits
. possibly increased at a time of high and increasing’juvenile unemployment),
side-stepping this particular issue with the now-familiar reference to the need
to reduce public spending, commehtmg that ‘as long as the need for
expenditure restraint continues there is no prospect of mtroducmg any
reasonably generous 16-19 awards system.’

It is clear that the government of 1981 and the Department of Educatlon
and Science have virtually no educational’ policies for sixteen-nineteen
education or for higher education, other than the general economic policy
drastically to reduce public expenditure on both, regardless of the
educational implications. Sugh a policy further reduces géneral opportunities
in post-compulsery educatigl and exacerbates existing class inequalities: it
also denies the need for educated labour in the future..

2

.

NOTES

1  Much depends, of course, on what is meant by equalify of opportumty
A variety,of interpretations are usefully discussed by Warnock (1975)
and Bowman (1975).

2 Other analysts see class differences as pnmanly economic or poht-ical
rather than educational or cultural in origin. There is in fact little
research evidence that working-class parents have lower general
educational ambitions for their, children, except to the extent ghat they
are unaware of opportumtles available, or are unable to conceive that
their own children are capable of competing on equal terms w1th'other

. children. For both working-class parents and their ,children th
possibility of upward mobility through education ‘seems so remote as t
be meaningless’ (Willis 1977). It is certainly correct that workmg-class

= parents commyand fewer resources and have less power over educat;onal

" institytiods. Ot

3" Comprehensive reorganization can take’a number of different forms; °

There are still large numbers of secondary schools that carry the label |
‘comprehensive’ but which are selective, or from which able pupils.have

been ‘creamed off’ (see Bellaby 1977). ‘
4  The number of young people aged eighteen or under who are regxstered
as unemployed increased by eighty per cent durmg 1980 ™
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o _ ‘ MATURE ENTRY
“ by b;offre} Squires

8

)
INTRODUCTION

Adults and Adulthood 3.

Duxing the last decade, there has been a marked increasé in' research into
.adulhood and ageing. This increase is neticeable in not one, but sevefal s
dxscnpl:nes _~ bjology, physiology, psychology and sociology. Much of this
research is ger Yology, concerngd with-the very eld, in whom the problems
W  of ageing are most visible and acutd® However, a more general shift of

. interest towards adulthood, and away from childhood, is discernible, and ~ ~

* with it a growing realization that what had previously been thought of as a

simple plateau or a straightforward, linear decline i a much more complex

and interesting phenomenon .

Concurrently, pubhc interest has grown. The word ‘ageism’ has been
coined; there are now organizations, such as Age Concern, which attemptto
look aﬁer the iriterests of the very old; pre-retirement courses age now quite
commof; and there are increasing references to ‘mid-life’ and ‘mid-career’

.+ problems. For women, the middle years are increasifigly being seen as a time
N of opportunity rather than stagnation, though whether those opponunmes
can always be realized is another matter. Our attitudes towards adulthood ,
“seem, therefore, to be undergbing a shift. The fact that this shift is diffuse
and imprecise does not make it any the less important; it can issue in a
. F thoysand more tangible changes. It cannot’ be fully explaxned but 1t cagnot
. be wholly lgnored
The,change’in the age structure of the populatlon — both here and in
the United States — ” must have something to do with jt. This is not a simple
* Yedistribution in favour of the old, but rather a series “of wave and trough
movements overlaying what appears to be_a longer<term trend towards an
" . *  older population. One such'trough is already affecting the schools, and will
) -+ soon affect higher education. Between now and 1996 the number of people
aged between thirty and forty-four will increase by about 1.6 million, the
number over forty-four by about 0.3 million, and the number aged between
sixteen and-twenty-nine will decrease by about 0.6 million. Any conceptual
.. Te-orientatign, towards adulthood is thus underpinned by a palpable social
> change, and the redistribution of resources which that implies. <
Another general factor which may affect our perception of adulthood is
- employment. Here again it is not easy to dxstmgmsh the wave dnd: trough
o movements of cychc unempléyment from longer-term structural unemploy-
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ment. Unemployment disturbs our sense of adulthdod. Being, at school is
another of the, things that distinguishes the child from the adult. Does the
unemployed adult then perceive education, as, a sensible alternative to
employment, or as further. confirmation of his loss of adult status? Just as the
growth of contraception has’ altered the child-rearing and therefore
life-pattern of many women, opening up problems and possibilities that
singply did not exist before, the rise of unemployment may cause fany men
(in particular) to reconsider their traditional lifé-pattern as a continuous
wage-earner, *

Adults in Higher Education - ‘ -
So far, we have mentionied some general factors which bear on our perception

of adults and adulthood. However, there are more precise and immediate -

reasons for examining the place of adults in higher éducation. There have, of
course, been adult or fmature’ students in hi lge\r education for a very long
time. In the late nineteenth century the growinlg ‘civic’ universities such as

Birmingham, Manchester and Leeds did a good' deal of their teaching in’ the i

£yning and atgracted a substantial proportion of students who were already
In employment. The adult, extra’mura] provision of the universities
developed strongly from the 1920s onwards, although it was marginal to the
mainstream of higher education. Adults have studied at Birkbeck College
London, or for London external degrees, for many#éars. There has always
.been a smattering of older students at other universities, and some of the new
universities, such as Sussex, made a deliberate. attempt to attract mature

entrants. However, three things have happened in the last decade which have

thrown matute students irfto particular prominénce. - <

First, the designation of the polytechnics in the,late 1960s and early
1970s. The age structure in further education has always been more mixed
and less narrowly identified with eighteen-to-twenty-one year-olds than in
higher education, mainly because of the prevalence of part-time study. The
polytechnics are gradually being detached from the rest of further education,
first under the heading of ‘advanced further education’ (AFE) and now as
‘public sector higher education’ (PSHE), and*he colleges and institutes of
higher education are included in this change. The result is that a substantial
portion of the higher education system in the UK now. has a tradition of
mixed age intake. Some trends, suchas the increase in full-time degree work,
may tend tomodify this tradition, but others, sugh as the growth in modular
credit schemes, should help to sustain it.

" Secondly, the opening of the Open University in 1971 was significant for
several reasons. It immediately increased the number @f adult students in
higher education by nearly 20,000 it demonstrated publicly that adults could
study successfully for a degree; and it showed, moreover, that adults without
the conventional ‘A’ level requirements could achieve pass rates.not very far
befow those with qualifications. In one sense, the OU was nterely confirming
what some people had known or suspected &ll along; but the great difference
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" lay in its visibility. As the most public of the ynivgrsities, 'its image is qlmost
as important as its reality. Press stories of dockers fishrfiongers, and
grandmothers who received their degrees are, of course, unrepresentative of ~
the main body of QU graduates, but that is not the boint: they are symbols of *

, what can be done, often against great odds. They consititue a counter-myth

_ against the traditional myth that old dogs cannot learn new tricks, the belief
that higher education is for the young only. The consequent change in adults’ 2
self-concepts affects not only potential QU apphcants) but alt potentlal adult’

. stydents in higher education.

* Thirdly, mature entry to highef education was spotlighted by the DES
discussion document Higfler Education into the 1990s. Against the
© background of am. impending fall in the eighteen—yea'r-old intake, this
docume t-discussed, inter alia, the
r posmbﬂny . that the demand, which is already begmmng tomake
itself felt, to dpvote more educational resources ta those already in
employment might result in more systematic opportunities for recurrent *

d education for mature students. Priority might be given at. first to those
who had missed higher education epportunities at normal entry age. But
this might not preclude more radical developments, such as a systematic
scheme for continuing education at an advanced level, or indeed at a

- non-advanced level.” (DES 1978)

‘Model E’, of which this was an elemetit, excited a good deal of mterest
not to say self-intérest, in the higher education world, for it promised a way
of avoiding the impending fall in student numbers for the best of reasons: -
expansion and equalization of educational oppgstunity. With the subsequent
change of government, Model E disappeared Trom public view, although a
Model E Reconnaissance Group within the DES continued work on the
subject. (The report of this group 1s not available, though the Times Higher
Education Supplement printed a summary of its main conclusions. ). ‘

Although the climate of higher education has changed drastically since

. 1978, and Model E is no longer a formal policy option, the'effect has been to -

’ make many academics and institutions much more aware of the potentlal of
mature student entry than they were previously. This awareness has been
sustained bymore recent statements by both the UGC and the DES (DES
1980).

\ It thus seems an appropriate time tQ examine the whole-questlon of

. mature entry to higher education more carefully. Not only is there the general "

, ground swell of interest in adulthood, bat there are spec1ﬁc reasons why

Jnature students should be of concern to those involved in higher education.

Such an examination is‘not, however, easy. To begin with, anature students “

cannot be discussed as a relatlvely homogeneous group. Consider the °

following ‘cases:

N — Ayoung man leaves school With three ‘O’ levels and works as a clerk

«in an insurance company for several years. He gets bored with the job

3 and its lack of prospects, and studies at the local FE college to get some
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‘A’ levels. He is subsequently admitted to study psychology at a
" university as a full-time student. His girl-friend, later wife, who has a

job withr British Gas, helps to support him while he is working.

— A woman leaves school with two ‘O’ levels, works as a typist for,
several years, then marries-and has two children. Both of these are at

school by the time she is twenty-nine, and she decides to enrol as an

Open,University degree student, partly because one of her friends, has,

ang partly to prove to herself that she can do better than she did at,
school. - . . '

. — A man in his late thirties is suddenly made redundant by the
manufacturing company for which he has worked in a managerial
capagity for fifteentyears. He finds great difficulty in getting a similar
job anywhereelse, and decides.tolook for an intensive full-time one-year
vocatiohal course which will re-equip him for a new career.

+ — A woman in her early forties, whose children are now teenagers, -~
decides she wants a job again, but a reasonably interesting one. (Before
het, marriage she worked as a secretary.) She is interested in the social -
work field, especially relating to children, but is not quite sure what level

. of qualification she would need to get a satisfying job in, say, the ,
adoption service.
— A retired teacher, mentally,active, wants to deepen her late-devel-
oping interest in history. She goes toan extra-mural class for one year,
which she finds interesting but not very demanding; on the other hand,
she does not really feel like committing herself to a full degree.
These five cases by no means cover the wide spectrum of potential
mature students and their needs, but they at least show how misleading it can
be to think of mature students as a single group. Not only are there
differences of age, sex, and family circumstances, but there are'important
differences in what such students need and expect from higher education. In
some cases they will want a full degree, it} other cases something less; in some
cases a vocationally-orientated course, in others a general one; in some cases
full-time study, in others part-time. In some cases, further education or adult

" education rather than higher education will provide the appropriate

opportunities. We shall try, therefore, in this chapter to retain a sense of the

plurality. of mature students and their needs. This is nét always easy, since

the statistics of mature students, and a good deal of the writing about them,

tend to lump them together-as a group which contrasts with an equally

»undifferentiated group of eighteen-year-olds. . - . -

We shill define mature:students, for these present purposes, as students .
aged twenty-one or over at entry-to higher education. There gre several
reasons for choosing twenty-one, rath8 than twenty-five, the age\at which
mature student grants begin to apply. First} twenty-one is still SOnnected
with adulthood in many people’s mind. Secondly, anyone who enters higher
education at twenty-one is likely to have beeri in employment for at least

lthree years: a significant aspect of adulthood. Thirdly, the Open University
Q .
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uses twenty-one as the threshold for (most of) its entry. Fourthly, the UCCA
» --—figures show that twenty-one-plus entry is of a quite different magnitude to
the main, eighteen and nineteen-year-old entry, and capnot be cerfused with
it (although university definitions of ‘mature’ vary from seventeen to
twenty-five). T ’
Higher education will be defined as comprising studies of, or leading up
to, first degree level. There is an intended ambiguity in the phrase ‘leading
up to’. One of the major curricular changes in higher education in the-last
decadehas been the gradual diSaggregation of what used to be an indivisible,
holistic -degree pattern, of which the increased role of advanced further
education is a symptom if nft a cause. Formerly, one studied consecutively
for three years; now studies can be jntb;rppted. Formerly one studied in one
place (and preferably in residence) whereas now one can transfer somewhat
more easily. Formerly, finals counted for everything; now one can
accumulate the degree by instalments of credit (Squires 1979). The two
patterns exist side-by-side today, ‘but the net effect is to make higher
'education much less easily definable than it used to be. How do we classify a
student who has gained some credits towards a degree, and then, apparently,
drops out? As a failed degree student or as a successful post-secondary
student? This:ambiguity is particularly important in relation to mature
students; and the. previously clear demarcation between higher and
coftinuing education is by ngw-decidedly blurred.
This chapter divides into three main sections. First, it reviews trends in
- » theenrolment of mature students in-highér education over the last ten years.
Secondly, it attempts to analyse the factors which have influenced these
trends and seem lil;ély to influence them over the next ten years. Finally, it
comments on higher education policies as they affect m ture students.
In doing so, three main questions are addressed. First-are there likely to
be more or fewer mature students in the future? Model raised hopes in

. . some minds that mature students will save higher educatipn from decline in

the next decade. Secondly, what kinds of higher edueation are mature
students likely to need? Clearly, we have {0 examine not only degree-level,
but sub-degree level studies as well. (Postgraduate studies constitute a*
further topic dealf with by Rudd in Chapter 6.) And thirdly,- what can be
done either to stimulate or depress.the demand from \magure applicants?
What are the main policy ‘levers’ in this area? ' ’

LY

e
All of the above questions imply an element of predictiog. Forecasting »

- the demand from eighteen-year-olds is difficult enough, as various
abandoned projections over the years have shown us; forecasting demand
., from a group-as multifarious as mature students is many times more
— difﬁgult. and all we can hope to do here is to make a reasoned guess. Irf any
, 3 ccase,itismorea cyrate to view future demand not as something that is going
to happen, Hut something that can be made to happen, or at least be
stimulated or dcpr@%s%i._Aﬁe samge‘time we must not fall into the opposite

trap of believing that adeft touch én’the policy controfs will always produce

Q * “ ' , .
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the exact, desired result. Higher education policy has more in common with_
sailing a boat than driving a car. : . .
Although there is now.a considerable literature on matuse eftry to
" higher education, most of it specific to one institution, it is more appropriate
here to draw on it in passing, rather than to make a formal review. In any )
case, there are still many questions on which little or no empirical evidence
exiss. Of necessity, we shall be dealing with many unknowns.
A REVIEW OF TRENDS o
In this section, we shall review trends in the enrolment of mature students
(aged twenty-one or over at entry) in higher education, as a preliminary to
analysing in more detail in the next section the.factors affécting such trends. -
The figures will relate to the universities,the Open University, and advanced
further edueation; and will usually be for the most recent available decade.
The purpose of this review is not to aftempt quantitative extrapolations into
. the next decade, but to give an overall picture of numbers and trends.
Two general “peints should:Be made. First, the statistics currently
available on mature entry do not always allow us to disaggregate tétals in the
ways that we would wish. Thus, while we cah get a general picture of trends,.
it is sometimes impossible to distinguish between full-time and part-time,
men and women, or different adult agegroups withithosg trends. Secopdly,
overseas students have been excluded fromh ‘the figures. ‘They tend to be "~
* significantly older than UK students on entry to higher education, ang thyg«
inflate the figures for mature entry as a whole. For example, in 1979/80, of2
the 7000 overseas new entrants to universities in the UK, almost half'(3,495)
were aged twenty-one or over (UGC, private communication). Our intérestin - ,
> this chapter is in ntfature entry by UK students. Postgraduates have also-been’
“excluded. (These figutes are for the whole United Kingdom and are therefore
ot comparable with those of Chagter 2, Table 2.3, p.71.)
P, <
Universities . 4 - N
Have the number and propottion of mature students entering the universities

Jdncreased or decreased in the last decade? Table- 5.1 gites figures for
- full-time/sandwich undergraduate new entrants for the e of the Uni
Kingdom. It can be seen from this that the number of maturéstudents has

increased slowly but ‘fairly steadily from 8500 in 1971/72 to 10,200 in v
1979/80.+This growth is ‘accounted for by an increase in the number of . ~‘
women, and of men aged twenty-five and over (the age at which mature

. student grants begin to apply). The proportion of mature students has,
however, fallen marginally from 13.3 peg cent of the total intake in 1971/72,
t0 13.0 per cent in 1979/80, although this statement conceals a sharp rise in *
the proportion of women, and a fall in the préportion of men, gharp in the °*
case of those aged 21-24. Obviously,”if tHe eighteen-year-old intake fell " % -
significantly, the proportion of mature students would rige, but the numbers - .
involved are not large. ‘ '

2 \
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TABLE 5.1 ©os ‘ . a
. Full-time/sandwich home undergraduate new entrants to universities: by sex
and age: United Kingdom (Thousands: column percentages in brackets)

1971/72 "1973/74 197576 1977/78 ¥979/80

20 & under M 362 35.3 380 406 412
: (570)  (553)  (54.5) (s4.0) . (523)
CF T 189 200, 223 247 274
(297 (315) (20 (329) (348
2124 M 44 3.7 .40 39 3.8
‘ ' (7.0) (5.8) (gg (52 ® (48
"F° Ll 14 g 1Ss 1.7 19
L (18) (22 . (22° (23) (29
7 e 25 & Ofer M 20 21 23 24 24
\ | G2 G2 63 G GO
- F b9 . 13 15 - Q7 2.1
\ _ * (1.3) (20 (22 22) Q7 -
Total S - 636 639 698 751 78.9
« . (1000) (1000) (100.0) (%99)  (100.1)
£ Total21 andover 85 847 94 97 102
: T3 3 135 (129 (130

t* Source ‘ . -
- UGC, private communication. )
. M v

As to part-time undergraduates, most of whom are mature by our
- definition (see Table 5.2), UK universities (excluding the Open University)
enrol amuch smaller proportion of part-time students than do universities in
many other countri¢s. The figures involved are. therefore very'small
compdred with the total intake. Table 5.2 (which is unavoidably incomplete)
shows that the sofal part-time undergraduate population has risen. from 3145
- ° in 1971/72 to 3703, in 1979/80. Of this 3703, 85.9 per cent were aged
) +, % twenty-one or over. The time series is sgarcely long enough for us to comment
* meaningfully on trends. Agaif; however, women, at least those over
twénty-five, are a rising proportion. It will also be noticed that, as the figure
... - for 1973/74 suggests, the part-time total fell (for three years) after the
opening of tHe Open University in 1971. With the very recent growth of
part-time degrees offered by other universities, ‘'one might now expect to see a
x continued upward trend. But even in 1979/80, Hirkbeck College London

"}
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¢ b&under: M= “notaviable 198 171~ 188
i RS, (6.2) (4.8) (5.1
F ™ot available - 374 361 333
. (11.7)  (10.2) (9.0)
2124 M " notayiable 425 388 453
' (133) (109 (12.2)
F.  net available 287" 306 307
. . (9.0) (8.6) (8.3)
Q5&over L, . M not available 1110 1297 1320
(346) (365  (35.6)
.o .« F notavailable 810 1027 1102
, \j (253)  (289)  (29.8)
All ages M 2061 1662 1733 1856 1961
= (655 (605)  (541) | (523)  (S3.0)
| .
: F 1084 1084 1471 1694 1742
- T(34.5)  (395) (459) (47 (47.0)
Total 3145 2946 3204 3550 3703
) (100.0)  (100.0) (100.1) (99.9) (100.0)
Total 21 & over na. na. .- 2632 3018 3182
(822) (850) (859)
Source o : :
UGC, private communication '
. The Open Univer.sfity , ’

.
-

alone accounted for 30 per cent of the home part-time un
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dergraduates.

TABLE §.2

Part-time home underg
University): by sex ahd

in bralckets) i

-
3

~

‘ A)
raduates in universities (other than the Open

age: United Kingdom (Numbers: column percentages

} » ,? ”
.

1971/72  1973/74 1975/76  1977/78 1979/80

The Open University does not ad
for a very small experimental
-_entry in our terms, Table s,
decade, in the form
.eventually become

’

stered students. The figures

.

mit students under twenty-one at all (except
group); hence it is entirely devoted.to mature
gives the figures for OU entrants over the last
an admissions- cycle, whereby initial applicants
for the first year of entry
\
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TABLE 5.3 - . a
Applications and admissions to the Open University (undergraduates only) ) a
- o
- , . -
1971 1972 1973 ,1974 1975 1976 1277 1978 1979 1980 1981 g
: ) o
Apblications 43,444 35,182 32.Q46 35,011 . 52,537 ‘52,916 49956 45,293 42,754 45311 43,004 E
Places. - .25,000 20,500 17,000- 15,000 20,000 17,000° 20,000 ~ 21,000 21,000 20,000 21,000 2.
wvilible ®* — - ¥
. o =
Provisionally 24,191 20498 17,004 14,475. 20,045 16,311 19,886 20,882 20,709 19,439 NOE g
registered . R ] available .
students A . ) ' .
(Jan 1) - .- .
2 Finally 19,033 15,564 12,405 10,85 14,830 12,230 14971 15,669 16,729 14,150 Not
registered. , ' * available
. Students . ' , . . ' .
Source ' ' N s
Anal)s:s of Applxcattons Jor Undergraduate Study mth the Open University i m 1981 Open University lnformauon
services, November 1980. L . . . ¢ . .
¢ . . ' :

’

.
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are a unique case, and can bg excluded*from our analysis. After 1971, the’
" numbers of finally registered stidents fluctuate around a mean of .about
© . 14,000 ranging'from 10,856 in 1974 to 16,729 in' 1979; most of thp’ .
fluctuation reflects the variable number of places available. Applicatiohs’. -
likewise, fluctuate rather than show any discernible trend, and seerp to have :
levelled off in the 40-45,000 range. Ty points may be noted: first, that the. "
/ number of finallyregis ed studefits i§ often around a third of the number of °
- applicants; and secondtstl;‘lat’the rate of initial inquiries to applications in *

1980 was itself 2.44:1 (84

.

,051 inquiries). In other words, between initial

inquiries and final registration, 'some 70,000 aduls (or five times themumber ;= - °

who finallyregistered) decided that the Open University was not fer them, or
were selected out. This siiggests a considerable ‘potential demand for some
form of post-school. education, and we shall return to this later in the
chapter, - "7 < . '

These statistics donot include associate students, for whom Table 5.4
gives figures. These are students Who register 'to take individual courses, not
the degree programme, The number of such students has risen fairly*shglily
from 2042 in 1973"(when the programme began) t0 8917 in 1979. (Thisfignre
does not include students on short tourses, of whom there were ahout

. 14,000 in 1980.) . . . N

.-

TABLE 5.4 .o R ‘
Open University Associate Students (excluding short courses): applications
and final registratibns ) .

S

. 1973 1974 #1975 1976 1977 1978 1979

. . ‘ -
Applications 3356  221F 6,51 7462 10648 11384 14,181
Registrations * 2042 1336 4360 4486 5974 7,209 ., 8917

Vs o S

Source ' . T N
Open University Information Skrvices .

-

Advanced Further Education -t L ;
Turning topublic sector higher education, which comprises the polytechnics,
colleges/institutes of higher education, and ‘advanced’ courses in other
further education institutions, Table 5.5 gives us figures for full-time initial
home entrants. These are broken down into ‘Initial Teacher-training’, where
the toral intake has been reduced in the last seven years to a quarter of its
previous size, and ‘Other Public Sector’, where the total intake has’almost
doubled. In initial teacher training, the proportion of mature entrants rose
with some fluctuations from abmftg 26 per cent in 1969/70 to 31 per cent—'m\ !
1979/80. However, in the othér public sector category, the increase is much
. moré marked: from 31 per cent in 1969/70 to nearly 38 per cent in $979/80.

' Mature entrants now account for 37 pér eent of all public sector full-time

» , , . A > ! )
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158 ACCESS TO HIGHER EDUCATION
entrants. (The high propomon of full-time mature students is found on
advanced but non-first dégree courses: 51 per cent as against 27 per cent on
first-degree, non-teacher-training courses in the-public sector in 1976/77
(CUA 1978).) Mature students are represented in even higher numbers on .
part-time advanced courses in the public sector, on which the vast majority
95 pe?cent) of students are enrolled in courses other than for first degrees
{see Chapter 2, Table 2.2,-p.70). Seventy-two per cent of home entrants to
part-time, day, advanced courses in 1976/77 were aged twenty-one or over,
and no less than 90 per cent of those to part-time evening courses (CUA
1978). These proportions and the trends are striking, and demand
explanation. Unfortunately, we do not have figures which allow us to do it
adequately. . .

-

TABLE'S.5
Full-time/sandwich home initial entrants to Advanced Further Education:
by age: England and Wales nds: column percentages in brackets)

1969/70. 119\<1/72 1973/74 1975/76  1977/78 1979/80

Initial teacher
training

20 & under y . " 25. 8.1 5.8

.

21 & over. . X 8.1 2.7 2.6
° (29.3) (25.0) (31.0)

Total © 3. . . 27.6 10.8 8.4

‘ I3
Other public,
- sector

20& under  .18.4 208 209 2%.3 28.9 31.4

& over 8.1 9.4 10.4 125 16.7 19.0
. (306) © (3L) (332 (340) (367 _ (31.6)

Total 26.5 430.2 313 . 36.8 455 50.5
. . .

4

Source .
DES (Statistics Branch), private: communication. L.

" We have now seen the overall figures for mature entrants to the whole of
the higher education sector. However, figures relating to adult education are
also relevant, in so far, as adiit education students form a pool of potential
HE applicants. Most LEA adult education is not closely related to higher
education either in terms of content, or level, and we need not therefore
consider it here. However, the courses provided by2 the ‘Responsibié Bodies’

. 173
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— eg university extra-mural departments and the WEA — are closer to
higher education in the type of subject studied, and on the whole in their
academic level. Mostistudents see these courses as an end in themselves, and
do not want to take on more systematic, assessed courses; but some use them
as a stepping-stone to more sustained study. Table 5.6 shows that the pool is
very large indeed — nearly 300,000 students — and that there is a slightly
wobbly, upward trend. (Adult education courses are price-sensitive, and
recent fee increases may well cut into these totals.) Even if only a tenth of
such students were interested in some form of higher education, this would
still mean a pool of nearly 30,000 petential applicants; which, together with
ou ‘non-reglstenng students (assuming no overlap) makes a total of

100,000 per year. . ™~
TABLE 5.6
Students taking courses of adult educaf'ﬁ provnded by r&sponsxble bodm
. '4;\ , ! !
Male . fFemale Total
. 1969/70 105,093 144,043 . ‘249,136 |
. \
1970/71 106,658 ‘ ‘148,072 = 254,730 }
197072 .- 7 115378 155,767 271,145
. 1972/73 ‘ 112,181 . 155,118 267,299
1973/74 112434 - 156,940 ' 269,374
1974/75 . = 115,613Q 159441 > 275,054 .
1?75/ 76 118,230 167,672 -285',902,
1976/77 121,380 165795 287,175
1977/78 - na ‘ na. . / 272973 °
1978/79 - . °na . na. 280,154 :
Source N e ‘
Statistics of Educatxon, Vol. 3 and DES (Statistics Branch), pnvate oy
commumcatlcn . ‘

The figures available to us hére can do no-more than stxggst g#neral'
proportions and trends. Three general features emerge. First, in the majority
of categories, the trenid is either stable or.upward, both in terms of numbers
and proportions. Secondly, the very marked increases in the polytechnics and
colleges (PSHE) contrast with the very slight increases in the universities. 4
Thirdly, there are indications_ of a fairly substantial of demand, or, .
perhaps more accurately, of demands. Thls lqads u% the necessity of

ER ico - | =
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" +. disaggregating the whole concept of a ‘mature student’ into ﬁxlér categories;
- first a more detailed analysis of the factors affecting demand is necessary.

FACTORS AFFECTING MATURE DEMAND 0
The previous section reviewed trends in mature entry to higher education
over the last decade. Are these likely to continue over the next ten years? So
" many different factors can affect the trends that we, cannot know for
certain. The natural attitude is toact as if the future will be an extrapotation -
., of the recent past. Some analysis is therefore in order, if only to test this
* . implicit ‘continuation model’. ’ s
There are thiree main problems with such an analysis. First, one has to
arrive at a satisfactory classification of the relevant factors. Useful examples
are given by Harnqvist (1978) and by Williams and Gordon (1976). But
secondly, even if one arfives at a satisfactory model of classification of the
4 factors affecting demand for education, one still faces the problem of
¢ weighting such factors. How far ddes an increase in fees outweigh a
reduction in entry requirements? Will a more positive self-concept among
adult students outweigh the prospect of worse graduate unemployment?
Thirdly, there is the problem of assumed rationality. Explanatory
models tend to displgy what Carley has called ‘analytic rationality’ (Carley
. 1980) yet there is no guarantee that individual students doin fact consider all .
the relevant factors, weigh them carefully, and then make a decision. They
may not knowall thé relevant factors; they may be influenced by unconscious
factors (eg the-desiré to get out of a marriage) or they may-considendifferent
factors at different stages in the decision process, Nevertheless, the point of
such models is to account not for the unique decisions of individuals, bt the

\

aggregate effect of large numbers of such decisions. -,

- In short, the problems of forecasting demand for education are mu
=7 ..greater thanthose of a manufacturer forecasting the demand for even a new
7" - anduntried market product. Where the market product has a definite price,

-~ &ducation is an aggregate of a lot of different costs, which are often difficult ™
to estimate individually (eg fees, travel, books and materials; loss of income,” "
loss of overtime; possibly .offset by grants or loans). And where the market
product may often have a fairly precise benefit some of the benefits of post- -
school education are notoriously difficult to quantify. It is little wonder that

_analyses of educfional demadd tend, after' due acknowledgment of
" subjective factors,¥to concentrate only on those things which are most
concrete and observable; pricings policy, -admissions requirements, and
employment statisti¢s. This is an,approach that we shall try to avoid, .
believing it to be imbalanced. (It should be added, however, that among —
these ‘concrete’ factors can be found many of the policies which are
susceptible of relative]y easy charige.) . ,
We have \already suggested that the implicit assumption about.the =
future is that it will constitute, roughly, a continuation of the recegt past. We .
will therefore confine our analysis to attempts tafogesee any major challenges
\)‘ o ) » . My e ¢
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to that assumption; in other words, to predict major changes in the climate,
rathedthan try to forecast the weather from day to day. Five broad headings,
ranging from the personal to the institutional, will be used.
Personal Factors - v
Although the term ‘self-concept’ is a relatively new one, common sense has _
always told us that what a person thinks of himself or herself isan important "
influence on behaviour. In compulsory education, the self-concept has a
major bearing on learning achievement (Burns 1979). However, in post- -
A compylsory education, it affects demand as well. An adult may consider that

. heorshe is not capable of, or not suited tastudying for a degree, for a variety
. of reasons: t00 old, too busy, too Yazy, not intelligent enough, not-‘disciplined
" . enough, not liRely to get on with a crowd, of ej téen-year-olds. Adults on
‘returtr to'study’ gourses typically express doubts about themselves, on many
Counts; they complain about their congentration, their memory, their mental
blogk about writing essays, not to mention sitting exams.* They tend to be
surprised and relieved to find that other adults have similar doubts and .,
uncertainties, and one value of return to study courses, quite apart from
t - teaching ‘study skills"is to allow aduks to share these problems with each

other. . .

: * At the same tige, such ‘sel?-doubts are now counteracted by the belief
that it can be done: a belief that appears to be spreading. Adults have
studied for years in night classe{in FE, of in adult education. However, the
widening belief that adults can study-successfully for a degree or something

® negr it is probably due mainly to Jhe Open Ur“'gersity and its visibility.
the more adults who do get degrees; or Diplomas in Higher Education, the
greater the chance that an aspiring mature student will know someone, or
someone who knows someone, who has done it. That chance will still be '
much greater among middle-class students than working-class, butt is as if
a small but significant ripple were spreading ' throughout the adult
o population. The analogy here must be with the women’s movement: diffuse,
generalized, uneven in its impact, yet impossible to ignore in any analysis of
late twentieth-century attitudes towards work, family life, child-rearing, or,
indeed, education. . )

Secondly, adult roles have been becoming gradually less well defined .
over a number of years. Male/female roles ‘within marriage have been -
challenged in a number of ways. The maternal role has been altered by
efficient contraception. The male wage-earning role is affected by

. unemployment. Roles within jobs have also chan@ed! there is less deference,
more questioning of authority. Teacher/pupil roles at school have also
changed. Old people have, to some extent, had their role taken away. The”

~netion of ‘participation’ has affected political roles.’and so on. The resulting
¥ ! %
XThese comments are based on a number of Retwzn fo Study courses which

” the author has run, as well as on literature on thé subject. ' ’
r.
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adult roles ar€*more complex, and more fluid than they were, say, in the
immediate postwar years.

How might this change affect mattire entry to higher education? Often it
may not provide a'positive incentive but simply remove an obstacle. One
aspect of role fluidity is experimentation with new or different roles, and
education in some circumstances provides the context, and the legitimation,
for that. Such’students would be enteririg higher education not so much to
study a subject, as tp develop their lives.

We have discussed the adult’s ¥elf-concept and roles, but what of his or
_ her interests? Enrolment on a course can also grow out of a self-developed
interest, hobby, or intellectual need, which may have developed late in life,
or been héld in abeyance for some years, while other activities took priority. °
Tough has shown that small-scale, self-directed_adult learning (which he
labels ‘learning projects’) is ubiquitous i adu ulation, and does
not mirgor the sadly familiar, social maldistribution of formal education
activities (Tough 1979). A ‘learning project’ might be defined as up to ten
hours spent over the previous six months trying to master any cognitive,

affective or psycho-motor problem: anything from handling a relative’s °

estate, to putting in double-glazing, or developing an interest in fossils. The
implications of Tough’s work are mainly for adult education, whick he
suggests should be largely directed towards backing up and developing these
pre-existing learning injtiatives. Many, perhaps most, learning projects are
remote from higher education both in terms of content and level. However,
some may develop to the point where a short degree-level course (as distinct
from a full degree) would be the appropiate next step. Some existing adult
education courses and some OU associate students courses may fall into this
categoty. - . ‘ e .

There arée other trends which may affect the personal aspects of mature
student demand. Changes in the age at which people get married and have
their first child; the number of one-parent families; changes in housing
conditions; the provision of nurseries and pre-school education; all of these
may bear on the decision to enrol. However, it is difficult even to speculate on
the effects of such factors, the more so since those effects may differ with
different forms of higher education. For example, a tendency to delay having
a first child might increase the possibility of doing a full-time course in one’s
carly twenties; ‘but it might make little or no difference to part-}ime
enrolmghts. e :

I have suggested that a subtle but significant shift in self-concepts and
role perceptions may make adults more likely to enrol in some form of .
post-school education (not necessarily higher). Such™ generalizations
obviously need té be qualified in terms of social class and other factors; for
example, the shifts I have described are more obvious in the middle class
than the working class. However, the general conclusion must be that such
‘ changes as occur are ‘more likely to.increase than to decrease demand.

\
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Occupational Factors . LT .
By occupational factors, we mean factors related to an adds paid.
employment which may either encourage or hindex his or her enrclment in
higher education. We must first distinguish betweeniattitudes towardsYigher
education, *and arrangements for facilitating i{. Even if no fodmal
arrangements for job-release or paid educational jjeave (PEL) exist, the
attitude of an employer (and colleagues, workmates) towards enrolment in
higher, egucation can be important. Will' he allow* time off to do
examipatiens? Will he be supportive or hostile? Thefe are many small ways
in whith.the mature student’s life £an be made easigr or more diﬂ:lcult by an
employer or the people, He works with. Some mdture st S keep quiet
about their studies because they feel that their workmates will laugh at them,
%or regard them as an odd-ball: However, if a general shift in attitudes is
indeed taking place, it\will affect the workplace as well as the family.
Beyond.this, formal arranggments for job-releas and paid educational
leave are pyolved. A recéht NIAE study estimated that some three to four .,
million people in England and Wales were .in receipt of PEL i 1976/77
(Killeen. agd Bird 1981). In terms of students, two-thirds of this was
‘in-housé”yie provided Hy the employer. But in terms of student days; some
40 .per ce}\g}f;‘qﬂ provision was made by higher and further edugation
: _institutions, Which typically run much longer courses. Some idea of the
relative distribution of PEL courses between institutions can be gained from
Table 5.7 b%qd on the study’s sample representing 23.8 per cent of England
" and Wales. \— L . S :
++ It is not possiblé to Mmakew precise distinction between further or
non‘advanced and advanced ‘or higher education from Yhis table, but a rough
estimate would be thaxhigher education courses account for about one-third
of the total sample. vy = .

There thus appears {o bea substantial element of PEL-related couﬁes in
higher eduication already. ItAwould be interesting to know, first,*if the .
provigian' is increasing or decretsing and, secondly, w her the distribution
between the.universities and PSHE is changing. It.would also by interesting
to know how much of the provision tonsists of short ceyrsgs, and how much-
of longer courses leading to a qualification. (Note that degrae tourses. are
eyluded-from the ﬁgu}es.) _ . T L

While, there is 4 ground swell of support for (or at legxmerest in) PEL,
not only in the UK but in-other countries, notably France;xGermany\and

Sweden, jboth the present economic stringencies anl the attitiides of mést
employe{s are likely to'limit the'extent of PEL, and also its direction. While
the NIAE study presents cogent arguments for a very broad interpretation of
the purposes of PEL, employers ikely to con;lnue’ to want to see some
relationship between PEL and Rroductivity. Studies’ of PEL in other
countries have also identified various asymmetries in the provision and
take-up of PEL: more large companies than smiall ones; more men than
women; more high-level students (eg agerial or professional) than

Q + .
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low-level; more ‘urban Students than rural; more young people than old
N people. Although the implications for "higher education are difficult to
hoos foresee, it seems unprobable that,the level of provision will decrease in the
next ten years; an well mcrease under he impact of technological

. innovation. Howe difficulg to imagine PEL becoming broader, and

less_spemﬁcally linked'S ctlon except as g resplt of a alrect <

din, is difficult to imagine in the present
.. clrcumstances Current government policy on post-school education suggests

e an increased emphsis on vocational aspects and some withdrawal of supp
for general or liberal education. Thus if PEL-related demand does i incregse,
A it seemns likely to affect some departments, and even some institutions, more

. than othersyand to benefit vocationat; Commercial and Wb‘mts in
r »

Lo o patialarn o | -

.

-

‘l‘ABLE,S 7. \
€, Estimated numbers o‘ students f pard educatlonal leave by type of )
= mstltutlon' ) 3 " .
Type of Provider. oL ‘ ' Adjusted
s ) . ~ : L Student
. : ) N _ . Number
. University Departments (Non EMDs) . 18,023 ,
) Extra Mural Departments . \ . 4,1?/
Polytechnics . RGN X (S I
T - Colleges-of Art . ‘ : : . . 167
Colieges of Educaiion . 244
. Colleges/Institutes of ngher Educatfon ] L 6,493 A
'Y Colleges of Technology e . 9,458 .
. __*__ _Technical Colleges Y ~ L. l3,84f1
Colleges of Further Educanon 13,235 -
v 7 Agricultural Colleges o . 2,103
" Horticultural €olleges - T T 282,
Other Further Edifcation Major Estabhshments ' . 12,4667 .
. TUC/TU Colleges o, . T : 1,857
WEA - - . ’ . ¢ /2 971
- Al Other - ‘ .o 35,258 .
- Non-response — 223 courses (4.0%) 1 . o 25,409, :
~ TOTAL- . ’ . ) ' 140,641 _»
’Excludmg degree courses and distance leaS'hmg . N
.. (eg Open Umversrty and correspor}deg colle%es) \ ] : 1
‘ -~

Source i R '
Killeen and;Bird (1981). eyt
Q \‘ . ’ | J . S
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Financial Factors ¢ ' ' }y\s \
ed,

The financial factors affecting m.aiture st t demand can be an

s either in terms of costs, or costs and™Benefits. Even the first is difficult. The

mature student is typically faced with a package of costs, each of which may
vary in its own right,-and for reasons uniconnected with other costs in the
package. Tuition fees are the most obvious cost, and these vary consideraply
“from one institution to the 'next. There is not even a standard univerSity

. policy, as yet, on fees for part-time degrees: they may even vary within

. institutions. (But recent UGC gujdance suggests that standard fees maysoon

) be prescribed.) In general, part-time fees are not high, compared to full-time
fees, but part-time degrees inevitably take longer. * 5 .

. Moreover, nfition fees may be met, or offset, by a grant, depending on
thé type and level of cousse. Grants are discretionary for all except full-time
degree courses,.and the chances of getting gne .depend on the policy and

. finances of one’s local authority. Charges for halls of residence also vary; as
will, charges for private accommodation away fromvhome. Two other major
items in the package of costs are materials and travel. The'cost of books and
of essential equipment may or may not be offset by a grant; likewise with, L

A
* 41 <rayel. With the increases in the price of travel;-this is a major cogsideration

for any commuting student. Finally, theéfe.are other possiblcosts associateg
with <hildcare, loss of overtinte or second incOmes, social expenses associa
with studying; and e)ﬁra'heazing and lighting. "~ ~ .. S ' 43
" The zalculation of benefits to the \individual student fs~even more
 difficult. Rate of return analysis depends osh the likelihood ef getting a job at
 the end of the course, which in turn depends on general levels of graduate
>+ unemploymént, and spcific levels related td the type of institution attended, - :
and the subject studied. Moreover, the’ older, the student, the fewer the < C.

" rerfiaining years in" which to benefit from" the ‘extra’~return; and in many

*  cades the larger the amount foregone while studying, if study is full-time.
This implies' 4n increasing disincentive to full-time study as one gets oldef.
However, the adult’s disposable income will vary over the life-sfan, with

« . thifties when childrenare being reared, wher a second income may be
reduced or absent, a mortgage has been taken on, and the salary has hot
reached its peak or plateau. ) . o ! . .

./ - With all these shifting conditions, can we say anything definite about - .

/the financial aspects of demand? The current goyernment- is increasing
)_studcm grants below therate of increasé in inflation, and has also considered

. "(but has temporarily shelved) the introductionNof a loan scheme. If extra -
money does become available, it seems likeJy to be for Non-Atlvanced

N Further Education, perhaps even channelled through employment .not

. &ducation funding. There are also signs of a shift of policy emphasis as

rcgqrds levels of study — eg the er;couragément\)f training for technicians .

rather than technologists — as well as direction — vecational rather than

general. However, continued high unemployment rates could encourage

AN

J— —— e e~

IToxt Provided by ERI

¢ ‘berhaps the'greatest pressures on him or Her in the late twenties dnd én'ly o

. s



<

i

166 ACCESSTO HIGHER EDUCATION

government support for retraining schemes at every level. Nor is there much
chance of the other costs in the package being held down: they tend to be
either energy—relate;i (travel, heating), or labouir-intensive (teaching, halls of
residence, meals, child-minding, publishing). Moreover the fact that a

package of largely unrelated cests rather than a single, all-inclusive exfense

is involved'makes control less easy and less likely. Without a detailed study of .

costs and trends, we can do no more than guess, but & seems unllkely that
finagcial factors, as described above, will make ‘it. srgnlﬁcantly easier for
mature students to enrol, in the next decade. They may well make it more
dlfﬁcult ,

. . $ ’
Vocatzonal Factors : -

By vocational factors, we mean the likelihood of a student getting a job, or a
better job, or not losing a Job as a direct result of what he or she has studied.

We have reviewed trends in graduate unemployment elsewhere (Squires
.1981), Neither the general proportion of graduates unemployed, nor the
trend appears to be a major cohcern at the moment. However, there are
consrderable differences in the unemployment rates as between subjects with
the arts and social sciences meWorst and the average unemployment
figutes for the polytechnics and colleges are significantly worse than for the
universities. Several careers specialists have recently predlcted a sharp
worséning in all the higher education figures. On the other hand, they have
predrcted this. for the last two years, and there may now be some signs that
¥ the recession is bottoming out. Trends in teacher employment and public
service emp'loyment are” already affecting figures adversely; dn the other
hand -a gradual technological npgradlng of the economy would benefit.
miany graduates. Anid there are signs that sgiie institutions are taking steps
.to equip ‘nop-vocatlonal students’ wrth some mafketable skills (in
‘mathematics, cothlng, languages), in addition to the- ‘trained mind’
which they are assumed to have developed. G, J‘zduate unemployment is thus
: matter of uncertainty rather than serious anxrety, and in thls the UK drffers

viTo ave takena full-time degree find it more difficult to geta ]‘ob
than their young counterparts. Upper age limits, explicit or implicit,” still *
exist in many employment sectors. Order graduates may have to be paid-
more. The strgma of ‘instability’ may attach to them, if they have®thrown up

a previous job to studx For the younger, mature student (say, in- his late = °

twentlés), matunty is, however, a possrble bonus. He  hasgfie work expenencen
savoir-vivre that young graduates, ‘wet behmd.the ears’, will nof have;,”
?g he is still young enough to repregent a good lnvest ent‘jfor a.gompany.,
or the part-time mature stident, the situation ﬁdffferent'agaln and less
. risky. Such "student wﬂl eitRer have pevey left his j job, or.-will be emerglng
froma household role. ln either ase,,a.quahficatr S llkely tobe-a deﬁnrte
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asset, in terms of promotion, or of getting into the job market. . \

A large question-mark, howevgr, hangs over the trend of general
unemployment. Is thecurrent high figure-of 2.5 million due to-cyclicat — — 7
ecoriomic fagors, -or is there, in addition, a long-term trend towards '
structural unemployment, caused by labour-saving technaqlogy, and competi-
tion from low-wage developing countries? And if large-scale unemployment

. is hereto stay, will it increase demand for higher education-(either as a hedge
_against unemployment, or' as leisure-ﬁlleg) or decrease it, as people,
especially teenagers, go directly into jobs rather than risk the uncertainties of
higher educatiog? . . o ¢
atéver happens, part-time study would seem to benefit. The adult
whe gets a job as a frst priority can then try-to upgrade or re-orientate
himself while still holding. on to the job. Greater leisure; through a reduced
working week, also facilitates part-time study. Unemployed adults~can *
attend part-time courses (in thé evening) and still qualify for benefit. (They
- 'may also be sent on full-time training courses?) Housewives can study
part-time. The risks of full-time study would, by contrast, seem to fncrease.
The ejghteen-year-old no longer has a guarantee of a job at the end of a
degreercourse, and the knowledge of that fact is.perhaps spreading, even if
the'figures are not getting worse. The adult who gives up his job to study
full-time is taking a major risk. . T .
with.the other factors we have analysed, it is difficult_to assess the \
impg:ts of vocational trends. They may affect alance and structure of
higheg‘ducation, rather than its overall size, leading to proportionately more
part-time demang. Whatever happens to employment trends over the nest . .
decadé, the individual adult is likely above all to perceive uncertainty:
®  uncertainty created by technologicalL‘ economic and political change. In 4
’ those cifcumstances, the naturai reaction perhaps is to hedge one’s bets, and
to. sée higher education not as an altérnative, but as g\gomglement to
employthent.” ~ . - o ' :

Institutional Factors - . * : ) P

Finally, in this analysis of the factos which .affect mature student demand, |

. we must comment briefly on institutional factors: those' aspects of higher )
ducation” institutions which seem likely Yo have a direct influence on

, -enrolments. Left to themselves, institutions would have every reason to want .

to attract more mature students in the 1980s. The polytechnics and colleges - *.

already have a tradition of mixed age entry; but the impending shortfall.of  *

eighteen-year-olds has also cbricentrated - the mings of the universitils

wondeifully in this direction. In the minds of many lecturers, Model E w -

save higher education from the' necessity of a painful contraé(\ion,‘. d, -

mature students dre a key element in Md&del E. However, the signs are that .

. insgjutions will not be left to themselves. We appear to be entering a period, | \

- of finprecedented- centralized control over higher leducation: through an ~

- increasingly dirigiste, UGC? a new tcentral bo'dy‘fog ﬁggding“PSHE;'and

Q . o . e i .
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- universities, in particular, are beginning to learn some of the flexibility in

» AR hY . .
~ ) .-
Y ’
a

“

\
beyond that (and even now), mechanisms for transbinary ragionalization.” . - »
Thls systemic centralization is likely to be paralleled by centralfzation thhm ~

ite these general developments there are mgns that both PSHE and .
the ulz;}smes (somewhat tardily) are making dehberate efforts to attract |
more mature students. Alternative admissions reqmrements already exist in )
most institutions, though UCCA figures show them | to account for only 4a "
small mmonty of cases-as yet (UCCA 1980). These, combined with the _
flexibility of modular credit schemes, open up many more routes into and
througlt: hlgher education than_existed previously. The Toyne Report on
_ educatiorial credit transfer has reconmended the formalization of this
* process (T oyne 1979). As yet, we are some way from giving admissions -
‘pomts’?or work expenence, as the Swedes do, but the combination of some
qualxﬁcauons some work experience seems likely to be increasingly
attractive” to adm}(ssmns officers, (There is a .considerable; ‘poolof the
‘semi-qualified’, ie adults.who have ope- ‘A’ level or several good ‘O’ levels , -

+ and thus fail to meet the full degree admissions cntena, but who nevertheless

- have some evidence of academic achievement. It is perhaps such studeifts, .

rather than therhollyﬁnquahﬁed ‘whowill provide the mampool of mature._ ~ ___
applxcants) Part-time degrees are also beginning to proliferate. . The

modes of atteridance.which has alwaysexisted th FE. Before long, part-time %
* degrees provided by one institution may begin to compete with degrees
offered by nexghbourmg institutions (and with the Open JUniversity) unless

‘there are local agreements, or centralized arrangements. Finally, curriculum

. policy is beginning to reflect, in small ways, a-desire to attract mature °

.students, with courses which are likely to meet.the presumed subjeét needs

and preferred styles of teaching and assessment of adults. At this point, the
line between higher and adult education is becoming increasingly blurred.

. Instinctively perhaps, higher education institutions see student demand
as'a defence — perhaps _their only defence — against cuts. It is likely,
therefore, that whatever policy is imposed upon them, they will try to attract
as many applicants as possible, even if only to. demonstrate unsatisfied

d..We da not know what -is going to happen to the APR among
teén-year-olds; but for’ many institutions, mature students could be seen
as, at the least, an msutance pollcy, and, ideally, a relief column arriving at -

the 51ege. .
' "\' ) . —

*

ConcIusmns " - ) .
It is difficult to assess the ccmbmed effect on mature student demand of all

factors we have analysed. If the personal and institutional factors seem to
pomt most ¢learly to increased demand, the occupational and vocational
factors. are decidely ambiguous, and ‘the figancial factors look negative.
Some of the increased demand may-affect non-advanced .further education

o rather than hxgher edueanon, axid,part-txme rather than full-time coutses. In

. 1830 o _—
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#'any dase, we cannot assume that either individuals or populations w_]lf go
have attempted. In the final

reantidet AL thic senecno  ecia il '.h_.‘A 1 v ar 3
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wedi?atif?. Pemand, ,at’ least':fot higher éducat%on, isnot a whdlly manipulable .
or even‘explicabléphenomenoit® that is the policy fallacy. However; policy

" can do something to stimulate or damp down demand. Demand is also not

purely a ‘naturgl’ phenomenon, which one can only observe; it is paPtly an

%

artefact. A )

DEMAND, POLICY AND PROVISION

The general arguments for allowing adults agcess to post-school edyfeati
are well known, and do not need elaborating here. They fall under three
broad headings: socio-economic; developmental; and institutional. First the
socio-economic argument stresses the need for adults to adapt to, ‘or better,
control, social and technological change. There is a nar}wz

and broader (socio-cultural) vérsion of this argument. Secondly, develop-
fental argumentsfepend on the notion that individuals’ cognitive, affective
(and, to a lesser ‘extent psycho-mogor)' development continues, or should
continue, throughout the life-span. Adults do not suddenly stop developing

in quite the straightforward manner once helieved, by some psychologists,
such as Wechsler (1958). They may indeed develop new capacities and
motivations as life goes on: adult capacities seem partly to reflect the
opportunities given to-use them (Labouvie-Vief 1977). Thirdly, adults need
continuing acgéss to education after school because the school system is an

" imperfect processor of human abilities. At theggrost basic level, this means
providing remedial literacy and numeracy classes, but the argument applies
.at every level abgve that'as welk where a person may have fail#d to do himself
or herself justice; for whatever reason, while at school.“*And there is no
immediate prospect that the sehool system, or the 16-21 provision that -

,\"\ follows it, will attain a state of perfect efficiency. There are thus powerful 3nd
.-

permanent arguments for providing adults 'with continuing access to
educational and training opportunities throughout their lives. Some, though
by ne means all of those ogpdrtﬁiti&s will"be at an advanced level, ie in
‘higher education. - . : 4
When we consider mature entry to higher education, these three genéral

ents t\ranslate into rather more and différent types of courses. Tt

r (vocational) ]

“ when ¢ompulsory schdBling ends. Nor do their capacities necessarily decline *

Al
o«

notion that there is such a thing as ‘the matute student’ or.‘mature student’

provision’ is too simplistic. It is possible to identify at least seven main types
of courses to which adults may need access, and wedo so below, commenting

briefly on &ach.type. B )
Type I: Full-time degrees: - = = o .

' The number of students aged twenty-ong to twenty-five at entsy

studying- degree or degree-level gourses on a full-time basis: could ~*

*probably be increased by §lterin§é grant regulations and admissiens

MC ot C \ i . .
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- study, Aot too much, leading to'a ¢
flexible or . ‘ . N
* Type VI: l‘gseruﬁcated vocational si_r(')rt courses

:such’ coirses would be provided 4n-house’ by. .companies and

, educational institutions. However, they are more likely to ceme unde‘

-heading. They delrberately eschew'examinations and qualificatiens, and

VT

- <
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requirements. Beyond that agegfarmly and financial responsrbrlltles are
likely to mhake entry ‘more difficult, though not impossible, especially
where there is a second income. Such students would presurnably not be
restricted as to what they could study, any more. “than other
undergraduates are. )
Type II: Part-time degreess

Both the Open University and, increasingly, other’universities,
polytechnics and colleges offer part-time degrees. Age and cost are less
of a restriction in part-time study; distance, -however, makes it more
difficult to study subjects with a good deal of practrcal or laboratory
work involved; and there is always the question of stamma
Type I11: Part-time AFE qualifications

Such quahﬁcauons are obtained after a~number of years of Agart
time study, rising through various levels, and may reach Pass degree or
near-degredstandard. Students tend to be mtherr twenties, rather than
older, having begun the ‘climb’ in their late téend. The courses are
typically vocational, and well-established i in AFE provrsr&n
Type IV: One-year full-time vocational, courses - .

Such courses are likely to attract adults who need to train. or re-
train themselves for a job, and who want to do so as quickly and
intensively as_possi ome high-level TOPS éourses fall under this .
heading, and they' are®probably more common in PSHE__t_l;an -fn the
uniyersities. Admrs?féns requirements vary a good deal, but can pe quite
gtrict. On the.other hand, such students often have'strong quahﬁcatrons
and expenenee behind them. \ w
Type V:- One-year part-time non-voca courses A

ome QOpen University associated Sudent courses fall into this

‘bracket. Such courses*attract adults who t to engage in some serious
edrt’ which they may er ‘may
quahﬁcauons are typically

bt see as @ step towards a degree

Refresh®® or updating courses “for professional and skilled
personnel, lasting anything from a weekend to sevéral months. Many .

organizations,. but seme would be contracted out to, or arranged by,

the heading of continuing education than of higher educauon- —
Type VII: Non-certificated non-vocational short courses -
Many, but not all, liberal adult education courses come und;r this *

may last up to a year (or longer), though with only two hours contact per
week. They can be seen as ‘an end in themselves, or as a steppmg -stone
to more sustamed study, and are typrcallym the domain of the arts and
social §c1ences -

~—
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) No classification like the #bove is entirely satlsfactory, educatxonal prows‘n
especlally;pcst-school has grown like Topsy in the past, and does not fall
intoneat categones The distinction between vocational and non;voc: tional
courses is not watertight, since different students can use the same coufse for
different purposes. And the plethora of AFE courses and qualifications, ,
though increasingly streamlined by BEC and TEC, ds still very difficult to
categorize. lnterestingly, the DipHE falls into §0 category, and this tends to* -
reflect the author’s view that in a country where degrees typically take three .

_ yearsTOget, a twe-year quahﬁcatlon is not viable: students will usually goon 1
" to the thjrd 'year while the¥-are at it. ’.
If we see an increased vocationat emphasis in the 1980s this wouldfead, s
- _ toan increase in Type III, Type IV, and Type VI courses, {perhaps at the.

. expense of contraction orvat least non-exbansion of other types. Type III ., .-
_* courses are already an integral part of AFE, and many Type VI cafrses lie .

. outside the formal educational system altogether The scope for Type IV
courses — one-year, full-time vocational — as a means of retraining adults m
mid-career or mid-life could perhaps be explored further. Such courses are'in
sQme_ways the antithesis” of OU provision: intensive, sfrictly vocational,
non-modular. Adults ‘who need retraining may well put up with a lot of .

\

4

inconvenience (eg hvmg away from home) and make a lot of effort if they
5, know it fs only for one year at most. ’ <o
« If Type IV courses point toa passible response to adult unemployment
‘Type V courses may be.rslevant to under-employment — either through a
statuterily shostened working week, work-shanng, or genemﬂy incteased
v Jeisure. The steady rise in QU associated student enrolmients is worth bearing
" in mind 4n this connection; as are the Toyne-report proposals for the . .o
) facthtauq of credit transfer, and the general growth of modular ‘credlt '
Structures. \ -
. Itmay appear that we are under-emphasmng degtree courss and thls is -
correct. While degrees are the core of higher education for.those who work in ’
- _the:system, they may not occupy qulte such a key posmon for mature 3
R students.. Taken full-time they demand a considerable’ commitment in }

¥

money; taken part-time a considerable commitment in years; and either way, |
.2 major mvestment of effort; any of which the mature editrant, w1th lus or her

S tiple mponsx ues, will think hard about .
/ e ‘1' k - Y
Planned Shm at: of Demand . A :
How can demand 1d for the above types of courses be stimulated? How far is
. demand ;mdcr policy control at all? Agam it is difficult to generah;e, since |
coriditions vm'yﬁn.each case. The maip obstacle to demand may differ from
coursesto course: in one case it may b® money, in another time, in another
« distance,. in anothier admissions regulations. It is more sensible for the
crgamzersof each type of provision to ask the question: what discourages

;f‘ . mature students frorh applymg? than it is for us to pose such a qnestlon : s

.
.
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' ing between types of students men, women; adults in their twenties, thirties

or older; urban, suburban, or’rural aduits; middle-class, or working-class
adults. Over and above such specific questrons, however, a few general
points can be made’-

First,a more generous financial pthyv-— either through student grants,

“loan schemes, paid educational leave, or control of fees — would obviously _

make the costs and risks of mature entry more generally tolerable. Secondly,
the use of flexible admissions requirements, and modular credit schemes
which permit *ooth interruption and transfer of study, would Jbenefit adult
‘students in particular. Thirdly, facilities for part-time and/or drstance study
would.overcome obstacles for those who are tied to employmem either at

.work or-in the home. Fourthly, more -publicity about opportunmes for

mature students should increase inquiriesy if not always enrolments. Flhhly,
the actual content, teachmg and assessmenif™of courses can be modified to

L surt adult neegs, whether in the f of ‘Return to Study’ orientation

courses speaial options for mature student§ or modes of assessment more
suited to people who may not have done exammatrons for a long time.
(Obviously, dual standards Have to be avoided here.) Y

—~ Beyond such nieasures, some of which lie- within the ‘competence of

Q

~ individual mstrtut;ons, others of which necessitate government ;n)twu
. there are perhaps two other points worth raising. The' first is thefieed for

adequate information and guidance for intending stydents. Typlcally, each
institution provrdes ormation only about itself, and the rapid growth of

cross-institutional ‘gulance services for adults points to a need here. ‘At

present, ihere are some twenty such semces, most~of them operating on a
shroe-string. It is esSential that adults are enrolled not just on any codrse, but

‘on an a'i;propnate caurse; the costs of a bad choice can be high. Guidance

services c7uld proffde not only @ comprehensive picture of all post-school

provision® (higher, further and adult education) but could also provide .

objective gurdance at a time when msngutrons might be above all concerned
with numbers, - ~— Co 2

Secondly, “andrelated to,this, 1 might be useful to allow ddults to take
aptitude or. otlier tests reldted to #try, if they so desrre The problem with
mature entry is often one of evidence, and such tests can provide oiie form of
evidence, not only for admissions tutors, but for applicants themse#
Desprte the general aversion to testing in this country, it is warth noting that
it is widely. used on entry tq higher education in the{USA, and that one
guidance service for adults 31 this country (Belfast EGSA) uses such tests
regularly, on a vo/luntary basis. For someone who has gone through ‘the
normal hoops_of ‘O’ and ‘A’ levels, or who has been)awaysrom formal
educgtron for a long time, such tests can provide useful information to'weigh
in the Qverall decxsron whether to apply or not. © ., . B

Polrcy and Provzsron e : £
However, a major questron-mark hangs over the whole of the precedmg

,1
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“discussion, in. the form of doubts about government policy’ on higher
education, including mature entry to higher education. The impending cuts
in higher education expenditure are a result not of an educational icy, but
af an economic policy applied to higher education. THe poliy may be .
rationalized in educational terms (eg over-expansion; graduate unemploy-
ment), but there seems no doubt that the basic reason for the ¢utbacks is the *
belief that the country cannot afford the services that it has. . . .
¢ Itis our view that these cuts in expenditure are likely to be implemented
and tobe translated intacuts in provision. Any general cyt in provision, with
its attendant publicity, is likely todamp down potential nature demand, and
thus counteract some of the expansionary factors discussed earlier. This is
not a foolproof prediction, but if people are generally aware that ‘higher
education is being cut back, they may hgsitate to apply for it, especially in
-- marginal cases. Secondly, the cuts are-likely to'institute a formal hierarchy .
(or triage) within the system, thus making the system more rigid and perhaps °
- less responsive to mature students’ needs. Thirdly, the process of
implementing the cuts will lead to unprecedented centralization of control,
both at system’ and institutional level. This is subject to the* Hayekian
criticism that, in higher ‘education especially, the centre cannot know the
system well enough’ to make sensible/ decisions; again there may be -
s unfortunate implications for mature students.«- - - -~ . 4, .
There are signs, however, of an edztcé"tional—peliey—feﬂﬁg}femduca&m,%
even if it 1s currently being overwhelmed by the econon},ic pplicy. This seems

. to centain the following elements: . .
., 17 "Agreater empjasis on theVocational and professional relevance of
-« studies; an r{(iempt to yelate, higher education,more closely to
NS working 1if€, ‘ :
2 An adcceptance of the heed for continuing education in relation to
technological change, coupled with*an unwillingness among
governments and employers. dpay for it. L
! -3 Agreateremphasis on non-agvanced education and training in FE,

.
.

-
- 1

.

<

. « .perhaps at the expeiise of HE. - . . -
» "4 'A general emphasis on cost-effectiveness in all post-school -+ &
. education, to be athieved in whatever way possible. #

What dg such policies portend for miature entrants to higher education?.
. * The main effects Would appear to be a greater. emphasis on vocatiqnal’.
courses”for mature students (because of their economic relevance) and
L., (possibly) on part-time courses ause they are cheaper). Part-time studies
could presumably develop in all types of institutions, but the vocational ..
¢ courses might be concentrated in non-advanced apd advanced FE. Indeed,
« Rhodes,Boyson is on record as saying that PSHE is Detter suifed to vocational

re-training than the universities ¢Universities Challenged BBC TV 2, 1 May .

\ - 1-581).‘&& have alteady seen that PSHE has achieved both a much greater ~ {
"' proportion of mature.students, and a miuch greater recent increase'in them? .
" than the universities, It may be, therefore, that mature entry. w;ll‘ms;_.

B O~ o - ] -’ < - : { .
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one of the deﬁnmg features of PSHE, but not of the universities.

A general growth in part-time studies has much to recommeng' it. As
advocates of recurrent education have not been slow to point out, there are
good econorhic, social and educational argumegnts for moving towards an
alternating pattern of post-school studies; the main problem is the cost.
However, there are two groups for whom 2 greater emphasis on full-time
study might be apposite. First, those aged between twenty-one and twenty-
five. Entry (to the universities at least) from this age group is currently low;
yet they are in many ways in a good position~to benefit from higher

, education, having had some work experience, but havmg not yet taken ¢n the
financial and fam#y responsibilities which tend to accumulate in the late
twenties. Such students might well show a greater sense of direction than
some eighteen-year-olds, but they have not been away from formal education

" for so long that they find returning to study too difficult.

. Secondly, there are those who .need rapid, intensive retraining in -
mid-career, perhaps :écaﬁse of redundancy. Part-time courses are too long
.drawn out fér shc erits: they need courses,that are short, concentrated
and welf targeted.: They therefore neetd full-time sapport while‘they afe
studymg, .which can be justified on the economic grounds that they will be
returning to productivg roles sooner than otheIWIse and contributing once

. more to the national wéalth. . -

_;—JhmhcpaspecLoLpohcy_-greateuocamnaLemphasimsqnore—ﬂ
problematic. There are powerful reasons in faveur of it. It wds illogical of 'the
Robbins Committee to list four functions of higher education (including a
vocational one) and then to go on fo plan almost wholly on the basis of
student ‘rights’. Higher education has an irreducible plurality of functions: =~
over-emphasls on any one of them leads to imbalance, and consequent
damaging swings of emphasis. On the whole, I agree with the drgument that -
the-universities have been: part’of and helped to maintain, an anti-industrial,
anti-technology ethos which is at markeg variance with the economic needs
of ithe country, and thus may well have contributed to the UK s’economic

- declineé. o . ‘ _

CONCLUSION : - y MR
One’s perceptlon of the major issues and concerns in higher education durmg

. the next decdde will tend to colour one’s view of mature students. If one is *
concerned above all-with the size of the system — numbers, demand, the
problems of expansion or contraction — then ol is likely to be interest
above all.in the trends in mature entry, whether these are increasing:
decreasing, and what might be done either' to stimulate or depress demand.
Maturé students thus come:-to be seen pnmanly against the bqogfop of a
falling elgh'teen-year-old intake.

If one is more coricerned with the type or nature of the systemthen one
will perhaps see the enrolment of mature students*as evidence of a greater
dlversny or plurality in higher education: a diversity of students whx&h may,
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in turn, lead to a greater diversity of courses, course structures, teaching
methods, types of assessment, and modes of attendarice. Implicit in this view
is the interesting question: how far do the students adapt to the institution;
and how far do-the institutions adapt to the students? Much of the latter

" adaptation'is of a very practical and pragmatic kind: changes in timetabling,
in-library hours, provision of créche facilities, and so on. But at a more
fundaniental level, one can surmise that higher education might become or
have to bécome more résponsive to market pressures than it was in the days - -
of a carefully-seldeted, assured eighteen-year-old intake. Market pressures, s

. hogyever, have theirtqangers as well, as the United’Stgtes’experie_nce shows,

L3

»

| (Chapter 3). T ) !
- Finally, if one bklieves that the‘i‘?ain problem facing higher education in
the. 1980s is that of finding a successor to the Robbins principle, mature
students will raise questions about the relationship between higher education
and recurrent/continuing education. After a long succession of false dawns !
® the idea that education should have a lifelong dimension now seems to have - -
. arriygd, in both puBlic and policy Circles. Yet there are hard questions to be -
~ as¥d, not only about priorities but about finance, and about:some of the
- wilder claims made by advocates of recufre’r_}t education. If one might Razard
a guess, itis that giving higher education a lifelong dimension might in the -
end steadyup the system, not only demographically (avoiding a purely cross-
| sectionat intake) but also in terms of aims, by-avoiding-excessive swingsof — ~ —
emphasis and priority. Recurrent education-implies the recognition of 'a_v
—_— permaneant and irreducible plurality of educational aims; a permanent. - .
. conflict rfnocfel which can never allow any one principle or fungtionto__ __ _
~dominatc‘completely. T ' A
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. " POSTGRADUATE STUDY
byEmest‘Rudd

‘

_
=

™ INTRODUCTION:by Oliver Fulton
It is extremely difficult to write in general terms about the demand for and
access to postgraduate study, since pastgraduate courses are now So varied.
* They range from the traditional research for a doctorate in the sciences to
short courses of training or retraining for vocational p purposes. Ernest Rudd’s
chapter gives some indication of .the wide range of types of course called
‘postgraduate’. It may once have been possible to think of ‘a distinction
betweenpostgraduate work as providing specialized training for highly
- selective professions and undergraduate courses as providing geperal and
non-vocational education, but even this apparently clear demarcation is a
thing of the past (if it was ever valxd) Many postgraduate courses provide
. general education of a sort also obtainable at undergraduate level; many
© ' yndergraduate courses are highly specialized. The boundaries are often
) arbitrary, and have more to do with the accidents of historical tradition or,
- the amount of knowledge that can be communicated in three years than with -
the ‘level’ or ‘standard’ of teaching or the modes of study. The results of this
.+~ multiplicity are frequent conﬁlszon and discussions at cross pur;zases about
' the policy issues. N
: However, two general pomts can be made. The first is that ifthere i isno *
clear distinction between undergraduate and postgraduate courses, then
policies for postgraduate study should not automatically be different from
those for first degrees. If we accept that demand is an appropriate planning
criterion for undergraduate places, we should not rule it out across the board
in principle for ppstgraduate places. If it is deszrable Jor the state to subsidize
-~ - - undergraduate iugher edycation, there nothing in the nature of
postgraduate coirses. whzch decrees that they should necessgrily be funded
differently. In both cases, equity (between subjects with different traditions,
' for example) maymll demand that the principles should be the same. The
second point is more obv:ous isq l%te unlikely that policies can be devised
_Jor application to pwtgraw%{; edutation as a whole. The costs alone_of.
providing pastgraduate plac&have such a wide range.that it probably daes
not make serise (& aim eyen, for uniform pricing pohc:es, let alone for uniform
criteria for provision, ‘for selectxon and so on. It is essential to disaggregate
. postgraduate- courses - - ‘e
Once we do so, then in a sense (and‘ Jortunately, given the space
avaxlabie here) the prablem of postgradudte study disappears. Reéstqrch
: degrees; for example, become Iargely a matter of resebrck policy. It is
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N

perfectly sensible that the Research Councils are respbnsibfe’ Jor distributing
government funds to research studenis and to research projects: the chief
importance of pastgraduate research in many subjects (in the sciences, for

" example) is to secure the future supply of research workers (or even the

present supply where students immediately join in collaborative res‘earcg
with their supervisors). There are still difficult problems — in determinin
the size of the cake for individual subjects, for example — but these are
problems, of science policy, not of the supply of courses. .
Similarly, much of postgraduate ‘coursework is better regarded as
continuing or recurrent_education. It is here that the nominal ‘level’ isyof
least significance; there is often little differénce in content or in difficulty
between a nominally postgraduate course provided as training or retraining

Jor those with a first degree earned some years earlier and an undergraduate

" course provided for those about to graduate and start their first job in the \
same ﬁrofession. Here again, therefore, the problem of finding a policy for -
postgkaduates disappears, to be replaced by policy for recurrent education.
One can perform similar conjuring tricks for other types of course — and, -
indéed, ut a much greater level of specificity. ,

. However, the most difficult issue is finance. There is evidence that theré
is unsatisfied demand, perhaps considerable, for postgraduate education. As
Ernest Rudd shows, a reduction in numbers of grants has been associated
with a reduction in numbers of full-time students; but the derhand seems
insensitive t0 the low or negative rate of return to, postgraduate study. There .
may be good policy reasons for partly discounting the results of rate of return
studies; employérs could well be misguided in their assessment of the value of
postgraduates. But if we were to decide to respond as far as possible to
demand, there must still presumably come a point when.the strong intrinsic

. interest of students in-pursuing their chosen subject further ceases to be

”~

something which the state showld support even at a minimal level. As Rudd
conclydes, there is nothing in any of the usual arguments to tell us when that
woint\s reached. : - - . .

, e answer suggested in Chapter 1 is that as far as individual Students
are concerned tha! point. would be réached well before. Lhe beginning of
postgraduate study. Four years of post-16 education will not enable many
people to reach postgraduate level. If so, subsidies will need to ke provided
not on sacial
economic gr
‘ A final
subsidies 1o gfaduate studepts 1o consist of fill-time grants, fee subsidies, or
combinations of both. However, we may here be less imaginative than we
might. The ery-large number of part-time graduate students (who do not
appear sharply different in kind Jrom their full-time contemporaries)
suggests that this is-a mode which might be exploited further. Part-time fee
*levels have of course been kept low as a matter of policy. However, it might in
many cqffw be possibi& to improve the efficiency of part-time teaching if
Q . ,‘" » ‘

. .. ©oe ¥
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iteria, but on the basis of science, manpower  general
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lite different'reflection is that the present custom is for state&(
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students had more time to spend on the course. A grant in lieu ofia fractton
of salary (pald either to the student or to the employer) might produce a
better result in npumbers of completed degrees than  the policy of
concentrating grants on full-time students. ¢
There nght be other ways of encouraging part-ttmg study. For,

example, there'is little or ndé:-chance of distance learning on postgraduate
courses. Even the Open University has found it necessary to provide
residenttal courses for postgraduates. However, although not all types of
course would lend themselves to distance learning, some could. In addition,
"despite their obvious qualification, we use postgraduates Jor ‘eachmg far less
than do some other countries, such as the United States. At a time of
‘5’ parent oversupply of teaching staffithis suggestion may not be popular

h the academic profession; but it is a method of fubsidizing postgraduates
with much to commeﬁ'd it.

DEMAND FOR AND ACCESS TO POSTGRADUATE STUDY .

At undergraduate level virtually all full-time- home students can obtain a
grant for full-time study. Thus their numbers are largely determined by the
extent to which poténtial students want to enter higher education, and the
ablhty and willingness of the universities, polytechmcs and other colleges to
take them. At graduate‘ level there is a third determinant «— the avatlablhty .

ol?'ﬁnangﬂ . "

tain' the main sources of finance_of full- time graduate students
have been (a) grants from central and local govergment (inchiding the
Research Councils), (b) grants from other sources, (c) salaty as an employee
-doing reséarch that will be used for a thesis, (d) salary from an employer, who
seconds the student for study, and (e) family or savings. In recent years
government stidentships have grown in, lmportanse and they now support
roughly two-thirds of.home full-time graduate students.

Studentships '— and indeed admission to pesearch degrees — are in
general avallable only to graduatgs ¢and holders of comparable qualifica-
tions) who have achieved good’ degrees — first class or upper second ‘class
Honours. Itisthis which gives graduate study its speci portance. It takes

a substantial proportion of our best graduates They&Yelthe élite of an élite.*

Most full-time students studying for higher degrees are in the
universities; in 1977 there were 36,800 there cohtp\ared with 2,300 in further
education, who were ‘almost entirely in the " polytechnics (1,400 in
polytechmcs were workmg for universities’ higher degrees, so there may have
‘been some double counting). Most of the issues relatmg to these students are
the same, reg s of whether they are‘in a umvcr;;ty or a polytechnic, so
both groups afe dtscussed together. . g

. *For variops reasons I exclude students: on postgraduate teacher training

courses from the coverage of this chapter, although 1t is not always possible
to do so froin the staustfk:s /.
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There are many other graduate students, but for some of the other
gtoups .the numbers are lacking or inexact. The universities had 12,000
students on full-tinfe non-degree postgraduate courses lasting at least a year,
of whom about half were studying for a school-teacher’s quahﬁcgtlon They
also had 23,400 part-time graduate students on courses lasting at least a
year, of whom 19,000 ‘were working’ for higher.degrees (the residue here
includes a very small number of full-time students en courses lasting less
than a year but more than a term). There are no comparable data for the
polytechnics.-

There are also’ substanual but unknown numbers of students attending
shorter courses of postgraduate study, full-time or part-time, at upiversities ,

Voo polytechnics. Some recent studies I have made (not yet-published) to aid a
policy review by-the SRC (now the Science and Engineering Research
Council) give a substantial amount of information about such students
within the SERC’s field.* .,

For part-time and short-course study too I shall discuss the problems
affectmg the umversmes and the polytechmcs together. 2

FULL-TIME STUDY
Over half the full-time graduate students in the universities (excluding those
in teacher training) are working for research’ degrees, and a third are
following taught courses leading to hxgher degrees. Many of the remainder
are working for higher diplomas or cemﬁca(es, especlally ih social work.
/ However, the division between research and courses is not sharp, and indeed
many advanced course students give as a reason for studying that they felt
drawn. to research. Research students are increasingly required to attend
lecture’ courses; and in virtually all taught courses the students complete *
« = small pieces of research. The difference is partly of emphasis but more of
length. Generally one year of postgraiuate study is a course; two years or
more are research. .
Similar data for the polytechnics are not available.
The period of the most rapid expansion of studentships began in” 1957
" and the effect of this on the pumbers of full-time graduate students cag be - :
_traced in Table 6.1. By 1 ey had increased threefold since 1957, while
- other full-time students had only ‘doubled in number. Smce 1938 -the
graduatw had increased tenfold, the others three and a half times. The cuty .
in govemment expc))dxture of the early 1970s severely affected the research 1

e N

A

° ‘Thm surveys ‘were of (a) all part.nme courses and short full-time coursés

@in the SRC’s field) in universities and polytechnics, and (b) part-time

" advanced course and research students; related studies were of (c) part-time

courses at Brune‘l University, their students and their employers; by Wéndy

Keys, and (d) a general sample of industrial employers, by Anne Izatt and

David Parsons of the Institute of Manpower Studies. It is hoped that all four
studm will be pubhshed together.
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councils, and, fer the first time since 1957, the number of their new awards
fell slightly..Since ther the numbers of studentships have fluctuated a little
ffomnyear to year according to the vicissitudes of government funding. On the
whole, research council awards in the sciences and social sciences have shown
a downward trend, from of 6,7Q0 new awards in 1971, 1972 and 1973
to 5,800 in 1979, and thése of the DES, in the afts, an upward trend, from
1,600 t0 2,100 new a

.

TABLE 6.1 A : _ ,
Numbers of full-time home and overseas graduate students in universities in
Great Britain compared with numbers of awards for postgraduate study
¢ made bythe research councils and the Ministry.of Education/Department of
Education and Science (Thousands)

CV
s Awards®  New - o Al All | All students .
’ students home . overseas {excluding .
. . e students(b) stu_dents(b) * education
. : students)
‘. : New #Current : “ 7
1938 - - T - - - 3,0
. 1950 " - - L= - - - 80
L1957 11 C 13 - e e -, 105
1960 17 35 - - - - 13.6Xb
. 1965 40 78 - .22 . 8.2 232
. 1966 45 88 - <229 91, . 26.2
LN 1967 50 9.8 20.7 .26.2 S 88 . 318 ¢ v
' 1968 55 . .10.6 © 217 . ) 286 9.1, 309 ‘
1969 739 129 224 294, . 98" - 320 . .
1970 8.2 14.6, 241 31.3 10.8 34.5
3 \ 1971 83, " 149 . 280 329 IS 11.8 36.6
-t 1972 84 15.3 - 279 ¢ 33.0 13.1 1380 .
1973 84 ‘156 28.8 C322 146 o~ "+ 385 °
1974 83 155 294 ‘318 16.0° © 394
. 1975 80° 156 30.7 32.6 172 410
, 1976 82 k7 " 308 32.3 18.0 420
1977 8.6 16.1 | 29.6 308 18.1 40.6
1978 86 ., 165 <299 30.7 185 41.0
1979 79 16.1 Lo -29.3 30.2 . 175 . 39.4-
- ‘.‘(a) Does not include a small number of awards given by other government departments
\ principally the Scottish Education Department, or, up to 1968, by LEAs '
L (b)  Including students ih edycatipn departthents - ’ . ‘L
“ (¢) In1969-the DES and 3SRC tﬂ)ok over responsibility for certainawards previously m
; by LEAs " .
. - = not available N ' “d
: * Source I : - .
Statistics of Education Vol. 6. UGC annual reports. Research Council -
x reports. Unpublished tabulations. ~ -« - A ., /
Q : - - . ‘-,
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Correspondingly the numbers of full-time home graduate stadents in: the
universities have been going down, even thoygh the numbers of first degrees
awarded to home students have been'rising. This means home students’
opportunities for full-time postgraduate.study have been reduced. ,’

~

The number of overseas students in the;universities, as Table'6.1 shows, h

has risen most-rapidly since the increase in home students’ numbers ended.

« Overthe tecade 1968-78 they doubled in number. But this upward trend has )

twice been reversed — the first time temporarily — by risgs in fees — in'1967 -
and-again in 1979, - ) . *

' . Altogether the number of graduate students in the universities — home
. @and overseas — reached a peak in 1976 and has since slightly declined.

} The complexities of the systems of departmental quotds by which most
studen?hips‘ are allocated make it difficult to discover how much unsatisfied
deman
information available suggests that, at any tinte since 1945, except in two

~ areas, if there had been more studentships there would have been more
students. The two areas in which in mos¥, but not all, years there have been -

spare Studentships *have been advanced (taught) courses in science and *

. technology and ‘the schernes developed to emcourage scientists to do,
" .industrial research. The number of advanced course studentships awarded in
science and technology rose to nearly 1,900 in 1971 and has since fallen to a
little over"1,600 in 1979. This ‘fall does not seem to have resulted from a

.+ shortage of awazds. ) ! * )

S Table 6.2 shows the distribution of university students between the main
subject groups and forms of study. In scienice (in 1979) over, four times as
- many students were working for research degrees as were following courses.

In other fields the-balance was less heavily tilted tewards research — in arts
subjects and'in engineering and techriology there wete about one and a half -

there has been for full-tim¢ postgraduate study. ®n the whole, the *

[

-

\

*© -reséarch students for every one*sdvanced course student; while in social, -

ddministrative and business- studies the balance was reversed, there' being
almost two advanced course students for every one doing research. -
Womerrand working-class postgraduate students '

Fewer women .than men enter full-time postgraduate sthdy, althogh the
- -proportion has increased substantiallyin recent years, In universities, women

constituted 35 per cent of all full-time postgraduates in 1979, compared with °

© ° 33 per‘cent in 1966; in 1977 they were 26 per cent of part-time students,
. compared with 14 pér cent in ‘1966, Comparable figuyres for full-time
- undergraduates are 39 pet cent for 1979 and 29 per cent for 1966. In other

" words, not only are there fewer women than men in postgraduate study, but "

women graduates are still somewhat less likely than men graduates to go'on
to postgraduate work. Some explanations of the difference are clear. Women
are less likely than men to gain first class’ Honouts degrees. They are less
likely to'graduate i, science or engineering, whérea highe proportion of
. gradyates than in the arts coritinuie fheir studies, and where a higher
Qo ' S . .
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TABLE 6.2 \ =
Graduate students in universities: by subject group and type of study men and women: Great Bntam (1977)
(Percentages) -

.

>
. \ . Edycation Medical ~Engincering Science - Social Arts Other . N= g
subjects and. studies subjects 100% &
o technology ' 5
Full-time : ) -9
Men o : € , £
. Research for degree or 1.3 6:4‘%‘/}0.1 - 403 152 127 3. 9 18,818 %
qualification | , . . o
Degree courses - 7.6 4.1 23.2 17.5 31.1 ) 9,769, m
Other courses (incl. - 503 9.1. - 5.1 30 . 197 5 7 7 l . 6,721 8
teacher training) -~ = | . , e
Women ‘ . - ‘ ) ' C 3
Research for degree or 3.2 11.1 47 - 323 196 247 . 43 5,190 g,
qualificatign, . , R
Degree courses 122 ' 171 . 5.1 120 350 206 8.0 3,024
Othercourses 62.1 4.1 0.1 01 . 215 52 ‘51 5343
*  Parttime - o1 ' , _ !
Men . ‘ o, .
. Research for degree- - 99 77 . 130 2100 217 225 41 9745 ¢
! Other research 59 w241, 10.2 170 17,7 206 . 43..- 693 )
Degree courses 389 . 45 133 162 . 194° 47. 1.8 4,585 °
- e Other gos\tgraduate 359 275 ‘9.8 . 6.7 50 23 ©:5.2 2307
omen" . . , :
®. . Resegxch for degree 123,100 * 22.. 162 208 345. ' 40 3095 ..
e Other research. 52 284 . l.l‘~ 14.8 ,144 328 33 271
‘ Degree courses . 450 87 ., 11 124 161 141 27 1535
- Other postgraduate- *_ 59.7 166 . 14 6.0 61 52, 50 ‘ 1210
“7‘ « — i (J“:J L .&
g urcg ) Staastia' of Education Vol. 6 1977 / L y
% <
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proportion of thosé that do continue do research xather than follow taught’ - -
courses: These factors do hot, however, explain the whole gthe difference. Tt
seems that thosé influences that result 'in fewer women than men entering * ' i
higher education at all are at work to a-small extent here tao. There are . :
plenty of hypotheses for what thes€ aré, but little hard data. - . .
The Robbins Report (and others) mentiomed that the general teridency = .
for working-class youngsters' to drop out of education is reversed at
postgraduate level, ini that 4 higher percentage of graduate students than of -
. undergraduates are from working-class families. Our 1966 data, with that of
* Kelsalletal., showed that this was the result-of the higher praportion of arts
students and women students who campe from middle-class-homes (compared
with students in science and engineering and men students) coupled with the
relatively low peréentages of arts students and women students going into
graduate study. Once these factors had been allowed for, the proportion of
working-class stidents cominuing their studies was the same as that of the
middle-class students \(’Rudd 1975, pp.37-39) .

7

. LW
. : . .o ) . - . L
- PART-TIME STUDY, . . e s
- Part-time study (other than with the OU) is far more important at'graduate
". than at undetgraduate level; it 1979 there were 4000 part-tifne, under- :
. graduates® in the yniversities and 25,900 part-time graduate students = -
-+ (on forms of studly lasting a year or more). It has a long history, but serious—'
defects in® the statistics make it inadvisable to try to compare the growth of ® -
full-time and part-time study before th| présent definition was adopted: in
1972. From-then to 1979 the number. of part-timesgraduate ,students in, -
. universifies ingreased by a third whefeas home-full-timg students fell bya *
tenth. —1 ° I 4 ~ . / . * ! L N
" Our recent surveys ‘of, part-time postgraduate study in sciemce and’ ]
tecfmolog_y (referred to above) found very roughly twice-as many students ir .
the universities as in the polytechnics. For part-time students, ‘proximity to .
theit place of work and home is one of the most important considerations in\ |,
deciding where to stud)/, so they are heavily concentrated in‘those universities . ..
s+ and polyte®hnics that are in large towns, . o
. -~ " We found that more of the polytechnic students than of.those in the .
. unjversity were following courses-rather than doing research. Most of the .'
p:btcchnic courses were for part-time students only; whereas the universities - .
generally provided for part-tim¢ study withig a course that was primarily for * ‘
full-time students. The completion rate for the part-time students op courses
in the universities was higher'than in the polytechnics, though witether this
- was due to the difference in the form of course provided or to other factors it Y

4
-

* " is impossible to tell, .

This study and the earlier study of part-time students (Rudd 1975, Ch.9) .

have shown that, although many of them have deliberately chosen to study
*art-ti}ne, ‘preferring this to full-time.studz, many othérs would have N
- Vpreferred to be full-time students but could not gain grants. It is tempting, .

- - .t c e ¥ N e 8
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therefore, to explain recent growth as resultrng from the reduction in ’grants ‘
«for, and increase in the expense of, full-time postgraduate study.. However, to
Y be sure of this we would need to-know more about the reasons for the growth
of part-time study in earlier periods. e -
: + Relatively few part-tlme graduate students persevere long enough to
. gain a hlgher degree (Rudd'and Hatch 1968 Ch.2). Where they do, and
often too where they do not, the cost in money, effort, loss of family life and
leisure, and in many other ways,.is considerable. N
. The subject groups of the university students and their forms of study
3 are shown in Table 6.2. Fewer of the part-time than of the full-time students
*  do research.in science; it is difficult fot anyone who does not work in a
laboratory to study part time for a research tegree in science, and many of
these students are using research done for their employers to gain themselves
a degree. There are two other striking differences between the distributions
of part-time and full-time students: firstly, substantial numbers of
school-teachers follow part-time taughi courses, especially in education, for
higher degrees and diplomas. gelref in the value of these seems to be'strongeg,
amongst school-teachers than elsewhere, and it is easier to gain a higher
degree bya taught course than by research. Secondly, part-time study,is.
especially common in medical subjects, where ‘many of the ‘students do _
research of foflow courses that lead either to a drploma or to no quahﬁcatron
* at all. .
-« - Thereare substantrallyfewer women amongst the parg-time students in
. *spite of more,of the students berng in fields in which more women graduate:
\ $28. 5 per cent of the part-time compared with, 38.0 per cent of the
full-time students. Perhaps within the whole field of postgraduate study the , =
v most impertant need for'which there is too little provxslon lS study facilities
and finaneeito help women graduates to fsume their. cafeers after raising

famrheS' , Lo s .
- &

S

.

REASONS FOR POSTGRADURTE STUDY
- When graduate students are asked,why they entered postgraduate udy they
are hkely to stress expressive reasons rather than instrumental ones; they talk
of feeling drawn fo research, and of wanting to take their undergraduate

¢ studie® further, and of gaining'knowledge for its own sake. Beyond this,
research students and those following the more academrc taught courses patt
. 'company from" those following courses in apphed fields, of whom ' a
substanttal proporuon also mention the wxsh to get a better job and a higher
+ satdry, while those who have had a penod it employment are likely also to
mention a wish to make better progress in their choser career. Part-time
' students’ motivation' is surpnsrngly like that of full-time students with, if
>~ anything, more emphasrs on expressrve reasons. A reason for entry toa PhD
,iéobvrous that it gets forgotten is that it is expected to lead to a job that will
(lr;,the stud@nt’s view) well-paid and iriteresting — preferably unlverslty
teachmg or research Amongst the reasons whrch as they are less credrtable,

<
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are mentioned more rarely than they occur is a tendency to prefer the known
world of the university to the unknown outside. The wish to cover up a weak

* first degree is mentioned by only a small fraction of those hgving_such a
degree. PhD'students hardly ever say that they would like to be called Dr.
instead of Mr. o ) .

The reasons that the universities and their staff put forward for
providing the more vocational formns of graduate study are clear enough — a
Masters course in clinical psychology is intended to produce clinical
psychologists. At the next Jevel, where graduates who already have a
profession\are being given more advanced knowledge and training in a
section of their field — where, for example, civil engineers are being given
further knowledge of soil science — the purpose is still clear, though one can

[

then sometimes question the recruitment to the_course of new graduates
without work experience. . to

The justification for providing postgraduate education bacemes faf less
clear-cut when its vocational application s less likely — for example a
Mastefs in the-sociology of religion of a PhD in geography. Then the
university teacher may talk of the intellectual gains likely to ‘accrue from
studying — the ability to think clearly, to plan one’s own work and carry it
out, and generally, to stand on one’s own feet. For the individual teacher,
thefe is greater prestige in teaching and supervising graduates than
undergraduates. Those who are themselves aétive researchers get the
opportunity to exercise and demonstrate their research: skills in the _
supervision of students’ research, and more.chance fo talk about their own

research’ to graduate students than to undergraduates. Most academics .

regard the advancement of their subject as important, and setting graduate”
students to work in it is a way of advancing it. Also, in some fields, notably
chemistry, the staff actually do a large part of their research through
students, a high proportién of published articles being in the joint names of
students and their supervisors. SN N
The reasons why the varipus government agencies provide the finance:
that so largely. shapes graduate study cannot be ‘regarded as totally
independent of the reasons why academics want to have graduate students;
through their share of the membership of the UGC and the research
councils, and of the sub-comrittees of these bodies, academics participate in~
the decisions on this. The key considerations, however, are those arguments
that actually persuade the Treasury to disburse funds. In the late fifties and

the sixties an important argument was the need to_produce teachers for the .

expansion of the. universities, In .science and. the social sciences, and
especially the more applied fields,.arguments were also based on the needs of
other employers for graduates who are trained in research and/or in\those
advanced and highly specialized branches of subjécts that cannot bé covered
in the uhdergraduate syllabus. (There is often confusion between a n) ‘mative’
sense of ne¢d, meaning that employers ought to use them/ and a
n:arket-place definition based on .employers’ wishes and intentions as
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- spring from the progress of pure science. More rarely, it 4s argued that ~ .
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expressed jn hiring graduates ) One finds oceasional references to power
planrung Also there are references fyem time to time to Britain’s need for
pure scientists (who, it is argued, can be produced only by the universities). -
based on the argument that developments in applied-science and technplogy

Tesearch dore by research students contrlbutes to the development of
‘academic disciplines.
. Certain counter-arguments ‘can also be found. In 19%6 the Ipterlm
a Report of the-Swann Committee (Commlttee on Manpower Resources 1966)_
drew attention to the relatively small sharé of the graduates with first tlass |
Honours in science.and. technology who went m\%\lndustry and the schools,’
and to the role of graduate study in bringing thid about. It alsd said ‘.
,patterns have been set and the expectatlons raised of careers. in research
"which are unlikely to be satisfied in this country.’ In 1967 and again in 197,2
the UGC called on the universities to slow down the rate of growth in *
postgraduate study,d on the groumds that priority should be given to
undergraduates, the -Rohbins figures for postgraduates had been exceeded,
. the numbers staymg on were more than the country could afford, and there
would in future be less need for new university teachers (see also Rudd and
. Hatch 1968).. .
* " Since 1972 the rate of growth in gowqrnment expendrture not only on *
hlgher education expansion but alsoon research, has been, hig mcreasmgly
severely, implying .that the drguments' for ever “increasing numbers of
grdduate students are now less convincing. v v
Embloyers’ views on the value of postgraduate study vary widely. They
are. frequently mere opinions, no objective assessment of its value within the
firm having been made. Adtions are ‘more important than expressions of
opmlon, and so to look at this issue properly requires a study of, the
functrons career paths, salaries, etc. within a large number of firms* of
people with varymg quahﬁcatrons This has not yet been-done, but in the
meantrme there is: some evidence from salary data.
* Im our 1966 study of graduates who entered postgraduate study i rn 1957
(Rudd and Hatch 1968, Ch. 6) we found that where it could be expected that
a PhD would be most valued — in scientific research and technological
development 2— industry put scarcely any more monetary Value on a PhD
than-on a Masters ‘plus two extra years experience in,employment. More
, recently, the Department of Employment’s 1977 survey 6f 1970 graduates
(Williamson 1981) indicates that onaverage each extra year of postgraduate
. study, coupled of coprse, with one fewer year’s experience in employment,

. produces a reduction in salary Over a surprisingly wide range of specialities,

and types of work and employer, graduates who have done no postgraduate .

' study are paid more than PhDs. Masters degrees are sometlmes in an

'mtermedrate posmon though in a few fields, notably engmeermg, they do
command a premium. It is clear that a high proportion of employers put
more value on yéars of experience in employment than on years of full-time
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postgraduate study.: . . |

This finding implies either that postgraduate students are not seeking a . -
, higher salary.through their studies, or that they.are ignorant of the effedt of
these studies on their likely incomes., Both explanations could be partly true. !

“  Asdata on the incomes of graduates with higher degreés have not been easy

to find, it would be surprising if students knew precisely what income they

could expect;-though they have probably been aware that the occupdtions

recruiting PhDs are not amongst the best paid. However, students enter -

graduate study more for expressive than for instrumental reasons; they see,

themselves as chodsing to enjoy being what they find most’interesting for a .

few years before getting down to the serious business of earning a living. In as -

far as they are looking to a future career, their concern is,to find a way into

work they will enjoy rather than"that which pays well. - . -

POST-EXPERIENCE STUDY T <o .

Certain forms of graduate study must follow immediately after the firs
degree - a mathematics graduate who wishes to be a Statistician needs »
immediately to gain a Masters in Statistics, Others come best after a gap —.a

.new graduate should. not need 4n up-dating course. Others, again, may be -
taken either immediately on graduation or after a gap; in'any of these cases
a gap allows the graduate a better opportunity of deciding more precisely in

- what he Wishes to specialize. Although a gap may be desirable, graduates

1. rarely return to the university or polytechnic as full-time students; both )
employers and employees are generally opposed to the idea. For the .

- employee, full-time study can mean not only a year’s separation from his ,
home and family, but also thé risk of being left behifid in the race for
promotion. The employer is often ynwilling to lose the services of a useful
employee for a whole year. Both believe that there is too mttich academic and
theoretical content in many courses to meet their needs. \

» Awayround some of these difficulties might be thought to be part-time
study. However, the recent surveys* for the SRBLC have thrown doubt on the
vocational usefulness of part.time study for_.a Masters or PhD. A few (very
few) employers us¢ Masters courses for graduate t?%i}lces. A tiny pércentage .
~  of the other students: are. sent to study by their firms. Most, however, are
seddying with the consent of their employers,.or at least a lack of opposition,- _

-rather than at their employer’s instance; and the reasons they give for

-stuglying are, agdin, expressive rather than instrumental — only a minority
say that their decision to study was influenced to the slightest extent by -
vocational considerations. :

Thekind of postgraduate study of which both employers and empjoyees

" . do approve'istheSHort full-time course lasting frorh a week-end to threeor ., -
v even six manths, but gererally about a week. In science and technology the .

number of these is booming. They ger{erally cover a narrow field of

.

*See above. ‘.
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knowledge or a partlcular technique or skill. They can be falrly quickly
arranged, with a minimum of academic red tape, so they can be used to put
over the latest research results. They enable the student to acquire precisely
the amount of knowledge he needs, without having to cover extraneous
material; there is, after all, no reason why the natural module for knowledge
should be the quantity that can be absorbed in an academic year. And, in
particular, they do not requlre the student-to be away from home or work for
a long period. A succession of such courses, taken over a number.of years,
- can sometimes form the study period for a Masters degree. Our recent
surveys found that 88 per cent of the short full-time and 66 per cent of the
short part-time courses were in polytechnics and Scottish colleges Nine
universities prowded ovér 70 per cent of the short full-time courses.
- The main gap here is in the dissemination of information about what is
. available which at present generdlly takes place in a rather réstricted way.
As the intervat of time between the course being arranged.dnd Being held is
often quite short, and many of the courses are never repeated, or are
repeated only once.or twice, any general llstmg would have to appear at
frequent intervals. . .
SELECFION OF STUDENTS o
More attention has recently been paid to the success rates of graduate
students, which are low, especially in the arts and social studies. In science
and engineering they are, lower in the polytechnics than the universities.
Many of thé issues here lie. outside the scope of °this book; but the °
question of selection is relevant. At present, selectors for places in graduate
study and for studentships make little effort, and in any case lack the
means, to discover whether the student has any aptitude for or any strong
motivation towards research — there.is a research element in most higher
degrees. It is simply net enough to assume that anyone with a good first
degree will make a good graduate student. \

.
s

CONCLUSIONS )
Though the forms which postgraduate study and reseasch take are many and
. various, for overall policy it makes sense to regard them, across subject
boundaries, as coming 1nto three groups:

(@) Those esséntial t6_a graduate who wishes to enter a specific
occupation —. eg social work, or umversny teaching. Even allowing for
human inability to foresee the future accurately, it ought to be possible to
predict the Jikely vacanc1es in the chosen occupation sufficiently well to base
numbers of home studeits on manpower projections. .

(b) These related to the job and best studied after an interval. Here .
there seem to be strong reasons to encourage the continued expansion of -
short full-time post-experience courses, which have the flexibility to meet the
changing needs of both employers and employees. These courses are largely
self-financing, but there are neetls for relatively small amounts of finance to 9

.
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. set up arrangemems for circulating mformanon about them and perhaps to
overcome various impediments to their expansion, such as.the lack of
. residential accommodation appropriate to the kinds of students attending.
v Thereis also-a case for exploring the combination of sonre short full- time
courses with an element of distance learning.
(c) Other courses and forms of study. These are by definition less .
vocational. Often it is not'that they are irrelevant to any vocation but that
they are not relevant to any one specific vocation or are relevant to vocations
in,, which the students can have little realistic expectation of finding
. employment. They include most PhDs as well as non-vocational Masters *
degrees. Most of these courses. and forms of study are of-so little value to
employers that they would prefer their staff not to have followed them; and if
the return on investment were the sole criterion deciding the numbers of -
students, there would be very few entering for or given grants for thwe higher
- degrees. .
There are,’ however, other arguments for such study. One is that
through it Britain is able to make a contribution to the advancement\of
g science and international scholarship. Another is that, by giving select
graduates an enjoyable educational experience, it adds to the quality of li
and the quality of our civilization. Graduate students, like art galleries,
opera and orchestras, are something that a wealthy country, and we are stilt a
" wealthy country, ought to be able to afford. But there is nothing in thls
argument that tells us how many. . ?
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: " OVERSEAS STUDENTS" . o
"t " - byMaureen Woodhall {
/- >
 INTRODUCTION by Oliver Fulton

In many respects, overseas students constitute an even more special case for :
demand and access pol:czes than do postgraduates Here at least, the argu- .

ments in favour of fotal ‘nationality-blindness’ in selection and adi

_.are fairly weak, while the case for policies which differentiate both bilween

hoome and overseas students and among foreign nationals is quite convincing.
(This is not 10 say that it is one-sided: there are good arguments both for
positive and for negative discrimination.) The possible lines of argument are
laid out very clearly by Maureen Woodhall (below), and at greater length in
Williams (1981), it is not necessary to anticipate-or to retrace them here.
Many of them,. in any case, TFange well outside the primary area of concern of

this book, into problems not only of foreign policy, overseas aid and foreign

trade, but also (for example) of the international labour market, the research
and teaching process and so on.

However, ‘this is" not an adequdte reason to dismiss over‘seas Student
polzcm asirrelevant to our more general concerns. For oneé thing, home and
overseas demand are interdependént. In some institutiens the recruitment of
large numbers of overseas students has énsured the viability of courses which
nght otherwise have been too small to sustain; as a result, drastic reductions
in overseas numbers as a.result *of high fees could well reduce the
opportunities awilable to home students. (Whether recruiting Bverseas

" Students at subsidized rates is the most desirable or efficient way of

sustammg diversity is another matter.) .

‘* The changeover to ‘full-cost’ fees in 1980, ‘whatever its poss:ble
economic or other justification, was widely, and quite faitly, interpreted as a
policy not-only for degling with the foreign student broblem but.also for

" modifying the behaviour of British institutions. A major attractior to

government was that it servéd the §Mple financiql purpose of-reducing the'
cash support for higher education Without altering (on paper) its support for
British students. But given the competitive international market and the
sudden huge increase in fees -which was requ:red the effect has, not
‘unexpectedly, beén less straightforward. The Robbins Committee scarcely

distinguished between home and overseas students; and during the 1960s the . (

+ ‘principle”of response to demand was generally applied to both without

distinction. m introduction first of quotas and then of differenfial fees is
the only experience we yet have of central government interference with thdt
principle, and it should be possible to learn from it. = * .
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One lesson which might be drawn concerns the’process of policy change.
The Conservative government was widely criticized in 1980 -for- the
abruptness with which the change to full-cost fees was introduced, and Sfor
the lack of consultation which preceded it. However, there had been frequent
warnings to higher education institutions (from governments of both political

-parties) since the late 1950s, in effect inviting them to develop their own

alternative policies, and these had largely been disregarded. The principle
of differential fees and the introduction of quotas had already been accep);ed, )

. if reluctantly, some years earlier. Much of the indignation was not really

about the new principle but its financial implications. Nevertheless, the
policy was introduced with great suddenness, and without adequate
consideration ofits implications for any of the range of issues spelled out by
Woodhall. On the othtr hand, the consequence turned out to be a searching
‘&amination of the issues, with reports from two House of Commons Select
Committees and a definitive review df evidence and-analysis of the issues
sponspred by the Overseas Students Trust (Williams 1981). Whether the
politer democratic processes of ‘consultation’ before the event would have
produced such a wide-ranging examination is an interesting question. It also

remains to-be seen what use” will be made of the criticisms and proposals -

which have resulted from.it. ~ ‘

The second lesson is substantive, not methodological. The governing
principle for the supply qf Dlaces’ for overseas students is now a market
principle, modified and limited by a very wide range of policy considerations.
An effect, gnd with important differences (notably the low-level of state
subsidy) this is an extreme case df an experiment with the kind of policy
alternatives propased in Chapter 1. It will provide a test, therefore, both of
how British higher education responds to markef pressures; and of whether
the multiple criteria for subsidy proposed by Williams (see below) can
actually be translated into effective principles of financial support.. As an
experiment in modifying the behaviour of institutions and of central
government it will be worth watching. ;

THE OVERSEAS STUDENT QUESTION_ .

Thfughout the world there are now estirﬁgd to be approximately one
million students taking part in higher education in a foreign country.’ The
.number has quadrupled since 1960, when there were about 240,000 foreign
students studying outside their own country. This world-wide growth in
demand for foreign study has ciused a number of problems in some
countries, and the question of access to higher educatién for students from
overseas is being actively studied or discussed in a number of countries as
well as in Britain. At{f_esent, foreign students are heavily concentrated in»
five countries:‘the USA, Canada, France, Germany and the UK. These five

- countries take approximately 60 per cent of all foreign Students and thus

have been most affected by the rapid ificrease in demand, but in recent years
other countries have also become concerned about the increase in foreign
Q ‘ . - )
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students,sand have mtroduced or strengthened measures to limit foreign
student admxssnons either through numerical restrictions, such as quotas, or
through i lmposmg or_increasing tuition fees. The qu&mon of admissions
policy for.overseas s,tudents has therefore become a major issue in a number
of countries,.and 1980 and 1981 have seen various national conferences,
commissions or research studies on. the subject, which have served to
emphasize the need for governments to adopt coherent policies towards
foreign studerits, rather- than rely on ad hoc measures to control access to
higher educatxon )
In Britain, thé number of foreign® students in all forms of higher
education trebled between 1958, when_thiere were 42,000 and 1978, when

“there were 120,000 (Table 7.1). In universities the number of overseas

students more-than doubled between 1968 and 1978, and in the same period

the numbers in all publicly financed hlgher or further education_ almosL_—

trebled. The result of this rapid expansion is that in 1978-9 overseas students’
accounted for over eléven per tent of all students in' higher educauon,
compared with only 5.6 per cent in 1971. This very rapid increase in overseas
«student numbers gave rise to mountmg concern in Britain in the 1970s. At
the same time, in other countries too, there was a growmg recognition that
the admission of foreign students should be controlled in some way. This
reflected two concerns about the cost of subsidizing overseas students and
also about the appropriate balance between home and foreign students. In
some countries restrictions on the admission of foreign students have been
introdueed in order to prevent home students from being virtually swamped
by foreign students, particularly in certain faculties. For example, both
Austria and Switzerland have introduced strict, numerical quotas because in
the 1960s foreign students accounted for more than twenty per cent of all
students in higher education and the introduction of ‘tumerus clausus’
policies in neighbouring countries caused a sharp increase in the mimber of
foreign student applications in the early 1970s. As a result of these measures
the proportion has falleft to ten per cent in Austria, but is still around twenty
per cent in Switzerland. Numerical quotas governing the admission of
foreign students now exist in Denmark, Germany, the Netherlands' and

.Sweden, and a number of restrictions were introduced in France in 1979.

In Britain, the government has adopted the alternative policy of -
controlling foreign student admission through differential fees, partly
because it was believed that a policy of-numerical quotas, introduced by the
Labour government in 1976, had failed to stem the tide of rapidly increasing
numbers, and partly because the costs of subsidizing overseas students were
seen as a major problem by the Qonservatxve government in '1979. The
Robbins Committee estimated the costs of subsidizing overseas students as

.£9m in“1963. By 1979 this had risen, according to Treasury estimates, to

£102m for higher education and a further £25m for non-advanced further
educauon Thus, the policy of ‘full-cost fees’, introduced in 1980, when
universities were ,requxred to charge a minimum of £2,000 a year f for arts

-
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: TABLE 7.1 b, !
Overseas students in Britain 1950-1978 , 3. -
, ) Umversxtles Other advanced Total Nomadvanced Totdl * ?r'ivate ,Grand
) ) "higher education  higher further educatipn publicly - sector, - total
. \ ' - (polytechnics, education (polytechnicsand * financed -’ jnstitutions
. i colleges of . other HE and FE HE and FE
i J o . educationand establishments) o .
other HE and FE 'y .
¢ ' ‘ esta}blislun'e\nts) ; L .
195051 842 — — - o . _@s8__ . o _ _13s00
* 195859 10672 . . 10441 . __ 7 A3 20987 42100
_ . 196374 14814 7028 21042 -+ 10425 " - 31467 32702 64169
T 196869 15975 .+ 5554 21529 8744 - 30273 *39546 -+ 69819
- 1973.74 25318 9755 35073 18091 53164 42045 95209,
. 197677 34454 21473 55927 26847 82774 42168 124942
- 197778 --35888 . 22675 58563 / 7544 86107 ¢ 37652 123759
197879 37140 22485 59625 27154 ~ * 86779 ;32780 119559,
U T . v
) * ¢ w «
Source
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courses, £3,000 for science and engineering and £5,000 for medicine,
denustryand veterinary science, , was primarily designed to reduce the cost of
the public subsndy of overseas students. !

.
*

TABLE 7.2

Proportion of overseds students in UK higher education . -
) Total " No.of  Proportion of
’ enrolment overseas overseas Students
- students . -
. . s b 3
(000s)  (0009) (per cent)
19712 464 26 5.6
19723 . . a13 30 6.3
19734 481 34 i N
1974-5 ' 487 40 ‘ 8.2 ¢
1975-6 505 48 9.5 N
1976-7 i 515 55 . 10.7 o
. 19778 - * 500 57 a1 )
19789 508 . 58 114
1979-80 (provisional)  * 509 56 iy *

A L]

This policy was challenged on two main grounds. First, that the
government had mlsodculated the costs,of subsidizing overseas students, by
*  looking only.at crude figures of average costs of educating overseas students v
. and secondly that it failed to take account of the economic benefits derived
by the “British economy from the presence of overseas students. These
questions were examined in a study, by Blaug et al.; of the economic costs
and benefits of overseas students, which was published, togetka with a
« number of studies of the wider xmphcauons of British pohcyocg,overseas
students, in Spring 1981 by the' Overseas Students Trust (Williams 1981).
s L It is extremely difficult to measure precisely either the costs or the __
‘ benefits of overseas students. It is certainly tru€ that the margmal costs of
f.— . .enrolling additionatstudents are usually lower than average costs in higher
< education; in arts and SOClal science margmal costs are probably about half
average costs; and in science and engineering about two-thirds (Vm:y and
. Davies 1976). However, -overseas students are heavily concentrated in"'the
most eXpenswe subject areas, amely postgraduate courses in science and
engineering where both average andvmarginal costsare well above the
‘average for all British higher education. Thus Blaug estimates that in
1979-80 the total marginal costs o£ overseas students in all pubKE sector

Q
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*  higher.dnd fiirthier education were £266m. On the other hand, it is clear that h
" areductionin the number of overseas sfudents will not bring about marginal
* savings equivalent to the;marginal costs of enrolling additional students, at
legst in the shiort run. Thus, it remains to be seen how much saving of public
funids will arise as a result of the new policy on * t fees,” and at the
. same time it must be admitted that the so-called ‘fulkcost fees’ do not
represent the actual costs of different courses, since they are based on crude
estimates of average costs, rather than actual marginal costs, which vary
considerably between-institutions. '
. However, thie cost of subsidizing overseas students must be seen im
relation to,the benefits they bring. It is even more difficult to measure these
"in monetary terriis, but there are a whole range of possible benéfits which
‘have been recognized, hithough not measured. Peter Williams, in +his
. introduction to The Ovérseas Student Question (Williams 1981) suggests the
», following list of British interests and pbligations to be taken into account
in formulating a policy on overseas students:
" (A)aBritish{ interests . '
(1) Educational . ¥
! () Attracting bright scholars; . o
, . (i), Value of international element in educational institutions; a
. (iii) Research output of overseas students;
- (iv) Reciprocal access for British scholars to overseas institu-
tions. ’
(2) Economic . .
. (i) Spending on goods and services;
(ii) Balance gfspayments; e .
(iii) Future export orders for goods and services. .
(3) Political .
(1) - Direct influence and goodwill tgwards Britain; - \
\ (ii) Promotion of democratic values. % e
(B) British obligations < .. .
? (1) Formal obligations -
- (@) Treaty obligations;- , 4
< (ii) Cultural exchange agreements; -
(iii) Pledges under international schemes of cooperation.
KN (2) Infermal responsibilities R ,
) (i) Assistance to developing countries; .
(ii) Countries educationally dependent on Britain; "
(iii) Students already on course; V <
(iv) Refugees.’ S ' . .

¢

The presence of overseas students does bring a number of benefits, but
unfortunately it is impossible to quantify them in any precise way. For
. example, it is often suggested that one of the main economic benefits gained
from the presence of ovErseas students in Britdin is a stimulus to'trade, and
an inquiry in 1980 by the Overseas ‘Students Trust produced many very
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posmve s\atements from representatives of about fifty major Bntlsh
exportmg companies about the links between trade and education-or trarmng
in Britain. However it has proved guite impossible to measure the extent of
the impact of overseas'study,on future exports or other commercial intérests,
and Blaug (in Williams 1981) concludes: ‘There is some connection betwéen
exports and Qverseas, studénts'bm we refuse toindulge in spurious precmon
by assigning a number to the connection.” ° P

One attempt to quantify the economic beneﬁts by the London
Conference on "overseas- students in 1979, estimated that the benefits
exceeded" the costs of §ubsidizing overseas students, but Blaug questioned
both _tgg‘assumptrons and the method of calculation that produced this
estimate and.concluded that in 1978-9 ‘the net costs of overseas students
exceed their economic benefits!’ . .

This does. not mean that it is in the British intetest to discourage
overseas students, but simply that a large-scale subsidy of overseas students
cannot be ]ustlﬁcd on purely economic grounds. There are, of course, other
grounds for encouraging or subsidizing foreign students. The subsidy can be
regarded as a special form-of foreign aid, or as a way of promoting British
political interests or achieving other objectlves of forexgn pohcy William
Wallage, in a discussion of thé foreign policy xmphcanons of ‘overseas
student? in Britais (Williams 1981) argues that: , .

‘Policy towards overseas students, and expgndlture mcurred under: tilat

policy, can make at best only a margmal conttibution to the

achievement of foreign pohcyr)b_}ectwes . Butgnuch polmcs much

commerce and much more diplomacy, is a matter “of.margins.’ .
He suggests that expendlture on subsidizing overseas students should be

regarded as an element within the external relations budget rather than '

within the education budget, andthat then ‘it is for ministers to decrde how
far thé intangible benefit} gained justify the exbendlture
“Apart from general questions of foreign policy, it _is ‘clear that two

- important issues in any copsideration of policy towards overseas students-are

the needs of evelopmg countries and the significance of expenditure on
subsidizing overseas students in the overall foreign aid budget. About eighty
per cent of overseas students come from developing countnesﬁnd in the past,,
subsidized fees have been a- significant form- of financial assistance for
them. But a system of $ubsidized fees involves an mdrscrumnate Subsrdy, |
equally available*to all overseas students, regardless of origin, and not
conﬁncd todeveloping countries. In fact in recent years there has been a shift
irr overseas student rmmbers away from the poorer commonwealth countries,
in favour of richer countries, partrcularly the il producers “Fable 7.3 shows
the chranges that have occured since 1969 in the ongms. of overseas students.
One advantage of a policy of full-cost, fees for overseas students is that it is
possible to link it with a policy of selective aid which channels assistance
whereit is judged to be most needed. However, one of the problems with the
introduction of full-cost fees in 1980 was that it was not so linked.' The

.
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., TABLE73 - ) ' S
.., ‘Countries with more tha% 1 000zstudcnts m pubhcly ﬁnanced and further educatxon in the UK in rank order
Y [ } '. * 5 ’ s, “ . . -
1969‘70‘ . o 197475 % b, 197879 R ..
' 1 \USA " .2360 =1 Malaysia . 9,010 ".'1  Maliysia 13,308 .
% Malajsia 1,113 S2 Ianc o, . 5202 2 . lan il 90095
3", India @1 668 - £3 Nigeria ~ ~ 3,533 . 3 Nigeria 5,896 .
4 _ Pakistan 1,577 4" USA' 3,248 . 4 . HongKong 5,133 - |
> S Nigeia . 1473 5 .HongKong '~ 293%- K 5 USA - - 37
6 Kenya 1,275 . 76 Greece 2735 ° 7 6 Greete 3,148
7 Cyprus . 1,179 -7 "Keiya .- . 1946 " : 7, Inaq 2,482
p & Wlmka 113 < 8 Cypmss + ~AB9 .. 8 -Srilanka 2%
e 9. Inn - 1,074 9 - India 1,881 9 Jordan 1,875
- 10 Canada . 105F;¢ 10 Srilanka: , 1,65 . . . 10_ Singapore ‘1,786
*~., 11 “HongKong, - 1053¢" 11 - Pakistan ~ 1,311 * 11_"Cyprus 1,587
e " 3 Yoo 12 Img L. 1267 12" Rhodesia 1,534 o
' e * T 13 . Tutkey L1785 77 13 Turkey 1463 ° &
14 Canada * . 1,097 - . - 14 Kemya  %- 1166 * &
S « 15, Sinfapore 1010 15 India® 162 B -
g oot ooy = 0 "e—" % 16" Canada 1,060 -4
T g -, s .. - 11 Germany_ 1,023 é’ :
- - . . LT - 48 Libya. 1,014 3
. - ) ) o R s ': e f o
o . < S A —— = :
;" ~ British Councll Statistim of Overseas StudentsmBntain, AnnuaIR‘eporzs et e ) 8
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~ " ’an answer to a patliamentary question Yo May 1981kMr Mark Carlisle,
Secretary of State for Educatjon, said: ‘My basic criticism of the plan that we
,4nherited is that lt did not attempt to disbriminate in"any way in the
assistance given, If and when resources become available, we should be more
dxscnmmatmg in the aid’ that we give! (;portcd in Ttmes Higher Education
Supplement 22 May 1981). * .
If such a policy is to be adopted, it raises the questlon of the basis for
» discrimination. -Ideally, any system of selective-aid should take account of .
" both British interests and British obligations. At present, the government
provides selectivé subsidies in the fi of reduced fees, or financial
| assnstance in the form of scholarships to the following groups of students.
. i «” Students from member countries of the European commumty, who
: pay the same fees as British students..
" Refugee students who also pay ‘home’ ratgs_of tuition fees. -
iii . Spudents admitted to British msututtons under full rec1procal

_government now appears to betonvmced ﬁe value of selective aid, and in

4

' exchange schemes. —
iv A small number of postgraduate students who receive postgraduate
s, « . research scholarships designed to attract overseas students of high
=" ., research calibre. |
. v A small’‘number of students who recetve scholarshtps provided by
the ORA.

vi Student® already enrolfed on c&xrses pnor to Ocfober 1980.

. B Apart from these categories,-all overszas students must now pay,

- ‘full-cost fees’, with considerable differentials introduced for the first time
\1 between different subjects, which meant that some students who enrolled in
1980 pald fees four hundred per cent highey than overseas students takmg
similar Courses in 1979. A full assessment of the tmpact of the fee increase is
not yet possxble but in 1980, on the basis of an analysis of the effects of
previous fee increases, Mark Blaug and Richard Layard prcdlcted that the
overseas student numbers would decline by about ten per.cent in universities
in 1980-81 and by more thereafter, and that the reduction would be greater,
in polytechnics and non-advanced further, €ducation (Williams 1981).
Preliminary information available early i in_ 1981 breadly confirmed these
predictions, and suggested that adnnssxons in 1981 would be at least a thtrd !
lower than in 1980. .

The impact in individual institutions and departments will in some cases
be much more marked.” Overseas students have tended, in the past, to be
heavily concentrated in in geographical and’ subject areas. In 1979
bverseas students represepted sevenrper cent of all undergraduates but
thirty-six per centof all postgr. at&s An some un versities and polytechnics
.- oversess students in 1978-9 accounted for more thhn a third of all students

= bugonly about three per cent in some pther ut;s;lswm A survey of overseas -

NG

students in 1980 revealed that they were heaVily concentrated in, science,
l engificering and tcchnology courses, and that more than half of all the
<
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postgraduate students were taking courses in which overseas “Students
outnimbered™British students (Blaug and Woodhall in Williams 1981). In
the case of some postgraduate courses, more than three-quarters of the
students were from overseas; which means that a fall of forty. to fifty per cent
in overseas student numbers might make it impossible for such<courses to
continue. ‘ : -
" * In the future, therefore, policy on admission of overseas students must

+ take into account the possible effects of Teductions in overseas student
numbers on the viability of courses, and therefore on opportunities for

British students, and also on ‘the balance betweei home dnd overseas
students in djfferent institutions and courses. . >
Recent experience and debate on overseas student policy, and .
particularly the introduction of ‘full-cost fees’, ,t{as served to emphasize that
pdlicy dn admissions and irf particular the question of selective financial
-assistance for overseas students, must take account of many different issues
and objectives. At presertt, the Overseas Students Trust is embarking on a.
study of the possible implications of various options, which could form the
«basis of a policy of selective schdlarship assistance. The present government
has offered help and assistance.with this project, although no funds, and the
Foreigt?nd Commonwealth Office has pfomiséd to co-operate, and provide -
any necessary information. However, before ‘selective programmes can be
introducgd there must be agreement about the criteria for awarding
schotarships or fee rémissions. Financialassistance could be awarded on the .

basis.of a combination of any of the following criteria. -
1 The acadeniic quality of overseas students. '

R -«

2 The needs of sending countries, particularly developing.countries. -

3 The balance between different countries of origin.

4 "The balance between home and overseas students in different
. courses or institutions, < <

'S, The financial means of individual students, which are by no means
. ¥ identical with the state of development of the country of origin.
*. 6 Possible links with British trade or other commercial interests,
7. Historical or other obligations. © ‘

In the past, some of these issues have been largely ignored, as overseas
student numbers increased in response to outside pressures rather than an
assessment of priotities. A policy of ‘full-cost, fees’ eombined with selective .
assistance for certain overseas students can provide the means of*deyeloping -
a coherent pdlicy, based on specific criteria, for the future. Beforeghis can be ¢y
developed, however, there-must be informed debate about what these 'crign'a ¥

and priorities should be. .

*
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ABOUT THE SOCIETY FOR RESEARCH INTO HIGHER EDUCATION _.

The aim of the Society for Research into Higher Educatron is to encourage”
and co-ordinate research into all aspects of further and higher education. Its
corporate members are universities )ol echmcs, colleges of education,
educational organizations, research institutes and government bodies. Its

individual members are teachers and researchers administrators and |

_students Its membershlp‘ extends to all parts of the world . ,

The Socrety s region d national meetings and conferences bring the

,furth% gpd higher eduCation . fratérnity- ;ogether to discuss research -

Objée Uet “methode and ﬁndmgs. Wrking parties develpp research.’

. igﬁrch reports and monographs are published, providing a good

circulatior of specialized information and debate. These are avarlable to *

" membert at'a red’ﬁced rate.

Reésearch mtbﬂrgheAEducanon Abstracts are. 1ssued three times a year

and are free to members, as are the Society’s annual conference papers. An
arrangement with the Natidnal Foundation for Educational Research brmgs@

v

SRHE members a drscount pn their Qegrster of Edyanvnal Research.

" Ahnual su‘tfs‘criptions October\981 September 1982 - -
. Students ard retired persons . £ 10.00 .
4 Individual : “r £23. 00 .,
*  Corporaté, for institutions with: A
- Fewer than 1000 studemts £ 60. o0, - ‘
l\gOO-BOOO students _ £90.00 .
e than 3000studems " £130.00 -t

.
..,

Further mformatron may be obtamed from the Admmrstrator, The Society
for Research into Hagher 'Educatxon, The Umversrty, Guildford, Surrey
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