‘An overview of equltable‘*‘

’,
.ﬁ ﬁstoH nEurope -
s >
=

= PN
B g>cjusrve>t

Lifelong Lea






Authors

Andreas Bohonnek, Anthony F. Camilleri, Dorit Griga, Kai
MNKEf SOl = Yt SDoRifiicGrrA { £ | OA 6

Contributors
Fabio Nascimbeni, Daniela Proli
Editors
Anthony F. Camillerkai Mihleck
Reviewers
Dionyssius Kladis, Per Nyborg, Pavel Zgaga
Standard Number

ISBN978-2-930429-21-2
EAN:9782930429212

Copyright

(C) 2010, MENON Network

The EQUNET Consortium

MENON Network EEIG MENON BE
SCIENTER SCIENTER IT

Centre for Education Policy Studies CEPS Sl

HISHochschulnformationsSystem GmbH HIS DE
BSY GNHzY FNNI { 2T AFES Lyy2@l (A 2yzsS AT
9dzNRB LISIY {(dzRSyiGaQ | yAzy ESU BE
European Association of Institutions of Higher Education EURASHE BE
European Distance and-Eearning Network EDEN UK

This project has been funded with support from the European Commission. This publication reflects the
only of the authors, and the Commission cannot be held responsible for any use which may be rited®-of
formation contained therein.

This work is licensed under the Creative Commons AttribelloncommerciaShare Alike 2.0 Belgium Licens
To view a copy of this license, visit http://creativecommons.org/licenseathya/2.0/be/

Pageiii



Contents

1100 [0 o (o] oY OO PP PPPPPPPRPP 1
1.1 The EQUNET REPOIT IN CONIEXL......uuiiiiiiiiiiiiieeee e s ettt e e e et ee e e s e s e e e e e s aansbe e e e e e e s aannnnreeeeeeeannnnes 2
1.2 A Quick Primer to European policies in Higher Education EQUILY.............ccovumiiieiiiiiiiiiecce e 3
1.3 Setting Targets and MeasUNNG EQUILY...........uuuiiiiiiiirieiieeeiii e e e e s e e e e e s s s snnnnreeeeeeeannnees 5

DEfiNItIONS & TNEOIIES. ..ottt e e e s e et e e e e s e e e e e e s aannnnneeeeesaannsnnneeeessnnnnnnnneeeeesi]
P22 A 11 £ To 18 o3 10 o H OO EP PP PPPPPPRRPP 8
2.2 A historic shift in European Higher Education in the second half of the@@ury...............ccccevevevevevennen. 8
2.3 The massification of Higher Education and the emerging issue of equity and social.justice.................. 9
2.4 Equity and contemporary trends Higher Education PONCY............uuviiiiiiiiiiiiiiiie e 10
2.5 Some definitions of equity and frequently used political CONCERLS.........cooviviiiiiiiiriiiiiie e 11
2.6 Some major theories and approaches to the issue of equity in education and social justice.............. 12
P A ©7o ] o [ox [§ ][] 4 PO P PP PP TP PPPPPPPPP 15

DAtA & METNOUS. ...t e oottt e e e e et e e e e e e ettt e e e e e s et et e e e e e e b b e et e e e e e e r e e e e ean 17
3.1 Alow reduction approach of measuring inequity in access to Higher Education across cauntries.....18
3.2 Calculation of @qUIty INAICALOLS. .........ueiiiieiiiiiiiiere e e e e e e e e s s st e e e e e s s ssbbereaeesseanbrnreeeesaaanes 19
G TR T D - | - PP PPPPPPPP 21

3.3. 1 DaAta QVaAlADIIIEY. ...t r e e e e e e e e e e e e e e e e aane 21
3.3.2  Data SOUICES STALISTICAL.........uveiieiiiie it e e 22
TG T T @ TN = 111 r= 111V B - | - NPT 24
3.4 DefinitionNs and VAIADIES..........ooiuiiiiiiii e 25
3.4.1 Europe and EUrOPEaN COUNIES..........cceiiiiiiiee e ee e e e e et e e e e e e e e e e e eeeeaaaaaaaaaaaaaaaens 25
3.4.2 Tertiary education and Higher EQUCALION.............uuuuiiiiiiiiiiiieiiiei e ee e e e ee e e 25
3.4.3 Netentry rate DY SEX and AQE........ccooiiiiiiiii i e e e e e e e e e aaaaaaaaaaaaaa s 25
I O S I = (o [ o] o F= I £ 11 =T PP PP PP PP PPN 25
345 hOOdzLI GA2ylt &Gl G.dza..2F..320.dz2RSy.0.2.Q...LI. . NBY.[.4......26

346 | AGKSEG SRAOFGA2YEE b GibAyY.Syd. 27 AQdRSYy020 LI

3.4.7  ACCOMMOUALION FOIMM......eiiiiiiiiit ettt e e e e e e e e e e e e e e e e e e e nneeeeeeaans 26
348 [/ 2YLRAAGAZ2Y 2T A0dRSYO0A.0Q. . AY.O2X.S e, 26
349 / 2YLRAaAAGAZ2Y 2F a.0.dRSY.0.20..SELISY.RAGAINS. ...ccoovvveee.. 27
3.4.10 Full timeg part tiMe STUAENTS.......cooi ittt e e e et e e e e e e e e e aaeaaaaaaaaaaaaens 27
3421t I NBY 08 QoS RAZO LA 2y oo 27
3412 { G dzZR S Y DBIGEL.. 11 A.Y.5 oot 27
3.4.13 Relationship between Job and STULY..........coooi i 27
34,14 FAMIIY STATUS. ... .ceeeeeeeeie ittt ekttt e e et e et e e e e e s s e e e e e e e e e s e e et e e e e e nn e e e e e e e e nnr e s 27

Pageiv



R It LT O o [ [ [ = TP 27

oV VAT 1 (o I o 1= Gl o [F o= 11T} o 29
o R | o1 (oo [F o1 1 (o] o PSP P PR TR PTTPPRR L.
A 011 VA = LSOO PP PP PPPPP 30

4.2.1 Trenddata ACrOSS MEUIONS. ... .uueitetiiiuuurieeteeesaaitreeeeeeesaaasssseeeeeeeaaassseeeeeeesaassbsseeeeesaaannnneeeeeeeaannnnnnes 31
4.2.2 Netentry rate€S DY @g€ gIrOUL........uuiiiiieeeiiiitee e e et e e e e s e e e e e s s e e e e s s s snneereeeesaaannnereeeas 32
4.2.3 Net entry rates by student age Profile...........ooui i 38
R B CT=T g [0 (= g = = 1T o[ PP PP UPRPPPPPPPPPPRRP 35
R T N 1 (=T o £=] = (0] o PSR PP PP i
4.4 RoUteS t0 HIgher EQUCALION........c.cooiiiiiiieieee e e e e e e e e e e e e e e e e e e e e e e e e e e e e aeaaaaaas [
4.4.1 Alternative routes to Higher EQUCALION..............cooiiiiiiiiii e e e e e e e e e aa e 40

Access to HE and Socioeconomic BaCKgrOMMO..........oovveiiiiiiiii e e e eeeas 45
ST R 1 oo 0T 1o o HO PSP P TP PP PPPRPON I
5.2 Socioeconomic background and inequitable aCCESS. ... a7

IV B ® ToTol U] o F- 11 [ g F= 1 oF=Ted (o [ (o 11 T A OO a7
5.2.2 Educational BacCKgrOUNG............coeeiiiiiiiiiiiieiiece et e e e e e e e e aaaaaaaaaad 49
5.2.3 Relation between occupational and educational background................cccccee e, 52
5.3 Socioeconomic background and qualitative iNEQUANLY............uuuuriiiiiiieeiiiiieiieeeeeeeee e i
TR Tt B =1 [0 KSR 0 S (0 o Y PP 55
R T (00 Y/ 1T = o] £ = o [P i
5.4 Social background and expansion of Higher EQUCALION. ............uuuiiieiiieiiiiiiiiieeeieeeeee e 57

INCOME & EXPENAITUIE.......oo ittt e e e e e et e e eeeeeeeeaeeeaaeeaeeeaeeeeseeaeeaaaaassnsssanassensrnsnnnnnns 63
G T R 1o oo [0 Tox i o o HO TP TP PPRP RS PPPPPTPPPPR 64
6.2 Funding tertiary €eduCation iN EUMORE. ... ..uuuiiieiiieeiiee ettt e e e e e e et e e e e e e e e e e e e e e b s ransseseeeeees 65

6.2.1 Typologies Of FUNAING SYSIEMIS. .. .uuuiiiiiiiiiiiiiiee e e e e e e e e e eeees 66
R IS (U0 (=T o[ 3 [ g [T ] 4T PSRRI 68
6.3.1 Income composSItioN DY SES.... ... 68
6.3.2 Variation by accommodation fOMML...........oiiuuuiiiiiiiiiiiiiiiie e ssiieee e sieereeee s s sssnssneeees d O
6.3.3  INCOME INEQUAIITY. ......eeeeeeeee ettt e e e ettt e e e e s e e e e e e e s s sbb e e e e e e s annbbeneeeeeeennne 70
6.4 Income from Parents OMRIALIVES...........coiiiiiiiiiiiiiiieee ettt e e e e s e e e e e e sibeneeeeeesssnnsnnneeeesssnnnnnd L
6.4.1  GeNUEr AIfTEIENCES. ...t e et e e e e e e bbb e e e e e e e e s et b et e e e e e s s neeeeas 72
6.5 INCOME frOM SLALE SUPPOIL......ciiiiiiiiieiee ettt s e e e et e e e e e s s snsnnneeeeesssnnnnnneeeeennnnnenid B
LR R U o] 0T A = 1 OO PP PSP P PP PP 76
6.5.2  Grant and ENIOIMENT FALE..........oeiiiiiiie it a et e e s es 79
LIRS T R o = g PP PP 80
6.6 { GdZRSY (18 Q. . .S ELISY.RADAZING. ..ot et 82



ST T0 R ==Y o | 80 (o] AN eTe0) 121 1100 F=1 1[0 ] 1 PR 83

6.6.2  TUITION FEES. ..ottt oottt e e ettt e e e e e e s e et e e e e e e et e e e e e e e e ee e e e e e e nnnne s 83
StUdents iN PafTiME STUIES.........eiiiiiieiiiie et e e e e e e e e e e e e e e e e e b n e e e e e e s annrrrreeeeeeaned 87
% N [ 011 0T ¥ T i (o o PP PP TP PPPPPRRPPN L.
7.1.1 EMPICAI FINAINGS ...ttt e e e st e e e e sk e e e e e e e s e s e e e e e e e e e an b e neeeeeeaanne 89
7.1.2  Trends in StUAYING PEHEME ......c..iiiiiiie e e e e e e e e e e e e e e e e e e e e rneeeeeeaan 89
7.1.3 Formal and de facto patime STUENTS..........cuiiiiiiiiiiiiii e e e e 90
7.1.4 Types Of PAFIME STUAIES. .....cceiiiiiiiiieie et e e e e e e e e e e e e e e e s e e e e e e e s s e annnnnneaee s 91
A =1 111 o]0 Y71 1= o1 PP P PP PEPPPPPPPPPPRPPN 91
A2 R [ aq] o] = Vg Tt =0} il To] o JN 1 (o0 0 1= S L.
7.2.2 Employment rate and SOCIAl STALUS. ... ...uuiriiiiiiiiiiiiei e 93
7.2.3 Relationship between WOork and StULY..............oooiiiiiiiiiiiii e e e e e e e e e e e e e e e e aaaee e 94
Conclusions and RECOMMENUALIONS. ........coiuuiiieiiiiiee ettt e e et s e e e e e e e s anbe e e e nnnes 95
S A [ o To (U1 i o] o O TP PP PP 96
8.2 SUMMAIY Of FINAINGS ...ceeeeiiiiiiei e e e e et e et e e e e e e e e e e e aaaaaaaaaaaaeaeaaeeaaaaaaaans 96
8.2.1 Entry into Higher EQUCALIQN..............oooiiiiiiiiiiii e e e e e e e e e e e e e e e e ae e e e e e e e s e eaeaaeaaaaans 96
8.2.2 Access to Higher Education and Socioeconomic Background.............cccooiciiiiiiiiviiiiniiiineieeeeeeeeeeee 97
8.2.3 INCOME AN EXPENUITULE. ... .uuuiiiiiiiiiiiee ettt e e e e e e e e e e e e e e e e e e e e e e e e e e e ae s e e s s s s s eseseeaeeeeeeeeens 98
8.2.4 Part TIME STUIES ...utteieiitiie ettt ettt e oo st e e e sttt e e s e e e e bt et e e eabn e e e e annneees 98
8.3 Interpretation Of FINAINGS.......ooo oo e e e e e e e e et e e e e e e e e e e e e e e e e e e e eeeeaaaaaaeaannannnns 99
8.4 CommeNts ON DAt COIECHIONL. .......uviiiiiiiiie ettt e e e e s e e 106
S ot R = Tod Qo) = - VPP PPRPPPPP 106
8.4.2 Lack of Definition as to the Concept of a Higher Education Qualification.................................. 106
8.4.3 Evidence of Good PractiCe iS LIMILE. .........cooiiiiiiiiiiieie et 107
8.5  Policy RECOMMENUALIONS.......cciiiiiiiiiii e e e e e e e e e e e e e e e eaeeaaaaaaaaeaaaaaaaaaaeas 108
8.6  Conclusions for FUMher RESEAICI...........oiii i 111
= 10] oo =T o] 0 Y/ 113
10 =3 Qo) B IF= 1 o] [ ST UPPP TP 120
INOEX OF FIQUIES ...ttt ettt ettt e e e e oottt e oo oo sk bttt e e e e e e e aa s bbb e et e e e e e nsbbe e e e e e e e e annbbnneeeeeaann 122
10 =3 Qo) BT ) (ST PSPPI 123

Pagevi



Chapter 1

Introductory

Authors

Anthony F. Camilleri

Contributors

Fabio Nascimbeni




1.1 The EQUNE®Eport in context

The EQUNET project was conceived as an independent research and networking initiative, aifitht@arncrease
access to Higher Education for all marginalised andtramtitional groups based on a principle of equity. With the
help of European Commission funding under the Lifelong Learning Programme, the project has brought together
consortium ofrenowned research organisations and stakeholder representatives to work on the project, ensuring &
sound methodological base for the research presented here, and a wide audience to which to distribute the reco
mendations.

As originally conceived, the netwlohas committed to research barriers arising as a result of:

1 Educational background (issues revolving around recognition oferomal and informal education, or nen
traditional types of formal learning such as access for young persons who have beeledatdmome, and
distance learners)

i Socioeconomic conditions (issues revolving around access for people in employment, with family-commi
ments, coming from divergent income groups, by level of dependency upon paetnis

9 Structural problems in Higher Echtion (dealing with issues such as curricula, governance structuress-admi
sions standards, funding policiexc.).

The project initially set out to analyse the degree and nature of these barriers for individuals from five target groups
namely

Wi NIR X DA & ( dzRe3 yeardldsp A S my
Migrants

Continuing learners (professionals building upon a degree)

= =4 -4 -2

Adult learners (without a degree or changing profession)
1 PostProfessionals, i.e. those at the end of the lifelong learning curve

In terms of its netweking activities, the EQUNET consortium believes that in order to have an impact on equity in
Higher Education, as on any complex and multifaceted societal theme, it is fundamental to involve all possible cat
gories of stakeholders and to mobilize all #vdsting advocacy and decision making energies and dynamics that lay
around the theme. Given the specificity of the theme addressed, EQudEErintendsi 2 ONBI 4S | ay
Y2NJ I aySiGeg2N)] 2F ySi62N)] a¢ 3z o dzinstiNdioaskusNddividdals MBrkidyBna S
Higher Education and peers working on egi@igsurance can meet, exchange knowledge, and shape a more-equit
ble future for European universities.

In line with this reasoning, EQUNET is aiming at building an evitbeiseel advocacy network aiming at raising
awareness on the issue of equity in Higher Education. The network deals with:

1 policy advocacy, by contributing to shaping EU and if possible national policies in its field. Its main concern
to shape agendas byfloencing legislation and guaranteeing the representation of interests at the European
level (and at a national or regional level);

i dissemination and cross fertilisation, by promoting the EQUNET research findings and by fosterirg the e
change of best HE ady practices among relevant stakeholders and communities. As a European dssemin
tion network it acts as a platform for mainstreaming and benchmarking of good practices at the Member
states level,
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1 resources documentation, by supporting the creation ofogen archive for equityelated documents and
resources.

This report is being produced at the end of the first year of a three year project, and was intended to give a broa
overview of the information currently available on equity in Higher Educati&unope. As such, we have collected
the main secondary sources for such issues, and presented their data throughout the report. By undergoirg this pr
cess, we have not only given readers a summative snapshot of equity issues in Europe today, but alsofgsined
hand understanding of the strengths and weaknesses of the data collection methodologies currently in use, anc
particularly, of the limitations of the currently available information on the topic.

The next two reports (to be published consecutyiel Autumn 2011 and 2012) will focus more directly on specific
issues within the field, including:

1 Trends in thinking from the side of the policymakers

9 Best practices in improving equity in the various countries
9 Theoretical foundations for future equifyolicies

I Ways to measure progress and impact of policies on equity

As such, this report should be viewed as the first instalment of a thegework, which, in its entirety, will provide a
comprehensive view of the topic. It is also supported by a nunabeveb-based tools, most notably the EQUNET
repository, available online dtttp://repository.equnet.info, which is a collection of research materials on the topic,
including all materials referenced for thisport (where free distribution was legally permissible) as well as any and
all other materials we feel may be useful for academics and policymakers.

1.2 Aquickprimer to European policiesn equity in Higher Education

Over the past decade, equity has falia place in both policy initiatives from the European Commission as well as
those promulgated through the Bologna Process.

2 AGKAY GKS . 2f23ylF tNROS&aaz GKS a20Alf RAYSyaiAzy gl
raised by students; YR g+ a I FFANYSR o0& YAYAAUSNAR & az2vYSGKAy3
GKS NBfS 2F GUKS a20Alf RAYSyaiazy o0SOFYS Of SKNY WeK
objective of improving the social characteristicstioé European Higher Education Area, aiming at strengthening
d420A1Ff O2KSaAz2y IyR NBRdAZOAYy3a &a20AFf FyR 3ISYRSNI AyS|
[ 2YYdzyAljdzS O0HnnT0X GKS NRES 2F GKSTtaNRXIST 2RA Y3 AXKSAY
(KS t80S8t 2F 1y26tSR3ISs alAtta FyR O2YLSGSyOsa Ay
2PSNI ff FAY 2F GKS &a20AFf RAYSyaiazy LIt A Oan8 éompleyirg Y S €
| ASKSNJ 9RdzOI A2y Fd Iff tS@Sta aK2dzZ R NBFE SO0 GKS F
FYyR OFLI OAGASE 2F Ittt OAGAT SyaQ GKNRdAzZZK | A3IKSNI 9Rdz
givenWi KS OKI ffSy3aS 2 ¥wWebtgfheided StalyZ10)J2 Lidzf | G A2y Qd

All member states were to provide a report on progress towards an action plan on the social dimension as part ¢

the 2009 stocktaking of the Bologna Process. Nearly all EU states gaj However with wide differences in terms
of practicality, applicabilityand specificity.

In terms of policy initiatives from the European Commission, equity was first given a role in 2006 when the Europes
Council invited member states to ensure eqile education and training systems that are aimed at providipg o
portunities, access, treatment and outcomes that are independent of socioeconomic background and other factor
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which may lead to educational disadvantage. After
vast number of referenceotequity in EU policy ae
uments (see box), 2009 and 2010 saw two importe
policy developments.

In May 2009, the council of the European Unign &
proved a new strategic framework for Europeent
operation in education and training up until the yee
2020 (the secalled ET 2020 strategy), ardentified
GLINRY2GAY3 SldZAdes az2oa
AKALE |a 2yS 2F n (Se
the concept of equity was phrased in terms of a#o
ing all citizens to acquire and develop skills anch-cc
petencies needed for their emplapiity. However,
amongst the benchmarks set as part of the strateg
none were explicitly related to equity in Higheru=d
cation. In addition, the short term action plan fron
20092011 included no actions in Higher Educatic
related to this priority.

In May 2010, the 301% Education, youth and culture
Council meeting, adopted a set of conclusions relati
to the social dimension of education and trainin
Within the field of Higher Education, it invites me
ber states to:

i Promote widened access, for examphy
strengthening financial support schemes fc
students and through flexible and diversifie
learning paths.

1 Develop policies aimed at increasing coeapl
tion rates of Higher Education, includin
through strengthening individualised suppor
guidance andanentoring for students.

1 Continue to eliminate barriers to, expang-o
portunities for, and improve the quality of,
learning mobility, including by providing &d
guate incentives for the mobility of students
from disadvantaged backgrounds.

Box1: Mentions of Higher Education equity in EU policies

The Recommendation of the European Parliament and of
the Council of 18 December 2006 on key competences
lifelong learning, highlights the importance of developing
the provision of key competences for all and of making
appropriate provision for those whdue to educational
disadvantages need particular support to fulfil theiued
cational potential.

The Council Resolution of 15 November 2007 on new x GAal
skills for new jobs, stresses the need to anticipate skill NI 2 1
needs and raise overall skill levels, giving fisido the

education and training of those with low skills and at the

risk of economic and social exclusion.

The Council Resolution of 23 November 2007 on moder
ising universities for Europe's competitiveness in a global
knowledge economy, which reaffirntise importance of
increasing lifelong learning opportunities, broadening
Higher Education access to include roaditional and

adult learners and developing the lifelong learning dime
sion of universities.

The Council conclusions of 22 May 2008 on aléaltning
emphasise the need to raise skill levels of a still significant
number of lowskilled workers and underlines the contr
bution of adult learning to fostering social cohesion and
economic development.

Decision No 1098/2008/EC of the European Pawiat

and of the Council of 22 October 2008 on the European
Year for Combating Poverty and Social Exclusion states
that the lack of basic competences and qualifications
adapted to the needs of the labour market is a major-ba
rier to inclusion in society.

The Council Resolution of 27 November 2009 or-a r
newed framework for European cooperation in the youth
field (20102018)10, invitesnemberstates to ensure

equal access for young people to high quality education
and training at all levels, and to promotetter links ke-
tween formal education and neformal learning,

1 Promote specific prgrammes for adult students and other noraditional learners.

Globally, a number of UN Declarations and conventions make reference to the issue of equity in Higher Educatic

az2ad yz2dlotes

0l anAa

(KS 580fFNIGAZY 2F
AUnited abidhs(iGeneral Assembly, 1948) R

I z¥dually ascksSieitaiall, prifttie i S

fFrGSN) 2y GKIG a1l AIKSNI 8

accessible to all, on the basis of capacity, by every appropriate means, and in particular by teegivegntrode-

GA2y 2F T NBnSed SatiadzOGenckaPAssembly, 1986)a 2 NB NBOSy Gt es Al KFa
OAY I 0O0S&aa0 LISNRA&GTZ O2yadAaddziaAy3a I YIF22N) a2 dzNOS 27F
acces§ LI NIAOALI GA2Y | YR &NESCDA2009)0 |t € S@Sta 2F SRdz
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1.3 Settingtargets andmeasuringequity

2 AGKAY GKS . 2f23yl tNROS&daxz GKS wnnd /2YYdzyAljdzS OF f
overall participation andncreasing participation of underrepresented groups in Higher Education, to be reached by
iKS SyR 2F G(KS ySE(G RSOFIRS&ad ¢62 $2NJAy3I 3IANRdzZLIA 27
group, and the data collection working group, have beemkivig on ways to collect information and indicators that
reflect progress in the social dimension as it happens, mainly in line with the definition offered by the Lomalon Co
YdzyAljdzS® ¢2 RIFIGST GKS YIFAYy &a2dz2NOS 2 Fntihiyadve Nich Has Begh K |
referenced extensively in this report, and which is introduced in more detail in Chapter 3.

With respect to the European Commission, apart from general benchmarks for widening overall participation, nc
specific equity indicate or benchmarks have been adopted, with however two significant references to suchindic
G2NB KIF@Ay3a 6SSy YIRS G2 RFGS® 1t a LINI 2F AdGa W 2K
progress towards the Lisbon objectives in education@dd A y Ay 3Q GKS 9dzNRBLISIY [/ 2YY
composite indicator orstratification of education and training systerbased on qualitative data from Eurydice,
which was to be used to analyse the impact of the structure and institutional diffixtéant of education and trar

ing systems, while also stating that work on a composite indicator on equity would be initiated.

In addition, as part of the ET 2020 programme, the Council asked the Commission to find ways to reflectithe priol
ties of the prgramme in the coherent framework of indicators and benchmarks. As equity is a major priority of the
programme, this would seem to indicate more progress on establishing indicators for equity, especially since th
compound indicators suggested in the commuation have yet to come to pass.

In the meantime, over the past decade, a number of research projects have attempted to propose indicatgrs on e
uity in Higher Educatio(European Group for Research on Equity in Educational Systems,E206pean Resedaic
Associates, 2006)usually proposing one of two types of indicators:

9 Structural indicators by target group: involving looking at current educational statistics and distinguishing
them by different factors such as gender, age, socioeconomic backgroass, ethnicity etc.

9 Global structural indicators: involving indicators such as overall investment into education, student support
offered etc.

9 Perceptual indicators: involving student surveys of perceptions of difficulties to enter or participate in Higher
Education

Introductory | Pageb
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2.1 Introduction

The terms equity, equality, access, widening participation, just society and so on appear in various combinations al
uses in most discussions of Higher Educatisometimes as a central issue and other times as a side consideration,
or even merely for te sake of legitimising a policy recommendation or action. It is difficult to imagine a seriously
considered Higher Education policy discussion/agenda without this dimensian iategral aspect. Yetesearch

and policy approaches can sometimes see ediiyn different perspectives. Economists often see equity in terms
of funding or how to distribute the costs of education, whereas sociologists and political scientists look at equity o
access, social mobility and equity in the function of the democtibisareconstruction or reconciliation of society.

It is evident that there is no single, authoritative reference to the topic in the theories and the history of dealing with
the matter. This chapter examines the definitions and theoretical approachesusuing the issue of equityand
attempts to provide an overview of the various dimensions of the topic and multitude of approaches addressing it.

2.2 A historic shift in European Higher Education in the second half of th® &ntury

Changes in the m-WWII economy and the subsequent restructuring of society have contributed considerably to
the changing role and shape of university education in the Western world. The shift from the agriculturalrie the i
dustrial and then to the service economy has#igantly altered the relative sizes of social groups and strata and
upgraded the occupational structure. In addition, an ever greater proportion of the workforce has been employed ir
large, more formal organisations and firms accompanied by the growstadé and public employmentMcNay,

2006 Blossfeld & Shavit, 1993) the immediate aftermath of WWII, enrolment rates did not exceed 5% of tke rel
vant age group, whereas in some countries, by the late 1960s one could observe the considerable geswth of
ment rates in Higher Educatidiirow, 2005) The elite nature of studying at universities gradually faded right across
Europe. Higher Education opened up to include larger shares of each generation. This process is widely referred to
the massificdion of Higher Education. Today, in many European countries more than 30% of each generation of 2(
29 yearolds is enrolled in fulime or parttime studies; with the enrolment of each cohort in most of Europe e
ceeding 50% in 2007 (see Chapter 4 for titid analysis). This phenomenon has dramatically changed the- stru
ture of the university community. It inevitably affects the logic of teaching/learning/research, how the institutions
are organised and, not least, the structure of the student populafidre romantic era of the university as an aoto
omous venue for the education ofgentleman(UK) and droadly cultivated mah(continent) to contribute to the
intellectual elite of society came to an efitirow, 2005) Massificatiorunequivocally represents the main characte

istic that makes contemporary Higher Education substantially different from Higher Education in history. There is n
doubt that the massification of Higher Education has helped transform its role in contribiotisocial justice. The
GARSYAY3 2F LINILHAOALNI GA2Y KI&a I FFSOGSR &2dzy3 LIS2 LI
degree.

! TheEQUNETonsortium partners agreed on equity as the central term to refer to the focal topic of this publichtavever, theEQUNET
consortium is conscious of the normative nature this term carries, especially in contemporary political language. Irethistpee appo-
priate, the terminology will be used in accordance with the authors/ theories mentioned wdferring to them and depending on the o
text in other cases.

% Both of the terms gentleman and broadly cultivated man are used by Trow (2005: 9) to refer to perceptions pertainingcificgpgpiod in
history. The author of this paper has used themtfee same purpose and acknowledges their gender bias.
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2.3 The massification of Higher Education and the emerging issue of equity and social
justice

The developrents and changes of the late 2@entury caused an expansion of enrolment beyond the small groups
that were traditionally expected to be prepared for the ruling elite. Massification has largely been a political process
Although the idea of reaching oub ta broader group of people was already present in some Western democracies
(Leathwood, 2006)the real boost to enrolment was accompanied by the expansion of the welfare state and the
pertaining political priorities. A more cohesive society, with the ity of disadvantaged groups achieving vertical
mobility on the social ladder was also deemed possible through more easily accessible Higher Education.

Despite the dramatic upsurge in enrolment rates, enrolment patterns did not show a particular ienpeav in

terms of the inclusion of less walff social groups. In some cases the evidence indicated the opposite: massification
had worked in favour of better off segments of society. In the early 1990s, Blossfeld & Shavit concluded that th
expansion oeducation largely facilitates the persistence of inequalities in educational opportunities. In other words,
despite the higher enrolment numbers of people from lower social strata, by that time inequity in relative chances o
entering Higher Education hadayed fairly stable or even increased. The expansion of Higher Education across the
examined European countries occurred at a slower pace than at lower levels of education. Secondary sarool grac
ates encountered serious bottlenecks in their transitiontadiary education where advantaged social groups were
clearly overrepresented in relation to their share in society. This pattern is also visible in the former socialist cou
tries®. There, the radical socialist policies did not manage to reduce the effscial origin on transitions to further
levels of education, as proven by the positioning of bureaucratic elites and their consequergpsetfuction.
(Blossfeld & Shavit, 1998jowever, in later stages of massification there was some shift towarkigwng the a-
claimed social justice objective. More recent findings show that the expansion of Higher Education has resluced in
guality in more countries under study than it has the contrgyum et al., 2007)

This progress can be attributed to growiaggareness about social processes related to Higher Education ane-cons
guently policies that reflect such awareness. Throughout the -ddétll decades, egalitarian values in Westena E
rope increasedTrow, 2005) Along with these shifts, research into equittyHigher Education also gradually gained
momentum. Systematic and intensive research on inequities in education evolved and was reflected in various poli
suggestions and related empirical evidence. Ever since then, the number of authors who havedeways to
overcome the barriers or the reasons for obstacles to the social emancipation of disadvantaged groups has rist

0Y2dzO1 & SThis trendbaiso hasisamelparallels with the development of basic theories in education-sociol
4

gy.

The increag number and diversity of students is being followed by the surging numbers and ever greater diversity
of Higher Education institutions. The diversity of institutions and programmes has brought with it complexities anc
questions including stratificatioand pertaining poles of excellence, creating areas of exclybleave, 2000)Elite
institutions can be found within the growing maze of private, public, professional, academic and other types of inst
tutions in Western Higher Education systems. Trowcaidis that the forms of elite Higher Education are disti
guished by specific teaching and learning and the relations between the students and teachers. Such schools :
venues of socialisationfor shaping the mind and characteather than the mergransmission of information, skills

and knowledggTrow, 2005) Today it is also easy to observe the process of agglomerating reputable universities
into consortia and networks. Research and intellectual distinction is reserved for a smaller group of eitslitant

tions. In this context, massification allowed elite Higher Education to adjust to and survive the changes.

3 The work of Blossfeld & Shavit was published in 1993 and used data from some Eastern bloc countries during the sodalist peri

4 ' ' . o )
See below the section on theories and approaches to the issue dequeducation.
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The massification of European Higher Education took place in quite divergent settings. Norms and beliefadiffer co
siderably between regianas a result of various societal, historical or other factors. We have already mentioned the
specific course of enrolment growth in former socialist Europe. Perhaps it is only too rarely that theopfist
societies along the European periphery, esplg those of Soutiitast Europe, are taken as a specific case ane an
lysed through different parameters and variables than those for Western Europe. Compared to massifica¢ion in d
veloped countries whose pinnacle was reached earlier, the massificatidigbér Education in these countries was
delayed and occurred in different social and political contexts, essentially without the support of the welfare state
and with relatively scarce public fun@@ukasovic, 2009)n terms of the participation of disadataged groups,

se factors have led to vastly different outcomes compared to the rest of the Western world. In the research by
Koucl et al. (2009) it is evident that inequity in most peastcialist European countries under examination increased

in the early 1990s, unlike in their Western counterparts where trends indicate a drop in social inequity (See als
chapter 5 of this report).

2.4 Equity and contemporary trends in Higher Education policy

The knowledge society/economis perhaps one of the mostbopular slogans in the modern European politica-ar

na. It is often used to portray the transition from industrial production using lowly educated labour to industry and
services based on knowledge and representing the spine of the entire ecofidmkikala,2007, Robertson, 2005)

This evolution is dragging education and knowledge into the centre of economic strategies and attributes a-comme
cial value to them. Some authors have referred to such a phenomenon astmaodification of educatiofNaidoo

& Jamieson, 2005) Together with claims that the private benefits of an educated individual exceed the bemefits s
ciety enjoys from having more people with a Higher Education degree, the idea of charging fees to students gail
support. Issues relating to equityeathereby being exposed to serious shifts in perception along with perhaps shif
ing norms, beliefs and values.

The globalisation and internationalisation of Higher Educatian larger changes in society are greatly intertwined
with the knowledgesociety/economy and other broascale processes related to global economic and socialndyna

ics. In the last few decades an increase in the internationalisation (or Europeanisation, when it comes to Europe)
policies and trends in Higher Education canobserved. Internationalisation is also part of the response of Higher
Education to the globalisation of the labour markbiokkala, 2005)These processes in Higher Education all require
greater staff and student mobility and encourage the intensificatibiternational ceoperation. Yet we still need

to examine the possible stratifying effects of internationalisation. So far there is little evidence on how the ability to
take advantage of internationalisation influences equity in education and the goisi§ of graduates in the labour
market. However, it is possible to trace some trends. The latest findings of the Eurostudent report showthat st
dents with a higher parental education background go abroad more frequently, indicating a potential newatidistin
(Eurostudent, 2008see also chapter 5 of this report). It is clear that international cooperation requires financial
input, as does the mobile student, and this might represent another selective mechanism and division beaveen st
tus groups. The int@ational networking of universities adds to institutional prestige and therefore affects time sy
bolic value of the degrees that are awarded. If networking is limited to costly and exclusive institutions, we coulc
have yet another mechanismtoforman 8lit 2y GKS o6l aAa 2F AYRAGARdzZ ftaQ SO
it is difficult to assess how the crebsrder provision of Higher Education and distance learning arrangements will
influence participation and the value of certificates and degréethe job market in the long run and therebg-d
termine the position of such graduates in society.

TheBologna Processurrently perhaps the dominant international educational policy guideline for Higher &duc
tion in Europe, started as a proposal forusttural reform in order to make the wide range of Higher Educati@a sy
tems more comparable and compatible. Although at its outset this ambition was modest, perhaps also due to tht
reluctance of governments to give up powers over any educatiated mater, the process still cut deeply into the
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organisation of Higher Education at all levels. The issue of equity made a shy appearance three years after the st
in the third ministerial meeting, the second featuring the larger participation of Europearsterisi('Bologna'
Conference of Ministers responsible for Higher Education, 2008)as addressed with the teri@ocial dimension

and advanced modestly to become a wadkablished component of political documents only in the second half of
the first Bologa Process decade. It was no earlier than 2007 when it was clearly stated and defined what-social o
mension means in this particular policy procé3he statement sent a strong signal to the implementation level in
the member states and in some cases gingestakeholders, especially students, an external argument for enforcing
their socially sensitive agendas.

2.5 Some definitions of equity and frequently used political concepts

Defining (in)equity is almost impossible without a normative slander. Inyntases, and to a great extent, equity
refers todisproportionalityin the representation of various status groups or strata in Higher Education in compar
azy 2 GKSANI aKFINBa Ay az20ASdGeo Ly 20K aNiigh ybtdnatTallya dzC
influences his or her chances to access or attain a Higher Education. However, this definition is not sufficient to a
RNBX&aa Fff [aLlSoda 2F | ATKSNI 9RdzOF A2y Qa NRfS Ag- NB|
cial justice. To create a broader and more complete insight into this problem it is essential to examine it throug!
various theories, conceptualisations and approaches mainly developed in the sociology of education $eetidhe

on theories and appraches below).

At the political level we encounter a myriad of different documents that try to approximate an internationalrconse
sus on efforts to make Higher Education a more just system for greater justice and/or cohesion in societyoThe Bol
gna Process as a dominant policy guideline of the Europeanization of Higher Education initialgusdextcesas

0KS OSYGNrft GSNX¥YZ o0dzi AdG Ifaz2 aiGNBaaASR AdddGKS ySSk
their studies withou2 6 & G | Of S& NBftF GSR (2 {KSA(Bdlogna' Gdnference of Miniser® 2 y
responsible for Higher Education, 20862 I a G2 Y2NB Of SINI & RSTAYS adodi
in and completing Higher Education at &IS @St a &aK2dzZ R NBFf SO0 { KBologRaA @S|
Conference of Ministers responsible for Higher Education, 2007)

In the meantime, even though it is a-shaper of the Bologna Process, the European Commission has been running
its own pro@ss of creating expertise and policy recommendations. An expert paper based on concepts and theorie
from economic$ entitled Efficiency and Equity in European Education and Training Syétémis G Y I yy 3 {
2006)uses equity as a specific concept thaed not necessarily call for the strict equality of educational outcomes.
These outcomes are contingent on the different levels of effort students put into their learning. Thus, according tc
GKA& LI LISNE 2ySQa& SRAOI GA2y¥$Q2 dADRXEL OF WR 22 & B O
economic or social backgrourld§urther on, equity is defined in conjunction with efficiency (a comparison of costs
and benefits), thus giving the impression that the two are locked in a mutually eperdlent relationship. The
Communication and Staff Working Paper by the European Commission is based on the abovementionedaexpert |
LISNJ FyR SELX AOAGfe &dlGS&a GKIFGY 6a9ljdAadGe A& OASHESR |
and traning, in terms of opportunities, access, treatment and outcomes. Equitable systems ensure thatt-the ou
comes of education and training are independent of socioeconomic background and other factors that lead to ed
cational disadvantage and that treatmentfid SO & AYRAQGARdzZ £t 4aQ &LISOAFAO £ SI N
ethnic minority status, disability and regional disparities etc. is not the prime focus here, but is relevant as far as
O2yGNROdzGISa (2 2 @SNI t f{(Comrassioh af h®RuybpedmCOmniikitied, @Y v i | IS¢

(88 (KS aS0itrazy 2y LREAGAOIE O2yO0SLIIaQ RSTAYAGAZY A ltieaftatétjedtsh § & =
® Also see the section on theories and concepts.
" Also see the section on theories and cepts.
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The OECD has also developed a specific definition of equity. Equity in education has two dimensions: Tae-first is
ness which implies ensuring that personal and social circumstagaeg. gender, socioeconomstatus or ethnic
origin¢ should not be an obstacle to achieving educational potential. The secamdusion which implies ensuring

a basic minimum standard of education for ale.g. that everyone should be able to read, write and do simple
arithmetic. The two dimensions are closely intertwined: tackling school failure helps to overcome the effeats of s
cial deprivation which often causes school fail(@ECD, 2007Both dimensions are relevant to the discussions of
equity in Higher Education sintiee first addresses concrete obstacles at the point of entry, while the second looks
AyiG2z GKS NR20Ga 2F Iy AYRAGARIzZ £t Q4 ORAAVIRGIY(GlF 3 Ay
ing on the principles of this definition, EQUNEKPpands it further, as explained in the coming pages and thenbegi
ning of Chapter 3.

2.6 Some major theories and approaches to the issue of equity in education and social
justice

Throughout the history of the sociology of education, the issues of equity and social justice, with education as th
central institution in this, have dominated the pages of theory and practice. Ifutietionalist approacheducation
performs important @inctions in the development and maintenance of a modern, democratic society, especially with
regard to the equity of opportunity for all citizens (Parsons 1839)nctionalists studied the change from the trad
tional agrarian society to modern democrasiccieties. They saw the rise of the meritocratic principle as a dominant
mechanism in society. Hard work and talent should replace accidents of birth in determining the allocatioin of ind
viduals to positions. In modern societies education is becoming ankétution in the meritocratic selection pr

cess, guaranteeing fair competition for unequal results. In other words, a democratic and just society makes sul
there is equality in opportunity for social and economic advantages and that individual meriakemt replace a-
criptive and class variables as the most essential determinants of status. Education was thus seen as the vehicle
ensuring continual movement towards this meritocratic sys{@adovnik, 2004)

The functionalist theory dominated theeiology of education until the 1960s, when it made space for the critique
of conflict theorists They viewed the school as serving the interests of dominant social groups, and contended tha
the functionalists were seeing the world as it ought to be rattiean what it is in realitfSadovnik, 2004)As @-

posed to functionalists who emphasise cohesion in explaining the social order, the conflict sociologists emphasi
struggle and argue that the glue of society is economic, political, cultural and mgamgr. The school becomes a
generator or transmitter of specific social identities that enhance or hinder the life chances of individuals.

The prominent French sociologiBierre Bourdieuformed the tradition of conflict theory within the realm of the
saciology of education. He combined conflict theory with elements of the functionalists app(&actovnik, 2004)
thereby developing one of the most elaborated theoretical approaches to educational inequality. In hisDisrks
tinction: a Social Critique d¢fie Judgment of Tastgd979),The State NobilityElite Schools in the Field of Po\&996
[1989) andReproduction in Education, Society and Culftogether with Passeron, 197197() he described sdac

ety as a plurality of social fields and develofhkd sociological concept of different forms of capital to explain the
origin of inequalities. The forms of capital possessed by actors in the field define their positions and possibilitie:
depending on the relative importance of the forms of capital imgdlin that specific field.

The most simple to understandésonomic capitalreferring to the material wealth (money, property etc.) behind a
person or their family. The correlation with the problem of equity in education is quite trivial: For chdtipaorer
families the cost of education represents a bigger challenge than for their peers with richer parents. More comple:

8 In sadovnik 2004, p. 9
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FNBE GKS F2NX¥a 2F OdzZf GdzNI f FyR a20AFtf OFLAGEE FyeR (K
ty. Sociacapitala G SYa FNRY ySiGg2Njla 2F a20AFf NBflFIGA2YyaKALRAX
acquaintances, their circle of peers, and the social network of their parents considerably influence the position il
their education and societyCultural capitarepresents the accumulated cultural knowledge that confers power and
status (competencies, skills, knowledge, attitudes, degrees, prestigious appointments etc.). The cultural caracters
tics of individuals and groups are significant inthcs of status or class position. Children from lower social strata
with less educated parents are inherently disadvantaged in terms of mastering the language, in their attitude tc
learning and other cultural features of education. The conversion of ecanoapital into cultural and social capital
and vice versa is relatively uncontrollable and education is therefore inherently socially biased and not neutra
Hence, according to Bourdieu, education is the prime mechanism for perpetuating inequalit@sety sit plays a
central role in the struggle for power in social structures and contributes to the effort of some social classes-to mai
tain their dominance over others.

The British sociologi®asil Bernsteirattempted to synthesise the micro and madawels by also using conflict and
AYGSNI OGAaz2y GKS2NBGAOFE | LIINRIFOKSad 1S SEIFIYAYSR K26
how students from a working class background are at a disadvantage in the school setting because sxhseols a
sentially middle class organisations. Schools need an elaborated code for success which puts a working class stuc
in a disadvantaged position in the dominant middle class code of sch@8katpvnik, 2004)

Similarly to Bourdieu and BernsteiRandall Collinds considered a scholar who has attempted to combipe a
proaches of various classic theoriesFimctional and Conflict Theories of Educational Stratificié@1), he cm-

pared the functionalist and conflict theory views on the relatiapsbetween massifying Higher Education and the
increased schooling required for employment. He found that the functionalist explanation of raising educational
demands as a consequence of technological change is less supported by evidence than theéicérffliet NE @& S|
tion of this phenomenon. In conflict theory fashion, the process leading to mass enrolments in Higher Educatio
brought with it a rise in entry requirements to professions by extending the duration of studies or increasing the
required leve of education in terms of degrees. This rise of requirements/credentials was, Collins explaires, the r
sponse of the dominant classes to the catching up achieved by marginalised groups in order to maintain their adva
taged status and leadership positiomssiociety.

Theinteractionist theory emerged as a critique and extension of both the functionalist and conflict theories in the
sociology of education. As opposed to the more abstract and macro level oriented functionalist and conflict theories
the interactionist theory focuses on the micro levet.g. how school practices, such as labelling and ability grouping,
contribute to educational and social inequalities. Rist (1970, 1973, 19mpng others, demonstrated how teac
SNEQ SELISOi I laked ghcateRdries SuchlaR gk (ckss,@thnicity and gender affect student perception:
of themselves and their achievements.

The more influential theories include thational education decisions theorgeveloped byRaymond Boudonn his

work Education, @portunity and Social Inequalitt974). This theory explains social inequality in education with the
rational choice of individuals or their parents on the educational path to be undertaken. The choices are related t
the specific rationales underlying@t a A 2y a Ay &a20Alf OftlaasSasx O2ydAy3Sy
the allocation function of the education system. He distinguishes two effects of stratification: 1. the primary effect of
stratification ¢ the lower the social status, the peer the cultural background and hence the lower the school
achievement, age upon reaching high school etc.; and 2. the secondary effect of stratifictitemmfluence of the
FlLYAfeQa a20A2S5S02y2YA0 adl Gddza 2 yingllessR@énfaged enijdrer intc ISR
reputable education choices or leaving school earlier. He demonstrates that, even if two children from diffexent str

°In Sadovnik 2004, p. 14.
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ta are not differentiated according to the primary effects of stratification, they would very likedgrtake different
schooling paths influenced by their own perceptions of the gains and promotion and by their families and statu:
peers(Boudon, 1974)

Boudon paved the way for the following work in the field of equity. Many scholars related theirtovdik funda-
ments. This has resulted rational choice theorytoday becoming one of the most popular theoretical approaches

to explaining equityrelated issues in (higher) education. According to authors relying on it, social inequality-in ed
cationresi & FNRBY NIGA2YyIlf OK2A0S&a 27 (HiksohlRydnsson) 18BetAer, (i K
2000) They point to the correlation between a clegzecific evaluation of the costs and benefits of Higher Education
and the education path chosen.$h f I G 4§ SNJ RSLISYRa 2y (GKS FlYAfeé&QaaSOz
nisms in education. The expectation of benefit is one of the main factors in the desisiking process. The rational
choice scholars rely substantially on empirical researctifigncommon ground with the economics of education.

Especially in the recent decades, issues related to equity and social justice have been intensively approached fre
the perspective of economic theory. Often used as a backgrdwndan capital theorysuggests that an investment

in the schooling of individuals is an investment in their human capital that (it is hoped) makes them contribute tc
society and at the same time makes them gain personally. This approach is often complemented by the ration
choicetheory in terms of access, equity and educational path. Given the increased attention of economic theory tc
Higher Education policy and equity issues, one can observe a considerable amount of what Wallerstein refers to
Economisnf. This type of researdl frequently attributed to the promotion of political goals and the legitimising of

a certain course of action in the policy field. Studies here suggest solutions to often both a lack of resources (or be
ter cutting the public funds) and social injusticeHigher Education using terms and concepts like-sbating, eqit

ty and efficiency, diversity and equity, widening participation etc. Perhaps one of the most eloquent cases of suc
practice is theAnalytical Report for the European Commisgimeparedby the European Expert Network on theoEc
nomics of Educatioa 2 | G Yl yy g { Th&p&pef entitledfficienay and Equity in European Education and
Training Systempustifies the central position of the economics of education as the leading foctie ainalyses,
acknowledging other disciplines in the social sciences as being more secqrildtyS 2y Sa GKIF G aOl
AYyaAraKia Ayida2 ALISOATFTAO FaLlsSoda 2F GKS G2LIAOE OADARC
approach tohuman behaviour providing a valuable means to understand the behaviour of the people involved in the
education process (ibid). Another interesting characteristic of this approach is taking a clear distance-¢adtadso
egalitarianism,standing for perfed &l YSy Saad ao0SOlFdzAS LIS2LX S NB Fff25
selfRSUSNYAYSR STFF2NIé OAOAR® 00O

The New Labour strategy in the early 2000s of increasing diversity and widening participation in Higher Education
the UK is often regardeds one of the most visible cases of applying the econeo@ngred education research. It
attempted to flatten out inequalities by introducing incorgentingent loans, topping up tuition fees in conjunction
with measures ensuring a safety net for weakeciabgroups. The critics of this proposed policy resented, among
other things, the assumption that academic ability is inherent, fixed and distributed unevenly throughout the pop
lation, an assumption was underpinning the reform proposal and ministeaétrsients(Leathwood & O'Connell,
2003) The diversification of study possibilities also represents a mechanism to trap disadvantaged groups int
shorter and less reputable programmes/institutions. In line with this critique the argument emerges that ¥he Ne

[ F62dzNJ L2t A08 KA2FO1SR IyR S@F Odzr i SR (KS -libealjaiggndar G &
(Archer, 2007)

10 A critical term referring to the exclusive priority in using economic factors in explaining social (M#&litgrstein, 2006)
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2.7 Conclusion

The issue of equity remains a central element of Higher Education research and policy. While academic systel
around the world have expanded dramatically, different forms of equity problems can be found in many parts of the
world. Contemporary trends of the growing economic importance of knowledge and the rapid globalisatioh-of Hig
er Education are bringing new alkenges to efforts to achieve equity. Gender, ethnicity and social class persist as
determinant factors of success in climbing the social ladder. In many developing countries Higher Education remai
an urban phenomenon, and one that is largely resenadafealthier segments of sociefltbach & Davis, 2004)
According to Alan R. Sadovnik , various methods, theories and approaches have to be further combinad and cc
nected with practice in order to find out why students from a lower socioeconomic baakdmal less well at school

and to provide pragmatic policy proposals for successful reforms in Higher Education as well as education in gene
(Sadovnik, 2004)

t SNKIFLJA 2yS 2F (G2RIFe&@Qa o0A33Said OKIffSydseidehalmhsBRA Y
Higher Education as something that is substantially different from what Higher Education used to be in the Wester
world four or five decades ago. In this respect, the current theoretical and empirical work that considers the origin o
individuals and mainly addresses access and completion needs to be complemented by exploring what happens
individuals throughout their lives in terms of the social status or other categories affected by their educational paths
Some conceptual and emijzal research remains to be done to, e.g., understand the effect of the colourful map of

Higher Education institutions on the destinations of graduates in the world of work and their social status after thei
studies.

However, the field of equity, socipistice, social emancipation etc. requires special sensitivity. Dealing with equity in
Higher Education inherently means dealing with a normatively and politically charged issue. Definitions-and di
courses can be harmonious or complementary, or they caxisq contradict or even exclude each other. A defin

tion holds little value if it is not embedded in a societal context, especially in terms of the norms values and belief
that prevail at a certain moment in time. Further, understanding the changiniglsmed institutional context isse
sential for properly positioning the equity dimension of Higher Education policy.
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The EQUNET project seeks to identify indicators that would allow for the measurement and comparisonesf the d
gree of (in)equity in access to Higher Education across countries; thereby enabling the measurement of policies tf
seek to improve equitable access to Higher Education. To do so perfectly it would need to accommodate (at lea:
four potentially contraditory goals: (1) Allow for comparison across countaed ease crossountry comparison

6HUO O2@SNJ GKS @FNAR2dza RAYSyaarzya 2F (GKS YdzZ GARAYSY:
consider the national context in comparing countreesd interpreting statistical figures, (4) relate the findings to
previous as well as future policies at various levels. Clearly, the first EQUNET report does not accomplish these f
goals fully. Instead it weighs and accommodates the four goals toiddfdegrees:

1. The first goal o&llowing forcrosscountry comparisorns one necessarily to be accomplished foeport in-
tendingto give a broad overview of the information currently available on equity in Higher Education in E
rope. Comparative statistt figures are a requirement of largeale crossountry comparison. Thus the
first EQUNET report relies only on data sets specifically designed for international comparison. Our mai
sources are Eurostudent, Eurostat and UOE data (for more details ci@nsen data below). The repoa-
somakes an effort irrasingcomparison but easgomparison is not its primary goal. The report gives more
priority to picturing the different dimensions of inequity. Thus it will not try aggregating the various istatist
cal indicators into one single equity indicator as in a ranking study (for more details see below on tiee low r
duction approach of measuring inequity).

2. The goal of describing the multiple facets of equitable access to Higher Education has a high mptiogity i
LINE2SO0 FYyR Ay GKA&A NBLERNI® 2SS 6StASAHS &adzOK tf RA
ing policy makers because it reveals strengths and weaknesses of Higher Education systems and thus
some extent shows how to target eftsrfor equitable access to Higher Education. The first report does not
O2@SNJ I ff RAYSyaizyaod LG IABSa | aylLBAK2G 26 | O
sions of inequity in access to education, e.g. unequal chances of persdiffet#nt socioeconomic origin
and financial conditions of access to Higher Education. Two subsequent reports will cover other issues, su
as access for lifelong learners or for persons with a migrant background. We aim for a good coverage of tt
most important dimensions of equitable access to Higher Education by all three EQUNET reports together.

3. Considering the national context in interpreting statistical figures is important. This first report, however, i
tends to give a broad and basic picture of inig in access to Higher Education across European countries.
The variety of topics and figures in the report and the number of countries covered (see below for coverag
2F O2dzy GNARSALV YIF{1Sa AdG AYLRAaaAoft S e, in this fegort -0 Y
tistical figures are interpreted with caution and not always in analytical depth. Again, subsequent reports will
go further in this regard and provide deeper analysis for some countries and on restricted subjects.

4. The same applies tihe fourth goal of relating findings to policies, which is the most difficult one. Thesstati
tical figures given in this report are used to interpret broad policy directions which will be further analysed
and specified in upcoming reports.

3.1 A low redwtion approach of measuring inequity in access to Higher Education across
countries

The endeavour of measuring equity or inequity in access to Higher Education across countries is complicated by t
fact that this is a complex and multidimensional phenomenit affects various social groups (e.g. men or women,
persons with a low educational background, persons with family responsibilities, persons with a migrant backgrounc
disabled persons, persons from rural areas, etc.) and can be attributed to vagoass barriers (e.g. formal barr

ers, financial barriers, organisational barriers, etc.). To get hold of this phenomenon, indicators need to be deploye
reducing the complexity of the real world to statistical figures. Such quantitative indicators agnaded for cross
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country comparison. Still, the amount and variety of indicators poses the question of whether they should be furthel
reduced to ease international comparison. As ideal types we distinguish three approaches of indicator reductio
here to claracterise the approach of the EQUNET project.

1. Ahigh reduction approackvould merge indicators on all dimensions (the various groups and barriers) into
one single indicator. Clearly, a single indicator allows an easy ranking of countries. Thus theelinigjlor
approach is chosen in reports whose main aim is to establish country ranking¢esy. & Cervenan, 2005
Despite its usability for rankings, this approach has at least two disadvantages: First, it hides vavidbility
countries! and withinthe various dimensions of equity in Higher Educatiite Higher Educatiosystem of
a certain country may have been successfully opened to persons with a low educational background but st
have high access barriers to lifelong learners. This countrig gauve as a best practice example in ome d
mension while still being confronted with a serious problem in another dimension. A high redugtion a
proach would hide this information, if the single indicators are not shown in paraigh though the resust
of single dimensions are covered, the obvious message of the overall ranking often tends to eclipse the d
tails. Secondly, merging indicators poses a methodological problem. It presupposes weighting of indicators
Researchers need to decide on the ralatimportance of the various indicators. Irrevocably such decisions
remain arbitrary to some exteriiut they have marked influence on the position of countries in a ranking.

2. In amedium reduction approaclndicators would be merged for one subtopic aibgroup, e.g. equitable
access for persons with a migrant background, but not across. This keeps variation across dimensions visil
and eases ranking within a dimension. Still, the methodological problem of weighting the indicators remains
The work of KdizO1 & SG +Ff® o6unnmnd O2dzZ R 0SS flFroSftftSR - YS
cators of the socioeconomic dimension of inequitable access can be integrated by use of logistic regressio
Such reports necessarily focus only on certain dimensibrguity.

3. This report employs &w reduction approachi.e. indicators are not merged by mathematical operations
but combined to an overall picture by use of description. Thus, the full complexity of inequitable access tc
Higher Education is kept in foguThis approach is most appropriate for the first EQUNET report because it is
the very interest of this project to shed light on the different dimensions of inequitable access to Hijher E
ucation and their interaction. Rather than giving an overall ramkificountries, the project wants to show
the specific strengths and weaknesses of the respective Higher Education systems and their environment.
the view of the project those are more telling and usable for policy enhancement at national, regional and
institutional level. At later stages of the project, however, compound indicators within dimensions of-inequ
ty (in other words, a medium reduction approach) could be put to test. Other examples of a low reduction
approach are the Eurostudent reportEyrostudent 2002, 2005, 2008), the BFUG report (EurdsteiiS
2009, or Education at a glance (e@ECD 2010).

3.2 Calculation of equity indicators

Most definitions of an equitable access to (higher) education, share the idea of representativenespastipnal-

ty: The share a social group holds in Higher Education should reflect the share this group holds in the genearal popu
GA2y®d ¢K2aS RSTFAYAUGUAZ2YyAd O2NNBaLRYR $gAGK Odz2NNByid LIk
ministersof Mayu nn1T ¢ KAOK &adldSa (GKFKG aGKS adddzRSyid o2Ra Sy

" This is especially true in countries with a federal systegow&rnment where education is a competence of the
federal units

12 Rarely rankings use the demandimgssibilityof estimating weights of different factors by statistical modelsy(
Y2dz01é Sii +fdZ wawmn
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GA2y G it tS@Sta akKzdzZ R NBobdnd OdnferénkeSof Mims@rS ieEpdnsidle fo2 F
Higher Education, 20Q%ee alsochaptersl & 2)

By definition, the indicator requires an explicit comparison between the social tmala the student population

and the general population in each country. If access is equitable, belonging to one group and not to another, e.
being a women andot a man, would neither positively nor negatively affect the chances of accessing Highar Educ
tion. In other words, chances of accessing Higher Education for the groups in question weglthbdhus the cls

sical indicator for (in)equity is theomparson of the chancesf two social groups. Accordingly,s&raightforward

way of calculating the extent of equity or inequity regarding the distribution of chances between two social groups i
to dividethe chances of these two grougsquation 1 shows thsmple procedure for the example of persons with a
high and a low educational background:

chanceobeastudentfor personsvith loweducationabackground 1
chancaobeastudentfor personsvith higheducationdbackgrounc ( )

extentof inequitydueto educationdbackground=

A ratioof 1 indicates that chances are equal. If the equity indicator is below 1, persons with a low educatiéral bac
ground are disadvantaged in comparison with persons with a high educational background (underrepresentation);
value abovel would indicate the contrary (overrepresentation). Equation 2 spells out more specifically how the
chances for both groups can balculated:

numberf studentswith loweducationdbackground
numberf personsn populationw.lowedubackgrndat sameage

numberof studentswith higheducationdbackground 2)
numberf personsgn populationw. highedubackgrndat sameage

extentof inequity dueto edubackgrnd=

Equation 2 is the ideal case of calculating an inequity indicator of the kind this report is looking for. However, th
international data sources available do not provide the information necessary for calculatimgltb&tor as spelled
out above for the countries of the European Union, let alone the Bologna countries (see below on data availability).

The best approximation to this equity indicator is provided by Eurostudent, the most comprehensive data source o
students in the European Union. The Eurostudent dataset has two proxy measures for the socioecondmic bac
INRdzyR 2F aGdzRSyiday 2 OahaslbrimbtBeysEnd highest leducktionaRaftainteitisRiS y (i 2
RSyidaQ 7FI (KAsiEneadwdfaqatyi hésMuBstudent project refers to the ratios between the share of
students with acertainsocioeconomic background and the share of nfiomen)aged 4060 years with the coa-
sponding status among all méwomen)of that age group Ejuation 3shows this exemplified by a low educational
0l O13INRdzyR 2F a0GdzRSyiaQ FIUKSNE Fa a20A2S502y2YA0 ot
shareof studentswith loweducationdbackground
shareof menwith loweducationaged40- 60in population

extentof inequity dueto educationdbackground-= 3)

Like the equity indicator of equations 1 and 2, the Eurostudeniity indicator has a value of 1 if the share of a-sp

cific group within a society is appropriately represented within the student body, e.g. if access is equitable. Being th
best proxy indicator available, this method has some assumptions that mighibladed to some extent in reality.
a2NB5 aLISOAFTAOFLEt® AdG lFaadzySa dKFG om0 GKS 3INRBdzZL) 27
society, (2) there are no differences in the age structure of parents between countries, and jsthersystematic
variation in the number of children between groups of different socioeconomic status. We assume that tha-estim
tion error is of limited scope. Nevertheless, European data providers could improve on the measurement of equit
orinequity.! Y23 KSNJ St {1{ySaa 2F GKS AYyRAOLF (2N LINE @DARSIRK SNeR
educational attainmentHavingthe highest educational attainment d@oth & (i dzR S y (i dd@ethedwiidiyallow

for a more concise treatment of inedui
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3.3 Data

This section discusses the issue of data availability, weaknesses and gaps in existing data sets, and forndiates de
erata on how existing data sets could be enhanced with regard to measurement of equitable access to Higher Educ
tion. Furthemore the data sources used in this report are described.

3.3.1 Data availability

Among the data sets relevant for this project one can distinguish between micro level data and macro level data, i.
data aggregated at country and/or group level. With #weeption of the Reflex data this report relies on the latter
kind of data, namely Eurostudent Il data and data provided by Eurostat (see below). Doubtless micro level data off
more flexibility and would be the first choice of many researchers. On ther tnand, macro level data sets can be
very handy, because they offer readglculated statistics that have been checked for comparability.

In fact, none of the micro level data sets this project looked at was perfectly appropriate for our purpose. This
proved to be the case for three of the main European data sets, namely the ESS (European Social S&$i&y), EU
(European Union Statistics on Income and Living Conditions), ah&&(European Union Labour Force Survey).

TheESSs a biannual generadopulation survey meanwhile running in more than 30 countries (surveys of 2008 and
2010). It is possible to identify actual students in the ESS but in fact this group is too small in the ESS salmples tc
low for reliable statistics at national level letoak for the differentiation of subgroups. Analyses of inequity with
regard to Higher Education are only possible by ugiagluatesP Y 2 dzO1 & SiG |t ® R2 a2 Ay
a,HANTIZ HANMEI HAamMAaT aSS Y2 dzO {the sufability-of te EQSTfor studyling iN@quity ilR S
Higher Education). Studying educational attainment of graduates can provide very valuable insights. Howeve
EQUNET focuses accesgo Higher Education. Educational attainment of graduates is a goady gay access of
former cohorts Inevitably it lags behind the actual situation.

DesiderataPresumably the ESS surveys cannot be expanded to an extent which would allow for analysis of actu
students. But the ESS could ease the analysis of graduatem@tely little cost by a more differentiated measur

ment of educational attainment. In rounds4lof the ESS (2082008) educational attainment is measured by the
seven main categories of ISCED. Thus, it is not possible to distinguish between act®€mEiz HA) and non
academic (ISCED 5B) formgesfiary educationdza A y 3 (G KA & AYISNYyFGAzylfte I OO0S
al. (2010) identify academic forms tefrtiary educationby categorising national degrees given in the ESS. That is an
admirable effort which will only be manageable for few researchers. We welcome the intention of the ESS group t
provide improved education measures in round 5 (surveys of 2010) of the ESS.

EUSILGnd EULFSare the two largescale European household surgeyrhey provide a considerably larger sample
size than the ESS and would also allow for the analysis of actual studer$L(EGf 2008 achieves an average n
tional sample size of above 16 thousand personsLES of 2007 has an average national sampéed roughly 56
thousand persons). Unfortunately, neither in SILC nor in EUFS it is possible to identify actual students ia-ac
demictertiary education(ISCED 5A), as only the main ISCED categories are offetld foeasurement oturrent
educationactivities of respondentsin EUSILC this is also the case for the measurement of the level of education
attained whereas educational attainment is measured with ISCED subcategories inltSEdd thus allows disti
guishing academic and natademic érms oftertiary educationfor graduates.

Another problem of household surveys is to get hold of the family background. With the exception of-feve¢-ad
modules (e.g. ESILC in 2005 and BIFS in 2009) the socioeconomic status of parents is only capfuchddren

and parents still live in the same household. This limits analytical possibilities of both data sets as family backgrou
is a key variable not only for measuring inequity in access to Higher Education but for sociological research as suct
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Desiderata:On obvious desideratum is to have level of education currently attended measured with ISCER-subcat
gories which would allow for distinguishing academic and-academictertiary education Moreover, collecting

data on the family backgroundforpjdS y 14 f AGAy 3 2dziaARS (KS NBaLRyRSYyIs:
bly to the usefulness of EU household surveys. This information is a prerequisite for the calculation of eqaity indic
tors.

Finally, a remark on thEurostudentdata: Eurostudenis the most comprehensive data source on the social dime
arz2y 2F aiddzRSydG tAFS Ay 9dzNRPLIS® LG Aa 9dz2NRPaddzR&Yy (G Q
tional researchers delivering to Eurostudent. The expertise of national expedsxtensive communicationeb
tween the Eurostudent coordination team and the national teams ensures a high level of comparability. Beverth
less availability of Eurostudent data at micro level would greatly enhance its usability for secondary research ar
would allow for more irdepth analysis based on multivariate methods.

3.3.2 Quantitative data sources

For the sake of international comparability, sources of information were used that fulfilled two criteria: an appropr
ate geographical coverage and relavanformation for the topic concerned. As already mentioned three datasets
were mainly used: the Eurostudent Ill dataset, Eurostat data and the Reflex dataset.

3.3.2.1 Eurostudent Il

The Eurostudent Il data covers a broad range of data on the demographracteristics of the student body,
modes of access and attendance and types of Higher Education, sociaumakehe student body, types ofca
commodation, funding and state assistance, living expenses and student spending, student employment and tirr
budgets, as well as internationalisation and mobility. The purpose of this data collection is to provide comparative
dataontheseOl f ft SR d¢a20Alf RAYSyaAz2yé¢ 2F | AIKSNI 9RdzOF GA2Yy
lll data is based othe introductory chapter of the Eurostudent report of 2008 which can be consulted for further
details (Eurostudent 2008: 131).

Within round IlI, twentythree countries participated and delivered data. While data from Eurostudent | and Il were
based on keady existing national surveys which covered the same topic areas but otherwise differed in method
logical approach, the third round adopted an output harmonisation approach. Thus, a harmonised list of variable
and indicators, together with their relatedefinitions was employed. Countries, therefore, did not provide therinte
national coordinators with raw micro data, but with calculated aggregate indicators for 63 subtopics. In order to
collect the data, the majority of countries used online survey®l€ra). Still, however, survey methods differ across
countries.

Tablel: Countri es’ Met hods of Data Collecti ol
Online survey Faceto-face n- Paper and pencil Telephone inte-
terview view
Countries AT, BG, CH, C ES, E/W, LT, NC DE, FR, SE IT
EE,FI, IE, LV, NI PT, SCO, SK
RO, SI, TR
Total 12 7 3 1

The statistical unit in Eurostudent is the single individual pursuing formal education at ISCED 5A level as @home ¢
dent on the reference date. The Eurostudermnsortium spelled out several conventions on the target population
(Eurostudent 2008: 120):
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1 a9! wh{¢!59b¢ 3Tl G§KSNRE A-grierdandl terilafy 2dicatoy (ISCEDVeFS8)YTheol  f ¢
cus is on publicly funded Higher Education; i.e. accgrdin Eurostat definitions, public or government
dependent private institutions (only those institutions of Higher Education which obtain over 50% of their
funding from public sources are included, i.e. not private Higher Education).

1 The total target populaon of the EUROSTUDENT statistics consists of all individuals pursuing an educatio
at ISCED 5A level. This includes both students studying their first degree and those studying theireecond c
gree or continuing programmes (e.g. second cycle master stage®tudents in study programmes of ISCED
level 5B (practically oriented / occupationally specified) and ISCED 6 (doctorate students) are not included.
some cases, the indicators differentiate between students studying Bachelor courses and the whdie po
tion with a view to observe the effect of changes to study organisation within the framework of the Bolognha
Process.

1 This global population of students is divided into national and foreign population. Only national ca-perm
nent resident students are cwsidered the target population of national surveys in each country. Resident
a0dzZRSydGa Ay | LI NGAOdzZ I NJ O2dzy iNBEX $gK2 R2 y20 KI
the target population, if they have obtained their Higher Educatiotraarte certificate in this country and
study in this country. By contrast, students of foreign nationality are not included, if they also obtained
Higher Education entrance certificates abroad.

1 The target population consists of all matriculated studentsmatter if they are registered with fufime or
part-time status. In some cases, the indicators differentiate between®eR dzLJA ®@ Ly -yedr NI A
2f Ra¢ NS dzaSR Fa I y2N¥YFGA@S OFGS3aA2NE Ay 2NRSNJ

3.3.2.2 Eurosat

Three databases are used in Eurostat, namely the UNEEXXOBEurostat data collection (UOE), the European Union
Labour Force Survey (EIBS) and the European Union Statistics on Income and Living ConditieBd.(BlUAmMong

the three datasets, the UOEathbase on education statistics commissioned daakey aspects of the education
systems, specifically on the context, participation, and the costs and resources of edultai@asecondary colte

tion of existing data compiled on the basis of natioadininistrative sources, reported by ministries of education or
national statistical offices according to international standards, definitions and classifications. The collected annu:
data cover the outputs of educational institutions, the human and fai@resources dedicate education, strig-

tural characteristics of education systems, and the economic and social outcomes of education. The objective of tr
database is to produce and publish internationally comparable indicators and analysis onetlagiarp evolution

and impact of education, from early childhood through formal education to learning and training throughout
life. The database consists of following key variables for education: expenditure on education by natue and r
source, teachers byumber, sex and age, students by education level and field according to the ISCED 97, sex, part
ipation rates and by nationality and graduates by age and field of education. Participating countries viéateHHA,

other OECD countries, candidate couasrihat are not OECD countries and Sela#ist European countries.

3.3.2.3 Reflex

The REFLEX project covered graduates that had already made their transition into the labour market and-were ct
rently gaining essential professional experience. The operatidafinition was: graduates from ISCED 5A who got
their degree in the academic year 1999/2000. The sample was restricted to graduates of ISCED 5A (bachelors
masters or equivalent). Graduates of the second stage of tertiary education (ISCED 6) wectudetl in the san-

ple definition. Although the project followed the national conversion into ISCED 5A some exceptions were appliec
(1) Intermediary exams that were not considered as points of exit to the labour market. These were usuallg-interm
diary orfirst exams from which almost all graduates proceed to a next phase of the same programme. In #iose ca
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es, the sample was taken from the graduates of the next phase. (2) Postgraduate programmes: these were usue
considered as training related to the agmational career. Information on this was gathered in the questionnaire. For
operational reasons, graduation cohorts were sampled instead of outflow cohorts. In principal, everybody dho gra
uated in an ISCED 5A programme was included in the referencel p&€hs included foreign students who got their
degree in the reference country, students who after graduation moved to another countryfipertstudents, di-

tance learners etc.

To increase the efficiency of the sample, stratified sampling was usedpEadic strata depended on the national
context, but included categories like type of HE (e.g. univewsity CF OKK2 OKa OKdz S¢ Ay DSN
(e.g. health care, humanitiestc.), regionand other variables

The REFLEX data involved datanffifteen countries(Austria, Finland, France, Germany, ltaly, the Netherlands,
Norway, Spain and the UK plus Belgibtanders, Czech Republic, Portugal, Switzerland, Japdasamcia that have
received funding from national sources). A parallel project using large parts of the REFLEX methodology was be
undertaken in Russia and Latin America (Mexico, Colombia). The net number of cases in the final data set rang
from 645 inPortugal and 6,794 in Czech Republic.

3.3.3 Qualitative data

This report includes a set of examgpla initiatives and practicgein Europe, Australia and the US which are meant to
tackle access bottlenecks with respect to different obstacles (economictstal, individual) and target groups, and
which exemplify some of the more successful strategies in the field.

In order to identify a framework typology of access initiatives (and then select related examples), major existing
trends have been examindu/ going through policy documents and scientific literature. The former have been mai

ly covered by the 2009 National Stocktaking reports on the implementation of the Bologna Process, and notably tt
section on lifelong learning implementation, flexibility paths and social dimension of Bologna. This review has
provided a general overview of the most common policy initiatives and practices to tackle access obstacles and e
hance participation in a lifelong learning perspective. Academic literature, mthatlyelating to policy analysis, has
then provided the theoretical framework to classify these initiatives, while also working as a further sourceton exis
ing good practices.

¢CKS | LIINZIFOK | R2LIISR NBFSNB (2 hwhichaistiighisShas bénieersiashF A O |
out-reach and flexibility strategies. This distinction permits coverage of both financial anfinaogial modes of
intervention while crossutting the whole universe of initiatives, being them from different pofieyds and d-
dressing different target groug®sborne, 2003)

In our approach, ireach initiatives refer to those actions which act directly on access provision in Higher Educatior
SO as to enable people to enter (i.e. improving supply, creatingtramitional access points, customised coursas,
financial support for students). The outreach category refers to those initiatives aimed at attracting people far from
Higher Education into studies, either by creating structural conditions to widen parimip@te. passage from other
learning systems) and/or by providing information and guidance initiatives out of HEIs, both usually by creating c
2LISNI GA2y 0SGoSSy FFOG2NA o1 9Lazx alOKz22faz SYLX a@aSNE:
and temporal matters, namely changes that allow students access to education in locations and modes and at tim
GKFG G2 +d tSFad I OSNIFAY RSINBS [ (Qshorr,R003)y RA A Rdzl f

The selection of initiatives pposed in the report is not meant as the collection of the very best practices in Europe.
Rather, it tries to present a few clear examples of the diverse strategies which exist to combat inequity in Highe
Education.
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The case studies selected do suffemfra geographic bias, being mainly sourced from Scandinavian and3aglo
European countries. This is due to a more sophisticated reporting culture in the latter countries, as well as bette
dataravailability due to language issues.

3.4 Definitions andvariables

The following paragraphs spell out the definitions and measurement of the key variables used in this report.

3.4.1 Europe and European countries

¢CKA& NBLRNI dzaSa GKS GSNXYA& G9dzNRPLIS¢ 2N a9 dzNaPdudSdaty O
sets (see section 2.3) that differ in their coverage of European countries. Thus the term inevitably refers to differer
sets of European countries and the exact meaning is often determined by the source of data.

3.4.2 Tertiary education and kher Education

The report uses the ISCED classification to characterise the level of education students attend and graduate in. Th
GKS GSNY WIiSNIAFNE SRdzOFGA2YyQ Aad dzZASR Ay GKAA&A NBLRI
WIKKENI 9RdzOF A2y Q NBFSNR 2yfe G2 GKS FOFRSYAO &aiNI YR
presented in this report refer to students in ISCED 5A. The classification ISCED 5A refers to programmes that

largely theoretically based artksigned to provide qualifications for entry into advanced research programmes and

professions with high skill requirements while ISCED type 5B programmes are more occupationally oriented, typica
of shorter duration, and lead to direct labour market ess.

3.4.3 Net entry rate by sex and age

The net entry rate is a commonly used indicator for access to Higher Education. It reflects the share of people
each age group who access Higher Education for the first time (i.e. new entrants) set in relaltieridtal popub-

tion in the corresponding age group. In this way, it accounts for differences between countries in the routes followec
into Higher Education and the typical ages of entry. This is not the case for the gross entry rate, which relates tt
number of entrants to Higher Education to population size at the typical age of entry (although this indicator alsc
does have its merits, see Clancy 2007).

The overall net entry rate of a country is calculated by the sum of all entry rates by age grcuip.viay it reflects

the chance of a person from a certain country entering Higher Education within their lifespan. For instance, a valt
of 50% means that one in two persons in the country population will enter Higher Educatiomattane during

their lifetime. Following Eurostat conventions, the net entry rates are calculated for the age group 16 to 34 years. It
this way both younger and older students are accounted for.

3.4.4 Traditional route

¢CKS G@UNIRAGAZYLFE NRdzi S¢ G 8intd staAskcS dEing® tRedBTED scieyie. Actoddingit®
this classification, upper secondary programmes designed to provide direct access to the first stage of tertery educ
GA2y FyR GKFEG FNB af b NBSEt& (KS2 NB inhqddificdtians for lgainBdentry y R
AyiG2 FR@GFYOSR NBASEFNDK LINPINIYYSa YR LINRTFSaaAzy gA
Postsecondary noxertiary programmes (ISCED 4) usually straddle the boundary between upper secondary anc
postd SO2y Rl NE SRdzOF GA2Y FNRBY |y AYOGSNYyFdA2yrt LRAYyGH
RANBSOGO | O00Saa (G2 L{/95 p!é¢ 69dzNRadltd g9 1 L{Z HanndgpY p
The indicator relates the number of entrants to Higher Education (ISCED 5A) to the rafngbaduates via ISCED
3A and 4A from the previous yedtowever, the results should be interpreted with caution because the indicator is
affected by:
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1 The share of qualified students taken by institutions of Higher Education, which are likelystdjeet to
capacity constraints, especially if there are changes in the demographics of the youth population.

1 The share of foreign students, who enter the education system at Higher Education level and are therefor
counted in the numerator, but not the d®minator. Thignay result invalues over 100%. No account i&-ta
en either of graduates of upper secondary school, who go on to study in another country (in this case the
denominator would be too high).

345 Occupational status of students’ parents

Thefdl f RAYSyaAizy KSNB Aa (GKS 200dzZLd GA2y It adlddza 27
indicator focuses on parents within the occupational group which performs (skilled or unskilled) manual or technice
labour. This group was chosd&ecause of its relatively low chances of entering Higher Education. For a statistical
description of the distribution of occupational status groups within a population we strove to use internationally
comparable categories. National participants in Eurdsent were asked to use, where possible, the International
Standard Classification of Occupations (I88)) which is also applied by Eurostat and other international statistics
agencies. If countries were unable to adopt the I8BQategories, they werasked to apply their own national
definition of manual professions to describe both the student population and the national population as a whole.

346 Hi ghest educational attainment of students

In international comparisons, the educational dttg’ YSy i 2F &0 dzRSyidaQ LI NByGa Aa
impact of sociecultural and economic factors on access to Higher Education. Furthermore, using an educationg
AYRAOI G2NJ A& GKSYIFGAOIT & | LILINE edNhtiorial®perianteg &nf aspiratior® |- y
FNBE LI daaSR 2y (2 KSA NdepgihknatibnalSiSdy, @ has BeEnysBod thiak tRis/inticatoy/has y
considerable explanatory value for participation in Higher Educdtsserstedt et al., 2007)

Depending on the availability of dat& RdzOl G A2yt FGaGFAYyYSy(d 2F addzRSY¥iQa
erably, educational attainment of parents refers to the highest degree among fathémother. Applying this
method, instead focusing solebn fathers, is also advantageous with regard to children of single mothers. (2) Unfo
tunately this information is not always available. Specifically, Eurostudent llicdakach is used frequently in this
report ¢ does not allow combining the degreeslar NBy ia® ¢ Kdza LI NByidaQ SRdz®I GA
dZNB R o0& XK ST YR K KNEINdR dtorsfb&s8d\aB bt variables are presented.

3.4.7 Accommodation form

The income and expenditure situation of students is strongly influenogdheir accommodation form. The

9! wh{¢!59b¢ LLL &dz2NBPSe YSI adaNBa (KS tABAy3 &aAdGdz GA?2
GSNX¥akaSYSaliSNKED | yAsSNI OF SI2NRSa FNBY M f3isukK2YS
dent hall (EUROSTUDENT IIl: p. 184).

348 Composition of students i ncome

¢tKS RAFFSNBY(G a2dz2NOSa YR GKSANI AYLRNIFYyOS ¥F2NJ adidzF
adzNBSey atfSFasS GNE (2 Okd@RASE SH @ KE2 dzdISING NES 2 WiI2 fy ( RX
Cash only (direct) at your disposal is the money which is meant for monthly consumption, no matter when it wa
earned.

Answer categories are: 1. provision from family/partner, 2. financial supfpont state or other public sources:
grant (nonrepayable) loan (repayable), scholarship from other public sourcesr@pmyable), 3. sefarned income
through paid job, 4. other sources, 5. total income (EUROSTUDENT III: p. 184).
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3.4.9 Compositionofst dent s expenditure

¢KS (ellSa 2F aiGdzRSy( &9 |SEHISe'aB%Hb ¢ NBL LY S& aeIIER ANG K A
your average monthly expenses by type of expense (please enter figuregustfied). Answer categories ard)(
Living costs: own expensesexpenses paid for by family/partner: 1. Accommodation (including utilities), Zh-clot
ing/toiletries, 3. transportation, 4. health costs (e.g. medical insuraf8eptudyrelated costs (please, converke
penses per semester ather longer periods of time into monthly expenditures): own expensegpenses paid for

by family/partner: 1. by family/partner, 2. tuition fees, 3. registration, examination fees, 4. contribution to student
association, university, 5. study books andterial, 6. other (EUROSTUDENT III: p. 184, 185).

3.4.10 Full timeand part time students

¢tKS FT2NXIf addzRSydaqQ aidliddza Aa YSFadz2NBR Ay GKS 9! w
@2dzNJ OdzZNNBy G adl Gdza | & re: 1. fllitideRSudeintkK2: patimeé StudSnilas @imal Stags NA S
3. guest student, 4. student of distance education, 5. student of continuing professional development, 6. lifelon
learning, 7. other (EUROSTUDENT III: p. 183).

3411Parents’ educati on

Thet S@St 2F SRdzOlF GA2y 2F &aGdzRSyiaQ FFIGKSNI FyR Y2GKS
LGSY com AYy 9!wh{¢!59b¢ LLL AaY G2KIFIG A& GKS KAIKS
Answer categories are: 1. up to lowsecondary (ISCED 0, 1, 2), 2. upper secondary (ISCED 3);s&cposiary,
non-tertiary (ISCED 4), 4. Higher Education/university (ISCED 5, 6), 5. do not know : (EUROSTUDENT III: p. 188).

3412St udentbadgett i me

The defacto time budget of studentss measured by hours per week spend in study related and job activities. The
O2NNBalLRyRAY3I AGSY nodp Ay 9! wh{¢!59b¢ LLL AAY ast29¢
Sa4> LISNE2ylFf aiddzRé |yR 2y LI AeR l1.3adghtistidies (legsang, Seidnard\IBGE,S
tests, etc.), 2. personal study time (like preparation, learning, reading, writing homework), 3. paid jobs
(EUROSTUDENT lil: p. 185).

3.4.13 Relationship between job and study

The relationship between fieldo & G dzRé ' yR 2206 ¢t a YStI
2202 K2g Ofz2asSte Aa AlG NBEFGISR G2 &2dzNJ
some extent, 4. not at all related (EUROSTUDENI 1185).

3.4.14 Family status

{GdzRSy(iaQ FFrYAfe adaladza 61 a R20dzYSYyiSR Ay 9!'wh{¢! 509
are: 1. not married, with longerm partner, 2. not married, without long term partner, 3. married (EUROSTUDEN
p. 182).

3.4.15 Children

The situation of students with family responsibilities like children in documented in EUROSTUDENT Il report wi
item 1.4 which entails two figures: 1. Number of children, if any, 2. Age of youngest child, if any (EUROSTIUDE
p. 182).
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Chapter 4

Entry into Higher
Education

Authors




4.1 Introduction

In all European countries, compulsory education en
with lower or upper secondary education. #iis stage,

young people and their parents have to make a cruc
decision: to make an investment in Higher Education,
go into vocational education and training or to direct
enter the labour market. This decision is motivated |
various factors suchsapersonal motivation and aspi

tions, existing barriers to Higher Education including t
risk of failure and the variety of the ways to enter High
Education. This chapter looks at those entering the Higl
Education system in order to compare overaticess

across Europe. Net entry rates to ISCED 5A are used ¢
indicator to measure access to Higher Education. Firs
net entry rates are compared across countries to dete
mine the relative share of those who embark HigheuEc
cation for the first timeby age group (Figure 1, 2). This
followed by a closer look at age profiles and how th
relate to entry rates (Figure 3, 4nd 5. Secondly, the
issue of gender balance is picked up by consideringi-dit
bution of entrants by field of education (Figug Thirdly,

the main routes channelling students into Higher Eaduc
tion are presented. In this section both traditional an
alternative routes into Higher Education are presente
(Figure?, 8).

Definitions & measurement:net entry rate

The net entry rate is a commonly used indicator for acces:
Higher Educationlt reflects the share of people of each ag
group who access$ligher Educatiorfor the first time (i.e.
new entrants) set in relation to the total population in th
corresponding age group. In this way, it accounts for diffe

Summary of findings

On average 49% of the 16 to 34 year olds in Europe
expect to participate inHigher Educatiortighest entry

can

rates among the 16 to 34 year olds are found in Latvia
(81%), Poland (73%) and Romania (69%). The lowest e
try rates are reported for Cyprus (11%), Belgium (30%)

and Germany (33%).

Most European students entétigher Educatioat the
age d 19. Across Europe the typical age to erttégher
Educatiorranges from 18 to 21. In contrast, people
aged 28 or above continue to have net entry rates b
low 5%. However, countries with high entry rates for
this age group also tend to have high overail antry
rates.

Regarding the policy aim of gender balance, across
Europe young women meanwhile outnumber their
male peers with respect to entry intdigher Education
Large gender gaps the advantage of femalesre do-
served in Latvia (35%oints margn between male and

female entries), Slovenia (25%), Iceland (24%), Denn

(23%), Norway (23%), Greece (21%) and Romania
(20%).

Correspondingly, underrepresentation of women has
been bridged in five out of seven fields of education.
Moreover, four out é the seven subject groups codsi

SNBR INB5 |fNBIR& | LILINB-LINR I {

maleR2 YAY I §SRé ® | 246 SPSNE
are still dominated by men.

With respect to different routes téligher Education
across the European Union, on avezé®5% of seca
ary stage graduates of acadenpmfile school qualif
cations directly enteHigher EducationEngland and

aoOArSs

Wales, Sweden and Spain have relatively large share of

students entering via alternative routes.

ences between countries in the routes followed intigher 4.2  Entry rates

Educationand the typical ages of entry. This istrthe case

for the gross entry rate, which relates the number of-e One of the main indicators used édomparative publia-

trants to Higher Educatiorio population size at the typica
age of entry (although this indicator also does have its-me

tions to highlight the chance of people actually entering

its, see Clancy 2007). Higher Education in a country or region throughout their
The overall net entry rate of a country ialculated by the Jifespan, is the sealled net entry rate. The net entry

sum of all entry rates by age group. In this way it reflects 1
chance of a person from a certain country enteridgher

rate looks at the number of entrants in relation to the

Educationwithin their lifespan. For instance, a value of 5¢ Size of he respective population of a country in a certain
means that one in two persons in the country populatiwill  age group (see box Definitions & measurement). In this

enter Higher Educatioat some time in their life.
Following Eurostat conventionthe net entry rates are da

section, we look at the basic trends in student enrolment

culated for the age group 16 to 34 yeansthis report The using this indicator. We shall start at the highest level,
largest share of students has enterefigher Educatiomntil  looking at trend data for variouggions in Europe. This
the age of 21 andecause the curve offigher Education i) pe followed by a focus on the age profiles of those

entrants approximates O after the age of 34 this agrge
accounts for both traditional and netnaditional students.
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tries which are attracting older students into HighewEaktion. This latter group is of particular interest, sinds it
made up of persons who did not continue directly into university or college after obtaining their school qualification.

4.2.1 Trend data across regiohs

1 Although net entry rates in Higher Education among young people in Europe are on averagéstithose
of the U.S., Europe is catching up. The average net entry rate in the Europeari* (miemeighted) n-
creased from 38% in the year 2000 to 49% in the year 2007 (Figure 1).

1 Among the country groups considered, the net entry rate increased,oépein the Eastern and Southern
European countries (up over 50%). Access to Higher Education widened by around 25% in tfg&axXomglo
countries. The lowest increase was for Western countries, but this was still 10% up on the year 2000.

1 The Western and Southern regions now have the lowest net entry rates at around 40%.

65 -

60 -

35 Nordic
—a— Eastern

—+—EU average (unweighted)

30

Baltic

—e— Anglo-Saxon

25

Southern

Western
20 T T T T T T 1

2000 2001 2002 2003 2004 2005 2006 2007

Figurel: Net entry rate for Europe and regional clusters (B8 years), ISCED 5420002007

Source: Eurostat, own calculations. Nof@rthe Baltic region data only available for Estonia from 2006 and for |
from 2007. Estimation of datfor Lithuania for 2002. For the Southern region data only available for Portugg
2006 and missing data for Italy for the years 2000, 2002 and 2003.

3 Country regions: WesterqBelgium, Germany, Neerlands, Austria; EasteqBulgaria, Czech Republic, Hungary, Romania, Slovenia, SlovakiagNordic
Denmark, Finland, Sweden, Iceland, Norway; Baltithuania, Latvia, Estonia; Angdaxory, Ireland, United Kingdom; Southe¢Spain, Malta, Cyprusaly,
Portugal

14 ) L
All countries that were member states of the European Union in 2009.
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4.2.2 Netentry rates by age group

A closer look at the data provides insights into the age profile of the student groups in each of the countrigs consi
ered here and in Europe in general (Figure 2).

100

90

1 On average 49% of the 16 to 34 year old population in Europ@{BAkighted average) can expect torpa

ticipate in Higher Education, whether immediately after having finished their studies or as young aeults r
spectively. However, net entry rates vary markedly in Europe with a percentage point range between the las
cowntry in the top quartile and the first country in the bottom quartile (IS and ES respectively)-of 18
percentage points. High entry rates are observed especially in the Eastern European and Northern Europe:
countries. Latvia has an overall net entry rafeB&%. Next to Latvia, Poland (73%), Romania (69%), Slovakia
(63%), Finland (63%), Sweden (62%), Iceland (58%), Hungary (57%), the Netherlands (57%), Norway (5
Portugal (54%), Italy (52%) and Denmark (51%) all have rates above the 50% mark. Thibahetteast

one in two people in these countries can expect to participate in Higher Education during their lifetime.

In contrast, access rates are significantly lower in many Southern and Western European countries. By f
the lowest entry rates are reported for Cyprus (11%) where the majority of tertiary students do not study
academically orientated courses (i.e. thetyidy vocationally orientated courses at ISCED 5B [E\vig8low
average entry rates to ISCED 5A are also reported for Belgium (30%), Germany (33%), Switzerlasd (35%)
tonia (35%), Bulgaria (38%), Spain (39%), Austria (40%), Greece (42%), Ireland 44d4%)4%d), Lithuania
(48%), Czech Republic (48%), Slovenia (48%) and the United Kingdom (48%).

4 1

qmqg(,%&\g’%\‘:@)‘\»‘\oq’\(\Q%Qy&-s%%é\'\’}é(\ {0(;?‘»{.\@&@d‘o“’%‘@@f@%@@@%@\{;
B>

M Total 16-21 years M Total 22-27 years  Total 28-34 years 4 Female 16-34 years ® Male 16-34 years *no data available

Figure2: Net entry rates, ISCED 5A2007 by age group and sex

Source: Eurostat, own calculations.

1 Although entry to Higher Education is most frequent among the group agetl 16nly Poland is able to

achieve a participation rate of 50% without adding in twdort of those aged 227. If high entry rates are

1 ) . . )
° However, around half of Cypriot students of academically orientated courses are studying abroad and are therefore nothevanted
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to be achieved, this group is important in nearly all countries. In contrast, those agedl @& of minorrm-
portance for the sheer volume of net entries in most countries. Relatively high sharesofiadt entrants

are reported for Latvia (6%), Romania and Iceland (both 4%). This could, amongst other factors, reflect tt
suitability of their programmes to students with jobs or fami®yated commitments.

I The chart also shows a wide difference intjggpation rates by sex. In every country shown, the net partic
pation rate is higher for women than for men. The EU weighted average net entry rate is 57% for womer
and 43% for men. Large gender gaps in favour of females, are observed in Latvgo{@38%margin le-
tween male and female entries), Slovenia (25%), Iceland (24%), Denmark (23%), Norway (23%), Greece (2
and Romania (20%jor some subjects, however, the majority of students is still male (see below).

4.2.3 Net entry rates by student age proé

The age groups used above hide some of the differences between countries, which can better be shown in a full a
profile. Figure 3 shows the profile for the EU weighted average while Figure 4 highlights some country profiles th:
are especially intexsting.

EU-Average

30 -
28
%7 ——Females
239 Males
2 —— Total
20 +
18 +
16 -
14 4
12 4
10 4
g
6l
al
2 e ; ——

f——p. a 4 N
0 = T

16 17 18 19 20 21 22 23 24 25 26 27 28 29 30_34

Figure3: Net entry rate, ISCED 5A2007, by age and sex for the EU Region
Souce: Eurostat, own calculations.

1 European students enter Higher Education on average at the age of 19. Nevertheless, each Eurapean cou
try has its own way of organising its educational system, and young Europeans do not embark onddigher E
ucation for the first time at the same age. Instead, the age at which most students enter university differs
considerably across Europe. It ranges fromrnl8pain to 21 years in Denmark. Apart from Spain also lin Be
gium and Ireland, the Netherlands or the United Kingdom students entering Higher Educationewnost fr
quently do so at the age of 18 (see appendix). Differences in the entry age of students wibhintyy may
be explained by the possibility of failing to obtain the upper secondary school diploma, civil obligations, s
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+— Females |
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+—Total |

Germany
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Males

*— Total

Figure4: Net entry rate, ISCED 5A2007, by age and sex for selected countries

Source: Eurostat, own calculations.

Czech Republic

—+—Females |
Males |

+—Total |

Denmark

—+—Females |
Males |
+—Total |

lection procedures as well as both explicit and implicit decisions on the part of the students to postpone
their studies and enter thlabour market before enrolling in Higher Education.

In some countries the age of Higher Education entrarasées, whereas in other countries most students e

ter Higher Education at one certain age. For instance in Spain, the vast majority of youths enters university :

the age of 18. Unlike in Germany, the Czech Republic and Denmark where entry rates gangetfrveen
19 and 22 (see Figure 3).

Only few countries show diverging age patterns for young men and women that enter Higher Education. Ii

countries where such differences occur, males are usually lagging behind their female peers presumably dt
to consciption duties in the corresponding countries for the most part (e.g. Austria, Cyprus, Germany and
Norway).

4.2.3.1 Interpretation

The previous sections have looked at age profile and overall net entry separately. In Figure 5 these data dre prese
ed togdher with a focus on the link between recruiting students beyond the typical entry age into Higher Education
and achieving a higher net entry rate. The chart clearly shows that countries with a high net entry rate (i.e. above tr

median value for the obseed countries) also have a relatively high net entry rate for students between the ages of
28 and 34. Four country clusters can be observed (see Figure 1.4):

1 Denmark, Iceland and Sweden are countries with a higher than median share of adult studentsigimer a
than median overall entry rate. However, their share of younger students is below median. Their positions
Page34| Entry into Higher Education



are related to the generally late entry to Higher Education in these Higher Education systems, largely due t
the practice of taking one or mergap years between secondary and tertiary education.

i Latvia, Romania, Finland, Slovakia and Poland have higher than median shares on all three criteria. This
because they have high overall net entry rates, which are well spread across the age gisupedappe-
dix ).

1 The Netherlands and Italy have lower shares of older students, despite a higher than median overall net e
try rate. This is due to a large share of younger students entering at roughly the same age.

i Estonia and Belgium are examples of countries with lower than average values on all three criteria. The
have relatively low overall entry rates and a focus on yousgetents.

70 -
Median = 3¢
65 -
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5 EEp © I
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Net entry rate for 16-2
Figure5: Net entry rate, ISCED 5A2007, by age group and overall value
Source: Eurostat, own calculations. Note: This chart shows a comparison between the net e
rates for the age groups 151 (young entrants) and 284 (older entrants) with the size of bubbl¢

indicating whether the overall entry rate is above (big) olole(small) the median net entry rate

4.3 Genderbalance

The previous analyses have already shown that there are some differences in the participation of women and men
Higher Education. One of the clearest differences is the fact that rates of participation are higher for wolomn. A

at gender balance by subject area gives some insight into what is behind this. It seems that students choose th
field of study not only according to intrinsic interest, job prospects, potential career development and seleotion pr
cedures, but alsaccording to gender specific norm&s female disadvantage in the vertical level of education has
largely disappeared, thissue of gender inequalities in educatisaems to haveshifted to the issue of horizontal
genderdisparities in the choice of fielaf study.
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1 As can be seen in Figure 6, significant gender disparities exist in 6 out of 7 fields of study. Of thesb; four st
ject groups are best described as being ferrddeninated. Amongst those subject groups, the shareeef f
male students is highest amg teacher training and education science (75%), followed by health akhd we
fare (71%) and the humanities and arts (67%). Meanwhile women also represent 58% of students studyin
social sciences, business or law. Female students represent 50% of entgeisutiie and veterinary stit
ies.

9 This said, there is still significant discrimination between the sexes in some academic subjects, which part
accounts for the labour market income inequalities experienced by women. Female students are thus clearl
underrepresented within the STEBUbjects covered by subject group science, mathematics and computing
(share of women 38%) and engineering, manufacturing and construction (26%). In particular, computing
(16%, subgroup not shown), engineering and engineerades and computing (18%, subgroup not shown)
are job fields with tremendous future potential. Not only the predicted changes at the labour markel-but a
so the increasing variety of these jobs are objective criteriadd$of £ SR o RHERt evVal. D@6P a €

1 Percentages of female students differ across the European member states. Most often, highest percentage

Box2: Access courses as a gateway to Higher Education for mature students: examples from UK and Irelan:

Access courses to Higher Education are special courses designed for people who would like to enter Higher Education
but lack the necessary formal qualificatidror the most part, these amdults who for some reasons left education

before obtaining a scha leaving certificate or who have been out of education for a number of years. Access courses
are a widespread modality to help these people to move close again to education. They are conceived to equip mature
students with basic preparation to succeeduimiversity studies, and they can be both subject specific (preparing for
particular HE courses) as well as providing more general preparation for studying in Higher Education. Theg-usually i
clude a compulsory core element, including transversal skilsstudy skills), so as to fill the preparation gap of st

dents with no recent experience with study and enable them to face university commitments. Access courses can be
designed and delivered either at the HEisn adult centres in the community; theaxist in several countries, taking
different forms and names but all aiming at offering a preparatory path to Higher Education so as to equip candidates
with the necessary formal requirements to enrol and the preparation to positively face universitgstud

In the UKthese courses usually last one year and fiemnie formulas are also available so as to meet the extraly
commitments which usually define a mature learner. Likewise, evening or distance courses are also an option for those
whoneedtovork fulki A YS G6KAfS aiddzRéeAy3aed | 00Saa O2dz2NaSa fSHFR (G2 &
qualification of 60 credits which requires certain units of study in relevant subject areas, and might be gained in d

steps. An Access to Higr Education Diploma attests that the student is ready to undertake study at HE level. Transfer

to Higher Education works thanks to the fact that access courses are designed in cooperation with the Higher Education
Institutions themselves and theyare 88 RA G SR 6& (KS dzyAGSNBAGASAQ 26y vdzZ f A
Agency for Higher Education). Interestingly, while most of the courses are delivered in further education colleges, they
can be found also in universities, adult education centoesnmunity centres hereby enhancing eeach capacity in

the adult community.

In Ireland access courses take the form ofihdationcourses offered by Universities and leading to a FoundationfE€erti

icate which ensures then direct entrance into a spedifigher Education program in the same HEI or at least the-poss
oAfAGeE G2 FLWIXeée FyR O2YLISGS F2NJ I LIXIOS 2y (GKS alrys$S L
Trinity College in Dublin runs a egear preparatory course faccesso the third level aimed at mature students (23

years or over) who for social, economic or educational reasons have not yet realised their full educational potential. The
course is organised in classes of 25 students, it is designed and delivery byCloileitye academic staff and no fees are
charged to students. Selection is based on motivation and likelihood to complete studies at third level, while o qualif
cation is required to be accepted.

For more information:
9 GAccess to Higher Educatioafficial web site: http://www.accesstohe.ac.uk/

9 Trinity college access course web site: http://www.tcd.ie/Trinity Access/courses/mature_students.php

9 Irish Higher Education Authority (2004), Towards a National Strategy, Initial review of HEA targeted initia
widen access to Higher Education, National Office for Equity of Access to Higher Education, at
http://www.hea.ie/webfm send/2510
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are observed withirthe Baltic States (e.g. 84% in teacher training and education science, 83% health anc
welfare, 76% in humanities and arts and 67% in social sciences business and law), but also in Eastern EL
pean countries. The picture is slightly different for STditdjects. Thus, the share of female students stud

ing those subjects is highest in the Southern European countries (45% and 31%, respectively). lrewest p
centages of women studying STENMbjects are observed within the Western European countries (32% and
22%, espectively). lts sometimes discussed why in the social democratic Scandinavia the concenpfation
women in¥emaleXields of study is particularly high while it is especially low in‘milisticountries in

the South of Europé a A£f f SNJ ®0). | | dzy T H N

100
m Males EU-27

Perecent

B Females EU-27

Western (F)

A Eastern (F)
Northern (F)
Baltic (F)

® Anglo-Saxon (F)
Southern (F)

70

30
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10

Teacher trainingand  Health and Welfare ~ Humanities and arts Social sciences, Agriculture and Science, mathe matics Engineering,
education science business and law veterinary and computing manufactoring and
construction

Figure6: Percentage of female vs male students by subjects for Europe and regional cluss&gD 5A2007
Source: Eurostat, own calculations.

4.3.1 Interpretation

The trend towards a higher female participationHiigher Education mirrors similar patterns that have bedén o
served with respect to attainments at secondary level or even university completion. To give an explanation, DiPre
and Legewie refer to changes in society, which have particularly affected womgoung girls and made them
more upwardly mobile. Thus, according to them, daughters of families with a low socioeconomic background ar
aware of two facts. First, that the jobs that their fathers had were generally-ohateinated and thus not an attca

tive career choice for them. Wedhaying jobs for women, in contrast, required Higher Education. Moreover, they
realised that the marriage market was changing in a way that chances of marryingmaigethan were substantia

ly higher, if they had a colleglucation. Paralleling these changes was the fact that the incentive for even traditio
ally-minded parents to favour sons over their daughters in terms of educational investment was diminishing as the
gender gap in earnings decread@Prete & Legewie, 29).

A further factor for consideration is that the propensity for women to study certain subjects has coincided with the

areas of growth in numbers of study places. A comparison of the number of students between 1998 and 2007 ft

Europe shows that whilghe total number of students has increased by a ratio of 1.5 over this period, the number of

students in the subject health and welfare has increased 1.9 times. In contrast, the ratio is 1.3 for enginéering sc

ences (own calculation on the basis of Eurbsiata). That is to say that many places have been provided in study
Entry into Higher Education | Pag&



areas in which women have shown a preference to study. However, the recent emphasis osBjdtté may go
some way to change this (see Box 3).

Box3: STEMsubjects and the gender gap

According to @ Welde and Gulfliverging international evidence on women in ST&Nbjects suggests that underreprese

tation is mainly a cultural phenomenon, rather than due to innate differences, and that policies can affect workforcy diversi
(de Welde et al., 2007)sked what such policies should begin with, the authors mention classroom and faculty climate
KFa 6SSy Of I aaaOl(Hal & SaRdes 198phe & Rof folé modleBsKok Halngigg career and family, poor
preparation and lack of @ouragementin STE& dzo 2SO0t a |G aSO02yRINE aoOKz22f fS@St x>
sciences departments which may lead to dissatisfaction and greater attrition of women as well as bias and discrimination in
hiring and advancement of women eveatly leading to slower advancement of women in science, particularly in academic
science.

hy GKS 9dzNRLISHY fS@Sts GKS 9¢!b NBLRNI o6Hnnnd 2y a{OASYy
member states tackle sex stereotyping of sciene scientists through different channels starting from pedagogy, the me

and the curriculum. Among the corresponding strategies are role models, mentoring, networks, schemes for parents retur
ing after career breaks and encouragement of women to appliefmwships and posts.

Box4: Promoting women participation in STEM subject. Giach strategies to make girls feel attracted with sciences:
examples from Germany and the US

Governments in Hope as elsewhere are promoting different initiatives to encourage women participation in STEM sul
The main problem they try to tackle is that girls rarely apply for these study fields, due to a-besder school systen
which tends to reproduce stetal role models. Therefore, most of the strategies have an outreach profile, trying to r
girls from their first school years feel attracted to STEM subjects and consider them a serious option for study an
purposes. They are combined in seVerases with more comprehensive strategies to affect role models and removirgg stru
tural barriers hampering full participation of women in scientific and technical professions.

Starting from 2007, the German federal government has promoted a compreheénsivld 0 S3& (G2 Sy ad:NS Y
GdzyAGASa Ay SRdzOFGA2Yy YR NBaSINOKeé F2N g2YSy Ay {¢¢
high level studies and careers in fields where they are traditionally underrepresented<OivM, nach MINTE initiative is
based on joint national campaigns and projects by partners drawn from the scientific, research, industrial, politicalian
sectors, aimed at attracting young girls in STEM subject in their education choice, with counsélimgramation activities
accompanying them starting from school up to Higher Education. Among its several initid€i@&dM, mach MINE!in-

Of dzRS& F2NJ AyaidlyOS I @SFNIeé 3IANIAQ RI&3X RdzZNAy 3 atisnalC
training areas, HEIs and research establishments invite female school pupils to come and learn about professions thi
O2yaARSNBR aiée&LAOlt ¢ FMIND saitabiity 1esbis madd B gikestBdentsiakile infetfaigisshool
university the opportunity to demonstrate their potential for the MINT fields. A Cyber mentor from MINT professions
available to girls, answering their questions about the MéxEa via email, and informing them with a variety of online an
offline offers.

{AYAETF NI AYAGALFGAG@®Sa OFy 06S ¥F2dzyR Ay (KS | { dcollegé Sxperiem@tin

t K& & A O avéek suraer program offered by the university to young women aged 14 to 16 from the Rochesteucomm
nity who have either little or no experience in physics, but show passion to learn and curiosity about a science caresetr
organised in the university campus and involves interactive lectures and constructive learningohgoluiactivities, projet
work, as well as visits to university laboratories and meetings with guest speakers from a science background tell
own experience, mainly women working in the university. Based on the belief that traditional science classroom d
favour gits and tends to reproduce role models, the fr@llege experience is based on discussion and encourageme
ONBFIFiGAQGAGRES GNBAY3I (2 O2y@Seé GKS YSaal3asS GKI G &iKSab
working and a gester approach to sciences which is closer to women.

For more information:

- 6Komm mach MIN®Bbfficial website www.kommmachmint.de

- PREP websitéittp://www.pas.rochester.edu/PREP/

- Julie Fry (1999), Winning over future scientists, Department of Physics and Astronomy and Department of Ch
University of Rochester
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http://www.pas.rochester.edu/PREP/

4.4 Routes to Higher Education Definitions & measurementtraditionalroute to Higher Education

One of the functions of school education is 1 ¢ KS & 0 NI RA UHighef EdicatiiayzheSranslated] into
statistics using the ISCED scheme. According to this classification,

give pupils the founding knowledge al.nd skil upper secondary programmes designed to provide direct access to
necessary for the next level of educationdpr (kS FANRG &adl3S 27F (S Ndyiheoxstcallg R dzO I

paedeutic function) and to afford a certain pre Pased and are intended to provide sufficient qualifications for gaining

selection of appropriate candates through a entry into advanceg research programmes and profession with high
alAftfta NBSI[dZANBYSyuaé¢ oL{-seedhday! 0 |

final examination. This route to Higher Educ non-tertiary programmes (ISCEID usually straddle the boundary

tion through an academic examination at th between upper secondary and pes¢condary education from an

_ o AVUSNY L GA2Yy I E LRAYG 2F GASs FyR L
close of .secondary school might be consider i2 LINEOARS RANBO(O | GOBS2MWE6E L{/ 95
the traditional route(Eurostat, 2009)

The indicator relates the nuna of entrants toHigher Education
i Across the European Union membe (ISCED 5A) to the number of graduates via ISCED 3A and 4A from the
states, on average 86% of secary previous year. However, the results should be interpreted witl-ca

. ) tion because the indicator is affected by:
stage graduates directly enter Highe

Education (see Figure 7). w The shgre of _qualifieo! students take_n ibgtitutions _oingher _
Education which are likely to be subject to capacity constraints,

1 Disparities across countries are stron especially if there are changes in the demographics of the youth

In the first cluster of countries, entries population.

to Higher Education are close to ¢ @ The share of foreign students, who enter the education system at
Higher Educatioteveland are therefore counted in the numeer

) tor, but not the denominator. This accounts for the values over
from secondary stage. These countrie 100%. No account is taken either of graduates of upper secondary
are Romania (144%), Slover{ie84%), school, who go on to study in another country (in this case #e d

Latvia (134%), Switzerland (132%6)-pi  °Minator would be te high).

even exceed the number of graduate

Box5: Supporting VET students transfer to Higher Education: examples from the Netherlands.

The Dutch government has for the last several years acting aetmg upon an explicit commitment to raise participation
Higher Education. With the direct continuation rate from upper secondary education to Higher Education now almos
limit (around 80%), attention has turned to undeapresented groups (nanhg ethnic minorities) and alternative routes int
HE, with a specific effort paid to increase recruitment in HE from upper secondary vocational graduates.

This includes a set of initiatives to facilitate the passage between vocational and higher eduicalizaing recognition of
work experience to obtain a certificate of upper secondary vocational education; the reduction of the study perioden bach
lor curricula on the basis of learning outcomes acquired in VET; the introduction of an Associate Degtee-gsar voa-
tionally oriented program embedded in regular bachelor programs and then transferring directly to bachelor studies.

this framework of initiatives and to ensure their effective implementation, efforts have been made for the estadaisbin
specific agreements between the Hogescholen (which are HEIs of thanieersity sectors of tertiary education) and th
upper secondary vocational sector with the aim of lowering barriers between the two so as to increase transfer of st

to tertiary education and lower deadnds.

¢KS LINRP2SO0 32t RSy 3IILGSéE F2N) AyadlyOoS LINRPY2GSR | @Af | G
partment high tech metalektro Konig Willem | college) and an Hogeschool (the Avans Hogeddmuled sciences). Thi
initiative was aimed at putting potential prospective students in contact with tertiary education before they finish thair vo
tional school. Specifically, in their third school year a general information session took pladaiegylae different technical

HE programmes. As a result of that information, a limited number of VET students attended aldlyreeientation po-
gramme in the HE institution. Then some of them attended an evening course at HE level in math. Morecesets Stoch

VET spent one day per 20 weeks at a HEI under the guidance of a HEI staff member, where they were supported in tl

tasks and worked on a project at university level. The idea underpinning this type of initiative is that of mainstrepniminc

offer and joint responsibility between VET institutions at secondary level and HEIs, so as to complement the creatisn of tran
fer paths from VET to HE with effective information, guidance and support to ensure students will be in the condi

know and opt for these routes to Higher Education.

More information:

- LuomiMesserer, Karin (2008, Ed.), Permeability between Vocational Education and Training and Higher Ec
at: http://www.vo cationalqualification.net/vqts/
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tugal (129%), Iceland (123%), Norway (122%), Malta (114%), Denmark (107%), Spain (105%), Austria (10!
and the Netherlands (101%). Above-&lérage figures are also reported for Sweden (98%), Slovakia (96%),
Hungary (93%), and Poland (91%). High relative entry rates can be the result of a close link betweaen (natic
al) secondary school leaving certificate and entry into higher education. They may however also be due t
the provision of alternative routes. Addinally, mobile students are counted here, who come from abroad
FYR INBE GKSNBF2NBE y2i NBIAAGSNBR a aoOKz22f 3INIF R
1 Countries with transition rates lower than 80% and above 60%, namely Greece (75%), France (72%), It:
(71%), Germany (69%), Croatia (69%), CRegublic (69%), Japan (65%) and Lithuania (63%) can be seen a:
countries with a link between obtaining a schéedving certificate and entry to Higher Education, which is
to some extent selective i.e. some of the graduates with the scleanling certifiate are not entering hig
er education or cannot enter higher education for some reason. The further cluster is characterisea-by a r
ther weak connection between the schooling system and higher education. This pattern is observeld for Bu
garia (54%), Turkg$3%), Ireland (53%), Finland (53%), Estonia (52%), Belgium (45%) and Cyprus (16%).

160 ~

o
g T
S 140 A *
[
o
120
100 - T ?
80 - &
60 -
40 4
20 &
0 - i .
RO SI LV CH PT IS NO MT DK ES AT NL SE SK HU PL EU- US GR FR IT DE HR CZ JP LT BG TR IE Fl EE BE CY 5CO* UK*
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M Total A Female ¢ Male *no data available

Figure7: Entrants at ISCED 5A as a percentage of qualifying gradwdtsscondary schooling (ISCED 3A and 4A) the
previous year-2007
Source: Furostat. own calculations

T In two thirds of the countries for which data are available the ratio between higher education entrants and
secondary education graduates is higher for women than for méich again shows that more womem-e
ter higher education earlier than men.

4.4.1 Alternative routes to Higher Education

Systems of secondary education can reinforce social, cultural and economic differences between pupils and th
impair equitable acces® Higher Education. One way of counterpoising this effect is to introduce measures which
LINE A RS LINRPALISOGAGS aidzRSyia gAGK | aaSO2yR OKIyOSe
Since these routes are nationally embedded, extital information is necessary for a full assessment of theampl
mentation of any policy initiatives. For this section, data from the Eurostudent project will be heseidgthe ad-
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vantage of being based on information given directly by students themsdbae Definition & measurement box;
FHgure 8).
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Adult and continuing education M Recognition of prior learning and experiences

Figure8: Share of all students with alternative routes to Higher Education (in %), 2007
Source: Eurostudent INote: No data on recognition of prior learning for Estonia

f Figure 8 shows England and W&iesid Sweden leading, with over one quarter of students having entered
Higher Education via an alternative route. This is part oflifeong learning strategies being implemented
in both countries. For instance, Sweden places an emphasis on access schemes in order to encourage n
traditional students. One clear measure in Sweden is the 25:4 scheme, which focuses on students who ha

already passed the typical age to enter Higher
Definitions & measurement: alternative route to Higher Education Education. In order to be eligible for this iaiti

The Eurostudent Ill dataset quantifies the share of students entering hi¢ tive, students must be at least 25 years old and
education via an alternative or nemaditional route. In contrast to other data - .

sources, the results do not refiethe extent of initiatives taken by countries have a minimum of four years of work exper
but instead they quantify the real share of students, who state that they hi ence. Special efforts are made to recognise real

high i i ial . . .
entered higher education via a special route competencies r(eel kompeteny which may

In order to obtain a classification that is appropriate for the diverse natio haye been obtained in noeformal learning
concepts Eurostudent established a common definition, which was usec .
crossO2 dzy § NBE O2YLI NRhazyao LG Aa O aLASEHIROS sych asqhewerkplaces a1y os A

sider all alternatives:

1 Spain also has a high share of students,
w  Access tddigher Educatiothrough the validation of prior learning anc . .
work experience¢ with or without aHigher Educatioentrance exarm who have entered Higher Education through

nation. recognition of prior learning and experiences

A recent report, which rdooked at the data, extended this view of alteen  (9%0). In Spain, applicants tatut admission

tive routes to include adult and further education provision. It also linked qualifications can enter Higher Education via a
results to context information irorder to better understand the structures . . . .
behind the headline data (O& Riechers 2010). special entrance examination. This entrance

examination prueba especifidais only open to

'®The Eurostudendataset differentiated between two Higher Education regions in the United Kingdom: England and Wales and Scotland. For
this question, data is only available for the former.
Entry into Higher Education | Padé



25 year olds or over. The examination isulated nationally, but it is organised by the institutifor Higher
Education. A further initiative has just been introduced for people aged 45 years or over.

1 In Germany, the small share of students nationally hides special initiatives being taken by individuai-univers
ties. In particular, the Humboldt Univaty has a number of outreach programmes. Furthermore, some of
the universities of states in eastern Germany are commencing initiatives to recruit older students as a rea
tion to dropping numbers of young people due to a sharp decrease in birth ratese diginning of the
1990s. The West German states of NelRhine Westphalia and Lower Saxony introduced stétie initia-
GAGSa& Ay ALINAY3I wnmnd® Ly 2NRSNI G2 LI NGAOALN GSZ
initiatives are also beingndertaken by other countries (see Box 6).

This final section has shown what initiatives are being undertaken by countries in order to widen participation. Ir
this sense, it has left the wider statistical landscape to consider how entry into Higher iBdusatctually organised

and implemented. However, the effects of such initiatives are not always visible on a national scale. This is becal
they are just one of a multitude of dimensions which affect both the number and type of student attending Higher
Education in a country. However, not shown here is the fact that Spain, the United Kingdom and Swedem-he cou
tries with high shares of students entering via alternative routes, have higher than average shares of students in tf
age bracket for student30 years and over.

Box6: | nvesting i n a | i fmaingreag ndnteaditomaliroutgs’ f r amél&@or k he o St
qualification framework

An implemented and webiled national qualifications framewoikcluding HE qualifications is among viable strategies
embed the concept of lifelong/lifewide learning in Higher Education and widen access fretradibional routes.

By relating one to the other degrees and qualifications form different foedatation paths, and by certifying experienti
learning within a common framework, a NQF might be a useful tool to favor vertical and horizontal passages among lear
ing systems, also in an international mobility perspective. With regards to Higher Bdugatertain amount of caution i
present, as the theoretical cut and high level of university studies raise concerns on the viabilitytr@fditional routes to
entrance in HE and on the exemption from parts of HE programs based on accreditatiorr éfgsrimg. However many
countries are developing national qualification frameworks in close cooperation with their HE community so as
learning systems in close communication and permit access in HE fretraddional routes.

In Scotland, thank& the transparency and quality assured system of the Scottish Credit and Qualifications Fram
scope has been created to access HE degrees from VET and work experience, that is through validation and accre
prior learning thanks to the mechems of a jointly developed credit rating system.

The SCQF is a comprehensive framework including Higher Education an academic and vocational qualification anc
include nonformal and informal learning. In order to describe and compare qualifinathe framework utilizes two id
mensions: amounts or volume of learning and level of learning outcomes. The latter is measured in SCQF cret

which are allocated to outcomes of learning that are subject to valid, reliable and quality assuredisneftassessment

This learning could be delivered through units, modules, group awards or learning gained through experience subr
assessment. The credit system is used in program design and entrance requirement as well as for transfer. Amy short p
gramme, module, unit or workased learning has the potential to be credited provided that it is based on learnin
outcomes, is included within an appropriate quality assured system and is subject to reliable and valid methods-of asses
ment.

In a vaiety of fields and disciplines SCQF Levels 7, 8 and 9 are coming into use for entry by VPL into Years 1 an
courses. Universities and colleges, SQA and other awarding bodies decide how many of the credit points already
from previous learimg can be transferred into their programmes.

More information:
SCQF official websiteww.scqf.org.uk
Valew Project, to validate learning at work, a Scottish case study (20@9)valew.eu
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Box7: Validation of norformal and informal learning in Denmark

Based on manifold criteria additional to improving access to Higher Education, in 2007 CEDEFOP judged Belgium,

Estonia, Finland, France, Ireland, Netherlands, Norway, Portugal, Slovenia, Romania, Spain and the UK to haveamade valid
tion on nonformal and informal learning a reality. Most countries thus have legal structures supporting validation met

ods, together with a strong policy framework. Moreover, all sectgoablic, private and the third sectayhave developed

and applied methods to valate competences acquired outside the formal education system.

For example, the Danish 2004 policy Recognition of prior learning in the education system, which follows up thé-2002 Be
ter education action plan, gives validation a high priority and vergipdocus. The policy paper proposes recognition
informal and norformal learning be taken into account throughout the entire education system, and that initiative

taken in adult education and continuing training to improve opportunities for assest and recognition of neformal

and informal learning (OECD, 2007). Systems for validation of informal arfdrnuad learning stretch from general uppe
secondary to vocational, adult education and tertiary education. Validation is most prominehilirvacational education

and training. A legislative amendment in 2007 gave each individual the right to have their prior learning experiénces val
RFGSR Ay NBtFGA2Yy G2 | RdzZ & SRdzOF GA2y | yR O2 ynd dinfsdoimake

the process as accessible and flexible as possible.
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Summary of findings 5.1 Introduction

W Student,s wi'Eh a lower sociogcon,onﬁackgroqncvi, as measurel The social makep of the student body helps to
0 UKSANI LI NByiuaQ 200dzLJ a2yt I yR[ SRd7hOI- UA2|¥I- f éi‘i(.l- Udﬁéz
proportionally low chances to access Higher Education in n show the'extent to which countries are making fu
European countries under investigation. The degree of saeioeuse of their potential to generate future human
onomic inequity differs considerably acrossintries. capital. Thus, providing equal opportunities for all

w Underrepresentation due to the socioeconomic backgrounc individuals is a key issue for educational systems.
lowest in Finland and in the Netherlands; representation Tg enable people frm a less privileged socioec
students with a disadvantaged occupational or educatiol . - . .
background is also relatively good in Sweden and Ireland. nhomic background to participate in Higher Edtc

tion is not only a matter of equity; it is a way of

w In contmast, inequity caused by socioeconomic disadvanta; . . . . .

: . increasing the recruiting ground for highly skilled
are most pronounced in four Eastern European countri
namely Bulgaria, Latvia, Czech Republic, Slovakia, as well jobs and overall competitiveness. Barriers tolHig
Germany. er Education resulting fronthe socioeconomic

@ Countries with relatively lowsocioeconomic inequityshow a Gt Gdza 2F 2y SQa Tl YAt e
relatively high proportions of access to HE via alternat prevalent definitions of equity (see chapter 2).

routes (e.g. adult education or recognition of prior learning). Their existence has been shown by numeroas s
w Socioeconomic differences are also visible with regard toiqualciological works. Thus, this analysis starts by-co

tative aspects of Higher Education: On the one hand, yo! ; L N
people with a high educational background prefer fields geifing) RS gEien s oF sl e

study that award a particularly high status to those gradua €Nt socioeconomic backgrounds.
or are financially most rewarding, such as law or health. On ) . ] )
other hand, they tend to study fields without a clearly define AN important critique on many studies analysing

vocational field, e.g. arts, social and behavioural science, social selectivity within the Higher Educatiorssy
humanities. tem is that they ignore forms of qualitative diffe
w In contrast, students with a low educational background ¢ entiation within tertiary education programmes
more likely to study fields clearly leading to certain ocup éng.Arum et al., 207). Most education systems

tions. These fields of studsonstitute I val w&® up-Jr )
ward mobility andare often preferred by social climbers: bus are tracked, in one form or another, and students

ness and administration, teacher training and educatioir sc must choose among various tracks within the-sy
ence as well as engineering and engineering trades. tem. Choices of field of study are socially stratified

® Another form of qualitative differentiation between the soci: as well. Therefore this chapter also considerslgua
strata is studyingabroad. With the exception of Austria,ust ji5tive aspects of studregarding the represeat
dents whose parents attained tertiary educaticstudy abroad . f d ; diff . .
more frequently than their less privileged peers. This is s’peciftIorl of students from different socioeconomic
cally true Italy, Turkey, Slovenia, and the Czech Republic. backgrounds.

w Apparently, educationagéxpansion has helped reducing inéqu | view of the expansion of educational systems in
ty. At the European level, the chances of the education: E the last decad th i t
most underprivileged to graduate from Higher Education he Ulefpls Sl Uais ikl (elsisiolsisy, Unls (GRlz=1tlolt) WEs

increased over time. In the group aged-65 only 13% of all be raised whether educational expansion dimi
persons with a low educational backgrali attained Higher jshes or magnifies existininequalities in edue

Education. Among those aged -28 this share increases t« . . .
23%. Educational attainment of persons with a high educatio tional attainment. The effect of expansion onted
al background did not increase at the same pace. cational inequality in tertiary education is of pa

w However, countries differ in that respect. Young people witt tlcular. |mport§1nce, as Higher Education has- b
low educational background have benefited most in Spa come increasingly relevant for labour markebpr

United Kingdom and France. Other countries where padicip spects and life course opportunities brder to

tion of underprivileged youths has increased, though to a les 3 :
extent, are Cyprus, Luxemburg, Ireland, Poland, Greece; Swanalyse progress orequitabletaccess, fcompletion

den, Austria, and Denark. rates are broken down by socioeconomic kac

w In contrast, in five Eastern European countries participat Srobiel wergrEtner vl Bl el

rates have actually decreased in the groups of underprivile
young people. Those countries are Slovak Republic, LasAa, E
tonia, Hungary and Lithuania.
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5.2 Socioeconomic background and inequitable access

Sociological rational choice theory views inequalities indheice to embark to Higher Education as the result of an
originspecific assessment of benefits and costs as well as probabilities of success associated with the auailable e
cational options. Since costs for attending a study programme (e.g. costs afgnowsts of living, fees, opportunity
costs etc.) induce a relatively lower burden to households endowed with a high income, probabilities of students tt
enter Higher Education differ according to the socioeconomic status of their parents, e.g. detebyittesir ocal-
pation. Students whose parents attained Higher Education are more likely to access Higher Education institutiot
even if their income is average. Theoretical and empirical studies suggest several reasons for that (see chapter 2):
highly educated parents are more able to support their children by sharing their knowledge with them. (2) They
transfer the habits of the highly educated to their children (e.g. the way of expression). (3) Highly educated parent
have a higher educational aspirati, i.e. they are more interested in their children attaining Higher Education as
well. As a result, students with a high educational background have a higher propensity to access and successfl
complete Higher Education than students with a low educstidackground. In order to analyse the impact @f s
cio-cultural and economic factors on access to Higher Education, two proxy measures are normally used lgy sociolc
AOFfT &aldzRASaY 200dzLd GA2y Lt adGlrddza yR KAIKSald SRdzO!b

5.2.1 Occupational background

In Figure 9, a comparison is drawn between the shares of fathers with a Maboak job & 2y 3 | f f a-a (i dz
thers and the share of men with mantlabour jobs aged 460 among all men of this age group (see box). The ratio

Definitions & measurement:occupationalbackground

To compare access rates between students with respect to their occupational background we userddtee fEurostudent

project. In most countrieghe Eurostudenproject used the ten main occupational groups of the International Standasd Cla
sification of Occupations (ISGOy 0 F2NJ GKS YSIF adzNBYSyid 2F LI NByidiaQ 200dzLd i
at the lowest levek a job¢ is defined as a saif tasks or duties designed to be executed by a person. A key concept of the
classification is the skill level required to fulfil certain tasks (for details see the website of the International Lejemis©

tion: www.ilo.org/public/english/ bureau/staisco/index.htm). A few Eurostudent countries did not use B8 @Austria,
Germany, England/ Wales, and Scotland). For these counfigsstudent provides the category of the bloellar occup-

tions (main groups®). The Eurostudent categolig a grossneasure of occupational status but it has two assets: Firstly, in

O2y GN¥rad G2 L{/hQ&a YIAYy 3ANRBdzZLIAI Al HINEEPAoROSE 5).ISecantlly itsigdoss A S N
category limits problems of international comparabiliseé chapter 3 for a discussion of the measurement of the a@cup
tional background).

ISC@E88 Basic occupational groups Eurostat hierarchy Eurostudent IlI
1: Legislators, senior professionals
2: Professionals Highly skilled whitesollar
3: Technicians and associate professionals (not applicable)
4: Clerks

: Low skilled whitecollar
5: Service workers and shop and market sales worke
6: Skilled agriculture and fishery workers

. J Highly skilled blueollar
7: Craft and related tradesorkers
: Bluecollar
8: Plant and machine operators and assemblers )
- Low skilled blueollar

9: Elementary occupations
0: Military (not applicable) (not applicable)

(Eurostudent 2008: 61)

A common understanding of equity (see chapter 2) is that it is achievled gtudent body reflects the diversity of the pop

lation. The indicator for equity regarding the occupational background transposes this definition (exemplified by theindicat
related to the occupational position of the father): The share of studertl & father having a blue collar job is divided by

the share of men with low skilled blu®2 € t  NJ 226 F 3SR nn G2 cn &SIFENE | Y2y3a | f
GA2yQ ¢2dzf R NBadzZ G Ay |y SljdzA (e drgpresedtatitnroNstudedits witlbanbieeol@ri 3 dzNJ
background, larger figures indicate overrepresentation. The same method can bedaoptither occupational groups.

Access to HE and Socioeconomic Background | #age



(blue dot) of both shares depicts the degree of (in)equitable access due to a low occupational background in cros

country comparison.

1
YSI adzNBR o@

for which data is available.

NELINBaSyidlrdAzy oONI GA?2

200dzLd GA2Y I €

In total, and despite differences between countries, students with a lower socioeconomic background, as
GKSANI Tl GKSNDa

adl Gdzaz

In Finland, the share of students whose fathers have malalur occupations comes closest to a perfect

2 FlabduriodzRybis 2aCall Hdn ageEo0thavikgh @ A
manuatabour occupations: 0.92). AlsointheS i KSNJI | YR &
occupational position on the social composition of the student body is limited compared to other countries.
In contrast, underrepresentation of students with a low occupational background is strdsng in Litha-

nia (0.08), Bulgaria (0.27), Latvia (0.33) and Spain (0.37).
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Share of students' fathers with blue-collar occupation

Share of men aged 40-60 with blue-collar occupation among all men aged 40-60 (working population)

® Ratio: student fathers with a blue-collar occupation to all men aged 40-60

Figure9:Rat i o of
population, 2005

SourceEurostudent Ill, own calculations
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no data available

st ude nt dabourfoectphtienalstatusitotmanuahboorwaerkers in the general

S 200dzLd GA2Y It 0

countries students with mothers holding a blaellar occupation are underrepresented. By and large, ldvel of
underrepresentation resembles that indicated in figure 9 and country groups with low or high levels of inequity tend
to overlap. Some countries do however show marked differences.

9 For the Netherlands (1.22), Finland (0.97), Slovenia (0.79),e8wW6d’6), Estonia (0.74), Scotland (0.72), and
Romania (0.69) quite low levels of inequity are shown, regarding the occupational status of motheas and f

thers as well.

C2NJ LdlFfés LNBflIyRZ

¢ dzNJ Se =z

Iy R

{ LI &tug ardBcandistahtya F

This could have substantial reasons but figures should be treated with caution. Moreover, we intarpret fi
ures for Italy and Ireland as clearly indicating a data problem. They are not only inconsistent witrdthe fin
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ings basedonth&d I G KSND&a &0l ddza o6dzi | fa2 RSGOAIGS O2yraAiRe
thermore they suggest a strorayerrepresentatiorof students with a mother working in a blwllar ocei-
pation in both countries which contradicts theoretical corsations.
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Share of students' mothers with blue-collar occupation **no data available

Share of women aged 40-60 with blue-collar occupation among all women aged 40-60 (working population)

@ Ratio of students' mothers to all women with working-class occupation

Figurel0:Rat i o of st udent dabourfoectupatiermalstatusitotmanuahbonrwvearkers in the general
population, 2005
* Source: Eurostudent Ill, own calculations

Definitions & measurement:educationalbackground
{GdzRSyGaQ SRdzOF GA2ylf oF O13INRdzyR Aa YSI&dzZNBR o6& Ol G532
OL{/950® ¢KS YIAY L{/95 OFGS3a2NASa 2N ft S@Sta aNBLMDNBaASYI
Y2NBE O2YLX SE SELISNASYyOSa ¢gAlK GKS Y2NB O2YLX SE GKS LN
2006[1997]: 15). Thus the ISCED levels are ordinal in nature. The table shows the main levels and a short description.

Level | Description

Preprimary education

Primary education: first stage of basic education

Lower secondary education: second stage of basic educatid
(Upper) secondary education

Postsecondary nortertiary education

First stage of tertiary education

Secondstage of tertiary education

OO~ |WIN|F|O

(UNESCO 2006 [1997]: 19)

For analytical purposes these levels have been aggregated to three groups: (1) The first group encompasses all levels up to
lower secondary education (ISCER)OCompulsory schooling ends in many doies at this level. (2) The second group is

made up of upper secondary education and peestondary nortertiary education (ISCED 3 and 4). These programmes

open the way to tertiary education of vocational (ISCED 3B and 4B) or academic (ISCED 3Airthd@Aplogrammes

of tertiary education are summed up by the third group (ISCED 5 and 6). ISCED level 5 consists of academic programmes
(offered by universities, polytechnics, etc.) and famademic vocational programmes (e.g. technicians). ISCED é is th
doctorate.

¢tKS SRdzOF GA2y Il oF Ol3INRdzyR Aa YSIFad2NBR 6& KAIKSada t SOSt
ther (likewise the occupational background). In the last decades the influence of the educational attainment of mothers
onsu®©S&dafdzZ & 3INIRdzFiAy3 FNRBY 19 OFrYS Ot2a$8 (2 (Kz2aS 27
tional attainment has proven to be even more influentay¥ 2 dzO1 & SiG | £ ®X wAamno
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1 As can be seen in Figures 11 d2d persons whose parents attained up to first stage secondary education as
their highest degree are underrepresented in higher education in nearly all countries considered. In a grouj
of five countries, however, the equity indicator based on educatiottairanent of fathers and mothers is
close to 1.0 thus showing an approximately equitable representation: the Netherlands (ratio basaéd on f
0§KSNRE SRdAOFGA2Yy Il f FadGFrAYyYSydY mednnX NIGA2 o6 4&S$S
m.: 1.0), Finland (f.: 0.96, m.: 0.9), Switzerland (f.: 0.9, m.: 0.95), and Ireland (m.: 0.81, f.: 1.04). For Scotlat
2yte GKS NIidGA2 olFaSR 2y Y2GKSNRa SRdzOF dGA2yht |
derrepresentation (0.94).

3.5

3 A

25

2

8= FTUEEEEETQESE 823K 5 :
= T8 =
o
M Up tolower stage secondary Upper stage secondary/non-tertiary post-secondary 4 Tertiary
*missing data **no data available
Figurel:Rat i o of hi ghest educational attainment of stu

(men 4060 yrs., %)
Source: Eurostudent Ill, own calculations

1 Towards the right hand side of the graph underrepresentation ofgresvith a low educational background
gets increasingly severe. Underrepresentation of this group is specifically clear in Bulgaria (f.: 0.09, m.: 0.0¢
Romania (f.: 0.2, m.: 0.21), Czech Republic (f.: 0.21, m.: 0.24), and Slovakia (f.: 0.27, mls®.G&ynfany
(f.: 0.4, m.: 0.44) and Estonia (f.: 0.42, m.: 0.37) report quite high levels of inequity for both measures.

1 Persons whose parents attained upper stage secondary education or other forms @értiary post
secondary education (ISCED 3 or # anderrepresented in higher education of many countries as well.
Their representation is lowest in Germany (0.58). However, there are three countries where these student:
are significantly overrepresented within the student body; these are Italy (1Tikey (1.7) and Portugal
(1.5). Interestingly, in some countries participation rate of students whose fathers attained ISCED 3 or 4 |
slightly outperformed by the participation of students with the lowest educational background, namely in
the Netherlands Spain, Finland and Switzerland. This could be due to the existence of support programme:
which only the least advantaged are entitled to.

9 Persons whose fathers did attain tertiary education are overrepresented in all European higher educatior
systems fo which data are available. In figures, their overrepresentation ranges from 1.21 in Scotland to
3.05 in Bulgaria.
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Figurel2: Ratio of highesteducato nal at t ai n methers campares to the gemetalspopulatior2005
(women 40660 yrs., %)
Source: Eurostudent IIl, own calculations

1 Mostly, the degree of underrepresentation of persons with low educational background reflects the degree
of overrepresentation of persons with high educational background. The fiveroesiwith the highest rat
os for persons with low educational background (NL, ES, FI, CH, and IE) also show relatively low ratios for
persons wih high educational background.

Box8: In-reach strategy: establishing quotas forttti sadvant aged: the HEAR “Highe
in Ireland

The HEAR program in Ireland is a natde program implemented at the level of individual Higher Education Instituti
and is meant for school leavers coming from disadvantesgeibeconomic background who are willing to attend Higt
Education and fulfil all academic requirements (matriculation and subject requirement) to enrol.

The rationale of the program is the creation of a quota of places reserved for students fromrastmigeconomic bae
ground, so as to let them compete more equally with the peers from a similar condition, while enjoying a series of !
services.

Each participating Institution has allocated a quota of places at lower leaving certificate powstisdiemts entering through
the Higher Education Access Route. Once they have provided evidence as to their socioeconomic circumstances,
compete on the basis of their schdehving certificate results for a HEAR place. When entering througlehhisnel, HEAR
students are also provided a variety of services and-pnsty support, determined at the specific institution level, includil
a mandatory orientation program to introduce students to university/college, exiten, study skills exam pparation,
individual mentoring, advisor, social gathering, bursaries, advice concerning grants and a scholarship.

So as to select students for the HEAR, the programme refers to the definition of educational disadvantage used by the Hig
er Education Authdr 18 61 9! 0 FT2NJ gKAOK GGKS az2dNOS 2F SRdzOF A
FYR Odzf GdzNI £ OFLIAGIE 2F FrYAfASaégd

As a consequence, a combination of financial and sadioral indicators are employed to select candidates, incigdhe
LJdzLJA £ Q& a20A2S02y2YAO INRdzL)E GKS aoOKz22f KSkaKS FiGdSyRSR

More information:
HEAR official website: http://www.accesscollege.ie/hear/index.php
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1 Obviously, the educational systems of some countries are able to reducksiddvantages of persons with a
low educational background. Other systems carry forward these disadvantages into the next generation
Generally, unequal access conditions prevail in most countries.

5.2.3 Relation between occupational and educational backgnd

How are the two socioeconomic dimension, occupational and educational background, related? Are inequities du
to occupational or educational background equivalent or do they measure something different? Which countries
perform well or badly on bothithensions of socioeconomic inequity?

Figures 13 and 14 show the dispersion of countries on both dimensions of inequity as operationalised by the ratic
presented above (only those countries with data on both dimensions). Figure 13 covers the ratios based an the st
Gdza 27F & dzRdyNISA Qv nT FAIKK2SANER TA yFSAlj dzA e £ S@gSfta ol aSR 2y
educational background measure different concepts and respective ratios diverge to some extent. But all i-all, ine
uity regarding educational background goes togethéth inequity regarding occupational background. In most
countries, a high share of students who inherit a low occupational background is matched by a high share of st
dents who inherit a low educational background. This is also indicated by the pasitredation between both ind
OFi2NA® ¢KS O2NNBfliGA2y 2F (GKS LySldzaGge AYyRAOI (i2 NR
cally significant at the modest 4fercent level, i.e. not random in the statistical sense. Spain lisaa outlier in Fj-

ure 13. Omitting Spain from the analysis results in a remarkably high correlation coefficient of 0.64 (not shown). Th
coefficient is statistically significant atpercent level. The correlation of the Inequity indicators as calculftm
Y20KSNEQ adlddza Aa | faz2 Lk aa d-pacsdnt lévaldhepositie yeRitiod of boihA a
indicators is also expressed by the regression lines in figure 13 and 14 which approximate the dispersion of countri
in a linea way.

1.2
e
S I |
o * ES * NL
o 1
o ¢ F|
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F= AT PT regression
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0.4 o o | *LL
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Missing data for BE (fl), CH, LT, NO, and SCO. Low occupational background

Figurel3: Representation of students with low occupational and educational status of the father, 2005
Source: Eurostudent Ill, own calculations
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Figurel4: Representation of students with low occupational and educational status of the mother, 2005
Source: Eurostudent Ill, own calculations

Some remarks on Spain (Figure 13): It shows very low inequity on the eshadatimension and one of the highest
levels of inequity on the occupational dimension. This should not be overly interpreted but it could hint to specifica
ly high financial barriers and low barriers due to educational background. In fact, Spain refatit®ly high income
disparities among students and a very high proportion of working students (see chap. 7 on income and expenditure
Moreover, Spain has relatively high shares of students accessing higher education via alternative routes wihich alle
ates educational barriers (see chap. 4 on participation and routes). This is, however, not a safe conclusion. Outlie
can also be produced by data problems. A confident interpretation presupposes that this finding is confirmed b

other sources or later EQNET reports.

In Figure 14 results for Ireland and Italy are not shown. Equity indicators based on the occupational status of tr
mother were extreme and hinted to a data problem (see above).

Generally, for countries below the regression line in Figurerid 14 respectively barriers due to the educational
background seem to be more important whereas for countries above the regression line the occupatidaal bac

ground is more influential.

5.2.3.1 Interpretation

Countries in the first quadrant of Figure 13dai¥4 have a relatively high degree of equitable access with regard to
020KX SRdzOF GA2Y It FyR 200dzLdr GA2yLFf o6F Ol 3INRdzyRY hty C
erlands as well asto a lesser extent Sweden and Ireland. In Figuté the group is made up of Finland, the Nathe
lands, and Sweden again. Also Spain and Slovenia are in quadrant I. The groups largely overlap. By use of both fig
we identify Finland, the Netherlands, Sweden, and also Ireland as the countries doiighelaell regarding equ

table access to HE (Ireland is assigned to this group as it performs above average on three of four indicators and |
no reliable data on the fourth indicator).
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In contrast, countries in the third quadrant are characterisedhigy barriers due to both dimensions of the sodee
onomic background. In Figure 14 these countries are Bulgaria, Czech Republic, France, Germany, and Latvia. In F
13 Bulgaria, Latvia, Czech Republic, Slovakia, and Germany are located in quadsgainllithese groups largely
overlap and result in a group of four countries showing above average barriers to HE on all indicators consulte
Bulgaria, Latvia, Czech Republic, and Germany.

An obvious difference between both groups is their economic stiengfith the remarkable exception of Germany,

all countries of the higlbarriersgroup are Eastern European countries. Expanding the higher education system anc
specifically reducing economic barriers is harder for this group than for more affluent cauntritact, in all of tb-

se countries investments in tertiary education are approximatei&dverage (CZ, DE) or are below average (BG, LV)
as measured in total public expenditure in per cent of the GDP (Eurydice 2009: 124; OECD 2010: 243). In contr:
with the exception of Ireland (average) the countries with low barriers show investments clearly above average (N
Fl, and SE).

Of course, inequity is not simply a question of investments. The degree of inequity is influenced by the structure c
the educaional system. Two countries in the lewarriersgroup, namely Sweden and the Netherlands, hava-rel
tively high shares of students accessing the higher education system vi@agitional routes (see chapter 4). This
indicates relatively permeable bordebetween educational branches. In contrast, Germany reports low shares of
non-traditional students. Results of Eurostudent (2008: 42) support this interpretation and report high shares of
students having taken alternative routes to HE for Ireland, Swealah Finland (no data on the Netherlands) wer

as all countries of the higbarriersgroup (BG, CZ, DE, LV) had near to zero shares of entrants wvicaditional

routes in the year the data were collected (2005).

Inequity in higher education is also irgluced by the structure of the school system. Socioeconomic barriers tend to
AYONBI A4S 6AGK (GKS ydzYoSNI 2F WGiNI O]l avAi0KSaAaQs (GKS vy
tracks. In Germany pupils are differentiated quite earlyp@ding on the federal state, mostly at the age of 12).
Moreover, high school graduates with a lower socioeconomic background are more easily diverted awayafrom ac
RSYAO KAIKSNI SRdAzZOFGA2y AF @20F0A2yIlf ( Hd thay dvgraweld a
performing children with blueollar background in Germany enter academic tertiary education less frequently than
their peers of higher social strata.

5.3 Socioeconomic background and qualitative inequality

An important critique of many studies of socia- s
lectivity is that they ignore qualitative inequalities
Many scholars have gued, that concurrent with
educational expansion, qualitative differentiatiol
would complement or even replace inequalities |
the sheer level of educational attainmef@amoran
& Mare, 1989) (Shavit, 1984Persons stemming
from the higher social strata ight not only target
more prestigious institutions of Higher Educatic
but might increasingly enter the most rewardin
fields of study as well. Thus, academic disciplines
fields of study can be considered to be an additio
al, horizontal axis of stratdation. Another quald-

tive dimension is a studselated period abroad,

Definitions & measurement

Fa the analysis of inequalities in fields of study, data of t
REFLEX project has been examifdw Reflex project focusezh
(1) the issues ofompetencies required biigher Educatiograd-
uates, (2) the role played Hyigher Educatioinstitutions in hdp-
ing graduates to develop these competencies, and (3) tensi
that arise as graduatesiigher Eduddon institutions, employers
and other key players each strive to meet their own objecti\
(for more details see
www.fdewb.unimaas.nl/roa/reflex/index.htm

Since data on qualitative aspects of Higher Education are sc:
datafrom this project are referred to in thisectionalthough they
have been cdécted already between 1999 and 200The num-
bers of caseby country vary between 645 in Portugal and 6,7¢
in Czech Republic.

which is less easy to afford for the less affluent students.
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5.3.1 Fields of study

In Figure 15 and Table 2 a high educational background was ascribed to graduates, if eitHathiesror mothers
had attained tertiary educationl$CED 5 and &jrom all fields of study distinguished within the survey those are
shown for which at least 500 cases were observed. All percentages given are different from the correspanding sa
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Figure15: Graduates from Higher Education institutions (1999/2000) with a high educational background by fiels
subject
SourceReflex 2000, own calculations, N= 26,616 (total), weighted averages

1 The overall share of graduates from selected European countries and Japan who have at least one pare
that attained Higher Education is 43% (Figure 12). Comparison across fielddyofestaals that shares of
theses graduates differ by subject. Overall, shares of graduates from a privileged educational background a
highest in the arts (50%). Beyond arts, shares of graduates with a high educational background are abo
average in lawhealth, social and behavioural sciences (all three 47%), humanities (46%), an architecture an
building (45%).

1 Shares of graduates with a privileged educational background are below average in those subjects that offe
a safe path to social upward mobyli At the overall level, these fields of study are business and adnanistr
tion (38%), teacher training and education science, and engineering and engineering trades (both 39%).

1 Intable 2 additional to the sample average national percentages are indicatbe national means arefdi
ferent from the sample average in this category or field of subject respectively. E.g. in Germany the overa
share of graduates with a high educational background is particularly high (Total: 67.4%). In accordance wi
the pattern of socially stratified subjects identified above, shares of privileged graduates are aboventhe sa
ple average within the fields of health and law too (87% and 75.1% respectively).

I Some countries show other patterns than the one described in Figfbré-or instance, in France shares of
graduates with a privileged educational background are particularly high in two of the subjects which were
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identified to be generally more open to students with a less privileged background: business and administr
tion and engineering trades.

Average AT BE CR DE EE FI FR IT JP NL NO PT

Business anc 38.0 23.8 48.7 36.1 66.3 68.5 27.5 60.3 18.7 35.1 45.7 404 224
Administration

Teacher Trai- 39.0 20.0 85.2 35.7 62.2 64.4 249 43.7 9.9 479 445 445 195
ing and Edua-

tion Science

Engineering 39.1 23.8 574 31.8 66.3 685 27.5 60.3 18.7 445 457 57.0 224
and Enginee

ing Trades

Total 42.8 31.1 66.3 38.6 67.4 70.1 29.9 53.9 23.0 44.4 48.2 51.0 22.9

Architecture  45.3 38.9 68.7 439 629 63.8 43.1 48.6 184 49.1 51.0 49.3 20.7
and Building
Humanities 46.4 329 70.6 421 684 67.5 32.7 59.5 239 47.1 51.1 69.1 11.1

Social and 46.6 31.2 64.1 53.0 67.5 73.9 344 415 184 38.0 59.9 62.0 36.5

Behavioural

Science

Health 46.7 477 73.6 524 87.0 83.0 23.0 519 25.0 72.3 524 46.8 17.6
Law 46.9 33.6 64.7 355 75.1 754 43.8 524 332 49.2 59.2 75.2 429
Arts 49.7 478 741 47.1 66.9 78.3 389 420 199 38.1 521 77.6 26.7

Table2: Graduates from Higher Education institutions (1999/2000) with a high educational background by fiel
subject and country
Source: Reflex 2000, own calculations, N= 26,616 (total), weighted averages; means are marked fat, if theyrar

entfroma b GSNF 3S¢ 2y + ppz O2YyFARSYOS AydSNBIf o

In general, these results are in accordance with other studies at the national level that revealed choice of field c
study to be socially stratifie@Davies & Guppy, 1997) (Hansen, 1996) (van de Werfhorst 208i3) (Reimer &
Pollak, 2010)

5.3.2 Studying abroad

Definitions & measurement

1 In most European countries, students whose parer Another form of qualitative differentiation betweer
attained tertiary education have more frequentl the social strata includes the decision and opportun

been abroad for studyelated reasons than have to study abroad. The Eurostudent (2005) data provic
their less privileged peers (figure 16). a comparison of foreign stuehglated experiences by
social background (highest educational attainments

1 Only in Austria (ratio of students whose pats & & dzRSy 14 Q LI NBy (i a0 dquettisnS
tained first stage secondary to students whosa-p¢ is questionp ®oY dal | @S &2dz 0SSy |0
ents attained tertiary education: 1.08) and Switze sons or been enrolled abroad as a studentHifher
land (0.91) do students from a low educational kbac Educationin the pasK &
ground benefit approximately as frequently frond-e
ucational opportunities to study abroad as duetr privileged peers. In the remaining countries, the ratio of
students from a low and high educational background respectively varies between 0.66 (IE) and 0.08 (CZ).
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1 While inequality tends to be especially pronounced in countries where overall foreign enrolment is low, a
O2dzy i NEQa LISNF2NXIFYyOS |a YSIadaNBR o6& GKS NIGAz
development and its geographical position in the Western, Northern, Southern or Eastern part of Eetope r

spectively.
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Figurel6: Percentages and ratios of foreign enrolmentpyar ent s’ education

Source: Eurostudent 2008

On the one hand, differences between students with a high and low educational background might be a result c
Ay Sldz £ AGAS afinahgal capiitedNio Ffordd studglatdd stay abroad. On the other hand, students
with a high educational background might more often command excellent foreign language skills, due to primar
effects (see chapter 2). At the same time students wsgitich skills might be more open to the benefits of a period
abroad and therefore more motivated to take up the opportunity. The Eurostudent study has shown that sich mot
vational aspects play a significant role in student mobility.

5.4 Social backgroundral expansion of Higher Education

For scholars of social stratification, one of the key questions regarding educational expansion is whether l-diminis
es or magnifies existing inequalities in educational attainment. The effect of expansion on educatguality in
tertiary education is of particular importance, as Higher Education has become increasingly relevant for labour ma
ket prospects and life course opportunities. While educational expansion is associated with many advamtages, i
cluding enhancemg i 2 F LISa8Ah $2al gRI2F a20ASGASaQ YIONRSO2y?2
necessarily reduce class inequalities in education. One argument is that inequality between any two social strata
terms of the odds of attaining a given level afueation persists until the advantaged class reaches the point of sat
ration (Raferty & Hout, 1993Until that point, the advantaged group is typically better equipped to take advantage
of any new educational opportunities. Only when the privileged aleashes saturation at a given level of educ

tion, would further expansion of that level contribute to the reduction of inequality in the odds of its attendance.
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Definitions & measurement

To approach the intergenerational transmission of disa
vantages in ducation undertaken again shares of persor
whose parents have completed up to first stage second
education (ISCEDDand 3c short) or upper secondaamd
postsecondary nottertiary education (ISCED4A excluding
3c short) or tertiary education (IED 56) and who then-
selves have completediigher Education(ISCED -b) are
calculated. Widening access ftdigher Educationmplies
that young generations have more chances of successi
completingHigher Educatiorthan their elders. The folle-
ing indicabr presents the intergenerational transmission
disadvantages for four age groups {25, 3544, 4554, 55
64); results by age group provide information on hc
chances of success ktigher Educatiomave changed over
time for a specific virtual cohort.r@sscountry comparisons
should be considered with caution due to sample sizes
structural differences irHigher Educatiorsystems. In fact,
in countries whereHigher Educatiorlasts longer than in
others, the indicator is less accurate for the youstgage
group (2534-year-olds)(Eurostat, 2009)

CKA& KeLRIKSaAax (yz2éyel a
jdzt t Aleé oOoaalLuX A dhat@erg/eA ai
ported by Shavit and Blossfeld (1993) who found that in
most countries they surveyed, educational expansion
did not reduce educational inequality.

In an attempt to assess the relationship between axpa
sion and the degree of social bias in Higher Education
systems, this section breaks down rates of completion of
tertiary education by generation.

1 At EU25 level, for someone whose parents only
hadfirst stage secondary education or less, the chances
of graduating from Higher Education have increased
over time (figure 14). Only 13% of all persons aged b
tween 55 and 64 years whose parents achieved at most
first stage secondary education graduatednfréligher
Education, but this share stood at 23% among those
aged between 25 and 34.

I The European pattern is slightly different for those whose parents have achieved upper stage secondary or
tertiary education as highest educational level. Regarding thado, about 30% of children whose parents
attained upper secondary education as highest educational level achieved tertiary education across the ge
erations. Though completion rates of the latter vary significantly across generations, those aged between 2

100

90

80

70

60 -

50

40

30 &

20

10

0 T
55-64 45-54

—o—First stage secondary =

Upperstage secondary

35-44 25-34

Tertiary

Figue 17: Percentage of individuals (ERB) having completed tertiary education (ISCE®) according to the

educational background of their parents 2005
SourceEurostat. ELSILC
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and 34 years who completed tertiary education are proportionally as equally numerous as thosesaged b
tween 55 and 64 years. For the youngest generation, completion rates of those whose parents achieved te
tiary education themselves settled at a high lese61%.

9 Atthe national level, underprivileged young people have benefited from the development of highexr-educ
tion in many European countries (Figure 18). Thus, proportions of those whose parents achieved first stage
secondary or upper stage secondadueation as highest educational level and who themselves graduated
from tertiary education are higher among-33-yearsolds than among those aged between-6% in these
countries. For example, corresponding shares increased by more than 10 percentagerp8ipain, United
Kingdom and France. Other countries where participation rai@though to a lesser extermtincreased in
these groups are Cyprus, Luxemburg, Ireland, Poland, Greece, Sweden, Austria and Denmark.

These results are in accordance widitent studies in single countries that have found declining inequalitg-in e
ucation. These countries include Germana Nf t SNJ 3 | I dzy = mMddno o1 Syilaly al
(Shavit et al., 1998Bweder(Erikson & Jonsson, 1996) (Erikson Bsdon, 1993)the Netherland¢Sieben et al.,
2001)and Norway(Lindbekk, 1998)

9 In contrast, the completion rates in five Eastern European countries decreased in the groups of graduate
with a low educational background. Those countries are Estonia,afyngatvia, Lithuania and the Slovak
Republic.

Access to HE and Socioeconomic Background | P&ge



Figurel8 Percentage of individuals (aged 8%, 4554, 3544, 2534) having completed higher
education, according to the educational background of their parents, 2605
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Box9: Outreach strategies to attract pupils from lowesocioeconomic backgrounds into Higher Education. The Aim
Higher initiative in the UK and the WHAP programme in Scotland

Outreach strategies for widening participation in HE include initiatives which target individuals who believe Higher Educ
GA2Y @NA (RKB¥éFfoe O2dzy iSNAYy3I RAALRAAGAZ2YIE o0F NNRSNAC
from low socioeconomic backgrounds, as this is demonstrably one of the most important factors affecting partici
affecting both the capacityo pay as well as aspirations, expectations and motivation to initiate a HE path. In this ¢
early intervention through outreach strategies is perceived as both more successful and inclusive as wekféectiost

for society as a whole.

In the UKAIm Higheiis a nationwide initiative which is run specifically to widen participation in Higher Education &y rai
ing the aspirations and developing the abilities of young people from uregeesented communities, namely people frot
lower socioeconomigroups and disadvantaged backgrounds.

SpecificallyAim Highempromotes regional and sutegional partnerships between Higher Education Institutions, schc
colleges and employers to promote interest and support progression into HE, by raising aspisatieell as academi
achievement of pupils through a heterogeneous set of activities. These include summer schools so as to give schoc
taste of university life, taster days, mastdasses, visits to HE providers and -to®ne mentoring programnes with un-
dergraduate students coming from the same background acting as mentors and guides in the university tours (the ¢
GNRIFIR aK26a¢0® LYy LI NIAOdzZ I NE I QGAGAGASA Ay Of dzRSY

- aspiration raising activities (i.e. university residential visits, taddgns, student talks),

- attainment raising activities (master classes, mentoring schemes and study groups to improve attainment)

- information, advice, guidance (including working with employers and students on the vocational route ta-encou
age progression).

The programme is supported by a Higher Education Progression Framework, which is a model for delivery of seque
progressive activity bAim Highemartnerships in schools and colleges based on a learner centred approach. Tlee fram
work aims affacilitating effective crossector collaboration by placing the emphasis on and indicating the steps of an ind
vidual learner progression towards full preparation for HE, in line with both the aims of widening participation and

and college priorigs. It remains up to the individual partnerships to decide what the key components of a progre
model are, though a set of learning outcomes have been identified to be adapted locally and related activitiegto be s
quenced in order to produce desiredsults.

A similar outreach initiative in Scotland aims at raising the participation of students from disadvantaged backgro
subjects such as medicine, veterinary medicine or nursing where they are dramatically underrepresented. The \®HAP initi
tive (Working in Health Access Program) is based on the acknowledgement that a social class bias turns into far iewer appl
cation from certain classes in these fields, due to factors such as finance, academic achievement or lack of a:
WHAP therefore tamgts pupils in selected schools and is based on both the administration of psychometric asses

tools as well as the organisation of awarenessing activities to let pupils get in contact with either health care or unive

sity settings. WHAP was devpénl thanks to the involvement of 5 Scottish medical school which developed firm kaks b
tween local health care professionals and pupils, parents and teachers, as well as those involved in other widenir
activities.

For more information:
AimHigherOfficial websitehttp://www.aimhigher.ac.uk/

Making a difference: The impact of Aimhigher, case studidsf@i/www.actiononaccess.org/resources/files/aimhigher
AceTaster.pdf
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6.1 Introduction

The following chapter concentrates on
Summary of findings 0KS aFAYylFIYyOALf 1jdzSa

o .. A A . . .of Higher Edycation, . .
T ¢KSNBE | N GKNBS azdzNOSa 27 éudzRSv%gQ L}\?OQYSY Tl YAf &2

1 The cost sharing ratios differ considerably between country specific The costs of tertiary education are

funding systems and sociatonomic status of students. typically shared between four groups

) o . i (Santiago et al., 2008)
1 Inthe Bologna Area, Higher Education institutions receive one fifth of

their total resources from private funding. 1. The state (taxpayers) subs
1 {(dzRSyGaQ AyO2YS &I NASa aA3yaTadee yegtiary edugationaly otaxeve-g | ¢ A
provision of acommodation is an indirect form of financial support.  NUes.

T ¢KS LINByidlt O2ydNRodziazy (2u- &0 dzRS Parénts ahg family $naylbdar &
dents with high SESocioeconomic statusjhey receive significant some costs of tertiary education

more cash support from parents than students with low SES. through the payment of tuition fees or
| For younger students (2§earolds) direct family support is dominant by covering some of the studentsi
in all but four countries where state support dominates. ing costs (e.g. by keeping the student
at home).

I The percentage of first year students receiving state assistance
(grants, scholarships, loans) varies widely by country, frorma%hi 3. Students may bear part of the

. o
LD o I IS tuition and living costs throgh em-

1 Working during studies is a significant income source. Its contributionployment earnings, past savings, Ron
to total income is over 20% in all countries, except Turkey. repayable public financial assistance

7  Student employment is frequent in all countries and the rate is affec OF borrowing.
ed by age and socibbhckground. More than 50% of students in 11 of
22 countries work alongside their studies. The employment rate of 21
years old students during term is about 43%.

4. Individual donors may @B
tribute to institutional budgets or
A 3 5 . financially assist some students
f ¢KS FTAYlFIYyOALf aA3IYATAOIYyOS 2F iSRS gfdhid. @ SYLX 2evYS8yi
tween countries. In the Czé Republic, Spain, and Slovakia more than
GKNBS ljdzZk NISNBR 2F G201t AyO02YS Tha cosSNK @28i&y vduRavonaaiedzRr S
1 ¢KS AKINB 2F LIAR 2Ny G2 addisyPraly shag«aeieen ghe gullic ;¢
group living with parents and 18% who are living in own households. and the private side, between state
and the students and their families.

T¢

1 Accommodatio is the most important cost for students maintaining
own households. The range runs from more than 46% in Sweden d These cost sharing ratios differ reo
to 11% in Bulgaria, average at one third of total expenditure. siderably between European cou

1 For German students with own home and high SES indirect support 0NRSad ¢AASS 6&Y | 200NE LIN
(child albwances, benefits paid to parents, tax exemptions...) is more public funding of tertiary education
than half of public support. and students typiddy shows country
I The contribution to institutions of Higher Education as a proportion ofa =45 O 5 4 O VZIREt =
total expenditures ranges from 22% in Turkey to 0% in Swedef, Sco and expenditure structures
(Schwarzenberger, 2008urostudent,

land, Finland and Germany.
2008 OECD, 2008) In countries
GKSNBE &addzRSyida INBE aSSy |a aRSLISYRSyYyid OKAfRNByé¢ Tl
O2dzy (NASA GKIG GF18 a0dRSyda Fa aAyRSLISYRSYd | Rdz 0
systems and concesnthe role of tuition fees, grants and loaf@ECD data showhat in recent yearsthere has
been a shift of tertiary education costs from state to students and their fan{iiastiago et al., 2008)
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CKS OoFADNE RSY2yaidNl G§Sa Si KE2 YRERTEFAINERYWO S@A UAKYA YA YUGRSY O 2
nomic status (SES). Research of Schwarzenberger (2008uergtudent(2008) shows that the composition of-i
come varies considerably by SES: In all countries the tendency can be observed thassiitfea higher SE®+
ceive more family support. For students from a lower SES, work plays ammdant role. As a consequencéhey

have less time for studying than thgieersfrom higher SES. This would seem to require more public supportito st
dents from lower SE&antiago et al., 2008)

Children from parents with higher SES profit from their cultural resources, having an advantage comparéd to ch
RNBY FTNRBY f26SNJ SRdzOF 4GSR LI NByltay a¢KS f 2aShdcdithieS &
f 2SN 6GKS aO0OK22f FOKAS@SYSy iz IyR a2 2y® ¢KSasS | NI
(Boudon, 1974)Secondary effects act beyond the school performance of the child: the individual decision process i
based on costand benefits of tertiary education. The perceived costs and benefits of education vary by SES.

Wealthy parents cover the direct and indirect costs of educatimre easily for low-income families it may be a
serious financial barridierikson & Jonssot996 Blossfeld & Shavit, 199Becker, 2000Tieben, 2009)

Three types of financial constraints must be satisfied if a student attends tertiary education, involving the asses
ment of whether(Santiago et al., 2008)

1. The benefits of tertiary education dug SA IK G KS G2d0Ff O2ad 2F GSNIAINE

2. ¢KS AYRAGARdzrtf Oly 2001 AYy &adzZF¥FAOASYyld TFdzyRa 2 O
jdZA RAGe O2yaidNIAydéovo

3. The individual is reluctant to incur debt in order to obtaim education. This constraint holds in those cases
GKS fAljdARAGE O2yaidNIAyd OFy 2yfteé 6S YSi (KNEPdzIF

wSOSyid NBAaSIFNODK Ayid2 DSNXIYy adGddzRSydaQ Y20AQ0FGA2y &
universty education(Heince & Quast, 200924% of the German graduates with higher school certificate, qualified
G2 SYGSNJ dzyA@SNBAGEZ R2y QG &dGFNI GSNIAFNB SRdzOF (A2
most crucial reasons not to stauniversity education: For 77%F (K2 34S 6K2 Q@3 yy DA B ¥ NB
FNB Fy AYLERNIIFYyd NBFazy y2d (G2 adlF NI GSNIAFNE SRdzO!l
FYR cdi> K2 aOFyy2ia | F7T8aide thatkh8se findirigsiakezngt orify $eStictedno Gagn O |
ny. Financial barriers are more important than other study related reasons: in the same survey, only 45% claim th
GYAaaAay3ad ySOSaalNE | OFRSYAO aiAff ae SREBOGYA 2AYYZLIZFNELING
220 2LIRNIdzyAGASE FFUGSNI dzyAGSNEAGEE 1SSLI 2FF FTNRY
C2NJ Hm: 2F DSNN¥IYy adGdRSyGa 6K2 fSF@S dzyASSNEAGE oAl
d0dzRe8 GSNXYAYLF (A 20N 0FE 29\ apé ezl NGST A2yy1 S/ OA T Y 2 (MBubleNdsel Hut2eyf, &
20090 ¢ KSaS SYLANROIf FAYRAYIaAa TFT2NJI DSNXIye akKz2g GKS A

t F NBydaQ AyO02YS oF O13INRBdzyR & | YLl A ykeyTole diccimdestliReNsBe a i o
many, where parents have to finance tertiary education of their children. This dependence on parents in German
correlates with the underepresentation of students with low occupational family background.

6.2 Funding tertiaryeducation in Europe

The contribution of private households to the costs of tertiary education varies significantly across countries: in Au
tralia, Chile, Korea, Mexico, New Zealand and the United States the proportion of private household expenditure o
tertiary education institutions exceeds 30%.
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In Austria, Denmark, Greece and Sweden the corresponding level remained below 5%. In calngregprivate
contributions to tertiary education are low, tertiary education is paid mostly by taxpayers. Between 1995 and 200/
the private share of tertiary funding increased in 11 of 13 observed cour{@@stiago et al., 2008yhich demm-

strate an inernational tendencyf shifting the costs of tertiary education from the public to the private side.

6.2.1 Typologies of funding systems

Analysis done by OECD shows significant differences irslcashg scenarios between countries. By grouping
around the dimensions level of contribution from students in tertigeducation and the received public subsidies
four types can be identifieOECD, 2009§

1. Countries with no or low tuition fees and generous student support system: Denmark, Finland, Iceland, N
way, Sweden, Czech Republic and Turkey. There are no (or low) financial barriers for tertiary education dt
to tuition fees and even a high level of student aid. The funding of institutions and students is based on the
principle that free access to teatly education is a right. In Nordic countries entry rates are significantly high,
at about 70%, which is significantly higher than the OECD average. In these countries the level okpublic €
penditure on tertiary education as a percentage of GDP and taxatipincome are among the highest of
OECD partner countries. Finland, Norway and Sweden are among the seven countries with the highest ent
rates to tertiarytype-A education. More than 55% of students benefit from scholarships, grants or loans.

The Czech Republic and Turkey have a different pattern: lower access to t&ytr\A education compared

to the OECD average, especially for Turkey, combined with low levels of public spendirigeanicbeenue

on income as a percentage of GDP compdcetthe OECD average. In these two countries, more than three
guarters of students enrolled in tertiattype A programmes benefited from grants in the Czech Republic or
from a loan in Turkey. The average amount of these public subsidies is small comptred\tirdic con-

tries and compared to the OECD average. This indicates that these two countries are also close te those
cluded in model 40ECD, 2009The Eurydice report 2009 indicates that also Estonia, Hungary and Greece
do not charge tuition feegEurydice network, 2009)

2. Countries witha high level of tuition fees (> EUR 1000 per year) and well developed student support sy
tems: Australia, Canada, the Netherlands, New Zealand, the United Kingdom and the United States. The
countries potentiallyhave high financial barriers for entry to tertiatype A education, but also provide large
public subsidies to students. In these countries entry rates are about 68%, slightly above the OECD avera
and higher tharfor most countries with low levels of ition fees, except the Nordic countries. More than
68% of tertiarytype A students benefit from public subsidies in Australia, the Netherlands, New Zealand and
the United States. Student support systems are well developed and mostly accommodate the hédesls o
entire student population, with a proportion of public subsidies in total public expenditure on tertiaryaeduc
tion higher than the OECD average (19%) in six out of the seven countries: Australia (31%), the Netherlan
(30%), New Zealand (42%) the tédiKingdom (269%)he United States (31%) and Chilgt7%). Countries in
this group do not have lower access to tertidype A education than countries from the other groups: For
example Australia (84%) and New Zealand (72%) have among the highestatdrio tertiarytype A ed-
cation also explained by a high proportion of international students enrolled in tesyge A education.

The Netherlands (58%), the United Kingdom (57%) and the United States (64%) are above OECDfaverag
55%for 2006. Ché (43%) is below the OECD average, although entry to tetifpey A education in this
country increased by about 10 percentage points between 2000 and 2006. Countries in this group spen

'8 Most statistics cited here from OECD (2009) refer to the year 2006.

9 At the time of the publication of the referenced OECD report (2009) Chile was not yet a member of the OBTBIia@dso not considered
for the cited OED average of 19%.
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more per tertiary student on core services than the OECD averagbavd relatively high level of tax xe
enuesbased on income as a percentage of GDP compared to the OECD q@#&atie, 2009)

3. Countries with a high level of tuition fees but less developed student support systems: Japan and &orea pr
sent this type: whilecost sharing is extensive and broadly uniform across students, student support systems
are less developed than in Models 1 and 2 above. This places a considerable financial burden on studer
and their families. In these two countries, tertiagpe A inditutions charge high tuition fees (> EUR 3000
per year) but a relatively small proportion of students benefit from public subsidies: 25% of students receive
public subsidies in Japan, and 13% of total public expenditure on tertiary education is alltxaellic
subsidies in Korea. Tertiatype A entry rates in these two countries are 4&¥4panpnd 59%Korea) which
is below the OECD averamgethe case oflapan and slightly above the average for Korea. rékasively low
accesgatesto tertiary-type A educatiorare counterbalanced by an above OECD average entry raterto te
tiary-B programmes. These two countries are among those with the lowest levels of public expenditure all
cated to tertiary education as a percentage of GDECD, 2009)

4. Countrieswith low tuition fees (< EUR 1000 per year) and less developed student support systems: Austrie
Belgium, France, Germany, Ireland, Italy, Portugal and Spain. These countries have relatively low financ
barriersfor entry to tertiary education combineavith relatively low subsidies for students. Subsidies for
students (scholarships, grants, loans) are targeted on specific groups. There is a high level of dependence
public resources for the funding of tertiary education and participation levels aiealyp below the OECD
average. The average tertiatype A entry rate is about 48% and lower than in countries from other groups.
Similarly, expenditure per student in tertiatype A education is also comparatively low. While high tuition
fees can raisegiential barriers to student participation, this suggests that the absence of tuition fees, which
is assumed to ease access to education, is not sufficient to entirely meet the challenges of access and qual
of tertiary-type A education. Less than 40%stidents benefit from public subsidies. In these countries st
dents and their families can benefit from subsidies provided by sources other than the ministry of education
(e. g. housing allowances, tax reductions and/or tax credits for education). Fopkxan France housing-a
lowances represent about 90% of scholarships/grants and abouthira of students benefit from thesela
lowances. In Poland cost sharing is achieved through arrangements in which some students havedtheir stu
ies fully subsidisedybthe public budget and the remainder pay the full costs of tuition. The burdeni-of pr
vate contributions is borne by the part of the student population rather than shared KQBICD, 2009)

SchwarzHahn and Rehburg (2008jstinguished four concepts of funding tertiary education in Eurbpeisingtwo
dimensions: independence of students (from parents) and financial role of Latmbining these two dimensions
results in four types oftsdentswhichare considered as eitidé) ¢ NS &aLl2yaAot S OAGAT Syaé:x
GRSLISYRSY( OKAt (SohBadahreaNRenburg/ D&% (i 2 NE ¢

i States which consider students @sponsible citizensffer direct financial aid to students covegthe
costs of tertiary educationStudents are young adults which maintain their own households. Nearly-all st
dents are supported by grants or loans, independent of their family background. There are no tuition fees or
adzZLILIR2 NI 2F addzZRSydaQ LI NBy G a dNotwaSandoFhibde)ia@ tyiicatdry (i NJR
ponents of this type of funding tertiary education.

1 The second concept considers studentadslescent traineesParents have to finance tertiary education of
their children. The state offers financial aid only for fiies with low SES. Students have a legal right to
maintenance support from parenti return, the parents of studenteeceive publisupport. In some caw
tries students have to pay low or medium tuition fees. This concept is dominant in France, Balgsna,
and Germany. In some countries there are direct and indirect subsidies which reduce study costs.
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1 The third type of funding tertiary education is characterized by low state support and little finan@&al ind
pendence of students. Students are consettasdependent children The costs of tertiary education have
G2 0S 02N¥yS o0& GKS aAddzRSyitaQ LI NByilad CAYl yOALl
fees are the norm. Students depend on support from their parents or own workroldef grants and loans
are not important but there are subsidies for accommodation, travel, madigalth care. This concept is
common in Italy, Spain, Portugal and Greece.

1 The fourth model is characterized by low state responsibility with simatiaas financial independence of
students. Students are considerediagestors in professionHigh tuition fees push up the economic value
of tertiary education, while at the same time many students get state support, especially through laans. St
dentsdo® G Of FAY YIAYyidiSylFryOS FNRY GKSANI LI NByidaod ! f;
The Netherlands and the United Kingdom are exponents of this type of funding tertiary education.

6.3. Studentsncome

As described above, students have threaimincome sources: parents, state support and paid work. In marny-cou
GNARS&a LI NByda INB aSSy la (GKS GaFANRG ad2LE FT2N FAY!
special benefits to them for the support of their children. Incakes, direct financial support from parents is meo

mon and essential form of financial support for students. To lower dependency on parental support, countries ofter
introduce programmes to support students financially. These programmes are oftenddrgethose students in
need of such support, based on their socioeconomic background. Other approaches are to support all studen
based on the premise that they are independent young adults or to support the best according to merit. Income
from employmeih can be seen as a coping strategy used by students teupopheir other funding sources
(Commission of the European Communities, 2009)

hdzNJ YFAY NB&SFNOK ljdzSadAaz2ya FNBY gKIFaG NS GKS YIAyY
different funding systems and for students with different socioeconomic background? How much do students ge
from family, state and paid work? How important is the relative amount of these three income sources?

Income Expenditure

1 Grants 1 Cost of study:

i Loans Tuition fees, Social/ administrational fees; i

1 Earnings struction material

f  Familycontribution in cash 1 Maintenance:

§  Family contribution in kind Accommodation, Nutrition, Clothing, Perso

q{ Other al care, Communication, Leisure, Traveh-C
er

Table3: Micro level: Studentsincome & Expenditure
SourceSchwarzenberger, 2008

6.3.1 Income composition by SES

The microeconomic view according to Schwarzenbe(8668)concentrates on comparing cesharing scenarios

F OO2 NRAY 3 (2 &0dRSY (a@thérepbraedi®dty FeawakddbergoubsiudeNtbritgtydes

were establishedsee below). &1 each of theseypesthe respective income and expenditure svealculated and the
share of public support was compared to these amounts. The main data sources used for this were the national st
veys gathered in the EUROSTUDENT project. To establish the socioeconomic background of a student, data on
income distrbution in each country were required, which are taken from EurostaSEIC (Statistics on Income and
Living Conditions; UDB 2008rsion 2 of June 2007; cressctional data). The student prototypes reflect four diffe

ent socioeconomic background groupsw, lower medium, higher medium and high socioeconomic background.
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{GdzRSyia Ay (GKS aft2¢g a20A2S02y2YAO0 o6 O]l AINRdzyRé 3INRc
2F GKS NBaAaLISOGAGS ylFiAaA2ylt AyO22OARXK A DNIOG ENRAUR ¢ 5 K)
income ranges in the top quarter of that income distribution. Students who are not living with their parents usually
get a higher amount of support than those still living with their parents. Thereforecasés are défed for each
social background by living situation with parents or away from home. The comparison of six European countrie
(Czech Republic, England, German, the Netherlands, Norway and Spain) by Schwarzenberger (2008) shows ov
trends in incomecompasition differences by SES:

1 a/ 2y OSNYyAy3 INIyGazr GKSNB Aa I Of SI NJclhefafdieSywidne ( f
fAGAY3I aAbGdza GA2Yy X adGdzRRSyda y24 tAGAy3a i K2YS
Sy (i & ilstthe differences are very marked in Germany and Spain, the difference is lower in England an
the Netherlands; and in the Czech Republic and Norway even data contradicting this general tendency ce
be observed. Independent Norwegian student will noteie the standard support for accommodation if
they live with their parents.

9 As for public loans, that general tendency is still discernible here, but there are some exceptions. & Germ
ny, the tendency is most clear, in England and the Netherlandsstitlisisible but for Norwegian students
not living at home, the opposite is true: the higher their SES, the higher the amount of the loan. These di
TSNByOSa KI @S (2 0SS aSSy Ay (KS O2yGSEG 2F 6KSi
loan is meangested.

1 / 2yOSNYyAy3a addzRSyiaQ 26y SINYyAy3a +a LINI 2% KASZ
creasing SES, but there are quite a few exceptions to this.

1 By contrast, family contributions clearly are markedly higher fodents with higher SES and it would not be
unusual for a student with very wedlff parents to receive twice as much support from them than a student
gAUK GKS f 2 ¢g(Scawarzgni®efger, @08yt R @ ¢

Box10: Supporting studentsvi t h chi |l dren or adult dependant s:

G{GdzZRSYyd FAYyLFryOS¢ A& I 'Y LINIYSNBKALI 0Si6SSyu-iGKS
RSyi(taQ t2Fya O2YLI yesI LINRGJARAY3I mmanytb gluiddnts fentedindzHigh2
Education. It helps students with both tuition fees and living costs, by providing for different students fi
packages depending on the student status and individual profile. fBetpais foreseen for those experieng

special circumstances and among them students with children or adult dependants are reserved special ¢

In particular, people with this kind of ext@mmitments willing to enrol in a fulime undergraduate course

might be awarded extrdinancid help in the formof achildl NS 3INI ya> | LI NSy da ¢C
5SILISYRIyGtaQ DNIXyidod !'ff GKAaA F2N¥a 2F KSfLI R2 yr2d N
ther benefits in the tax system.

The childcare grant klps with childcare costs (up to 85% depending on the household income) if the studel
a dependent child under 15 at the beginning of the academic year or under 17 with special educational ne
registered or approved childcare.

t I NByGaQft { SpNYyOFIAKSEE LIA a i dzRSlsted Twits dalcuited/din she adisioktha@r2 dzN.
RSyiQa AyO02YS IyR GKS AyO02YS 2F KAAKKSNI Kdzaol YRK & AT
¢KS 1 RdzZA & 5SLISYRIFIydiaQ DNIyild KSft Ll mnduiRgSpdrtaer, &nd & kay 3
Odzf ISR 2y GKS olaira 2F (GKS addzRSydQa AyO02YS IdyR
ants.

Furthermore, the access to learning fund that provides extra help to students who are having financidfiesffi
and may need extra financial support to stay in Higher Education, considers students with children as a
target group.
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6.3.2 Variation by accommodation form

9i dzR SmyoiitkElyincome varies strong by accommodation fory. Schwarzenberge008) Figure 1&hows how

the average monthly income of students living with their families deviates from income of students maintaining
there own householdStudents who live with their parents have a signifitatdwer income than students who live

in own households (student halls, flat or flat sharg)g.in Portugalstudentsliving with their family have 58% less
monthly income than students whmaintainingtheir own household. In most countri¢gse majority ofstudents are

living in their own flat.

Figuredor Bulgariado not fit into the overall pattern. One explanation for thighe higher amount of income which
these students earn to supplement other income sources.

40

20

LV BG

-20

40

o
o

o
o

Figurel9: comparison of monthly income between stients maintaining own households and students living with famil
using maintaining own households as a reference value in %
Source: Eurostuderitl, own calculations

6.3.3 Income inequality

EUROSTUDENT III data shows the heterogeneéiitye students regarding theirfinancialresourcesFor use of co-
parison students have been grouped in quintiles of incomereland the top income group of studer(is. the top
2099 have 88% more monthly income than the average student. On the other hand, studehtslowest 20%ri-
come group have 66% less income than the average.

The income difference between the median and the lowest 20% income percentile is highest in Ireland, &pain, R
mania and France and lowest in Sweden, Germany, Switzerland, England/Walstlaaidands.
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6.4 Income from parents or relatives

This form of financing is especially prevalenO dzy § NA S& 6KSNB aiddzRSyda | MmS &
cludes financial contributions from parents, other relatives and-reatives, gifts in kind and gifts in money. In
many countries the state supports parents directly with continuing childefits, or indirectly by means of tae
bates. Empirical findings of Schwarzenberger (2008) in six European countries show the more dominantarole of p
rental contribution in cash for students with high SES.

t F NBYyGaQ 2N NBflFiADSAaNALINPOREAZ2Y RABPRUHODFIYARKHARBYY &
come needs. So the focus is set on students maintaining their own households. For this group it can be assumed tl
their assessment of the income mix is more robust because they are respofmilthe management of theiri-f
nances. This situation is not comparable for students living with family or relatives because a large proportion c
their support is intangible like free foart accommodation

The special importance of parental contribui®i 2 &0 dzRSyiaQ AyO2YS &aK2ga (KS
source as cabe seen in Figure 21: in the observed countries the amount of parental contribgtip® & (i dzR Sy (
come ranges from 72% in Portugal, followed by 69% in Ireland, 67% in TuckB§%nn Germany.

The lowest parental contributionili 2 & (i dzR S yate ®Bervkd/fa@ BISvak Republi@?g, followed by Sw-

den (13%), Finland(18%9, the Netherlandg19%), the Czech Republi1%), EnglandWales(23%, Scotland31%),
Estonia(33%), Lithuania(36%9 and Franc€37%). Eurostudent data shows that family contributions are below 30%
aGdzRRSyGaQ AyO02YS Ay 2yté& &AE 2F um O2dzy i NRA Sdominany G |
role.

Within the group of countrieswhere family contributionare comparativelyf Saa AYLER NIy d G2 A
40% of total income) two subgroupanbe distinguisted:

1. Countries where state support is dominant48% of total income): Sweden with 63%, followed by Scotland
with 45%, the Netherlands with 44%, England/Wales with 43% and Finland with 40%.
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2. The other group is characterised by the dominant role of job income (> 40% of total income): Slovak Republ
with 92%, Czech Republic with 72%, Estonia with 60% and Latvia with 53%.

LY CAYEFYR G(KS &KFENB 2F 30dRSydaQ leguddeitS FTNBY &Gl 8

M family M job state
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Figure21: Composition of student income (studentsaintaining own households, by source in %
SourceEurostudent Ill, own calculation¥ no data available.

6.4.1 Gender differences
Eurostudent data on income composition of male and female students shows that:

I For female students family support plagsnore dominant role than for male students.

1 For male students income from own earnings playnore dominant role than for female students.

The following figures show the three main income sources by country and gender. For male students, the share
family contributiors to total income is about 65% in Ireland and Turkey. The corresponding amount for femrale st
dents in these countries is about Band 69%.
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Source: Eurostudent Ill, own calculatipisno data available.
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Figure23: mal e and female students’ i ncome: source
SourceEurostudentll, own calculations®) no data available.

Family support plays a marginal role for male students in Slovak Republic and Swede¥waiiith B0% of totalni-
come. The corresponding figures for female students are clearly higher with respectively 15%.

Thefigures indicatethat for most countriesno substantial differences in income composition existtween male
and female studentsLargelyfi KS 2 @SNI £ f LINBLRNIAZ2Y 2F aGdzRSyla@ Ay
ther, the composition of studed@ Q@ Ay O2YS Aa TFIFNJ Y2NB adNRy3afte NBfIlGSF
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Figure2¢: mal e and female students’ income: source

Source: Eurostudent lll, own calculatiptjsno data available.

6.5 Income from state support

OECD countries spend on average 19% of their public budgets for tertiary education on subsidies to households &
other private entities. In Denmark, the Netherlands, Norway, Sweden and the United Kingttimsuiosidiesnake

up for25% of public spending on tertiary education, only the Czech Republic and Poland spend less(tb&CB%
2009)

An analysi®f the European Commissi@iows that in the Bologna countries, a median of 15% of public expenditure
on Higher Education was dedicated to financial support to students in 2005. This proportion ranged from less tha
5% in Greece, Poland, and Switzerland to more than 20% in the Nordic countries (except Finland), Cyprus, the Ne
erlands, Slovenia and the Wail Kingdom(Commission of the European Communities, 2009)2005, grants and
other scholarships to tertiary students accounted for more than 10% of public expenditure on Higher Education i
half ofthe Bologna countries for which data are available2@®5, 14 out of 28 Bologna countries subsidised loans.
At EUlevel, grants and subsidies accounted for around 14% of total public expenditure, while loans accounted fc
7%. In some countries, such as Iceland, loans were the only form of public finappiattswhile in others, such as

in the Netherlands, Sweden, the United Kingdom, Norway and Turkey (2004), they represented more than half
financial aid. Loans are less frequently offered or taken out by students in the French Community of Belgiwamn, Franc
Italy and Lithuania. Considering other countries outside the Bologna Area, Australia, Japan and the United Stat
differ considerably in the importance given to loans and grants: in Japan public financial aid comprised almost excl
sively loans, whereathe opposite was observed in the United States. Gomsitry differences are considerable,
both in terms of grants and loans in total public support to tertiary students. As regards grants as a share of publ
expenditure in 2005, the highest share wassetved in Denmark (26%), Cyprus (49%), Malta (30%, 2003 data) and
Slovenia (24%), which is more thawice the Bologna median. By contrast, the share of grants in relation to public
expenditure was less than half the Bologna median in Greece (1%), Pb¥ajcdRomania (6%) and Switzerland (2%).

It must also be noted that grant levels varied from one year to the next in the Baltic countries and some Easter
countries. It is worth noting that, as a share of public expenditure on tertiary education, finaitttal students and

their family were the highest in countries where access to Higher Education is free of charge (Denmark, C¥jprus, M
ta and Slovenia).
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Public subsidies come in many forms: as mdaamsed subsidies, as family allowances for all studeistsaa allov-
ances for students or their parents, or as other household transfers. There are essentially three categories of su
support:

1. Direct cash suppotb students.

2. Noncash support: This support has the effect of decreasing stlider2 S E LISY RA ( dzZNB@- S d:
modation (student halls), transport, health insurance for studeats.

3. LYRANBOG OFakK &dzLJL2NIY OFakKsz LINRf2y3ISR OKAfR 068
form of child support.

The composk 2y 2F (GKSaS GKNBS (elLlSa 2F Lzt A O BRAubicihniheidi O
support like grants, scholarships and loans are often targetestudentswith a lower socioeconomic background
and/or students in need of such suppofdther common ways of targeting include giving support to all students and
supporting the best students according to their effort.

{OKgl NI SYoSNAESNRaE NBaSINOK akK2ga GKS 3ISySNrt GSyRS
students livig away from home profit to &rger extent from public subsidies than students living at home. Imeou
tries where the students are considered to be dependent on their parents (the Czech Republic, Germany and Sp:s

Box11: Income contingent financing of student charges fidigher Education: the Higher Education Contrib
tion Scheme in Australia

In 1989 Australia was the first country in the world to introduce a b#basied income contingent loan policy fc

the payment of HE charges, through the Higher Education contributibense (HECS), now replaced by HEL
Higher Education Loan Program. This system represents an innovation and an alternative with respeét to trad
tional systems of financing of mass Higher Education, such as the free of charge system basédlorgt&N& Q O
tribution or upfront tuition fees with different degree of support on the part of the government (i.e. government
assisted back loans to students with low family incomes).

The income contingent loan is a universal provision which is offered as an tp&very prospective student, nc
matter his/her family background. Differently from traditional medasted loans, no eligibility is required an
NBLI &@YSyd FNNIyYy3ISYSyld RSLISYyRa 2y GKS LINRALISOGA
his/her income. Specifically in Australia, students can choose whether to pay HE chargé@d tyation fees
with a discount or to opt for an income contingent loan. In the latter case, they do not pay any upfront tuitic
while attending university, inead deferring it until after graduation when the charge is collected on an ineome
contingent basis through the tax system.

The system is designed in order to be progressive in a life time income, so that graduates with relatively high f
ture incomesrepay more than debtors with low lifetime incomes, with repayment starting over a certainithres
old of income and suspended in low income periods. Each debtor receives interest rate subsidies equal to

rate of interest for each year the debts remainpaid. The consequence is that students who take thelgatay
option will receive greater subsidies the longer it takes to repay the debts (that is, the lower their future ince

In an income contingent system, the considerable uncertainties asedaidth Higher Education investments ai
assumed by the lending agent, the government. This means that taxpayers share the riskrepayment, and
subsequently the overall system requires for an effective engineering of debt collection to be sustainabl

An income contingent system like the Australian HECS results to be overall more progressive while ove
the meanstested approach based on family income (and problems related with financial sharing within fan
By binding repayment to futur@come it protect students from default and drop out due to inability to pay wt
studying. Furthermore, income contingent loans might also be designed to cover income support of stt
beyond covering tuition fees.

More information:

http://www.goingtouni.gov.au/Main/Quickfind/PayingForYourStudiesHELPLoans/HECSHELP.htm
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for example) family contributions play @ssential role. In countries where students are considered to be indipen
Syl AYRAQGARdAzZ fax t2Fya |002dzyd F2NJ Iy AYLRNIFydar- akKl
way (Schwarzenberger, 2008)

Public financial aid for students isgwided with the aim of increasing equity in access to tertiary education. Whether
financial student aid achieves this aim is an important question for public economics and in the policy debate.

Schwarzenberger (2008) divideghtic subsidies into direubsidies that are granted to students and into indirect
ddzo aARASA GKAOK IINB FAYSR |G GKS adddzRSydiaQ LI NBylha:
cash (decreasing expenditure).

1 Direct cash support plays an important role especiallthe Netherlands and Norway, where grants are the
most important item of direct support. In England subsidies on loans play a more important role than grants
(in terms of funding amounts).

1 Non cash support (like subsidies for health insurance, fasilaind transport) anéhdirect support, which
32Sa G2 GKS a0dzRSyiaQ LI NByGa oftA1S OKAfR 0SySTA

GKS /1T SOK wSLIztAO gKSNBE &aiGdzRSydaQ INBE O2yaiRSNE

Czech England Germany Netherlands Norway  Spain
Republic
Teaching infrastructure 78,5 83,7 58,5 75,7 81,1 90,7
Direct support (cash)
Grants 51 4,2 6,4 15,2 15,3 9,3
Tax exemptions 0,2 - - - - -
Subsidies on loans - 8,5 1,2 1,4 2,9 -
Direct support (not cash)
Subsidies for health insurance 51 - 10,6 - - -
Subsidies for facilities 3,3 - 4,0 - 0,6 -
Subsidies for transportation - - 0,8 7,0 - -
Other direct non cash support - 3,7 - - - -
Indirect support (cash)
Childrelated payments 3,1 - 15,0 - - -
Tax exemptions 4,7 - 3.4 0,7 - -
Indirect support (non cash)
Not found in the six countries - - - - - -
Total 100 100 100 100 100 100

Table4: Composition of public funding in %
Source: Schwarpberger (2008)

Thetable above shows the predominance of direct cash support in Spain and Norway. In England and the Nethe
lands, there is a mix of direct cash and reash support and in Germany and the Czech Republic a mix of all support
forms. Indirect cash support viapents and direct norcash support in the form of infrastructure are particularly
important components of state support to households in the Czech Republic and Germany. In Spain and Norway,
particularly, state support is largely provided as direct caslpsrio students.

6.5.1 Support rate

The following Figure 25 shows the proportion of first year students who received state assistance like grahts, sche
arships or loansupport for first year students ispecificalljimportant as regardaiccess to Highdeducation.

Page76| Income & Expenditure



Almost all first year students in Turkey (94%) got state assistance, followed by 93% in Finland and 87% inrthe Neth
lands and England. On the other hand only 7% of the first year students in Lithuania got state assistance, followed
Switzerland and Belgium with 15%.
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Figure25: First year students who receive state assistance (grants,ashdgs, loans) in %
Source: Eurostudenitl, own calculations*) no data available.

Fgure 26 shows the significance of state support for all students with own households. They do not differ very much
from the figures for first year students: 87% ofsalidents in Sweden and England/Wales got state support, followed
by 85% in Finland, 84% in Scotland and 83% in Turkey and the Netherlands. In this group of countries with hi
shares of students who got state assistance we see countries with no or leenttées like Sweden and Finland as
well as countries with high level of tuition fees (> USD 1.500 per year) like England/Wales and the Netherlands.

On the other hand only 1% of students in the Slovak Republic got state assistance, followed by 16% in Switzerla
28% in Austria and 29% in Germany.
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Figure26: Share of all students with state support (students maintaining/o households) in %
Source: Eurostuderitl, own calculations®) no data available.

Income & Expenditure | Pagér



Figure 27, shows the relative weight sthte supportin & i dzR S y (i aMdereASyig€densi®ows by far the highest
proportion of public support.
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Figure27. Rel ative contribution of st at eansgqgwplmuseholdspin% e c e i
Source: Eurostuderitl, own calculations®) no data available.

OECD data shows the distribution of financial aid to students in teityggrA education in the academic year
2006/2007: The figures are restricted to Europeauntries where data are availab{®ECD, 2010}t is indicated
thate.g. Ay ! dzZAGNRIF 2yte& wmd: 2F adGdzRSyiaQ oSySTFAdGa FTNRY
or grants.

On the other hand, only 5% of students in the Netherlands do not benefit from loans or grants, 65% benefit fron
grants, followed by Finland with 55% and Spain with 38%. Thestlaiss a wide heterogeneity in public support
concerning grants and loans. linet Netherlands and Sweden nearly all students benefit. 702tutth students e-

ceive grants higher than the tuition fee. In Finland, Iceland, Norway and Hungary more than 50% of students bene
from public loans or grants. In Austria, Belgium, Francéy, Ifpain, Switzerland and Slovenia only a minosty r
ceives public benefits.
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Table5: distribution of financial aid to students compared to amount of tuition fees charged in tertial
type A education (academic year 2006/2007)
Souce:(OECD, 2010)

Distribution of financial aid to gt | Distribution of grants in support of tuitio
dents: fees:
Percentage of students that: Percentage of students that:
Benefit | Benefit | Benefit | DO Receive| Receive Receive | DO NOT
from from from NOT grants | grants grants receive
public | grants | public | Benefit | that is| which is| that pa- | grants
loans | only loans | from higher | equivalent| tially in sy-
only AND public | than to the | cover the| port of
grants | loans | the tuition fee | tuition tuition
OR tuition fee fees
grants | fee
Australia 76 - 4 20 - - 4.8 95,2
Austria - 19 - 81 18,4 - 1,2 80,4
Belgium (FI.) - 23 - 77 22,8 - - 77,2
Finland - 55 - 45 - - - -
France - 25 - 75 - - - -
Hungary 14 34 9 43 - - - -
Iceland 63 0 - 37 - - - 100
Italy - 17 - 83 7,9 - 5,4 83,5
Japan 28 1 - 72 - - - 100
Netherlands| 11 65 19 5 70,0 - 14,0 16,0
New Zea- |42 3 24 32 45,4 - - 54,6
land
Norway 7 4 59 31 - - - -
Spain - 38 - 62 18,7 4,3 15,2 61,9
Sweden - 25 75 0 - - - -
Switzerland | 2 11 - 87 - - - -
Slovenia - 33 - 67 - - - -
United 17 22 38 24 - - - -
States

6.5.2 Grant and enrolment rate

Grans canbe defined to include all forms of nenepayable assistance designed to lower the cost of education for a
a0dzZRSy G ® DNJI vy i PpurchasioghhBieriadd reflucel e o5 &f @ducation. Grants increase the benefit
to-cost ratio of education by offsetting educational costs such as tuition fees or foregone income. In contrast to st
dent loans only grants can change net price and affedtisesefit ratios.

Many jurisdictionf S@Sf &addzRAS&a GNB (2 (G$Sa0 GKS KeLRGKSaAa GF¢
post-secondary education, allowing more people to attend and providing better access to people from disadva
taged backgrunds.

Empirical research from Steiner and Wrohlich (2008) on the question how financial student aid influences the trans
tion and enrolment rate to universities in Germany shows that the monthly state support amouhiGBB4s a ps
itive and significaneffect (at the 1Qper centlevel) on the transition rate to university.

This effect indicates that an increase of the monthlylEBA&mount by 100 Euragould increase the transition rate
to university by 3,3 percentage points. Another interesting resuthat parental income has a positive and signif
cant effect on the transition rate into university education, which is considerably smaller than th& R#éct. The
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empirical results show that a 100 Euro increase of monthly net equivalence incomelafitiéB y (i 4 Q K2 dza S
increase the transition rate to university by 0,6 percentage pdieffect significant at the 5 percent leyeNone of

the other socioeconomic background variablesed in the study of Steiner and Wrohlidlke education of thda-
GKSNE FNB &dFdAadAaolrtte aAayATAOIyGE SEOSLII Y2(iKSNA
to university increases by 9 percentage poiréher family background variableg.§. number of siblings) do not
have significaneffects. This result, in particular the insignificance of the (i Ke@ubkKid, might seem surprising at

first sight. Previous empirical studies for Germany show that the choice of secondary education and in particulal
upper secondary education €S gAf & Ay TFf dzSYyOSR o6& GKS LI NBydaQ SRadz
result is that, once individuals have made it up to the F8ghool degree, parental education does not play a role for
the choice of tertiary education any more, in gadiar since parental incomis also controlled far

The findings of Steiner and Wrohlich show that an increase df@Ay Euro 1000 per year for all higthool alumni
increases the cumulated probability of transition to university, i.e. the enrolmetet after 5 years by 2 percentage
points from 76,2% to 78,4%. An increase of annual parental income by Euro 1000 would increase the enrolment ra
by about 0,5 percentage poin{Steiner & Wrohlich, 2008)

Time period Model prediction BA®BG is increased by Par ent s’
1000 Euro per year increased by 100C
Euro per year

1 28,5 33,3 29,1

2 64,2 68,8 64,9

3 71,7 75,2 72,3

4 74,8 77,5 75,4

5 76,2 78,4 76,8

Table6: Cumulated share (in %) of highc hool al umni enr ol ling into
parents’ i ncome

SourceSteiner & Wrohlich, 2008.

In his literature review, Usher shows that grants and net price do indeed have an important impact on access. A k
point, though, is that with the exception of Oberg (1997) all the studies find, that the significant effects of net price
and grantsonly occur among lowh y 02 YS aGdzRSydad GDNIyida R2 A y-incerheO i

a U dzR fUgher 2006)

These studies shows that grants or reductions in net price are much more effective amongstdove students

than amongst middle or high income students. Leslie and Brinkman found that between 20 and 40 percent of tote
enrolments of lowincome individués were due to grants, while high@rcome students were virtually price inséns

tive when it came to education, but changes in net costs had a relatively important effect on thdLestie &
Brinkman, 1987)

6.5.3 Loans

An important issue concerning stemt funding systems is the determination of the share of support which is given
to the student as a nonepayable (grant or scholarship) and repayable sum (loan).

The maximum level of student loans is generally higher than that of grants. It often atigsen PPS EUR 1.500
and 4.500 per year. Loans are usually made on favourable terms with respect to interest rates and repaymient conc
tions. Repayment commences when students have finished their studies. In the majority of countries where loan
are proviced, debts may be cancelled or reduced under certain conditions.
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The Eurostudenteport differentiated three country groups: 1. countries where the share of-regayable support
constitutes up to one third of the total support: Norway, Scotland, Turkey England/Wales. 2. Countries where
the nonrepayable share is around one half: Sweden and Germany with 44% and 51%. 3. Countries with a no
repayable component higher than twthirds of the total support: Austria, Spain, Ireland, Italy, Romania, France,
Portugal, Slovenia, Finland, Switzerland, Lithuania, Slovak Republic and the Neth¢HBanalstudent, 2008)

Loans are usual (> 50% of state support) in countries with no or low tuition fees like Norway, where 85% of stat
support is given by repayabledns as well as in countries with high level of tuition fees like England/Wales, where
67% of state support is given by repayable lodBsrostudent, 2008)

® non-repayable grant or scholarship repayable loan
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Figure28: Make-up of state support-share of nonrepayable supporfall students) in %
SourceEurostudent Ill, own calculations; *) no data available.

Figure 29 shows the importance of loans for bachelor students in 3&#Hhtries. Loans only play a key role iyEn
land and Wales with 73% of bachelor students who recewblic support by loans, followed by Turkey and Estonia
with 58%.

Also, the conditions of repayment of student loans differ considerably between countries: In the Netherlands, Fi
land, Sweden, Turkey and France, where a majority of students receieessigport, the repayment conditions are
not related to income levels pogfraduation, although the interest rates are lower than market rate. The UK is the
only region in this group to offer interest on loans at a rate equal to inflation and to orgamagment on the basis
2F 3IANI Rdzr 6SaQ AyO0O2YS t S@St o

In the other countries debt can be reduced or cancelled on formal grounds such as birth of a child, deathp-or exce
tional merit in studies(Eurostudent, 2008pnly Romania allocates loans at market rategjuires repayment during
the study period and does not link repayment to incorfteurydice network, 2009)
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Figure29: Bachelor students who receive state assistance by loans in %
SourceEurostudent Ill, own calculations; rfp data available.

(= -

Table7: Conditions of repayment of student loans to meet living costs oftifuak students,
selected countries. Source: Eurostudent

Rate of interest Method of repayment
Proportional to income Not proportional to income
post-graduation post-graduation

At the market rate RO

At a lower than marke NL, FI, SE, ES

rate

At a rate equal to infl- | UK (E/W and SCO) TR

tion

No interest DE, FR, SK

6.6 Student s’ expenditure

wSaSI NOK a&®ob &tudénti ekgeriditure is not as reliable as data on their inéofBehwarzenberger,
2008) Unsurprisingly, students have a fairly clear idea of the amounts they get from different sources each montr
but find it harder to keep good track of what thepend. The fact that income sources do not change as much per
month as expenditure for different categories would, plays a significant role in this phenomenon. Thus, all data o
student expenditure needs to be interpreted with caution.

The contributions pid by students maintaining own households (irrespective of any public financial support) are
shown in the following figure which reflects the impact of accommodation, tuition fees and transportation on the
budget of students in relative terms.

Housingcad 1a | NB addzRSydaQ oA33Said FAYlFIYyOALFf 06d2NRSY Ay
students spend about one third of their income on rent. The range runs from 46% in Sweden down to 11%rin Bulge
ia. Also the transportation costs awath around 10% a significant expense for students.
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Figure30: Main components of total expenditures for students maintaining own households
SourceEurostudent Ill, own calculations; *) no data available.

6.6.1 Rent foraccommodation

hyS 2F (GKS YIF22N O2YLRySyia 2F aGddzRSyiaQ SELSyasSa A
accommodation unless they continue to live with their parents or relatives. These costs make a significant share
total livingSELISyaS&a® [AGBAYy3I |G 2ySQa LI NByiaQ K2YS Aa 02y
2LI0A2y A& 2yfteée | @FAflrofS F2NJ GK2aS addzRSyia oK2raS L
sity. By sharing the fixed cost$ living among the family members, accommodation costs can be reduced te a ce
tain degree. From a data collection perspective, it is difficult to calculate the real costs per student living with famil
or relatives.

An important relationship which influees the proportion of housing costs compared with the total budgetxef e
penditures is age. The Eurostudent Il data shows that in more than half of the observed countries, 21 year old st
dents spend less money on housing than older students. This coudah liredicator that aspiration level for living
standards raises with age.

6.6.2 Tuition fees

' y2UKSNI LI NI 2F &40dzRSydiaQ SELISYRAGIINBE A& GKS O2ny i NR
AaGNI GA2Yy 2 NJ {dzh ( A éntfibufolsSaaHighef EddeRiSny/varg sbstan@eByNd- aBsSlutedarat rel
tive terms.

Some students may have free places and others may pay a fee between a minimum and maximum level. Very oft
the fees are targeted at special groups of students (e. g-tpad students, students above the state admissiom-qu
ta, graduate students, egost fees for failing students).

There are large differences, a confusing variety and permanent changes of regulations among EU countries in t
average tuition fees in the $& years. Thus, for example tuition fees were abolished in Austria in 2009 and newly
introduced in some parts in Germany in the same year.

In Finland, Germany, Scotland and Sweden nothing has to be contributed to the institutions. In Turkey nearly or
quaNJISNJ 2F |y | @SNI IS & ((BaP&ydéntZmo8p dzZRISG K& G2 0SS LI Al
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Four tuition fee clusters are detected in EUROSTUDENT Il report for the European Higher Education Area:
1. Austria, Sweden, Scotland, Finland and (in 2006) Germany with no tuition fees.
2. ¢KS {t201F1 wSLlzmtAO: {gAdGI SNI+FYRZI CNIyOS IyR {f?2

3. The Netherlands, Romania, the Czech Republic, Ireland, Spain and England/Wales (2004) with moder:
rates (#15%).

4. Turkey, Bulgaria, Portugal, Lidmia and Estonia with high rates (28%). In this group the contribution is a
real burden, around 20% of the budget is required to access Higher Education.

Some East European countries like Lithuania (max. 10000 Euro) or Estonia (max. 3500 Euro) studvhsdmth-
est fees in Europe. At the time of publication of this report, England was also in the process of raising tuition fees |
a maximum of ¢.12.000 Euros per year.

One third of OECD countries have annual tuition fees for national students thaaédekt¢R 1000. Among the EU
OECD countries only Italy, the Netherlands, Portugal and the United Kingdom have annual tuition fees that exce:
this level for fultime national students. The tuition fee systems by country differ substantially in size andgacrite
Often the fees are defined by the institutions and targeted at special groups of students likingadtudents, gi-

dents above the state admission quota, graduate students anplosk fees for failing student®OECD, 2010 he
Eurydicereports (2@7 and 2009) show that tuition fees for ISCED 5A programmes often vary between PPS EUR 2
and 1000 a year. Differences between countries in the amounts required are substantial. They range from under P
EUR 200 in some programmes in Belgium (French Caitypand Turkey, to over PPS EUR 1000 in all programmes
at ISCED level 5A in the Netherlands and the United Kingdom.
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Table8: Amounts of fees and other contributions in PPS EUR paid Hinfaldaytime students
enrolled for &first qualification (ISCED 5A) in public sectors, 2005/06 and 2006/07.
Source: Education at a Glance, 2007 & 2009 (Eurydice)

Amounts of (tuition) fees in PH Amounts of (tuition) fees in PH
EUR/year, paid by fufime daytime| EUR/ year, paid by feiilme day-
students enrolled for a first quailif| time students enrolled for a firs
cation (SCED 5AIn pulic sectors, qualification (SCED 5Ain public
2005/06 sectors, 2006/07
Min. Max. Min. Max.

AT 701 701 701 701%°

BE fr 307 705 742 742

BE nl 431 489 433 492

BG 264 458

Cz No tuition fees No tuition fees

DK No tuition fees No tuition fees

DE No tuition fees | Depends on e- | No tuition fees | Depends on e-

gion gion

EE No tuition fees No tuition fees

IE No tuition fees 645 645

EL No tuitionfees No tuition fees

ES 516 1109 497 1060

FR 146 943 149 994

IT 171 Depends on Inst| 167 Depends on Inst

tution tution

LI 733 733 740 740

LV 997 6858 841 8601

LT 586 586 594 594

HU No tuition fees No tuition fees

NL 1406 1406 1496 1496

PL 27 45 26 44

PT 583 1082 582 1079

Sl 34 48 15 285

SK 19 85 19 73

Fl No tuition fees No tuition fees

SE No tuition fees No tuition fees

UKENG/WLS/NIR | 1579 1579 1548 3869

UKSCT No tuition fees No tuition fees

NO No tuition fees No tuition fees

TR 55 460 54 451

% Since 2009 tuition fees in Austria are abolished.
I 1n October 2010,ie UK Government announced plans to raise tuition fees up to EUR 10500
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7.1 Introduction

The following chapter concentrates on the mode of stud
Ay3aod 1 2¢ AYLRNIFYyG Aa adc
How much time is spent for university, learning, enyplo
ment and/or family responsibilities? What is the relatio
ship between fultime and parttime students in the b-
served countries?

These questions are important because work and farn
responsibilities lower time for study related activities ar
may be importan factors for study termination and flai
ure. Research into reasons of study termination sho
that study termination is often caused by workload: In tf
group of students who leave university before graduatio
the share of students who spend more than H@urs per
week to work is about 60% and significantly higher than
the group who complete their studies.

58% of successful students warg alongside studies
spend only a maximum of 10 hours per week on o\
earnings. Job income by own earnings has apoitant
effect on success of studies. The more time spémd
joby, the higher the risk of study terminatio27% ofstu-
dents havingworked alongside studiesefertod ¥ A y |
LINE 6 faSamiaén reasorfor leaving university. In the
group of notworking students only 7% end their studie
because ofinancial problemgHeublein & Hutzch, 2009)

Parttime students are a very heterogeneous group wi
different needs: young students having or wantingto

work to increase income, older students coming bac
after years in employment, lifelong learners and parer
with young children, for example. A common interest
this group is the compatibility of study and work and/c
family responsibilities which means flexible argements
and study plans which consider the special needs of t
group. Paritime students cannot invest full working time
in study progress which enlarges study time and risk
failure. Discrimination of pafime students by strict
study schedules aniime limitations should be avoided.

The variety offorms of parttime studies (distance lear
ing, evening and weekend courses, programmes w
official parttime status and de facto patime status,
etc.) and different underlying motivations (insuffiote
financial resources to afford fdiime studies, need for

Summary of findings

I a0dzRRSyitaQ ¢SS O2yarad
and amounts to over 50 hours in Lithuaniai-L&R Sy
via (with more than 25 hours woitelated ac-

tivities), Romania, Slovenia and Bulgaria.

In the majority of countries students spend
around 30 to 35 hours per week for study rela
ed activities like courses and personal study
time.

At EU27 level the share of pattme students

raised from 13,9 in 2000 to 18,2% in 2006. In

0KS 3INBdzL) 2F a2f RSeNE aidd
sponding share raiseftiom 37,4% to 48,1%.

Student employment is frequent in all countrie
and the rate is affected by age, field of study
and social background. More than 50% af-st
dents in 11 of 22 European countries work
alongside their studies.

The employment rate of atlents with low SES
is higher than among students with high SES.

In 14 of 22 European countries the contributio
2F a4d0dzRSyitaQ 2206a NBI OKS
more than 40% of total income.

The more time spend in job, the higher the risk
of study failue.

Even in countries where the state guarantees a
basic salary to students like in the Netherlands,
Germany and Finland the share of personal
earnings remains above one third.

80% of all jobs have no close relationship to
aldzRSyiaQ adGdzRASa

For German stuehts with own home and high
SES indirect support (child allowances, benefits

paid to parents, tax exemptions...) is more than
half of public support.

The contribution to institutions ofigher Ed-
cationas a proportion of total expenditures
ranges from 22% Turkey to 0% in Sweden,
Scotland, Finland and Germany.

employed people to update their skills) may lead to difficulties in analysing the social dimensionthpastudies:
Is a high share of patime students an indicator for a lack of individdimancial resources, a lack of access to Higher
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Education, or is the growing number of employed people updating their knowledge by tertiary education an indic
tor that access to Higher Education has been widened beyond traditional student population?

7.1.1 Empirical findings

A literature review shows that all studies of péirhe students recognise that study is necessarily integrated with
other activities, notably paid work and family responsibilities. These may conflict with the demands of study or pr
vide support, or do both in a range of ways. Family demands and employment are the main reasons giversfor choc
ing parttime over fulltime study, with domestic and caring responsibilities were cited as reasons fetiparstudy

by 45% and 47% of respdents respectivelyi-urthermore, a characteristic of patime students is that most are in
employment, predominantly fullime but with a significant proportion of patime. Very few students in pattme

study were found to be unemployed per se thoutlere were somewhat larger numbers who were not in enyplo
ment, particularly women with caring responsibiliti&allender & Feldman, 2009)

A survey of graduates of patime degrees found that the most common positive reasons for studying were interest
in the subject, selflevelopment and to gain a recognised qualification (over 80% for each reason). The authors
found that enjoyment, progression, and personal development were more likely to be reported than finding a new
job, improving their current job,rad employment requirement@~einstein et al., 2007)

The research of Callender & Feldman also investigated why students wanted to studiyngarThe reasons for
part-time study were overwhelmingly financial, 82% said they could not afford to give upjdbeiFamily comnt

ments were also very significant, especially for lone parents. Nearly two thirds of the sample foutichpastudies
GY2NE O2y@SyASyl(és SalISOAlLfftesr gKSNBE GKS NBALRYYRSY
pendert children(Callender & Feldman, 2009)

Another study found with a sample of padnd fulitime US College enrollers that age and contextual economic
factors, especially the local unemployment rate rather than cost considerations per se, affected tte ahoiode

of study. Older students and those in areas with lower rates of unemployment were more likely to decide to study
part-time.

7.1.2 Trends in studying partime

The organisation and provision of pdime studies across the Bologna countries shakaat the consequences of
part-time studies differ between countries and some countries do not offer this form of studying.

Using the European Commission definition (See Definitiomae@surement box), paiime students represent
19,3% of all students ithe BolognaArea and 18,2% for the EXY. The share of pattme students ranges from 0 to
50% of the student population. The data trend demonstrates a clear growing tendency for Bologna-2ndAEsa:
in the year 2000 the corresponding shares were onbpua 16,6 and 13,9%Commission of the European
Communities, 2009)

Definitions & measurement: partime students 1 Parttime students are less than 10% of the total
student population in only three Bologna countries for
The European Commission defines a student as-pasihich data are available: Czech Republic (4,2%); De
L : 0
e i e EMEEgEmE (6 (5 Ui 79 @ ie &1 mark (7,9%) and Germany (4,0%). In five countries the

week or a student who is expectéd be in the po- ) . .
gramme for less than the full academic yeBinis dek share of partimers is zero or negligible: Greece, France,

nition is based on different measures, depending Italy, Cyprus and Turkey.
specific national situations: academic value/progre .
time commitment inside and outside the institution Il O 112 GHsr (e, e sh.are & 'palme Su- '
where the programmes takelgce or time in clas dents account for more than 30% in Latvia (37,6%); Lit

room. uania (40,4%), Hungary (46,3%), Poland (45,2%), SI
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vakia (36,3%), Finland (38,4%), Ru&45,1%) and Ukraine (44,0%).

1 In Sweden, just over half of students (50,5%) are-parérs, the highest share in the BologAaea. Also in
Sweden we can observe with 36% the highest share of students witttraditional routes to Higher Edae
tion (Euostudent, 2008)

1 In other European countries patitne students represent between 10% and 30% of those attending Higher
Education.

At EU27 level, around 18% of students in Higher Education (ISCED 5A) are studyingepartd the share of paft
timers isabout 48% among students older than 29. In half of the Bologna countries the proportion dinparsu-

dents is lower than 11% for students aged below 30. Half of the Bologna countries register more than 50% of pal
time students among those aged over @Dommission of the European Communities, 20@930 in the group of
G2t RSNE>X onb addzRSydaz ¢S Ol y 2tingd SNES raises 0 th& ERNgon-S y R
tries from 37,4% in the year 2000 up to 48,1% in the year 2006. In thgri2okrea the corresponding share raises
from 45,8% to 50,5%.

In all European countries the share of pime students is at least three times higher in the age group 30+ than
among the younger population, except in Finland and Sweden where it is ataontimes higher. The proportion

of part-time students aged 30 and over is especially high in Bulgaria, Lithuania, Hungary, Slovenia, Slovakéa and C
tia, where they represent more than 80%.

7.1.3 Formal and de facto paftime students

EUROSTUDENMTovidesanother cefinition of parttime stud- Beirfiiere & rmeEsnEa: el areie Eei
ies differentiating between studentwith a formal and ade part-time students
facto part-time status.As regards formal patime studies wo o ) )

roups of countries can kdentified. Inthe first group almost e e
g. P ' g. P based on a selissessment by the student
ninety percent or more students have foal fulltime status:  hemselves made in the EUROSTUDENB-que
Austria, Finland, Turkey, Latvia, Italy, Germany, Irelan@-E G A 2 yy I ANBSZ Ay NB a\Wsci
nia, Sweden, Switzerland, Bulgaria, Romania, Lithuania anc de§cripEiOAn be,st fits yourcurrent status as a
Netherlands Within this group three countries report not ka @ U dZRSy aKe = = .
: . - : . : Asat a202SOUAJSEtMBRSEAY A U
ing any students with official patime status Austria, Finland ~ . _

. . . ies, the same survegetermines fultime stu-

and TurkeyThe secondjroup consists of countries with agsr . . q I .
portion of full time students rangingpetween 60% to 80%: erz;[svvl ° Zpen _ .e.sst asz - ours a vyee
Czech Bpublic, Portugal, Scotland, Spain, Sloveniag-E study-re ated actlvities asde facto part-time
land/Wales and Slovak Republic. students.

England/Wale430%) and the Slovak Republ{87% have the biggest shares of students with official garme sta-
tus, followed by 21% in Scotland, 18% in Czech Republic, 15% in Slovenia and 14% in Spain and the Netherlands.

Country specific data shows a similar rate ofdstots spending between 21 and 30 hours a week on study related
activities fle factopart-time students) but not for those who spend less than 21 hours. In three countries: Finland,
Slovakia and Estonia the share of fitle students with de facto paiime status is between 33 and 44%
(Eurostudent, 2008)

CdzNIIKSNJ SELJX 2N} A2y 2F (GKS RI(GlI aK2ga (GKIG GKSNB A
timers corresponds with the share of de facto pamers (Eurostudent, 2008)In countries with a high share of de
facto parttimers and a low share of students with official ptinhe status, the students should have the chance to
take the official status. In most cases de facto fisme students are working alongside their studipsesumalty to
finance studying
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7.1.4 Types of paritime studies
There are four types of patime studies:

1. Students enrolled in distance education. These students usually work and spend only part of their time for
Higher Education studies.

2. Students attendingwening and weekend courses at Higher Education institutions. These programmes are
designed for students who work and therefore spend only part of their time on their studies, mainly outside
working hours. These courses are offered by Higher Educatiotutitsts in addition to the courses for full
time students, mainly on evenings and weekends.

3. {idzRSyGa SyNRffSR Ay Wy2N)YI ttie sta® which affolvEhani to @kadzii & A
less than 100% of credits per year compared with whakjeeted from fultime students. These students
FGGSYR ay2NXIfé O2dz2NASAX o6dzi a | NBadzZ & 2F uRSRA
ation would be expected to take longer than for ftithe students.

4. Students who are enrolled dsll-time students but spend only part of their time on study related activities.

One of the most significant differences between formal garte and fulltime students is that in some countries
(England/Wales, the Netherlands and the Czech Republititipge students have to pay higher tuition fees and
receive less state support for their studies. Other countries like Germany, the Netherlands and the Czech Repub
have introduced special tuition fees for ftilne students who take considerably longer graduate than the »-
pected duration(Eurostudent, 2008)

Parttime studies in Higher Education show a large variety: distance learning, weekend courses, programmes wi
official parttime status and de facto patime status etc. and a broad variety ohderlying reasons: insufficient
financial resources to afford fufime studies or need for employed people to update their skills.

Frequency of partime studying also depends on age: older students are more likely to studytip&rtto arrange

their studies with financial independence and family duties. But there are also young students working fier an i
creased income, older students coming back to university after years in employment, lifelong learners, yoling mot
ers etc.

7.2 Employment

Student employment is a main reason to study garte and is common in all SEtiore & rEaE T ET
countries; the rate is affected by field of study, age and social backgrol employment rate
Across Europe, more than 50% of all students work in half of the 22 obse

countries. By the definition used in

EUROSTUDENT, and quoted he
In the Nethelands 75% of students are working during term, followed by 6 any student who works at least :
in Estonia, 65% in Slovenia and 65% in Germany. The minimum appro| hour per week is considered asne
value for this group in Turkey is only 9%, followed by Portugal with 22% Ployed.
Spain with 25%.
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NL EE SI DE SCO CH CZ E/fW AT SK NO FR IE Fl SE LT IT RO BG ES PT TR BE*

Figure31: Employment rate during term, all students in %
SourceEurostudentll, own calculations®) no data available.

7.2.1 Importance of job income

The necessity of working alongside studies can be measured by the amount of job income itctoted. The co-
tribution of own earnings is very high in the Czech Republic, Spain and Slovakia, where more thardsnaf
G2NJAy3 aiddzRSyitaqQ G2art AyO02YS INB O20SNBR o0& Sk NYyA
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Figure32: Contribution to working studentsincome made by gainful employment in % (students maintaining own
households)
SourceEurostudent lll, own calculations; *) no data available.

Ly mMn 2F (GKS 20a4SNWSR HH O2dzyiNARSa GKS O2Yy (G NROGdzlA 2
share of more than 40% of their total income. Seléncing is a major source of student funding all over Europe, as
far as students live outside of their family home.Even in countries where the state guarantees a basic safary or su
port to students likein the Netherlands, Germany and Finland, the share of personal earnings remains high, abov
one third.
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The situation of older student®8+)shows that employment playsraore importantrole for this group. The prea+

lence of work is much higher in thisogip than for the average. The data shows that the numbers of countries in
GKAOK 2@SNJ 7> 2F a2f RSNE a (tdeRaStyvéek inaeAaskd| frorh threeftdS11.8The 2
KAIKSad SYLX28YSyid NIYaGS Ay (K SeShiR Beplbl,Follodved hyRESthida wighii d
90%, Czech Republic with 88%, Slovenia with 86% and Finland wi{E@&%tudent, 2008)

The analysis of employment rates by social background reflects the needs and expectations of different studel
groups, espcially for those from a lower social background who are targeted in widening participation policies.

7.2.2 Employment rate and social status

Student employment rates differ by social origin in most countries. The employment rate of students with e&Slow SE
background is higher than among students with a high SES backdi®cimadarzenberger, 2008%tudents from low

SES are to a greater extent dependent on employment income during their studies. This difference occurs for da
from all countries excepCzech Republic, Turkey and Latvia. In Bulgaria, Portugal, Italy, Estonia and Spain the e
ployment rate of students with low educational backgrounds is at least 1,4 higher than for students with high educ

tional backgroundEurostudent, 2008)

As employment is time consuming it competes with the amount of stirdg which a student invests in his or her
studies and may have negative consequences for effective study progression. When students from lower SES have
earn money and therefore work one to support themselves, they have less time left for studying than their peers
from a higher SES, which could put them at a disadvantage; this would call for more public support to students frol
lower SES.

I aGdzRRSydaQ ¢SS 0O240&dus inall bat Bne coN@ryfifefand add reéach2seer 50 hours in
five countries Lithuania, Latvia, Romania, Slovenia and Bulgaria. For Latvia and Lithuamianitver of hours e-

Box12: BuildingHigher Educatiormaround the learner and his/her life: the Open University in the UK

The Open University is the most famous distatezning university, offering a wide set of programs to satisfy the differ
exigencies of &eterogeneous public of netraditional HE students. Unlike traditiondligher Educatiomstitutions, which
offer distance education and flexible routes as alternative options to mainstream provision, the OU is entirely ba:
open distance learning cobined with a flexible approach which permits to build individual pathidigher Educatiomand
conciliate studying with other commitments and daily activities. With this rationale, the Open University targets r
non-traditional students with extrastudy commitments, such as working adults, carers, and student parents. How
distance learning might be an option also for those who are willing to enroHiglaer Educatiopath but do not want/are
able to leave home and move to a university town, eitfor financial or personal constraints.

CdzNIKSNXY2NBxX GKS h! 2Ly | 0O0Saa LRfAOe¢e¢ LINRPGARSa i
access courses are offered to those who have been for long far away from education.
Educaton at OU is based onthe€dl f £ SR G adzlJLl2 NISR 2LISy f SFENYyAy3Ié Y2RSE = |

tinuous/close support on the part of a tutor, as well as different activities, including face to face meeting in the re
centres.

HE pathsat the Open University are tailored on the individual student, according to his/her the specific preferences
might choose to study part or full time and is offered the opportunity to schedule arsgthiedule its study timetable anc
deadlines accordingp contingent necessities. Likewise, students can choose what to study on a 4ptrseurse basis

and decide when to catch up more workload and eventually aim at a diploma or degree, the OU being based oraaccumul
tion of credits from every single coursé&tudents who works can also enjoy wbdsedlearning as part of a course; in thi

case activities that the student normally carries out in his/her daily work are used as a basis for learning, herebpdig

the study workload.

For more information:

Open University official websitéttp://wwwa3.open.ac.uk/
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ported result from a combination dboth a highamount ofstudy-relatedand workrelated activities.

Theaverage number of hours reported fetudy related activitie¢courses and personal study timeinge between
25 hours per week in Estonia and Slovakiaip to 40 hours a week in Romania and Bulgéfarostudent 2008:
121). In the majority of countries time spent on studies is around 30 to 35 hours per week.

® Study related activities ® Work Related Activities

RO BG PT TR CH FR ES DE LT AT NL LV SE CZ NO SK BE"‘E/'W"‘SCO*
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Figure33: Time budget for studyrelated activities and for employment workload in hours/week
SourceEurostudentll, own calculations; *) no data available.

Eurostudent (2008: 122f.) reporterfnearly allcountries investigateda clearnegativerelationshipbetween time
invested bystudentsfor employment during termand study related activities. The number leburs spent in courses

and personal study decreases with the hours spent in widdwever, employment may also have positive sifle e
fects:student jobscan beaccompanied by learning effects which can support the whole learning process and help to
find ajob after graduation.

7.2.3 Relationship between work and study

{GdRSy(aQ 226& NIy3IS FNRBY AAYLXS FOGAGAGASA GKEG N
A1ATESR 62N] 6KAOK NBldANBE 1y26fSRIS IFAYSR RdNAYSI

The EURSTUDENT IIlI dataset shows the extent to which students assess their jobs as relevant or related to the
course of study. The data give an overall picture on the extent by which student jobs can be assessed as a posi
contribution to career developmengven if they reduce the time a student can directly invest in his/her studies. At
least 20% of student jobs are closely related to studies. The data indicates that nearly 80% of all jobs have no clc
NEfl GA2yaKALI G2 &0 dzRS yosely @latéditaizirdieS amgesbétvizensl K4 ilNFelardl &nd 38260
in Norway, followed by 31% in Estonia, 29% in Austria, 27% in Czech Republic and 26% in Finland.

The correspondence between overall employment rates and the extent to which jobs are redastuadtes is also
weak. Therefore, the extent of jestudy-relation is not a quantitative question related to the availability of work in
general(Eurydice network, 2009)
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8.1 Introduction

The aim of this first report of the EQUNET project, was in the first place to aggregate data from a number of source
for the purposes of summarizing the status of access to Higher Education in Europe, and how it relates to equity, al
secondly to undersind the strengths and weaknesses of the current data gathering systems, so as to understant
the firsthand, the issues faced with trying to measure, and eventually, trying to set out an indicator on equity in
Higher Education.

In drawing conclusions for ith report, we have tried to set the findings within the broader socioecongmuiitical
context in Europe at the moment, which is currently dominatedduy factors, namely:

{ Stated political imperatives to developa highl A f £ = 2 Nbasell gt@omy, 6 Raréve Buropean
competitiveness vié-vis theW i A SN SO2y2YASa Ay 9l aid ! airxl |yR {

9 Austerity measures being undertaken by member states throughout the EU, and consequent sevare limit
tions on public finances, particularly in lighttbé financial crisis of the last two years, and the ensuing-slo
downs in economic growth throughout the European continent

1 Continued European integration in the field of Higher Education, brought about by the continued expansion
of the Bologna Process atitk expanded powers of the Union after the Lisbon Treaty.

1 Continued massification of European Higher Education, driven by explicit policies to expand Higaer Educ
tion across the EU

The statistical findings of our report have already been summarized adtSe3 Ay y Ay 3 2F Sl @K Ol
YI NE 2F CAYRAY3I&E&Q AyTF2 062E YR N6 NBLISIFISR KSNBdzyR
of the consequences of those findings, confirming them where possible by means of literature reviewe anake
recommendations as to how they can be leveraged to improve equitable accesghefr EHucationin Europe. In
addition, we follow this with a short discussion as to the statistical barriers we have encountered in drawing up thi:
report, and whatthis means for our goal aheasuringequity in Higher Educatioim Europeby a set of appropriate
indicators We round up the chapter, with our recommendations on what is necessary for further research, some of
which we will be taking up ourselves as agarch team in the ensuing two years of the project.

8.2 Summary ofindings

8.2.1 Entry into Higher Education

1 On average 49% of the 16 to 34 year olds in Europe can expect to participate in Higher Education. Highest
entry rates among the 16 to 34 yeadslare found in Latvia (81%), Poland (73%) and Romania (69%). The
lowest entry rates are reported for Cyprus (11%), Belgium (30%) and Germany (33%).

1 Most European students enter Higher Education at the age of 19. Across Europe the typical age to enter
Higher Education ranges from 18 to 21. In contrast, people aged 28 or above continue to have net entry
rates below 5%. However, countries with high entry rates for this age group also tend to have high overall
net entry rates.

1 Regarding the policy aim of gger balance, across Europe young women meanwhile outnumber their male
peers with respect to entry into Higher Education. Large gender gaps to the advantage of females are o
served in Latvia (35%0ints margin between male and female entries), Sloveni&a)2%celand (24%), De
mark (23%), Norway (23%), Greece (21%) and Romania (20%).
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Correspondingly, underrepresentation of women has been bridged in five out of seven fields of education.
Moreover, four out of the seven subject groups considered are alrapgyopriately described as being
GFTSYR2AYSA Yl 0SRéED | 26 SPSNE aOASYOS yR Sy3IAySSNAyYS
With respect to different routes to Higher Education across the European Union, on average 86% @f secon

ary stage graduates of acadenpimfile school qualifications directly enter Higher Education. England and
Wales, Sweden and Spain have relatively large share of students entering via alternative routes.

8.2.2 Access to Higher Education asmtioeconomidbackground

1

Students with alower 0A 2 SO2y 2YA O o0l O1 ANRdzyRX a4 YSI &dzBBR 0 &
tional status, have disproportionally low chances to access Higher Education in most European cauntries u
der investigation. The degree of socioeconomic inequity differs consiljeagboss countries.

Underrepresentation due to the socioeconomic background is lowest in Finland and in the Netherlands; re
resentation of students with a disadvantaged occupational or educational background is also relatively good
in Sweden and Ireland.

In contrast, inequity caused by socioeconomic disadvantages are most pronounced in four Eastern Europes
countries, namely Bulgaria, Latvia, Czech Republic, Slovakia, as well as in Germany.

Countries with relatively low socioeconomic inequity show re&dyi high proportions of access to HE \ia a
ternative routes (e.g. adult education or recognition of prior learning).

Socioeconomic differences are also visible with regard to qualitative aspects of Higher Education: On the or
hand, young people with aigh educational background prefer fields of study that award a particularly high
status to those graduates or are financially most rewarding, such as law or health. On the other hand, they
tend to study fields without a clearly defined vocational field. eurts, social and behavioural science, or
humanities.

In contrast, students with a low educational background are more likely to study fields clearly leading to ce
GFAY 200dzLdr 6A2yad ¢KSaS FTASEtRA 27 aandakeoftedpey a i A G d
ferred by social climbers: business and administration, teacher training and education science asnvell as e
gineering and engineering trades.

Another form of qualitative differentiation between the social strata is studying abroad. Watlexheption
of Austria, students whose parents attained tertiary education, study abroad more frequently than their less
privileged peers. This is specifically true Italy, Turkey, Slovenia, and the Czech Republic.

Apparently, educational expansion has redpeducing inequity. At the European level, the chances of the
educationally most underprivileged to graduate from Higher Education have increased over time. In the
group aged 5%4 only 13% of all persons with a low educational background attained Higleation.
Among those aged 234 this share increases to 23%. Educational attainment of persons with a higi educ
tional background did not increase at the same pace.

However, countries differ in that respect. Young people with a low educational bacidjhmve benefited

most in Spain, United Kingdom and France. Other countries where participation of underprivileged youths
has increased, though to a lesser extent, are Cyprus, Luxemburg, Ireland, Poland, Greece, Sweden, Austrig
and Denmark.

In contrast,in five Eastern European countries participation rates have actually decreased in the groups of
underprivileged young people. Those countries are Slovak Republic, Latvia, Estonia, Hungary and Lithuanie
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8.2.3 Income anaexpenditure

There are three sources ¥ a4 G dzZRSy1aQ AyO0O2YSY TFlLYAfeéx adldS | YR

The cost sharing ratios differ considerably between country specific funding systems anesoea@hic
status of students.

In the Bologna Area, Higher Education institutions receive one fifth of theirregalrces from private

funding.

{dzRSyiaQ AyO02YS @OINASa airAdayAFAaAOryate o6& | 002YYVY?2
rect form of financial support.

¢KS LI NByilltf O2yGNRO6dziA2y G2 &aidzRS ySEdstriodcghtngicy S LIt
status) they receive significant more cash support from parents than students with low SES.

For younger students (2fearolds) direct family support is dominant in all but four countries where state
support dominates.

The percentagef first year students receiving state assistance (grants, scholarships, loans) varies widely by
country, from 7% in Lithuania to 94% in Turkey.

Working during studies is a significant income source. Its contribution to total income is over 20%tn-all co
tries, except Turkey.

Student employment is frequent in all countries and the rate is affected by age and social background. More
than 50% of students in 11 of 22 countries work alongside their studies. The employment rate of 21 years
old students durig term is about 43%.

¢CKS FTAYFYOAIt AAIYAFAOIYOS 2F &
u

dzZRSy G aQ SYLX 28 YS
{LIAYZ YR {t28F1AlF Y2NB GKI Yy S

j dzt NIL SNR 2 F
The share of paid work to stude’s A Yy O2YS @F NASA 060S06SSYy om: Ay (K
who are living in own households.

Accommodation is the most important cost for students maintaining own households. The range runs from
more than 46% in Sweden down to 11% in Bulgaviarage at one third of total expenditure.

For German students with own home and high SES indirect support (child allowances, benefits paid to pa
ents, tax exemptions...) is more than half of public support.

The contribution to institutions of Higher Eduizat as a proportion of total expenditures ranges from 22% in
Turkey to 0% in Sweden, Scotland, Finland and Germany.

8.2.4Students in @rt-time studies

1

T

I aldzRSyGaQ ¢SS1 O2yairaiia 2F FINRdzyR nn K2dz2N& | YR
than 25 hours workelated activities), Romania, Slovenia and Bulgaria.

In the majority of countries students spend around 30 to 35 hours per week for study related activities like
courses and personal study time.

At EU27 level the share of pattme gudents raised from 13,9 in 2000 to 18,2% in 2006. In the group of

G2t RSNE addzRSyda 6onb0 GKS O2NNBALRYRAY3I &aKINB N
Student employment is frequent in all countries and the rate is affected by age, field of study and social
background. More than 50% of students in 11 of 22 European countries work alongside their studies.
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1 The employment rate of students with low SESghér than among students with high SES.

f LY mMn 2F HH 9dzNRPLISIYy O2dzyiNASE (KS O2yGNROdziAz2Yy
40% of total income.

1 The more time spend in job, the higher the risk of study failure.

1 Evenin countries wére the state guarantees a basic salary to students like in the Netherlands, Germany and
Finland the share of personal earnings remains above one third.

T ym: 2F ff 2204 KI@S y2 0t2aS NBfFIGA2YAKALI 2 af

I For German students with own home anighn SES indirect support (child allowances, benefits paidrto pa
ents, tax exemptions...) is more than half of public support.

1 The contribution to institutions of Higher Education as a proportion of total expenditures ranges from 22% in
Turkey to 0% in Swed, Scotland, Finland and Germany.

8.3 Interpretation of findings

Issuel: TheE® 7' s Hi gher Edeqotalei on Area i s not

Taken as a whole, the B2 shows wide divergences in the level of equity of HE systems, a fact confirmed-consis
ently by evenjindicator considered in this report. Figure 34 shows the differences between the highest and lowest
performing country on a selection of indicators considered in this report. This report identified inequities in HE base
on:

- Socioeconomic background (asfdéd Y SR o6& LI NByiaQ SRdzOF A2yt YR
- Gender (both in terms of access, and more particularly in terms of qualitative access)
- Age (in terms of participation of adult learners in education)

In addition, the report finds significant difiences in the income range of students attending Higher Educatien b
tween countries. These findings are largely echoed by national governments in their stocktaking reports t@the Bol
gna ProcesRauhvargers et al., 2009s well as by the independent dwvation of the Bologna Process, which found
39 of 48 systems reporting inequalities in their student bdtlyesterheiden et al., 2010)

PaAy3a GKS AYRAOIFIG2NI 2F LI NBylaQ SRdAOFGA2Yylf yR 20¢
Sweda and Ireland have shown the most progress in bringing about an equitable system, while Bulgaria, Latvia, tt
Czech Republic, Slovakia and Germany have made least progress. A high correlation exists between overall func
levels of Higher Education andettevel of equity/inequity. Thus, all four of the countries with the least inequity are
also amongst the highest spenders on education, both in terms of % of GDP as well as on a EUR/capita basis. \
the notable exception of Germany, those at the bottorntbe list also show some of the lowest investments in
Higher Education.
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Figure34: Percentage range from median between highest and lowest country for various indicators

Issue 2: EU Policies have been largely ineffective in addressjogy issues

Two recent studies commissioned by the European Commission found no link between Governance and Fundi
strategies promoted at EU level by means of éModernisation Strategjor Higher Educatic#f?, and access to HE.
(Jongbloed et al., 2010)

In the various policy documents linked to Higher Education issued by the European Commission in recent years, o
two concrete proposals are made in relation to equity, namely that ofegating higher investment in education
through the introduction of tuition fees, and the offering of a more differentiated range of prov{€ommission of

the European Communities, 200@)he increase in the level of private funding is one of the elemehthe moden-

isation strategy for education examined by the abovementioned studies, and, both when taken individually, as we
as a part of the modernisation strategy as a whole, the study also finds no link between such a strategy and increa
in accesgslet alone increases in equity.

Similarly, thedindependent Evaluation of the Bologna Proédswds that despite the fact that the first references to

Gt NPOGARAY 3 FLIINBLINRFGS &dddzReAy3a |yR fAQGAyYy 3 irCorigl 8l (i A 2
SO2y2YAO o(BAdgaNGodfsfdRee of Ministers responsible for Higher Education, 2q@8ared in
2003, policy actions have been too late in coming to do any meaningful type of assessment on them. Similarly, it al
finds that thereis as of yet no evidence of access being widened, or increased inclusion of disadvantaged group
(Westerheiden et al., 2010)

Current improvements in absolute numbers can be partially explained by the trend towards massification of Highe
Education in@cent years. With students from higher socioeconomic backgrounds already at higher levels of partic
pation, it is natural for further growth to come from those with lower socioeconomic backgrounds. However, an
increase in absolute numbers does not necegaorrespond with an increase in equity, as has been discussed in

depth in Chapter 5 of this report. Additionally, a recent longitudinal study finds that, according to an equity index

22 An overview of these strategies is given in Chapter 1
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based on the educational attainment and occupational status of botenda, equity in Higher Education hastpla
eaued in the lastdecadez Y 2 dzO1 é S |t ®X wnmno

Our findings on the rate of development of equity, together with the above evidence, indicates that, insofar as they
exist at all, policy directions at EU level hdaal little to no effect on equitable access to Higher Education, with
developments in the field being exclusively due to the implementation on national policies. This also explains t
some extent the regional clustering of trends as well as the largeginees between groups of countries in levels

of equity and development of equitable policies.

Issue 3: Equitabl@ccess is increasing, but slowly

This report finds that the proportion of students from lower socioeconomic backgrounds accessing Higher Educatic
has increased in absolute terms over the past decades. This said, this proportion has been increasing slowly, &
assuming the current rate gdrogression continues, it would take c. 100 years for such students to reach the same
participation rates as those from high socioeconomic backgrounds. This echoes the numbers found by other rece
studies inthe field Y2 dzO1 & SG |t ®X HAamno
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Figure35: Percentage of individuals (aged-68, 4554, 3544, 2534) in EU 27 countries having completed
Higher Education, according to the educational background of their parents, 2005, and projection of growth
rate into future in 10 yeaperiods

Issue 4: Elites within Higher Education aréarrier to knowledge-economygrowth

Skilforecasts for the EA27 show that the number of managemeletvel in Europe until 2020 will more or less r
main constant, with the main engine for growtiivi f 6S FT2NJ 4G KS 226a 2F Wt NPFSa
t NEFSaaAaz2ylfaqQs 020K 2F ¢ KixdkeldvdBbs.Yl Ayfe O2YLRASR 2
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Figure36: Forecast Share of % total employment for different professidasses, 2006 2020
Source: Cedefop. Note: Numbers in employment

Through the findings of our study, we note the following issues which are of importance in relation to these trends:

{1 The highest growth areas in terms of labour market participation,isfhS FASt R 2F Wi SOKY
LINEFSaaAz2zylfaQs gKAOK Ada NIY{SR GKANR 2dzi 2F YAy
(i.e. legislators, senior officials & managers) will experience next to no growth, and the secaedt{ine.
cians and associate professionals) only mild growth, equality of opportunities will require that the cufrent a
titudes towards subject and profession choice, especially amongst students from higher socioeconomic
backgrounds, be changed. Without suelfiorm, a barrier to entry to the highest level of professional status
risks being created.

T LG Aa 6ARSte NBO23IyAaSR GKFG LINA2NI 2206 SELISINA Sy
FG0S tNRFSAaA2Yy Il f aQs strisrg doBatichal azenhfatia (wiether Quysue®a \SOQHDBA
or B). Currently, students from higher socioeconomic backgrounds chose to gain labour market experience
during their studies much less frequently than their counterparts.

1 The demand for highevelqualifications (defined as ICSED 5 and above) will increase significantly in the next
10 years. This will require an increased participation in Higher Education across the board, but cannot be
achieved without significantly increasing the participatiounélerrepresented groups

Issue 5: The STE#Kill-gap is largely an issue of gender equity

This report shows an ovweepresentation of females in teacher training, healthcare and the humanities while an
underrepresentation of females in science, mathan¥d¢ddzi Ay 3 |a ¢Sttt a Ay Sy3aays
made up of a lack of graduates in the latter two fields. Thus, within this context, it emerges that the overall issue c

skill mismatches is actually a matter of gendelated skill mismatch
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For example, an industry study shows that between 1999 and 2003, tH& Bl short in producing 200,000 grad
ates with eskills per year, meaning an increase in the skill gap of over 800,000 graduates in 4l@&a8kills
Monitoring Group, 2003)Ths figure is nearly equal to the oveupply of female graduates in the field of education
& training.

Issue 6: Youngersons fromlower socioeconomidbackgrounds aresignificantly disadvantaged

A student from a low socioeconomic background, in Europehien compared with his or her peers:

Less likely to attend Higher Education

Likely to choose different courses of study

= =4 =9

More likely to work during studies
1 Far less likely to have a mobility experience

Consequently, they are more likely to become unemethymore likely to earn less, and, assuming equity continues
to increase at the historical pace, more likely to have children who also underperform.

m— Al qualifications Low qualification === Medium qualification === High qualification

20 %

18 %
16 %
14%
12 %

i
6% V

2%

D I]Ill"n | 1 | 1 |
2000 2005 2010 2015 2020

Figure37: Projected unemployment by qualification leveLow = ISCED3Medium = ISCED 4, High = ISCED 5
Source: Cedefop

Issue 7: Publitunding decreasesicome disparities between students

Our report shows that the income disparities between students are lowest in Sweden, Scotland, Germanyhthe Net
erlands, Finland, France and England/Wales. The countries which provide the largest levels of student support
share of student income are Sweden, Denmark, Switzerland, England/Wales the Netherlands, Austria and Finlar
Statistically speaking, based tie entire Eurostudent dataset, these two variables show a correlatie@,6¥ which

is statistically significant.

While no empirical data can be uncovered as to the consequences of such a relation, it can be surmised that i
proved income equity amongsktS & 0 dzRSy G L2 LJdzf | G A2y Ff a2 NBadzZ G&- Ay
tors related to student life, such as lodging, social life (including civic participation), access to educatione
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tools/materials (such as computers), mobility opporturstieetc, and thus presumably improving equity of oppo
tunity amongst students.

Issue 8: Ageelated inequity remains a barrier to workforce rskilling

Despite the orgoing roll out of systems for Recognition of Prior Learning and Informal Learning,uithyssstows

that overall participation of adults, either as a first Higher Education experience, or as a return to education, while
increasing, remains low (see Chapter 4.2.3). Taken against a backdrop of ovskilling of the workforce, togét

er with volent drops in employment and predictions of sustained economic weakness in the short to medium term,
this is of special concern.

While even within the context of lifelong learning, it is expected that the238&ge group would have by far the
highest paticipation rate in Higher Education, we can deduce the presence ofagied inequity from the nm-

bers of older persons who would stand to benefit from Higher Education and have the theoretical opportunity to do
so, but do not choose to participate.

Issue 9: Cultural Attitudes significantly affect participation

Statistics for EU OECD members, show that for a person over a lifetime, the net gain of participation in Higher Edu
tion (after taxes, school feesic) is c¢. 90,000 EBROECD, 2010While it is clear that multiple entry barriers may
exist for students with a lower socioeconomic status, including funding limitations, quality of primary and secondan
schooling, ahome learning resources availalde., rational choice theory would sen to dictate that a higher pe
centage of students would overcome these barriers, than those which this report shows actually do, considering th
significant and incontestable monetary benefits of Higher Education (not to mention the numerous other non
monetary benefits).

The uncontrolledF 2 NJ @I NA I 6t S KSNBE A& GKFIG 2F WOdz GdzNF £ OF LA
very significantly affects access to Higher Education, as evidenced by variations in PISA scores based on elemen
culural capital. Within this context, cultural capital has been described as including patterns of communieation b

G6SSYy LINByildia FyR OKAfRNBYZIZ FlFYAf& adzZlll2 NI F2NIwWKSA
AGASEasT T YOAdENS 0B | LOG8KEES a46Qhd2fy & | Yy R (Rndid 8Muéliar281D) NS | RA Y

/| t2aSfte NBfIFIGSR (G2 GKA&a GKS2NEB Aa GKFIG 2F wazoAalft C
Higher Education. This can manifest itselplrenomena such as peer pressure actively discouraging pursuituef ed
cation, the most extreme example of which might be within the strg@ng subcultures present in most Western
cities to varying degrees.

Issue 10A High Net Entry rate does not necesdgrindicate an equitable HE system

When comparing thdest and worst LIS NF 2 NY¥ Ay 3 O2dzy GNAS&as>s RSTFAYSR d&a |
tional and educational status, (see Fig. 13 & 14) with the overall net entry rates, one finds little to natiorrel
indicating that policies to increase overall participation, do not necessarily benefit the most disadvantaged groups.
Fig. 38 below shows net entry entry rates across Europe, while the countries highlighted in green and red are a sele
tion of the best-performing (green) and worsperforming (red) countries in terms of equity as above defireed r
spectively (see Chapter 5 for how the country groups were formed).

2% Calculated from dollar rate at Exaige of 1USD = 0.71 EUR
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Figure38: Net Entry Rates to Higher Education compared withsb@and worst performing countries on equity indicator.
Source: Eurostudent Ill, own calculations

Issue 11: Validation of Prior Learning Seems to Improve Equity in Higher Education Systems

Our data leads us thypothesise a link between recognitionmior learning (RPL) and equity. Five of the worst
performing countries on our occupational/educational status equity indicator (Germany, Bulgaria, Czech Republic,
Latvia, Slovakia) show practically no entries to Higher Education through this typero&tie route. Consequently,
countries with developed RPL systems also perform better on the equity indicator. Data on RPL is not extensive
enough to definitively confirm this hypothesis; however the data available does indicate a strong probability of its
accuracy.

Issue B: Economiaecovery is to a large part an issue educational equity
In the past few pages, using data from this report, we have shown that:

1 Gender Equity issues are exacerbating skill mismatches by profession/subject in Europe
1 Agerelated Equity issues are preventing reskilling of the workforce

1 Socioeconomic Background Equity issues, are choking the pipeline for graduates with high qualifications
Europe

2 KAETS Iy SEtSYSyid 2F 9dz2NRPLISQa YdzOK gevedal/yéafsRihe Wadid doi &K |
AKATG Ay 9daNRPLISQa alAtft oFlasS KFa INRsYy aKlFNLISNE RdzS
crisis, and especially due to a drastically changed employment landscape owing to the naf$s tlagt ensued
FNRBY GKS ONRaAiAadad ¢l 1Sy Ay GKAa fA3IKGZT Al 0S0O2YSa Of
Higher Education system are intrinsically linked, and need to be dealt with in concert.
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8.4 Comments ordata collection

8.41 Lack ofdata

In preparing this report, we have been struck by the surprising lack of data about students in general throughout the
European Higher Education Area, which is described in detail in Chapter 3.3.1. This lack of data has been echoed |
the Bobgna Process Stocktaking Report, where it deals with Stocktaking of National Strategies for the Satial Dime
sion(Rauhvargers, Deane, & Pauwels, 208@he current time, we identified four main international data sources

for measuring equitable access higher education, namely Eurostat, Eurostudent, OECD and the National 8tockta
ing Reports on the Social Dimension (as part of the Bologna Process). Of these, the last two are of littlenuse in co
parative research, since the OECD report on equity wasigsued in 2007, while the National Stocktaking Reports

are so general as to be impossible to compare empirically in any useful manner.

wSTFt SOGAYy3I GKS RSTFAYAGA2Y 2F SljdaAade Fa aiKS addzRRSy\
shod R NBTf SOG (KS RA @Bogna Teénferdnte ofMirlslersi2dphizsitiefok Righeér £ducation,
2007)seems to indicate that a successful measuring strategy for access would at very least at its base coittain qui:
tative data as to the nature of the student body entering Higher Education.

'Y F2NIdzy GStex GKS YIAY AYGSNyYyFrdAazylrt RIFEGEFE LINRPGARSN
G2 LI NByiGaQ 200dzLd GA2y Lt | yoRginaTAu, Airtetpretatitns of dlisieEsity wiidR i G 2
clude ethnicity, race, colour, disability, family conditions, family income etc. are all impossible due to a lack of data |
the main sources. On the other hand, midevel data does exist for outcomes education, in terms of professions,
subjects studied, as well as detailed information as to participation in the labour force.

CKdzAZ SKAES OdaNNByid aidl dAadAaAoa O020SN) 6KS WYl 22NAGeC
we canglean no information on the state of minority access and participation to Higher Education, except through
select studies involving primary research by individual researchers oQdwarnmental Organisations (which were
outside the scope of this report).

8.4.2 Lack ofdefinition as to theconcept of ahigher educationqualification

Practically all statistical systems use the ISCED system for classification of education to define educationak levels
GAaOGAOLITftead | 25SOSNE (i duSatioNJarid $he iacfeasst birérlg i e drfferende2biivegrii 2
WP20F A2y HEQ YR WKAIKSNIR LINPINI YYSa gAGKAY (KSb-SRd
lem, lies at a number of levels:

ISCED 3A and 4A

ISCED 3Ais broadly deffhe & WaSO2y RIFNE LINRPINIYYSE RSaA3alIySR G2 33
d0dzRAS&a0E 6KATS L {/ 95 -satdndaty,nonerthB prégtatmeR &3Jigngt SoRyive: aicesd tal? :
f SOSt p! Qb | 245 SOHSNE (afokal aadiuNgersacandadly séh@kng Iyin reogni peargZegoved
with the creation of several alternative routes to Higher Education across most of Europe. Thus, statistics looking
entry into 5A as a percentage of 3A and 4A (see Figure 7) find traiutZries (RO, SI, LV, CH, PT, IS, NO, MT, DK,
ES, AT, NL) have entry rates higher than 100%, thus limiting the use of this statistic.

ISCED 5

The ISCED 5 (tertiary) level, shows many of the same problems. Higher Education is generally equated wiéh 5A, w
VET is equated with 5B. The Table below shows the differences between the two:
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ISCED 5A ICSCED 5B

I Itinvolves aminimum cumulative theoretical 9 itis more practically oriented and occupatio
RdzN> GA2y o G S Nikd | ally specific than programes at ISCERA,
equivalent, although typically it is of 4 or and does not provide direct access -a
Y2NBE @SINBR® LT | -timeS: vanced research programmes;

equivalent duration, it is usually preceded b
at least 13years of previous schaal (see
paragraph 35). For systems in which degree
are awarded by credit accumulation, anco
parable amount of time and intensity would
be required;

T Al KIFI& F YAYAYdnfe 2F
equivalent duration but generally is of 2 or 3
years. For systems in which qualifications ai
awarded by credit accumulation, aropara-
ble amount of time and intensity would be+
quired;

1 it typically requires that the faculty havela

) 1 the entry requirement may require the rsa
vanced research credentials;

tery of specific subject areas at ISCED 3B o
1 it may involve completion of eesearch po- 4A; and

JretarineEs: 9 it provides access to an occupation.

1 it provides the level of education required fo
entry into a profession with high skille-r
quirements (see paragraph 84) or amra
vanced research programme

Table9: Comparison of ISCED 5A \&CED 5B

In practice, it is unclear how to classify a number of qualifications, such as advanced computing courses offered wit
in vocational institutions, or short cycle degrees offered within Higher Education Institutions. The confusion has le
someorg YAal GA2yas &dzOK & /959Cht G2 R2 lgl& gAOK p!
ISCED 5 and 6 together, which while more accurate, decreases the specificity significantly. The two clearest examy
of such deviations in our dataein the numbers for Cyprus and for Germany. In the former case, overall patticip
tion seems to be lower than it is due to advanced degrees being offered within VET institutions, while in the latte
OFrasSs GKS ljdz £t ATAOI A2y Zatigndl baEKgroukds ik lkely2t@ @ dxf Jdué o2tk la €
vanced degrees being offered by VET institutions.

Mis-collection ofdata

2 KAfS RFEGE 2y GKS SEIFOG 02ttt SOGA2Yy YSGK2R AayQi | @
terms of Vocational and Higher Institutions. For statistical purposes, all students following degrees within the first
type of institution are termed 5B and all students within the latter are termed 5B. Alternatively, any qualification
called a degree is classed 5wvhile all other qualifications are termed 5B if awarded at tertiary level. ISCEDewas d
signed to be applied on a programme not on an institution or qualification level, however interpretation of statistics
indicate that this is often not the case.

8.4.3 Evidence ofjood practice islimited

While some correlations, such as e.g. between overall level of funding and equity can be made, generally speaki
the EUwide statistics offer few direct examples of good practice in increasing equity. Divisionisticidty region

or by type of educational system can be helpful in increasing specificity, however even these categorisations off
significant exceptions and deviations, due to the sheer variety of educational systems within the EU. Due to thi
gualitative data is needed on the effects of particular policies on access at national or regional levels, which can the

be compared with similar initiatives from different countries and tested in pilots. At the moment, most of this data is
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available in individugpublications from academic authors, or from the 10 country studies (of which 6 are in Europe)
R2YyS Fta LINI 2F h9/5Qa GKSYFGAO NB@GASGg Ayiaz SldzAaide
stocktaking reports of the Bologna Prosewhich as of the last edition, asked for information about practices in the
countries, but which received answers which were too abbreviated and general to be of any analytical use.

8.5 Policyrecommendations

Recommendation 1: Implement thepen method of coordination in achievingequity in Higher Edua-
tion

This report has consistently shown that access to Higher Education in Europe is currently not equitable, and furthe
more that the policy framework currently in existence is too lightweight to be effective. Thus, for reasons of socia
justice as well as economic necessity, we recommend that a policy initiative on equity in education be introducec
within the framework ofthe Open Method of Coordination, using a firm setirdicatorsand benchmarkso set
targets, monitor and assess progress.

Such a policy framework could be built on the valuable work done within the Bologha Process on the sooial dime
sion (Rauhvargers etl., 2009) as well as from the Council Conclusions on the Social Dimension of Education anc
Training(Anon., 2010)

Recommendation 2: Clearlgosition equity in Higher Education as a topic within the European Corsini
S i opeérlsarningclusters

The laclof clear links between Europedevel policy priorities and the progress of equity, makes the discovery and
sharing of good practice of paramount importance. The highest level of such good practice sharing occurs within tt
soOlF f £t SR Wt SSME[QS I MBAY RzLd frdgd S adzLILIR2 NI (22t G2 GKS {
Education and Training. Bringing together highel government representatives, the peearning clusters have
operated under the E&T 2010 programme, with two clusteléclv might have dealt with sharing best practice on
Sljdzatde Ay 193 ylLyYSte | OfdaAadGSNI 2y W O00Saa yR fa2 OAl
GA2YyQd 5dz2NAYy3 (GKAA AYAGALFf LISNR2R 2 gherlEduialich ¢xEeptynSte i K
most marginal of way& Our recommendation is therefore to either create an explicit role for equity within the new
Modernisation of Higher Education grouping (as part of the ET2020 support), or, preferably to create a specifi
grouping dealing with Strategic Objective 3 of the ET2020 prograqp#dé N2 Y2 1Ay 3 SljdzA G 8= &2
GA GBS OAMnbA., S0P K A LIQ

Recommendation 3: Increasaipply of places in Higher Education famder-representedgroups

Research has showthat one of the key determining factors for entry into Higher Education of underprivileged
groups is that of supply of stueghlaces(Field et al., 2007)Legislation mandating increases in the amount of study
places offered for students from underpriviked) groups, for example through mandated minimums in numbers of
students from such groups, or financial incentives for institutions enrolling them, could be extremely helghul in u
ping student numbers. While, in specific cases, this might lead to polmplications due to ovesubscription
compared to laboumarket needs, skill forecasts show that overall, there is currently an usggply of graduates

4 Minutes of the cluster meetings are not publicly available. Information based on case studies made available as
part of the Knowledge System for Lifelong Learning Portal at http://www.kslll.net
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which needs to be addressed. This means that, for the-tiiag, such policies can be implemented with jeop-
ardising places/access for the groups currently accessing Higher Education.

Recommendation 4: Improveocial support for adult learners

This report shows an acute case of (likely passivexelgéed discrimination in terms of equity. Case studiesn
around Europe show a mixture of policies, ranging from special incentives for adult learners on the one side to cos
related disincentives not present for traditional students on the other side. We therefore recommend al¢hete
support package béntroduced for adult learners who are taking their first tertiary qualification, or who are re
skilling due to labour market exigencies (the latter within the frame of a programme offered by the employment
services):

- Equivalent financial conditions (inrtas of fees and support) as those of traditional students
- Family support equivalent to that offered to unemployed persons, where the student has dependents

- Governmentbacked preferential loans as necessary

Recommendation 5: Urgentlyneet the 2% GDxpenditure target on Higher Education througpublic
funding

This report has demonstrated that the goal of achieving equity benefits from increased investment in Higleer Educ
tion. While equity in access, through increased participation of unepresentedgroups, is improving, at the cu
rent-rate, it will take nearly a century for students from lower socioeconomic backgrounds towatt®ee Issue 3).
Apart from the obvious questions of social justice, in the meantime skill shortages and mismatchetiaige eim-
nomic growth rates across the EU, especially when compared to developing economies.

Using data from OECD, one can estimate an average rate of return-@¢0800 for the public purse on investments
made into the education of a student in Higher Eation, with lifetime net profit for the state reaching on average
€ ¢ n ¥AHOEED, 2010)

While we acknowledge that, in financial terms, private returns on Higher Education are also extremely significant, w
believe that the current economic climate anldetdemands of equity, demand a significant public investment now
for the following pragmatic reasons:

9 Skill forecasts show that continued economic growth in Europe requires urgently increasingly numbers o
graduates in the sho#term. Only public fundingan be mobilised in sufficient quantities and with the r
quired urgency to make the desired effect in time

1 Europe shows a significant equity gap between persons from lower and higher social backgrounds. Tr
promise of higher private returns has not to tlpeint been sufficient to overcome the barriers imposed by
cultural capital for persons from lower social backgrounds

1 In a climate of public deficit reduction and quests for efficiency, education generally, and Higher Educatiot
more specifically, guarante@sparticularly high rate of return on investment for the public purse

Recommendation 6: Optimise Efuindingprogrammes forequity related expenditures

Several EU Funding schemes are currently used for investments into education, most notably the ILdatamy
Programme, and the European Regional Development Fund, as well as, to a certain extent, European Structu

2% Statistic converted from USD at eadf 1 USD = 0.71 EUR
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Funds. All these funds should be optimised to prioritise equlsted developments. While the European Council
has encouraged member std to make use of these funds for equity related issues already, (Anon., 2010), specific
priorities within each of the programmes would reserve some of the funding for equity issues, and increase the i
portance of equity amongst policy priorities for fundiamongst those applying for the same.

Recommendation 7: Improveffectiveness ofstudent guidance &counsellingservices at all levels of
education

Using data from throughout this report, this chapter has made the case that:

1 The issue of laboumnarket ill mismatches is closely linked to equity
9 Cultural Capital plays an important role indifecisions regarding education
9 Private returns from Higher Education are likely often uraigpreciated

Overcoming these issues requires an investment in imprastingent guidance services to the end of:

I Having sufficient guidance capacity to individually mentor students

1 Formulating guidance strategy with stakeholders so as to be able to adequately reflect career prospects i
advice

I Training guidance counsellors ttearly articulate the benefits of Higher Education, and on offerings-assi
tance at overcoming barriers

We further suggest that such improvement in guidance and counselling services is only achievable through clo
cooperation between such servicesmtmary, secondary and tertiary levels of education.

Recommendation 8: Empowativil society in theenrichment of cultural capital

¢CKS [ dziK2NB 2F (KA& NBLERZNI LlRaddzZ 4GS GKFG | YAye2 NR&
ly parents, school, civil society and peers. Public policy can only have limited effect on the attitudes of parents and
peers, while the influence of school can be properly modulated through effective guidance and counselling services
We recommend, thayf I RRAGA2Y (2 GKAaXZ O2yaARSNAYy3I GKS &AAIYAT
cultural capital, thagovernments formally rally civil society around goals of equity in educatidiere are nume

ous techniques which can be used for thiggmse, including coalitions, themed years, funding schemes,-NGO
government campaigns in school, volunteering schemes etc.

Recommendation 9: Investigate thappropriateness of the EQF as a measure for timeasurement of
educationallevel in Europe

The Eurpean Qualifications Framework was developed in the last few years by the European Commission as a me
framework to accurately describe the level of every qualification in Europe, in terms of knowledge, skills ard comp
tences, and by extension, every edtioaal programme in terms of the EQF level it gives access to. By using this
system it does away with the distinction between VET and Higher Education altogether, and instead embraces
concept of equivalence of qualifications in terms of what could béibeR S&E ONA 6 SR | & Wi S@St ¢

Each country with the EU is currently in the process of mapping its qualifications to the EQF, so that, by 2012, eve
qualification and course in Europe will be mapped to a qualification level. In light of the corrgting reform of

the ISCED, we would recommend that the possibility of mapping the EQF to the ISCED for comparative educat
studies in Europe be investigated.
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Recommendation 10: Increase specificity of data collection on the social dimension withiodeu

In light of the large data gaps in trying to measure equity in Europe at the moment, we would suggest the followin
reforms be made to the large European datalection mechanisms:

f

Eurostat should ensure that numbers on entry into Higher Educatideeith include all 5A programmes (not
institutions or qualifications) and issue guidelines to standardise interpretation of the level of programmes

Eurostat should further begin to produce crosses of educational entry, participation and completion for the
largest of the cros&uropean minority groups into Higher Education

The Eurostudent survey might collect more data on the nature of respondents to the survey, in teriins of cr
teria such as race, ethnicity, disability, rural/urban.etc

The Stocktaking Reporhdhe Social dimension should attempt to (a) standardise data gathering much more
tightly, to allow better comparability of reports, (b) emphasise collection of detailed best practice in terms of
empirical evidence of policy successes for sharing of krigele

8.6 Conclusions fofurther research

Based on the initial findings of this study, and our attempts to formulate an indicator on equity, we suggest that the
following research is needed in the field of equity in Higher Education:

1T

f

AninvestigationintoK S St SYSyiGa 2F Odzf GdzNF £ OFLAGEFE S FyR K2
into Higher Education. While some initial work on this area has been done using PISA data, very little to
nothing exists for the EU as a whole, across a range oplilies and social groups

A survey of policy trends in equity in Higher Education, gauging the attitudes of policymakers towards the
topic in light of financial austerity measures.

Comparative Qualitative Research into the practices implemented to impmuigyewithin all EU member
states, for the purpose of identified good and bad practices, as well as elements of transferability across the
European Union

Statistical Surveys on access for a select number of minority groups, or rather, increased differentia
0KS OdaNNBydGte @FAftrofS aidlidAraagada o0& | LINBRSTAy
2dzNJ a20AS0GeQ

Further investigation into the link between skills shortages and equity issues.

This report also suggests a number oégfic research questions which merit further investigation, based on our
data. These include:

f

1

2 KSGKSNJ GKS LINP@GA&AAZ2Y 2F Y2NB NRdziSa G2 Syda$&NI | A
cess to Higher Education in quantitative terms.

Whether multitrack education systems (i.e. those which involve several changes from one stage to another)
pose higher access barriers than systems with fewer tracks

The nature of the link between high levels of pime work during studies (10h+ per wéeknd dropouts

Future EQUNET reports will focus on some of these issues, with the second report putting a particular emphasis or
access levels for various minority groups to enter Higher Education.
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Annex 2: Neentry rates byage andsex

Figure39: Net entry rate, ISCED 5A2007, by age and sex (country order according to average age of entry-star
ing with lowest)
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