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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.

Definitions & Theories | Page



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
Pagel0| Definitions & Theories



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.

TablelY / 2dzy i NASaQ aSiK2Ra 2F 5FHGlF /26t SOGA2:

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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http://www.fdewb.unimaas.nl/roa/reflex/institutes.htm

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 hOOdzLd GA2y It &adliGdza 2F aididzRSydaQ LI NBydGa

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 | AIKS&ad SRdzOFGA2ylrt FadGFrAYYSyld 2F atdRSydaQ

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 /| 2YLRaAGAZ2Y 2F aGdzRSyiaQ AyoOo2YS

¢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 CompositionofsizRSy 14 Q SELISY RA (i dzNB

¢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).

3411t  NByGaQ SRdzOF A2y
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).

3.412{ (i dzR S y thadget G A Y S

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 5007 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 542007, 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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Germany
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Males

*— Total

Figure4: Net entry rate, ISCED 522007, 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 -
60 -
55 -
50 -
45 4

40 +

35

w
o
I

Net entry rate for 28-3.

< | O°

25 | IS
D CS)RC
20 -

Fi
154 H EU-Z7 SK
o ¢ O™

10 e ala

8 o—o

o NL Median = 1(
5 EEp © I
o o IE o sl
BEO

0

0 510 15 20 25 30 3:5 4‘0 45 5;0 55 éo 5;5 %o
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Figure5: Net entry rate, ISCED 52007, 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
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A Eastern (F)
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70
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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
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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%).
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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*
Avg.
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.
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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.

Box6Y Ly @SaidAy3a Ay I f A Fraingrgam ndnttaditdalirotdst T NY Y EH ¥ NJI K& 2 { ¢
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.
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(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

FigureQ:wl G A2 2F
population, 2005

SourceEurostudent Ill, own calculations
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no data available

& 0 dzR S y (i daBourfotciipktiBrdEstatds tolmanudfiboyirdgbrkers 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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o *missing data
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

Figurelo:wl G A2 2 F & ( dzR Sy (i da@ourfotciipktibrdbstatds xoinfanudiboyirdzbrikers 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
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(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.
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ther (likewise the occupational background). In the last decades the influence of the educational attainment of mothers
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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
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derrepresentation (0.94).
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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 highesteducdt 2 y I £ I ( G I A y Y Stifeils céhiparedl to tzRgeyeinEpepulafi@005
(women 40660 yrs., %)
Source: Eurostudent Ill, 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 fortie A a I R@l y il 3SRY GKS 1 9!w dal A3IKS
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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