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1. INTRODUCTION

The CHEPS Higher Education Monitor

The CHEPS Higher Education Monitor is an ongoing research project, commissioned by the Dutch

Ministry of Education, Culture and Science. The project aims at providing higher education policy

makers with relevant and up-to-date information on national higher education systems and changes in

policies regarding these systems. This information is presented in in-depth country reports,

comparative thematic reports, comparative trend-reports and a statistical data-base. The core

countries for which this information is collected and presented are Australia, Austria, Denmark,

Finland, Flanders, France, Germany, the Netherlands, Portugal, Sweden and the United Kingdom.

Country reports

Increasingly, governments take international trends into account when developing national higher

education policies. Continuing European integration, the increasing mobility of people within the

European Union, as well as the supra-national initiatives deployed at the European level with respect

to higher education (e.g. the Bologna and the Lisbon process) necessitate such an orientation. Policy

makers therefore need to have access to adequate information with respect to structure, trends and

issues in higher education in other European countries as well as other relevant countries. New

technologies have opened access for everyone to vast amounts of facts and figures on higher

education in almost every country. Although these data are indispensable for higher education policy

makers and analysts, they do not provide information that policy makers may use as such. What is

lacking is a frame of reference that may be used to interpret the data.

Such a framework is offered by the CHEPS Higher Education Monitor country reports. These reports

have a clear structure, describing the higher education infrastructure and the research infrastructure.

In addition to an in-depth description of the institutional fabric of the higher education system, the

reports address issues regarding finance, governance and quality in higher education. The country

reports provide the frame of reference for the interpretation of policy initiatives, trend-analyses and

cross-country comparisons.

International databases, such as those set up by the EC (for example the Eurydice database), OECD,

and UNESCO are important sources of information. The data from these sources are extended,

updated and refined by using national statistics, (inter)national journals and magazines, national

policy documents, and research papers.

The country reports will be updated every three years. Information on important recent developments

can be found in the annual update reports

This report deals with the current state of affairs in Higher Education in the United Kingdom. The

United Kingdom is a unitary state but has seen some devolution in the past few years. There are

therefore sometimes differences between, England, Scotland, Wales and Northern Ireland in their

Higher Education policies. When thinking about these differences it is important to keep in mind that

80% of the UK population lives in England, it is for that reason that this report deals first and

foremost with the situation in England. When, however, important differences occur in the other

countries of the UK, these will be dealt with.

2. EDUCATIONAL INFRASTRUCTURE

2.1 Introduction1

The education system is made up of primary education, secondary education, further and higher

education. Compulsory education starts at the age of five. At that age, about half the children have

already been enrolled in some form of pre-school education. Primary education lasts six years,

usually divided into infants (5-7 years) and juniors (8-10 years). Pupils enrol in secondary education

when they are 11 years old. In Scotland, however, primary education begins at the age of 5, and lasts

7 years (up to the age of 12). Secondary education consists of a variety of systems, provided by local

education authorities (LEAs). Compulsory education ends at the age of 16 with the General Certificate

of Secondary Education (GCSE), but most secondary schools provide some form of sixth form

education leading to General Certificate of Education (GCE) Advanced (A) levels (Brennan &Shah,

1993). After the age of 16, pupils can continue with Higher Education.

2.2 Secondary education

Although the focus of this report is on higher education, this report needs to address some issues in

secondary education, as they have consequences for higher education. Secondary education refers to

school-based education for pupils between the ages of (approximately) 11 and 18. Only the first five

years of secondary education (until approximately 16 years of age) are compulsory.

The single most important issue here is that of the different types of secondary education that lead

up to university entrance. In the UK there is a private secondary education system alongside the public

system. To complicate matters the private schools are called public schools; the publicly funded state

schools are either comprehensive schools or, fewer in numbers, grammar schools. The private schools

are expensive and are still quite often boarding schools. There is a strong debate in terms of equal

opportunities of access to higher education. Numbers from 2000 show that 50% of the entrants to

Cambridge and Oxford were from public schools, where less then 10% of all the students in Britain

have attended a public school.

2.2.1 The types of secondary schools

State schools

1 This paragraph is based on Eurydice; Information Dossier on England, Wales and Northern Ireland and Scotland,

2001.
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Most secondary schools England Wales and Northern Ireland are non-selective and accept pupils

regardless of ability. These are known as comprehensive schools. In some areas there are also schools

which select all their pupils on ability. These designated selective schools are commonly known as

grammar schools. In addition to this there exists a ‘Specialist Schools Programme’ that allows a

grant-maintained secondary schools to specialise in a particular area of the curriculum such as

modern foreign languages, arts, sports or sciences and technology, while still delivering the full

National Curriculum. Specialist secondary schools receive additional funding from the Government

and sponsors in industry who are represented on the school governing body. The specialist schools

programme applies to England only and the schools are spread across all parts of the country,

including rural, inner city and urban areas. As a result of recent Government moves to extend the

programme, the number of specialist schools has increased from 535 in September 2000 to 834 for

the start of the 2002 school year. 409 of these will be Technology Colleges, 143 will be Arts

Colleges, 141 Language Colleges, and 141 Sports Colleges. The current Department for Education

and Skills (DfES) target is 1,500 specialist schools by 2005.

In Northern Ireland, with the exception of some areas, there is a selective system of secondary

education, with pupils transferring to grammar schools or secondary schools at the age of 11. It is

largely but not exclusively the grammar school sector, which offers post-compulsory (16+) education

to students alongside further education colleges. Admission to grammar schools is generally on the

basis of tests, which are centrally administered by the Department of Education for Northern Ireland

(DENI).

Secondary education in Scotland involves pupils between the ages of 12 and 18. Education is

compulsory up to the age of 16, and a more specialised curriculum is offered for 2 years beyond

compulsory education (up to the age of 18). All secondary schools offer a general education and,

alongside it, some more vocationally oriented courses, for pupils from the 3rd year of secondary

education onwards.

Public schools2

There are 2,400 schools in the UK which are independent of local or central government control.

They are sometimes called fee-paying schools because they charge parents fees. They are also called

private schools but this is misleading, because most schools in ISC are not privately owned. Most of

them have their own boards of governors and a bursar who is responsible for the school's finances.

Any surplus income is used for the benefit of the school. The head is responsible to the governors but

is usually given a free hand to appoint staff, admit pupils and take day-to-day decisions.

The wide choice of independent schools throughout the country includes day and boarding

schools (and in many cases a mixture of day and boarding pupils); single-sex schools and

coeducational ones; schools for boys and girls of every age and ability from 2 to 19.

The fees for private schools vary considerably, between different school types and within each type

of school. For senior schools (age 11/13-18), the following fees are charged, annually.

£2000 to £3200 Girls' day

£3600 to £6000 Girls' boarding

£2000 to £4000 Boys' day

£3700 to £6100 Boys' boarding

2 Based on information by ISCis: Independent Schools Council information services, 2001
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However, the most elitist schools charge much more than that, for example Westminster charges

£13,305 per pupil, Winchester £17,442 and St Paul's £11,085. On top of the fees, extras can add

considerably to the bill (perhaps another 10%), depending largely on activities in which the child

chooses to take part (such as instrumental tuition, school trips). Most children at independent schools

(86%) are day pupils. About 500 ISC schools offer boarding facilities. These range from schools,

which are all or mainly boarding, to those which are day schools but offer boarding for a few pupils.

An increasing number of schools offer weekly boarding, where the pupil goes home at weekends.

Many independent senior schools set some form of entrance test. The difficulty of these tests and the

standard required for admission, vary and will be related to the type of school. Most urban day

schools, for example, set their own entrance examinations (usually in January) and require a high

standard of performance. This reflects the education they offer: making high demands of very able

children. Some of the so-called "public schools", which admit on the basis of performance in the

Common Entrance examination, are also very selective, admitting only boys and girls with the

highest marks. Many others, however, take a much wider range of ability, some after an interview and

simple test.

2.2.2 Debate on entrance in university sector

The recent debates surrounding British secondary education and access to universities have focussed

on two issues. First, on the quality of the different types of school: grammar, comprehensive and

public schools. Second, on the access to universities of those pupils in state schools compared to the

pupils in public schools and on the related question whether or not this system further reinforces the

difficulties of disadvantaged children to enter universities.

Quality of the institutions3

Although the private system on average is outperforming the state system, there are a growing

number of individual state schools whose rate of improvement is not only outstripping that of their

local private schools but beginning to place them in the same examination ballpark. A comprehensive

such as Oxford's Cherwell, north London's Hasmonean or Haybridge in the West Midlands are all

achieving better A-level results than many famous private schools with fees of £12,000 or more.

What's more, given that they are non-selective, the average results achieved by middle-class students

at these comprehensives - given the tendency of children from middle-class backgrounds to do

relatively well - will be better even than the already high average. In other words, they will be doing

as well as their peers in any private school in the top 50, despite those schools' advantages.

The Government's figures for GCSE results confirm the trend. City technology colleges;

beacon schools; comprehensives and the new specialist schools are all beginning to turn in

remarkable results along with the state grammar schools, which nearly always did. Although the

overall average of pupils graduating from the state system score A* to C is a mere 50 per cent,

compared to the 25 per cent average in the mid- 1980s that is a great improvement.

Differences in access for pupils to top 13 universities

3 Based on Financial Times league tables 2001, for secondary schools
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Even when their grades are the same, public school students are still considerably more likely than

their state school counterparts to win places at the top 13 universities4. Independent-schools achieve

proportionately better A level results. The 7% of students at independent schools account for a third

of the top grades at A level. But the benchmark figures show even when that is taken into account

there is unfairness against state schools students and those from poorer areas. Oxbridge takes roughly

half of its pupils from state school, when state schools provide about two-thirds of top A level grades.

Children from independent schools account for 39% of the entry to the top 13 universities, when on

their benchmark figure they should win 28% of places.

About 600,000 people leave the education system every year. Of the 42,000 who leave independent

schools, more than 11,000 go to a top 13 university. By benchmark results, only 7,800 should.

But of 300,000 children of the less affluent social classes, only 3,500 get in to a top 13 university. By

the benchmark, 4,600 should. Students are about 25 times more likely to get into a top 13 university if

they go to public school than if they come from a lower social class. On the benchmark figure, that is

about double what it should be.

Pupils among the less affluent social classes account for 50% of the population but only 13%

of entry to the top universities. Of the 200,000 pupils who live in less affluent areas, 1,700 get in to a

top 13 university compared to 2,300 that should on the benchmark figure.

At schools with a tradition of top university entrance, pupils will be encouraged to apply for the right

course and university to maximise their chances of getting in and their predicted A level grades

become a reliable source on which universities depend. Applicants from many comprehensives often

do not know or think they are top university material and do not have access to the same information

and contacts with these institutions. On the other hand, more and more pupils at state schools are

receiving private tutoring, thus blending the difference between private and state school.

In practice, once a student enters into a university, the type of secondary schooling is not really

important. A study that followed the education and career paths of academically able pupils over the

past fifteen years has found that "the overwhelming majority" achieved academic success,

irrespective of whether they were educated at a comprehensive school, a grammar school or in the

independent sector. Academic success seemed to depend more on the level to which their parents

were educated than on the type of school attended.5

2.3 Further education/alternative types of education

After secondary education there are several alternatives to higher education in the UK, usually

referred to as further education. In England and Wales further education consists of colleges of further

education, adult education centres, sixth-form colleges and open college and adult education.

2.3.1 Colleges of further education

4 Based on Financial Times league table for universities (2001) this includes: Cambridge, Oxford, York, Warwick,

Bristol, Nottingham, St Andrews, Birmingham, Edinburgh, and Durham, and three London colleges, Imperial,

University (UCL) and the London School of Economics.

5 Based on: Destined for Success? Educational biographies of academically able pupils, Whitty,

Power, Edwards and Wigfall, ESRC, 2002.
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The types of institutions, which provide further education in England and Wales include Further

Education Colleges and sixth-form colleges and adult education centres. In Northern Ireland, only

Further Education Colleges exist. There are no specific branches of study in further education.

Students may take a combination of general and/or vocational courses. However, traditionally Further

Education Colleges offered vocational education and training while sixth-form colleges provided

largely general education.

The colleges and institutions of higher education are largely the product of amalgamations of

the earlier teacher-training colleges with other units. These institutions tend to have a vocational

emphasis in their programs. While many are predominantly involved in teacher training, among them

they offer a wide variety of fields, including the arts, drama, and technology. Colleges may offer

courses leading to degrees, postgraduate qualifications, professional and vocational qualifications and

higher education diplomas, but the degree itself must be conferred by university or other authorised

body.

Further education colleges provide full or part-time education and training for students over

compulsory school-leaving age (16). Further education colleges traditionally offered courses of a

vocational nature, but many now also offer academic courses. Most Further Education Colleges are

specialised in engineering, agriculture, fine arts or teacher training, but there are also some which are

specialised in business, architecture, and other fields of study. In Northern Ireland, they also offer parttime

recreational courses for adults. All courses lead to nationally recognised qualifications of a

number of national examining and awarding bodies. The subjects of study and the number of hours

involved vary between the courses.

Further Education Colleges can apply for the authority to award its own degrees but must be

able to demonstrate a good record of running degree courses validated by other universities. They can

apply for university status but must satisfy a number of criteria, including the power to award its own

first degrees and higher degrees. The Further and Higher Education Act 1992 allows for the transfer

of further education institutions into the higher education sector, if 'the full-time enrolment number of

the institution concerned for courses of higher education exceeds 55 per cent of its total full-time

equivalent enrolment number

2.3.2 Sixth form colleges

Exclusive to England and Wales, sixth-form colleges were governed by Schools Regulations and

offered full-time academic courses to students over compulsory school-leaving age. However, the

Further and Higher Education Act 1992 has brought them into the FE sector and they may now offer

the full range of further education courses, both full- and part-time. There are no formal

qualifications required for admission to an institution of Further Education or to an adult education

centre, although individual courses may have specific requirements. Many colleges have introduced

access courses aimed specifically at people with no academic qualifications.

2.3.3 Open College and adult education
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The Open College, which began offering courses in 1987, is an independent institution, but was

supported initially by governmental funding. It aims to provide open learning course on vocational

subjects at a variety of levels. The courses do not necessarily lead to a recognised national qualification,

and are mainly aimed at updating people’s knowledge or skills. The Open Tech Programme was set up

by the Manpower Services Commission (MSC), and aimed at developing training by open access

methods within firms or by collaborations between firms, colleges and other agencies. The Open

College of Arts was established in 1987 to enable people to study the arts from home. It functions

similarly to the Open University (see next section), but it receives no government funding (it depends on

fees and donations).

Adult education is frequently defined as including higher education for adult students in

universities and colleges. In this sense, all of the Open University’s work would count as adult

education, as would most part-time courses in universities and colleges. But there is also education

that is specifically targeted at adults.

Adult education centres are under the control of the Local Educational Authorities (LEAs).

The Education Reform Act 1988 permitted these authorities to set up schemes for the local

management of these institutions, which resulted in the delegation of certain management functions

to governing bodies. In adult education centres, the LEA delegates the day-to-day management of the

institution to the principal or director. LEAs are encouraged to establish governing bodies in adult

education centres and to delegate the management of the budget and staff, but are not obliged to do

so. Adult education centres may be organised along departmental lines, similar to those of FEFC

sector institutions. The centres usually have one administrative centre with teaching spread across a

number of sites, some of which may be on school premises which remain open in the evening. These

centres have a small number of full-time staff who co-ordinate the work of a large number of parttime

staff. However, the organisation of adult education does vary between LEAs.

2.4 Higher education

2.4.1 History of higher education institutions

There are 90 universities in the UK (including 73 in England, 13 in Scotland and two each in Wales and

Northern Ireland). Universities in the UK have been established in four ‘waves’. The first universities

were Cambridge and Oxford. In the nineteenth century the so called Redbrick universities followed,

catering for a new market of students and employers that came into being as a consequence of the

industrial revolution. The third wave of universities was established in the 1960s again to cater for a

growing demand in society for higher education. The final universities are the former polytechnics that

were given university status in 1992. The universities that were established in the first two waves were

created by Royal Charter, the universities that were established later are based on Parliamentary

Statute. Whatever the legal basis, each university is self-governing. Any amendment to institutional

charters and statutes is made by the Crown acting through the Privy Council on the application of the

universities themselves. Each university determines which degrees and other qualifications it will

offer.

Educational infrastructure 13

The transition of the polytechnics to universities also meant the end of the binary system and the

establishment of unified system of higher education. The changes of 1992 created a single system of

higher education, with a unified funding structure and separate funding councils for England, Scotland,

and Wales. With only one exception, the University of Buckingham, all universities are publicly funded

institutions. The Further and Higher Education Act 1992 allows higher education institutions in

England and Wales, which satisfy prescribed criteria to apply for permission to include the word

'university' in their titles. All polytechnics were allowed to do so and only one (Anglia Polytechnic

University) has chosen to retain the word 'polytechnic' in its title. The title 'polytechnic' will not, in

future, be given to new institutions in the higher education sector in future. Although the UK has this

unified structure, the university sector (and literature) still refers to a distinction of “old universities”

and “new universities” in other words between traditional universities and former-polytechnics.

The “old universities” were all established as universities before 1992. In general terms, the

'old' universities do not provide professional training, although they do provide a range of

professionally accredited degree courses including engineering, accountancy, teacher training,

librarianship and information science and medical studies. Qualifications specific to a profession and

required for its practice are more often obtained through successfully completing examinations set or

accredited by professional bodies, such as the Chartered Institute of Public Finance and Accountancy

and the Council of Legal Education.

Most of the “new universities” were previously polytechnics. Polytechnics were originally set

up by charitable endowment to enable working-class men and women to advance their general

knowledge and industrial skills on a part-time or full-time basis. Their role changed with the 1966

White Paper, "A Plan for the Polytechnics and Other Colleges” (GB. Parliament House of Commons,

1966), which described the polytechnics as regional centres of higher education linking industry with

business. Since the Education Reform Act 1988, which removed polytechnics and colleges and higher

education institutions in England from local education authority control, these have also been

autonomous institutions. Permission to use the word 'university' has also been granted to some other

higher education institutions.

Next to this traditional higher education system, the Open University was set up in 1969 and is now the

major provider of part-time degrees in the United Kingdom. It is an autonomous institution, and is able

to award degrees like other universities. Unlike other universities, however, it is financed through the

Department of Education and Science rather than through the HEFC.

Three main types of programmes are offered at the Open University: undergraduate courses,

postgraduate courses, and continuing education and “post-experience” courses. The third type of course

is open for students who do not wish to register as an undergraduate, and these programmes may include

courses taken from the undergraduate programme or specially developed short courses on social or

community issues. In addition to these three main types of education, some Diploma courses are offered

through the Open University.

The bulk of the teaching at the Open University is done through distance learning. Television and

radio broadcasts are used, as well as audio cassettes, etc. Many courses require students to participate in

a residential summer school, which takes place at selected universities during the summer holidays and

last for a week. Regular tutorials are available at local study centres.
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2.4.2 Structure of university education

All institutions must offer a wide range of courses. Universities must have a sufficient distribution of

students across five of the eleven curriculum areas listed by the Higher Education Funding Councils

(HEFCs) and accepted by DENI (Department of Education Northern Ireland). Institutions, which

were originally set up as, for example, institutes of technology but which subsequently received a

university charter tend to retain their technological specialism. Courses available are listed in a

variety of directories (Universities and Colleges Admissions Service UCAS, 2002); (Universities UK,

2002); (British Council, 2002).

Each institution determines the number of hours of study required for every subject. Students

attend more classes for some subjects, such as science-based disciplines; others may require students

to spend more time in private study.

The academic year has traditionally been divided into three terms; however, modular systems

of study based on two semesters a year are becoming more common. Many institutions operate Credit

Accumulation and Transfer Schemes (CATs), the aim of which is to help students create a personal

programme of studies to complete a degree. Within CATs, credit may be given for previous study or

work experience. CATs also facilitate degree completion by students who are unable to undertake

one continuous period of study. Institutions may also form local consortia to operate a common CAT

scheme, thus enabling students, where appropriate, to follow certain courses at institutions other than

their own but for which they will be given credit towards their degree.

Institutions may also choose to offer courses that are specifically intended to meet the needs

of the local community. Thus they may offer part-time courses providing professional updating,

which people attend on day release from work or attend in the evening, or leisure courses on matters

of potential interest, such as local history or geography, or language or literature classes.
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2.4.3 Diplomas and degrees awarded

The universities offer the following degrees (QAA, 2001)6:

Level 1: Certificates of higher education

Level 2: Foundation degrees, ordinary bachelors degrees, higher national diplomas, diplomas of

higher education

Level 3: Bachelors degrees with honours, graduate certificates and diplomas

Level 4: Masters degrees, postgraduate certificates and diplomas

Level 5: Doctorates

2.4.3.1 Undergraduate programmes

Certificates of Higher Education

Higher Education Certificates are aimed at those who wish to study part-time at a Higher Education

level without the long term commitment to a part-time Degree. They are offered at Level 1

(equivalent to the first year of undergraduate study) and there are no entry-requirements - all are

welcome to apply. To gain a Certificate, students need 120 credits taken in subjects determined by

the universities.

Higher National Diplomas

Higher National Diplomas (HNDs) provide an alternative route for students wishing to enter higher

education, without studying for a Bachelors degree. HNDs usually last two years, and tend to have a

more explicitly vocational focus. Successful completion of an HND can lead to second year entry to a

related degree. For some subjects, it's possible to do a one-year top up for an ordinary degree, and

further part-time study to convert that to an honours degree. (HERO, 20037).

Diplomas of Higher Education

A Diploma of Higher Education (DipHe) is similar to an HND, but stands as an accredited

professional qualification, providing access into professions such as nursing and social work (HERO,

20038).The Diploma in Higher Education was created in 1972 as a two-year course at universities,

polytechnics and colleges the DipHE was to be "no less intellectually demanding" than the first two

years of a degree course. The 1972 white paper, Education: A Framework for Expansion, identified a

gap in routes for school and college-leavers - the choice only of entering employment and studying

part-time, or committing to a course lasting at least three years. Only a limited range of two-year

courses was available, all in specific vocational areas; not much has changed since. The 1972 white

paper saw the new courses as a "critical element" in achieving greater flexibility in higher education.

The DipHE did not become a major feature of the higher education landscape nor a clear alternative for

large numbers of students. The universities hardly touched it, and in the polytechnics and colleges, the

numbers on "free-standing" DipHE courses never reached more than about 4,000 (compared with more

than 250,000 on first-degree courses in 1990) (Pratt, THES, 2000).

6 See: http://www.qaa.ac.uk/crntwork/nqf/ewni2001/contents.htm

7 http://www.hero.ac.uk/studying/types_of_course258.cfm

8 http://www.hero.ac.uk/studying/types_of_course258.cfm
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Foundation degrees

Foundation degrees were introduced in September 2001 following proposals announced by the

Secretary of State in February 2000.The foundation degrees are in a sense not unlike the diplomas in

higher education. They courses aim to fill an alleged gap in provision, as were those of 1972.

Foundation degrees aim to meet the shortage of people with technician-level qualifications and to

develop "the right blend" of skills that employers need. There is visible concern that the new courses

will be accepted in their own right, not, as the white paper put it, "a cheap substitute" for existing

courses. There are, however, differences between the proposals. The foundation degrees are

explicitly concerned with vocational aims. The ministry stresses the importance of the necessity to

include key skills and knowledge in the degrees that enable graduates to "contribute their full

potential in all sectors of the labour market, so meeting the needs of employers" (Pratt, THES, 2000).

Therefore, the degrees have been developed by partnerships of higher education institutions with

degree-awarding powers, employers, and further education colleges, supported by the Higher

Education Funding Council for England, the National Assembly for Wales, and, in Northern Ireland,

the Department for Education and Learning. They are intended to help education providers to address

the shortage of intermediate level skills and to widen participation in higher education and stimulate

lifelong learning. They are available in employment-related subject areas such as Internet computing;

learning support; and hospitality, leisure and tourism. Foundation degrees are intended to be

completed in two years or an equivalent period part-time, and are designed to offer opportunities to

progress to a first degree (HEFCE, 2002).

First degrees

First degrees include traditional first degrees (the most common are Bachelor of Arts and Bachelor of

Science), first degrees with Qualified Teacher Status / registration with the General Teaching Council

for Scotland, enhanced first degrees and first degrees obtained concurrently with a diploma.

The first degrees are mainly three-year programs. Exceptions to the three-year programs are, for

example, language courses (with an extra year spent abroad), extended engineering courses, medicine,

architecture, the initial teacher training honours B.Ed., and programs with industrial training (the socalled

‘sandwich courses’). Besides, many degrees in the University of Keele, and most degree

programs in Scottish universities, also take four years. Undergraduate degree programs can be

completed at different levels, the lowest level being the bachelor pass degree and the highest level being

the bachelor first-class honours degree (the classifications in between are honours second class i en ii,

and third class). Bachelor’s honours degrees can be divided into three categories: first class honours;

second-class honours and third class honours. The difference between a honours degree and an

ordinary degree is the study load: for an ordinary degree fewer credit points are obliged.

Some institutions have introduced accelerated two-year degrees, which require students to

study during the normal vacation periods. It is now rare for the class of degree awarded to depend

completely on student performance in final examinations.

First degrees have the title of Bachelor of Science (B.Sc.) or Bachelor of Arts (BA); special

qualifications are sometimes awarded for bachelor's degrees in engineering (B.Eng.) and education

(B.Ed.). Upon completion of an undergraduate program, three types of programs with different

qualifications can be followed: postgraduate diplomas and certificates, master's degrees, and

doctorate degrees.
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2.4.3.2 Post graduate programmes

Post-graduate degrees may be obtained by successful completion of taught courses or individual

research or a combination of these. They are awarded at two levels, Masters' Degrees and Doctorates.

Universities may also award honorary higher degrees (often doctorates) to persons of distinction in

academic and public life or to people who have made an outstanding contribution to the university or

the local or national community.

Master degrees

Postgraduate qualifications include doctorate degrees, masters degrees, higher bachelors degrees

(bachelor degrees with honours) and Postgraduate Certificates in Education (PGCE) (Hesa).

Postgraduate certificate or postgraduate diploma programmes are generally open to students who

have a degree in one discipline and are seeking to broaden their academic background in an

additional one. In this sense, the holders of these Postgraduate credentials are viewed as having

undergraduate school credentials in the additional discipline. The length of study is usually one year.

A master’s degree is conferred after one or two years’ study following the bachelor’s degree.

Masters' degrees usually require a minimum of one year's full-time study (more commonly, two

years), or the part-time equivalent. Exceptions are Oxford and Cambridge Universities, where the

degree of Master of Arts (MA) is an indication of 'maturity' and not of additional academic

achievement. Graduates of these universities (that is, holders of the degree of Bachelor of Arts ( BA )

may apply ('supplicate') for the degree of Master of Arts (MA) on payment of the appropriate fee,

without undertaking any further study or examination.

Common degrees obtained for taught or research Master’s (or a combination of both) are:

Master of Arts (MA), Master of Science (MSc), Master of Business Administration (MBA), Master

of Education (MEd), Master of Social Work (MSW), Master of Musical Arts (AMusM), Master of

Medical Sciences (MMedSci) and Master of Philosophy (MPhil).

Doctoral degrees

Doctoral degrees are postgraduate degrees awarded for an extended essay, known as a thesis.

Doctoral theses are normally expected to be around 60,000 to 80,000 words in length, although this

depends largely on the kind of information presented. The most important criteria are that a thesis is

based on original research and thought, that it is clearly presented and that it adds to mankind's pool

of knowledge. Many students study for the degree on a part-time basis. The degree awarded is

normally that of Doctor of Philosophy (PhD or, at a few universities, DPhil), regardless of the field of

study of the research, except for a few specialised fields as in the case of the degree of Doctor of

Musical Arts (AMusD). Students may apply for bursaries to allow them to pursue full-time research

for a doctorate for up to three years.

Senior doctorates may also be awarded to established scholars, often in recognition of a

substantial body of published work. The titles of these senior doctorates normally reflect the field of

the holder's interest more closely than do PhDs; thus titles such as Doctor of Letters (DLitt) and

Doctor of Science (DSc) are awarded.
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2.4.4 Access

The United Kingdom is one of the more selective higher education systems in Europe. In 2000, about

25% of the candidates were denied access. Though there is a central agency co-ordinating the

admission procedures for almost all full-time university programmes (the Universities and Colleges

Admission Services, UCA). The universities themselves are responsible for the selection of students.

They decide on the criteria used, which may differ from department to department. Universities are

not obliged to explain the reasons for admission or rejection.

Entrance qualifications9

The traditional qualification for entry to degree study has been two or three General Certificate of

Education Advanced Level (GCE A-level) passes as well as a minimum number of General

Certificate of Secondary Education (GCSE) passes at grade C or above. These remain the most

common form of entry qualification held by full-time undergraduate students. However, a wide range

of other qualifications is acceptable for entry. This includes Advanced Vocational Certificate of

Education (VCE A level) qualifications, Edexcel BTEC National Qualifications, and the International

Baccalaureate. Many courses require some or all of the qualifications for entry to be in specific

subjects or in a specific range of subjects. In practice, because entry is competitive, most institutions

require levels of qualifications considerably above the minimum. These requirements may be

expressed in the number of passes or in the grades to be obtained. For example, university

departments of medicine usually require three A-level passes at grade A or two A-level passes at

grade A, plus one pass at grade B, in specific subjects.

A new ‘UCAS Tariff’ has been developed to, provide a points score system for reporting

achievement for entry to higher education. The new system is being introduced from 2002. It takes

provision for a wide range of qualifications including Scottish qualifications.

Most institutions also welcome applications from mature candidates who have had appropriate

experience but may lack formal qualifications. Increasing numbers of universities offer courses on a

modular and part-time basis and many institutions now also give credit for prior study and informal

learning acquired through work or other experiences (Accreditation of Prior Learning (APL) or

Accreditation of Prior Experiential Learning (APEL).

Access courses can also provide an entry point to higher education. These are courses offered

largely by further education institutions and aim to prepare students without academic qualifications

for entry to higher education. The courses are aimed mainly at mature students and are designed and

taught to meet their needs. Such courses can, in certain circumstances, provide guaranteed entry to

specific undergraduate courses.

The proportion of students admitted with non-traditional qualifications varies from one percent

to over 70 percent, depending on the institution. There are specific requirements for admission to

courses of initial teacher training. Students on higher education courses are expected to be able to

follow lectures in English and to present their work and examinations in correct English. The

University of Wales and some other institutions in Wales have provision for students to follow some

courses through the medium of the Welsh language and to present work and take examinations in that

language.

If the number of candidates that meets the minimum demands exceeds the number of places

available, which happens in many disciplines, institutions may apply additional selection criteria,

like:

- exam results in addition to the minimum standards;

9 This section is based on Eurodice, 2002
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- references of teachers;

- personal arguments and motivation;

- interviews (only at Cambridge university).

For overseas students, the situation is different, since often overseas school leaving certificates do

not meet the entry requirements of some British institutions. The National Academic Recognition

Information Centre (NARIC) checks, whether overseas student-qualifications meet the British entry

requirements. In addition students are expected to be able to follow lectures in English and to present

their work and examinations in correct English. The University of Wales and some other institutions

in Wales make provision for students to follow some courses through the medium of the Welsh

language and to present work and take examinations in that language.

Admission procedure and requirements10

Those wishing to enter higher education have to fill out an application form a year before entrance (in

October). They can mention eight choices (of institutions and programmes) at maximum. No

preferences can be given. UCAS collects all application forms and sends them to the institutions

mentioned at the form. The institutions assess the applications in relation to their own admission

policy. In April the aspirant-students are reported by UCAS on the decisions of the institutions and

which of their applications have been approved. In this stage students did not have their final exams

yet and therefore the offer of the institutions is conditional, which means that the offer stands under

the condition that the examination results of the candidate meet the demands of the institution. When

students receive the results of the admission decisions of the institutions, they have to react formally

to the offered places by choosing maximum 2 programmes. As a habit they choose one programme

for that they have a strong preference and a second one for the case they do not meet the demands of

this programme preferred. This implies that the student cannot enrol another institution through the

UCAS. The UCAS provides the institutions with the choices of the students. After the examination

results are known, UCAS will report them to the universities. If an aspirant-student meets the

required demands, the institution is obliged to confirm his study place (Confirmation). If a candidate

does not meet the demands, the institution may after all accept him if the institution has places

available11. Those who have been rejected for one of both programmes of their choice but meet the

minimum criteria to be admitted to higher education can compete for the study places still available

through the so-called Clearing Scheme, which starts in September. Candidates who sent in their

application form in a later stage, may also be admitted to this clearing process. During this process

the places still vacant are published by UCAS after which the students and institutions can contact

each other directly. Practically all candidates have to compete for a study place through the UCAS

procedure. Since the institutions do not have to explain the reasons for rejection or admission of

individual students, it seems useless to appeal against a negative admission decision.

Students numbers

10 This section is based on Eurodice 2002

11 This paragraph is based on Eurydice, Information on England, Wales, Northern-Ireland and Scotland 2001
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The governmental white paper “The future of Higher Education”12 is very clear about what it wants to

achieve in terms of student numbers: expand. It states that the economic case for expanding the

provision of higher education is extremely strong. But that at the same time expansion must not lead

to a compromise on quality and that the courses and patterns of study on offer really match the needs

of the economy, as well as the demands of students themselves. The government has set an objective

to increase participation in higher education towards 50 per cent of those aged 18–30 by the end of

the decade. Participation in England is already 43 per cent.

The bulk of this expansion will be realised by creating new types of qualification, tailored to the

needs of students and of the economy. The emphasis will be on the expansion of two-year workfocused

foundation degrees, as they become the primary work-focused higher education qualification.

In other words government strives to support employers to develop more foundation degrees focusing

on the skills they really need; and to encourage students to take them by offering financial incentives

for them; finally government has pledged to fund additional places for foundation degrees rather than

traditional three-year honours degrees. On top of this government will encourage other sorts of

flexible provision, which meet the needs of an increasingly diverse student body, by improving more

support for those doing part-time degrees, and supporting the development of flexible “2+”

arrangements, credit transfer, and e-learning.

Access in Scottish, Welsh and Northern Irish Higher Education.

In Northern Ireland, access provision started in 1973 with the introduction of a Certificate in Foundation

Studies for Mature Students by the University of Ulster at Magee College (now the University of

Ulster). Queens University Belfast first validated access courses at further education colleges in 1989. In

1992 new regulations were introduced which standardised course requirements and led to the award of a

Certificate in Foundation Studies.

In 1989 Welsh higher education institutions in association with the Welsh Office established the

Wales Access Unit (WAU) for provision of access programmes and establishment of Authorised

Validating Agencies (AVAs) for quality assurance of access programmes in Wales. Many different

types of education institutions (such as further education colleges, LEAs, many community and

voluntary providers, some trade unions, employers, etc.) work together as part of an Access and Credit

Consortia. In 1996-97 all access programmes became modular and credit-based.

Scottish access programmes developed separately from those of the rest of the UK. Two main

types of access programme exist: 1) programmes provided by higher education institutions, and 2)

programmes offered under the auspices of three consortia of education authorities. The first type is

subject to internal quality assessment in line with the quality promotion arrangements of the UACE.

Some access courses are offered as part of Special Entry Summer School, which is intended to support

greater participation from lower social classes. Programmes of the second type were established in 1988

(with funding from the Scottish Office Education and Industry Department) under the Scottish Wider

Access Programme (SWAP). These programmes are based on SCOTVEC’s National Certificate

modules and are subject to SCOTVEC’s quality assurance examinations.

Table 1: New entrants in first degree programmes by discipline

Econo

mics

Medic

ine

Social

Sciences

Agricul

ture

Natural

Sciences

Law Techn.

Sciences

Huma

nities

Arts Other Total

1994 37440 26762 46159 3135 43810 13811 60510 35726 22221 65132 354706

12 The future of Higher Education, Department for Education and Skills, 2003

(http://www.dfes.gov.uk/highereducation/hestrategy/)
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1995 32991 24130 40808 2696 40214 12564 52141 33943 22713 58963 321163

1996 41690 31928 43532 3337 44496 14302 59925 35686 25579 69226 369701

1997 45168 33180 44923 3553 47545 14800 61335 37666 28849 45900 362919

1998 44901 35167 44052 3481 44691 14133 60501 35400 28917 43769 355012

1999 44310 36330 44890 3280 43680 13720 59570 36740 29750 39700 351970

2000 43785 37955 45865 3315 42995 14055 61225 37660 31400 38830 357075

Source: CHEPS Higher Education Monitor, 2003

Higher Education in the United Kingdom 22

Table 2: New entrants in other undergraduate programmes by discipline

Econo

mics

Medic

ine

Social

Sciences

Agricul

ture

Natural

Sciences

Law Techn.

Sciences

Huma

nities

Arts Other Total

1994 32841 18335 15478 2189 5462 1841 26275 10360 6209 30603 149593

1995 24490 16215 15723 1994 4339 1435 20304 11960 4648 24539 125647

1996 29443 34523 18991 2045 4804 1977 22014 14585 5568 46931 180881

1997 27261 34844 18992 2394 4920 2123 23240 15555 5910 47189 182428

1998 27569 49225 20549 2282 5939 2449 24580 20689 6988 76157 236427

1999 25900 53410 21290 2160 5620 2430 24920 20340 6740 77520 240330

2000 26235 68530 26755 2310 5710 1205 31810 29970 9140 91460 293125

Source: CHEPS Higher Education Monitor, 2003

2.4.5 Participation

Women’s participation overall is now in line with their demographic representation. The percentage

of women undergraduates in the UK has doubled since 1963. But they are unevenly distributed across

subjects and levels of study. Women are under-represented in engineering and technology; and more

than proportionately represented in the arts and humanities and in the natural sciences. Women are

under-represented at higher levels of study, especially in research degrees, where only 35 per cent of

postgraduate research students are women.

Participation rates amongst students from the Registrar General’s socio-economic groups IV

and V rose steeply during the late 1980s and early 1990s across the UK. But the ratio of participation

between socio-economic groups did not change significantly. The share of participation in higher

education by those from professional and managerial groups (groups I and II) is much higher than

their share in the economically active population. The share by those from the three other socioeconomic

groups is lower than their share in the economically active population.13. Men from socioeconomic

groups IV and V are particularly unlikely to participate. Once in higher education, those

from socio-economic groups IV and V are more than twice as likely to be studying for a sub-degree

qualification as those from groups I and II (Dearing, 1998).

Mature students (those over the age of 21) are well represented: more than half of entrants to

higher education are now over 21 and 30 per cent are over the age of 30. Older students are

particularly strongly represented among part-time students: 63 per cent of first degree students

studying part-time are over 30 and of those 30 and over, 55 per cent study part-time.

13 The group-number refers to an indicator which focuses on group I professional social economic group; group II

intermediate social-economic group; group III skilled non-manual group and skilled group; IV partly skilled group

and V unskilled group.
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Ethnic minorities as a whole are more than proportionally represented in higher education,

compared to the general population. In 1994, 8.2 per cent of the 18 to 20 year olds in higher

education were from ethnic minorities compared to 5.2 per cent in the population as a whole

(although it has to be noted that the age profile of the ethnic minority population tends to be younger

than that for the population as a whole). Ethnic minority students are also represented differentially in

different subjects and disciplines, with Afro-Caribbean students being more than proportionately

represented in arts and humanities programmes and under-represented on technical programmes.

Some professional programmes, such as teacher training, where it might be argued that proportional

representation is particularly important, appear to be failing to recruit students proportionately from

the various ethnic populations in the UK. Black students are also more likely to study for degree

qualifications part-time; and Black students and those from the Indian sub-continent are more likely

to study for sub-degree qualifications than the population as a whole.14

Table 3: Total enrolment in first degree programmes by discipline

Econo

Mics

Medi

cine

Social

Science

Agricul

ture

Natural

Science

Law Tech

nical

Science

Huma

nities

Arts Other Total

1994 100397 76412 137090 9325 116763 38067 162352 106826 56801 191731 995764

1996 109468 92240 132072 10269 127435 38781 163857 111232 67733 209656 1062743

1997 112736 96049 129517 10313 132662 40545 163341 113110 73638 117478 989389

1998 116710 101375 129599 10735 132455 40539 164193 111216 76582 118579 1001983

1999 117420 104820 128780 10370 132380 39460 163920 113420 78830 111040 1000440

2000 119745 111835 131285 10530 132030 40035 169950 113925 82900 105665 1017900

Source: CHEPS Higher Education Monitor, 2003

Table 4: Total enrolment in other undergraduate programmes by discipline

Econo

Mics

Medi

cine

Social

Science

Agricul

ture

Natural

Science

Law Tech

nical

Science

Huma

nities

Arts Other Total

1994 54184 38192 25045 4523 8351 2276 43436 11410 10528 38279 236224

1996 49444 71197 33266 4343 8485 5896 37820 28969 10454 83090 285464

1997 44516 78483 33037 4607 7913 2917 37118 27983 10441 176659 423674

1998 42812 89113 30434 4491 8563 2966 37853 27279 10668 185255 440434

1999 39960 99010 31140 4370 8000 2810 38040 27300 10120 189610 450360

2000 40865 124210 40310 4630 8575 1715 48100 37690 13025 204915 524035

Source: CHEPS Higher Education Monitor, 2003

14 Dearing, Insitute for Employment Research (1997) the Participation of Non-Traditional Students in Higher

Education, quoted in its evidence to the committee , November 1996

Higher Education in the United Kingdom 24

2.4.6 Outflow

Table 5: Graduates with first degree per discipline

Econo

Mics

Medicine Social

Sciences

Agricul

ture

Natural

Sciences

Law Techni

cal

Sciences

Huma

nities

Arts Other Total

1994 25916 16725 33567 2300 29887 9598 38523 28312 14633 38337 237798

1995 23733 16142 33118 2358 29168 8154 33162 27607 15633 34813 223888

1996 29499 20316 35319 2796 33141 9789 39794 30166 18135 36305 255260

1997 29401 22184 34524 2760 34120 9889 39838 30247 19390 36400 258753

1998 30937 23435 35094 2857 34665 9982 39615 30179 20300 36607 263671

1999 31910 23760 34660 2900 35720 10210 38350 31580 21260 34930 265280

2000 33515 26570 34640 2905 36390 10255 39775 31355 22415 34840 272660

Source: CHEPS Higher Education Monitor 2003
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Table 6: Graduates higher degrees per discipline

Econo

mics

Medi

cine

Social

Sciences

Agricul

ture

Natural

Sciences

Law Technical

Sciences

Huma

nities

Arts Other Total

1994 9279 3506 8131 974 5881 1285 9033 4600 1615 2664 46968

1996 11629 4692 9990 1067 7934 1925 10377 6353 2032 3003 59002

1997 13022 4791 10954 1146 8631 2438 11275 7126 2576 3009 64968

1998 13338 5090 11511 1060 8646 2731 12165 7181 2624 2829 67175

1999 14540 5390 12010 1170 9010 2950 12500 7990 3100 3250 71910

2000 17445 6525 14945 1095 10715 3780 15125 9610 3645 3650 86535

Source:CHEPS Higher Education Monitor, 2003

3. RESEARCH INFRASTRUCTURE

3.1 Introduction

Private sector companies and research institutes and a range of public sector bodies, as well as

universities and colleges, carry out research. In order to show the relative concentration of research

performed in the higher education sector, the percentages of Gross Domestic Expenditure on research

and Development (GERD) will be given for each of these sectors. In 1995 the business enterprise

sector performed 65.5% of the GERD. This can be compared with 18.8% in the higher education

sector, 14.5% in the government sector and 1.2% in the private non-profit sector (OECD, 1997). The

last sector mainly consists of research council institutes. The Ministry of Defence and the Department

of Trade and Industry mainly carries out research in the governmental sector (CHEPS, 1999). The

business enterprise sector is therefore of key importance in the total research effort in the UK

3.2 Funding of Research

Government University Funding consists of two main streams:

1 Funding from the Higher Education Funding Councils (HEFC) for teaching and some research, for

which the Ministry for Education is responsible

2 Funding from the Research Councils for research, for which the Office of Science&Technology at

the Department of Trade and Industry is responsible.

In addition most universities raise research income from private sources (e.g., the British Academy

and the Royal Society), industry, through contract research and other services.

3.2.1 The Higher Education Funding Councils

Since 1994 the general funding of universities have been unified in the funding of the HEFCs. There

are four HEFCs, one for each of the UK regions: Wales, Scotland, England and Northern Ireland. The

HEFC for Northern Ireland is part of the Department of Education in Northern Ireland. Furthermore a

Further Education Funding Council was introduced in order to fund the colleges of further education

(Eurydice, 1997).

The HEFCs provide funds for teaching and research. These funds are allocated by formulae

(formula funding) and are distributed as a block grant, which institutions can spend at their own

discretion. Part of the recurrent resources distributed to institutions is in the form of non-formula

funding to support aspects of teaching and research which cannot be adequately supported through

formula funding, e.g., inherited liabilities from local education authorities; copyright libraries;

museums; galleries and collections and special initiatives. Institutes can freely use teaching grants to

support research and vice versa. The HEFCs do not know to what extent this occurs, nor in which

direction..

In 1995-96 the HEFCs (excluding Northern Ireland) allocated just over a quarter (776 million

pounds) of their total budgets to research. About 95% of the total research funds are distributed

selectively, according to criteria of quality. The remaining 5% is distributed according to the

priorities set by each council. Research is therefore funded quite selectively, with 15 universities

receiving about 50% of the available funds in 1995-96 (CHEPS, 1999).
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3.2.2 Research Councils15

There are seven UK Research Councils each established under Royal Charter. The Councils fulfil the

objectives set out by Government in the White Paper "Realising our Potential" (1993). Statutory

control of the Councils is exercised by the Department of Trade & Industry, supported by the

Director-General of Research Councils, within the Office of Science & Technology.

The UK Research Councils are:

Biotechnology & Biological Sciences Research Council

Council for the Central Laboratory of the Research Councils

Engineering & Physical Sciences Research Council

Economic & Social Research Council

Medical Research Council

Natural Environment Research Council

Particle Physics & Astronomy Research Council

The Government’s Quinquennial Review of the Grant Awarding Research Councils (QQR) in 2001

recommended that a new high level strategy group be established to enhance the collective leadership

and influence of the Research Councils and secure greater strategic coordination in the funding of

science. The review also concluded that: The Councils need to develop a clearer identity and

purpose, whereby they will be able to establish stronger links with the other major science funding

organisations, including the funding councils, Government departments and the major charities; and

A closer relationship is needed between the Councils and other key stakeholders, including the

universities and the business and public service organisations which use their research and expertise.

In response to the QQR’s findings and the Quinquennial Review of the Council of the Central

Laboratory of the Research Councils (April 2002) a new venture Research Councils UK was

launched on 1 May 2002. The venture is led by the Research Councils UK Strategy Group. The

membership of this group comprises the Chief Executives of the seven Research Councils and the

Director General of the Research Councils.

The Arts & Humanities Research Board (AHRB) was established in October 1998, as an initial

response to the Dearing Report. This recommended that a new body be set up to provide support for

research into the arts and humanities. Government is currently considering whether AHRB should

evolve into an Arts and Humanities Research Council. The Chief Executive of the AHRB sits, as an

observer, on the Research Councils UK Strategy Group.

3.2.3 Other funding bodies

There are a large number of organisations funding research activities in higher education. The major

“other funding bodies’ are categorised and listed below.

The Royal Academy of Engineering (RAEng)

The Royal Academy of Engineering is both a national forum for leading engineers in all fields and a

funding agency for engineering-related study and research. In its former capacity the Academy

honours the UK’s most distinguished engineers. In the latter, it sponsors and co-sponsors research

fellowships, scholarships and industrial training schemes. The Academy is a registered charity

15 Based on information provided by the Research Councils UK: http://www.research-councils.ac.uk/
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supported by government grants. The Academy was established in 1976, originally as the Fellowship

of Engineering, largely on the initiative of the Duke of Edinburgh and a group of senior engineers

who felt that a prestigious body could promote the views of engineers of all disciplines at national

level in the UK. The object of the Royal Academy of Engineering is the pursuit of excellence in the

whole field of engineering.

UK Charitable trusts

After the higher education funding councils and the research councils, UK charitable trusts and

foundations are the largest sponsors of research in universities. Charities added up to about 554

million pounds in 2000-2001, which is 25% of the total research funding. Charities are the most

important source of support for medical research in the universities, in particular for larger and

longer-term research programmes.

British Academy

The British Academy is a national academy for the humanities and social sciences. It was established

by Royal Charter in 1902. It is an independent and self-governing fellowship of scholars, elected for

distinction and achievement in one or more branches of the academic disciplines that make up the

humanities and social sciences, and is now organised in sixteen sections by academic discipline. In

the absence of a research council with responsibility for the humanities, the British Academy is now

the principal channel outside the universities for Government’s support of advanced research in the

humanities, and it receives a Parliamentary grant-in-aid to support its activities. Since 1926 the

Academy has received Government funds for the support of research, and these are complemented by

a number of private funds administered by the Academy for special purposes. Besides this, the

Academy performs some other activities, like making exchange agreements with other academics and

academic institutions overseas, sponsoring some thirty collective research undertakings of its own,

sponsoring eight institutions belonging to British Schools and Institutes Abroad, organising lectures

and discussion meetings, and awarding medals and prizes.

The Royal Society

This is an independent Academy, which promotes the natural and applied sciences. It was founded in

1660. The Society has a dual role, as the UK Academy of Science, acting nationally or

internationally, and as the provider of a broad range of services for the scientific community in the

national interest. Its contribution to research is: encouraging research and its application through

research fellowships and grants to individual scientists; disseminating the results of research through

meetings, lectures, exhibitions and publications; and providing resources for, and encouraging

research into the history of science.

The Wellcome Trust

The Wellcome Trust is a charity that provides funds to support research in the biomedical sciences

and the history of medicine. Sir Henry Wellcome’s will stated that the Trust’s income should be used

to support research bearing upon medicine and allied subjects, including veterinary and tropical

medicine and the history of medicine. Grant funding is provided in three main categories: a) support

for biomedical research; b) support for research in the history of medicine and c) support for

communicating science.

Office of Science and Technology

The Office of Science and Technology (OST), headed by the Chief Scientific Adviser, was
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established in 1993. This organisation was transferred from the Cabinet Office to the Department of

Trade and Industry in July 1995. The OST co-ordinates science and technology policy across

government. It aims to concentrate spending on wealth-creation, enhancing the quality of life, and

meeting Britain’s economic needs – and therefore improving national competitiveness. The creation

of the OST was part of a larger movement which also created: 1) a new Council for Science and

Technology, 2) an annual report entitled “Forward Look” which outlines government strategy for

science and technology across all departments, and 3) the Technology Foresight Programme. At the

same time, the research councils were restructured and a Director General of Research Councils

(DGRC) was appointed within the OST. This Director advises Ministers on the allocation of the

science budget and the performance and needs of the research councils.

3.3 Research performers

The four major sectors performing research in the UK are the industry, the government, the private

non-profit and the higher education sector.

Table 7: Gross Domestic Expenditure on Research and Development per sector in 1999

Sector GERD in 1999 per sector (in

million pounds)

Percentage of GERD per sector in

1999

Industry 11302 68

Government 1788 11

Higher education 3341 20

Private Non-profit 233 1

Total 16664 100

Source: OECD, DSTI, Basic science and technology indicators, 2001

The table shows that of all sectors industry is by far the most important. Spending more than three

times as much as universities on R&D. Governmental expenditure is substantial but is concentrated in

the Ministry of Defence and the Department for Trade and Industry.

4. FINANCIAL ASPECTS

4.1 Introduction16

Until 1992 the Universities Funding Council (UFC) and the Polytechnics and Colleges Funding Council

(PCFC) were responsible for the funding of universities and polytechnics. In 1992, regional (i.e. for

England, Wales, Scotland and Northern Ireland) independent, non-departmental Higher Education

Funding Councils (respectively HEFCE, HEFCW, SHEFC and NIEC) were established. A Further

Education Funding Council was installed for the colleges of further education.

4.1.1 The funding mechanism17

Each year the total HEFCE funds are divided between teaching, research and special funding. The

breakdown for 2001-02 is shown below.

Table 8: Breakdown of HEFCE funding in 2001-02 (in £ millions)

Teaching 3,162

Research 888

Special funding 627

Rewarding and developing staff in HE 80

Total 4757

Most of these funds are distributed by formulae, which take account of the volume and mix of

individual institutions' teaching and research. HEFCE publishes the data on which calculations are

based, so that institutions can check the outcomes each year.

Figure 1: The annual funding cycle

Start here ↓

March

HEFCE announces the

distribution of grant to

universities and colleges.

→

April – November

HEFCE discuss with the

Department for Education

and Employment the trends

and financial needs of

higher education for the

next academic year. →

↑

February

HEFCE decides the

distribution of grant

to individual

universities and

colleges.

November

The Secretary of

State for Education

and Employment

announces funding

for higher

education. ↓

January

HEFCE decides the

distribution of the total

grant between the main

headings – teaching,

research, and other

December

Institutions supply

information on the

distribution of the current

year's student and on their

research activities. This

16 This paragraph is based on Vossensteyn et al, 1998; is University funding mechanisms and related issues,

17 This paragraph is based on the funding handbook by HEFCE (Funding higher education in England: How the

HEFCE allocates its funds.
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funding.

←

provides the data needed to

calculate the following

year's grant for education

research.

←

4.1.2 Funds for teaching

The present funding method for teaching was introduced 1998-99. The previous method provided

stability for institutions, but in some cases gave differing levels of funding for different institutions

for historical rather than educational reasons. With the current method HEFCE aims to provide fairer

funding for students. The method was developed in consultation with universities and colleges. It

funds similar activities at similar rates for all institutions, and ensures that any variations are for

explicit and justifiable reasons.

The method allows institutions to bid for additional funded students according to criteria that

HEFCE determines each year. In addition to the main teaching funding method, there are separate

allocations to recognise the additional costs of recruiting and supporting students that are underrepresented

in higher education or with disabilities. These allocations to widen participation

recognise institutions’ success in recruiting these categories of students.

Institutions receive teaching funds in the form of HEFCE grant and student fees. Full-time

undergraduate students may receive assistance with their fees from the Government based on their

financial circumstances. Postgraduate students on taught courses pay fees to institutions mostly from

their own funds. The Research Councils pay fees for most postgraduate research students. Employers

pay more than a third of the fees for part-time students. Students from outside the EU are expected to

meet the full costs of their courses.

The combined total of grant and tuition fees is referred to as teaching resource or simply as resource.

Resource = HEFCE grant + tuition fees.

In calculating HEFCE teaching funds for each university and college, there are four main stages:

In stage 1 a standard resource for the institution is calculated. This is a notional calculation of what

the institutions would get if the grant was calculated each year. It is based on each institution’s

profile of students, and takes into account:

the number of students;

subject-related factors;

student-related factors;

institution-related factors.
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In stage 2 HEFCE calculates the actual resource for the institution. This is based on the teaching

grant, which was paid to the institution for the previous year, adjusted for various factors such as

inflation, plus assumed student tuition fee income. Then, in stage 3 the standard resource is compared

with the actual resource and the percentage difference between them calculated. Finally in stage 4, if

the difference between the standard resource and the actual resource is no more than 5 per cent

(whether that is plus 5 per cent or minus 5 per cent), the HEFCE grant will be carried forward from

one year to the next. For institutions outside the plus or minus 5 per cent tolerance band, HEFCE will

adjust their grant and/or student numbers so that they move within the tolerance band over a specified

period.

When these calculations are finished, a funding agreement is drawn up between an institution

and the HEFCE. The funding agreement is constructed in broad terms. It implies the weighted

volume of activity, which is being funded against the resource being allocated. Institutions can vary

their recruitment as long as the weighted volume of activity is maintained within certain implied

limits. So, for example, they may vary the balance of recruitment between full-time and part-time

students or between different price groups. When the funding announcements are made, well ahead

of the start of the relevant academic year, institutions cannot be sure about their recruitment in that

year. This may be less than expected, the balance between subjects may vary, or the number of

students not completing the academic year may differ from expectations. In most cases this does not

affect their grant. However, if recruitment results in the actual resource differing by more than 5 per

cent from standard resource, then action is taken to draw the institution back within that tolerance

band. This would be achieved by adjusting student numbers or funding in the current and/or

subsequent years.

When HEFCE provides funding for additional places in response to bids from institutions, it

expects institutions to increase their student numbers. HEFCE therefore sets them a target for their

overall FTE students. If they recruit below the target, HEFCE reduces the funding it has provided for

their bid. However, HEFCE gives institutions a second chance to deliver the expected increases,

recognising that start-up difficulties may prevent full recruitment in the first year.

The Government requires HEFCE to control the numbers of certain types of student to ensure

that public expenditure limits are not breached. These are, broadly, home and EU full-time

undergraduates, and all students on initial teacher training courses. For each institution a Maximum

Student Number (MaSN) for such students is set. For institutions that exceed their MaSN beyond a

permitted margin a one-off penalty is imposed. The penalty is equivalent to the tuition fee for these

extra students so that institutions do not benefit financially from their over-recruitment.

4.1.3 Funds for research

Most HEFCE research funds are distributed selectively to higher education institutions that have

demonstrated their strength in research by reference to national and international standards. This

quality is measured in a periodic Research Assessment Exercise (RAE). Public research funds are

provided under a dual support system. On the one hande, HEFCE provides funding to support the

research infrastructure. On the other HEFCE funds go towards the cost of the salaries of permanent

academic staff, premises, libraries and central computing costs. The Research Councils (see chapter

on research infrastructure) provide for direct project costs and contribute to indirect project costs.

The general funds provided by the HEFCE also support basic research in institutions and

contribute to the cost of training new researchers. This basic research is the foundation of strategic

and applied work, much of which is later supported by Research Councils, charities, industry and

commerce.

The HEFCE funding for research in 2001-02 was £888 million and was allocated to two main

headings:
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• quality-related research (QR) funding – £868 million

• generic research (GR) funding – £20 million.

There are three separate components of QR funding:

Mainstream QR allocated to reflect the quality and volume of research at institutions in

different subjects: £772.3M

Funds for the supervision of research4 students: £68.3M

London weighting allocated to reflect the additional costs of provision in London: £27.4M

There are two stages to the allocation of mainstream QR funds. First the amount provided for each

subject is determined. Second, the subject totals between institutions are distributed. In stage one

mainstream QR funds are divided between 69 subject areas (units of assessment). Each subject is

assigned to one of three cost weights, which have been calculated to reflect the relative costs of

research in those subjects. These are multiplied by the volume of research in each subject to work out

the total funding for that subject. The three cost weights are:

A:High cost laboratory and clinical subjects 1.7

B: Intermediate cost subjects 1.3

C: Others 1.0

HEFCE measures the volume of research in each unit of assessment using five separate components.

These volume components apply for departments rated 3b or above in the RAE and are weighted as

follows:

Table 9: Components if HEFCE research volume assessment

Research active academic staff 1 x number of FTE research active academic staff funded from general funds

and selected for assessment in the RAE

Research assistants 0.1 x number of FTE research assistants

Research fellows 0.1 x number of FTE research fellows

Postgraduate research students 0.15 x 1.75 x FTE number of postgraduate research (PGR) students in their

second and third years of full-time study, or third to sixth years of part-time

study. (The multiplier of 1.75 is used to scale the 2 years counted for funding

purposes back to a total of 3.5 years, which represents an average period of

study for a full-time research degree)

Research income from charities 0.228/25,000 x average of last two years' income from charities. Income from

charities is divided by £25,000 (a researcher's average salary) to obtain a

person equivalent.

The number of research active academic staff is the most important measure of volume: it accounts

for about two-thirds of the total. Research active staff numbers are fixed between RAEs; HEFCE

updates other volume measures annually.

The 69 subject totals are distributed to institutions in proportion to the volume of research multiplied

by the quality of research in the subject for each institution. The volume of research for each

institution in each subject is measured in the same way as in Stage 1 above, but for the units of

assessment for clinical medicine it also includes staff funded by the National Health Service.

The quality of research is assessed in a Research Assessment Exercise (RAE) conducted

every four or five years. The most recent assessment was in 2001 and will inform funding decisions

from 2002-03.
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In the last RAE, each institution was awarded a rating, on a scale of 1 to 5* (five star), for the

quality of its research in each unit of assessment in which it was active. The table below shows how

these ratings relate to funding multipliers. Ratings 1 and 2 attract no funding, while a rating of 5*

attracts approximately four times as much funding as a rating of 3b for the same volume of research

activity. As a result HEFCE’s funding of research is highly selective. In 2001-02, 75 per cent of

HEFCE research funds will go to 25 higher education institutions.

Table 10: RAE ratings converted into funding weights for each unit of assessment

1996 RAE rating Funding weights in QR model

1 0

2 0

3b 1

3a 1.5

4 2.25

5 3.375

5* 4.05

Other elements of QR funding

HEFCE funds postgraduate research (PGR) students in years 2 and 3 (full-time) or years 3 to 6 (parttime)

only through its funding method for research and not through funds for teaching. This ensures

that it only provides funding for PGR places in higher quality, well-equipped research departments,

where supervisors are active in research and have time for supervision. HEFCE allocates these funds

for the supervision of research students in proportion to the weighted FTE numbers in units of

assessment rated 3b or higher. The weightings are the three research cost weights A to C. On top of

this, HEFCE also provides additional QR funding to recognise the extra costs of provision in London.

These allocations equal 12 per cent (for inner London) or 8 per cent (for outer London) of the total of

mainstream QR and funds for the supervision of research students.

4.1.4 Other related funding

Special funding

HEFCE recognises that not all teaching, research and related activities can be adequately supported

through formula funding. Each year it provides special funding for a wide range of purposes. These

funds are reviewed regularly and, wherever appropriate, new initiatives are introduced or the funds

are phased out or incorporated into formula-based allocations. In 2001-02 special funding amounts to

£627 million. This total includes additional earmarked funding for capital announced following the

Government’s 2000 spending review. Special funding covers a variety of strategic areas as well as

support for national facilities, capital funding and inherited activities.

Table 11: 2001-02 Special funding: main elements

Funding in £ millions

Strategic

Learning and teaching 43

Access and participation 21

Research 21

Business and the community 28

Sector 32

International 10

Strategic total 155
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National facilities 55

Inherited activities 96

Capital

From recurrent funding 77

Earmarked 240

Capital total 317

Value for money, research and development 4

Total 627

HEFCE has established programmes to channel funding to strategic priority areas. These programmes

are supporting the development of learning and teaching strategies and the adoption of best teaching

practice; funding collaborative projects in regions to widen participation in higher education;

developing, with the Department of Trade and Industry, the capabilities of HEIs to respond to the

needs of business and the community; and assisting HEIs with collaboration and restructuring

projects for the benefit of the whole sector. The national facilities include funding for the Arts and

Humanities Research Board and for investment in the national IT infrastructure, including the Joint

Academic Network and national datasets, through the Joint Information Systems Committee of the

funding councils. The amount of special funding for inherited activities (those inherited from

previous funding councils) continues to decline. HEFCE’s intention is to continue to reduce this call

on its resources so that those funds can be released to other priority activities.

In 2001-02, half of special funding, including additional earmarked capital funding, is

addressing past under-investment in the sector, or inherited capital problems. Capital programmes

include the poor estates initiative; the Joint Infrastructure Fund; and specific teaching, IT and

research projects in all HEIs.

Rewarding and developing staff in HE

The pay levels and terms and conditions of employment for academic and other staff employed by

HEIs are matters for the HEIs themselves to determine. However, they are expected to follow public

sector pay policy by taking account of fairness, affordability, and the need to recruit, motivate and

retain staff. Staff salaries are met through the block grant. The funding for higher education

announced following the Government’s 2000 spending review included £330 million of additional

specific funding over 2001-02 to 2003-04 to reward and develop staff in higher education. These

funds are to be used in part to recruit and retain high quality academic staff in strategically important

disciplines or areas, and to help modernise the management processes in the sector. HEFCE intends

to distribute these funds to HEIs in proportion to their combined basic recurrent HEFCE grants for

teaching and research18. Funding, which for 2001-02 totals £80 million, would be released once HEIs

had provided human resource strategies addressing certain priority areas. HEIs would be free to

determine their own objectives, and specific targets would be monitored through their annual

operating statements.

Moderation

To help maintain stability, HEFCE phases in changes by moderating increases or decreases in

teaching and research funding to institutions that would otherwise be affected by large fluctuations.

The amount of moderation funding allocated in 2001-02 totals £8.9 million, distributed to 12

universities and colleges.

18 proposals were set out in HEFCE 00/56, ‘Rewarding and developing staff in higher education’
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4.2 Student support and tuition fees

4.2.1 Student support

Another interesting example is the UK, because, since 1998, students have to finance the tuition costs

themselves. In addition, subsidies for living expenses have been cancelled in 1999. Since then,

students can only apply for student loans for the costs of living. These loans are also interest free, but

outstanding debt is annually adjusted for inflation. (DfES, 2001).

4.2.2 Tuition fees

Until 1998, tuition fees made part of the British higher education system, but the Local Education

Authorities (LEA’s) paid them for regular fulltime British. However, since September 1998, students

have to pay the tuition fees themselves. For 2001/2002, the tuition rate is £1,075. Full-time students

may get all or part of their tuition fees paid by the government. How much help you get depends on

your income and that of your family. Half of all students in 2001/02 will not have to pay tuition fees

at all, including most students who are independent of their parents. For 2001/02, students who

depend financially on their parents and whose parents’ residual income (income before deductions

but minus certain allowances) is:

less than £20,000 - don’t pay any fees;

between £20,000 and £29,784 - pay part fees; and

more than £29,784 - pay the full £1,075 fee.

Students of any age, on a full-time (or part-time course of initial teacher training) designated course

(a course which qualifies for support) may get help towards fees. This is based on assessing their

(parents’) income. The Local Education Authority (LEA) will assess whether one is eligible. This

means that they may expect the family to contribute towards the costs. A student may have to

contribute as well, if he expects to have any income, other than part-time earnings, while studying. If

a student is eligible for a tuition subsidy, the subsidy will be directly paid to the university or college

by the Student Loans Company (SLC). There is no other financial assistance available for the

payment of tuition fees, even not by means of loans. Loans only cover living expenses.

However, the most interesting change in the British system took place in 1998/99. Since then, fulltime

higher education students have to pay an annual tuition fee of £1000, regardless the discipline or

type of program a student is enrolled in. Students from low-income families can get financial

compensation for (part of) the fees. As such, one third of the students receive full compensation, one

third gets a partial compensation, and the wealthiest third has to pay the full charge. In addition,

grants for living expenses were further reduced in favour of loans in 1998/99. In 1999/2000, student

grants were fully eliminated, which implies that student support for the costs of living will consist of

loans only from then on. Because loan repayments have been made income contingent and can be

paid through the tax system, the opposition against all of these recent changes could be limited.

Nevertheless, the system of means tested compensation for tuition fees and means tested grants (until

1998/99) has caused a lot of confusion among students. They did not know what amounts they were

entitled to.
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4.2.3 Student loans

All full-time British students up to 54 are eligible for student loans covering (part of) the living costs

- accommodation, food, clothes, travel and so on, even if they have previously studied in higher

education. Students do not have to pay interest, but the debt is linked to inflation through the Retail

Prices Index (RPI), so what students repay will be worth what they borrowed. This will apply as long

as the loan lasts. If students are aged 50 to 54, they will have to confirm that they plan to work after

graduation.

Students may borrow up to £3,815 in 2001/02 (£4,700 for those in London; £3,020 for those living at

home). The loans consist of two elements. A basic entitlement (75% of the loan) does not depend on

a student’s or his family’s income. The second part (25%) of the loan is means-tested. Table 12

shows the maximum loan that students can get in 2001/02. It also shows the maximum amounts that

do and do not depend on students’ and/or families’ income. The amounts are lower in the final year

as the loan does not cover the summer holiday in that year.

Table 12: Maximum loans in 2001/2002

Full-year rates Maximum

available

75% that does not

depend on income

25% that does depend

on income

Students living away from home:

London £ 4,700 £ 3,525 £ 1,175

Elsewhere £ 3,815 £ 2,860 £ 955

Students living at their parents home £ 3,020 £ 2,265 £ 755

Students studying abroad for eight or more weeks in a row as a necessary part of their course, you

may be eligible for a higher rate of loan. This will depend on the country of destination.

The student loan is paid to the students directly by the Student Loans Company (SLC), usually in

three instalments. Payments are made either by cheque or directly into a student’s bank or building

society account. Students will receive a payment schedule from the SLC, which tells them how they

will get their money.

4.2.4 The repayment mechanism

The terms for repaying a student loan are the same for full-time and part-time students (SLC, 2002).

One does not have to start repaying one’s loan until the April after finishing or leaving the course.

The amount to be repaid is be linked to the level of income. One is expected to repay 9% of his/her

income each year over £10,000, or the monthly (£833) or weekly (£192) equivalent. The SLC will

work with the Inland Revenue (tax authorities) to collect repayments. They will be taken by the

employers and shown on the graduate’s pay statement. If a graduate is self-employed, the repayments

will be collected through the tax self-assessment system. One will not have to make repayments while

income is below the threshold of £10,000.

Table 13 shows the monthly repayments which you would need to pay if you were earning different

amounts, and how much the repayments would be as a percentage of your total income.

Table 13: Repayment rate in different income brackets (9% of all income above £10,000)

Income each year Monthly repayment Repayment as a percentage of income

Up to £10,000 0 0.0%

£11,000 £7 0.8%

£12,000 £15 1.5%

Financial aspects 39

£15,000 £37 3.0%

£17,000 £52 3.7%

£20,000 £75 4.5%

The length of time to repay the loan depends on a person’s income after leaving college and the total

amount borrowed. One will normally continue to repay the loan until he/she has paid off the full

amount. If one has kept up repayments, any loan still owed will be cancelled in the following cases:

when one reaches the age of 65;

if one becomes permanently disabled; or

if one dies.

4.2.5 Other financial support for full-time students

Besides the financial assistance through the national support system, students may also be eligible for

some more specific programs or funds administrated by the individual higher education institutions.

These include access bursaries for student parents, hardship loans for students in financial difficulty,

opportunity bursaries for talented students from families without higher education experiences, and

incentive bursaries for teacher training students (in particular subjects).

4.2.6 Tuition fees

The ongoing debate on top up fees was prominent in 2002 and early 2003 because of the

governmental white paper; the future of higher education. One of the major supporters of such fees,

the Russell group of elite universities is now split on the topic. The Scottish universities in the group

(Edinburgh and Glascow) are opposed to any top up fees, Cambridge issued a statement that it

considers introducing fees of around 3000 pounds while at the other end of the scale Imperial wants

to charge students the full cost of their education 10,500 and possible 15000 pounds (THES, 2002).

In the Future of Higher Education whitepaper, government for the first time has taken a position on

top up fees. It will introduce in 2006 a new Graduate Contribution Scheme, in which

universities will be allowed to seek a contribution of between £0 and £3,000 per year for each

course.

Since the government is at the same time committed to equal opportunities for access it requires of

those institutions that wish to charge variable fees will have Access Agreements in place which set

out the action they will take in order to safeguard and promote access, and the targets they will set for

themselves. These will be determined by an independent Access Regulator, working with HEFCE

and making use of their information and systems. The Regulator will ensure that the Agreements are

robust and challenging. They will be monitored, and the Regulator will have the power to withdraw

approval for variable fees, or impose financial penalties, if the Agreements are not fulfilled. This

Regulator should seek to extend current good practice through:

More rigorous admissions regimes, based on the new admissions framework discussed above.

Bursary schemes, and other financial measures.

Proactive engagement with schools and colleges.

Institutions that do not wish to charge variable fees will be encouraged to use the services of the

Regulator in establishing Access Agreements of their own, in order to quality assure their processes

and give a guarantee to their students that they are fair and reliable.

5. GOVERNANCE STRUCTURE

5.1 Introduction

The United Kingdom consists of Great Britain (that is, England, Wales and Scotland) and Northern

Ireland. The UK still is a unitary state, but there has been power devolved to the constituting nations,

especially in the field of higher education. There are different funding councils in each area and the

governing bodies in each area have some autonomy in the field of higher education.

5.2 Developments in the policy-network for higher education

The traditional policy-network in the field of higher education was simple, at least for the chartered

universities. All-important was the University Grants Committee (UGC) established in 1919 by a

Treasure minute, without any statutory basis. The UGC up to 1964 resided under the Treasury and

distributed the state budget for higher education over the universities. Members of the UCG were

academics; the state had no direct control over higher education. The UGC distributed the money

over universities according to secret criteria, since explicit and known criteria would influence the

behaviour of the university and touch upon academic freedom. After 1964 the UGC was brought

under aegis of the Department for Education and Science (DES) but it kept its dominating role in

higher education. In practice this meant that universities could be sure that each year they would

receive an amount of money that was more or less based on what they received the year earlier (Salter

and Tapper, 1994).

The first problems in this very static system arose in 1974-1975 with the economic crisis

following the oil shocks. The perceived necessity to cut-down expenditure on the university sector

increased the central planning function of the UGC, since it was the UGC that was best placed to

attempt to rationalise the university sector and increase the efficiency of higher education (Williams,

1992). The government reduced universities recurrent grants over a three-year period with 17 per

cent. As a consequence of this the central planning function of the UGC reached a high peak. The

UGC administered these budget cuts. It is unknown which criteria the UGC employed, but individual

universities were cut with percentages ranging from 6 to 44. This top-down selective cutting implied

a strong and central steering on the part of the UGC. From the early eighties onwards, to its

abolishment the UGC worked actively on improving the information base it needed to plan rationally

(Salter & Tapper, 1994). The UGC worked on a system that was to provide uniform management

statistics and performance indicators for the universities. This information was used for planning

from the top down that included earmarked resources for favoured academic subjects and an ongoing

rationalisation of degree programmes favouring the expansion of larger and the abolishing of smaller

departments.

With the Education Reform Act, the UGC was replaced with the Universities Funding Council

(UFC). This UFC was under the direct control of the Department of Education and Science.

Moreover, a majority of its members were not from inside higher education. Third, as a funding body

UFC did not fund institutions, but provided funds in exchange for the provision of specific academic

services (Salter & Tapper, 1995). On the day the UFC was set up it received a letter from the

minister, containing the key phrase.

“I shall look to the council to develop funding arrangements which recognize the general principle

that the public funds allocated to universities are in exchange for the provision of teaching and

research and are conditional on their delivery.” (Quoted in Williams, 1997, p. 283)
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In 1992 the UFC was replaced with other funding councils that were funding both the traditional

universities and the former polytechnics, but were regionally oriented, the so-called Higher Education

Funding Councils for England, Scotland and Wales. The combined changes resulted in a policy

network that was organised around the state. Salter and Tapper (1994) describe the English system as

a hierarchical three-level system. The first level sets out the parameters for the system, which is done

by government and the department and controlled by legislation. The second level is that of managing

the system. The goals of the system are decided on level one, but how these are attained is largely left

to this level in which the Higher Education Funding Council for England (HEFCE) plays a central

role. On the third level, the universities have autonomy within the boundaries of what is decided on

level one and two. There is of course some consultation of the lower levels by the higher levels, as

well as lobbying by lower levels at higher levels, but the predominant direction of the policy-process

is top-down.

The abolishment of the UGC was not the only sign of a state centralising its authority over higher

education, other actors in between the state and the universities were marginalised as well. The

Committee of Vice Chancellors and Principals, once a quite powerful actor, and closely involved in

what went on in the UGC, was very submissive to governmental pressures. As Letwin states: “…the

Committee of Vice Chancellors and Principals was dedicated to assisting, rather than impeding the

government’s control of universities…” (Letwin, 1995, p. 269). The changes in higher education that

have led to the abolishment of the UCG have turned the CVCP in an interest group that seeks to

influence governmental decision-making. The committee has no institutionalised position in the

policy process, and although government consults it, the committee has no direct influence on the

decision-making process. Moreover, especially after 1992, the influx of more Vice Chancellors from

the former polytechnics have made it more difficult for the CVCP to speak with one voice.

The former polytechnics too, were placed under central control. Up to the eighties these were

governed by local authorities and the state had no direct influence. This was changed when they first

were placed under a national funding council, the Polytechnics and Colleges Funding Council and

then finally under the same funding councils as the traditional universities.

Figure 2: A sketch of the policy network in higher education in 1980 and 1995 in England

1980

State

UGC CVCP Local Authorities

Universities Polytechnics & Colleges

1995

State

HEFCE

CVCP

Universities

Governance Structure 43

5.3 Present system of governance

There are now four different governing bodies involved in higher education policies: the Department

of Education and Employment, in England; the Welsh Office; the Scottish Office Education

Department and; and the Northern Ireland Education Department. In addition, UK-wide, there is a

division within the Department for Trade and Industry, the Office of Science and Technology, which

is responsible for the budgets of the six research councils and for other R&D activities in universities

and colleges. Each department is headed by a Secretary of State, who is also a member of the

Cabinet. Junior ministers have specific responsibilities within these departments. In general it is a

junior minister who has day-to-day responsibility for higher education policy.

The detailed development of higher education policies, however, is the responsibility of the

funding councils. There are four councils: the Higher Education Funding Council for England

(HEFCE); the Funding Council for Wales (HEFCW); the Northern Ireland Education Council (NIEC)

and the Scottish Higher Education Funding Council (SHEFC). These funding councils have three main

roles. Firstly, they advise the government on the needs of their particular sector. Secondly, they

distribute the available funds among the institutions for which they are responsible. And finally, they

ensure that these institutions are financially healthy and that the quality of their academic programmes is

adequate.

There are several bodies representing the interests of the universities. In the past all universities were

represented by the Committee of Vice-Chancellors and Principals (CVCP). This organisation started

in 1918 and secured a mandate from the member universities in 1930: "it is desirable in the common

interests of the United Kingdom to constitute a Committee of Vice-Chancellors and Principals for

purposes of mutual consultation". This organisation has now renamed itself Universities UK. Its

success as a lobby group has been varied. One of its problems in recent years is the enormous

increase in the quantity and diversity of its members. Especially after 1992 when the Polytechnics

became universities it became clear that it was difficult to maintain consensus among the universities.

Partly in a response to these developments, there are now two groups that lobby for the interests of a

selection of universities. The Russell group, an informal self-selected representative body from

research-led institutions, so-called because its meetings take place in the Russell Hotel, claims to be

the representative of the ‘Ivy-league’ universities. The universities ’94 group consists basically of

those universities that have not been accepted in the Russell group but claim to be of a similar

quality.

England19

19 This section is based on Eurydice: Information Dossier on England, Wales, Northern Ireland and Scotland, 2002
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The educational systems in England and Wales are broadly the same. Education is administered at

both national and local level in each country. Education legislation is contained in a series of

Education Acts and Regulations (Statutory Instruments), made by the Secretary of State for

Education in England and the Secretary of State for Wales in Wales and approved by Parliament.

Education Acts apply to both England and Wales but, when applied to Wales, references to the

Secretary of State mean the Secretary of State for Wales. Acts are implemented by means of Orders

(also statutory instruments); these may be introduced separately for England and Wales and may

differ in detail. For example there are differences in National curriculum requirements, including

requirements for the teaching of the Welsh language and other Welsh elements in some subjects.

The Secretary of State for Education and Employment is appointed by the Prime Minister of the day

and is accountable to Parliament for controlling and giving direction to the public education system in

England. The Secretary of State is supported by two Ministers of State and three Parliamentary

Under-secretaries. The professional and administrative staff of the Department for Education and

Employment (DfEE) and the staff of the non-ministerial and non-departmental public bodies

(NDPBs) such as the Office for Standards in Education (OFSTED) and the Qualifications and

Curriculum Authority (QCA) (formerly SCAA) also assist. The Secretary of State represents

education and employment in the Cabinet. The Secretary of State for Education and Employment

establishes education policy; consults relevant organisations and is responsible for monitoring the

quality of schooling and for the efficient use of resources.

The Department for Education and Employment (DfEE) is the central government department

responsible for planning and monitoring the education service in England. The DfEE is staffed by

permanent civil servants, headed by a Permanent Secretary, who are responsible directly to the

Secretary of State for Education and Employment. The DfEE has no regional structure, but it is

divided into a number of Directorates responsible for different aspects or sectors of the education and

employment service. Each Directorate is composed of several Divisions.

The DfEE commissions and publishes independent reports on aspects of the education system,

which are advisory unless they become incorporated into legislation. The DfEE also publishes

statistical information.

Wales

As indicated earlier, although the education systems in England and Wales are broadly the same, the

particular needs of education in Wales are addressed by the Secretary of State for Wales, the Welsh

Office, Her Majesty's Chief Inspector (Wales) and the Welsh agencies. Examples of these agencies

are the Curriculum and Assessment Authority for Wales (known by its Welsh acronym ACCAC) and

the Higher Education Funding Council for Wales. The Welsh Language Board is responsible for

promoting and facilitating the use of the Welsh language and for advising the Secretary of State,

public bodies and others on matters concerning the Welsh language. Under the Welsh Language Act

1993, the Board will consider Welsh language schemes prepared by local education authorities,

school and college governing bodies and other public bodies involved in education in Wales.
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The Secretary of State for Wales is appointed by the Prime Minister and is accountable to Parliament

for all delegated matters relating to Wales, including those aspects delegated in accordance with the

Transfer of Functions (Wales) Order of 1970 and the Transfer of Functions (Wales) (No 2) Order of

1978. He or she is assisted by two Parliamentary Under-Secretaries , by the staff of the Welsh Office

and the Office of Her Majesty's Chief Inspector (Wales). The Secretary of State for Wales is

responsible for all matters relating to education and training in Wales, with the exception of matters

relating to the terms and conditions of service of teachers, which remain the responsibility of the

Secretary of State for Education and Employment.

The Welsh Office is responsible to the Secretary of State for Wales. The Welsh Office is concerned

primarily with policy development. It has relatively few executive functions, but oversees and, where

appropriate, directs the execution of government policies by local authorities, the health service, nondepartmental

public bodies (NDPBs) and Training and Enterprise Councils (TECs). The wide range

of the Department’s work is reflected in its structure of 12 groups split into almost 60 divisions, four

of which deal with educational policy.

Northern Ireland

The education system in Northern Ireland has its own legislation and structure.

Public education in Northern Ireland is administered centrally by the Department of Education

Northern Ireland (DENI) and locally by five Education and Library Boards.

The Secretary of State for Northern Ireland is appointed by the Prime Minister of the day and

is accountable to Parliament for all delegated matters relating to Northern Ireland. He or she is

assisted by two Ministers of State, one of whom is responsible for education, and two Parliamentary

Under-Secretaries. The Minister with responsibility for education is assisted by the professional and

administrative staff of the Department of Education Northern Ireland (DENI) and the Education and

Training Inspectorate of DENI. The Secretary of State for Northern Ireland is responsible for the

whole range of education, from pre-school through to higher education, as well as for sport and

recreation, for youth services, for arts and culture, including libraries, and for the development of

relations between schools and the community.

In accordance with the Education Reform (Northern Ireland) Order of 1989, the Department of

Education Northern Ireland (DENI) has a general duty to promote the education of the people of

Northern Ireland and to secure the effective implementation of relevant legislation and policies by

working with the Education and Library Boards (Boards) and others. The main concerns of DENI are

the formulation of national policies for education and the maintenance of consistency in national

standards. It is responsible for the broad allocation of resources for education, for the rate and

distribution of educational building and for the supply, training and superannuating of teachers. The

Department is headed by the Permanent Secretary and comprises two commands, each led by a

Deputy Secretary and the Education and Training Inspectorate which is led by the Chief Inspector.
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Scotland

The Scottish Office Education and Industry Department SOEID has national oversight of education,

advises on national policy, co-ordinates the activities of education authorities and other bodies with

an interest in education and issues guidance on such matters as curricula and teaching methods. It

provides information and guidance on the design of educational buildings and on health and safety

matters affecting schools and colleges. Capital expenditure on new buildings, equipment or major

modernisation projects, although financed by education authorities within broad limits laid down by

Government, has to receive the consent of Government through the SOEID. This consent is given on

the basis of an evaluation of plans prepared by education authorities on a 5-year basis, which are

updated or revised each year.

At national level consultation takes place regularly between the SOEID and a range of bodies,

some of which have been set up to provide the Government with advice on particular aspects of

education and others represent important groups actively involved in the educational system. At local

level consultation takes place between schools, FE Colleges and Higher Education Institutions. The

SOEID consults the Principles of the FE Colleges

5.4 Institutional governance

5.4.1 Universities

All universities are autonomous in the UK, and as such are responsible for their own internal

organisation. They arrange their own administration and recruit staff, as they consider appropriate.

The overall head of a university is the Vice-Chancellor. The post of Chancellor is an honorary, nonexecutive

position. The supreme governing body is the University Council and comprises staff,

students and elected external members. The Council determines matters of general policy and is not

involved with the day-to-day running of a university. For academic matters the Senate is responsible,

which normally consists of professors, heads of departments, other academics and students.

Related academic departments in universities are usually grouped into faculties (e.g. the

Faculty of Arts, of Science, of Social Sciences and so on) for administrative purposes. The head of a

faculty is the Dean. This post used to rotate among senior academic staff within the faculty, the term

of office lasting for one, two or possibly three years. This is now changing with more and more

Deans being recruited from the outside, staying in office for longer periods and remaining in

management after their work as a Dean. Also, the tasks of a Dean are more and more a full-time job

with very little time left for teaching and research.

The faculty decides on such issues as approving new courses and formally awarding degrees.

The precise function of the faculty, however, varies between universities. Every faculty forms a

number of committees and there is considerable variation between universities in the frequency of

full faculty meetings and the number of committees. There is no legislation requiring student

representation on the bodies mentioned above, but many do have one or two student representatives,

whose participation may be limited to a non-voting role.

6. QUALITY ASSURANCE

6.1 Introduction

From 1992 until 1998 the Further and Higher Education Act of 1992 obliged the funding councils to

ensure that the quality of the academic programmes which they supported was of an adequate

standard. As a result the Higher Education Funding Councils set up the Higher Education Quality

Council (HEQC). The HEQC was responsible for auditing the effectiveness of institutions’ quality

assurance arrangements, promoting quality enhancement, co-ordinating sector-wide networks, and

organising good practice forums. Considerable confusion arose about the precise difference between

quality assessment and academic audit and institutions complained about the bureaucratic burden

imposed upon them.

Since then the Quality Assurance Agency for Higher Education has been established by the state,

replacing the HEQC. The Agency took over the conduct of quality assessments on behalf of the

Higher Education Funding Council for England and the Higher Education Funding Council for Wales

from October 1997.

In the October 2002 issue of Higher Quality, the journal of the Quality Assessment Agency, the

director signalled an important movement from accountability to quality enhancement. “After many

years of discussion and argument about whether or not, and if so how, an external agency should

review the academic quality and standards of higher education, primarily for the purpose of

accountability, the spotlight has now turned away from questions of accountability towards

enhancement.”20

This statement reflects an important shift away from a quality mechanism that aims to

assess the quality of an institution and a specific subject thought in an institution, towards a

system that analyses the quality of these institutions and subjects and advises on ways to

improve. This trend can be seen in the abolishment of subject review and the bringing

together of the reviews on institutional and subject levels. Subjects in each university are no

longer scored on a 24 scale, but are analysed as part of an institutional audit. The focus on

quality enhancement is also reflected in the rise of alternative ways to increase quality:

frameworks for higher education qualification, benchmarking information and dissemination

of good practices.

6.2 System of quality assessment21

20 Williams, Peter, Anyone for Enhancement?, Higher Quality, Vol. 11, 2002

21 This paragraph is based on the Handbook for institutional Audit, 2002; England:

http://www.qaa.ac.uk/public/inst_audit_hbook/iaintro.htm
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Since 1998 the Quality Assessment Agency has been working with the sector and other stakeholders

to develop an integrated academic review method that brings together the hitherto separate processes

of reviews at institutional and subject levels. This has involved extensive consultation, testing and

piloting. The new method was first introduced in Scotland, and became available in England,

Northern Ireland and Wales from 2001-02. The institutional review element of academic review has

evolved from the continuation audit programme, which has been concluded in December 2001.

6.2.1 The objectives

to contribute, in conjunction with other mechanisms, to the promotion and enhancement of

high quality in teaching and learning;

to ensure that students, employers and others can have ready access to easily understood,

reliable and meaningful public information about the extent to which institutions are

individually offering programmes of study, awards and qualifications that meet general

national expectations in respect of academic standards and quality;

to ensure that if the quality of higher education programmes or the standards of awards are

found to be weak or seriously deficient, the process forms a basis for ensuring rapid action to

improve them; and

to provide a means of securing accountability for the use of public funds received by

institutions.

6.2.2 The process

The process begins around 10 months before the audit visit, when the Agency's Information Unit

supplies the assistant director with a digest of the information set published by the institution about

its management of quality and standards. The digest takes account of reports on the institution by the

Agency and other relevant bodies within the six years preceding the audit, and is shared with the

institution.

A preliminary meeting between the institution and the Agency takes place around nine months

before the audit visit. The purpose of the meeting is to clarify the scope of the audit; to discuss the

interactions between the institution, the Agency and the audit team; to ensure that the SEDs will be

well-matched to the process of audit; to discuss any matters relating to both the published and

internal information sets; and to confirm the basis for choosing discipline audit trails and areas for

thematic enquiry. The meeting also includes an opportunity for discussion between the Agency and

officers of the student representative body about the student contribution to the audit.

Following the preliminary meeting and drawing upon the information received from the

Information Unit and the institution, the assistant director identifies a range of discipline areas from

which the final selection of discipline audit trails will be made. The number of trails is determined on

the basis of the size and breadth of the institution's provision, as measured by the number of JACS

Subject Groups and the number of students.

In the light of the initial identification of discipline audit trails, an audit team with appropriate

expertise is appointed provisionally by the Agency. The institution is required to sent documentation

to the audit team. The documentation comprises the institutional self-evaluation documents (SED)

and other documents that the institution wishes to provide for the audit team in advance of the

briefing visit. If representatives of students within the institution wish to make a separate written

submission to the team, that submission should also be sent to the Agency at this stage.
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On the basis of this information, the team is asked to consult (normally using electronic means) and

to select, from the provisional selection made by the assistant director, the discipline areas that it

intends to pursue during the audit. At this stage, the team also considers possible areas for thematic

enquiry. On the basis of the audit team's decisions, and not less than 14 weeks before the audit visit,

the Agency confirms the membership of the team and provides the institution with a confirmed list of

discipline audit trails.

The visit to the institution has two parts. The first part, the briefing visit, is held five weeks before the

audit visit and lasts for a maximum of three days, of which a maximum of two days is spent at the

institution. The purposes of the briefing visit are to permit the audit team to gather any additional

(written or oral) information that it requires to clarify what it has already received; to consider its

detailed lines of enquiry for the audit visit; to propose a programme for that visit; and to allocate

particular responsibilities to individual team members. The briefing visit is focused at the level of

institutional management rather than individual disciplines. It has a standard structure and includes

meetings with representatives of both the institution's staff (normally those who are involved in

quality management at a senior level) and its students. The meetings with staff offer the institution an

opportunity to bring the audit team up to date on institutional developments and changes since the

institutional SED was submitted. The meeting with students offers a further opportunity for student

representatives to draw the team's attention to matters of interest to the student body.

The briefing visits are followed by an audit visit that consists of:

opportunities for the team to read the documentation provided to support the audit, including

external examiners' reports and documentation relating to internal reviews;

exploration of the institution's approach to quality assurance;

exploration of the relationship between institutional procedures and their operation at the

programme or discipline level, giving particular attention to the effectiveness of internal

reviews of programmes and awards;

exploration of the way in which the institution is using the framework for Higher Education

Qualifications (FHEQ), the Code of practice, and Subject benchmark statements;

exploration of the chosen discipline audit trails and thematic enquiries, including targeted

discussions and (in respect of audit trails) scrutiny of illustrative examples of assessed

students' work;

exploration of the accuracy, completeness and reliability of the information published for

students and others, with particular attention to programme specifications;

exploration of the claims made for the quality of programmes and the actual achievements of

students, focusing not only on academic outcomes, but also on the ways in which students are

treated and their opportunities to learn optimised;

during the closing stages, meetings with senior staff and, where necessary, staff from the

discipline areas selected for trailing, to discuss any matters outstanding and to follow up any

matters emerging from the audit trails.

On the final day of the audit visit, the audit team considers its findings at both the institutional and

discipline levels in order to:

decide on the confidence that it believes can reasonably be placed in the soundness of the

institution's management of the quality of its programmes and the academic standards of its

awards;
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decide on the reliance that it believes can reasonably be placed on the accuracy, integrity,

completeness and frankness of the information that the institution publishes about the quality

of its programmes and the standards of its awards;

identify features of good practice in the management of quality and standards, or in the

delivery of teaching and the facilitation of learning;

agree recommendations, categorised in terms of importance.

The audit team confirms on the final day any discipline areas on which it wishes to seek specialist

advice, having notified the institution, where possible at the start of the penultimate day, of any areas

in which this is likely. When specialist advice is to be sought, the team's findings, judgements and

recommendations on the final day are provisional.

There is no oral report to the institution at the end of the visit, but a letter is sent to the head of the

institution within two weeks, outlining the main findings of the audit and the likely recommendations

in the draft report. If specialist advice is to be sought, a letter is sent to the institution confirming the

remit of the specialist advisers, but the institution is not informed of the main findings of the audit

until after the advisers have reported back to the audit team.

As part of the audit, the audit team performs several discipline audit trails, these have three

principal purposes:

they provide verification that the institution's quality assurance mechanisms are operating in

the manner intended;

they provide a window through which the audit team can consider aspects of what is actually

being achieved by students and the effectiveness of the support offered to assist their

learning;

they provide a direct means of comparing the claims made by the institution for the accuracy,

completeness and reliability of the information that it provides about quality and standards,

with the experience of students and others who have actually used it.

The final selection of trails is made by the audit team from within the range of possible trails

identified by the assistant director. There are several possible reasons for choosing a discipline for

trailing. It may be chosen because:

it offers a recent illustration of institutional processes for assuring the quality of programmes

and the standards of awards;

it appears to offer particularly interesting or innovative features;

there is a lack of clarity in the institutional SED about particular aspects of the quality

assurance arrangements, which might be better illustrated for the team through examination

of a particular discipline;

there are indications in other documentation (including reports on the institution by the

Agency and other relevant bodies within the six years preceding the audit) of a possible or

identified weakness;

when taken together with the other disciplines selected, it enables the audit team to sample an

appropriate range of the institution's provision.
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Each audit trail results in a conclusion by the audit team about the extent to which the institution's

quality assurance arrangements are operating in practice, at discipline level, in a way that ensures

acceptable quality and standards. The normal expectation is that the evidence seen by the team will

confirm the institution's comments in the relevant discipline SED. In the event that the discipline

SED indicates a significant weakness in arrangements, the team will seek to satisfy itself that the

institution is taking appropriate action to address that weakness.

In certain circumstances, the audit team may find itself unable to reach a conclusion within the

context of the audit visit. In these circumstances, and following consultation with the assistant

director, the audit team informs the institution at the start of the penultimate day of the visit

(providing the trail is largely complete by that time) that it is unlikely to be able to reach a conclusion

without a second opinion from specialist advisers. This period of notice provides the institution with

an opportunity to supply the team with further information before the final day of the visit. If, on that

final day, the team confirms its intention to seek specialist advice, a team of at least two specialist

advisers is asked to make a separate visit to the discipline area as soon as possible. The remit of the

specialist advisers is to undertake further study of the discipline area, looking in depth at particular

aspects indicated by the audit team. Their work includes scrutiny of primary evidence such as

assessed student work, and involves meetings with students and staff, and possibly with external

examiners. Where their specialist advice has been sought on possible shortcomings in the

effectiveness of the facilitation of student learning, their work also includes direct scrutiny of the

interaction between academic staff and students. Their findings are not reported separately but are

shared with the audit team so as to inform the judgements made by the team in its final report. The

drafting of the report proceeds while the specialist advisers undertake their work, but the draft is not

submitted to the institution until the team has considered their findings.

When considering the institution's management of quality and standards, the audit team draws upon a

range of external reference points, including the FHEQ, Subject benchmark statements and the Code

of practice. In so doing, it is not seeking evidence of compliance, but rather for evidence that the

institution has considered the purpose of the reference points, has reflected on its own practices in the

relevant areas, and has taken, or is taking, any necessary steps to ensure that appropriate changes are

being introduced:

The audit results in a report published by the Agency. The concluding section of the report sets out

the audit team's judgement on the confidence that can reasonably be placed in the soundness of the

institution's present and likely future management of the quality of its programmes and the academic

standards of its awards. The judgement is based on a number of factors, including the extent and

degree to which the team concludes that quality and standards are managed successfully, with

reference to the institution's individual situation, context and mission, as well as to external reference

points; and the team's direct scrutiny of academic standards through primary evidence. The

judgement provides one of three expressions of confidence - 'broad confidence', 'limited confidence'

or 'no confidence'.

The concluding section of the report also sets out the audit team's judgement on the reliance that can

reasonably be placed on the accuracy, integrity, completeness and frankness of the information that

the institution publishes about the quality of its programmes and the standards of its awards. This

judgement takes into account the team's findings in respect of the provision it has considered in the

discipline audit trails, augmented where necessary by the advice provided by specialist advisers. It

contributes to the confidence judgement.
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In making these judgements, the audit team gives particular attention to the Agency's expectations in

two key areas. The first expectation is that the institution is making strong and scrupulous use of

independent external examiners in summative assessment procedures. The second is that a similar use

is made of independent external persons in the internal periodic review of disciplines or programmes.

The team is unable to make a judgement of broad confidence in an institution if either of these

elements is seriously deficient.

The two judgements are accompanied by recommendations for consideration by the institution,

categorised in order of priority:

'essential' recommendations refer to important matters that the audit team believes are

currently putting quality and/or standards at risk and which require urgent corrective action;

'advisable' recommendations refer to matters that the audit team believes have the potential to

put quality and/or standards at risk and require preventive, or less urgent, corrective action;

'desirable' recommendations refer to matters that the audit team believes have the potential to

enhance quality and/or further secure standards.

As the published report is intended to provide information of use to both a lay and professional

readership, it includes a summary intended primarily for the public, especially potential students,

which is available separately from the rest of the report. In addition, the institution is invited to

provide a brief statement to be published as an appendix to the report. The statement provides an

opportunity for the institution to report on developments since the audit visit, particularly in respect

of actions taken or proposed to address the recommendations of the audit team.

The audit is completed when it is formally signed off. Where the report makes a statement of broad

confidence, the audit is signed off on report publication. A brief enquiry is made by the Agency

through correspondence with the institution after one year on the way in which the institution has

responded to the report. Where the report makes a statement of limited confidence, the report is

published, but there is a programme of follow-up action. The Agency requires an action plan from the

institution within three months of the report's publication and, subsequently, a progress report on how

the action plan has been implemented. The audit is not formally signed off until the Agency is

satisfied that the plan has been implemented successfully, with a maximum time limit of 18 months.

If at that point concerns remain about the effectiveness of the remedial action, the Agency conducts a

further visit. Where the report makes a statement of no confidence, the report is published, but the

programme of follow-up action includes the requirement that the institution submits an action plan to

the Agency within three months of the report's publication, and quarterly progress reports thereafter

on how the identified weaknesses are being addressed. After 18 months, the Agency carries out a

short follow-up visit to the institution to check progress. The audit is not formally signed off until the

Agency is satisfied that the action plan has been implemented successfully. If after 18 months

concerns remain about the effectiveness of the remedial action, the Agency may bring forward the

date of the next audit.
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