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Foreword

As part of the OECD Thenatic Review of First Years of Tertiary Education, in
the latter part of 1996 a review team undertook an exanmi nation of tertiary
education in Virginia. The primary aimof the review activity in Virginia was
to draw out key devel opnents, approaches and policy experience in this state
for a conparative analysis of the first years of tertiary education in ten OECD
Menber countries. The other countries and systens participating in this stage
of the review Australia, Belgium (Flemsh Community), Denmark, Gernany,
Japan, New Zeal and, Norway, Sweden and the United Kingdom The questions
raised in the course of the visit of the review teamrelate to the conparative
exercise, and it is against that framework and set of issues that the situation
and experience in Virginia is being reviewed. A conparative report is to be
published later in 1997.

The State Council of Higher Education for Virginia (SCHEV) was our host and
contact, and we express our appreciation to M. Elizabeth MC anahan and M.
John D. Padgett, respectively Chair and Vice-Chair, and to all nenbers of the
Council for their interest, engagenent and support. To provide a conprehensive
response to the questions raised in the overall conparative review, Council
staff, Dr. Gordon Davies and Dr. Mchael Millen in particular, developed a
broad and conprehensive programme of visits wth state legislators and
officials, representatives from the business conmunity, university and coll ege
adm nistrators, staff and students and assenbled a set of background naterials.
The graci ousness and openness with which we were received at all neetings nade
our work enjoyable and stimulating as well as highly informative. Enthusiasm
conmi tnent, depth of know edge and professionalismwere everywhere evident; al
signal why tertiary education in Virginia is able to respond to the
expectations of the citizens of the Conmonwealt h.



Introduction

The thematic review of the first years of tertiary education in Virginia is the
third CECD review effort focussed on tertiary education in the United States,
the first having taken place in 1963 and the second in 1989. The earlier
exanm nations drew attention to a belief in the 'American dreami and the actions
taken to ensure that everyone would have the opportunity to realise his or her

aspirations for participation in higher education. 1In 1997, the commitnent to
ensure this opportunity remains strong and -- in ways distinctive to the US
soci ety and setting -- every bit as inpressive.

The earlier reviews focussed on higher education in California, then and now at
a cutting edge of developnent in the country. It is nmore than fitting,
however, that tertiary education in Virginia is the focus of the present
revi ew. While no individual state is 'representative' of the United States,
devel opnents in Virginia's society, econony and education are found to a
greater or |esser extent throughout the country. The Conmonwealth of Virginia
has played a pivotal role in US. history, in the 18th century and then at the
time of the Civil War. In many respects, it has been at the clash between
conpeting, and sonetinmes warring views about America. Now, the changes in
Virginia represent a leading edge in the transformation and grow ng economc
wei ght of the South; in a new orientation toward technol ogy-based firns and
activity and toward gl obal narkets; in increases in the social and econonic
advancenent of the African-American population; in the adoption of a strategic
policy approach by governnent; and, by no neans least, in the significance
given to education at all levels as a fundanental factor in social and
i ndi vi dual devel oprent. Nei ther anong the largest nor the smallest of U'S
states, the Conmmonwealth of Virginia can be counted anong the nost dynanic

Wthin the substantial information base of policy docunents, statistica
sumaries and anal yses nade available to us, we were particularly inpressed
with two thoughtful, forward-I|ooking and useful reports, 'The Case For Change'
(prepared by Commonweal th of Virginia, Conmission on the University of the 21st
Century, 1993) and ' Maki ng Connecti ons: Mat ching Virginia H gher Education's
Strengths with the Commonwealth's Needs' (a report of the Commission on the
Future of Hi gher Education in Virginia, Senator Chichester, chair, 1996). Both
reports place policy directions for Virginia's tertiary sector firnmy in a
vision of the Commpnwealth as a state at the forefront of econom c devel opnent
and soci al progress.

For the purposes of the OECD thematic review, 'tertiary' is intended to cover a
level of study beyond high school, or what in Virginia and the U S. is usually
descri bed as post-secondary. "Tertiary' thus conveys a range of progranmes,
teaching and |earning, regardless of the institutional setting (e.g.
university, college, school, 'open learning') or arrangenent (e.g. full-ting,
part-tine, at a distance, adult). 'First years' refers to the usually 2 to 5
years of study leading to the Ffirst tertiary-level qualification recognised on
the labour market. In Virginia, a very wde range of qualifications
technically neet this definition: associ ate and bachelor's degrees, but also
diplomas and certificates awarded by comunity colleges and career schools
(also called 'profit-making' or 'proprietary' schools).

The boundaries of the definition of 'first years of tertiary education' are
perhaps nore blurred in Virginia (and the US.) than in other countries
examined in this thematic review In Virginia, students participating in the
"first years of tertiary education' are found in universities and col |l eges, and
in career schools that award associate or baccal aureate degrees as well as
degrees on the conpletion of progranmmes |less than two years. But, 'first years
of tertiary education' enbrace an even w der range of provision which inplies
not so nuch a hierarchy of qualifications as a diversity in the mx of the
know edge, skills and dispositions devel oped and acquired. Such diversity in
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programes, teaching and |l earning nakes it nore difficult to distinguish in any
preci se way between the secondary and tertiary levels or to apply the criterion
of first qualification recognised on the |abour narket. In Virginia
tertiary-level knowedge and abilities apart from those assessed and/or
certified through formally awarded degrees and diplomas are recognised by
enpl oyers in recruitnent and pronotion (particularly in the fields of conputer
sciences and highly specialised occupational programes). I mportantly, a
significant volunme of tertiary-level learning takes place within enterprises,
community programes and through various other forms of adult and continuing
education and training. As learning activity in these out-of

_school settings has long been a feature of the U S. |andscape, we conment
further on the inplications of recent trends bel ow.

As a rule of thunb, however, 'tertiary level' for the purposes of this thematic
review refers to studies at or beyond the associate's and at bachel or's degree
(or their equivalents) and to specialised vocational courses which presuppose
the standard of high school graduation of its equivalent. Preparatory or
renedi al courses provided for students not having fulfilled prerequisite course
requirenents or with inadequate |evels of achievenent are also considered as
they relate to tertiary level studies. An inportant principle in the US. is
i nclusiveness, and this is reflected in the wi de spectrum of studies subsuned
under the tertiary rubric.

Notwi t hstanding the interest in the full breadth of experience and options at
the first years of tertiary education, the large volune of learning at this
| evel of study takes place within formal education institutions and |eads to
associ ate degrees (or their equivalents) and nore significantly to bachelor's
degrees. W have directed nost of our attention to programes, teaching and
learning in relation to these qualifications and institutional settings,
al though we refer to other forns of teaching and |earning where these are of
particular interest and rel evance.

Context

Tertiary education in Virginia is well devel oped, and there are nany inpressive
efforts to bring about adaptations to the changing econonm c and denographic
envi ronnent .

Econonic developnent in Virginia reflects a conbination of change which is
striking in its depth, reach and speed and of tradition, continuity and gradual
evolution. The nost visible, dramatic change energes from a new econonic
dynami c evident in the 'new South' and nore particularly in those states al ong
t he southeast Atlantic coast. This phenonenon has been | ess noticed especially
by outside observers than the w dely discussed devel opnents in California and
the New England states, but it is likely to have as far reaching consequences
for the citizens of the region

Wth relatively | ower costs of living and production, relatively easy access to
markets and population centres in the eastern half of the country, and
substantially inproved physical and technical infrastructure (transportation,
conmmuni cation), these states have attracted new or relocating nanufacturing

assenbly, distribution and other service activities. Owing to the changing
nature of economic activity, even of production and distribution, |ocation
decisions are now nore influenced by the advantages afforded by these states.
For their part, political leadership in Virginia and its sister states in the
"new south' has been pro-active and responsive to the expectations and needs of
t hese business interests, not least with regard to supporting the provision of
high quality, responsive and often high |evel education and training. Thi s
latter thrust was apparent in our discussions with admnistrators and staff in
tertiary institutions, particularly the large urban universities found in the
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'crescent' extending from Northern Virginia through Richnmond to Newport News
and Norfolk; Virginia Tech; and a nunber of the comunity coll eges.

At the sane tine, there is a gradual shift in the nature of governnent-rel ated
enpl oyment (including the mlitary and defense industries in Northern Virginia
and the Norfol k- Newport News area) and in primary industries, especially in the
southwestern part of Virginia (see Tables 1 and 2). These trends underline
different patterns of enploynent within the state: mnmilitary-related enpl oyment
is declining sonmewhat in the Hanpton Roads/Norfolk area, but is stabilising or
increasing slightly in Northern Virginia,; enpl oyment of coal mners in the
southwest has fallen by half, while the growi ng tel ecommunications and high
tech firns in Northern Virginia report difficulties in recruiting at the needed
skill levels. Wth regard to those regi ons experiencing a significant shift in
the skill and qualification conposition of demand for |abour or relatively high
| evel s of unenploynent, state policy has been highly targeted and pro-active

Here, too, we heard of efforts and responses, both from public and private
universities and colleges, as well as in comunity coll eges.

An inportant cross-cutting concern is the achievenent and success of young
people of minority backgrounds in school and tertiary education. This concern
partly derives from the continuing need to overcone the renaining effects of
discrimnatory practices which in the past severely limted historically
precl uded educational and econonic advances for African-Anericans. Young and
ol der African-Americans are participating in greater nunbers and at greater
rates in all parts and corners of tertiary education in the Comobnwealth. In
this respect, the position of Virginia's historically black institutions (HBIS)
has evolved into an inportant constituent and co-operating conponent of the
tertiary sector -- rather than devel oping apart fromthe sector

This not-so-new dynamic is now acconpanied by a broader pattern of inward
mgration of a diverse mx of cultural and linguistic nmnority populations,
particularly in Northern Virginia. Thus, counties and urban areas within the
state now reflect even wider differences than in the past in cultural, social
and linguistic backgrounds and in incone distribution. I ndicative of these
changes, Virginia is expected to grow by 1.5 mllion residents by 2010, with
mnorities accounting for about 60 per cent of the growth. In several of the
school districts in Northern Virginia, the najority of enrolled students as
well as high school graduates are African-Anerican, H spanic or Asian. A
growi ng nunber of first |anguages other than English are now represented in the
student popul ation. The adaptations needed in secondary and tertiary curricula
and instructional practices have yet to be fully identified, but they are
likely to be significant. Those adaptations will need to respond as well to
tensions in social relations and urban problens which are partly related to
| ocal denographic profiles as well as econom c circunstances.

These devel opnents, in Virginia as in sone other parts of the United States

pose new chal l enges for standards, failure and drop-out rates and diversity in
school s and schooling as well as for access to appropriate progranmes, teaching
and learning in tertiary education. From our review of reports of comn ssions
and our discussions in R chnond and in tertiary education institutions
t hroughout the Conmonwealth, these matters are the subject of research

anal ysi s and open debate and policy devel opnent.

Education in Virginia, as in the United States as a whole, is characterised by

a very large, 'open' and conplex set of systens. Broadly, education is a
matter for state policy. In this respect, the US. is simlar to other
federal ly-structured countries, but there are distinctive differences anong
these countries in the federal and state roles. In Australia, Commonwealth
policy and funding prevails for wuniversity (but not school or technical)
educati on. In Germany, responsibilities are shared between federal and state

authorities and, for vocational education, between industry and the public
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sector. In the US., state governnents play the leading role, with nore

l[imted involvenent and influence of the federal governnent. By contrast wth
Australia and Germany, there is a large and strong sector of private
universities and coll eges. Al levels of education are available in public,
private 'not-for-profit' and private 'for profit' institutions which operate

under the regulatory franework set out by the governnent in each state.
Publ i cly-provided education is the choice of the majority of students at all
| evels, but in sone localities and at sonme |levels, privately-provided education
serves an inportant share of the demand and is influential. Private schools
and colleges nmay cater nore specifically for advantaged or disadvantaged
popul ations, for education ained at specialised interests or needs or for
education provided in a setting supportive of certain religious or
phi | osophi cal beliefs.

Deci si on-making in publicly-provided education through the secondary level is
devolved in nobst states to school districts of various geographic and
popul ati on di nensi ons. Consolidation in Virginia over several decades, as in
nost other U S. states, has resulted in a great reduction in the nunber of
districts but has not reduced their overall role in distributing power and
aut hority. The state authorities hold the responsibility for establishing
curriculum and regulatory frameworks, within which each school district board
is free to take nore specific decisions on detailed curricula, selection of

t ext books, recruitnent and pay of personnel. Funding is provided fromlocal as
well as state levels (and, from the federal level in Iimted anounts through
targeted programes); capital projects are funded at the district |evel.

Parents in Virginia have considerable influence and scope for choice anong
schooling options for their children, in the first instance in ternms of where
they choose to live, but also between publicly-provided and various types of
private education and, nore recently, in 'hone schooling' (parents educate
their own children). Parents are responsible for the costs of private
education and ' hone school' alternatives. The scope for local initiative and
parental choice in primary and secondary education inplies a wi de range in what
is offered and what is taught to pupils at each stage.

Moreover, in Virginia, students may choose to pursue different niddle and
secondary school programmes of study leading to two different types of diplona:
the 'advanced' diploma and the 'standard' dipl ona. The requirenments for
conpl etion of these diplomas differ, with respect to both the nunber and | evel
of difficulty of the required courses in different disciplines. Those with
"advanced' diplomas are better prepared for pursuing the full range of tertiary
education options. About 50 per cent of Virginia s high school graduates neet
the requirenents for the 'advanced' or academ c diplom, while nore than 70 per
cent of graduates plan to attend a four-year or two-year college imediately
after graduation. For African-American high school seniors, about two-thirds
plan to attend a tertiary education institution; about a third receive an
"advanced' dipl ona.

One consequence of local differences in the taught curriculum and i ndividual
choice of progranmmes and schools is variation in learning outcones at all
st ages. This pattern, conmon in a nunber of U S. states, has pronpted sone
states to tighten up franeworks, partly through nore detailed prescription of
curricula and standards and of textbooks and the introduction of state-w de
assessnents and exanmi nations. This trend can be seen in Virginia, notivated in
part by concerns about the nunbers of young people who denonstrate very | ow
| evel s of achievenent, and indeed, a w dening distribution of achievenent of
young people at the usual age of high school conpletion. G ven the high
aspirations for participation in tertiary education noted above, the state
authorities are especially alert to several issues and problens. Virginia
shares with nany states a persistent problem of drop-out before conpletion of
secondary school i ng, di sproportionately af fecting young peopl e of
African-Aneri can and sonme other minority group backgrounds. |In addition, there
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is a perception that the economic and social costs of |ow achievenent and
school failure are growing in weight and inportance, particularly for a US.
state which aspires to strengthen its position as a dynamic, know edge-based
soci ety and econony. Also, the rate of inprovenent realised under earlier
ref orm and support approaches appears to be slow, or at |east uneven.

Wth these concerns in view, Virginia s Superintendant of Public Instruction
has recommended the strengthening of and support for the new 'Standards of
Learning' in prinmary and secondary education, and proposed an intensive regine
of assessnent in grades 3, 5, 8 and 11 in order to nonitor progress and inform
pol i cy-makers, parents, school boards and school staff. As in other states,
these exans are not intended to be used as individual assessnents of students
(in contrast, for exanple, with New York's Regents Exam for secondary school
conpl eters). However, we heard of one Virginia school district which uses a
literacy assessment at the end of sixth grade as a 'barrier' exam intended to
identify those students to be provided with additional instruction to acquire
the needed skills before they continue on to subsequent years of schooling.

W have already drawn attention to the conplex mx that is tertiary education:
public and private, formal and non-formal, wth institutions and providers
enbraci ng varyi ng conbi nati ons of research, scholarship, community outreach and

enpl oynment | i nks. In all of the countries participating in the thematic
review, institutions exist in sonme level of determinate relationship with the
state apparatus, but that relationship varies considerably. The Anerican

tradition has been one of substantial but not unrestrained autonony.
In Virginia, each public institution offering bachelor's or advanced degrees

has its own charter approved by the |egislature; institutional funding for
each institution is also specifically set down in |egislation which is voted by
the legislature each year. Al though private institutions nust neet certain

requirenents to offer degree programmes, they do not receive direct funding
fromthe state. However, Virginia provides a grant to each Virginia resident
attending a private institution; it also provides need-based financial aid to
students in private institutions; for private institutions with building and
equi pnent investnent needs, it also allows access to borrowing at favourable
terns through state bond issues. These formal arrangenents underline the
aut onony afforded to the institutions, although the Council of H gher Education
and other state agencies have specific responsibilities to nonitor processes
and outcones and to establish with individual institutions and in co-operation
with other state agencies the funding anounts considered and eventually
approved by the legislature and agreed by the Governor. The Council nonitors
and co-ordinates "higher education" as conventionally defined, i.e. the public
and private universities, colleges and career (profit-nmaking) schools offering
associ ate, bachelor's and advanced degrees. Career schools awarding |ess than
two year degress are the responsibility of the Board of Education and ot her
agenci es responsible for licensure or certification of professions. The sharp
acadenmic and institutional definitions once seen as the distinct boundaries of
"hi gher education' programes, teaching and learning are blurring, and the
State Council no less than the institutions and progranmes it nonitors has had
to grapple with inplications for policy, practices and procedures.

The influence of the Council goes further than the nonitoring and advisory
arrangenents described here. Policy initiatives may cone from many different
guarters, but a review of the role of the State Council shows it and its senior
officers to have had a considerable inpact on setting directions and

establishing a clinate of opinion. One exanple is the effort to revitalize
gener al educati on; another is the stinmulus given to institutional
sel f - eval uati on. On the other hand, the political environment provides

opportunities for institutions and their |ocal supporters to achieve backing
for their own institution through the legislature, thus denonstrating that
i nfluence on policy comes fromnany different quarters.



These rel ationships, structures and processes are not found, in the same form
or neasure, in other U S. states. In conparison, tertiary education in
Virginia is nore decentralised. The public institutions thenselves seek, as
one analyst has put it, to 'cultivate distinctiveness and consciously attenpt

to project a "private" rather than a "public" inmage', not |east by their nanes:

of the fourteen institutions offering bachelor's or advanced degrees, ten have
nanes which do not include 'Virginia" or 'State'; the College of WIIliam and
Mary, the second ol dest higher education institution in the U S., is a public,

state-supported university. Virginia is one of the 20 or so states with a
"co-ordinating board' structure of a type simlar to the State Council of

H gher Education described above. QO her states nostly rely on consolidated
governi ng boards for systems of institutions. W return to the structures and
arrangenents for decision-nmaking in Virginia's tertiary education sector under

' Gover nance, Pl anni ng and Coordi nation of the Systeni.

The federal levers in all forms of education are regulations (covering such
matters as civil rights, health and safety, inter-state tel ecomunications and

trade) and financing (at the tertiary level, for students and research). The
federal role in tertiary education, while not predoni nant, has nonet hel ess been
highly influential: the Morrill Land-Grant Act, the post-war science

initiatives (National Science Foundation), the National Defense Education Act
of 1963, the Hi gher Education Act of 1965 and the Education Anmendnents of 1972
have provided significant stinmuli to the devel opnent of tertiary education
across the country.

Federal regulations have a significant inpact on the conduct of research in
tertiary education institutions, extending to such natters as copyright and

intell ectual property. The federal research establishment and funding are
still overwhelmngly inportant for U S. research universities, and in sone
respects of equal or greater influence than state policy: al though a large

share of its expenditure for instruction is provided from state appropriations,
the public University of Virginia receives only 16 per cent of its incone from
this source (the balance from a variety of private and public sources,
including federal grants and contracts). Changing priorities for
federal l y-funded research particularly in mlitary-related fields are having a
significant inmpact on research universities, including those in Virginia.

New devel opnents in such areas as technol ogy-assisted and other forns of
di stance learning may increase the role played by such agencies as the Federal
Comuni cati ons Conmmi ssion and the Federal Trade Conmi ssion.

By sone estimates, the volune of federally-generated student financial aid as a
share of student costs of attendance (tuition, fees, room and board) exceeds 30
per cent, although the average nasks w de variation anong tertiary education
institutions and programres depending both on the levels of tuition fees and
charges (reflecting ever nore conplex differential pricing arrangenents) and
the profiles of student intake, in terns of 'financial need (see Anthony
Carneval e and Arthur Hauptman, 'The Economic, Financial and Denographic Context
of Anerican Hi gher Education', August 1996, p. 20). Federal student financi al
aid policy shapes how states and institutions define the '"ability to benefit'
from tertiary education (we return to this natter under 'Denmand, Access and
Diversity' below and 'full-tine' or 'part-time' student. Federal policy also
requires each institution to submt to accreditation, to put in the public
domain a range of information on canpus conditions and outcones and to have
federal student loan default rates for its forner students which fall below a
fixed threshold; if an institution fails to neet these requirenents, its
students, although otherwise eligible, are prevented from receiving federal
student aid. The federal institutional eligibility or "gate-keeping" policies
serve to link to the roles of both voluntary accreditation and state |icensure
and aut horization across the country. It is through these informal, voluntary,
private nmechani sms and networks that "standards" have been set. Efforts to put



in place nmore direct national nmeans for specific standards and quality
assurance -- even in co-operation with states or groups of states or groups of
institutions -- have been controversial and, for the nobst part, have either
failed or made only quite nodest progress.

In the early 1990s, continuing and projected growh in enrolment and an
econom ¢ recession which forced significant reductions in state funding for
tertiary education provided the context for reform efforts under a process
called 'restructuring'. 'Restructuring' as a fornmal term and process began in
Virginia when the 1994 General Assenbly and the Governor asked Virginia's
public colleges and universities to submt plans "to effect |ong-term changes
in the deploynent of faculty, to ensure the effectiveness of academc
offerings, to mnimze adnnistrative and instructional costs, to prepare for
the demands of enrolnment increases, and to address funding priorities as
approved by the General Assenbly." Various policy papers developed in the
five-year period to 1994 by the Council of H gher Education and institutiona
heads paved the way for legislative action, nost notably ' The Case for Change'

the 1989 report of Virginia' s Conmission on the University of the 21st Century.
Al t hough that docunent was witten at a tinme when the state budget was |ess
constrained, it provided nuch of the vision and many of the objectives for the
institutional restructuring plans. A key feature of the approach adopted was
that the state government chall enged each institution to come up with its own

restructuring plan within broad state guidelines. Details were left to each
institution to devel op. The plans were linked to funding, such that
institutions which did not submt an acceptable plan were at risk of cuts in
funding. |In this respect, Virginia appears to have followed a path simlar to

that taken by such OECD Menmber countries as Finland and to sonme extent Denmark,
in choosing to advance under policies which work on both sides of the
efficiency equation, i.e. inprove outconmes in qualitative ternms under constant
or sonmewhat |ower |evels of public spending per student.

While restructuring provides the broad franmework in which responsiveness and
reform are being pronoted, the key policy thrusts affecting provision in the
first years of tertiary education described above can be summari sed as fol | ows:

-- inprove student learning at the primary and especially secondary
| evel s, backed up by assessnents;

-- in relation to the above, reduce the volume of renedial courses
out side of community coll eges;

-- stimulate institutions to undertake critical assessments and reform
of ' general educati on' in associate's and bachelor's degree
progr anmes;

-- reinforce responsiveness to demand, especially linked to state and
regi onal econoni c devel opnent;

-- inprove and report nore transparent and nore sector-w de assessnents
of quality and effectiveness;

-- extend nore widely effective neans for the assessment and i nprovenent
of teaching, through such neans as 'post-tenure' review for existing
staff;

-- maintain and inprove, wth targeted state support, the building,
| aboratory and technol ogi cal infrastructure for tertiary education

One outstanding challenge for policy has been to sustain the nonentum for
reform beyond the initial inpetus, indeed to put in place a dynanic that
overcones reluctance on the part of all of the actors -- within as well as



outside of the institutions -- to address the variety of |[|earning needs,
interests and aspirations of individuals while serving the broader needs of the
Virginia econony and society. The experience in Virginia reveals the range of
possi bl e response: retain traditional approaches and strengths but also (or
alternatively) undertake steps to bring about w de adaptations in contexts,
content and net hods of teaching and | earning.

Demand, Access and Diversity

In Virginia, an estinmated 70 per cent of the relevant age cohort participate in
sonme form of tertiary education within 12 to 24 nonths of conpletion of high
school . Virginia lies near the U S. average (Tom Mbdrtenson, Postsecondary
Education Opportunity, July 1996). Wile a relatively high rate of
participation in tertiary education remains a distinctive feature of the United
States, the distinctiveness of the US. (and Virginia) in this regard, by
conparison with several other countries participating in this review, is
di m ni shing (Table 3). Currently, sonme 350 000 learners enrol in Virginia's
programmes of tertiary education. The Council of Hi gher Education estimtes an
FTE enrol nent increase of 40 000 by 2005. G owh has been sonmewhat sl ower than
anticipated, with nost of the shortfall accounted for by nore npbdest increases
in adult part-time enrol nents.

Provision in Virginia is demand-led, and all concerned parties agree that a
pl ace should be available for any Virginia citizen who is qualified and able to
benefit from participation in tertiary education (as nentioned above, the
wording 'able to benefit' appears in federal and state |egislation). The
conmitnment to ensuring access is of long-standing, and it is nade operational
through a wide range of activities and structures including virtually open
access to community colleges and the establishnent of and support for
institutions which have as part of their mission serving target groups which
may have been under-represented (African-Anerican) or under-served (wonen and a
range of private, non-profit colleges with specific religious or philosophical
orientations). In short, demand is well recognised, there is no effort to
deflect it. On the contrary, the |long-standing American belief in education as
an instrument of social and individual progress together with a constant
concern over structural inequality means that the net is cast ever wider in an
endavour to be inclusive. The structure of the 'system reflects this, and
there is an inpression that Virginia's tertiary education institutions,
individually and collectively, convey to all potential students that they are
want ed and wel coned.

The ways in which tertiary education copes with the range of backgrounds and
interests is inpressive. Norfolk State has put in place a programme to attract
mnority young people into the sciences, and to encourage retention and success
through nore and nore varied forns of teaching and learning (e.g. sunmer
programes, internships). Virginia Conmonweal th University supports a nunber
of experiential and work-based |earning opportunities within its programes of
study, available to both full- and part-tine students and, indeed, blurring the
di stinction between the two. Virginia's conmunity colleges cope with an ever
wi deni ng range of needs -- from high school seniors seeking to get a head start
on tertiary-level study, to high school graduates requiring additional
preparation in math or English in order to succeed in tertiary education, to
young people and adults seeking occupational-technical qualifications or
following an acadenmic programme with the expectation of transferring to
conpl ete a bachelor's degree programme at a coll ege or university.

A distinctive feature is the care and thoughtful ness for the student, evident

in policy and practice. This level of concern acknow edges that for nany
students, particularly first generation and returning adults, tertiary
education is difficult to cope wth. Exanpl es of student acadenic support
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efforts can be found in alnpbst every institution, from conmunity colleges to
the flagship University of VMrginia (Transition Program Acadenic Support
Program). Beyond this is the general view of education as an achi evenent to be
won with effort, encouragenment and support, not as a barrier producing failure
fromwhi ch there can be no recovery.

Al t hough an underlying strand in policy and part of the inferred belief system
about what education is for, in practice this open policy is subject to a
nunber of constraints. Stringent selection, for exanple, and conpetitive entry
di stinguish the nore prestigious institutions. There need be no inconsistency
in this if there is, sonmewhere, a suitable place for everyone. However ,
currently under debate in Virginia is whether, under present policies and
practices, sone students are being poorly served in progranmes and institutions
whi ch are organised on the basis of a narrower range of abilities, dispositions
and preparation for tertiary-level |earning. It is estimated that as nmuch as
$30 nmillion is being spent annually to provide renedial education for these
students, and nany are not succeeding. The issue broadly relates to the
nmeani ng of 'standards' at secondary and tertiary |levels of education. The
chall enge is to address the problemin ways which do not danpen the aspirations
or linmt the opportunities for advanced |earning of young people and adults of
many different talents and abilities. Two conplenentary strategies have
energed, and vigorous action is evident in both.

The First strategy is to boost the | earning of weaker students into and through
secondary education. This is presently part of a larger policy discussion of
standards and assessnent of the core curriculum nentioned above, by the
Superintendant of Public Instruction and supported by the Secretary of
Education. 1In addition to this initiative, there are a nunber of progranmres at
m ddl e and hi gh school |evel which are designed to influence the decisions of
young mnority pupils with regard to course selection and to encourage and
support inproved academ c performance. A set of progranmes known collectively
as the 'Better Information Prograns' provide mnority parents and students with
informati on on the advantages and requirenents for participation in tertiary

education, exposure to learning experiences, information on financial aid
opportunities and educational programmes that are available from Virginia's
colleges and wuniversities. Q her, community-based efforts conbine the

resources of local organisations and the public schools with state resources.
Project Discovery is a nodel programme operated in several regions of the state
that has been shown to increase retention in secondary school and participation
in tertiary education. Limted anounts of state funding are provided for these
pr ogr ammes.

Tertiary education is also playing a role, in various ways, in this strategy:
mentoring and tutoring in secondary schools by students Norfolk State
University and Virginia Commonweal th University; science education enrichment

programmes for 'average' school students at the Jefferson Labs; the use of
school -1 evel staff to interview applicants for first degree progranmes at
CGeorge Mason University; new requirenents for initial teacher preparation,
school devel opnent and in-service teacher training (the latter, key el enents of
the strategic plan of the State Board of Education). These efforts

notw t hstandi ng, a question to be addressed is whether these are effective and
appropriate neans to realise inprovenents in |earning and achi evenent for those
young peopl e not now succeeding in school. Two reports touch on these nmatters
(' The Continuum of Education', House Docurment No. 11, 1993; and 'Hi gh School
Graduation Requirenents and Adm ssion Standards at the Conmonwealth's Col |l eges
and Universities', House Docunent No. 21, 1996); as reflected in these
reports, a feature of any strategy is to consider the problemas a challenge to
both levels of education and to be addressed jointly by them For tertiary
education institutions, this would nean not only entering into a dial ogue and
providing advice and expertise with the aim of inproving student learning in
secondary schools but also adapting teaching and learning in their own,
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tertiary-level study programmes to accomopdate nore fully the w de range of
backgrounds, interests and learning styles of those with aspirations for
tertiary education.

Thus, the second strategy is to make further adaptations in tertiary education,
to include the curriculum (as discussed below under 'Curriculum Articulation
and Transfer'). An exanple of such an adaptation is the programme of 'enhanced
education' inplenented at Norfolk State University. The progranme uses tests
to identify students who are at risk of failure and provides them wth

i ntensi ve acadenmi ¢ advising and support. Such an approach should be fully
integrated within a broad concept of general education, so that provision does
not underm ne the valuable general education now provided. That is, the

rati onal e behind the adaptation should be one of diversifying the forns and
neans of learning so that all students can acquire and build on tertiary-I|evel
know edge, abilities and dispositions. This approach could be at risk,
however, if accountability mneasures now being discussed or inplenented at
primary, secondary and tertiary |levels of education fail to take into account a
wi der qualitative range of learning styles and desired outcones (e.g. high
| evel problenmsolving, teamwork on advanced tasks). In short, standardisation
of curriculum franework is one thing; individual programes and assessnent of
student | earning, however, should be responsive to diverse needs and fl exible.

Adaptation is found in structures and structural arrangenents, particularly
t hose which establish and reinforce the status and role for community coll eges.
A strength on which to build is the framework for cross-sector |inkages (see
the report 'Continuum of Education', House Docunent No. 11, 1993); we return
to articulation arrangenents in the next section.

In considering the full range of Ilearning opportunities available at the
tertiary level, we were struck by the evident success in neeting very specific
needs of career schools, i.e. profit-making educational establishnents which

focus narrowy on workforce preparation in advanced technical and service
fields (e.g. conmputing technology, health services and admnistration,

cosnmetology). Students pay full-cost fees, sone with support provided through
public grants and subsidised | oans. These institutions enrol |arge proportions
of students who have not experienced academ c success in school, many from
di sadvantaged, |ow incone and minority backgrounds. For these students, the
attractiveness of the programmes derives from their hands-on practical

orientation, the intensity and relatively short length of the study progranme
and the very high likelihood of enploynment on conpletion. The programes aim
at those who are neither reached nor attracted by other education offerings.

They allow for a quick re-positioning in often very dynamic fields. There are

a wide variety of such schools: widely publicised problens in sone, wth
regard to poor quality programres, weak job placenment and fraudul ent practices;
highly effective programmes in nmany others. Yet, in spite of these

acknow edged benefits, there are inportant questions to be addressed. How can
such training prepare the learner for further, advanced education? To what
extent do |learners contextualise the vocational specialisation, or do the
programes wor k agai nst just such contextualisation?

Al of these efforts and opportunities raise a wider issue. Once participation
rates reach 70 to 80 per cent of a generation, is there not a case for
i nducing the remaining 20 to 30 per cent to undertake sonme form of tertiary
education? W think the question should be addressed as the state continues to
devel op its educational policies of inclusiveness, equal opportunity and soci al
and economic efficiency. The reasons for further expansion and adaptation are
nore evident in Virginia than in nost other systens examined in the course of
this thematic review, because tertiary education already is part of the
experience of a large plurality of the age cohort. W heard no one claimthat
the | abour nmarket could not nmake use of a larger number of those holding first
tertiary-level qualifications. On this, we would align ourselves with the view
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of T.W Schultz, Nobel Laureate in Economcs, who has argued that the scarce
human capital resource is the stock of acquired abilities.

In our view, the reasons for further expansion are broader yet. At the
national level, President Cdinton has proposed tax credit/tax deduction
arrangenents which would ensure that everyone with aspirations for tertiary
education has access to the financial support needed to neet the tuition fees
of two years study at a community college. This proposal is but one indication
of a view that, in a denobcracy, it is not possible to inpose limts on
participation in at |east some form of tertiary education. To fail to pursue
the adaptations needed to extend tertiary education to 90 per cent or nore of a
generation is to ignore deeply held denocratic values, to accept the socia
bias which presently remains, to risk further narginalisation and social
exclusion and to reject the possibility that the additional nonetary and
non-nonetary returns on investnment for even higher levels of participation in
tertiary education will outweigh the costs.

From this perspective, therefore, while participation and provision in Virginia

is inpressive, there is still further potential for future growth.
| mprovenents envi saged at the secondary level will get even nore people 'to the
gate' of tertiary education. But, is there an intention in Virginia to

continue the present open access policy and even extend it? The question is
not one of capacity or experience with ways to do it, but rather one of policy
for the Commonwealth. Could or should there be linmts? By fornulating a clear
policy on this issue, Virginia would nmake a nmajor contribution not only to
neeting the needs of its own citizens, econony and society but also to the
i nternational debate which at present is marked by uncertainty or equivocation

Curriculum, Articulation and Transfer

A key elenent in the bachelor's degree programes common to Virginia and the
United States is the enphasis given to general education. The concept has been

regarded by sone as suspect, in part because a consistent approach to genera
education has not been extended 'systemw de' but also because of mixed views
over the quality and relevance of studies. Nonet hel ess, the concept has

particul ar appeal at a tinme when the devel opnent of high-level 'generic' skills
and abilities are seen as essential to success in the nunber and variety of
transitions nost people will experience in their work and adult I|ives.

In Virginia, it is wevident that wuniversities and colleges are trying to
resuscitate and give focus to the concept of general education, partly
i nfluenced by the 'restructuring' process currently underway. At Janes Madi son
University, for exanple, general education is being re-organised under five

clusters (replacing eleven distribution areas) wth Ilinmted nunbers of
interdisciplinary paths through each cluster. The clusters are: skills for
the 21st century; i deas and expressive forns in the hunman community; t he
natural worl d; social and cultural process; individuals in the hunman

community. JMJ administrators and academ c staff are |ooking into questions of
how to organise and deliver the new general education and how it should be
linked to study in the |ater years of bachel or's degree progranmes.

The re-construction of general education appears to be stinulated, at least in
part, by students. W were inpressed at an evening neeting at the College of
WIlliam and mary by a dial ogue involving students and staff over the value and
uses of general education. Sinilarly, at Virginia Commonweal th University and
at Od Domnion University, we were able to discuss the very considerable
i nvestnment faculty at these institutions are nmaking in the redesign of genera
educati on. At Virginia Tech, we were struck by the large nunber of freshnman
and sophonore students with 'undeclared' mmjors, all the nore renarkabl e given
the science, agriculture, technology and professional enphasis in study
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programmes at this land-grant university. However, 'undeclared nmajors may be
found throughout the system There nay be several reasons for this, including
confusion and uncertainty of students about their own interests and abilities,
and the fields and careers which will provide the best natch for them Even
those with nore certainty about their interests and abilities nay prefer the
"undecl ared’ option on the basis of a ‘'rational calculus' which reflects
perceptions about |ikely career patterns within and anong firns. Such
perceptions may nean that greater weight is given to broader problem solving
and communi cations skills and to the ability to work across specialisations.
This point, of course, applies equally to those who have decl ared or undecl ared
naj or s. O her considerations also arise, for exanple, sone students have
need to boraden and deepen what nmy ahve been uneven or weak preparation in
hi gh school . In the attention being given to strengthening general education
for all students, relationships between the 'general' conponents and concurrent
and subsequent specialisations including career links is an inportant topic,
made all the nore conpl ex by changi ng needs and opportunities in enploynent.

A characteristic feature of tertiary education in Virginia, as in the United
States, is the use of course nodul es, through which students earn credits which
can be applied toward degrees or diplonas. The credits can be accunul ated at
different rates and, to sone extent, from a range of providers. The nodul ar
system offers considerable flexiblity for learners and w de scope for the
adaptation of nodules to serve and support a lifelong approach to |earning.
Such a structure is broadly consistent with the directions identified by CECD
Education Mnisters at their 1996 neeting (CECD, Lifelong Learning for A,

1996) . W note the risk, referred to by sone observers, that students wll
choose a very |oosely-connected set of nodules which represents neither a
wel | -integrated base of know edge (the criticism which has been driving, in

part, the reform of general education, described above) nor a progression and
deepening of learning seen by nany to constitute the value of a degree
pr ogr anme.

The problem of wide options for 'cafeteria-style' collections of credits may be
conpounded when students stretch out the time to degree conpletion through
part-tine study. Thus, the connection with what is learned in the initial
peri od of study may be weakened with the | apse of tine to subsequent periods of
study, and the acquired know edge base may be diluted. One consequence nay be
limted rates of success, at least in terns of degree conpletion, for those
following tertiary-level studies on a part-tinme or delayed entrant basis. A
re-analysis of national data fromthe U S. Current Popul ation Survey, provided
in Tables 4-6, inply such differences, and simlar patterns can be found in
Virginia: in the four-year colleges, 40 per cent of students attending |ess
than half-tine continue their studies in the subsequent year; for full-tine
students, the persistence rate is 80 per cent. In the two-year institutions,
one-quarter of students attending on a less than half tinme basis continue into
the next vyear; the proportion for full-tine students is 55 per cent. The
patterns need to be interpreted with care, partly due to assunptions used to
construct the CPS cohort analysis and to changes over tinme in the definitions
used in the that survey. But, there are other considerations to take into
account : not all students seek degrees, and those that do not conplete full
degree programmes nay still benefit in terms of inproved enploynent and
earnings (the evidence is mxed); sonme of those who do not persist to degree
conpletion may be from groups which, in prior years, did not aspire to
participate in tertiary education.

The issue here is not so nuch 'full-tinme' vs. 'part-tinme' study, but rather
whet her curricula are sufficiently adapted to ensure that every learner is
supported in ways which permts continuous building on know edge however it is
acqui red, whether via short, intensive developnment of a firmfoundation or nore
di ffuse acquisition over tine. Is there scope for further devel opnent in
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programmes to inprove learning for all students, whether they enrol full or
part tine?

An evident strength in tertiary education is the enphasis given to active
learning, work-based learning, and co-curricular activity (the latter,

avai l able to students outside of regular coursework). Much of this is very
val uable, and certainly contributes both to the student experience and to
overal | devel opnent. For students at Mary Washington Coll ege, where we were

told there is a high degree of support for self-discovery, participation in a
wi de range of co-curricular activities is seen as an extension of what takes
place in the classroom A point neriting further developnent at sone
institutions nay be the extent to which such activities are organised for or
adapted to the ~circunstances and needs of part-tinme adult students

Nonet hel ess, the pattern at the large urban universities appears to be a
greater blurring of the distinction anong students with respect to attendance
status. At Virginia Commobnweal th University, as already nentioned, we had the
i mpression that part-time and full-tinme students are alnost indistinguishable
in ternms of their characteristics, aspirations, participation in various
activities and the likelihood of working while pursuing their studies.

W were inpressed by the extent and range of devel opment of instructional uses

of information technol ogy. However, our general view is that steps have not
been taken to fully adapt curricula and course design so that w der use of
information technology can truly inprove or extend |earning. The nost

anbitious state-wide effort is TELETECHNET. This consists of a system through
which | ectures can be delivered to renpbte sites; the systemallows for one-way

visual link but two-way audi o connections so that those in the renpte sites can
pose and respond to questions. The technology application is relatively 'low
tech': teachers lecture as before, although arguably the |ecture presentations

and visual aids (charts, outline notes) are inproved owing to the need to
prepare to neet broadcast requirenents. Nonet hel ess, we heard of an instance
when students turned off the volume during the course of a transmitted |ecture
at a renote site. W do not know the circunstances; such an action would be
an under st andabl e response to poor technical quality or conditions at the site,
weak content and presentation or an interest on the part of the students to
engage in discussion on the topic. However, the single anecdote rem nded us
that there is nore to infornation technol ogy-based | earning than I T delivery.

W were infornmed that strong, conprehensive initiatives to introduce and
support effective and responsive technol ogy-based instruction are underway (if
not yet fully in place). The Community College system office is giving
attention to the inprovenment of instructional design, not sinply the increased
use of technol ogy. Based on what we saw, Virginia Tech has taken this even
farther, with varied and well-designed use of information technologies in a
range of first-year courses. Technology use in courses is backed up by
trai ning and desi gn assistance which are tied directly to course objectives and
styles of teachers. There is a significant investnent in instructional design
and staff devel opnent and training as well as in hardware, and the invol venent
of all staff is being induced through incentives such as the installation of
"state-of-the-art' | T equipnment with access to information and conmunication
networks in the offices of those staff participating in the training. At |east
at this institution, technology awareness, technical facilities, opportunity
and use are nearing 'critical nass' in the staff, and certainly anong students.
An outstanding issue is the possible tendency of technol ogy-enhanced nethods
and contexts to reinforce isolation in student work, at a tine when team work
is being seen as key for work at advanced | evels. Such isolation is not an
i nevitabl e consequence of technol ogy use, and neasures to overcone the tendency
can be addressed through course design

We have already nmentioned difficulties at the interface between secondary and
tertiary education, under 'Denmand, Access and Diversity'. A particular area of
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concern is 'systemw de' articulation between the community colleges and high
school s. Teachers tend not to have sufficient interaction across this divide
and they remain poorly informed about their counterparts' programes and
expectations of students. The Tech-Prep initiative, which focusses on this gap
by bl ending secondary and tertiary education provision, is an interesting and
successful innovation. Tech-Prep incorporates general and vocational aspects,
and there is a need to strengthen this (it is linited at present). One
beneficial consequence is the reinforcenent of and stinmulus applied by
tertiary-level programmes to weaker high schools' programmes and their staffs.
Dual -enrol nent and advanced placenent options, through which high schoo
students may receive either credit or advanced standing in tertiary education
whil e al so satisfying high school graduation requirenents, also strengthen the
I i nkages. Still, it nust be recognised that these options are not solutions
for all articulation problens and difficulties.

At the tertiary level, there is an inpressive, 'systemw de' approach to
articulation and transfer. Devel opnent in such countries as Australia, the
United Kingdom and Japan remains, for the nost part, at institutional |evel
(al though Scotland's Credit Accumul ation and Transfer Schenme provides a good

systemw de framework). In Virginia, the structures and procedures are nature
and transparent; it is a sophisticated and fluid set of arrangenents which
continue to be constructed through consensus-buil ding. The State Policy on
Transfer <calls for the developnent of a ‘'transfer nodule' which, if
successfully followed and conpleted at a community college, guarantees
adm ssion into a bachelor's degree programe in a public institution. The
success of this type of linkage may be seen at George Mason University, where
the volune of junior (third-year) enrolnent is greater than freshnman

enrol nents; the difference is accounted for by the nunber of transfers nostly
fromcomunity colleges. But, fixed transfer arrangenents are barriers as wel
as growh points, and new issues are raised by the choices of students. A
pattern seen in several countries taking part in this thematic review can al so
be found in Virginia, nanely students who nove from technical qualifications
into regular degree progranmes. There is also evidence of transfer after one
year rather than following the full two-year associate degree progranme. These
"unconventional ' pat hways nay serve student needs and interests, but they raise
guestions of efficiency, cost and programre coherence. Qur view is that the
scope for such choices should not be Ilinmted, but rather that progranmes should
be sufficiently adpated to accombdate such patterns. W note that, wth
respect to early transfer fromcommunity colleges, the State Policy on Transfer
anticipates that the tertiary institutions receiving such transfers wll
recogni se those parts of the 'transfer nodule' successfully conpleted.

In summary, programes, teaching and learning in Virginia's tertiary education
institutions are being revitalised to encourage and enabl e students to acquire
t he advanced know edge, skills and dispositions they will need in the course of
their adult lives. 1In a nunber of programmes, students are being encouraged to
beconme self-directed and independent while also working with others; t hese
di spositions situate them to be continuous, lifelong |earners. However, the
links between schools and tertiary education institutions -- and especially
between the teaching staff at the two levels -- are uneven, and care needs to
be taken to ensure that inpressive articulation arrangenents renain supple and
responsive to student choices and needs. Further, a continuing need is to
provide a curriculum which challenges all students, whether 'average' or high
ability. Academc staff already seem di sposed to ensure that all students fee

wel coned and accept ed; there is evidence of this inclusive and responsive
orientation in the ways the teaching is delivered and learning is supported

This provides an excellent basis on which to build and extend ways to
acconmmodat e diverse learning interests and styles of students.

Employment and Relations with Employers
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Information from a variety of sources -- both national and state -- pernit a
noni toring of |abour nmarket devel opnents of relevance to tertiary education in
Virginia. These include ongoing enploynent surveys, but also nore specialised
efforts carried out or supported by the State Council of Hi gher Education
focussed on enploynment aspirations (' College Bound Seniors', a profile of the
backgrounds and interests of high school seniors who sit a widely-used college
entrance exam nation, the Scholastic Aptitude Test/SAT) or enploynment
destinations (a new 'alumi survey' to <canvas the initial enploynment
experiences of Virginia's public tertiary education graduates).

There is no apparent indication that the Virginia econony is suffering through
any substantial nis-match of skills and abilities. Virginia has the advantage
of being able to attract qualified and easily adapted |abour from other states
(but, equally, enployers in other states can recruit out of the |abour force in
Virginia).

Not all, however, would agree with this positive assessnent. A disnal academc
job market has frustrated the professional anbitions of |arge nunbers of those
with Ph.D.s. Yet, even here the picture is mxed: those with scientific and
techni cal specialisations have been in denmand by private sector firnms, while
those with doctorates in the humanities have had | ess success in |ocating jobs
outside of the public, principally education, sector. More broadly, the Centre
for Innovative Technol ogy and the Chanber of Commerce told us of shortages of
"md-level' skills in the |abour force. That assessnment reflects short-term
conditions, but also a certain reluctance on the part of enployers to adapt to

the relatively higher skill distribution available in the I|abour force
(i ncluding shouldering the cost for sone re-training and the higher salaries
which may be required) and a focus on enterprise-specific needs. There are

wi der benefits to the state econony from having a nore highly qualified,
adapt abl e | abour force and to individuals from being better prepared for nore
varied transitions anmong jobs and through adult life.

Wth respect to enployability, we believe that the student-centred approach in
high school and tertiary education has proven to be highly beneficial
notw t hst andi ng the concerns over standards. For a large number of students,
the approach |eads to the devel opnent of a sense of purpose and confidence, a
col l aborative disposition and a creative inclination. This is devel oped not
only through the high school curriculum and the standards that are set but
notably through the culture of the institution including studetn-teacher
rel ations.

W were inpressed by the range of ways that study and working |ife have been

brought together. The proportion of students working while enrolled varies
anong Virginia's institutions. At urban institutions and community coll eges,
it is coommon for the majority of students to be working full- or part-tine.

Most institutions offer opportunities for part-tinme enploynent, paid by the
institution and, in part, through the federal 'College Wrk-Study' progranme.
Graduate progranmes, especially in professional fields at the urban
universities, are designed to attract and acconmobdate those who are enpl oyed

Such work experience helps to secure the |ink between study and work and eases
the transition between the two. Wrk is seen as attractive: a recruitnent
filmfor Virginia State University features a young student saying 'l work at
school, and this helps ne to devel op a sense of responsibility'.

As elsewhere in the United States, the |inks between vocational education and
enpl oyers are generally good; this applies to the programes of community
colleges where there is strong evidence of effective partnership through
i nvol venent in course design and engagenent of practicing professionals as
part-tine teachers.
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From a conparative perspective, what is partcularly inpressive is the evident
high levels of co-operation and contact between universities and enployers in
provision itself. Co-operative education and internships are |ongstanding
conponents of degree programmes in a nunber of professional fields; for
exanpl e, students following study progranmmes in engineering and business
conmmonly participate in sumer and term intership assignnents wth conpanies
and governnental agencies. Thi s work-based conponent now is being expanded
into other fields. Add Domnion University's 'Career Advantage Prograni
guarantees such a programre-related internship for any student who wants one
At Virginia Comonwealth University, there is no lack of interest on the part
of students, staff or enployers in the co-op programe. Sonme enpl oyers are
seeing their involvenent in such initiatives as a form of pre-recruitnent, as
evidenced by a 60 per cent rate of retention of the co-op student as enployee
on graduation. Apparently, nost students participating in the co-op programes
are newto the firnms in which they are placed

The attentiveness to the world of work is evident in the devel opnent of new
programes. A programme of study linking engineering with information sciences
at George Mason University was introduced in response to and designed with the
hel p of high tech industry in Northern Virginia. At James Mdison University,
a new College of Integrated Science and Technol ogy was established to attract
students into the sciences and to produce graduates with know edge, skills and
di spositions in denand in applied scientific and technical fields. The
curriculum provides what is terned a 'unique' preparation: graduates will be
"prepared with a broad base in understandi ng science, technology and business
princi pl es; confortable in a collaborative approach to problem solving;
sensitive to political, social and ethical issues; highly skilled in the use
of the conputer as a problemsolving tool; and oriented nore towards the
probl em sol ving process than toward in depth scientific know edge." Such an
integrated, interdisciplinary approach has been particularly effective in
attracting highly qualified wonen into the sciences, in which they have been
under - r epr esent ed. It also has been welconed by a wide range of firms and
agenci es which have engaged upper division students as interns to undertake
anal yses in the Colleges fields of specialisation

There is sone indication that young people or adults are turning to community
col l eges for short-cycle, skill-based preparation on conpletion of a bachelor's
degree or at the tine of career change. The devel opnment may be expl ai ned by
changes in career paths as well as by new expectations on the |abour nmarket,
but al so by an apparent reduction in the scale and nature of the invol venent of
enployers in providing their own training. As observed nationally and
conparatively, enployers are reducing their own training programes and now
work in co-operation and partnership with tertiary education providers. Thus,
in Virginia, about half of the enrolment growh in short-course and non-credit
programmes in the comunity college system derives from contractual agreenents
with firns and agencies in the local comunity. What ever the causes, the
choi ces by students and responses by comunity coll eges are understandabl e and
woul d appear to serve individual aspirations and econom c needs. Nonethel ess,
such devel opnents could pose questions for the content and structure of the
bachel or' s degr ee.

Tertiary education in Virginia appears to be effectively contributing to
neeting the evolving enploynent demands in the state econony. There is little
evi dence of substantial ms-matches and, when the volune and conposition of new
graudates are consi dered al ongside options for re-training and upgrading at the
tertiary level and the 'safety valve' of in- or out-migration of qualified
| abour, tertiary education can be seen to assune several functions in response
to overall |abour narket devel oprents. Wthin Virginia's tertiary education
institutions, the openness to varied conbinations of work and study is a
not abl e strength, helping to situate learning in a wider setting and easing the
transition into work on the conpletion of studies. The conditions now nmay be
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right to build on this strength, so that work experience of all students, not
just those involved in organised co-op, internship and community project work,
can be used as part of a coherent education strategy.

Quality Assurance, Standards and Quality Enhancement

W have already referred to the influence of federal institutional eligibility
requirenents and of the role of voluntary accreditation bodies which provide
oversi ght of programmes and institutions. The approaches used by these bodies
have been criticised as insufficient, in part because of the very wde
diversity of providers and of student <choices and pathways. Criteria,
particularly for outcones, are believed to be weak.

There is growing attention at the state level to quality inprovenent, quality
assurance, appraisal and accountability. Through the State Council of Hi gher

Education, Virginia' s approach places enphasis on assessnent for institutional

i mprovenent. The target is actions 'on the ground' with a relatively 1light

oversi ght and response from a know edgeabl e, highly expert staff at the system
| evel . From the information we received, the process seens to be effective,

reasonabl e and mature. Neverthel ess, while information on actions taken is
provided in strategic plans devel oped by each institution, what is not known is
the extent to which the process actually is leading to changes in teaching and
| ear ni ng.

Further, such an approach does not lend itself to full accountability. It is
not clear what constitute the standard or standards agai nst which perfornance
is to be judged, nor is it clear how students are assessed and the extent to
which they neet requirenents. Pressures in Virginia for nore transparent,
system or sector-wi de assessnents or standards, not |east from the Governor
who is seeking performance indicators for all agencies of governnent, have set
the stage for the developnent and inplenmentation of such indicators in the

tertiary education sector. |In this area, the Council's approach is to conpare
like with like, by neasuring institutions against thenselves over tine and al so
agai nst conparable institutions (peers) nationally. Such an approach, it is

argued, will mininmse the pressure toward honogeneity.

Wat ever the approach taken, we hold strongly to the view that the w de range
of provision and diversity of interests and needs of students inply not a

single standard, but nmany standards. W support the requirenments on
institutions to set objectives for learning, apply neans to assess whether
these objectives are net, describe what will be expected of students during
their study progranmes and provide information on |ikely outconmes on graduation
(enpl oynent desti nati ons, unenpl oynent rat es, continuation to advanced
st udi es). These objectives could be nmet by the further devel opnent of the
exi sting framework including, perhaps, nore detail ed guidance for reporting and
foll ow through. It is inmportant, however, to nmintain the enphasis on

institutional self-review, since that provides the best assurance of action to
renedy such weaknesses as nay be identified.

In this connection, there are inportant initiatives to strengthen the training
and evaluation of those who teach at the first years of tertiary education.
Initiatives at the institutional level for staff developnent aim to inprove
performance. Alnost all institutions have established resource centres charged
with the responsibility to provide support to academ c staff, part-tinme adjunct
teachers and/or graduate teaching assistants who need help in teaching.
Particularly interesting exanples nay be found in the inplenmentation of
t echnol ogy- enhanced teaching, e.g. TELETECHNET and the Faculty Devel opnent

Institute at Virginia Tech. Experience with different forns of teaching and
learning via IT are revealing weaknesses in existing nethods and content of
courses and calling into question conventional nethods of assessnent. The
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Community College System s Professional Developnent Initiative consists of a
conprehensive set of progranmes ained at stinulating inprovenent in teaching
quality and effectiveness. Thus far, the large share of the funds set aside
for the initative have been used to support staff neetings and individual
research wthin subject fields or disciplines, with an enphasis on
i nstructional developnment. The initiative also invites each community coll ege
staff nenber to prepare and regularly update an individual professiona
devel opnent pl an

Concerns about the quality and effectiveness of teaching by graduate students
and part-tinme adjunct staff have been addressed, on the one hand, through nore
stringent requirenents for fluency in English, for specialised training in
teaching methods and evaluation of student performance and for close
supervision by adnmnistrators and academc staff in the programme concerned.
On the other hand, staffing for first-year course nodul es has been strengthened
t hrough increased teaching responsibilities for academic and research staff
both individually and in collaboration with part-tinme adjunct staff and wth
enterpri ses.

Attention to these matters has been stinulated by a recognition on all sides
that sinply to continue prior practices at a tine when the student popul ation
is becomng nore diverse in terns of backgrounds and interests and resources
are limted would put at risk the quality and effectiveness of the student

experi ence and potentially underm nes |earning. Mor eover, new approaches to
gener al education which cross disciplinary boundaries are thenselves
de-stabilising for acadenmic staff. It was not clear to us that this latter

probl em has been addressed.

It is nore difficult to assess the results of these efforts by tertiary
education institutions, but steps are being taken to focus attention precisely
on those results. At the state level, the legislature set down a framework in
which the evaluation of staff will take place: "faculty salary increases shal
be allotted only to those institutions of higher education which have faculty
eval uation plans to include regular, rigorous pre- and post-tenure perfornmance
reviews acceptable to the Secretary of Education and the State Council of
H gher Education" (1996 Virginia Acts of Assenbly, chapter 912, '1-127.F.2)
This new enphasis on performance evaluations has led many institutions to
clarify their expectations of staff both prior to and after the awarding of
tenure. In alnmost all cases, the evaluation includes an assessnent of
t eachi ng. Evidence for teaching effectiveness wusually includes student
eval uations of cl asses; other evidence nmay be derived from peer visits to
cl asses, peer review of course materials, statenents of teaching phil osophy and
teaching portfolios. In evaluations of teaching, institutions also consider
evi dence of participation in training in and inplenentation of new pedagogi cal
approaches, new course or progranmre devel opnent, advising and various forns of
col l aboration with students on research projects.

In the end, our view is that weaknesses in teaching quality nust be tackled by
i ndi vidual staff nenbers and by institutions; they cannot be overcone by
mandat e, even though this can be useful in setting directions and a framework
for action. Policies need to establish favourable conditions for teaching and
encourage initiative at the individual and programme |levels as well as higher
levels. W have drawn attention to good exanples; our inpression is that the
depth and effectiveness of the effort is uneven across the tertiary sector

Governance, Planning and Coordination of the System
Keywords describing the Commonwealth's policy developnent apparatus are

'"fitness for purpose'. The neans for policy devel opnment function extrenely
well, with the agencies and actors having responsibilities in various donains
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of higher/tertiary education operating within an established policy franework
whi ch enconpasses the institutional structure and all other aspects relevant to
the sector. There are no obvious gaps in the policy framework, and no evident
unnet need: there is a place for everyone, sonewhere. This appeared to the
reviewers to be anong the best overall frameworks of the countries taking part
in this CECD thematic review. Mreover, there is a sense of common purpose and
conmitnent, widely shared by all parties.

In Virginia, the Governor and legislature in a representative capacity
establish the broad policy framework, the structure and broad role of
i ndividual institutions and the budget (including allocations to individual
institutions). The chairs or co-chairs of the finance committees in the
respective houses of the legislature play key roles, as do nenbers of the State
Counci| of Higher Education. Decision naking is based on intensive interaction
with institutions and a wide variety of interest groups. As already described

there is considerable autonony for institutions: each public university or
college granting bachelor's or advanced degrees is established as a separate
legal entity; the twenty-three comunity colleges are constituted and financed
as a single system Private institutions operate independently, under a broad
regul atory framework

A feature of policy in Virginia is decentralisation, which has garnered
Wi de- spread support. Decentralisation in tertiary education is to be seen in
the context of the wder novenment to decentralise State operations. The
Secretary of Finance is supportive, and the problems and issues have been
t hought through. There are also, of course, 'centralising' pressures, seen not
least in the interest to use the Conmonwealth's tertiary education sector as an
i nstrunment for econonic devel opnent. This is a legitimate public interest,
whi ch can best be served when the innovativeness and uni queness of the sector's
constituent institutions are encouraged and supported. Such an approach calls
for indirect nethods, rather nore ‘'carrots' than 'sticks'. Virginia's
experience with its Centre for |nnovative Technol ogy, through which fundi ng and
i nformati on networks are used to attract new businesses and to support their
devel opnent via access to specialised expertise in the state's tertiary
education institutions, is an effective exanple of such an indirect approach.
In general there is evidence of a wide range of policy and strategic neans to
encourage developnment and responsiveness. In addition to quality and
accountability nmeasures and strategic funding, use is nmade of favourable tax
and legal status of institutions and institutes, which give broad scope to
raise funds outside of regulations set down for public agencies, and of
regi onal devel opnent programmes in areas of |ow access.

The State Council plays a crucial role in bringing the actors together in their
policy developnent roles and in overall co-ordination of policy/policy
i mpl enentation. The Council's reports, of various types and in various forns,
are highly targeted and ained clearly at the level of policy fornulation; we
have cited them throughout this comrentary. The Council has few direct powers,
but it is obliged by statute to nonitor and report on the performance and
health of the tertiary education sector and to provide advice to both the
CGovernor and the legislature. The Council's status and activity have had the
ef fect of introducing substantial transparency into policy decision-naking, as
its advice can be rejected, but only publicly. This 'independent' and
buffering role is extrenely useful, because governnent policies can be advanced
with | ess direct objection and the Council can find ways to ease and facilitate
i mpl enentation. The Council, in other words, is helping the governnent succeed
in bringing about change. At the sane tine, it is an inportant resource for
the institutions by virtue of its know ege base, analytic capacity, links wth
the state legislature and adnministration and its place in national
conmmuni cati ons net works. Such roles require a delicate bal ance. A shift
toward a nore central and active role in, e.g. detailed planning or quality
assurance, could put at risk the 'independent' dial ogue now being used to great
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effect or the dynami c, diverse and responsive devel opnent now observed across
t he Conmonweal t h.

In this policy framework, the direction seens to be toward the devel opnent of a
nore structured 'system perspective. On the whole -- given the grow ng
variation in a diversity of tertiary learning experiences of students,
i ncluding simultaneous nultiple enrolnents, credit transfer and various forns

of distance learning -- attention to 'systemw de' patterns of pathways,
linkages and outcones wll becone nore inportant even as the roles and
responsibilities of institutions remain key to neeting the needs of the state's
econony and the aspirations and interests of its citizens. |n this connection,

we wonder whether the Council of Hi gher Education nmight wish to deepen its
nmonitoring with respect to all provision of and |inkages with career schools
and tertiary-level enterprise-based training. Gven the wde range of
provision in the state, the Council has a key role to play in ensuring that
appropriate and useful information on the full range of tertiary education
options is available to all parties, not |east potential students.

A particularly interesting feature of the overall governance structure is the
Sout hern Regi onal Education Board, a voluntary, co-operative body of education

officials in southern U S. states. SREB provides analyses of issues of
interest to all states, and also serves as a vehicle for arranging nulti-state
co-operation at a practical |evel. Virginia has co-operated in arrangenents

which permt inter-state flows of students in specialised fields, thus all ow ng
certain economes of scale to be realised, excess capacity in sone programes
to be utilised and significant capital and human resource investnent for the
expansi on of sone specialised progranmes to be nore wi dely shared among st ates.

Institutional Leadership and Management

There is evidence everywhere of significant institution-level initiative and
deci si on- maki ng. Progranmmes have been cl osed and new ones have been opened, at
a tine of pressure on public resources. Resource constraint nmay have driven
the changes and strengthened the hand of senior institutional officials, but
these are institutions confortable with entrepreneurial activity to apply their
avai |l abl e capacity and expertise in ways which attract and secure needed
resour ces. There appears to be enphasis on w dely dispersed |eadership and
shared decision-nmaking throughout the institutions, and they are highly
structured with well-articul ated decision points to ensure coherence of policy.
These arrangenents reflect both a tradition of participatory governance and
recognition that, in increasingly very large, costly and conpl ex organi sations,
such a managenent approach is essential. Seni or executive |eadership is of
crucial inportance and was in evidence. Difficult and at times controversi al
decisions are required, particularly on resource allocation and on actions
required to nmanage what may be weak areas of activity. The task of the
institutional president is an increasingly challenging, not to say onerous, one
not nade easier in recent years by financial constraints and, at tines, waves
of public scepticisme.g. about college education costs.

Wiile we were inpressed by the very high degree of professionalismshown in the
managenent deci sion-naking process, we were not able in the necessarily short
timte we could spend in institutions to judge the extent to which policy
direction has been translated into action at the faculty or departnental
| evel s. As we have noted, there is a continuing need for institutional
self-evaluations to denonstrate effect as well as intention. W noted sone
reporting in strategi c planning docunents of actions taken

Costs, Efficiency and Financing

22



The first years of tertiary education in Virginia are funded prinmarily through
two sources: state appropriation directly to the institution (or system of
community colleges) and tuition fees. For private (non-profit) institutions,
fees account for 75-80 per cent of the current fund revenues for educational
and general progranmes.

Over several decades, there has been substantial public and private investnent
in tertiary education in Virginia. This is shown in the scale of provision, in
the size and quality of its work force and in building plant and equipnent.
The physical plant itself constitutes an inpressive and valuable asset, and
stands as a tribute to the decisions taken by state and institutional |eaders.

During the initial stages of fiscal constraint, it appears that expenditures
for new capital assets were deferred as resources were used only to nmaintain
existing facilities. However, in recent years the state has been able to

support a progranme of investnent to neet demands for new space and for the
restoration and inprovenent of aged facilities. This was acconplished through
a general obligation bond issue in 1992 and a conbination of cash
appropriations and additional debt authorizations in 1994, How future needs
will be net is unclear, as there appears to be limted scope to fund capital
projects from either additional state borrowing or current fund revenues.
Wil e the needs mi ght be somewhat forestalled through w der use of new delivery
approaches or be net in part through new forns of partnership -- and these
should continue to be |ooked at carefully -- tertiary education represents a
target for public investnent which offers significant returns to the citizens
of Virginia as well as to the individuals who participate init.

Since restructuring began, the nunber of programmes has  decreased
significantly. Bet ween programes discontinued in 1996 as part of the
restructuring effort by institutions of tertiary education and progranmes
closed through the State Council's productivity review process, 76 programes
have been term nated. Ni neteen nore progranmes wll be closed, when seven
nmerged programmes are approved. These actions will result in a net reduction
of 88 progranmes from 1996.

Programme and institutional performance is also being judged in relation to
el apsed tinme to degree conpletion. Most universities and colleges report to
the State Council the percentage of the entering cohort receiving the
bachelor's degree within six years. However, the great flexibility afforded
for entry, transfer, stop-out and re-entry coupled with the suppleness of
Virginia' s |abour market makes such a neasure insufficient. I ndeed, from the
perspective of a lifelong approach to learning as advanced by CECD Education
Mnisters in 1996, variations in conbinations of tertiary education -- both
credit and non-credit -- and training and the tinming of that |earning are seen
as valuable and appropriate not only in view of responses to devel opnents in
econom es but also in response to and recognition of differences in the pace
and age at which people are best able to benefit from participating in

different learning opportunities. The provision of tertiary education in
Virginia is well-suited for the inplenentation of a lifelong approach to
| ear ni ng; this could be furthered if outcome and efficiency neasures are

expanded beyond tine to degree and there is sone rethinking of financing
options.

Tertiary education institutions in Virginia (and the United States) are, in
many respects, nore entrepreneurial than their counterparts in other CECD
countries, although those in other countries are nmoving rapidly in this

direction. Anong the reasons: the autonony afforded to institutions -- public
and private, non-profit -- to recruit as nany students as they believe they can
efficiently and effectively enrol; the revenues derived directly from students

(partly paid by parents and/or other third-party payers, including the federal
governnment via student grants and other subsidies); and the scope for securing
revenues in a range of education-related activities, from dormtories, food
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service and student activities to contracts with enterprises and royalties from
patents and publications. Such a blending of activities each of which
i ntroduces its own incentives inevitably will lead to unintended consequences,
partly owing to the choices which institutions are forced to nmmke, e.g.
concentrate on full-tinme students because they pay fees and dormitory charges;
concentrate on non-credit, contract teaching because the prices paid by private
firme and public entitities on behalf of their enployees or individuals are
hi gher than the revenues generated through degree- or diploma-credit courses of
simlar scope.

Wil e we heard of such 'trade-offs', we heard nany nore instances of strategies
to use a wider range of activities both to enrich the quality of teaching and
the student experience and to secure and nake available a stronger resource
base for the benefit of the education function. In our view, the strategic
pl anning wundertaken by institutions and strengthened in the process of
"re-structuring' has provided a franework in which institutional activities and
efforts have been focussed and the extent of unintended consequences m nim sed.

Students and their fanmlies pay a signifcant share of the costs of tertiary
education. Virginiais a lowtax/high tuition fee state; nore sinmlar to Japan
than to New York in this regard. The early 1990s recession, conbined with
enornbus pressures on state budgets pronpted substantial increases in tuition
fees in public institutions in Virginia as elsewhere in the US. Such
i ncreases raise anew three issues of longstanding interest in the US.: t he
i mpact on access, on attendance patterns (choice) and on who pays the costs.

Have tuition fees have cut into access? National data reveal little change
over tinme in overall rates of access to tertiary education, and sone evidence
of a slight erosion in recent years. The reasons are conplex and the data are
not entirely clear on this, however, because young people and adults can and do
pursue a w de range of post-conmpul sory education and training options other
than those offered and/or recorded as such in tertiary education institutions.
In Virginia, the data suggest different patterns of response to increases in
the costs shoul dered by students and their famlies. Sone institutions, such
as the University of Virginia and James Madi son University, have experienced no
decreases in the volume of applications or of new enrolnents. Q her
institutions have experienced reductions in both, particularly from that part
of the cohort residing outside of Virginia (the latter woul d be expected to pay
hi gher, non-resident tuition fees).

A second issue is the extent to which higher tuition fees have altered
enrol nent/attendance patterns. There is evidence that community colleges are
enroling students who, in the past, would have enroled directly in bachelor's
degree granting institutions (away from hone). These students have no
intention of securing an Associate Degree; their main aimis to pursue a
bachelor's degree programme after a year at the local comunity college. W
heard of increased rates of transfer from comunity colleges to private
bachelor's degree granting institutions. Students also have the opportunity to
obtain advanced standing through successful conpletion of the Advanced
Pl acenent exam credit given by community colleges for specific courses taken
i n high school, or dual-enrollnment in high school and comunity college. About
8 000 high school students take advantage of these options each year
Dual -enrolnent is attractive for both high schools and comunity colleges,
since both receive funding for the student. However, there apparently is a
reluctance by universities and colleges to accept credit earned through
dual - enrol nent arrangenents.

A third issue is, in the face of rising costs for tertiary education, how are
these costs to be net. The U.S. has gone the farthest -- and has the nost
experience -- in an approach in which students are expected to pay. For the
past 30 years, a key principle in federal and state policy has been to ensure
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that access to tertiary education is determned by ability to benefit, rather
than ability to pay. For states, the principle was secured primarily through
public funding for institutions which enabled no or substantially bel ow cost

tuition fees. The federal government assuned a nmmjor responsibility for the
realisation of the principle, through progranmes of student financial aid. In
the inmedi ate post-war period, the '"GI. Bill' provided stipends to returning

mlitary personnel that supported their participation in sone formof tertiary
education. Wth the passage of the National Defense Education Act in 1958, the
federal government conmmted itself to provide financial assistance to any
student, on the basis of an assessnent of their financial neans. The Hi gher

Education Act of 1965 put in place the principal range of programes -- grants,
subsi di sed work and | oans
- that exist today. Sone observers identify the growh in the volune of

financial aid (particularly federal aid) as a key factor in the realisation of
high rates of educational attainment, wth the proportion of adults wth
tertiary level degrees rising from5 per cent in 1940 to 20 per cent in 1985 to
32 per cent in 1994,

Federal policy developnents into the 1990s, however, have led to a decline in
real terns in the funds nmade available to students. This has challenged states
and individual institutions of tertiary education to assune nore of the
responsibility for ensuring access. Virginia has increased student aid funding
by 200 per cent since 1990, partly to help cushion the inpact of increases in
tuition fees. For this reason, the Comobnweal th's student aid progranmes were
opened in 1992 to comunity college students. Projections indicate that
additional student financial aid resources will be needed over the 1996-98
peri od and beyond.

Moreover, over the past twenty-five years, the form of federal student
financial aid has shifted from grants to |oans. This has led to rapid
i ncreases in the volune of student borrowing and in overall debt |evels assuned
by individual students. One consequence of rising tuition fees and high levels
of student debt is a turn toward approaches which will increase the anobunts
provided by parents (or enployers or grandparents) on behalf of the student.
This may be the only non-governnent source left to be tapped, and signals a
possible return to the balance in sources of funding (parent; student; state
sources; federal sources; private, third-party sources) characteristic of the
period prior to the 1980s when enrol nents were fewer and students nore sinilar
in ternms of backgrounds and pathways through tertiary education. Schenes to
pronote parent savings, such as the Virginia H gher Education Trust Fund, were
given a boost in July 1996 when the U S. Congress passed |egislation granting
certain federal tax exenptions for savings via a qualified pre-paid plan. The
pl an operates mnuch like life insurance: for a contract price, the pre-paid
pl an guarantees to pay the posted tuition fee of the student beneficiary at the
nonent he or she enrols in tertiary education. There are tax benefits for the
parent and student beneficiary's fanmly; if the student does not enrol, funds
placed into the plan are paid back to the parents with a 'reasonable' return on
the investnment. Sone argue that individuals can secure a higher return on the
funds through private investnent. A second concern is that nost plans are not
formally guaranteed by the state, although it seens unlikely that the state
would not intercede in the event the incone of the invested funds failed to
neet the tuition charges for those with contracts.

Confronted with w despread concern about the affordability of college costs
President Cinton has proposed a tax break for famlies paying tuition fees.
Fam | ies woul d be able to choose to deduct up to $10 000 in tuition fee charges
fromtheir inconme subject to tax, or take a tax credit of $ 1 500. Fam lies
could claimthe tax break in a second year of study if the student has a 'B
average. The tax break would be extended to alnost all famlies. The federal
tax code already provides certain tax breaks for tertiary-level study, but
these are narrow (eg. deduction for 18-22 year old dependents who study full
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tine; enpl oyer tuition-aid is not subject to tax). The proposed tax breaks
directly attack the problem of apparently w despread perception of the reduced
affordability of tertiary education by offering a sinple, transparent
'guarantee' of sone financial support. It also would increase the |evel of
federal |l y-generated support for tertiary education study. Analysts have noted
several di sadvant ages. The suns provided through the tax credit or deduction
would not go primarily to those in nost financial need, as the anmpunts provided
t hrough federal need-based student grants are to be deducted from the tax
break. Although the tax break could relieve the pressure on fanmly budgets and
per haps reduce reliance on student debt, there is a question about whether the
tax break will encourage additional tertiary education enrol ment and, further,
whether it wll induce institutions (and states) to raise tuition charges

Finally, this proposal would inply nore specific oversight by the Treasury of
tertiary education and its progranmes.

To sunmarise, we would draw attention to four concerns or observations. First,
the Commonwealth has a pre-eminent role in the funding of tertiary education;
the favourable recent overall funding notw thstanding, we are concerned that
conpetition for funds in the state budget will put at risk the econonic and
social returns froma solid, sustained public investnent in tertiary education

Second, we wel cone the bal anced approach of base funding to institutions with a
neasured use of targeted funding, such as investnent in capital projects,
expanded student aid and various direct and indirect incentives for
partnerships with and within the tertiary education sector. Third, the
aut onony afforded to institutions increases the inportance of effective quality
assurance nechani sns and information systens to broadly encourage attention to

"value for noney' and overall public needs and interests. The further
refinement of institutional restructuring plans provides a ready, and seem ngly
wel | -bal anced, neans to provide the needed oversight. Finally, while it

appears difficult to draw firm conclusions about adverse inpact of tertiary
education costs on access and attendance patterns, we are of the view that care
shoul d be taken to ensure that strategies considered to help young people and
adults neet the costs do not overly danpen their aspirations. In this
connection, we applaud the openness of students and institutions to
conbi nations of |earning and work (and, as we have indicated, not only for the
funds generated) and are intrigued by the evolution of 'pre-paid tuition plans
and the new tax credit proposal advanced by the federal authorities.

From a conparative perspective, Virginia, and the United States generally,
continue to exhibit dynamic and uncertain developnent in the costs and

financing of tertiary education. In this connection, Virginia provides an
interesting exanple by virtue of the 'fluidity' of system and the readi ness of
i ndividuals, institutions and third parties to 'play the market'; this is part

of the openness of U S. education

Conclusions

The Commonweal th of Virginia has a nature, highly devel oped system of tertiary
education, showing enornpbus strengths and many adnmirable qualities. Lar ge
vol une participation is not new to the state, and its selective universities
and colleges, its diverse range of private liberal arts colleges and its
flexible, mnulti-faceted conmunity colleges provide nunerous exanples for
reference, if not conparison with experience in other CECD countries. There
are good reasons to nmake those conparisons, especially in a period when other
tertiary education systens are experiencing grow h.

What Virginia has achieved is a high degree of inclusiveness and an inpressive

and diverse range of programes and institutions. There is recognition of the
right of all citizens to participate in tertiary education regardless of
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preparation, age or background. The range of publicly-funded institutions
available in the Comobnwealth turns this right into a reality; t he range of
opportunities is being further expanded through distance |earning, thus

overcom ng barriers of time and distance; the range of private, non-profit
institutions and career schools ensures that diverse student interests,
backgrounds and needs are catered for. And, the overwhelnming inpression is

that institutions are naking considerable efforts to provide appropriately for
the range of abilities, attainnments and interests of the students they enroll.
There are, in short, many genuine invitations to participate. Nevert hel ess,
not all who might benefit do in fact participate.

For Virginia, then, access could be seen not as approaching a natural limt but
rather as a growh point which can offer considerable social and economc
benefit. The challenge is to comit to the developnment of policies which
encourage and support even higher levels of participation. |In this respect, we
identify a nunber of key policy areas where possibilities exist to build on
strengt hs and reduce weaknesses in naking the conmtnent a reality for all:

-- Inprovenents in primary and secondary schooling are needed, and this
nmust be seen as a priority. Conparative statistics indicate that
other OECD countries now are approaching if not exceeding the U S
with respect to secondary school conpletion. However, care should be
taken particularly in the setting of standards and assessnents to
avoi d approaches which fail to take into account a wide qualitative
range of learning styles and desired outcones, not |east to ensure
that curriculum teaching and Ilearning in schools support and
reinforce the aspirations of all young peopl e.

-- Solutions to weak perfornmance in prinmary and secondary education wll
require greater engagenent from tertiary education institutions,
programmes and staff and changes in progranmes, teaching and | earning
at the tertiary level as well.

-- Educational guidance and information as well as career advice are
even nore inmportant wth higher levels of participation and a
wi deni ng range of backgrounds and interests.

--  Further i mprovenents in t he al r eady wel | - devel oped hi gh
school /tertiary articulation are desireable, not |east through deep
and onging interaction between study programmes and staff at the two
levels. This is an ideal, not a reality in Virginia.

-- Curricula -- contents, nethods and contexts -- are highly varied, but
there are targets for further devel oprent. The first target is to
sustain the highly comrendable re-thinking of 'general education',
and specifically to do so in a way which blurs and blends with
renedi al education; "general education' should be seen as adapting
to the needs and learning styles of all students. The second target
is to adapt provision and services to inprove the student experience
of part-tinme students.

-- A nore global view of quality of learning and standards of
performance is needed, one which does not focus so nuch on the
hierarchy and 'gold standard' as on the range of tertiary-Ievel
skills and qualifications of interest and val ue. It is time to
accept t hat bachelor's degrees enconpass a wde array of
tertiary-level contents and conpetences, not a single norm

-- There has been nuch valuable work on quality assurance, but could

steps be taken to strengthen the depth of its coverage and its inpact
at departnent/programe level? \Wile we understand the legitimte
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public interest in combn neasures of perfornance, there is a risk
that such neasures wll undernmine innovativeness, creativity and
diversity in response to diverse and evolving demands, weaken the
fluid, supportive oversight in existing arrangenents and fail to
capture the range of outconmes generated through tertiary-Ievel study.
In this rapidly developing field internationally, a range of
approaches are being advanced on the basis of institutional
sel f-eval uati on and discipline reviews; exchanges of information and
experience internationally anong agencies and institutions would be
of val ue.

W saw no evidence to support the popular criticism (in US.
generally and in several other countries) of the 'neglect' of
undergraduate or graduate teaching. On the contrary, we encountered
nmany i npressive exanpl es. But teaching quality does not seem to be
adequat el y apprai sed.

Overall |eadership, institutional managenent and deci si on-naking are
very strong. There is an 'innovativeness' in provision and
programes, which leads to a certain responsiveness and 'fitness for
pur pose' .

Partnership, especially with business, is strong and it should be
seen as a strategic target for continuing developnent, ultimtely
drawing in students in all progranmes and areas of study.

In contrast with other countries, the enployability of graduates
appears not to be a problem the evolution of economic activity,
enpl oyment and careers is a nmmjor consideration, however, and
graduates need to be prepared for future changes.

There is rich physical provision of buildings, |land and equi prent
whi ch stands as a val uabl e asset and an indication of effective, w se
and forward-|ooking policy decisions at state and institution |evels.

There are good targets for additional funding, and the state could
benefi t greatly from allocating additional resour ces. Qur
recomendation is to put the additional resources into incentive
funding, 'carrots' to encourage institutions to undertake work in
particular areas (e.qg. new co-operation in course delivery)
Criteria should be sought which bal ance precise responsiveness (and
accountability) with innovativeness, creativity and diversity.

SCHEV pl ays a key role, and the system benefits in nunerous ways. It
should <continue to stinulate devel opnent and to encourage
institutions, programes and staff to be pro-active in their efforts
to respond to the aspirations of Virginians and the needs of the
Conmonweal th. There would be value in adopting a very wi de scope in
its monitoring, to include the full range of tertiary provision and
| earning (enconpassing, e.g. all career schools, enterprise-provided
| earning activities and formal and infornmal |earning partly provided
t hrough cross-border distance and technol ogy-based neans). Such an
overview could lead to the devel opnent of information on all options
and choices, and so better inform decisions of policy-nakers,
institutional and programre nmanagers, enployers and students and
their famlies.

These policy targets should be seen as neans to neet the challenge of
sustai ning the nmonentum of the reforns already underway and an invitation to
build on existing strengths of Virginia's tertiary education sector. Those
strengths are nmade evident in the subsequent successes of its students in
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enpl oynment and adult life. The students we net, in the universities or career
schools, small <colleges or large institutions, inpressed us wth their
openness, confidence, achievenents and sense of direction. The conversations
provided an indication of the abilities, know edge and dispositions worth
devel oping in even nore of the Commonwealth's citizens.

A fine and inpressive bal ance has been achieved in Virginia between a statew de
policy and legislative franmework and the institutions. The institutions
t hensel ves denpbnstrate a considerable diversity of history, mission and style
of operation; collectively, they constitute a quite outstanding resource. The
wi se nmanagenent and wutilisation of this resource by the people of the
Conmmonweal th, whether through the institutions, the legislature, the State
Council of Hi gher Education and other bodies, is crucial to the continuing
devel opnent of the state and its citizens. Wat is clear is that this
devel opnent affects all Virginians, not only those directly involved. Tertiary
education within the state, nationally and internationally, is intertwined with
the society, the culture, the econony and the polity. Future policies wll
need to give ever greater attention to these linkages and interrel ationships.
There is a very substantial and solid base on which to build for these
pur poses.
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Table 1

Virgi nia Econony at a d ance

Popul ati on 6.5 mllion

Labour Force 3.5 mllion

Ar ea 40 000 square mles
Manuf act uri ng Jobs: 405 000

Val ue: $60 billion

strong growh in high tech and rel ated sectors

Tourism Jobs: 160 000
Value: $10 billion

Exports Jobs: estinmated 180 000
Value: $10 billion (or nore)

tobacco and related products account for about
one-third of exports

Servi ces Jobs: 836 000
Val ue: $26.5 billion

| argest projected enpl oynent growth, 1990-2005

Federal Government Jobs: 350 000 (170 000 in nmilitary)
Value: $44 billion

expected to decline

Sour ces: The Virginia Chanber of Comerce, 'The Voice of Business in
Virginia', 1995 and additional information; Virginia Enploynent Comni ssion,
"Enploynent in Virginia Hits an All-Tine H gh', 6 August 1996.
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Table 2

Change in Shares of Enpl oynent on Non- Farm Payrolls,

M ni ng,
Construction

Manuf act uri ng

Transportation,
Public Uilities,
Gover nnent

Whol esal e/ Retai | Trade,
Servi ce, Finance,
| nsurance, Real Estate

Sour ce: Cal cul ated from Sout hern Regi onal
H gher Education and the Public Good --

| ndustry,

u. S

-27.4

-47.5

44,4

32

1960- 93

(not seasonal |y adj usted)

Virginia

-40.0

-48.0

1

50.0

Educati on Board,

' Changi ng States:

St at e- by- St at e Background Data', 1995.
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Table 3 Net enrolment in public and private tertiary education by age group, 1985-94
(based on headcounts)

Ages18-21 Ages 22-25 Ages 26-29

1985 1990 1994 1985 1990 1994 1985 1990 1994
North America
Canada 255 289 40.3 9.5 114 22.8 3.0 34 9.6
Mexico m m m
United States 33.0 36.2 34.9 14.5 17.1 20.9 8.2 85 10.4
Pacific Area
Augtrdia 29.3 13.6 85
Japan m m m
New Zealand 14.9 20.8 30.9 9.6 13.8 13.9 m m 7.2
European Union
Austria 12.0 13.3 8.0
Belgium 1 374 14.7 38
Denmark 7.4 7.4 9.1 16.3 17.9 22.1 8.2 9.3 10.9
Finland 9.3 13.6 16.6 17.3 20.7 27.3 7.9 10.2 12.2
France 19.4 24.6 332 10.0 11.8 17.0 4.3 39 4.6
Germany 8.8 85 11.2 155 15.9 17.2 8.9 10.4 10.3
Greece 36.7 10.2 2.2
Ireland 15.2 20.3 30.5 2.8 4.3 7.9 m m 24
Italy m m m
Luxembourg m m m
Netherlands 14.4 17,.9 22.1 11.9 134 18.4 5.7 4.7 6.2
Portugal 58 m 19.3 54 m 134 23 m 4.8
Spain 14.9 21.2 254 10.6 135 17.5 4.0 45 6.2
Sweden 7.9 8.7 12.3 11.3 114 15.3 6.5 6.1 7.2
United Kingdom m 16.1 23.6 m 4.7 8.4 m m 4.4
Other OECD countries
Czech Republic 14.8 7.6 15
Hungary 11.0 6.9 29
Iceland 7.9 18.8 6.8
Korea 30.8 16.3 2.7
Norway 8.8 14.4 17.1 13.2 189 23.6 5.7 8.2 10.4
Poland 14.6 10.8 X
Switzerland 5.7 6.4 7.6 10.6 12.1 14.2 52 6.4 7.1
Turkey m 7.4 10.5 m 4.6 7.2 m 23 3.2

Note: Datarefer to al enrolment, not just first years.
1. Flemish Community as follows (1994 only): Ages 18-21: 36.5; Ages22-25. 11.4; Ages26-29: 3.2
(data supplied by Education Department, Ministry of the Flemish Community)

Source: Education at a Glance, 1996, Tables P6.1, P6.2, P6.3, P6t.




Tabl e 4
Tertiary education of the cohort, aged 20-24 years old in 1985

(percent of cohort)

All Mal es Femal es
Sone tertiary education in 1985 46. 9 46. 3 47. 4
Sone tertiary education in 1987 47. 1 46. 1 48. 0
Sone tertiary education in 1989 48. 3 47.5 49.1
Sone tertiary education in 1991 48. 7 47. 8 49. 6
Sone tertiary education in 1993 50.7 48. 8 52.6

Tertiary education of the cohort, aged 30-34 years old in 1985

(percent of cohort)

All Mal es Femal es
Sone tertiary education in 1985 50.7 53.4 48.0
Sone tertiary education in 1987 51.2 53.7 48. 9
Sone tertiary education in 1989 52.9 54. 4 51.5
Sone tertiary education in 1991 52.6 54.5 50.7
Sone tertiary education in 1993 55.4 56. 8 54.0

Not es:

For 1985-91, tertiary education is defined as 13 or nore years of schooling
conpl et ed. For 1993, tertiary education is defined as conpletion of sone
col l ege or higher education (i.e., credits earned).

Over the 8-year period, the nmale cohort, initially aged 20 to 24, grows in size
by 8.5 per cent and the respective fenmale cohort by 5.9 per cent. The size of
the 30-34 year old cohort grows by 2.1 per cent for nales and .6 per cent for

fenal es. The net growth reflects differential effects of inmigration and
nortality.
Sour ce: Marcus Rubin and Hilary Steedman, Centre for Econom c Performance,

London School of Economics. Analyses fromthe Current Popul ation Surveys, U. S
Depart nent of Commrer ce.
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Table 5

Entry into Tertiary Education,
by Timing of Entry, Type of Programme and Attendance Status

(percent of cohort)

Tot al Two- year * Four -year *

Early Late Early Late
Tot al 52 18 5 26 3
Full-tinme 41 13 2 25 1
Part-tine 10 4 3 1 1

* the percentages entering two-year and four-year institutions were 23% and 29%
respectively. A quarter of the survey respondents entering two-year
institutions later transfered to four-year institutions, and a handful changed
in the opposite direction, with the consequence that the percentages when | ast
enrol ed were 18% and 34% respectively.

Entrants to Tertiary Education who Earn Degrees,
by Timing of Entry, Type of Programme and Attendance Status

(percent of cohort)

Tot al Two- year Four - year
Early Late Early Late
Tot al 57 44* 18 76** 33
Full-tinme 66 51 37 79 33
Part-tine 19 22 7 20 33

22% ear ned bachel or's degrees; 22% earned associ ate degrees
** 71% earned bachel or's degrees; 5 % earned associ ate degrees

A few respondents were still enroled full-tine at the 1992 interview, and so
t he percentages of respective groups with earned degrees could increase.

Timng of Entry: "Early' is defined as within tw years of |leaving high
school; 'Late' is defined as nore than two years after |eaving high school
Probit analysis reveals that late entry into tertiary education has a
significant adverse effect on the probability of earning a bachelor's degree
and a significant positive effect on earning an associ ate degree.

Sour ce: Marcus Rubin and Hilary Steednman, Centre for Econom c Performance,

London School of Economics. Analyses fromthe Current Popul ation Surveys, U S
Depart nent of Commrer ce.
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Tabl e 6

Entry into Tertiary Education and Earned Degrees,
by Type of Degree and Region

(per cent of cohort)

Ent er ed Associ ate Bachel or's

All 53 7 23
Nor t heast 59 9 33
M dwest 62 8 32
Sout h 44 7 15
Vést 49 3 13

These differences cease to be significant when the ability or achi evenent of
respondents, in this case, as neasured by the Arned Forces Qualification Test
(AFQT), is used as a control

Sour ce: Marcus Rubin and Hilary Steedman, Centre for Econom c Performance,
London School of Economics. Analyses fromthe Current Popul ation Surveys, U. S
Depart nent of Commrer ce.
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