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Thesis Page fit Abstract 

Abstmct 

Ibis thesis begins by examining various philosophies and models 
applied to social problems and community education. Policy analysis 
is carried out on Strathclyde Regional Council's social strategy and 
the Open University Community Education programme, and on the 
use of OU courses as a component of the social strategy. 

The research is concerned with students who took these courses in 
Glasgow's areas of multiple deprivation during the recent economic 
recession. It examines who participates and who benefits. and 
considers the place and influence of the courses in students' lives 
and in their communities. It recognises that students' personal 
characteristics and circumsiances have been and are affected by 
local services and facilities and by wider socioeconomic events and 
changes, and explores what influence community education has in 
the context of such opportunities and constraints. 

A life history approach is adopted which enables the activities and 
events in students' lives to be analysed into various careers - 
education, marital. childcare. employment, health, community and 
social: and to be represented as parallel lifelines. A longitudinal 
analysis shows that students' reactions to the courses are influenced 
by the stage they are at in each of these careers. This is followed by 
a systemic analysis focussing on the changes across all areas of their 
lives around the time of the courses and afterwards. These appear 
related to their social and economic instability Ue. marital 
breakdown or husbands' unemployment) and those with more 
instability have and make more changes and find the courses more 
helpful. 7be courses benefit those who are most disadvantaged in 
line with the objectives of the social strategy. A resource based 
model is proposed which attempts to explain why those with least 
resources have more changes in their lives and receive more help 
from the courses. 
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Chapter I- Introduction and Background: Theoretical and Polick Issues - 

Introduction 

During the '70's the Open University initiated a programme of 
community education courses aimed to help people make decisions 
affecting their everyday lives and to develop skills for implementing 
changes. This thesis is concerned-with students who took theset 
courses in Glasgows areas of multiple deprivation during the recent 
economic recession. 7be OU courses are provided to students free 
of charge as a component of Strathclyde Regional Council's social 
strategy to combat deprivation through positive discrimination and 
community participation. During the '80's the number of students 
taking these courses increased as the social strategy developed and 
as wider socioeconomic changes were taking place. The thesis 
examines who participates in the courses and considers the place 
and influence of the courses in students' lives and in their 
communities. It recognises that'students' personal characteristics 
and circumstances have been and are affected by local services and 
facilities and by wider socioeconomic events and changes, and 
explores what influence community education has in the context of 
such opportunities and constraints. 

This chapter begins with a brief review of some theoretical and 
social policy issues surrounding the use of adult and community 
education as a component of social and. development policies, and 
draws on experience from the, Third. World as well as the. V& 
'Meoretical contributions from social, theory concerning the 
processes of individual and social change are related to models of 
community education. The nature, and objectives of OU Community 
Education and its policy background are described. An explanation 
is provided of the social and economic problems of Strathclyde 
which the Regional Council has attempted to tackle through its 
social strategy. and of the various policies and methods employed by 
the strategy. The extent that the policy to use OU Community 
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I 
Education courses is integrated with other policies and interests is 

assessed and questions raised about who participates and benefits, 
from the courses. Finally the research questions are drawn together 

and elaborated with reference to the chapters of the thesis. 

Theoretical and policy issues 

The role of education in personal and social change has concerned 
psychologists. sociologists, educationalists, economists, policy 
makers and others for a long time. More attention has been given to 
the processes and effects of schooling than adult education and this 
reflects the size of the budgets for the education of children 
compared to those for adults. While personal changes associated 
with adult and community education are everyday experiences for 
those involved. the ways in which these changes relate to the lives 

of students and to the wider socioeconomic context are more 
difficult to discern. Generally expenditure on adult education is 
small and uncoordinated and its influence is dispersed. Any effects 
are more likely to be observable when adult education is employed 
on a large scale and as part of a social policy intervention. 

Adult education and social policy 
Adult education is rarely used as a component of social policy in 
Britain, however in developing countries it frequently features as 
part of national development plans (Bown. 1983: 41; Fordham, 
1979: 209). In Asia, Latin America and Africa large adult education 
projects have been incorporated into broader strategies to tackle 
literacy, improve health and to promote social and economic 
development (UNESCO, 1976; Fordham. 1980; Duke, 1985). The 
general conclusions from this experience Is that the Issue Is no 
longer whether adult education can be beneficial but 'under what 
circumstances, at'what times and by what means' it can successfully 
contribute (Duke 1985: 213). Circumstances relevant to the success 
of an adult education programme include the necessary political will 
and support from central ý and local -government, the timing 
coinciding with general' improvements and increasing 
opportunities, and the programme being part of a wider strategy 
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and linked to other development initiatives. - Adult education is more 
likely to contribute to change if there is a vertical alignment of the 

interests of goverrunent, the implementing body and the students as 

well as horizontal linkages between educational and other 
development agenciesI. 

In Britain only a few government programm6s and policies have 
included an adult or community education component. Adult 

education had a role in the Educational Priority Areas (Halsey. 1972; 
Midwinter, 1972; Lovett, 1975) which were established in five 
locations in 1968 following the PIowden Report on primary 
education (Plowden, 1967). These projects were primarily 
concerned with school and preschool education although they also 
included community development and education. Around the same 
time the Community Development Projects were set up to tackle 
deprivation on an areas basis and community education was 
introduced alongside other community development activities, 
particularly in Liverpool (Topping and Smith, 1977). The national 
Adult Literacy Project was launched by the BBC in 1974 and later 

, received. government support with local authorities becoming 
Involved in tutorial provision (Hargreaves, 1976: Jones and 
Charnley. 1982). Although this was a multi-agency campaign there 

were no direct links with other social policies. Health education 
campaigns have used broadcasting, publications and local groups and 
formed part of government health policy where other measures, for 

example screening, treatment, and regulation, have been provided 
in order to improve health (Sutherland, 1987). In the early'80's the 
Open University through Its Community Education programme 
became involved in two large scale projects: one linked to the 
Manpower Services Commission (MSC) Community Programme 

aimed at employment creation and community benefits (Gray, 1987: 
Richards, 1989) and the other as part of Strathclyde Regional 

I Duke (1985: 2 18) refers to the need to coordinate 'cross-sectorally at a national level 
and vertically from national through regional to local levels, ideally replicating the 
cross-sectoral (interdisciplinary or Inter-departmental) coordination at each level 
down to the sub-county and the village'. 
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Council's social. strategy to combat deprivation (Jack, 1987; Lever. 
1985). In, these projects Open University courses played a part 
alongside other measures of central and local government aimed at 
meeting wider, social objectives. There have been other notable 
projects often involving local authorities. adult education agencies 
and broadcasting (Paine. 1988; Bates, 1984) but these were 
primarily educational initiatives and not formally, linked to other 
social or development programmes. 

Levels and philosophies 
7be overall'context, in which large scale adult or community 
education programmes operate 

_consists 
of various levels. 7hese 

include 1) the'students themselves and their immediate I families, 

and social networks: 2) the local institutions and services, . some of. 
which maybe part of a development. or social strategy; and 3) the- 

wider societal and structural factors over which government may, 
have an influence, one of the most important in anti-poverty 
strategies. being the'benefit system. Gibson (1986: 14) refers to 
these levels aspeisonýl and interpersonal, institutional, and 
structural. -The linkages between these levels are complex: wider- 
structural change affects intermediary institutions which affect 
individuals' options. For example, economic forces which lead to the', 
closing of a workplace and the, creation of unemployment reduce 
the living standards for individuals and families: and national 
policies and local services can provide help to mothers of young 
children. Also, the influence can operate in the other direction and 
individuals' decisions can affect local institutions and contribute Ao 
structural change. For example, structural changes can result from 
the decisions of individuals and families as they facechanging 

opportunities, including decisions concerning the number of 
children'to have, to separate and live as a single parent and to move,., 
to seek better job prospects Ubompson, 1981: 298). 7bese 
personal decisions contribute to other changes, such as closing 
schools. new housing. and changes in the labour fýrce. 'Adult and 
community education as a local service may have'an influence at the 
level of students lives, and operate in the context of other local-" 
institutions and services, and socioeconomic structures. 
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Also there may be similar or different interests at each level, ie. 
between central government. local government and local 
institutions, and ordinary people. Duke (1985) presents case studies 
which illustrate a range of possibilities from the 7bird World, for 

example in one large scale project the interests of central 
government and the people were aligned but at the intermediary 
level timidity prevented changes being achieved through adult 
education. Following a revolution in another country the aligrunent 
of interests at all levels led to a very iuccessful literacy campaign. On 
the other hand. where central government wishes to maintain the 

status quo but local institutions attempt to bring about changes for 

the benefit of the people through education, any success will 
depend on the tolerance of central government and the degrees of 
freedom at local level (Duke. 1985: 214). 

These different levels are also involved in explanations of poverty 
and social problems and in models underlying the practice of adult 
and community education. For example. explanations of social 
problems have been labelled: individual pathology. inadequate 

services and structural explanations, or in similar terms (Elsey, 
1986: 28; Barr, 1982: 14; Holman, 1978: 48; Taylor-Gooby and Dale, 

1981: 32; CDP. 1974: 23). These parallel various models or 
philosophies of community education. for example. conservative, 
reformist and radical (Barr. 1982: 13) and others (Martin, 1987: 24; 
O'Hagan, 1986: 81; Lovett, 1982: 1). Various explanations of social 
problems are based on particular views of society which are derived 
from ideological and political perspectives (George and Wilding, 
1976: 2). Table 1.1 below summarises these views. 

7be conservative view has roots back to the libertarianism of the 

eighteenth century, promotes free enterprise and believes that 
there is basically a consensus in society. Social problems are seen as 
arising from individual pathology and from particular- personal 
characteristics. Poverty Is due to the failure of individuals to take up 
options which are believed to exist, or that they exercised options 
without taking sufficient account of the consequences. eg. having 
large numbers of children. 7be radical view is associated with - 
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socialism and argues that class conflict is due to economic and 
social structures which limit people's resources and options and 
trap them in disadvantage. Somewhere between these two is the 
reformist view which supports a mixed economy and a welfare state 
in a pluralist society where different groups have competing 
interests. Social problems arise from inadequate or badly organised 
local services which prevent people taking up what is provided. 
Improvement and coordination would enable these services to reach 
people and alleviate their disadvantage. 

Conservative Reformist Radical 

Philosophical Libertarianism Fablanism Socialism 
origins 

Political/ social 
order 

Model of socie- 
ty/community 

Free enterprise Mixed economy/ Socialist state 
welfare 

Pluralism Conflict Consensus 

Cause of poverty Individual path- 
ology 

Main level of 
concem 

Individual and 
familial 

Prescriptions Remove barriers 
to the Eree market. 
and promote 
private Investment 

Inadequate 
service delivery 

Institutions/ 
community 

Assist causalities 
of industrial and 
social change, provide 
public investment 
and services 

Economic and 
social structure 

Structural/ 
society 

Take over com- 
manding heights 
of economy, re- 
distribution 

Table 1.1 Views on the nature of society and social problems. 

The prescriptions put forward by the conservatives are to remove 
barriers to the free market, such as local authority regulations and 
trade union power, which inhibit private investment and the 
creation of newjobs; while those of the radicals involve state 
intervention, public investment and redistribution, this Is necessary 
because of failures of the market which lead to structural 
inequalities and unemployment (Lawless, 1981: chs. 7& 8). 7he 
reformist perspective believes 

-that public investment and services 
should be provided to assist those who suffer as a result of industrial 
and social change and are unable to compete in the market, eg. 
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those who are old, unemployed and disabled. 

Not only do the conservative. reformist and radical philosophies 
tend to focus on different levels in their analysis of social problems, 
but individuals and groups at different levels In the social system 
may hold different philosophies themselves. For example. central 
government may take one philosophical view, while local 

government and particular institutions may hold the same or 
different views; also people will have a range of views about 
themselves and society. It is possible to consider the alignment of 
views in these terms. for example, we might have a conservative 
government (not necessarily conservative with a capital 'C'), and a 
radical educational institution or local authority, and a conservative 
community; or a radical central government. conservative local 

institutions and a radical community. 

Models of community education 
We can also analyse the views held by those responsible for adult and 
community education and examine the extent that these are shared 
in other institutions and services, whether they are shared by local 

and central government and with people in the communit3r. Table 
1.2 on the next page summarises these views in the form of models 
of community education which correspond to the above 
perspectives (Martin. 1987: 24). 

Conservative approaches to community education are seen as 
focussing on individuals and changing their characteristics (eg. 

employability) through education and in this way alleviating social 
problems. Whereas radical community education challenges 
structural inequalities and emphasises understanding the processes 
by which power is exercised and the skills for collective and 
political action which will change the circumstances of 
disadvantaged groups. 7be reformist approach assumes that failure 
of services-is a technical matter and students can become more 
confident and knowledgeable so that through participation and 
cooperation with local authorities any problems can be rectifted. 
Martin (1987: 28) also includes a radical feminist, model which 
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focuses on the oppression of women particularly in the family and in 
paid work, and on providing women with the knowledge and skills 
to gain control over their lives. 

Conservative* Reformist Radical 

Premise Homogeneity and Heterogeneity Class structure. 
basic harmony of and inter-group Inequality and 
Interests competition powerlessness 

Strategy Universal non- Selective intervent- Issue-based 
selective provision ton to assist disad- educatlon. equal 
for all age/social *vantaged people and opportunities and 
groups deprived areas social action 

Initial focus Secondary school/ Primary school/ Local working- 
community college home/neighbourhood class action groups 

Key influences Henry Morris Eric Midwinter 
AH Halsey 

Tom Lovett. Paulo 
Freire and 
cleschoolers 

Twentieth cen- Cambridgeshire 
tury origins and Leicester- 

Ire viRage/com- 
munity centres 

Dominant 
themes 

I. Ifelong learning 
Integrated provision 
Openness and access 
Decompartmental- 
Isation 
Rationalisation 
Co-ordination 
Voluntarism 
Neutrality 
Cooperation 

Plowden Report 
(1967) and Educ- 
ational Priority 
Areas 

Positive discrim- 
Ination 
Decentralisation 
Participation 
Social relevance 
Home-school links 
Preschool/play 

, Informal adult ed. 
Self-help 
Partnership 

Community Dev- 
elopment Projects, 
Innovative adult 
education and 
community work 

Redistribution/ 
equal opportunities 
Community action/ 
power 
Redefinition of 
priorities 
I. ocal control 
Political action 
Learning networks 
Structural analysis 
Solidarity and 
collaboration 

Martin uses the term 'Universalist' rather than 'Conservative'. 

Table 1.2 Models of Community Education (Martin, 1987: 24) 

The particular views of the nature of poverty on which an anti- 
poverty strategy is based will also determine which model of -adult 
and community education will be seen as relevant (Lee, 1981: 25; 
lbompson, 1980: 98). There has been much controversy as to 
which explanation is appropriate for tackling social problems (Fuller 
and Stevenson, 1983: 4; Looney, 1984: 29; Finch, 1984: 103) and 
which model should apply to the practice of adult and community 
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education (Brookfield, 1983: 174; Jackson, 1980: 13; Lovett. 1982: 
1). Elsey (1986) provides an extensive and recent treatment of 
social theory perspectives on adult education. 

7be importance of structural constraints has been made clear by the 
rise in unemployment In the early '80's and is now widely 
recognised not only by the radicals who originally promoted this 
view but also by those with a conservative perspective (Nisbet and 
Watt, 1984: 62). The individual pathology view has been criticised to 
such an extent that there is a danger that a wholly deterministic 
view of people. particularly poor people, might prevail (Holman, 
1978: 239). It is important to avoid the position that the 
overwhelming influence of structural factors has made many people 
into passive victims unable to exercise any control over their lives at 
all. However. others recognise that all levels are involved and 
interact in causing deprivation (Brown and Madge. 1982: 288; 
Gibson. 1986: 15) and in community education aimed at social 
change (Barr, 1982: 16). It is not a question of individual or 
institutional or structural explanations but a matter of examining the 
processes involved. understanding how these levels interact and 
intervening at appropriate levels and in appropriate ways. In 
community education personal development can facilitate 

community action and social change and vice versa. 

Social theory and change 
Underlying this controversy is a dualism between agency and 
structure, subjective and objective. free will and determinism which 
has been a feature of thought for centuries. The conservative view 
focuses on the freedom of individuals and their responsibility for 
their own actions (le. agency), whereas the radical view emphasises 
social structure and the social determinants of behaviour. Recently 
social theorists (Berger and Luckmann, 1966; Abrams, 1982; 
Giddens, 1984) have attempted to transcend dualism which they 
regard as sterile and an inhibition to progress in understanding the 
social world. 7bey argue that there is a duality or dialectic between 
individual action and social structure, where the behaviour of 
individuals takes place within social structures and social structures 
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are reproduced through the behaviour of individualS2. 

Thesis 

Structure is made up of sets of rules and resources and both 

constrains and enables individual action, and is produced and 
reproduced by the action of individuals. The day-to-day activities of 
individuals draw upon and reproduce structural features of the 

wider social system. Structure has no wdstence independent of the 
knowledge that individuals have about what they do in 

, 
their day-to- 

day activities. Thus structure is not 'external' to individuals but is 
internallsed, le. in their heads as 'memory traces' (Giddens, 1984: 
25). These'personal characteristics (beliefs, values, attitudes, 
capabilities, skills etc) make up their character structure (Reich, 
1933) which is both a resource for and'a product of their actions. 
Their actions are taken in the knowledge of themselves, the 
resources available and therules that operate. I, nevitably some of the 
conditions under which they act are unknown and have unintended 
consequences. Individuals have their own theories and ideologies of 
social life which they apply and modify through their activities and 
by monitoring the consequences. They are always in the process of 
making history in circumstances which are not of their choosing. 
and are not (and cannot be) fully aware of what they are doing and 
making (Bernstein, 1989: 26; Abrams, 1982: idv; Giddens, 1984: 
27). 

Fletcher (1980a) in his theory of community education explains that 
the community is the maker of its own culture. Culture, like 
structure, does not exist independently of its creators and its 
creation depends upon the problems people face and their 
celebration of their own causes (Fletcher. 1980a: 67). In his view 
educational resources should be dedicated to the articulation of 
needs and common causes, in other words, 'to the creation of 
culture. Making educational resources available to the community 

20ther theorists (Buss, 1979: 316; Gibson, 1986: 10; Leonard. 1984: 77) have drawn 
attention to the early writings of Marx where he stresses the dialectical relationship 
between the individual and society. in contrast to later writing where he took a more 
economic determinist view. 
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can change structure (in terms of rules and resources) and enable 
people to undertake different activities and improve their own 
circumstances together. He distinguishes between liberal and 
liberating applications of resources, in the first the person is 
assumed to be 'free' and should become freer, whilst liberating 
assumes bondage and the setting free of whole classes of persons (p. 
69). However, individuals are only free to the extent that they can 
use rules and resources for alternative courses of action. By making a 
community resource available (or changing rules) then both single 
individuals and a class of persons could undertake activities'they 
were previously excluded from. Community education alms,. to 
liberate whole,, classes of people by enabling individuals to becomeý 
freer. 

Over-emphasis on structuralism or structural explanations leads to a 
lack of historical perspective which fails to consider social 
processes operating through time and resulting from an interaction 
of biography, social structure and history (Wright Mills, 1959: 134). 
Time is, of course, relevant to personal, institutional and societal 
levels and this makes the task of analysis particularly complex, for 

not only are there interdependencies between these levels, but 
individuals. institutions and social structures are changing and being 
changed through time. There is 'a dialectic between the changing or 
developing individual and the changing and evolving society (Buss, 
1979: 314). Personal and social change interacts through time as an 
ongoing process of production and reproduction. Community 
education which aims to contribute to personal and social change 
does this within the context of changing lives, changing institutions 
and changing'socloeconomic structure. 

In addition to the dimension of time, social processes cannot be 
understood without recognising the importance of the spatial 
dimension (Giddens, 1984). Ifistorical waves of investment 
determine the spatial distribution of employment and the location 
and composition of communities (Massey, 1984). The communities 
people live in have a major affect on their options, their housing, 
who their neighbours are and their social networks, what 
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employment and facilities are available locally, and how far and by 

what means they have to travel for services and work. Community 

education,, by deftnition, will depend on the local context. In many 

cities of Britain the inner and peripheral areas have high 

concentrations of people dependent on state benefits, are unskilled 

and if working are in low paid jobs. These concentrations may be 
due to selective. migration, the movement of capital and industrial 

restructuring, slum clearance, house buildin and allocation, and 
'g , 

central government and local authority, policies (Hall, 1981; Lawless, 
198 1; Donnison and -Middleton, 1987). -The practice and theory of 
community education ' 

has largely been developed in areas of this 
kind (Lovett. 1975; Fordham. et aL, -1979; Lovett et al, 1983). 

Individuals vary considerably in the extent that they can change 
structures through their, actions. The activities of ordinary people 
which might gradually contribute to change can be differentiated 
from those who are specially, placed to make transformations to the 

rules and who control resources at what Bilton et al. (1987: 26) call 
the 'second level% For example. politicians, legislators, finance 

ministers, executives and so on 
, 
can change institutions, rules and 

resources more directly than those who participate through their 
day-to-day activities. Mouzelis (1989: 619) gives the example of, -. - 
husband and w1fe. Who draw on rules and resources concerning the 
institution of marriage generally, and of . 

their own marriage in 
particular and thereby, with millions 

-of, 
others who are doing 

likewise, reproduce and gradually. change the institution of 
marriage. However. the actions of husbands and wives. in their own 
marriage, are of a different kind to those of campaigners and 
legislators who wish to change the rules on for exam le, divorce, 

abortion or inheritance. Thus, the reproduction and transformation 

of rules and resources can take place at the level of those, who use 
them in their everyday life, and at a second level of institutions and 
possibly a ihirdievel of society by. those who have jhe power to 
intervene at these levels. Setting up ý new national institution., which 
can operate through local organisations might-be seen as 
intervention at the third (top) levet which is delivered'through the 

second level in an attempt, to bring about change in the regular 



Thesis Fkige 13 Chapter I 

practices of individuals'at the first (bottom) level. 

The next section deals with specific rule and resource changes at an 
institutional and societal level and to the policy developments which 
led to the creation of a new institution which changed the rules 
regarding access to adult education and reflects resource priorities 
for adult education. 

The Open University and disadvantage 

Ibis section considers the origins and distinctive characteristics of 
the Open University Community Education programme, in particular 
the features of the courses that made them appropriate for adoption 
in a strategy to combat deprivation. The nature of the OU 
Community Education programme was influenced by the early hopes 

and expectations which led to the setting up of the university and in 
particular the need to provide courses relevant to the lives of 
ordinary people. The section begins with a review of the educational 
policy background. 

Policy background 
During the 1960's education was seen as a main instrument for 
social change (Nisbet and Watts, 1984: 1; Jackson. 1980: 9; Halsey, 
1972: 3). There was concern about the relationship between social 
class and educational success and it was thought that expansion of 
educational opportunity could provide the route out of a deprived 
background and to the abolition of disadvantage. In the early 1960's 
the Crowther. (1959); Newsom (1963) and, Robbins (1963) reports 
drew attention to themaste of talent in the educational system due 
not only to its selectivity but because participation and success in 
education was disproportionately affected by social class 
background. During the '60's and '70's these concerns were 
expressed in reports dealing with education at all stages of life from 
preschool, primary, secondary. further. higher. adult and 
community education (see Finch. 1984: 7-9 for a chronology). 
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At the preschool and primary stage the Plowden Committee began 
its work as the US Head Start programme for teaching preschoolers 
from poor areas of American cities got under way. The Committee's 

report (Plowden, 1967) recommended that educational priority 
areas should be deftned where additional resources would be 
directed, parental involvement and improvements made 
to school related services, including a major expansion of nursery 
school places. Educational Priority Areas (EPA! s) were areas where 
children were disadvantaged due to social, cultural and 
environmental factors and where positive discrimination should be 

applied in order to make the schools better than the average. 

Plowden argued that'the most significant influence in children's 
educational performance is their parents"attitude to education. This 
led to the emphasis in EPNs on parent involvement and, in 
particular, to parent education as the-'means to improving children's 
success at school, rather than the emphasis in Head Start which was 
on providing preschool education for the children -themselves. The 
government accepted the Plowden Committee's 'recommendations 

and in 1969 a major research and development initiative was 
launched in five EPA: s. Work began on preschool projects, parental 
involvement, and community development activities. The report of 
the work (Halsey, 1972) broadly s6pported Plowde-n's views on 
EPKs and the value of parent and community involvement In 
schools. Halsey's recommendations included the idea'that - positive 
discrimination could be applied in EPAs-, ' preschooling 

-was 
an 

economical and effective way of applying positive discrimination and 
of raising the educational standards; commuýnityschools have 
powerful -implications for community, regeneration*. action-research 
was an effective method of policý formulation and practical 
innovation; and that EPA! s'could be a part of comprehensive 
community development '. (Halsey, 1972: '180). 

Regarding higher education there was an obvious gap in the 
provision for part-time higher education for. 'adults. and'there wasan 
interest in rectifying the unfair inqUence'of social'class on 
participation in further and higher education. Harold Wilson, 
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recognised these needs and the opportunities provided by 
broadcasting and other educational technologies. and put forward a 
bold proposal for a University of the Air which was presented in a 
speech given In Glasgow in 1963. He gave four main reasons for this 
proposal: 

1) technological - to help British industry apply scientific 
research to-national production. 

2) econornic- to make use of untapped talent which resulted 
from an inadequate educational system. 

3) egalitarian - to provide an opportunity for those who had 
not been able to take advantage of higher education: and 

4) political - to maintain British prestige abroad. 
OiaU et al. 1975: 250) 

To further the proposal an advisory committee chaired by 'Jennie 
Lee was set up in 1965 in which, according to Hall et al. (p. 255), 
there was disagreement about the educational level at which the 

new institution should operate. The issue was whether diplomas 

rather than degrees should be offered. However. Jennie Lee was 
adamant that the new institution should be of the highest academic 
status and provide degrees. 

Following the publication of the White Paper, 'A University of the 
Air' (HMSO, 1966). a Planning Committee for the proposed 
university was established in 1967 and chaired by Sir Peter 
Venables, who for many years had had a commitment to widening 
educational opportunities (and went onto chair a special OU 
Committee on Continuing Education in 1975). The Planning 
Committee's report was published in 1969 after the Open 
University's ftrst Vice-Chancellor, Walter Perry had been appointed 
and the report led to the granting of the Royal Charter in the same 
year. The Charter deftned the 'Objects' of the University as: '... to 
provide education of University and professional standards for its 
students, and to promote the educational well-being of the 
community generally. Perry (1976) writing later refers to the need 
outlined by the Planning Committee for post-experience courses. 
Ilie assumption was that these courses would not all be at post- 
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graduate level and many might be para- or even pre-undergraduate 
in level. He also pointed out that the Charter gave almost unlimited 
authority to move into a wider role and 'to promote the educational 
well-being of the community generally (Perry. 1976: 285). 

The Planning Committee believed that adult students would be 
stimulated to take courses by'change in social and economic 
circumstances and in personal outlook at a mature age'. for example, 
married women whose families are growing up (Venables, 1969: 5). 
Neither Wilson nor the White Paper make any explicit reference to 
students from working class or disadvantaged backgrounds. 
However, the Planning Committee mention that the University's 
'work would not cease if past deficiencies were adequately dealt 
with. Social inequalities will not suddenly vanish' (Venables, 1969: 
3). They also directed attention to national statistics which showed 
that educational and occupational opportunities are denied to 
women and that 'the University will have unrivalled opportunity to 
rectify this long-continuing imbalance' (p. 5). 

Nonetheless, at the time many bodies involved in adult education 
expressed disappointment at the lack of consideration given by the 
Planning Committee to educationally disadvantaged groups. Jackson 
wrote: 

11 fear that we are in considerable danger of creating yet 
another university institution for the middle-class. and 
especially for that middle-class housewife seeking a liberal 
arts course ... The Open University has many splendid uses ... but if It Is centrally to reconnect adult education with a major 
working-class audience ... then It must go and get them. ' 
vackson. 1969, quoted by HaU et aL 1975: 272) 

Jennie Lee was aware that the I re was an expectation that the 
University would attract working-class students and at a public 
meeting in 1971 she responded somewhat angrily by stating that 'It 
is not a working-class university. It 

, 
was never intended to be a. 

working-class university. It was planned as a university. It Is an Open 
University (Woodley. 1981: 22). In an interview celebrating the 
Open Universitys first 10 years she describes the problem of 
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attracting people with backgrounds like her own who lived in 
mining and agricultural villages and left school at 14 or 15. She 
asked 'How could you devise a scheme that would get through to 
them without excluding other people? The last thing in the world 
we wanted was a proletarian ghettol' (Open University, 1979: 4). 

The Open University was radical in that it did not require any entry 
qualifications and was open to all on a first come first served basis, 
in this way it provided opportunities for educationally disadvantaged 
students. However, Perry (1976: 143) recalled that in 1970 'the 
great preponderance of applications came from middle class people 
of whom school teachers made up a considerable parV. and that this 
'was contrasted with the objectives that were said to have been put 
forward in the early days by Harold Wilson and Jennie Lee'. 
However, he explains that: 

"Ibe original objectives in fact made no explicit mention of 
any special provision for the deprived adult. The opportunity 
was to be available to anyone who felt himself able to benefit 
from higher education. not restricted to deprived adults. 7bat 
is not to say that my colleagues and I did not share in a desire 
to increase the proportion of working class applications and 
admissions and to do something for the deprived groups in 
the community; but most of us felt that we could not hope to 
achieve this in the early years of the Universitys life. ' 
Werry. I ID76.144) 

There was very little in the early planning documents for the Open 
University that points to the creation of a sub-degree programme of 
community education courses suitable for educationally 
disadvantaged students. Only later, after the Russell and Alexander 
Committees had been set up to examine adult education, did the 
Open University give serious attention to Its wider role beyond the 
provision of undergraduate degrees. 

I 

Me Russell Committee on adult education reported in 1973, and 
gave special consideration to the needs of disadvantaged adults and 
noted developments in community education which was deftned as: 
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I providing the background of knowledge and understanding 
upon which effective action for community purposes, 
including community development in the strict sense, can be 
founded. ' 
(Russell, 1973: 19) 

Of relevance to community education, Russell also mentioned: 
'social and political education of very broad kinds. designed to 
enable the individual to understand and play his part as citizen, 
voluntary worker, consumer' and 'role education' which provides the 
background of knowledge for individual's roles in social change and 
education for social leadership (p. 19). ', 

In 1975 the Alexander Committee published their report on adult 
education in Scotland and made recommendations for change. In 
reviewing the provision in 1972/73 the report says: - 

'It is clear that the proportion of adults affected by the 
e2dsting provision of leisure-time courses is not more than 4 
per cent of the total adult population. 7he range of subjects 
offered is wide but the great weight of interest is In hobbies, 
physical activities and domestic skills. The numbers in classes 
in science, social affairs and cultural subjects are much less. 
Little is offered In other areas of personal concern such as 
community and environmental problems, family budgeting. 
parenthood, consumer education and family health ... the case 
studies tended to confirm the widely held view that an unduly high proportion of those to whom adult education courses 
offer a satisfactory leisure-time activity are older, the better 
educated and the more affluent. ' 
(Alexander, 1975: 14) 

Included in their recommendations was that: 

There should be greater recognition than at present of the 
varied educational needs of young mothers and of the 
importance of ensuring that appropria 

i 
te 

, 
provision is made to 

meet them. This is an area which offers opportunities for 
imaginative and rewarding development' (p. 38). 

'In the deployment of resources high priority should be given 
,,, to'the needs of areas of multiple deprivation', (p. Ni and p. 44). 

'Adult education should be regarded as an aspect of 
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community education and should. with the youth and 
community service. be incorporated into a community 
education service' (p. 35). 
(Alexander. 1975) 

Two social policy strands involving community education and 
disadvantage are exemplified by Plowden on the one hand and 
Russell and Alexander on the other. One comes from the need, 
particularly in deprived areas to educate parents so that they can 
contribute to their childs' educational progress before they start. as 
well as while they are at school. The other is through adult or 
community education becoming more socially relevant and enabling 
people, especially those in disadvantaged areas, to become involved 
in community action and development. 

Wider role of the Open University 
Clarification of the wider role of the Open University was provided 
by a Committee on Continuing Education especially established by 
the Open University in 1975 and chaired by Sir Peter Venables. This 
committee had external membership and attracted over 300 
submissions, many from outside the university. The report 
(Venables, 1976) reinforced the ideal expressed by Russell for an 
adult education system which Is: 

'firmly rooted in the active life of local communities: and it 
must be readily accessible to all who need it. whatever their 
means or circumstances. Only in such terms can we conceive 
of education "as a process continuing throughout life". ' 
(Venables. 1976: 21) 

Also the report stated that a major objective of continuing education 
Is to promote 'people's ability to respond to and participate in 
meeting the changing needs of the whole community (p. 23). 7he 
Committee unambiguously asserted that the Open University had a 
responsibility to be Involved in creating courses below 
undergraduate level and recommended: 

'that the University should, after discussions with interested 
parties, produce experimental packages of learning materials 
covering selected topics of adult concern which may be 
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offered for use by other institutions. ' 
(Venables. 1976: 8) 

In referring to a continuum of levels of adult concern courses 
ranging from pre-'O' level to post OU Foundation levels. the 
Committee considered that 'it is the early part ... which should have 
the highest priority at present' (p. 49). 

In addition they made a recommendation of particular relevance to 
Scotland: 

'the University should develop still further its relationship 
with other branches of Scottish higher, further and 
community education, in order to have regard to the 
distinctiveness of Scottish circumstances and the Scottish 
dimension. ' 
(Venables. 1976: 10) 

Venables' recommendations were overwhelmingly supported by the 
University Senate. The Committee also recommended that 
substantial. government ftmding be provided to enable the University 
to carry out its wider responsibilities for continuing education. In 
anticipation of the Committee's recommendations and following an 
earlier initiative (Farnes, McConnick and Calder, 1974) work began 
on short experimental courses in areas of adult concern. It was 
made clear that these courses were expected to be self-financing 
from external grants and student fees until such time as the 
government grant to the university included additional funds for this 
work. Preparation of the first two courses began in 1975 and the 
Vice Chancellor, Walter Perry, demonstrated his personal support 
for these new courses through acting as course team chairman for 
one of them. 

Open University community education 
7be first courses in what became the Community Education 
programme were The Mrst Years of Life and The Preschool Child. 
launched in 1977 and followed by Health Choices; Childhood 5-10, 
Parents and Teenagers and others (for further details see appendix 
A). While the courses shared some of the -characteristics of the Open 



University undergraduate courses, they also had a number of special 
features: they were non-credit and involved only 40 hours study 
time: the print materials were presented in a multi-column, full 
colour magazine format; they were topic based and dealt with 
practical concerns of everyday life; they used activity-based learning 
and drew on student's own experience; and included simple 
computer marked assignments which asked students to report on 
their observations and views; and completion of these assignments 
led to the award of a 'Letter of Course Completion' (Calder and 
Fames, 1982: 95). 

7be objectives of the OU Community Education programme have 
been deftned as: 

To provide educational opportunities to meet the learning needs of 
adults in their parent, consumer. health, employment and 
community/citizen roles In the context of their family. community 
and workplaces at various stages in their lives and in relation to 
societal changes by: ' 

a) Developing multi-media courses and packs, delivering these 
through appropriate means and providing support to learners. 

b) Encouraging learners to value their own experience and the 
experience of others and to facilitate dialogue between learners 
and others. 

c) Helping learners make personal and collective decisions based 
on their own experience, values, resources and informaUon; and 
to implement changes. 

d) Enabling learners to take action individually and collectively to 
improve the services and facilities in their own communities and 
workplaces. 

e) Providing learning resources for disadvantaged people through 
sponsorship and other special schemes. 
Collaborating with national and local organisations in defining 
needs, developing learning materials, sharing resources, 
publicising and promoting learning opportunities, organising 
support for learners and in evaluating the provision. 
(Calder and Fames, 1982: 87; Fames. 1984) 

7bepe objectives place learning firmly in the contextý of people's 
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lives, and aim to develop skills which enable them to take action on 
their own and collectively. They start at the personal and 
interpersonal level, move to the level of improving services and 
recognise that societal changes create learning needs. Although it is 
not stated in the programme objectives, the courses are based on 
the assumption that individuals are able to bring about structural 
change, for example, by challenging discrimination or unfair rules 
exercised by an employer or public service. and that they can 
acquire the knowledge and skills for success. The inclusion In the 
objectives of collective action implies the use of power to bring 

about change, although there is no explicit acknowledgement of 
inequality. conflict or power structures. 

Many of the courses are concerned with parent education and this 
can reinforce role-stereotypes and restrict women's aspirations to 
performing domestic jobs more efficiently or compel them to 

undertake full-time domestic duties when their interests may be 
better served by, for example, seeking paid employment. On the 
other hand, parent education 'can be seen as a means to social 
change. whereby individuals are given encouragement and Increased 
self-confidence to take control over their lives, to break out of 
traditional roles, and to question the status quo' (Pugh and De'ath, 
1984: 44). This latter approach and that described by Barr (1982) 

are adopted in the OU Community Education programme where: 

The community care style of experience gained in organising 
and running a playgroup may, for example, provide the 
confidence to move on to a community development style 
campaign for improved educational resources and facilities or 
even the resources to set up a free school which might be 
considered to fall into the community action model. ' 
(Bair. 1982: 16) 

Barr says it is important to be clear about what is the ultimate 
purpose of community education and not to delude ourselves that 
the courses reflect one model when in practice the learning 
experience of students is closer to another. There Is no guarantee 
that the objectives and methods applied in producing and using the 
courses will be successful in enabling students'to make changes in 
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their own lives and in their communities. this must be assessed by 
examining the role of community education in their lives. 

Conclusion 
The Open University was established as an act of political will by the 
government of the day with a priority to offer undergraduate courses 
to part-time adult students and without requiring entry 
qualMcations. It was argued that it was necessary to give priority to 
the undergraduate programme in order to establish the university's 
academic credibility and its teaching system, only then could it 
begin to develop lower level courses (Perry 1976: 285). However. 

when the time came for the university to do this the government 
did not provide the necessary funding. The Labour government! s 
acceptance of the Russell report and its sympathies for education 
related to the everyday lives of ordinary people of the type 
recommended by Russell. Alexander and Venables, never resulted in 
baseline funding being provided. Various factors may have been 
involved in this reluctance: in the mid '70's the government was 
faced with a changed and desperate financial situation compared to 
the early '70's, and during this time the costs of the undergraduate 
programme had escalated; also the self-financed community 
education and other continuing education courses appeared to be 

achieving some success. On the other hand. it may be that higher 

education which provides privileges and power for a few is able to 
command political and financial support (Ibompson, 1980: 21: 
Perry. 1976: 56) whereas adult and community education for the 
masses suffers from being the 'poor cousin' (Newman, 1979) which 
prevents it from reaching large numbers of people. While 
subsequent, governments have increased -the block grant to the 
university for the undergraduate programme no baseline funding has 
been provided for the Community Education programme. 

However, government agencies have provided funding on a project 
basis, in particular the Health Education Council (as was) and the 
Scottish Health Education Group. 7hese agencies are specifically 
educational and do not have responsibility for other social policy 
measures. However, government policy affects their activities and 
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the emphasis that the Health Education Council gave to parent 
education and the funding for the first Community Education 

courses was connected with the concerns arising from Sir Keith 
Joseph's cycle of deprivation theory propounded when he was 
Secretary of State for Social Services from 1972-4 (Joseph, 1972). 
However, there were no direct policy links between the OU parent 
education courses and other non-educational measures which affect 
parents, for example-, child health and family planning services, or 
family allowances (Pugh and De'ath, 1984). Also courses dealing 

with health and diet were not provided as a component of an 
integrated strategy, but were presented at the same time as other 
non-educational measures were being taken by government such as 
new regulations concerning the content. preparation and labelling 

of food (Sanderson and Winkler, 1983) and restrictions on the sale 
of cigarettes and alcohol (HMSO. 1976). - 

In addition to the financial support provided for course 
development. various agencies have provided financial and other 
help so that disadvantaged students can study the courses. Most 
notable has been Strathclyde Regional Council. The next section 
examines policy development related to the Council's social strategy 
and how this aims to change rules and resources for disadvantaged 
people. 

Strathclyde's social strategy 

7bis section examines the origins of Strathclyde Regional Council's 
social strategy; the problems the strategy is trying to tackle; the 
changes it is aiming to bring about and the components of the 
strategy. Also the role of community education in this is considered. 

Origins and problems 
Following local government reorganisation. Strathclyde Regional 
Council was established in 1975 and gave immediate attention to 
the problems of poverty, employment, housing and deprivation 
generally. 7hese problems had been highlighted by two studies, one 
published by the National Children's Bureau (Wedge and Prosser. 
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1973) which showed that the incidence of, poor -housing, low wages 
or unemployment- and, family circumstances -combined to, prevent 
many children obtaining equal opportunities. Moreover, Whilst only 
one in 14 children suffered from a combination of these factors in 
the UK, in Strathclyde one in six children were born to fail (Yates, 
1984: 35). Another study carried out by the Department of the 
Environment and based on the 1971 

' 
Census showed conclusively 

that, whichever indicators of deprivation were selected, Clydeside 
topped the national league in the scale and intensity of deprivation 
(Holterman, 1975)3. These two studies -focussed attention on 
Strathclyde and engendered a climate for establishing a-, ptrategy to 
combat deprivation (Yates, 1984: 35). 

The Regional Council recognised that deprivation was due to 
economic inequalities and family circumstances which were 
augmented by maldistribution of local services. Their analysis of 
multiple deprivation identified three problem areas: 

1) Socio-economic situation which emerged in the West of 
Scotland since the 1950's,, these include poverty, 
employment, and housing., 

_ 2) Service provision and delivery - health, education. social 
work, leisure and recreation, housing, social benefit 
services. 7he problems include inaccessibility. lack of 
coordination. inadequate resources, and, insensitivity. 

3) Communities - hopelessness, lack of knowledge and access 
to services, dependency, lack of control, lack of, , leadership, unemployment, alienation'from'education. 
limited horizons, anonymity and irresponsibility, ill health, 
stigmatisation, indifference to politicians. ' 

(SRC. 1976.7-8) 

These areas correspond to the levels at which explanations of social 
problems can focus: the wider socioeconomic factors; inadequate 
service delivery, and although referred to as 'communities' the 
factors mentioned are mainly at the interpersonal and personal, 

3See also more recent studies (Begg and Eversley. 1986 and Begg et, al, 1986'), i)ýsýedon' 
the 1981 Census. 
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levels. However., as far as, 'blarne'. is 
-concerned 

the chairman of the 

committee responsible for, the social strategy says:,, 

We were appalled by the myths about money being poured 
into these areas [of multiple'deprivation) and by the 
patronising attitudes of many people to the competence of the, 
residents of the areas which seemed to placethe blame for 
the poverty on the poor themselves 
'%Ve had more sympathy with the view which pinned the blame - 
on the government - with Its responsibility for. economic 
policies and social security. But as these areas always had 
unemployment'running at two or three times the regional 
average, which in turn was twice the national average, we 
could not accept that central government action, if and when 
it came, would be sufficient to overcome the deep-rooted 
problems in these areas. ' 
We were convinced that local authorities - particularly one as 
large as Strathclyde, -7 could and should do more within its 
existing resources and skills to ameliorate conditions in these 
areas. ' 
(YourW, 1983a: 229) 

As the key politician involved with the social strategy, Young draws 

on Barr's (1982) analysts. of social problems and the models for 
tackling them. He clearly aligns the policy i Prioritie Is to I making 
improvements to service delivery and promoting structural change: 
'Let no be in any- doubt that we are, 'or should be ., en . gaged in a 
long-term attempt-at social change which'involves' changing 
attitudes, resources, 'sthictures and power' (Youn g, ý983b:, 16)., He 
sees one of the main, problerrig being profession. ý I Ll" ve sted interests: 
We really do have to make up our mind about whose'side we'are on: 
the big battalions of non-accountable professionais'orth'e public who 
elect us' (Young, 1983a: 247). ' 

7be Regional Council see their "role as attempting to"strengthen the 
vertical and horizontal -links between- policy levels'Meating, ". 1988: 
149). Vertically by attempting to"bring pressure on central 

th government to deal wi the problems of poverty'. thibugh to the 
'reactivation of community spiriV; and horizontally by 'ensuring that 
the public services are relevant ... readily accessible, -,, welf-. 
coordinated and sensibly administered' (SRC, 

- 
1976: 10). 
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The iiiain comp6nents of the social strategy are: 

1) Positive discrimination 

2) Improvement of services 

3) Community participation 

Positive discrimination 
The area approach to tackling deprivation has been applied in the 
Educational Priority Areas and in the Community Development 
Projects and Holterman'sanalysis of the 1971 Census identified the 
most deprived areas in the UK (Holterman. 1975). lbe-Regional 
Council conducted its own analysis of the 1971 Census which led to 
the identification of 114 areas of multiple deprivation, these were 
reduced to 45 through a further process of assessment and were 
designated as Areas for Priority Treatment CAPTs). After the 1981 
Census a review was carried out which led to the number of APTS 
being increased to 83 and in 1983 to 88. Approximately one fifth of 
the population of Strathclyde live in APTs and for Glasgow this is 

around 45%. The APTs in Glasgow include all the major peripheral 
housing schemes - Easterhouse. Drumchapel, Pollock/Nitshill. 
Castlemilk, and inner city areas - the East End, Govan, Possil and 
Springburn. The main-APTs by population are shown in a map of 
Glasgow in appendix B. also provided are illustrative socioeconomic 
comparisons between two APTs. one a peripheral housing scheme 
(Drumchapel) and the other an inner city area (Inner East End), and 
a non-APT middle-class suburb (Bearsden). 

A typical APT. has a high proportion of single parents and families 

with unemployment which gives rise to wide scale poverty, is 
monolithic in terms of class and housing tenure, few people have 
educational'qualifications, and the population has restricted 
transport options which particularly affect those in peripheral 
schemes. Also the inner areas'have higher proportions of older 
people while the peripheral areas have larger numbers of young 
children. 

Although deprivation is %ýidespread in APTs the majority of 
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inhabitants are not deprived even though the numbers experiencingo 
one or more forms of deprivation and poverty may approach 50% in 
some of the worst areas (Keating, 1988: 145). The number of people 
living in APTs in Strathclyde Is around half a million and it has been 

estimated that for 
, 
Strathclyde as a whole. 450,000 people were 

living In poverty in 1981, which Increased to 650,000 by 1986 
(SRC, 1988a: 8). As less than half the 500,000 living in APTs 
contribute to the total of 650,000 who are deprived. there are more 
people living In poverty outside APTs than within their boundaries. 
Nonetheless there is 

-a collective deprivation in deprived areas 
which affects all residents, even though individually the'majority 
may have satisfactory homes and jobs. It arises from a pervasive 
sense, of, decay and neglect which affects the whole area, through 
the decline, in community spirit, poor facilities, crime and 
vandalism (HMSO, 1977a: 4).. 

Ille fact that there are more disadvantaged people living outside 
deprived areas is inevitable with area-based, positive, discrimination 
(Hall and Laurence, 1981: 56). Ibis was recognised In Strathclyde 
and Yates, the Senior Executive Officer, involved with the, social 
strategy, points out that: 

'An important part of the strategy has also been the thematic 
or client based approach .... 7bus whilst there is a logic and 
administrative neatness 

' 
about an area based policy, it is only a 

part of the total strategy and the Council has always sought to 
tackle deprivation wherever it exists through more, sensitive - 
service delivery. '- 
(Yates, 1984: 37) 

Policies and thernes 
The thematic or client based work is pursued through six, key policy. 
areas: pre-fives, youth, unemployed,, single parent families,, 'the 

elderly and adult education and covers five themes: poverty, health, 
housing. employment and community ., development (SRC, 
7be policy areas refer mainly to client groups and the themes can 
be conceptualised as different areas of people's lives forwhich, 

various services have important roles. In this way adult education 
might be more appropriately regarded as a. theme. - Thus,, poverty, is 
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related to the economic area, of people's lives and to, the - social 
security system; their health to the health services-, housing to the 
housing department; employment to work and job opportunities: 
their community lives to their communities and facilities for 

participation, and adding adult education as an area of life which is 

related to educational provision. 

The relationship between client groups and areas of life can be 

shown as a matrix: 

CIZENT GROUP - w 

AREA OF C. - 6 9 
0 

LIFE 

Education 

Economic 

Health 

Housing 

Employment 

Community 

Figure 1.1 Matrix showing client groups and areas of life. 

This provides a framework for examining the social strategy. 7he 

services which contribute to each area of life can be considered by 
focusing on the intersections between these and the client groups. 
7he question can be asked - what contribution are the services 
making to improving the lives of the various client groups, ie. what 
resources and facilities do they provide? In this way the linkages 
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between services and people's lives can be traced out and the 
horizontal linkages and coordination between the activities of the 

various agencies examined. For example, along the education line 

questions " 
can be raised such as - how is, the educational service 

meeting the needs of pre-fives, youth, unemployed, single parents 
and the elderly? Also for a particular client group eg. single parents, 
we can ask how the services in each area of life contribute to their 

well-being: and for each, client group, the contribution of say, 
education, can be examined in the context of other'services 
provided in each area of life. 

7be policy on adult or. 'post-compulsor3e, education component of 
the social strategy is to develop a 'coordinated 

'and 
coherent! system 

'based on the concept of continuing education', which will 'provide 

opportunities for the, whole, adult community at any stage in life' 

(SRC, 1983b: 3)., In referring to . 'adult education in community 

context' this document states that: ', 

'this kind of non-formal 'outreach' activity has been associated 
with attempts to make contact with groups of people 
previously ignored by the education system and is founded on 
the twin objectives of increasing the level of participation in 
educational activity and involving people in planning and 
controlling their own Ileahiingl'and to Make education 
relevant to every-day concerns and activities. ' 
(SRC, 1983b: 7) 

The document goes. on to identify programmes which can be 
developed in this way and includes Open, Unive'rsity, Community 
Education courses and health, consumer, - parent., social and life skill 
education. Of particular relevance is the objective 'to make 
education relevant to every-day concerns and activities', however 
there are no references to working with other, agencies Inachieving 
this objective. Area Curriculum Planning Groups were set up to 
identify the educational needs of the local population but do'not 
have members-from Other serviCes'(SRC. ' 1985). 7beeducational 
policy is formulated in educational rather'than in social 
development'terms and its links"ýto the ob je_ctives of the social 
strategy are'not-made explicit (SRC,, --, 1989a: '2).:, -, 
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However, policies put forward, by member/officer groups and 
inquiries by various bodies concerned with other areas and themes, 
do make reference to the role of adult and community education. In 
particular the Under Fives report (Stewart, 1985) which proposed 
an integrated provision based on Education's nursery schools and 
Social Work's day care centres: and that there should be strong 
links between this and Health Boards, health services for mothers 
and young children and community education, Including the 
continued use of OU courses. The report Unemployment - 
Implications for Regional Services (Young, 1985)'examined what all' 
the services,. including education might do to meet the needs of the 
unemployed. A Review of Community Work (Edwards, 1984) points 
to the relationship between community development and education, 
the role of the Social Work and the Community Education Service 
and the need for interagency collaborative work. The benefits of 
community education being offered as part of Day Centre provision 
for people suffering from mental illness, was recognised in a report, 
entitled Mental Health (Long, 1986), prepared by a group set up by 
the Council. The need for cooperation between the work of Health 
Boards, 'Social 

, 
Work and, Community Education in Scotland was 

considered in a repor t from a Coordinating Committee on Health 
Education (Crofton. 1984). The inquiry into Glasgov-es housing 
(Grieve, 1986) recognised the importance of community 
development and that there is great scope for improving the 
working relationships between Housing and Social Work and 
criticised the 'rather complacent attitude' of Health Boards 
regarding poor housing and health' (p. 47). 

7he range of'r4elevant intersections in the matrix and these various 
reviews of the themes and policies show that the social strategy is 
elaborate and possibly unwieldy. The complexity and sheer volume 
of policies led to a recent review of the social strategy to pose the 
question of 'whether we have too many policies, too many good 
intentions' and that there was a need to 'be more precise about what 
we expect departments to do' and 'make sure that we have the right 
mechanisms to do all of this' (SRC, 1987: 10-12). 
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Regarding education. -the reviews highlight. the need for interagency, 

collaboration and suggest tasks for community education. But the 

policy documents 
, 
from the Region's Education Department relating: 

_,, 
to adult and community education have given less attention to the 

potential for working with other services. -It appears that the policy 
links may be stronger in the direction towards community 

education than, they are from community education to other 
agencies and 

' 
services. However, one, area. where the Community 

Education Service have been particularly positive has been in their 

collaboration with. the - Open University. 

The -next section reviews the experience of using the Open 
University Community'Education courses in Strathclyde and the 

policy development which led to formal 
-collaboration. 

Questions are 
raised as to who participates and who benefits from the courses. 

Open Universit y cours es ind th e socW'strategy 

Soon after the social strategy was launched and the" first Open 
University. Community Education courses became available in 1977 
small scale projects were set up by staff of the Regional Council's 
Education and Social Work Departments'in which the courses were, 
tried out. In 1ý678'the' Scottish Health Education Group encouraged 
developments, through providing' Sponsored Places whereby 
students were given free places through'the'distribution of vouchers' 
by health and community education staff. Several groups in different 
areas of Glasgow used the courses, including a group in Govan run 
jointly by staff, from nursery schools. teachers and community 
education wo rkers funded by Urban Aid, which'formed part of a 
larger'project to help'families suffering from multiple deprivation, 
(Best,, 1984). Two Pther groups were set up on a joint initiative from 
the Social Work, De-pýrtment, "tfie6pe'n University Regional Staff and 
the preschool, community organiser. 'Another, group was led by the 
local adult education worker and supported. by the'Head Teacher of 
the nursery school in'which itwas based. From the beginning the 
courses were not regarded as educational in'the-traditional sense 
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but were seenas having a wider, role in community development 
(Best. 1984: 113). 

During 1979 the use of the courses expanded and by 1980 their use 
was spreading throughout the city, and 100 Sponsored Places were 
distributed and used to form groups in nursery schools. The use of 
the courses was reviewed (Munro, 1981) and a recommendation 
made that a Regional Councfl/Open University link person should be 
appointed to smooth administrative procedures and provide training 
for field workers. In 1981 a formal agreement to collaborate was 
entered into by Strathclyde Education and Social, Work Departments 

and the Open University, an Advisory Group was set up and the 
appointment of a link person made, under the overall title of the 
Strathclyde Open Learning Experiment or SOLE. Membership of the 
Advisory Group included representatives of Education and Social 
Work Departments and Health Boards'in the Strathclyde Region, the 
Scottish Health Education Group, Open University Regional Office in 
Scotland and Community Education. ,, - 

The factors giving rise to the ready acceptance of the Open 
University Community Education courses in Strathclyde and which 
led to the establishment of the collaborative scheme include: 

1) the overlap between the objectives of the courses and the social 
strategy: 

2) the courses provided a means for tackling the community 
development objectives. of the social strategy; 

3) the availability of externalfunding for the courses from the 
Scottish Health Education Group; 

4) other funding particularly for the staff Involved ý in setting up and 
running the groups came from central government Urban Aid 
projects as did funding for buildings - nursery schools, parents 
rooms in schools, community centres; 

5) Central government funding meant that there were not large 
demands made on mainlinelocal authority budgets; 

6) there was strong support, from the Director of Social Work, who 
was himself an OU undergraduate and from the Chairman of the 
Regional Council's Education Committee who was also a member 
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of the OU, Council; 

7) OU Regional and central staff support for the use of the courses' 
in Glasgow which, through the purchase of courses. brought in 
financial resources needed for what had to be a self-ftnancing 
programme. - 

Policy integration, -' . .-ý 1ý Iý1. - 
The extent of policy integration between the Open University, 

Strathclyde Regional, Council, central government departments, the, 

Health Education Council and the Scottish Health Education Group, ý 

can be examined by tracing the links between and across these 

agencies.. Figure J. 2 below shows the policy links between the main 

agencies. 

In -terms of vertical integration central government general support 

came, through the Scottish Office in the form'of the Rate Support 
Grant (as was) and more specifically the Urban Aid programme for 

staff and premises for community development activities. As seml- 
autonomous government agencies the Health Education Council and 
Scottish Health Education Group provided funding for the 
development and purchase of courses. As part of the social strategy, -., 
the Education, and Social Work Departments were provided with 
extra staff for nursery and other schools; for community education 
and'development; and social work; also project staff came in to 
these Departments through Urban Aid (Yates, 1984: 38). Many of 
these staff were involved in pro moting and supporting the use of the 
courses. Outside the remit of. the Regional Council, the Health 
Boards as part of their policy for preventative work provide staff. 
some of whom were involved in using the courses in the 
communities., lbe students take courses through facilities provided 
by nursery. primary, and, secondary education and with the 
assistance 

' 
of the Community'Education Service. 

As mentioned in the previous section central government's policies 
regarding the Open'University did'not include providing . funding for 
the Community Education programme. which came mainly from the 
Health-Education Council, * itself funded by'govemment but with 

'hdence regarding policy (Sutherland, 1987). - Also the some ind6pe 
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Open University. policy concerning collaboration, particularly in 
Scotland, was reinforced by the Venables Committee. 7be 
Community Education courses are also available to the general public 
who are able to enrol directly with the university, pay fees and study 
at a distance. 

Central Government 
I 

Government Departments: 
Department of Health: Department of Education; Scottish Office 

/ and Science I 

Health Education Scottish Health 
Council Open University Regional Council Education Group 

SOLE Advisory 
Gp 

Commu Ity 

Y- 

. Depts. of E ucation; Soc Education Programme 
/d\ 

Lal Wo/ 

Nursery, Primary Community Education 
Secondary Education -- Service 

r Geneml public Population of Strathclyde. 

Figure 1.2 Policy links between the main agencies. 

The horizontal coordination of policy between the Regional Council 

and the Open University was attempted by the SOLE Advisory Group 
but this was, concerned with implementation and was not part of the 
policy making structure related to the social strategy. Coordination 
between agencies in Strathclyde - Education, Social Work and 
Health has been through the umbrella of the social strategy and. in.. 

" tackling deprivation and community development generally, but not 
at the level of specific programme for the cross-agency use of the 
courses., A further complication is that the Region is organised into 
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six geographical divisions; ranging from urban Glasgow to rural and 
sparsely populated divisions such as Argyll and Bute. The use of the 

courses by the Community Education Service has remained a 
relatively self contained programme in Glasgow where it is 

coordinated by a Senior Community Education worker; and across 
the other divisions by another worker. While working links between 
the use of the courses and other community education, further 

education, nursery education, and schools. pre-fives, social work, '., 

community development, health and s6on. 7 certainly exist. detailed 

and coherent policies and practices in which the courses serve a 
particular role within education and the work of other services are 
lacking..,,:, 

Whether more'use could be made of the OU courses and greater 
benefits for students and their communities could be achieved if 

there was more interagency coordination remains a key question. 
The Advisory Group has not met for a number of years and is now 
defunct, and may not have been the way to achieve the necessary, 

coordination. In a recent report (SRC, 1989a) the existing structure 
of Area Curriculum Planning groups is not seen as an appropriate 
basis for future educational development. 7be report suggested that 

community forums could be concerned with education 'from cradle 
to the grave'; involve parents and community representatives; and 
move towards an emphasis on community education development 
(SRC, 1989a: 14). A member/officer group has been set up to review 
the Community Education Service and this may lead to a closer 
integration between agencies and more focussed work promoting'", 
the Council's social and economic objectives. 

Pafticipation'r 
lbe'empiilCal w0rk. of this study assesses the role of the OU courses 
as a component of the social strategy by examining the 
characteristics and, circumstances of the students who-participate 
and the influence of the courses on their lives and on their 
communities. As people's characteristics and circumstances change. 
there may be particular times in their live's when they participate_- 
and are able to benefit'from the courses. At a wider socioeconomic 
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level trends may be in one direction while there are some 
individuals and institutions and-some regions moving in other 
directions. For example, in Strathclyde which has had rising 
unemployment and increases in the numbers of single parents, 
many individuals nonetheless get jobs and form relationships. in an 
area where employment is increasing. there will be people who 
become unemployed. Furthermore, resources and opportunities may 
be severely restricted for individuals at particular points in their 
lives while at other times they may be adequate. It is also possible 
for options to decline in one area of an individual's life while 
increasing in others. 7he problem in areas of multiple deprivation is 
that suffering pne form of deprivation is often associated with others 
as well. Losing a job reduces income and while this increases the 
time available for other activities, the use of time usually requires 
resources. If these are not forthcoming then there is a real danger 
of being trapped into inactivity and multiple deprivation. 

Participation in community education could take place against a 
background of increasing poverty or increasing prosperity-ý Where 
employment 

' opportunities are declining in a community, then in as 
far as it helps students to get jobs, this could be in co mpetition with 
non-students, and while benefiting the students it may not add to 
the welfare of the community. However, employment is only one 
area of life in which opportunities may increase or decrease, other 
areas include community activities, social life, education, health, 
childcare and so on. Community education may help students and 
whether or not this is at the expense of others depends on the 
context of increasing or declining opportunities (ie. opportunity 
structure). If opportunities ý are increasing or can be made to 
increase then students can take these up without preventing other 
people from doing so. Also there are ways in which individuals can 
take up activities, which increase options for others, such as 
starting up a playgroup or a business, or campaigning for community 
resources and facilities to be provided. 

The issue is whether community education only attracts those who 
have resources and for whom opportunities eidst. that is. people not 
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at the bottom of the opportunity structure. Duke (1987: 327), with 

reference to the 
, 
Third World, says that it may be necessary to 

concentrate, on those situations 'where there is room for change' 

and presumably on those individuals who are in a position to make 
changes or take advantage of change. Resources are needed to 

participate in education - not least time and attention - and those 
for whom the business of survival demands all these. are unlikely to 
be involved or if they do participate they may not have the resources 
to take advantage of opportunities arising from education. The 

implications of this would mean leaving out the poorest of the poor 
who are more likely to need relief and material support rather than 

education. So. in a developed country where community education is 

a component of a social strategy to combat poverty and is targeted at 
areas of multiple deprivation. who is likely to participate and who 
might benefit? Will it be those who are relatively well-off and have 
the resources to become involved; and will involvement only be 
helpful for those with the wherewithal to benefit? Or do the welfare 
state and local servi 

, 
ces proýide a sufficient base for even the most 

disadvantaged to participate and to take up the limited 

opportunities available?, Can community education help people to 
take action which increases the options. for others and contributes 
to community development? 

In summary the community. those participating and who benefit can 
be represented by figure 1.3 below., 

I Commun"'., 

ne claries 

Figure 1.3 Hypothetical overlap between participants and beneficiaries of community 
education. 
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The questions ý regard the characteristics of those who participate 
and who benefit and whether what students do as a result of 
participation increases (or reduces) opportunities for others. 

Conclusions 

7bere is evidence from the Ibird World that adult education is 
more likely to contribute to change if central and local government, 
the implementing body and students share the same interests and if 
there are horizontal linkages between educational and other 
development agencies. It has been argued that the explanations of 
social problems which give emphasis to different levels in society 
are associated with particular models of community education. 
However, theoretical developments and evidence from research 
programmes suggest that all levels are involved in the explanation of 
deprivation, and to use community education for social change 
involves applying models which promote individual, institutional and 
structural change. This has to be done within the context of 
changing lives, changing institutions and changing socioeconomic 
structures. 

Official belief in the importance of education for social change and 
in the need to provide educational opportunities for those who were 
educationally disadvantaged led to the establishment of the OU with 
massive funding going to its undergraduate programme. The 
experience of the EPAs. the recommendations of Russell. Alexander 
and of the OU itself have not led to baseline funding for the 
Community Education programme. This has created difficulties in 
developing a programme which is relevant to the lives of ordinary 
people and is able to reach them in large numbers. The range of 
courses and the scale on which they can be offered is limited in 
spite of project based funding, sponsorship and financial and staff 
resources from Strathclyde. 

There are shared objectives between the courses and Strathclyde 
Regional Council's social strategy and the linkage between the 



Chapter I Page 40 77tests 

courses and, the interests of those, who participate as students are 
the subject of this study. Horizontally the links to other educational-, 
activities and other agencies and services are not particularly clear 
or strong, in spite of the joint initiative for the expanded use of the 

courses from the Director of Social Work and the Chairman of the 
Education Committee. Also there is the issue of how integrated the 
policies are with practice. Do the efforts of the various agencies and 
services actually integrate at the individual level. where they are 
received? Does this hap en for individuals at certain stages in their p 
lives or in particular circumstances? 

Ibis chapter has examined. two examples of social policies that were 
aimed at changing institutions, in the case of the OU the 
introduction of a community education programme and the 
governmenVs reluctance to provide funding-. In the case of 
Strathclyde there was a major attempt to change local authority and 
other services and, to press the government for action for the 
benefit those who are suffering from deprivation. These have 
intersected through Strathclyde's use of the OU Community 
Education courses and the question is under these circumstances 
how do the OU courses fit into the social strategy and the lives of 
students? 

In Strathclyde the courses are offered in areas of multiple 
deprivation where the recession, high unemployment as well as 
marital breakdown reduce people's economic options. 1bere may be 
opportunities in these and other areas of people's lives which will 
enable them'to. participate: and benefit from the -c. ourses. In multiply 
deprived, 'areas' there are more people who are not deprived and the,, 
question is' who actually'participates and who benefits from the 
courses. Do the courses provide help with individual, community 
and social change and if so what help do individuals receive and 
what benefits are there'for the community? The, 

, 
courses may enable 

students to improve what they are doing already; or increase their 
options for new activities or take up activities which increase the 
options for others. 'Ibese issues are examined in this study., 
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Central'government during the '80's has demonstrated an unusual 
combination of radical conservatism where structural change has 
been brought about through right wing policies promoting individual 
freedom and entrepreneurial activity. The changes have mainly 
benefited the better off and caused widespread unemployment and 
poverty which are justifted in the belief that the increased wealth 
will eventually 'trickle down. 7be government has continued to 

provide financial support to education and training programmes and 
reforms which contribute to employment and the economy, but has 

made it more diff[cult for local authorities to fund adult and 
community education aimed atýsocial objectives. 

The philosophy of the Open University's undergraduate programme 
is mainly conservative in that'it admits a few more individuals into 

misting opportunity structures and operates an authoritarian and 
hierarchical system (Harris and Holmes, 1976: 84; Rumble, 1986: 
27). It is individually focussed and aims'to promote change in 

students rather than communities or society. However, the 
Community Education programme is more radical4, its courses are 
community focussed, developed in'collaboration with local 

communities and based on an analysis of situations faced by 

students. In Glasgow the courses are delivered to groups in the 

community who adapt the curriculum to their own needs; provide 
opportunities for participation and support. and promote change. 

Strathclyde Regional Council is attempting to be radical and bring 

about changes for the benefit of those who are disadvantaged but is 
constrained by central government and wider'socloeconomic 
factors, " and has had difficulties in getting professionals in locaL: 
institutions and, services to embrace its philosophy and implement 
the policies. The local population support the politicians responsible 

4FIetcher (1980a: 82) points out with reference to extra-mural departments'In 
conventional universities that community education could not be a model for their 
intra-mural activities without the transformation of the universities themselves. 
The same applies to the Open University even though Its students, curriculum and 
pedagogy are less traditional than other universities. 
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Illes ts 
IýI 

for radical policies., but many people have conservative views due to. 
their experience of years of, poverty which has lowered their 

aspirations for, themselves and, for the possibilities of change. 

We have a complex picture where central government, local 

government,, a programme within a national educational institution. 

other agencies and those experiencing disadvantage - have different 

philosophies and interests. To. the extent that, these are shared 
there is the potential for collaboration and the possibility of using 
community education as 

_a 
component of a social strategy, even if, 

this is constrained bywider socioeconomic, changes. 
1, 

Finally, the main research questions deriving from the issues raised 
in this chapter are listed below withbrief comments to introduce 
the chapters in which the questions are addressed: 

l) What role does OU Conununity Education have in Strathclyde's 

social strategy? 

This is raised in, t4is chapter and in chapter ten where. the 
conclusions from the study concerning the role of the courses are, 
drawn together. 

2) Who. participates in. OU courses - what is their, background, what 
are their characteristics and circumstances, are they or have they 
been disadvantaged? 

A dialectic view. Is taken of -the relationship between individuals and 
society,, also individuals'-ch. aracter, istics and circumstances change 
overindividual'and historical time., This approach is developed from 
a review, of theoretical work, concemed with the study of people's 
lives in chapter two. In -chapters four to eight various areas of 
students' lives are considered and the main historical and 
institutional changes 

_ 
and. trends occurring during the time covered 

by theli lives are reviewed. Students early background and adult 
experience is analysed, iri 

_terms 
of the main events and activities 

occurring in a particular area of their lives. Their characteristics and', 
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circumstances at, the time of their participation in courses are 
drawn together in chapter nine. 

3) When in their lives do they participate - at what stage and what 
else is going on in their lives around the time of the courses and 
a erwards ? Ift 

Methods of life course analysis are developed to explore the various 
multidimensional careers that make up an individual's life course. 
1be theoretical base for this approach is dealt with in chapter two 
and the methodological Issues in chapter. three. This methodology is 
applied in chapters four to eight where each of the areas of 
students' lives are represented as careers or lifelines which show 
when the main events and activities occurred in Individual and 
historical time. 7he location of the OU courses is defined with 
reference to where students are in their particular careers and 
includes what is happening around the time of the courses and 
afterwards. 

4) Which stud 
, 
ents are influenced by the courses - what are the 

characteristics and circumstances of the students who, beneftt. in 
what ways are they helped? 

The helpfulness of the courses for students with particular career 
patterns and who are at specific stages in their careers is 
considered in chapters four to eight. Their circumstances and the 
changes that occurred across all areas of their lives around the time 
of the courses, the characteristics of those who are helped and the 
way the courses help are analysed in chapter nine. 

5) Who else is affected - are there benefits to others in the 
community, and do the courses make a contribution to the 
objectives of the social strategy? 

The influence of the courses on immediate members of students' 
families, their friends and the community are considered. The 
community activities and responsibilities students become involved 
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in and, the help of the courses is examined in chapter eight and 

assessed in chapter ten. 

In terms of the overall structure the first chapter is primarily 
concerned with the institutional level of analysis. 7be next chapter. 
is a theoretical review which focuses down to the study of ,I-- 
individuals' lives and learning in social and historical context. 7be 
issues concerning an appropriate methodology for this study are, 
discussed and the methods and procedures adopted are described 
in chapter three. In chapters four to eight the results of the 
empirical work are presented and analysed , 'Which involves focusinAK 

on different areas of students' lives and their relationships with 
institutions and the socioeconomic context through time. In chapte1c. 
nine the pattern of changes across all areas of students' lives is 
related to the influence, of the courses and to socioeconomic 
stability. 'Chapter ten draws the findings together and relates them 
to the theoretical and policy issues raised in earlier chapters, the 
significance of the findings is assessed and the limitations of the' I' 
study identifted, suggestions are made for further research and 
policy recommendations for the Open University and Strathclyde 
are put forward. 
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Chapter 2- People's lAves and Learning in Social and Historical Context: 
A Theoretical Review 

latroduction 

This chapter reviews various theoretical contributions to the study 
of people's lives and learning in social and historical context which 
provide a basis for tackling the research questions and for 
developing a research methodology discussed in chapter three. 

The study of people's lives and learning involves asking: 

1) How can their background and the pattern of their lives be 
characterised? 

2) Why are their lives shaped in the way they are and what is the 
role of leaming? 

3) What factors affect the course of their lives and why do people 
react differently to similar events? 

4) How do social and historical changes affect people's lives and 
learning? 

More specifically questions tackled in this study Include - what are 
the backgrounds of people who participate in OU Community 
Education courses; what Is the place and influence of the courses in 
their lives, - why do people react to the courses in different ways; and 
how has the recession and other socioeconomic changes affected 
their lives and, responses to the courses? 

An interdisciplinary and multiple perspective approach is needed to 
consider these kinds of questions and theoretical insights must be 
drawn from a range of sources. This chapter will attempt to draw 
together ideas and approaches which help in understanding the 
dynamics of people's lives and learning in social and historical 
context, and in assessing the significance of events such as an OU 
course. 
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There are two main ways of looking at the dynamics of lives: 1) by 

analysing the factors and processes affecting behaviour at a 

particular time and 2) by examining processes which extend across' 
time. Lewin (1936: 30) distinguishes between these approaches by 

asking two questions, first: 'why does a given situation (te. a 
particular person P in a particular environment E) have the event B 

and no other as the result? ' he answers with reference to his well- 
known, general laW. B=JTPE) which he says is valid for the dynamic 

as w structure of the situation in question. He then goes on to k" hy 
does just such a situation come into being? ' and points out that an 
answer to this question must deal with 'an analysis of the history of 
the individual and of his environmenC. He calls these 'systematic 

and historical concepts of causation'. 

other authors make this distinction by using the terms 
'macroscopic and microscopic': 

"Ibe macroscopic approach will be applied when we consider 
the course of life as a whole, and view primarily its major . outlines and aspects; The microscopic approach Will be used 
to examine in detail individual behaviour at specific moments 
at certain phases of. development. ' J, 
03uhler and Masserik. 1968: 9) 

Baltes and Nesselroade (1979: 35) deftne historical and concurrent 
explanations as follows: 'this Is'a heuristic distinction based on the 
length of the Interval between the occurrence of a causal agent and 
its consequent outcome... Explanation is concurrent if the causal 
agent is proximal to the outcome. It is historical if it occurs in distal 
antecedence'. -Another has used the terms * diachronic and 
synchronic (Bertau)c, 1982: 127) to distinguish between processes 
operating across time and structural relations operating at a point irl 
time. 

In this study and In the absence of agreement in the literature. the 
terms longitudinal and systemic are used, to refer to these 
approaches and provide the basis for, the organisation of this review., 
The main theoretical areas which take the ftrst view include: human 
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development acrosý; Ahe life-span, life course analysis, and theories 
of life-long learning. Ibe, second approach includes, studies focusing 
on the influence of particular life events and circumstances for 

example on: adaptation, stress, depression, household economics 
and adult leaming. 

The chapter begins by considering longitudinal approaches: three 
life-span development theories are followed by life course analysis 
and theories of lifelong learning. The next part of the chapter deals 

with systemic approaches and reviews a number of models which 
attempt to explain how life events and circumstances influence the 
responses of individuals and their learning. The explanations 
provided by these models on how people react to life events and 
learn are drawn together. Consideration is given to how the social 
and historical context can be represented and the linkages to 
people's lives operate. Finally, the main ideas emerging which 
inform this study are drawn together and brief responses to the 
questions raised in the introduction are given. 

L, ongitudinal approaches - Life-span development - 

Life-span theories and approaches to development attempt to 
describe and explain the pattern of changes throughout the life 

cycle. This work and is mainly located in psychology and has been 

reviewed by various authors (Sugarman, 1986; Y. Imbel. 1980; Baltes 

et al. 1980). The life-span view has a long history (see Reinert, 
1979) but recent interest derives from psychology's traditional focus 

on child development, the emerging discipline of gerontology and 
concern about the neglect of adult life. The contribution of three 
theorists - Buhler, Riegel and Baltes - to this area of work are 
considered below: 

Buhler's Theory 
Buhler (1968a: 12) starts with the assumption'that the individual's 
course of life has a definite basic structure and that this structure is 
evident in his biological life cycle as well as his psychophysical 
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developmenV., The biological dimensions of the life cycle are defined 
by Buhler by combining the pattern of growth with reproductive 
ability to produce five phases which are represented in the table 
below: 

Phase Age Growth Reproductive ability 

1) 0-15 Progressive 'No reproductive ability 
2) 15-25 Progressive Onset of reproductive ability 
3) 25-45 Stationary Reproductive ability 
4) 45-65' Beginning of decline Loss of ability in female 
5) 65-End Further decline Loss of ability in one or both sexes, 

Table 2.1 Buhler's phases of the lif e cycle. 

She adopts two approaches to the psychosocial area of development. 
in one she points out that the nature of the goals individuals set and 
the extent that goals are achieved progresses through the five 

phases. 

Phase Age Goal Setting Activity 

1) 0-15 Prior to self-determination Increasing 

2) 15-25 Experimental or preparatory self- Increasing 
determination 

3) 25-45 Definite and specific self-determin- Plateau 
l1ments ation toward goals and fulf 

4) 45-65 Self-assessment of obtained results 13eginning of 
decline 

5) 65-End Experience of fulffiment or failure, Decline 
-with the continuance of previous 

' activities or a return to the need- 
satisfying orientation of childhood 

Table 2.2 Phases of goal setting and activity through the life cycle (after Homer, 1968: 65). 

In early life there is growth without reproductive ability. the number 
of activities are relatively limited and there is no self-determination, ' 
of goals. Later with the onset of reproductive abiliV, more activities- 

1 -4, 
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are taken up and preparatory goal setting is carried out. During 

adulthood the range of activities plateau and goals are achieved, 
followed according to Buhler, by a decline in activities and reflection 
on success and failure (see also Buhler, 1953: 408). 

7be other approach involves charting individuals' activities through 
their life. The activities are mainly described in terms of the roles 
an individual occupies which show that the range of activities 
increases in the early phases, reaches a plateau then declines, 

paralleling biological development. A technique was developed 

which permits 'the structural aspects of life histories to be seen 
more distinctly' (Buhler and Goldenberg. 1968: 57). An example is 
given below. 

1- 

p 
0 
n 

I 

KEY 

11 III IV v 

a Mme dimension k Home ownership 
b Education I Church and organisational 
c Career memberships 
d Service in army m Illnesses 
e Dating n Children on their own 
f Marriage 0 Departure from job and 
g Children beginning own business 
h Changes in domiciles p Retirement 
I Eýdended trip IN Ffve phases of life 

Biological life cycle 

Figure 2.1 Schematic presentation of Bill Roberts'kfe history (after Buhler and Goldenberg, 
1968: 60). 

10 20 30 40 50 60 67 
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Line (a) refers to age up to the interview. which took place when 
the Bill Roberts was 67 years old. Lines (b) to (p) refer to the main' 
events and activity areas in his life. The line above the data 

represents the schematic growth and decline curve. The vertical 
lines show the divisions between each of Buhler's five phases. 

711is example does not clearly demonstrate the parallel between the 

progression of ascent through to descent and biological phases. In as 
far as the lines represent activities there are actually the same 
number at 67 than there are at 35. However, it might be argued that, - 
representing 'children on their own' and 'home ownership' as 
activities Is inappropriate and the point might be more clearly made 
if the various 'organisational memberships' and other activities were 
individually displayed. 

Although this theory involves five phases or 'predetermined 

categories' as a central component, the view of the processes of 
development are not as static as this might imply. Buhler outlines a 
number of 'properties reflecting the dynamics of the life cycle' 
which emphasise that'life is a continuous process, and the 
individual is continually active' and recognise the comple-, dty of the 
process and the influence of changing circumstances. In arguing 
against a view of development based on equilibrium or homeostasis. 
Buhler says that: 'human beings go through life changing and 
creating change, satisfying needs, adapting themselves to given 
circumstances, and upholding internal ordee (1968: 17). 

In summary, the important features of this theory are: the deftnition 
of stages which incorporates two ways of describing biological 
growth with reference to physical and reproductive changes; the 
drawing of parallels between these stages and psychosocial 
development, mainly in terms of the number of activities and goal 
setting through the life cycle; the technique of making life histories 
visible by graphically representing activities through the life cycle; 
and the dynamic view of development recognising that life is a 
continuous process and the individual is continually active - adapting, 
to and creating change, satisfying needs, and maintaining intemal 
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(psychological) order. 

Umitations of the theory are that much of the work was based on 
old people living in Vienna in the '30's and people from earlier 
centuries, later work was in America in the '50's, but the timing of 
the stages do not match early marriage and child bearing and other 
features of modem working class life. Buhler's view of activities and 
goals over the life cycle tends to emphasise the areas of life and 
careers of men, and not the more fluid and fragmented lives of 
women and their multiple and interdependent careers. The 
paralleling of biological stages and the number of activities is weak 
especially in the latter stages of the life cycle. Although there is 
more differentiation of life paths in early adulthood (Elder. 1978: 
26), many individuals do not show a decline in activities in the later 
stages unless or until they suffer ill health (Allman, 1983: 107). 
Insufficient emphasis is given to social and economic factors and the 
changing historical context which influence the life cycle. Although, 
as Sugarman points out., Buhler does incorporate this into her 
analysis of individual life histories (Sugarman, 1986: 83). 

Riegel's dialectical theory 
7be main theme in dialectical psychology. according to Riegel, is to 
see the 'human being as a changing individual in a changing world'. 
(Riegel. 1976: 696). 7berefore he rejects 'the preference for stable 
traits, abilities. or competencies' and 'equilibrium. balance or 
stability. Stability should appear as 'a transitory condition in the 
stream of ceaseless change'. 7be theory focuses on the simultaneous 
movements along at least four 'dimensions' (1976: 693) or 'planes' 
(1975: 102) of progression: 

1) inner-biological 

2) individual-psychological 

3) cultural-sociological 
4) outer-physical 

Human development involves progression along all four dimensions 
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and it is in the nature of the process that they get out of step and 
adjustments have to be made constantly. On occasions the gap 
between two or more dimensions becomes so great that it is 
experienced as a crisis. However, Riegel insists that the object is 
not to achieve stability, this is impossible as movement is continuous 
and that it Is inevitable that gaps or even crisis occur and these 
should not be looked at negatively, but seen as an integral part of 
development. Sometimes major reorganisations are required and 
these may represent a new stage or period of development. He 

summarises this as follows: 

The resulting dialectical interpretation is concerned with 
changes along several dimensions of progression. Specifically. 
development is brought about by contradictions in these 
progressions which create discordances and conflicts. 
Through the actions of individuals, synchrony will be 
reestablished and thereby progress achieved. But as synchrony 
is attained, new discrepancies emerge producing a continuous 
flux of contradictions and changes. ' 
OegeL 1976: 689) 

In addition to these four dimensions, Riegel (1975: 107) also 
defines adult 'levels': level 1 (20-25 years), level 2 (25-30). level 3 
(30-35). level 4 (35-50), level 5 (50-65). level 6 (65+). Figure 2.3 
below shows the relationship between 'biophysical' (inner-biological) 
and 'psychosocial' (individual-psychological and cultural-sociological), 
dimensions and distinguishes between gradual and sudden changes 
which may occur at various 'levels' (phases) of the lives of men and 
women. "Ihese events, some of which might have a crisis character., 
are codetermined by inner-biological and outer-physical conditions' 
(p. 105). 

Regarding the mechanism by which the interaction between two 
dimensions takes place, Riegel believes the prototypical example of 
interaction is a dialogue between two people. 71iis can be taken to 
represent the interaction between two different dimensions of one 
individuaL or between the same dimension of two individuals, or 
between the individual and society. He points out that dialogue 
requires the synchronisation of two time sequences and that each 
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successive statement has to reflect at least the one immediately 
proceeding it and at most all the earlier statements. However, It Is 
reasonably easy to apply the dialogue model to two individuals 
synchronising their lives together but it is more difficult to visualise 
how, for example, the individuals inner-biological and cultural- 
sociological dimensions interact as a dialogue. It is simply a 
metaphor and the mechanics of how these dimensions interact 
though the developing individual is not clear. 

LEVELS AND EVENTS IN ADULT LIFE 

Gradual Changes 

MALES FEMALES 

Lzvel (Years) Psychosocial BlophysicTa Psychosocial Biophysical Sudden Changes 

t 

1 (20-25) College/first job 
Marria e 

Firstjob/college 
Marria e g 

First child 
g 

First child 
2 (25-30) Second job Loss ofjcb 

Other children Other children 
Children in preschool Children in preschool 

3 (30-35) Move Move 
Promotion VAdmtjob 

Children in school Children in school 
4 (35-50) Second home Second home 

Promotion Second career 
Departure of children Departure of children 

5 (50-65) Unemployment Unemployment U)ss ofjob 
Isolation Menopause Loss of parents 

Grwx1father Grandmother Loss of filends 
Head of Jdn Head of ldn Illness 

Incapacitation 
6 (65+) Deprivation Wldowhood Retirement 

Sensory-motor Incapacitation Loss of partner 
deficiencies Death 

Table 2.3 Levels and events In adult life (from Riegel, 1975: 107). 

Riegel's four dimensions - are - abstract and the examples given of 
interactions between them are vague. For example, marriage for a 
mature individual under the right conditions is the synchrony 
between inner-biological, individual-psychological and cultural- 
sociological dimensions and. if housing is a consideration, 
presumably outer-physical as well. And although 'the topic of 
synchronisation. of two time sequences is also the most central issue 
in dialectical theory. the matrix that appears in Riegel (1976: 693) 
shows the crises generated by asynchronies between all possible 
pairs of dimensions and these are also abstract and general. For 
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example, crisis due to asynchronies between the individual- 

psychological and cultural-sociological dimensions are 
dissidence/organisation or exploitation/acculturation. 

While Riegel rejects the preference for the concept of stability, his 
theory requires the synchrony between the dimensions to be kept 

within limits and if things go outside these limits adjustment Is 

necessary. Ibis is a form of dynamic stability (Ashby. 1952). the 

point that change is continuous does not mean that the concept of 
stability is inappropriate (Stems and Alexander, 1977: 106). Riegel 

says that'we should study development as a horizontal flow of 
interwoven event sequences rather than as a series of vertical time 

slices' but when and where asynchronies also occur they need 
analysing vertically in order to assess what Is happening and the 

actions individuals can take. 

Riegel's approach recognises the importance of historical time and 
he shows how the timing and duration events in the life of males 
and females (marriage, birth of children, children leaving home. and 
death) varies in different historical periods (Riegel. 1975: 109). 
This illustrates the interactions between inner-biological. outer- 
physical conditions and cultural-sociological changes. He also 
provides an analysis of the general careers of psychologists in 
relation to their developmental levels (ie. individual time, as defined 
in the table above) and to historical time (Riegel, 1975: 110). But 
when he comes to apply this methodology to the careers of 
'exceptional individuals' he only deals with their intellectual careers 
and does not attempt to relate progress in this area to what 
happened in other areas of their lives. 

Useful featu 
- 
res of. this theory are: the dialectical relationship 

between individua 
'I 

development and social change which involves 
the interaction between biological, psychological, sociological, and 
environmental dimensions. Also important Is the emphasis of 
continuous change on all these dimensions and on synchronisation 
of changes, and that changes In one dimension will affect others. He 
points out that asynchrony can require adjustment. lead to a crisis -, ý 
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or signal a new stage of development. Also two individuals' 
dimensions can interact and that there is an interaction between 
the individual and society. Finally, historical time in which the 
cultural-sociological and outer-physical dimensions are located 
interacts with personal time along which development on the other 
dimensions proceeds. 

There are problems with Riegel's view that stability does not include 
dynamic equilibrium and it is unclear how the model of a dialogue 
applies between an individual and society. The abstract and all 
encompassing nature of the dimensions of development and the 
vague definitions of crises makes this theory difficult to apply to the 
analysis of life histories. The examples of life histories do not 
include details of the dimensions or levels of development or 
illustrations of crises. The status of Riegel's 'levels' specified in age 
ranges Is unclear given his views on the lack of stability and 
continuous change. These levels may be simply descriptive and not 
have any special role in the theory. 

Baltes approach to 1(fe-span developnient 
Baltes and his associates (Baltes and Nesselroade. 1979; Baltes, 
Reese and Upsitt, 1980) have developed a multicausal and dialectic 
model of life-span development. Baltes et al. (1980: 75) point out 
that'this model is not a theory. but a methodological paradigm 
potentially useful in the search for causal relationships and 
determinants that yield the complexity of life-span development'. 
The model is illustrated in figure 2.2 which represents the 
operation of three major influence systems on life-span 
development, these are mediated through the developing individual 
and interact to produce life-span development. 7be way these 
influence systems interact and their relative influence differs 
depending on the individual, the behaviour and the time. 

The three influence systems are: (1) normative age-graded, (2) 
normative histor'Y-graded, and (3) non normative life events. 
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BASIC DE7VJtMINAN7S INFLUENCES ON DEVELOPMENT 

NORMAITVE 
AGF-GRADED 

BIOLOGICAL 

NITRACTI NORMA= 
' HIS! I ORY-GRADED 

RONMEWAL 
NON-NORMATM 

TIME 

Figure 2.2 Basic deterrTinants and three infkjence systerns on development (from Baftes et al. 
1980: 75)., 

1) Normative age-graded iRfluences - These include biological 

maturation and age-graded socialisation events, for example. many 
aspects of the family life cycle, education, and occupation. Age- 
graded events are normative if they tend to occur in highly similar 
ways (in timing, duration) for all individuals in a given culture or 
subculture. 

2) Norniative history-graded trIfluences - 7bese are determinants , 
associated with historical time, for example: economic depressions, 
wars, major epidemics, changes in the demographic and 
occupational structure. They are normative if they occur to most 
members of a given cohort in similar ways, although the events may 
differ for different age-cohorts living at the same time. 

3) Non-normative life events - These do not occur in any normative', 
age-graded or history-graded manner for most individuals. Examples 
include career changes, relocation, hospitalisation. accidents, 
unemployment,. divorce, death of a significant other. The impact on 
development may depend on specific conditions of. timing, 
patterning and duration. 

Over the life-span age graded influences tend to be most important 
in childhood and to some extent in old age; history graded in 
adolescence and early adulthood when educational. employment and 
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marriage opportunities are important and affected by the current 
socioeconomic context; and non-normative influences may gradually 
increase over the life-span. 

Baltes et al. (1980: 72) point out that the growth and maturation 
view deftnes behavioural change as 'development' if it is qualitative, 
sequential. irreversible, end-state oriented. and universal. This is 
the strong or biological growth model of development. A weak 
deftnition of development would involve fewer deftning properties 
and. with the extension of the concept of development to the whole 
life-span, is considered to be more appropriate. Life-span 
development does not necessarily consist of unidirectional and 
cumulative change extending from birth to death. 

To show how particular types of behaviours (eg. attachment 
behaviour, achievement behaviour) can be acquired, maintained, 
transformed and extinguished at different times in the life-span, 
Baltes et al. (1980: 73) plot hypothetical developmental change 
processes against the life-span or developmental time. 7hey link 
these change processes to developmental tasks, and 'some of these 
tasks are age-graded and continue throughout life. Others are unique 
to restricted age segments or developmental settings, and others 
emerge as salient tasks at later points in life with little reference to 
earlier events' (p. 74). 7hey say that life-long development can be 
seen as the mastery of successive tasks in a series of contexts. 7he 
dialectical conception suggests that tasks and contexts derive from 
Interplay between age-graded, history-graded, and non-normative 
influences and -events. This view also encompasses both within 
Individual and. between individual development trajectories. For 
example, the interaction between the family and occupational 
careers particularly for women, and co-developing individuals might 
include other family members and friends (p. 81). 

Useful features of Baltes' approach include the model of the 
influences on development that is dialectical, contextual and 
interacUve. Also the categorisation of the influences on development 
with regard to whether they are age or-history graded or non- 
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normative instead of biological, psychological and social categories, 
and that recognises the differences between individual and 
historical time. He draws attention to the strong and weak 
definitions of development, and the appropriateness of the weak 
definition which includes particular types of behaviours that can be 
acquired, maintained. transformed and extinguished throughout the 
life-span. The link is made between the influences on development 
and developmental tasks and this may go some way to operationallse 
the process of development. 

The problems with this approach are that there are few pointers to 
the practical application of the model in analysing lives. Also the 
model is concerned with development and is not concerned with 
explaining behaviour itself. For example, if a woman leaves a part- 
time job and returns to another a few months later, does this 
exemplify development or is it simply behaviour change in the light 
of changing circumstances? Other changes are clearly 
developmental for example, becoming a mother. Whether or not 
changes are included in a weak definition of development, the types 
of influences represented in the model can apply to any changes in 
roles and activities in the light of changing circumstances. Finally, 
no mechanism Is proposed to explain how the interaction between 
the influences occurs nor are the linkages between the influences 
and changes in behaviour spelt out. 

Contribution of life span approaches 
In general the contribution of life span development approaches to 
the study of lives is in recognising that development occurs over the 
entire course of life. Also that there are multiple determinants -.,, 
including biological, psychological. social and environmental factors 
- involved In development and that as far as social and 
environmental influences are concerned they can be categorised as 
age and history graded and as non-normative. Dynamic and 
dialectical processes are emphasised which reflect that individuals 
are continually changing in a changing world. 

Buhler adopts a strong definition of development to define her 
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stages and gives little emphasis to environmental and historical 
influences. Riegel's levels are deftned in a looser way and he 
recognises wider influences on the timing and duration of events. 
Baltes does not define stages other than proposing that different 
kinds of influence are more prominent at different times in the life- 
span. 7be life-span approach is preoccupied with development and 
under the weak deftnition it is unclear whether all significant 
behaviours are included or not. Buhler. in her charting technique 
Includes activities such as organisational membership and Riegel in 
his analysis of exceptional individuals illustrates their development 
by the publication of certain books. While Baltes'work is mainly 
concerned with cognitive development his model could apply to 
roles and activities. 

Finally. a criticism from the life course perspective, Elder (1978: 
20) says that: 'In practice. however, most life-span studies have 

neglected tasks that are basic to life-course analysis; they are 
insensitive to the diverse career lines of individuals and their 
psychological effects, and have generally failed to explicate the 
process of developmental change'. We now turn to life course 
analysis. 

Longitudinal approaches - Life course analysis 

The life course approach is concerned with the relationships 
between individual, social and historical change. While it is derived 
mainly from sociology, there is a recent convergence of interest 
from a number of areas which include: oral history; life history and 
biography; family development; the sociology of age stratification-, 
and social demography; as well as having links with life-span 
psychology (Featherman, 1983: 8; and Elder. 1981: 78; Thompson, 
1981: 289). The approach can be traced back to previous centuries, 
and in this century the work of Thomas and Znaniecki (1918/74) 
and the Chicago. School In the 1920's and 30's. and the contribution 
of Dollard (1935) but was eclipsed with the rise of positivism and 
survey methodology after the war. It was only during the 1970's that 
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interest in the sociology of the life course revived. 7bere is a strong 
consensus regarding the main tenets of this approach amongst the 
leading workers in the field (eg. Elder, 1981; Hareven. 1982a: and' 
Bertaux, 1981). which can be linked to Dollard's criteria for the life' 
history (Dollard, 1935). 

Hareven (1982a) explains the life course approach and contrasts it 

with traditional studies of human development: 

"Ibe Iffe course approach provides a way of examining 
individual as well as collective development under changing 
historical conditions. It shifts the focus of study of human 
development from stages and ages to transitions and the 
timing of events. Rather than focusing on stages in the life N 
cycle, a life course approach is concerned with how 
individuals and families made their transitions into those 
different stages. Rather than viewing any one stage of life, such 
as childhood, youth, and old age, or any age group in isolation,,. - it is concerned with an understanding of the place of that 
stage in an entire life continuum. ' 
(Hamen, 1982a: 

She goes on to explain that events in people's lives must be seen in 
the context of their whole lives and in the social and historical 

context: 

'A life course approach is concerned with the timing of life 
events in relation to the social structures and historical 
changes affecting them. It thus takes into account the 
synchronisation of individual life transitions with collective 
family configurations under changing social conditions. ' 
Oiareven, 1982a. - xiv) 

Social and historical contexts do not simply act on the individual, 
the process Is interactive,, 'individuals are both producers and 
products of, their history (Elder, 1981: 78). Thompson (1981: 303), 
recognises that 'the constraints exercised by the economic system, 
technology and resources on how men and women live their lives 

are fundamental'. but also points to the 'myriad of decisions [by 
individuals) which cumulatively, not only give shape to each life 

story, but also can constitute the direction and scale of major social 
change' (p. 299). 



Thesis --' Rige 61 Chapter 2 

Elder (1981: 85) believes that what is 'much needed in this problem 
area is a multidimensional concept of the life course (work, 

consumption. parenthood, marriage) that represents the 
interdependent careers of husband, wife, and children'. 7hat is, we 
need to not only represent the individual's life course in a way 
which deals with various roles but we should also include the 
interdependent roles of other family members. 

7bus, the life course approach focuses on the importance of 
individual and, family decisions., and the interplay between the 

various roles of the individual and others in the family over time and 
the interaction between individuals lives and the social and 
historical context. However, the theoretical basis of the life course 
approach is not well developed. Elder (1981: 78) refers to a 
'theoretical orientation to the study of lives' which takes as its 

central theme 'a perspective on life-course development in 
historical context'. But Clausen writing in 1972 says 'perhaps it is 

unrealistic to think of a theory of the life course. Perhaps we can 
only look forward to more limited theories relevant to aspects of the 
life course - for. example, more adequate theories bearing on types 

of role transition in different kinds of social settings' (Clausen. 
1972: 512). 

Tenets of the life course approach, 
In the absence of an explicit theory and because of the importance 
of this approach in this study. the main tenets of the life course 
approach. drawn primarily from Elder (1978 and 1981) are 
presented below as nine statements. The life course approach, deals 

with'individuals. ' families and society and the interaction between 
these through time. 7he first statements (1 and 2) concem the 
individual, then the individual and society (3-5), followed by the 
family (6 and 7) and the family and society (8 and 9). 

71be life course of an individual is traditionally viewed as a single life 
path or career - such as working life or marriage. In contrast. the 
first tenet of the life course approach might be that: 
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1) An individuals life course consists, of, multiple and inter- 
dependent career lines. 

Each career consists of a sequence of roles and activities. A career., 
line is equivalent to an individual's life history in each role domain, 

such as marriage and parenthood, education. employment. 
residence and community involvement. Movement through an 
individual's life course entails the concurrent assumption of multiple 
roles. With multiple career lines, the scheduling of, roles and 
activities is a, basic problem of the management of resources and - 
demands, as well as coping with problems of role overload and 

-second tenet: transition. Ibus a 

2) Within and across career lines-ttie tiniing. -spacing. and 
arrangenient of roles, activities 'and events,,: involves scheduling and 
resource managenient., 

individuals are exposed to a'slice of, historical experience in the 
process of moving through the sequence'of activities, roles and 
events which make up their career'lines. jbis historical experience" 
is reflected in their changing personal characteristics and 
circumstances: 

3) Individuals'. career lines are a product of, their changing personal 
characteristics and circumstances within a social and historical 
context. 

4) Individuals affect their own life course by taking action which 
alters their, circumstances, which may contribute, to personal and,, ', -,, 
social change.. 

Combining (3) and (4), defines a dialectical relationship between 
personal and social I change in which there is an interaction between, 
the changing individual and, the changing society, -'and individuals 
are both products and producers of history. Not only is the life 
course of an individual shaped by history. 'the actions that Individuals', 
take contribute to the shape of history Itself (Bertaijx. 1982: 142). 
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Different cohorts encounter the same historical event (eg. 

recession) at different points in their life course and different 

events at similar points (eg. at marriage): 

5) Individuals experience the same historical event at d(flerent 
times in their l(fe course and dtfferent circumstances at similar 
points in their l(fe course. 

Not only do an individual's career lines interact with each other but 

with the career lines of significant others, especially in families. For 
example, the formation of a marital relationship is viewed as the 
joining of life histories: 

6) An individual's multiple career lines intersect and interact with 
those of sign[ftcant others (eg. family members). 

Differences in the timing. duration, and arrangement of activities 
and events between the career lines of different individuals generate 
asynchronies. Within families strategies are needed for dealing with 
demand-supply imbalances which- involve resource utillsation and 
development, as well as time, income, and energy allocation: 

7) Strategies involving resource utilisation are needed to deal with 
asynchronies between the career lines offamily members. 

7bese strategies involve the timing of births, the spacing of 
chiddren, the acquisition of goods and services according to need 
and income, the husband's employment and job changes, the wife's 
entry and reentry into the labour force, and decisions regarding 
residential change, including migration. These coping responses 
and strategies change in response to changing circumstances and 
socioeconomic context: 

8) The changing social and economic context affects families 
strategies of resource management and their Ufe courses. 
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The decisions made by families can contribute to social and 
historical change, in particular concerning marriage and divorce, 
the number of children. employment, finance and consumption, and 
residence and migration. Economic development and demographic 

change are as much the cumulative result of the decisions of families 

as the acts of politicians and industrialists (Thompson, 1981: 299): -'ý 

9) The decisions and strategies offamilies change their 

circumstances and may contribute to personal and social change. 

in summary, the approach is concerned with the interdependencies 
between the career lines of individuals and members of families; 

their changing resources and circumstances, and historical time. It 

recognises the importance of longitudinal influences and interacting 

career lines. Events and actions are seen in the context of past life 

and sociohistorical context. It recognises that the same event (eg. a 
recession or an OU course) has different impact depending on 
where people are in their life course and that similar events (eg. 

marriage) have different Implications for different cohorts. It Is 
multidimensional, dynamic, dialectical, interactive and contextual. 
The approach also provides a focus for interdisciplinary work. 

The weaknesses of the approach are that there Is no theory of the '- 
life course and although it shares many of the ideas current in social: 
theory (eg. Giddens, 1984) its links with mainstream sociology are 
unclear. Also it lacks operational procedures for collecting, 
representing and analysing data,. - particularly in longitudinal studies 
of Individuals and for documenting socioeconomic contexts. 7hese 

are particularly needed where everything is continually changing - 
individuals, their circumstances and the soclohistorical context, and 
to do justice, to a multidimensional concept of the life course and -'. 
interdependent careers. 7be approach has not been applied to adult, 
learning and has not articulated the role of learning in the life 

course. However, the next section looks at approaches to lifelong 

leaming. 
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Longitudinal approaches - lAfelong learning 

The various longitudinal approaches to the study of lives considered 
above give little attention to the role of learning across the life 

course. This is the province of adult learning theories which 
attempt to provide theoretical underpinning to the concept of 
lifelong learning and continuing education. There are some recent 
reviiws of adult learning theories (Cross. 1981; Brookfield, 1986; 
and Merriam, 1987) and one of these authors categorises the 
theories as 1) those based on adult learner characteristics: 2) those 
emphasising the adulVs life situation; and 3) those focusing upon 
changes in consciousness (Merriam, 1987: 189). Cross not only 
reviews existing theories but derives two of her own, one she calls 
'Characteristics of Adults as Learners' (CAL) and the otherChain of 
Response (COR) Model' (Cross, 1981: p. 235 and 124 respectively). 
Houle (1984: id) draws the distinction between the longitudinal 
aspect, the breadth and depth of adult learning. These distinctions 
reflect the two approaches to the study of lives introduced at the 
beginning of this chapter - longitudinal and systemic; those dealing 
with processes or influences across time. eg. learner's 
characteristics and background and those concerned with processes 
or responses in particular circumstances, eg. explaining why adults 
enrol for a course at a particular time in their lives. Th s section i 
considers three adult learning theories which are mainly concerned 
with the characteristics of adult learners and a longitudinal 
approach. 

Knowles theory of andragogy (1970/80) is widely known and much 
criticised particularly regarding the claim that it is a theory 
(Hartree, 1984: 206; Cross, 1981: 225; Brookfield, 1986: 98). It is 
based on four principles which were originally proposed by Knowles 
as distinguishing adult leaming (andragogy) from children's learning 
(pedagogy). 7bese have been redrafted by Merriam to remove the 
original sexist bias and are: 

'1) As a person matures his or her self-concept moves from 
being one of a dependent personality toward one of a self- 
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directing human being: 
2) An adult accumulates a growing reservoir of experience, a 

rich resource of learning: 
3) The readiness of an adult to learn is closely related to the 

developmental tasks of his or her social role: 
4) There is a change In time perspective as individuals 

mature, from one of future application of knowledge to 
immediacy of application; thus an adult is more problem- 
centred than subject-centred in learning. ' 

(Merriam, 1987.190) 

Since these principles were put forward Knowles has conceded that 
many of them can also apply to the learning of children and has 

suggested that the andragogy-pedagogy distinction be better seen as 
a continuum which applies in differing degrees to certain learning 
tasks and particular individuals at any age (Knowles, 1979: 53). 

The principles which are most related to the role of learning across 
the life course are: that past experience is a rich resource for 
learning*, learning can be closely related to developmental tasks and 
social roles: and the importance of immediate application of what is 
learnt. The main contribution of this view is to point out the link 
between adult learning and adult development, and to claim that 
adult education is different from most school based teaching. The 
link between developmental tasks and adult learning is considered 
in more detail below. 

A theory which links adult learning to developmental tasks across 
the life course has been proposed by Havighurst (1948/72). 
Developmental tasks are the physiological, psychological, and social 
demands a person must deal with at certain periods in their life. 
Successful achievement contributes to happiness and success in 
later tasks; failure contributes to social disapproval, or later 
difficulties. The tasks arise from internal and external forces - 
internal forces are primarily biological and the external forces are 
due to social roles and from pressures and opportunities in the 
social environment. Figure 2.3 on the next page identifies the main 
tasks and relates these to particular adult life course stages. 
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ibis provides a, bridge between the various schemes considered 
above describing adult life (eg. Riegel. table 2.3) and the role of 
learning across the life course (see also Cross, 1981: 174 and Evans, 
1985: 45). It is helpful in considering possible learning needs of 
adults at particular stages in their lives and in suggesting things to 
look for when assessing the influence of a particular course. It gives 
educational planners ideas about what kinds of courses to provide 
and whom to aim them at and was used in devising an academic 
plan for Community Education at the Open University (Farnes. 
1984). Limitations arise from the intuitive derivation of tasks and 
stages, and the difficulties in operationalising the tasks and 
specifying learning needs. While some tasks such as 'starting a 
family' are reasonably specific and relate to role transitions, others, 
are rather vague - for example, 'adapting to a changing time 
perspective' which Is more concerned with imprecise psychological 
changes. 

Cross' model of the Characteristics of Adult Learners (1981: 235) 
identifies personal characteristics which, represent where 
individuals are in their lives, on, three developmental dimensions: 

1) Physiological/Aging 

2) Sociocultural/Life Phases 

3) Psychological/Developmental Stages 

Physiological/aging is similar to Riegel's inner-biological dimension 
although Cross gives special attention to the change -s in 
physiological, characteristics relevant to participation in adult 
education. For the second and third dimensions, Cross (p. 169) 
distinguishes between phases of the life cycle and stages of 
psychological development. Physiological aging and life phases are 
both related to chronological age but developmental stages are not'' 
necessarily related to age, although progression is from a particular 
stage to the next higher one and so on. Thus, the position of an 
individual on the physiological and life-phase dimension is likely to 
be related to age but age does not tell us which developmental stage' 
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the individual has reached. 

The model also includes situational variables which refer to the 
nature of the learning being undertaken and include the extent that 
participation is part-time and voluntary, which she says 
differentiates the learning situation of the adult from that of 
children. These situational variables do not refer to the 
socioeconomic context of adult life as this aspect is represented by 
the sociocultural dimension which includes the phases and tasks of 
the life cycle. 

Cross believes that the assumptions of andragogy can be 
incorporated into these dimensions. Readiness, for example, is 
largely a function of the sociocultural dimension and the tasks of the 
life cycle. and is related to age. Self-concept and self direction are 
related to the developmental stage dimension and are less well 
developed in children. The problem-centred orientation enters the 
framework through the situational variables of voluntary learning. 

She claims the model incorporates 'the major existing theories of 
adult learning (andragogy and developmental-stage theory) into a 
common framework. and it does provide a mechanism for thinking 
about a growing. developing human being in the context of the 
special situations common to part-time volunteer learners' (p. 243). 
It enables the personal characteristics of an individual to be related 
to the situational variables of the learning opportunity. 

VvUle this model aims to be comprehensive it is so all- 
encompassing that it is difficult to operationalise (Merriam, 1987: 
191). It provides two generalised dimensions representing 
individuals lives and one the wider sociocultural context which 
affects learning needs. It also includes and a limited characterisation 
of the adult learning situation. The model is not sensitive to 
individual differences particularly in differing backgrounds and 
gender and it is not clear how the model might be applied. 

In general, longitudinal approaches to lifelong learning are not 
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particularly advanced. The nature of adult learning has been 
described and its links to adult development and developmental 
tasks have been made by the theorists. The various schemes listing 
the tasks correspond to those proposed by writers on life-span 
development. Learning helps adults tackle developmental tasks 
created by internal biological and external social forces requiring 
psychological changes which contribute to their characteristics. Mie 
demands of a particular developmental task and how learning helps 
individuals tackle these can be considered within the systemic 
approach. 

Systemic approaches - Models of responses to life events 

Longitudinal explanations are concerned with changes in 
circumstances and characteristics over the life course, whereas 
systemic models are concerned with more immediate changes in 
circumstances which call for changes in behaviour which may in 
turn lead to changes in circumstances and characteristics. V'Thile all 
the models discussed below are systemic they contain features 
which are largely determined by life course influences. The models 
represent the particular circumstances and characteristics of the 
individual and attempt to show how behaviour at a given point in 
time is a function of these factors. 

Various systemic models which derive from the life-span 
development approach have been proposed (Hultsch and Plemons, 
1979; Lieberman, 1975). and these attempt to show the 
mechanisms involved in responding to life events. Mie first stages of 
a role change model using a life course approach are put forward by. 
Clausen (1972) and other theorists draw attention to the link 
between role changes, adult life crises and depression. 

Hultsch and Plemons (1979) review the model proposed by 
Dohrenwend (1961) which represents: 

1) Lffe events - positive, eg. marriage and negative, eg. divorce 
2) Mediating factors - inner resources eg. intellectual 
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abilities, physical health and external resources eg. 
income, social support from others 

3) Social-psychological adaptation - involving changes in: 
affect eg. fear. anger, 
orientation eg. beliefs. and 

o activity eg. increasing. decreasing, adding. subtracting 
activities 

4) Outconws -, fimctiorud or dysfurictional. 
Oiultgich and Plemns. 2979: 10) 

They use this as the basis for their own model which provides a 
general framework within which a broad range of life events. 
mediating variables. and developmental outcomes can be viewed 
within a life stage and historical context (p. 15). Also they draw on 
the work of Baltes et al. (1979) in defining the major antecedent 
systems that influence behavioural development: age and history and 
non-normative influences and distinguish between individual and 
cultural events. In reviewing the various ways that life events have 
been defined they conclude that all they have in common is 'the fact 
that a life event involves a change in the individual's usual activities' 
(p. 17, see also Reese and Smyer, 1983). Their approach is to 
identify the dimensions and attributes of life events'and propose two 

L, broad categories of 'individual' and 'cultural' events. Individual 
events are experienced as part of the usual life course, eg. marriage, 
birth of a child. illness, death of a loved one. They give shape to the 
life course and its transitions but are not age graded. Cultural events 
eg. wars, natural catastrophes, economic depression, are not 
experienced as part of the usual life course but can have immediate 
and continuing effect on individuals' lives. 

These authors, like Baltes and Nesselroade (1979), also distinguish 
between proximal (concurrent) and distal (historical) events and 
they explain how events distal in time affect current development. 
Both individual and cultural events may operate as distal 
antecedents by altering characteristics of the individual at the time 
they occurre 

" 
d. This change then indirectly affects later 

development. A major cultural event may lead to historical change 
which in turn alters the social context of individuals'ý lives. A cultural 
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event may also continue to affect individual development if it is 
linked to the individual's interpersonal environment. 

Mediating variables are introduced to explain why different 
individuals react differently to similar life events and why an event 
may be stressful for one person but challenging to another. "Me 

effects of both the individual and cultural events are contingent on a 
variety of mediating variables defined by various biological, 

psychological, and contextual resources and deficits' (Hultsch and 
Plemmons, 1979: 23). In elaborating what is meant by resources and 
deficits they say 'these variables may be considered as creating a 
balance of resources and deficits which determine the individual's 

current state of functioning. ' 

Variables which enter into the resource-deficit balance include: 

1) social and economic variables - supportive frameworks and 
interpersonal relationships, socioeconomic status, and income 
level. 'High status and income tend to result in an individual 
having greater access to external resources and greater freedom 
in terms of manipulating his or her environment. ' 

2) biological variables - where a deficit may restrict adaptive 
capacity 

3) psychological variables - cognitive abilities, accumulated 
knowledge, anticipatory socialisation, coping strategies. time 
perspective, attitudes, personality and motivational factors. 

once an event occurs, the balance of the individual's resources and 
deficits plays an important role in mediating the degree of threat. 
Although an event may require major changes this can be perceived 
as 'challenging by an individual with a high balance of resources to 
deficits. 

7he selection of appropriate coping strategies depends on the 
resources available which includes past experience and the 
strategies already in the individual's current repertoire. If the 
individual only possesses inappropriate strategies this may lead to 
exploration, seeking new information, a reappraisal of current 
assumptions and life goals and new solutions. 7his can be a highly 
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unstable period accompanied by confusion. frustration and 
susceptibility to pathology. Presumably where the degree of 
instability is less it might provide the occasion of seeking out 
opportunities for education. 7bey also point out that problems may 
arise because of the coincidence of the life events of individuals and 
of others with whom they live (or work). 

Ibis model is complex and further aspects are considered in a later 
section of this chapter which discusses how social and historical 
contexts affect individuals. Here the systemic aspects are relevant 
and the basic model together with the resource/deficit variables can 
be seen as being in a family of similar models. 

Other studies (Pearlin. 1982; Lieberman, 1975; Elder, 1981,1982) 
have led to the development of systemic models and explanatory 
frameworks which include these basic elements: 

1) 4fe events - involving loss or threat 
2) resources - including personal, psychological. repertoire of 

coping skills etc. 

t 
3) social support networks 

4) response - adaptation or stress 

For example, Pearlin (1982) explains how in the face of forces that 
adversely affect them, people respond in at least three distinct, 
though not mutually exclusive, ways: 

'by the selective use of their own coping activities and 
responses: by calling upon resources residing within 
personality, especially mastery and self-esteem; and by 
establishing and employing social support networks. ' 
Oleý 1982: 68) 

Similarly IAebermaxVs model (1975) of adaptive processes includes 
situational demands, personal resources, social support and coping 
responses. He introduces his ideas as follows: 

The model begins with the notion that individuals, differ in 
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their psychological and biological resources and that when 
confronted with situations that require major adaptive effort, 
differences in success will depend upon the resources 
available to a person in the face of situational demands. The 
resources available to a person set limits on the processes the 
person can employ for coping. ' 
(Uebemian, 1975: 143) 

He adds that his 'predictive framework must also take into account 
the characteristics and qualities of the social supports around the 
person' (p. 147). 

Elder (1982) draws on IAeberman's (1975) work in considering the 
factors which affect the responses of men and women to economic 

change: 

Three conditions that bear upon the long-term effects of 
economic deprivation: (1) the degree or severity of the loss, 
(2) adaptive resources brought this new situation (education, 
problem-solving skills etc. ), and (3) responses (employment. 
social withdrawal, etc. ) to the economic change. The first two 
conditions influence the third. Drastic change and minimal 
resources increase the likelihood of ineffective coping and 
adverse consequences for health. ' 
(Elder. 1982: 8 1) 

Elsewhere he highlights the 'social supports and adaptive resources 
which enable families and individuals to weather critical life 
situations' (Elder, 1981: 105). 

Similar models can be applied to changes in role, which can be in 
response to a life event. Clausen (1972) describes processes 
involving role sequences in which changes in one role can have 
knock-on effects: 

'A life is made up of several subcycles of interlinked roles: 
student roles, family roles, career roles, community roles. 
Within a subcycle, role sequences may be closely linked: 
between cycles - family and career. for example - the linkages 
are likely to be lesser. Nevertheless, a marked change in one 
sequence is likely to mean some change in the others and in 
their relative saliences. ' 
(Clausen, 1972: 459) 
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Ibus roles can be linked sequentially across time and concurrently 
in that when one major role ends then there are likely to be 
changes across those that remain. 7he sequential changes in role 
are role transitions where a role ends and another begins. 7he 
concurrent changes across roles refers to the integration of roles. 
7he concepts of role transition and integration can be used in 
analysing the life course and in identifying the antecedents and 
consequences of changes. Clausen goes on to summarise the factors 
affecting the linkages between roles and the life course generally as 
follows: 

There appear to be four major components underlying the 
development of the life course and the individual's 
performance of the major social roles that make up so large a 
part of that course: 
1) the personal resources that the individual can command - his intelligence, appearance, strength, health, temperament; 
2) the sources of support and guidance that help to orient him 
to his world and assist him to cope with it; 
3) the opportunities available to him or the obstacles he 
encounters as these are influenced by his social class, ethnic 
membership, age, sex, and personal contacts, as well as the 
effects of war, depression, and major social changes that 
impinge differentially upon particular birth cohorts; and 
4) investments of effort that the individual makes in his own 
behalf (his commitments) and his mobilisation of effort toward 
these ends. ' 
(Clausen, 1972: 463) 

Mie first two can be categorised as: personal and social resources. 
The third, opportunities, might be thought of as largely arising from 
the particular social and historical -conditions under which 
individuals of various, ages,, social class etc, live. Investment of effort 
is mainly concerned with motivation which is a particular type of 
personal resource which can be affected by the opportunities and 
social resources available to the individual. 

Identification of role transitions and integration together with an 
individual's characteristics and circumstances are the basis of a 
model which might begin to explain differences in the life courses 
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of individuals in different social and economic circumstances. Elder 
(1978: 25) believes that 'developments In this area of investigation ... 
offer a promising base for the construction of general models that 

apply to the full range of role transitions In the life course. ' 

7be relationship between roles and resources and adult life crisis is'-* 
developed by Albrecht and Gift (1975) who elaborate on the 
traditional deftnition of role by pointing out that: 

'The competent performance of a role assumes that an 
individual clearly perceives and defines role expectations and 
has the resources and experience necessary to accomplish his 
tasks ... If the expectations associated with an event are clear 
and the individual possesses sufficient resources to meet the 
expectation, there usually is no adult life crisis. ' 
(Albrecht and GOL 1975: 239) 

The concept of role involves not only expectations but the resources 
necessary to carry out the role. According to Oatley and Bolton 
(1985), primary roles are those that are important in maintaining 
self esteem and if an individual is not able to carry out these roles 
then this is likely to lead to depression. For example, if a life event 
occurs which disrupts these roles an individual is vulnerable to 
depression if they lack: 

'(a) at least one secondary role relationship that gives a 
convincing sense of a worthwhile self, (b) strategies and 
circumstances conducive to generating new role relationships, 
and (c) the ability to take part in activities felt to be satisfying 
irrespective of the presence of a'satisfactory role-other. ' 
(Oatley and Bolton, 1985: 382) 

These studies' enable links to be made between life events and role , 

changes and identify factors,, including lack of resources, which may- 
prevent the adoption of new , roles and lead to depressive reactions. ' 
However, although these models are concerned with ch . ange and 
adaptation to life events. learning as such does not have a central 
place. For this we turn to systemic models related to adult learning. -- 
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Systemic approaches - Models involving learning 

7be systemic approaches considered so far have been concerned 
with responses to life events and may include adaptation, however. 
they are not specifically concerned with adult learning. In this 
section various models are examined which give more attention to 
learning or deal with this as their main focus. An area which 
provides models covering a wide range of household behaviour and 
can include learning is the 'new home economics' based on the 
work of Becker and others (Becker. 1965,1976; Michael, 1975). An 
approach to adult learning uses a related concept of the 'margin' of 
resources over demands needed for participation in education 
(McCluskey, 1970): another approach is based on the learning 
required to make a transition (Aslanian and Brickell, 1980); and 
Cross (1981) has a model dealing with the process of participation 
in adult learning. 

Many systemic models are based on psychology and sociology, 
however economics has also made major contributions to the study 
of human behaviour and how individuals and households use their 
personal, social and material resources in activities, including 
learning, to maximise their well-being. An economic approach can 
be helpful in the study of lives because the resources available to 
individuals, which include their knowledge and skills, are a function 
of their life course and past and present socioeconomic 
circumstances. The way that individuals use their resources and the 
opportunities available. including learning, will largely determine 
their pattern of activities and their life course. 

7be main concept underlying the new home economics can be 
stated as: households use their resources in various activities to 
produce beneftts - which may include other resources and well- 
being. A 'household' is deftned as a single economic unit or 'resource 
system' (Wallman, 1984: 2 1) and can vary from a single person to 
extended families. A simple model (Farnes, 1988: 37) can be used to 
show the relationship between resources, activities and benefits: 
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Figure 2.4 Model showing how resources are used In activities to produce benefits. 

The household has to make decisions as to which activities to 
undertake and how much of each resource to use in each activity. 
T[iis approach assumes that households do not spend time on an 
activity if they could gain more from doing something else. Obviously 
the time available is limited and decisions have to be made as to how, 
much time to spend in paid employment, ie. which adult members 
should be employed full-time. part-time or not at all. Mme spent in 
paid employment Is not available for other activities but provides 
money to purchase goods and services which can be used in, for 
example, housework, leisure and learning. 7be goods have to be 
paid for but labour saving devices and services can save time for 
other activities. Decisions concerning the amount of time to allocate 
to child care and the number and ages of children have implications 
for household resources, earning and welfare (Leibowitz. 1974; 
Schultz, 1974). Within the limits of their knowledge households 
have to weigh the short and long term benefits of various activities. 
New knowledge and skill can alter. the allocation of their other 
resources and lead to new activities being taken up and 
improvements in welfare (Michael, 1975; Juster. 1975: 2). 

This approach draws attention to the resources that are needed for 
learning and that this activity has opportunity costs. Also the 
outcomes of learning can include an increase in personal and social 
resources, eg. strengthened social networks, and improved health 
and well-being. These in turn might be combined with other 
resources so that new activities can be undertaken, eg. work. 
community activities, which may also benefit others. 

There are a number of implications of this model for members of 
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households. Because the 'cost! of time is determined by the labour 
market, differentials In the earning power between husband and 
wife mean that there is less opportunity cost if the lower earner 
takes on more household production ie. housework. Becker argues 
that households allocate their time accordingly (see a criticism of 
this view by Owen, 1987). It also assumes that all members of the 
household are working to maximlse their overall well-being and that 
they will receive fair'shares of the resources. Not recognised are 
other factors such as power. sex roles and unequal access to 
resources which can be significant factors in marriage (Brannen and 
Wilson, 1987: 3; Berk, 1980: 125). 

While this model shows that various resourbe inputs are required for 

any activity, it does not deal with life events and changes in 
demands that are made on households. The main household 

activities concerning paid and unpaid work must operate within 
resource constraints but new demands arise and have to be met 
which require reallocation of resources and changes in activities. 
Miis model is mainly concerned with the supply side, that is the 
supply of labour by members of the household for paid and unpaid 
work and other activities. It does not represent the demand side or 
deal with questions about what are the demands in a particular 
household, what events lead to changes in demand and what 
external demands are made and so on. 

For example. resource depletion or insufficient resources 
presumably motivate people to'carry out activities in which 
resources are transformed'into other resources that restore the 
resource deficit. The deficit might be because of, over-drawing of 
resources for a variety of reasons and imposed changes might 
Involve the withdrawal of external resource inputs, for example: 
withdrawal of job opportunities and unemployment. being evicted, 
close friend moves away, or the closure of a day care facility. A crisis 
may occur when excessive demands are made on limited time or 
when resourcesare dangerously depleted and prevent important 
activities from being carried out. 
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While the model can accommodate these kinds of changes it does 

not say much about the nature of changes. It is in this area that 
longitudinal and life event models are useful as they are primarily 
concerned with the nature of life events and the effect of these 
events on individuals' develoPment and behaviour. 

McClusky (1970a: 27) proposes the concept of the 'margin'. which 
is the surplus of resources remaining after the demands being made 
on the individual have been met. 7he resources a person can 
command and the demands made by themselves or by society are 
defined as two sets of Interacting variables (Main. 1979: 22): 

Resources 

1) extemal - resources such as social contacts, economic wealth. - 
2) intemal - acquired skills and life experiences such as 
resiliency, coping skills. 

Demands 

1) extemal - the tasks involved in the usual requirements of 
living: family, work, civic responsibiliffes etc. 

2) intemal - the life expectancies set by the individual: self- 
tolerance, goals, ideals, values, etc. 

Since margin is the relationship between resources and demands, it 
may be increased by reducing the demands or increasing resources. 
When demands continually match or 

' 
exceed resources, the person 

becomes highly susceptible to breakdown., Margin is a necessary 
condition for learning and McClusky (1970b) provides an example of 
the difficulties that can arise for an individual: 

'I have the image of Mrs. A. a mother and the only adult in a 
poorly furnished home with four children at school and two at, 
home, barely holding the line against family breakdown. 
Fighting a continual battle for survival, she has no marqIn for 
the PTA, the night school sewing'class, or the inner-city 
neighbourhood committee organised to cooperate with local 
programmes of urban renewal. ' 
CWCIuskeyý 1970b: 28) 
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71iis model recognises factors in adults' lives which affect 
participation in adult education and that the relationship between 
these factors changes at different points in the life cycle. In 
particular how crises can occur when demands exceeds resources. 
While this model is based on the psychology of learning, McClusky 
(1970b: 153) points out that margin is related to the notion of 
capital in economics and net profit may be considered as a surplus 
for distribution or reinvestment for expansion, or increased 
productivity. 

Aslanian and BrIckell (1980) found from a representative sample of 
American adults that most decisions to participate in education are 
related to transitions in their lives - changes affecting their careers, 
family situations, health, religion, or leisure opportunities. 7bese 
transitions are influenced by social and economic change - and, to 

some extent, precipitate still more social and economic change. 
7bey put forward the general proposition that: 'Moving from one 
status in life to another (eg. becoming a mother. being promoted) 
requires the learning of new knowledge. new skills. and/or new 
attitudes or values'. If the learning is not accomplished, the 
individual cannot make a transition into the new status. They point 
out that their definition of a transition allows for life changes 
smaller and less significant than those often discussed in the 
literature. However. they believe that their proposition applies to all 
types of transitions. Transitions require learning: a little transition, 

a little learning: a large transition. a large amount of learning (p. 
35). Also learning can precede, accompany or follow a transition. 

Their second general proposition is: 'Some identifiable event 
triggers an adulVs decision to learn at a particular point in time'. By 
'trigger' they mean a life -event which may or may not be connected 
to the transition. Therefore. the topic of learning may not be related 
to the triggering event (p. 39). For example, getting divorced 
(triggering event) may precipitate the decision to return to work 
(transition) rather than learning about coping with loss, and the 
individual might start learning word processing. The model 
Illustrating a trigger and transition is shown in figure 2.5 below: 
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Figure 2.5 Exarrple of a trigger and a transifion (from Aslarian and Brickell 1980: 37). 

In their survey they found that 83 percent of the adults interviewed 
said that they learnt in order to cope with a life change. For women 
the main transitions which involved learning occurred In career, 
42%: and family. 21%; other areas included leisure, 16%: health, 
7%: and citizenship. 2% (p. 145). Because the amount of time adults 
spent in each life area corresponded exactly with the number of 
transitions in each area, Aslanian and Brickell suggested that there 
is a cause and effect relationship between time spent and the 
frequency of changes that cause adults to learn (p. 62). 

This model does not take into account students' resources but 
illustrates how a transition in one area of life (eg. employment) can 
be connected to the activity of learning which is in another area Ue., 
education). In other words. it is concerned with the interaction 
between two career lines. Where the trigger is in a third area (eg. 
health) the model represents events in three areas. The model and 
the claim that transitions are the main reason adults undertake both 
formal and informal learning is supported by empirical data. It 
provides an interesting contrast to the results collected by Tough 
(1968) who found that only one third of adult learning projects were 
linked to transitions. 

In addition to her longitudinal model of the Characteristics of Adult 
Learners considered above, Cross (1981) also proposes a systemic 
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'Chain of Response' model. Mlis model links the demands made by 
particular life transitions to current psychological characteristics of 
the individual and relates these to other factors affecting 
participation in adult education (see figure 2.6). 

(D) (F) 
We transitions Information 

(A) 
Self-evaluation 

Importance of goals (G) 
and expectation Opportunities 

and barriers Participation that participation 
will meet goals (E) 

(C) 

Attitudes about 
education 

(B) 

Figure 2.6 Chain of Response model for understanding participation In adult learning activivies 
(from Cross, 1981: 124). 

The first factor in her model is self-evaluation (A above) which Is 
Important for participation because those who lack confidence in 
their own abilities avoid putting themselves to the test and 
education may present a threat to their self-esteem. 7be next factor 
is attitudes to education (B) which may arise directly from the 
learner's own experience and indirectly from the experiences of 
friends and significant others. 

7he next stage in her model is the importance of goals and the 
expectation th#ý goals will be met (C). If a particular goal is a high 
priority then an individual is likely to seek out ways of achieving It. 
71iis, requires knowledge of the ways that are appropriate for 
reaching a goal. Without this knowledge there can be no expectation 
that a particular course of action will lead to the desired end. 
Individuals may not be aware that education can help them meet 
their goals. Expectancy is also related to self-esteem in that more 
confident individuals expect to be successful in achieving their goals 
whereas those with low self-esteem may have doubt about their 
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probable success. 

Life transitions (D) are, according to Cross, periods of change calling 
for adjustment to new phases of the life cycle. She explains their 
relevance for adult education: 

'Related to the gradual transitions of life are more sudden 
dramatic changes, such as divorce or loss of a job, which may 
"trigger" a latent desire for education into action. The 
identification of the transitions of life as positive forces for 
learning is related to much of the current interest in adult 
phases of development and to HavighursVs (1972) 
identification of "the teachable moment". ' 
(Cross, 1981: 127) 

Presumably transitions generate needs or goals that the individual 

must tackle. These interact with the expectation that participation 
in adult education can contribute to meeting these goals to 
determine the strength of motivation. 

The next stage of the model involves barriers and opportunities (E) 

which must be surmounted and taken up. if motivation is not 
sufficient to overcome the barriers then the individual will not 
participate (G). There may be other barriers due to distance, cost, 
childcare needs and so on. Finally successful participation feeds 
back and reinforces positive attitudes towards education and self 
evaluation and raises the expectation that education will assist in 
meeting goals in future. 

Cross gives the following example to illustrate the application of the 
model with reference to positive and negative influences of the 
various factors: 

'Let us assume that Sally becomes divorced. a life transition 
(+D) that removes the negative force of her husband's 
opposition to further education (+B) at the same time that it, 
adds a strong force for gaining the qualifications for a job that 
is self-supporting (+C). The force for participation at this 
point Is quite strong, and she may take the initiative in 
ferreting out information- about her options (+F). Her 
awareness then that a good opportunity eidsts (+E) adds to the 
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positive forces of participation. Now let us assume that the 
course Sally wants to take meets from 2: 00 to 4: 00 on 
Wednesdays. leaving her with a babysitting problem for her 4 
year old child (-E). If these external barriers are extremely 
strong and cannot be overcome, this may terminate the force 
for participation. If, however. Sally finds a solution to her child 
care problem or finds a home study course for credit or a 
morning class that meets when her child is in nursery school, 
the cumulative total of the force is sufficient to cross the 
threshold to participation. ' 
(Crms. 1981: 128) 

However, the model does not predict under what conditions the 
loss of self esteem which is often associated with divorce might 
prevent Sally participating. In spite of the removal of Sally's husband 
and his negative attitude, her friends' and in particular her mother, 
may also have negative attitudes to education which lower her 
motivation. Nonetheless this model represents 'the rough 
beginnings of a conceptual framework designed to identify the 
relevant variables and hypothesise their relationships' (Cross. 1981: 
124). 

SystemLc approaches - summary 
Returning to the general question of why people respond differently 
to similar events, these systemic models provide a number of 
mediating variables and processes to explain different reactions. 
The variables include personal and social resources - repertoire of 
coping skills. past experience. health. income. social support 
networks, and so on - which represent the current stock of 
resources accumulated through an individual's life course. The 
socioeconomic and historical context that people live through 
affects their opportunities to accumulate all kinds of resources. 

Role change models focus on change and integration of roles and 
the factors, including personal and social resources, which affect 
how individuals perform their roles and can restrict their ability to 
adopt and fulfil new roles in response to life events and lead to 
depression. 7be social and economic context provides opportunities 
and makes demands which affect individuals differently. McClusky 
emphasises the relationship between demands and resources and 
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explains that a margin is needed to take up new activities and 
learning and excessive demands can lead to breakdown. The new 
home economics explains how household activities and well-being 
are constrained by the available resources and that the pattern of 
activities must achieve a balance between the creation and 
utilisation of resources. Changes in access to resources and activities 
will require adjustment and a 'trigger' event may create demands 

which require learning in order to make a transition. 7be various 
characteristics of adult learners affect their participation and 
success in learning in response to life transitions, their attitudes, 
goals, knowledge of opportunities and barriers to participation. 

People respond differently to similar events because their personal 
characteristics and socioeconomic circumstances are different. This 
is because during their life course they accumulated different 

personal and social resources, which they use in various roles and to 
undertake a range of activities. Their scope for change and learning 
depends on the balance between their resources and demands and 
their access to new roles and opportunities. 

Social and historical context 

In this chapter the importance of locating both longitudinal and 
systemic views of people's lives in the social and historical context 
has been emphasised. The socioeconomic context itself can be 
viewed systemically Ue. structurally) and longitudinally (le. 
historically). In chapter one mention was made of Gibson's (1986: 
14) point concerning three levels of social analysis, these were - the 
personal and interpersonal; the institutional; and the structural. 
Brofenbrenner's (1977) model of the systems influencing individuals 
includes the immediate circumstances surrounding the individual; 
relations between 

, 
different settings in which the individual 

operates, and also the larger social contexts, both formal and 
informal in which the settings are embedded (Sugarman. 1986: 9). 
Brofenbrenner distinguishes between four levels: Microsystems, 
mesosystems, exosystems, and macrosystems: 
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1) A microsystem is the immediate settings and interpersonal 
relationships in which a person carries out their daily lives. It can be 
characterised by place, (eg. home, community centre, workplace), 
time. activities, participants and roles, and the social network of an 
individual. 

2) A niesosystem is a system of microsystems; - that is 'the 
interrelations among major settings containing the developing 
person at a particular point in his or her life' (Brofenbrenner, 1977: 
515). This includes interactions between work and home life, social 
life and leisure. 

3) An euosystem inclUdes the major institutions of society as they 
operate at a concrete level eg. labour market, health and educational 
systems. social services. 

4) Macrosystems - are the 'overarching institutional patterns of the 
culture or subculture' (Brofenbrenner. 1977: 515). They include the- 
principles of a society's economic, social. educational, legal and 
political systems. Such manifestations of a societys culture are 
transmitted as norms and values through exo-, meso- and 
microsystems to individuals, thereby influencing their thoughts, 
behaviours and opportunities. 

This view is systemic and represents a cross section of the nesting 
subsystems which influence (and are influenced by) individuals. 
Nonetheless this structure changes and the subsystems interact 
through time and there are longitudinal processes whereby the 
systems and the individuals within them change. 

7be mechanisms by which the wider context influences the life 
course of individuals needs identifying and the links between social 
and individual change require tracing out. We can return to Hultsch 
and Plemmons (1979) who summarise both systemic and 
longitudinal mechanisms and links. 7bey explain that a major event 
may alter the local socioeconomic context of individuals' lives which 
affects their behaviour and their development. Also the actions of 
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individuals. particularly concerning fertility, not only affect the 
context of their own lives but also contribute to cohort size and flow 

which has implications for future social change. A major event can- 
affect the following: 

1) Social and community context - by altering the availability 
of social and community resources. 

2) Occupationc; l and career context - by increasing or 
decreasing available jobs and career life options. 

3) Cohort size and composition - by changes in fertility rate, 
mortality rate, migration and sex ratios. This affects: 
a) family structure eg. size, age at marriage, spacing of 

children, family stability and divorce rates, joint career 
patterns. 

b) friendship networks eg. identity, number, and type of 
friends. 

c) cohort flow - ie. the fit between the cohort and the ' 
existing role system, eg. too many people and too few 
jobs or vice versa. In turn, this can directly affect: 

the social and community context - eg. through 
altered balance of health and educational resources. 
the career and employment context - through 
affectingj6b opportunities and options. 
the timing and sequencing of individual life events - 
eg. leaving the family home, achieving economic. 
independence, marriage, bearing children. 
retirement. 

(from Hultsch and Plemmons. 1979: 20) 

While an event may lead to changes in what an individual does at the' 
time, it may also give rise to changes in their personal 
characteristics which continue to influence their future behaviour 
and development. In this way an event can have a longitudinal 
influence on the life course. An obvious example, would be someone 
who was disabled in a disaster. less obviously changes in attitude 
associated with an event (eg. being made redundant. failing the 11 + 
examination) might endure and influence later decisions and 
personal development. - 7bus events can, through changing local 
contexts, have a direct influence on individuals: and through 
changing their characteristics. can continue to influence their lives; 
and the actions of individuals can affect the next generation and -- 
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future social change. 

Hareven (1982b) explains the impact of historical processes on the 
timing of individual or family transitions. She points out that 
demographic. social. economic and cultural factors influence the 
timing of life course transitions. Getting married, starting a family, 

and the spacing of children are determined by personal decisions 
that are often governed by social and cultural values and 
prescriptions. Cultural changes in norms of timing and economic 
changes in the opportunity structure affect entry into the labour 
force. job availability, unemployment and retirement. Institutional 
and legislative changes such as compulsory school attendance. 
employment practices and retirement arrangements. affect 
transitions of different age groups in and out of the labour force 
(liareven, 1982b: 8). 

Historical change Is usually deftned with reference to major events 
such as the Great Depression, World War two, and the '80's 
recession. However, changes and trends over time often have a 
more direct impact on the life course. For example, migration and 
changing employment opportunities within a community can affect 
changes in the timing of life transitions more directly than great 
events. However, as Maynard Keynes observed. great events of 
history are often due to slow changes in demography, hardly noticed 
at the time (Economist, 1990). 

Kendrick (1983: 41) illustrates the complex interweaving of 
industrial, occupational and demographic change by considering the 
increase in the number of married women in employment since the 
war. He says that industrial change led to the increase in jobs in the 
service sector; and the fall in the age of marriage plus the extension 
of full-time education meant that the pool of single women was 
greatly reduced. This created a demand for married women whose 
household circumstances meant that the jobs were part-time and 
low paid. Nevertheless, this expansion of opportunities was one of 
the main determinants of the massive fall in the birth rate. 
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He goes on to argue that changes in the industrial and occupational 

are due to structural and market forces over which individuals have 

little control but which define the opportunities (and non- 

opportunities) available. Trends in marriage (including divorce) and 
fertility reflect the responses of individuals to changes in these 

opportunity structures. People atte 
, 
mpt to exercise control over 

their lives in the spheres in which they can have some chance of 

shaping their destinies - the family - in the form of decisions about 
marriage and having children (Kendrick, 1983: 63; Newby et al. 
1985: 97). In other words, aggregate trends reflect people's 
exercise of agency in response to social and historical forces. 

While it is obvious that trends reflect changes in the behaviour of 
large numbers of people, they can also influence the behaviour of 
individuals. Clarke (1987) points out that: 

'It is a truism to note that sociodemographic data is at one 
level merely an aggregate of individual life experiences. 7he 
relationship is better conceived therefore as a dialectical one. 
For there is a sense in which the well-known trends in 
patterns of marriage and divorce. which frequently achieve 
popular attention in the media, also feed back into norms and 
values of the culture, shaping as well as reflecting individual 
action. ' 
(CW-ke. 1987: 112) 

There is a dialectical relationship between trends and norms which 
influence behaviour and vice versa. 

In summary, the affects of wider socioeconomic change are 
mediated through local institutions to individuals, and individuals' 
actions and responses are undertaken through these institutions 
(including the family) and can contribute to social change. 7hese are 
reflected in social trends and changing values and norms. The 
influence of a major event on behaviour can be immediate through 
changes in local circumstances, and on development and future 
behaviour through changing personal characteristics; and certain 
actions can affect current and future cohorts and social change. 
Socioeconomic changes can alter the pattem and timing of 
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transitions in the life course. The change process can be complex 
and interconnected and people exercise control In their family lives 
in response to social and economic changes. 

Conclusions 

The theoretical approaches reviewed in this chapter take different 
perspectives and emphasise different factors and processes in the 
study of lives. Buhler's phases have a biological basis and she links 
these to psychological stages and changes in the range of activities. 
Riegel includes physiological. psychological, and social dimensions 
and emphasises their interactions and the processes by which 
asynchronies lead to developmental changes. Whereas Baltes is more 
concerned with pattern and type of events which influence 
development through the life-span. Each theorist takes a 
longitudinal perspective and different insights can be drawn from 

each one - Baltes provides a way of looking at Ufe events; Riegel 

emphasises the processes of development and Buhler presents a 
way of examining activities (ie. behaviour) across the life-span. This 
might be simplified by saying that there is an interaction between 
the pattern of life events-, the processes of development: and 
behaviour. And this links back to Lewin's general law in that life 
events are related to the environment. developmental processes 
take place within and are a function of the person and behaviour is 
what a person does. ie. their activities. 

The life course approach gives less attention to the person and their 
development and more to roles and activities through time and how 
these interact with the social and historical context. Resource 

4 

management is important and involves balancing resources and 

4 scheduling the activities of the individual and their family. This 
approach. like Riegel, sees the interaction between individual and 
social change as dialectical. 

The theorists concerned with lifelong learning point to 
developmental tasks through the life span and the need for learning 
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to take place so that these tasks to be successftffly accomplished. 
Riegel and Havighurst point out that the changes or tasks are due 
physiological, psychological and social demands that individuals face. 
The changes are developmental because they involve changes in 
individuals' characteristics, in a way that affects a whole range of 
their behaviour. 

7be concept of resources Is a central to a systemic view of the 
determinants of behaviour. 7bere is a lack of consensus on what the 
main resource types are. It might be helpful to use the terms: 
personal characteristics and circumstances. as major categories for 
grouping resource types. An individual's characteristics can be 
considered as personal resources which are drawn upon in adapting 
to life events and carrying out various activities. Personal resources 
include - knowledge, skill, experience, abilities. aptitudes and so 
on-. another kind of personal resource is health and morale. 7be 
individual's circumstances are dependent on two main kinds of 
resources - material and social. Material resources include - income. 
savings, household appliances, their home, car and so on. - one 
special kind of material or physical resource is time; and social 
resources consist of social networks made up of members of their 
family, friends and relatives that can be called upon to help out, 
share activities and problems with and so on. 

Changes in individuals' characteristics or their personal resources'. 
tend to be relatively slow and enduring and affect a wide range of 
behaviour. These changes are what are referred to as 'development'. 
or as developmental changes. Whereas events or changes in the 
environment, that is in individuals' circumstances might be sudden 
and require rapid changes in behaviour. Behaviour change due to 
changes in circumstances is therefore of a different kind to that due 
to changes in individuals' characteristics. This distinction also 
corresponds to longitudinal and systemic explanations. Longitudinal 
explanations of behaviour are concerned with changes in individuals, 
characteristics, whereas systemic explanations look at behaviour 
changes in response to changed circumstances. 
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Ilie new home economics describes how resources are drawn upon 
in carrying out activities which contribute to individual's well-being 
and that of others, and involves the transformation of resources. 
When circumstances or characteristics change this involves changes 
in resources and will lead to changes in behaviour (activities). The 
rate that these kinds of resources can change varies - losing a job 
might be sudden. and having a row with a friend might close off 
childcare resources; 'whereas changes in personal resources are 
more gradual - increases in experience, forgetting an unused skill, 
becoming less strong, or developing an Interest. Under certain 
circumstances personal characteristics might be changed rapidly, 
eg. becoming physically or mentally ill or having an accident. Being 
involved in learning can lead to more rapid changes in knowledge 

and skill as well as to making new friends and improved morale, and 
these changes include an increase in resources which can be drawn 

upon in other activities. While forgetting and acquiring knowledge 
through experience is usually quite slow. education aims to 
accelerate learning. 

People's characteristics and personal resources are a product of 
their genetic endowment and experience. As they act in particular 
circumstances (some of which are unacknowledged by them) they 
draw on their current resources (eg. knowledge) and produce 
outcomes (some unintentional) which reinforce their characteristics 
and circumstances and may lead to changes in these. 

Personal characteristics and circumstances represent the structure 
within which an individual acts and this structure is both a resource 
and a constraint on what they can do and is reproduced and 
changed through their action and the actions of others. The rate and 
extent that individuals can change various kinds of resources varies, 
some individuals are able to change their own as well as others 
circumstances. Everyone is able to learn Ue. increase their 
knowledge and skill resources) but some have more opportunity 
than others to do this. Being able to use what you learn and to 
transform this into material resources depends on circumstances 
(eg. job opportunities). Over a lifetime people's characteristics and 
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circumstances change which collectively contribute to social and 
historical change, which in turn affects the characteristics and 
circumstances of individuals. This relationship between individual 

change and the wider social and historical context and the role of 
learning in this is the subject of this study. 

Returning to the questions raised at the beginning of the chapter, 
this review suggests that: 

1) People's backgrounds and the pattern of their lives can be 
described in terms of their characteristics and circumstances 
and their personal. material and social resources which underlie 
the pattern of their activities. 

2) Their lives are shaped the way they are because of the interaction 
between their characteristics and circumstances within the 
social and historical context and includes developmental changes 
and responses to life events. Learning contributes to individuals' 
characteristics and the outcomes of learning can be used as 
resources for changing circumstances. 

3) The factors affecting the course of their lives relate to their 
resources and those of the people around them; as well as the 
opportunities available and their exposure to events and these are 
affected by the wider social and historical context. 

4) People react to life events in different ways because they have 
different personal, material and social resources and 
opportunities. 

5) Social and historical changes affect people's lives through the 
institutions with which they are involved by changing their 
circumstances and opportunities. However, this process is 
dialectical in that what individuals do also contributes to a 
greater or lesser extent to social and historical change. 

At this stage the answers are comparatively abstract because they, 
are based on this review of theoretical approaches. The purpose of, 
this study Is to provide more specific answers to these questions ,, 
concerning the role of OU Community. Education courses in the lives 
of students in Glasgow during the recent recession. 



7hests Page 95 Chqpter 3 

Chapter 3- Students' Lives and Reactions to the Courses: Methodology 

Introduction 

Drawing on the theoretical contributions in the previous chapter. 
this chapter focuses"on how to address the main research questions 
Identified at the end of chapter one. These concern the role of the 
OU courses, who participates, ývhen they participate. and who 
benefits from the courses. Tackling these questions involves - 
various levels of analysis; longitudinal and systemic approaches: 
descriptive and evaluative data-, theoretical and statistical sampling-, 
and life history, questionnaire and documentary research methods. 
In this way the study adopts a form of methodological 'triangulation' 
(see Bulmer, 1984: 28; Bertaux, 1981: 10). 

7he chapter begins by discussing life history methods and issues of 
validity and reliability and of sampling; then evaluation methods and 
documentary research are briefly considered. The research 
questions and considerations regarding appropriate methodologies 
are then related to each other. The development and nature of the 
interview document used in the pilot and main studies is described, 
and the sampling design outlined. Next, the fieldwork stages are 
described followed by and explanation of the methods used for the 
analysis and presentation of the data. 

The empirical work for this study-was organised into three stages: 
exploratory, pilot, and main studies (see timetable for the study as a 
whole in appendix Q. There is a progression from being relatively 
unrepresentative and unstructured to being more representative 
and structured: in the later stages there is greater concern with 
sampling and consistency in datacollection. The table below shows 
how the emphasis changed and the number and description of the 
subjects at each stage. 
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Stage Representative Structured N Subjects 

Exploratory No No 32 8 Organisers. 18 group 
leaders, 6 students 

Pilot No Yes 12 Students in one area 
of the city 

Main Yes Yes 60 Students across the city 

Table 3.1 Change of emphasis of the stages of the study. 

The purpose of the exploratory stage was to collect examples of ho. 
students fitted the courses into their lives and the kinds of changes 
the courses were associated with. It involved individual and group 
discussions with students. group leaders and organtsers. This 

assisted in the adaptation of the interview document used by 
Johnson et al. (1981) to collect life histories and in particular in 
designing a section focussing on the influence of the courses. A 

version of the document was piloted in individual Interviews with 12ý 
students. Revisions to the document and the development of a 
sampling frame enabled the main study to be conducted in which 60 
students were interviewed. The following sections describe and 
justify the methods adopted at each stage. 

Life history methods 

We history can be defined as 'a deliberate attempt to define the 
growth of a person in a cultural milleu and to make theoretical 
sense of It' (Dollard, 1935: 3). Plummer (1983: 108) provides a 
typology of the various types of life history documents. In essence 
this consists of two dimensions: 

1) 7he number of people studied - concentration an a single 
individual or a number of individuals. 

2) The scope of the lives covered - the extent that the'Wstory is 
comprehensive or focuses on"a particular topic. 

ibis framework deftnes the options for collecting life histories 
which are shown by the four points in figure 3.1 below: 
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Many people Ix (3) x (4) 

NUMBER OF PEOPLE 

Single person Lx (1) x (2) 
Single topic 

CONTENT OF = HISTORY 

Figure 3.1 Ufe history options based on Plurnmer's (1983: 108) typology. 

In this study it would be possible to concentrate on one student and 
collect a comprehensive life history Oe. 2 above). Alternatively more 
limited life histories could be collected from a number of students 
(te. 3). Option 4 would require a lot of time to collect and analyse 
and option 1 would yield little data. Much of Plummer's discussion 
on methodology (Plummer. . 1983: ch. 5) refers to in-depth, open- 
ended interviews conducted over a number of sessions in which a 
single infonnant provides details of their past and current life (ie. 2 
above). 

Rosenmayr (1982) summarises the arguments for combining 
biographical and questionnaire methods particularly when using a 
number of interviewers: 

'Combined methods of biographical techniques and enlarged 
questionnaires are recommended. Difficulties with biographies 
reappear in oral history research. Even with personnel who 
are scientifically trained in the documentation of life history, 
theoretical preconceptions will develop an enormous self- 
momentum. resulting in a heterogeneity of results. To 
illustrate. some interviewers emphasise everyday occurrences, 
others stimulate statements about value problems. 
Furthermore, the life history method using biographical and 
autobiographical materials for a considerable number of people 
shows a surprising paucity of statements. 7bus, in a review of a 
Canadian research project at the Institute of Human Sciences 
of the University of Laval. Louis Morin (1974) remarked on the 
paucity of information and the repetitiveness of personal 
narratives. We are reminded of the reasons that led Paul 
Lazarsfield, for example. to return to the questionnaire in 
Vienna in the 1920's. although he had. been a disciple of 
Charlotte Buhler and Siegfried Bernfeld who emphasised biographic and unobtrusive methods. Similarly. Samuel A 
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Stouffer switched from qualitative biographical methods to 
quantitative research on the basis of his familiarity with the 
shortcomings of results obtained by 7homas and Znaniecki in 
their studies of the Polish peasant. ' 
(Rosenmayr. 1982: 45) 

His points about the limitations of open-ended biographical methods 
are: 

1) Lack of reliability due to interviewers giving different emphasis 
between everyday occurrences and value statements (ie. 
descriptive versus evaluative, see below). 

2) Paucity of statements obtained (ie. lack of descriptive data). 

3) RepeUffveness of personal narraUve. 

4) Other researchers have moved from open ended methods to 
include the use of questionnaires. 

Furtherjustification for the combination of open ended and more 
closed questions is provided by Cornwell (1984: 16) in her study of 
women's lives, she argues that different types of questions give rise 
to public or private accounts - 'public accounts are sets of meanings 
in common social currency that reproduce and legitimate the 
assumptions people take for granted about the nature of social 
reality' (p. 15). A private account is the way in which a person 'would 

respond if thinking only what he and the people he knows directly 

would think and do' (she quotes Douglas, 1971: 242). 'Private 

accounts spring directly from the personal experience and from the 
thoughts and feelings accompanying it! (p. 16). She explains the link 
between question types and public and private accounts in the 
following way: 

'It was noticeable ... that the accounts people gave varied 
according to whether they had been asked a direct question - when they responded with public accounts - or invited to tell 
a story - in which case they might give private accounts. I 
would argue that the explanation for this variation is that a 
subtle shift of power takes place in the relationship between 
the interviewer and the interviewee according to whether the 
interviewer is asking questions or encouraging the other 
person to tell stories. In the first instance the relationship 
between the two is controlled by the interviewer; in the 
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second it is more controlled by the story-teller. In the course 
of a single interview, the person being asked questions and 
answering them seemed reminded of the unnaturalness of 
what they were doing, talking about themselves to a stranger 
who was making a study of them. But when they were telling 
stories, their attention was focussed on the story and the 
events it contained rather than the audience, and they shifted 
into a different and less self-conscious way of talking about the 
thoughts and feelings associated with their experience. ' 
K=weU. 1984: 16) 

While there are difficulties in devising and applying criteria to 

assess whether a particular account is public or private. her point 
about how open and closed questions affect interviewee control is 
important. 

Elder (1978: 21) recommends Dailey's Assessment of lAves (1971) 

as 'the most thorough current source' which provides an overview of 

methods for using life histories in the study of lives. Dailey gives 
details of his technique for collecting a life history and points out 
that given the usual readiness to talk about one's life, most 
informants will give an acceptable account within an hour and a 
searching account within half a day. 7be life history is assumed to 

consist of a large but finite number of episodes and he suggests 
sampling all significant environments where people spend most of 
their time: work. home, school. and leisure as well as social 
institutions. He echoes the points made by Rosenmayr above in 
saying that 'when a person tells his history ... he produces a long 

string of material in which actual events, confusing circumstances, 
evaluative judgments, and objective facts are intermingled'. What is 

needed is an 'interrogation outline or written document to help 

order the string of information so that the data begin to flow in a 
more coherent mannee (pp. 48-54). 

Although Dailey mentions that in special circumstances it may be 

possible to instruct groups of people to prepare their life histories, 
he gives particular attenUon to the development of a life history for 

one individual (le. one-to-one). He assumes that a four hour period is 
sufficient time to collect enough material for assessment. prediction 



Chapter 3 Page 100 Thests 

and to provide insights and therapeutic benefits. A series of 
questions are used which begin by probing the person's present 
view of their situation and work back to a more complete picture of 
their life history. The first question is Tell me about Your lifeT 

which is elaborated upon in several ways. Later questions focus on 
key episodes in each year of life. This is followed by probing for 

periods and areas of life and about people which may have been left 

out. Finally he asks questions about the persoiVs view of their future. 

This procedure has many useful aspects, however, the life history is 
collected in a counselling setting for the specific purpose of 
assessment and prediction. This is different from research 
applications which aim to understand people's lives and the 
significance of particular events. The focus is on episodes rather 
than on progression through interdependent careers in various 
areas of life (Elder, 1978: 22). Much of the questioning and probing 
depends on the interviewers understanding and on-the-spot analysis 
of what has and has not been said. Also he recommends verbatim 
recording of narrative, but points out that this may eventually be 
between 5,000 and 20,000 words. The task for the interviewer 
following this method is therefore extremely demanding. 

A more manageable research technique was developed by Johnson 

et al. (1981) who used an Interview Document to collect and record 
life history data from elderly people and to evaluate a particular 
intervention -a meals-on-wheels service. The Interview Document 
includes open-ended 'starter' questions and more closed and factual 
, topic' lists and combines biographical and questionnaire methods. 
Di Gregorio (1986: 140) explains that the'Interview Document 
combines qualitative and quantitative elements in starter questions 
and topic lists for each of eight sections or themes which roughly 
correspond to the chronology of an individual's life. Each section 
begins with two to five starter questions: 

These are simple questions designed to encourage the 
respondents to tell their life 

i 
story in their own words. Blank 

pages follow these starter questions so the respondent's story 
could be recorded verbatim. Additional blank pages were 
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provided in case the respondent! s story required it. After the 
starter questions are topic lists. 7bese were used as a check 
list after the unstructured account was given. Many of these 
items were likely to be included in the unstructured account 
but the topic lists provided a method to ensure that certain 
information was systematically collected for all the 
respondents. ' 
(& Gmgorlo, 1986: 140) 

A special feature of this methodology, which is shared by Dailey, is 
that in the open ended parts of the Interview Document the 
Interviewer writes down what the interviewee says. In comparison 
to tape recording this reduces the amount of data collected and 
focuses the interview onto important details. Using this method a 
reasonably detailed life history can be collected in an hour and a 
half. 

Validity and reliability 
We histories involve a longitudinal approach and they are usually 
based on biographical reconstruction where individuals recall their 
past experience. This can be problematic depending on the 
purposes for which the data is being collected. Drawing on the work 
of Johnson (1976) on , 

the needs of older people. Rosenmayr (1982) 

makes the point that it is important 

'to Identify the paths of their life histories through 
biographical reconstruction. In this way, their present 
problems and concerns generated by their life histories can be 
discovered. Even priorities in needs cannot be recognised 
except through life history. ' 
Otownmyr. 1982: 33) 

A similar point might be made about using biographical 
reconstruction to identify the paths in student's life histories and 
their problems and concerns (and changes) around the time of the 
OU courses and afterwards. However. this purpose is different from 
attempting to identify linkages between people's recollections of 
their early experience and current circumstances. In this 
connection Clausen in the introduction to Elder's (1974) book, 
points out the limitations of, retrospective data: 
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'If there Is an attempt to check on specific linkages between 
early experience and later personality characteristics or 
career lines, it usually entails starting from known outcomes 
and working backwards, using retrospective reports. But since 
the past is almost inevitably revised in retrospective 
reconstructions to accord with present perspectives, the 
cloak of evidence is of insubstantial fabric. ' 
(Clausen. 1974: xvii4 

However, Clausen may be too sweeping in not distinguishing 
between evaluative reports where individuals recall their past 
attitudes and opinions and descriptive reports where they recall 
past events and activities. Bertaux (1982) differentiates between 

opinions, attitudes and values on the one hand and actions and 
practices on the other. He describes his initial purpose and strategy, 
for collecting life histories of bakery workers: 

We initially focused these interviews not upon opinions, 
attitudes, and values, but upon actions (which we rather call 
des pratiques): not upon the subjective meanings of the 
actions for the actors, but upon the pratiques themselves, 
their sequences and timing. As a result, our ftrst interviews 
lacked human content. But we got what we wanted - practices, 
and by comparing the practical life courses of several bakery 
workers (and later. of bakers), we were able to get at the 
structural relationships that conditioned these practices. 7his 
part of the research was thus wholly oriented toward what 
Hareven calls the "behavioristic" side of life courses. ' 
03erta= 1982: 147) 

Kohli (1981) contributes to the debate about biographical 

reconstruction by commenting on the issue of 'truth' in biographiesl 

and points out that on the one hand his analysis 

'has stressed the reconstructive character of autobiographic 
narratives, ie. its being tied to the contingencies of the 
present situation; on the other hand, we are inclined to think 
that there is some speciflable relation between the narrative ,, 

IStimson (1976: 5) distinguishes between three ! methodological positions' regarding 
the problem of the relationship of current accounts to the past. One is to treat 
accounts as revealing the truth about the past: the second is to recognise that there 
are sources of bias in both the teller and the listener. and third that accounts are 
only true In terms of the present. 
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reconstruction and the events to which it refers. ' 
OQA" 1981: 69) 

He considers three aspects of the issue - sincerity. subjective truth 
and historical truth. Regarding the ftrst he remarks on the apparent 
'sincerity of many autobiographies, and that this is partly because 
nobody knows their own history better than anyone else. However, 
this does not mean that individuals will be prepared to reveal 
derogatory events about their past to a listener or even to 
themselves, and although people may be sincere, this cannot 
prevent past events being reconstructed In the light of present 
circumstances. Nonetheless, the structural properties of the 
accounts themselves can be examined for conspicuous omissions. 
perhaps where a stage or aspect of life has been skipped over. 
Furthermore this might be done during the interview and probes 
made and elaborations asked for. (see also Dailey, 1971: 69 and 
lbompson, 1981: 294). 

Kohli says that the second aspect involves the concept of 'subjective 
truth' which he says has been claimed'as the goal -of the biographical 
method by Thomas and Znaniecki (1918). This method can inform 
us about how an individual 'thematizes and constructs his own a 

biography (in a given situation) and, by doing this, reaffirms (or even 
constitutes) his identity. and plans his actions' (Kohli, 1981: 70). 
However, he points out that if this was all that the method could do 
then most of its applications would be invalid. The information 
cannot be viewed as informing us only about the present. He refers 
to the distinction drawn from linguistic theory where narrative has 
been analysed. in terms of two functions: referential De. descriptive) 
and evahmtive. - 

The referential function consists in the description of past 
events in their temporal order. The evaluative function 
consists in referring these events to the present. 'Ie. in making 
clear what they mean to the participants in the situation in 
which the narrative occurs. ' , OCohli, 1981: 67) 

Kohli adds that we expect from biographies 'not only evaluation. but 
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also reference; not only 'situational', but also 'historical, truth (p. 
71). The question of 'historical trutW of biographies can be 

approached pragmatically as it is in oral history. Here the accounts 
are treated as only one source of data and efforts are made to cross- 
check wherever possible. In other words the attempt should be 
made to arrive at valid findings through triangulation. 

The retrospective recall of earlier opinions and attitudes are also 
likely to be unreliable as well as questionable validity. However. 

recalled behavioural data can be also be unreliable. Individuals can 
fail to recount relatively objective events which happened in the 

past, such as hospitalisation. Also there are differences between 

what individuals recall as their father's occupation in the past and 
what is recorded in census records (Blau and Duncan, 1968, cited,,: - 
by Bulmer, 1984: 31). Triangulation with other data sources can also, 
improve reliability. 

In the extract from Rosenmayr (1982: 45) he recommends the use 
of questionnaire methods in order to improve reliability between 
interviewers. Also recruiting interviewers from similar backgrounds 
as the students should reduce misunderstanding. and training could 
improve the consistency between interviewers. Calder (1989: 85) ý_ 
interviewed each student in her study on two separate occasions so, 
that data from the first interview could be checked with the 
interviewee. The interview should be confidential and carried out irl 
a neutral setting. 

Retrospective methods, then, should not be used in the attempt to 
establish linkages with recalled early opinions, attitudes or values, 
instead the focus should be on making explicit the descriptive and 
behavioural aspects of the life course and obtaining views related to 
current circumstances. When used with students the purpose 
should be to identify what happened In their lives and their 
circumstances, and their views and opinions should only be sought 
about their recent experience and the OU courses. Where necessary 
probes can be used during the interview and cross checks, 
including a second interview, carried out if possible. Trained 
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interviewers, from similar backgrounds to the students and using 
questionnaire methods will give greater reliability. 

SaTnpling 
7be framework (figure 3.1) derived from Plummer deftning the 
options regarding the sample size and the comprehensiveness of 
the life history summarises the traditional social research problem 
of balancing sample size against the depth to which each individual 
can be studied (Bilton et al, 1987: 534). The problem is to arrive at 
sample size large enough to be statistically representative of the 
population being studied and to keep data collection manageable. 
However, a number of researchers have adopted a more dynamic 
concept of sampling involving 'saturation' (Bertaux, 1982: 134) or 
theoretical sampling (Glaser and Strauss. 1967: 45). 

Bertaux (1982: 134) claims that what he calls saturation'Is the 
answer to the famous riddle of the validity of "qualitative data"'. As 
much of the data from life histories is qualitative the question of the 
validity of qualitative data overlaps with that concerning the validity 
of retrospective accounts. He criticises the traditional role for 
qualitative data which_ is limited to hypothesis formation and that 
quantitative data must be used to verify hypotheses. He poses a 'key 
question to the life course field': 

'How is It possible, 'from a study of a small number of cases, to 
draw a theory that is not merely a set of hypotheses to be 
verifted by another (quantitative) method, a theory that already 
has its own validity with respect to the processes studiedT 
OBerta= 19M: 132) 

He answers the question with reference to the concept of 
'saturatiorf which occurs: 

"When the interviews bring again and again the same elements 
of a recognisable pattern, when subsequent interviews with 
new persons confirm its presence in every life. then the 
pattern may be considered not merely fantasy of the 
researcher (in social-scientific language - mere hypothesis) 
but a structuring feature of the actual process. ' 
(Bertaux. 1%2: 134) 
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He believes that to achieve saturation the sample interviewed does 
not need to be statistically but should be sociologically (or 
theoretically) representative. These different types of 
representativeness answer different questions. If you want to know 
how a given population will vote in the next election, then a 
statistically representative sample is essential. But, if you want to 
understand the practice of voting and what influences people's 
choice of candidates, then sociological analysis should be carried ouf 
until saturation has been reached (see Bertaux 1981: 38). 

Bertaux's distinction between statistical and sociological sampling 
parallels that of enumerative and analytic induction (Znantecki, 
quoted by Bulmer, 1984: 249). Enumerative induction is where 
statistical generalisations are made from a sample of cases-, analytical, -' 
induction employs an exhaustive examination of one case before 
going onto others in order to arrive at universal, causal 
generalisations (see Plummer, 1983: 125). This later procedure is'ýý 
similar to grounded theory (Glaser and Strauss, 1967) where the 
researcher moves from one case to another on the basis of 
'theoretical sampling in order to make 'constant comparisons' and 
the criteria for selection of cases are derived from the emerging 
theory. 7bese methods for using qualitative data from case histories 
and case studies for theory building show how this kind of data can'- 
be validated with reference to its theoretical consistency. 

Evaluation methods 

Evaluation methods tend to be applied to recent events and avoid 
the 'insubstantial fabric' of evaluative data concerning distant events 
in people's lives. Evaluation methods tend to be systemic in that 
they are concerned with events at particular point In time. The 
question of whether participation in the OU courses can be tackled 
as a traditional evaluation study needs considering. Evaluation 
methodologies are relevant to this study but there are particular 
difficulties with the traditional approach. The OU courses in 
Glasgow are offered as part of a service provision and Smith and 
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Cantley (1985) summarise the traditional approach to the evaluation 
of a service as follows: 

'Most often the description of an evaluative design runs like 
this: define service goals, specify outcomes as measures of goal 
achievement. deftne criteria of success, isolate the effects of 
the service from other possible causes, measure 
achievements. and adjudicate on the success (or otherwise) of 
the service. ' . (Smith mid Cantley. 1985: 3) 

7bus. the process of evaluation is seen as paralleling the policy 
process by which the service aims, methods and outcomes are 
defined. With educational provision this would also involve 
specifying learning objectives, pre and post tests, and measuring 
learning gains. But there are major problems with this approach. 
First. it is assumed that service provision is a rational processes, 
that there are clear goals. activities and agreed and measurable 
outputs: and secondly, that a consensus exists between all those 
involved (including the students) as to what these are. 77hirdly, 
there is an assumption that it is possible to control out random 
influences which is often attempted by random allocation of 
individuals to control and experimental groups so that they can 
receive different treatments. 

Smith and Cantley (1985: 5) point out that difficulties arise with this 

approach because most services have multiple and ambiguous goals, 
methods and outcomes and there is little consensus as to what 
these are. In chapter one it was noted that there was a lack of clear 
policy objectives for how community education and the OU courses 
related to Strathclyde's social strategy. Also, in practice it is rarely 
possible to randomly assign people to different groups and to ensure 
they receive different treatments. In addition to these difficulties 
there, are particular problems in - obtaining the precision demanded 
by the'traditional approach withadult learning which occurs outside 
institutions or classrooms. Brookfield (1983) explains that: 

'In the investigation of that learning which occurs primarily in 
a natural setting (in families, community groups, voluntary 
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societies etc. ) rather than within academic institutions or, 
classrooms. such precision is hard to obtain. Students lie. 
researchers] of adult learning in the community are entering 
largely uncharted research waters. They cannot enjoy the 
luxury of working with established research paradigms and, 
given the paucity of theoretical frameworks in this field. they 
are unlikely to be able to devote their energies to verifying or 
modifying any previously proposed hypotheses. ' 
(Brwkfield, 1983: 6) 

A number of suggestions have been made for a more appropriate 
evaluative methodology. Smith and Cantley summarise these as 
follows: to use process, illwninative, subjectivist and pluralist 
approaches. The goal free approach (Scriven, 1972) might also be, 

added to this list. 

Rather than focusing on outcomes as the conventional paradigm, 
does, process evaluation relies on description and making 
inferences from what can be observed in order to build up a 
sensitive and composite picture of how the programme functions 
(Smith and Cantley, p. 7). Ibis is similar to illuminative evaluation 
which arose in educational research. Parlett and Hamilton (1977) 
explain the aims of illuminative evaluation as follows: 

'It aims to discover and document what it is like to be 
participating in the scheme, whether as a teacher or pupil, 
and, in addition, to discern and discuss the innovation's most 
significant features, returning concomitants and critical 
processes. ' 
Warlett and Hamflton, 1977: 19) 

Illuminative and process approaches'come under the general 
heading of what House (1980) calls subjective methodologies which-' 
he describes as foRows: 

The subjectivists are less interested in arriving at a 
proposition that is 'true' (in the generalisable sense) than in 
relating the evaluation to the particular experience of the 
audience. 7bey attempt to obtain valid insights within the 
frame of reference of the group for whom they are working ... The evaluation is intentionally, context-bound, and findings are 
interpreted in context. Since the audience may well have a 
firmer grip of the context, based on greater experience, the 
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audience's interpretation of an event may be superior to that 
of an evaluator ... Historical investigation and the following of 
events over time are also critical. The historical mode of 
investigation is more appropriate than the natural science 
mode. Emphasis is on the qualitative rather than the 
quantitative. ' 
Wuse. 19W: 56) 

The goal free approach is a direct reaction to the problems with the 
traditional model. Rather than basing the study on the programme's 
goals, the evaluator deliberately remains uniformed about what they 
are in order not to be biassed by them. Scriven argues that: 

"Ibe less the external evaluator hears about the goals of the 
project. the less tunnel-vision will develop, the more attention 
will be paid to looking for actual effects (rather than checking 
on alleged effects). ' 
(Sc&mn. 1972: 2) 

7he evaluator must therefore search for all outcomes (House, 1980: 
30). Given the difficulties in establishing what the goals 'reall3e are 
this seems a practical suggestion providing the diverse goals of the 

various interested parties, including the clients. are explored. 

Finally, the pluralist approach recognises that various data sources, 
perceptions and interests exist in the service being evaluated and 
data should be collected from all the major interest groups. This 
approach is similar to that of 'triangulation' which uses multiple 
methodologies in order to counteract the bias introduced by 
particular methods to attempt to reach the 'truth. However. the 
pluralist approach accepts that different versions of the 'truth' are 
valid and relevant to the evaluation. 

Many of these issues are shared with the life course approach 
including questions about 'truth'., the emphasis on context, 
historical methods, and qualitative'data. Methods combining 
longitudinal and systemic perspectives can be used for the study of 
people's lives and their responses to a particular event. We course 
methods can provide a longitudinal perspective while evaluation 
methodologies tend to be systemic. although there are useful 



Chapter 3 Page I 10 Viests 

overlaps between life course methods and subjectivist evaluation. 
Exploring students' reactions to the courses might involve 

subjectivist evaluation which can be linked to the longitudinal 

perspective of their lives. 

In summary: 

1) IYaditional evaluation methods are problematic, particularly 
when applied to naturalistic settings. 

2) Subjectivist evaluation methods can be used to explore students' 
reactions to the courses. 

3) Life course methods provide the longitudinal perspective for the 
study of students' lives. 

4) A variety of methods and triangulation will give greater validity. 

Documentary research 

While life histories and questionnaires give individuals' perspectives 
of the features of the socioeconomic and historical context that 
affect them, to capitalise on the benefits of triangulation another 
perspective is helpftil. A macro or 'top-down' perspective of 
socioeconomic events and changes that have occurred in Glasgow 

can intersect with the 'bottom-up' views of the students themselves. 
The top down perspective is provided by a range of documentary 

sources which include books, articles, official reports, policy 
documents, statistics, and the census. These sources give 
information on the socioeconomic history of Glasgow and can be 
used as the basis for analysis of the policies related to Strathclyde, 
Regional Council and the Open University. 

There are a large number of areas of life for which official records 
relating to an individual are. kept. These include school - dates 

attended, grades and personal reports; health - illnesses, 
prescriptions, pregnancy and childbirth: employment - jobs held, 

promotions; housing - rent payments, repairs, changes in residence; 
social work - problems and difficulties: police - charges, 
punishments: community education - courses taken. when and 
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where studied, certificates gained. Aggregate data from these 
sources are often published and can contribute to the documentary 
material reviewed to gain a top-down perspective on people's lives. 
Data of this kind can be used to check information given in 
retrospective accounts by individuals. But in practice access to such 
diverse sources is difficult and restrictions due to confidentiality 
may make this impossible. Often only data held by the agency 
responsible for the service which is being studied is available to the 
researcher. In this study this included the records held by the 
Community Education Service in Glasgow and by the Open 
University. 

Research questions and methods 

The five main research questions of the study can be related to 
various levels of analysis: longitudinal and systemic approaches; 
descriptive and evaluative data: statistical and theoretical sampling 
and, to the three research methods available. Table 3.2 below 
summarises the options under particular categories: 

Questions: 

Level of analysis: 

Approach: 

Data type: 

1-5 see below 

Individual's lives and families; institutions; 
socioeconomic context 

Longitudinal, systemic. historical' 

Descriptive, evaluative 111. 

Sampling: 7beoretical, statistical 

Research method: Life history, questionnaire, documentary 
research' 

Table 3.2 The research options under particular categories. 

These options can be related to each research question: 

1) What role does OU Community'Education have in Strathclyde's 
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social strategy? - this is mainly at the institutional level of analysis 

and involves longitudinal and systemic approaches using 
documentary research. The data and sampling categories are less 

relevant to this research method. 

2) Who parttcýpates in the courses - what is their background, 

are their characteristics and circurnstances? - this concerns 

students' backgrounds at the individual and family level, and 

requires a systemic approach, descriptive data, and statistical 

sampling using questionnaire methods. Students' backgrounds need 
to be seen in socioeconomic context which involves documentary `-- -' 
research. 

3) When in their lives do students participate in the courses - at 
what stage and what else is going on around the tinie of the 

courses? - involves focussing on the individual and family level and 
examining the socioeconomic context, the use of longitudinal and 
systemic approaches, descriptive data, statistical sampling and life 
history methods. Trends and changes in the socioeconomic context. -- 
can be identified through documentary research. 

4) Which students are irIfluenced and how - what proportions of 
students with certain characteristics and who respond in particular 
ways? - this is at the individual level but results will be aggregated, 
involves systemic approach, descriptive and evaluative data, 
statistical sampling and questionnaire methods. Examination of how, 
students are influenced is likely to require theoretical sampling. 

5) Who else is qffoicted? - mainly concerns identification of 
influences at the level of community institutions, involving a 
systemic approach, evaluative data, theoretical sampling and 
questionnaire methods. 

The interview Document 

The Interview Document developed for, this study was based on the'-,, 
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one used by Johnson et, al. (1981) which was modified on the basis 
of the exploratory and pilot studies but retained a similar structure. 
The main differences between these studies and the Interview 
Documents used are summarlsed in table 3.3 below: 

Johnson et al. Fames 

Interviewees 
Age. - 70-90 years 20-50 years 
Sex. - Male and Female Female only 
MaJor event: WW2 and WW1 '80's recession 
Intervention: Meals on Wheels Community Education 
Interview document 
Themes: 1. Childhood 1. Childhood & Education 

2. Personal & Family 2. Personal & Family 
3. Employment 3. Employment 
4. War [War not included] 
5. Leisure 4. Community & Social 
6. Later Life [Later life not included] 
7. Needs/Help 5. Services 
8. Looking Ahead 6. Changes (ie. associated 

with the courses) 
7. Looking Ahead - 
included in pilot version) 

Table 3.3 Differences between the two stuclies and Interview Documents. 

The'op-en ended starter questions co vered the main areas of 
students' life histories and the topic list items were expressed as 
questions designed to provide further information on the main 
events and details of the student's life. The section in Johnson et 
Al's study dealing with intervention Needs/Help, covered the 

respondents situation and views on Meals on Wheels and other 
services. In this study the section on Changes focussed on students' 
involvement in and reactions to the OU courses. In common with 
the other sections this began with open ended starter questions to 
encourage students to say what the courses meant to them. This was 
followed by more systematic probing using questions developed 
from the proffle of changes (see p. 120) to explore whether the 
courses had helped in particular, areas of their lives. 

On the basis of the results from the pilot study modifications were 
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made to the Interview Document which included: 

9 incorporating the Looking Ahead section into the Changes section 

moving questions on informal help from Services to Community 
and Social 

adding questions on housework and childcare when young and 
husband's contribution 

redesigning the questions on social networks 

making topic questions more explicit and including a 'yes/no' 
category as well as opportunities for elaboration 

*clarifying routing instructions 

A copy of the revised version of the Interview Document used in the 
main study is provided in appendix D. 

The sequence in which the interview proceeded in the main study 
was to begin with starter questions on students' Childhood and 
Education, then to move to starter questions in the next section and 
so on until all sections had been completed. Following this topic 
questions dealing with the courses in the Changes section were 
used to fill in and expand on what had been said in response to the 
starter questions. When these topic questions had been covered the 
interviewer returned to the earlier sections and checked that 
information relating to the topic questions had been obtained and if 
not asked specific questions. 7'he main -aim was for students to tell 
their life story and. to talk about the courses in their own words 
rather than to give short answers to formal questioning. 

Sampling design for the main study 

Each year the Glasgow Division of the Community Education Service 
draws up lists of students for the award of Course Certificates. In ,--- 
deciding which cohort of ex-students to study a judgment had to be- 
made to allow sufficient time to elapse during which they could have 
gone onto other things after the courses finished but avoiding too - 
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long a period over which their memories of the courses might fade 
and the difficulties in restoring contact would increase. The list for 
the. presentations in September 1986 was selected and this 
consisted of students who had successfully completed at least one 
OU course between August 1985 and August 1986.7be sample for 
the main study was drawn from this list. Interviewing began in 
October 1987 and was completed by April 1988 (see timetable for 
the study in appendix Q which meant that for this cohort there was 
a minimum of 15 months and a maximum of 26 months between 
completing the 1985/6 courses and interviewing., see figure 3.2 
below. 

Pres 

1985 1986 
1 

1987 1988 Year 

: JJASONDhFht ONJTFMAM. T. TA, %()NJTFMAMJJASONJ Mths 

- 26 months so III 
1 14-15 months --Op- III 

Figure 3.2 Maximum and minimum Interval between the end of the course (c) and the interview 
(i). 

As students were arranged on the list in the centres and groups in 
which they studied -each course. it was necessary to remove the 
duplication due to those who took more than one course during the 
year.. 7he final list consisted of 515 individuals who had all 
completed at least one OU course during 1985/6. 

Be cause of the small proportion of male students (5% of those 
receiving Certificates in 1986) and the difficulties. of obtaining a 
representative and a Large enough sample to make meaningful 
comparisons between the place of, the courses in men's and 
women's lives. the decision was made to concentrate on female 
students only. 7ýhe structure of men's lives is significantly different 
from womerfs lives and a separate study is needed to explore men's 
involvement in. OU Community Education courses. 

A sample of 60, was considered large enough to explore trends and 
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to identify subgroups and small enough to be manageable for 
fieldwork and analysis. The names were selected on an interval basis 
ie. every eight or ninth student (depending on rounding up or down 
of the running interval) from thelist. As no addresses are kept by 
the Community Education Service as a matter of policy, each 
student was contacted through group leaders and organisers who- 
explained the purpose of the study and asked for their agreement to" 
be interviewed (see letter to group leaders/organisers in appendix 
E). If students could not bec6ntacied because they had moved ýýway, 

or they did not wish to be'interviewed'the procedure was for the'" 
very next student on the list to be approached. When a group 
leader/organiser was no longer in the area it was necessary to skip 
to the first student in next group on the list. 

The dffficulty of locating adult students who may not remain in, - 
contact with the centre after the course ends and for whom there 
are no addresses should not be underestimated. The combined 
efforts of the staff of the Community Education Service and other 
agencies were successful in contacting over 60% of the students 
originally selected for the sample and 31 of these were interviewed 
with six declining. The rest of those interviewed'were selected 
through the substitution procedure. This gives rise to the possibility 
of bias being introduced through this process. For example. students 
who were still attending the centre would be easier to contact'than 
those who left, and if they were still attending It was more likely'-" - 
that they had taken further courses. Therefore it might be expected 
that the substitutes will have taken more OU courses than those 
they replace in the original sample. Careful analysis of the lists going - 
back to 1982 enables all the Course Certificate's awarded to be 
traced for those in the original sample, including those who were 
not interviewed and their substitutes. It Is therefore possible to 
compare which courses were taken, the average numbers of course's 
and the years in which Certificates were awarded for the original 
sample and the substitutes. There are no significant differences'- 
between the original sample and their substitutes In the particula Ir 

courses they had taken. But the substitutes had taken slightly more 
OU courses (2, on average, '' compared to 1.6 for all the original 
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members of the sample) but this is not significant statistically 
(p>0.1). However, 10 out of the 29 substitutes also took courses in 
1986/7 compared to only 3 of the originals who were not 
interviewed and this difference is significant at the 0.05 level (there 
were 4 out of the 31 in the original sample who were interviewed 
who took courses in 1986/7). This suggests that the substitutes 
were typical in terms of the total number of courses. but more likely 
to have taken a course recently. 

A sununary of the OU Course Certificates awarded in each year for 
the interviewed students is given in table 3.4 below (population 
statistics are given in appendix'F): 

Year of Award of Course Certificate 
Course title 1981 1982 1983 1984 1985 1986 1987 Total 

7be First Years of Life 0 1 0 1 0 5 1 8 
7be PreSchool Child 1 0 0 4 5 19 2 31 
Childhood 5- 10 0 0 0 2 3 21 2 28 
Parents and Teenagers 0 0 0 0 2 6 1 9 
Health Choices 0 1 0 0 5 12 7 25 
Healthy Eating 0 0 0 0 0 1 2 3 
Caring for Older People 0 0 0 0 1 2 0 3 
Look After Yourself 0 0 0 0 0 1 2 3 

No. of courses 1 2 0 7 16 67 17 110 
No. of students 1 2 0 7 15 60 13 60 

Table 3.4 Courses and number of students 1981-87. 

7hat is. out of the 60 students interviewed one was awarded a 
Course Certificate in 1981, two in 1982. none in 1983, seven in 
1984, fifteen students gained a total of 16 Course Certificates in 
1985. all students at least one in 1985/6, and thirteen of were given 
17, Certificates in 1986/7. 

The map on the next page shows the area in which each student in 
the sample (represented by their. student numbers from 101-160) 
attended their most recent course and was interviewed. The shaded, 
areas are Areas for Priority Treatment. All except four students had 
taken their courses in Areas of Priority Treatment. The. main 
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concentrations of students are in Govan (11). East End (13). 

Easterhouse (9), Springbum (9) and Drumchapel (6). 

108,115 X. 
117,120 
104,144 M*lton 

Dmmchapel 
- -:;. - IN . ......... ý4 143ikýý 112IX, 

143 Springburn 
X.. Maryhill 

............... ............... 128 101,102,103 
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105.1 27 109,119,131 'C*-125 
........... 132,133,137 :.. 0+-l 14 
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14 155,157 
106,141 Clorb s 

Pollock/ aý 129,130 lee Priesthill `%1,135 
........ 145,152 

ISO C&stlemilk 
121 X ........... 

110,111,112 
113,148 
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Figure 3.3 Map of Glasgow showing the area In which each student took their last course. 

To assess whether the students are representative of those living 
, 
In 

APTs their details which are the subject of analysis in later chapters. 
can be compared with the data for two APrs given in appendix B. All' 
the students in the sample are females aged between 18 and 46 at ý 
the time of their first OU course and obviously represent a particular 
sub-set of the general population. The students are similar in social 
class to the population of the APTs: a slightly higher percentage of 
them are single parents: and a few more have four or more children. " 
Around 30% of students had husbands who experienced 
unemployment which is a slightly lower than for males in the APTs. 
Ten percent of students have professional or vocational 
qualifications (mainly nursing) which'is considerably higher than 
adults over 18 in the APTs. Furthermore nearly 300/6 of the students 
are buying their house compared to less than 3%: and a third have 
cars which is around double the average for households in the APTs. 
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There are reservations about these comparisons, the figures given in 
appendix B are taken at particular points in time and the deftnition 

of being a single parent and husbands with unemployment in this 
study covers different time periods. Also there may be distortions 
due'to the limited age range of the students (ie. older people are 
under represented) compared to those on whom the percentages in 
the table are based. Furthermore there is the assumption that the 
students in the sample are representative of the population taking 
OU courses. 

With, caution we can suggest that compared to the households in 
APTs, OU students have on average more professional qualifications 
an Id are better off in terms of housing and car ownership, 
nonetheless they include around the expected proportion who have 

unemployed husbands, or are single parents; and a higher 

percentage with large families. 

Fieldwork 

7be fieldwork for this study was organised into three stages: 
exploratory. pilot, and main studies. 

Eaploratory Stage 
7be aims for the exploratory stage were: 

1) To collect examples of the kinds of changes associated with the 
courses. 

2), To collect examples of how students fitted the courses into their 
lives. 

3) To use this ejqperience to adapt Johnson et al's Interview 
Document for collecting life histories., 

4) To design- a section in the'Interview, Doc'ument to obtain 
students' views of the courses. 

The experience of large numbers of students who have taken OU 
courses over the years can be, tapped indirectly through discussions 
with long serving group leaders/organisers. 'For example, an 
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experienced group leader who has worked with three groups with 

an average of eight students in each group each year for the last. 

three years, would have had close contact with 72 students. A 
discussion involving eight such group leaders could provide indirect 

access to the experience of over 500 students. While this is a 

substantial number It Is nonetheless one stage removed from the 

students' experience, but at the exploratory stage it is an efficient 

way to collect examples of a large number of changes. 

Group and individual discussions were held with over 30 

experienced group leaders and organisers mainly in Glasgow. These 

were all tape recorded and the subsequent analysis led to the 
development of a simple profile of the main areas of change 

associated with participation in the courses. 

Data on discussions with group leaders - Proftle of changes 

Changes in the household: 
modify diet and take exercise, improve one's appearance 
selective shopping for food 
more confidence, independence, communication, assertiveness 
with partner 
develop child's health and learning, take child's view, use less, 
violent discipline 
change time spent in housework and childcare 
manage money 

Changes in community activities: 
make new friends, gain access to community, nursery educatior, 
and health staff 
become leader for an OU group 
enrol for further education/training, more OU courses, 0 and H 
Grades, adult education; training for youth leader. social work. 
play leader, nursery nurse, community care worker 
involvement in PTA, attend school functions 
take on responsibility as officer, organiser. leader in voluntary 
organisation or, scheme, childcare schemes, playschemes, 
playgroups, nurseries 

" become a community representative. school governor. involved 
in social work liaison, interagency committee, health campaign 

" participatein community, action, press for PTA. set up new 
group, carry out survey ,' 

" make more effective use of services, doctor, social worker,, 
housing department, leisure_ services 
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Changes concerning work: 
0 seek employment 
0 take paid work (full or part-time) in public services, play 

leader. child care, youth work, care assistant. group leader, 
warden, Community Programme job 
take paid work in service industry, retail, catering, clerical 
take paid work in manufacturing industry, factory work 
take on more responsibility, apply for promotion 
use new methods, deal with problems, be more sensitive to 
children's differences, client needs 
take inservice training, make change-over from nursery to 
famil centre y 

Also open ended interviews and discussions were held with six 
experienced OU community education students in Glasgow and 
focussed on how the courses fitted into their lives and their 
reactions to the courses. The general points that emerged from 
what these students said were: 

1) 7hey had'been involved with a number of OU courses over a 
period of years. 

2) They were very committed to the courses (some had taken on 
the role of voluntary group leader) and participation in the 
courses had had a significant influence in a number of areas of 
their lives., 

3) 7beir lives were complicated, with childcare responsibilities 
L 

dominating but they were involved with a number of community 
activities as well as part-time work. 

4) 7be pattern of their activities appeared fragmented and subject 
to frequent changes. 

5) The areas of their lives seemed to be interdependent in that 
,, what happened in one area was likely to affect other areas. 

6) Mieir lives reflected the opportunities and constraints of living in 
ý I- Glasgow particularly in recent times. 

Extracts from the interviews with'three students illustrate, these 
points (their identification numbers are shown on the left): 
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003 7 was a cashier in a cinema, three days a week. By April I 
was pregnant and I started The Mrst Years of Life, this was 
my third child. Ifound that when I was doing The Mrst 
Years of Life that although I had already had two children 
there was a lot in the book I felt I understood better. They 
brought me back to workjust one day a weekjust to do the 
wages. And soon aftenvards it was "Can you help out on 
Friday? " and then it was Sunday, sometimes Sunday with* 
overtime with a late show I was earning as much wages as 
thefull-time workers. I was pretty well involved with the 
playgroup and the family centre and I did the playgroup in 
the morning and the family centre in the afternoon. My 
sister had my daughter on Wednesday and Friday and my 
husband had her at the weekends. ' 

005 'At the moment I work Monday, Wednesday, Thursday and 
Friday afternoons [4 hrs]. Riesday is my day off, I spend ý 
Tuesday getting organtsed and prepared for my Bluebells 
[childrens' club] at 5 dclock. On Wednesday evening the 
girls all come to my house that are doing the Parents and 
Teenagers course. On Thursday morning I am in the 
nursery tutoring The Preschool Child course. On Saturday 
morning my sister has a dancing school, I help her run the 
dancing school. In between all this I make all the costumes 
f6r the dancing school displays and rm also trying to 
organise the handmade goods for fund raising for the 
Bluebell Club. I never really seem to have very much time 
on my hands to do anything. ' 

006 7 stopped [helping out] at the nursery becatz eI had 
started working and Ijust didn't have the time really. That 
was during the 5-10 course, I started working door-to- 
door sales because at the time it was all I could get to fit in 
with school hours, and it was basically working at night., 

The overall impression was that they were active and busy women 
who fitted into their childcare responsibilities a changing range of 
other activities, including the OU and other courses, community 
activities and responsibilities. and part-time work. They were 
serious about their. OU studies and felt that they had benefited in 
various ways including gains in confidence and self-esteem: 
knowledge and ideas about caring for children. heath and diet: and 
that through the courses they had made friends, taken on 
community responsibilities, taken up further education and been 
helped to get jobs or in their work. 
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However. from the transcripts of the interviews it is difficult to 
identify patterns in the diverse and varied activities and relate them 
chronologically. Also there was a lack of information about students' 
backgrounds and what had happened in their lives prior to the 
courses. Details of the timing of the birth of children, marital 
changes, employment careers. community activities and so on, are 
needed in order to show how these relate to each other and to the 
courses. Other basic *data such as parental background, schooling, 
qualifications, work on leaving school, age at marriage, needed to be 
collected. 7be experience gained from the interviews and 
discussions was used to adapt the Interview Document used by 
Johnson et al. and to add a new section. 7bis was used in the pilot 
study. 

Pilot Study 
The aims of the pflot study were: 

,, 
1) To test the procedures for conducting the interviews, and for 

recording students' comments. 

2) To test the design of the Interview Document and collect 

- 
information for how it should be revised for the main study. 

3) To devise methods for'analysing and presenting students' life 
courses. 

4) To, devise a training programme and briefing notes for the 
interviewers. 

It was'decided on the basis of local advice from the Community 
Education Service that it would be more appropriate to carry out the 
interviews in premises that were familiar to students, ie. where they 
had taken their courses. rather than at their homes. In areas of 
multiple deprivation, overcrowding, poor housing and 
unemployment together with a distrust of officials visiting homes 
and asking questions, meant that students would be more relaxed 
and less distracted by other members their faffiffles on neutral 
ground and in private. 

For this pilot study no attempt was made to obtain a random or 
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representative sample. 7be interviews were to be held in the 
Easterhouse/Queenslie area of Glasgow where there was a high 
density of students. The selection of students for interview was left 
to the organisers and nursery heads given the specifications, as 
follows: 

'I would like to interview 12 people who received Certificates 
last year. I do not mind if they have also taken courses before 
then and have taken others since, in fact a mix would be 
helpful. As you know I am looking for a range of experience 
following taking the courses including involvement in 
community activities, part-time work, other education etc., 
Each interview will probably last for a maximum of an hour 
and a half. I appreciate your help in arranging for people to 
come. Please emphasise that my intention is simply to chat tc) 
people about their lives and the courses and not to ask 
difficult or embarrassing questions or to test what they can 
remember and that everything will be strictly confidential and 
not released to anyone or reported back to the Open 
University in a way that identifies individuals. I want their 
views and experience as OU students as this will help the 
Open University develop its work in Community Education. ' 
CL, etter from N Fames. dated 14/4/87) 

This sample was intentionally over-represented with students with 
multiple course careers. For example. 

-a 
random sample from the, 

students who received Certificates in 1986 would on average 
include 7 students who had only taken one course, 3 who had by 
now taken two and the remaining 2 who would have taken more 
than two courses. The sample has no students who have only takeri 
one course, 3 who have taken two courses, and 9 who have take 
more than two. 

7he revisions to the Interview Document are discussed above and 
the version used in the main study is provided as appendix D. The 
procedure for. conducting the interviews was reviewed and writteri 
up into Notes for Interviewers (appendix G) and used in their 
training. The methods developed for processing the completed 
Interview Documents and presenting students' lives were applied ir, 
the main study and are described below. 
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Main Study 
7be aims for the main study were: 

Chapter 3 

1) To train a team of interviewers and to supervise their work. 

2) To collect life histories from a representative sample of students, 
including their backgrounds, careers, life events and activities, 
and circumstances. 

3) To collect students' reactions to the courses and the helpfulness 
of the courses in each area of th6ir lives. 

4) To analyse the data to identify the place of the courses in 
students' lives. 

5) To assess the influence of the courses In their lives and the lives 
' of others. 

In the pilot study the interviewer was the author who Is male, 
middle-class, middle-aged, and English in contrast to the students 
who were female, working-class. mainly young and Scottish. 
Researchers (eg. Finch, Cornwell. Oakley) have pointed to the 
dangers of interviewer bias due to differences in the background of 
the interviewer and that of the interviewee, and particularly 
concerning gender. Finch (1984: 76) makes the point that 'however 
effective a male interviewer might be at getting women interviewees 
to talk. there is still necessarily an additional dimension when the 
interviewer is also a woman, because both parties share a 
subordinate structural position by virtue of their gender. This 
creates the possibility that a particular kind of identification will 
develop'. Cornwell (1984: 16) points out that 'it seems likely that 
differences of class and education [between Interviewee and 
interviewer] will always be associated in some degree with the 1: )est 
face' phenomenon and therefore with the production of public 
accounts. ' She says that private accounts tend to be given only when 
the interviewee Is sure that what she is saying will be understood 
and accepted (Cornwell, 1984: -106). Oakely (1981: 48) argues that 
the concept of sisterhood is relevant to the inequalities between 
interviewer and interviewee. 

lbe-inequallties between interviewer and students that existed in 
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the pilot study were reduced in the main study by using female 
interviewers who had been students themselves and who were 
trained to use the Interview Document. A total of eight interviewers 

were recruited from the number of women who are familiar with 
more than one OU course as students and often as volunteer group; 
leaders. They were trained during two one day sessions with a- 
practice interview Intervening. As the interviews would be arranged 
in advance, the interviewers did not have the responsibility of 
persuading the students to take part or for making the 
arrangements. The training therefore focused on the Interview 
Document and the methods for conducting the Interview. 

Arrangements for a suitable time and place for both student and 
interviewer to meet were made through group leaders /organisers, 

and coordinated by the Senior Community Education Worker. 
Interviewers worked in areas adjacent to the one they lived in and 
not with students they knew (following the interview a signed copy 
of the letter in appendix H was given to each student). The 
interviews were conducted from October 1987 to April 1988. The 
completed Interview Documents were returned by the interviewers 
and transcribed into a computer'file, during which they were 
carefully checked. Any points mentioned by the interviewers or 
ambiguities were raised with them directly or through and the 
Senior Community Education Worker; and feedback on the 
interviewers' work and encouragement was provided with the 
return of each batch of Interview Documents. When half the 
interviews had been completed a call-back meeting was held wher e 
progress reviewed'and their commitment to the project reinforced. 

A schematic representation of the procedure adopted for recording. 
transcribing, analysing, processing and displaying the results is 
shown in figure 3.4 below. 
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Figure 3.4 Procedure for recorcring, transcribing, analysing and presenting the data. 

Record Transcribe 

Interviewer 
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Document File 

The student told her life history and gave her comments on the 
courses to the interviewer who recorded the student! s words in the 
Interview Document. These were transcribed into a computer file 
(see example in appendix I) and then analysed to identify the key 
dates in each student! s life which were placed in a 'dateftle' 
(example in appendix J). The data could be presented graphically as 
lifelines or -as summaries of students' responses. 

Procedure 
Each student was given'an th'ree'digit (for data formatting reasons) 
identification nuinber2 from 101-160 in the order that the 
completed Interview Documents were received. The dateffle for 
each student included dates for: marriage and separation, leaving 
school. starting ftill-time and part-time employment, leaving jobs. 
begin next job etc, birth of children, when OU and other courses 
were studied, start and end of community activities and 
responsibilities, health problems, periods of husbands' 
unemployment, etc. All dates were rounded to the beginning of a 
month. Thus events were taken as occurring at the beginning of the 
month in which they occurred and durapons were taken from the 

2rhroughout the thesis students are referred to by their identification number. '71iis 
procedure ensures their anonymity but has the disadvantage of objectifying and depersonallsing them. 7be alternative of giving pseudonyms was rejected as this 
involves a false familiarity and gives rise to the danger of misleading impressions 
arising due to a lack of sensitivity by the author to regional or religious differences 
In first names. 

Date Compare 
et 

Lifelines 

fl Summary 
of students E 
responses 
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beginning of the month of the start date of an activity to the 
beginning of the month the activity ended. 

Many of the dates were collected and recorded in the interview, but- 
dates often had to be inferred, this was partly due to the design of 
the Interview Document and the topic questions where ages were, 
asked for when this was likely to be easier for the student, but also 
due to students' difficulties in remembering accurate dates, for 
example of job changes, moving house, husbands' unemployment 
and so on. When'cOMpleting the topic questions Interviewers had to' 
make judgments on the spot as to whether it was worth probing for 
a more accurate date, or whether this would be counterproductive 
for their rapport with the student. 

In the analysis it is sometimes relatively simple to infer dates, for 
example, to convert the age a student'got married into a date. 
Sometimes it was necessary to make inferences from more than one 
item of recorded information in order to arrive at a reasonably 
accurate date. For example, the date of marriage can often be 
pinpointed to a month from what the student said In combination 
with house moving and children's birth dates even though the of age 
marriage was only recorded 

-in 
years in the Interview Document. 

Similarly, where the age of leaving school was recorded as 15, the 
most likely time of year for leaving would be the end of the suminer 
term and less often at Christmas. but if the date of starting work was 
given earlier and the student had said she started work as soon as 
she left school, then the actual leaving date was assumed to be'in 
the month before she started work. 

The estimation of dates is more difficult with community activities. 
particularly when a'student may'have been involved with a group 
first as member and later as an officer. Because the information is 
displayed separately, ý decisions also had to be made as to which 
activities should be included under membership and which warrant 
inclusion as community responsibilities. ' For example, this difficulty 
occurs for church attendance which in Itself would not included as 
membership of a local group, but if the student was involved in fund 
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raising, attending social activities with the church it would be. Also 
if the student was an officer of the church social committ e this 

would count as a community responsibility. Being involved in any 
local organisation as a secretary. treasurer or chairperson of a 
committee would be considered as a community responsibility. In 

categorising involvement in mother and toddler and playgroups. 
being a member would be included as community activity, and being 

on the committee as* an officer would be a community responsibility. 
However. those who are contracted and paid on a sessional basis as 
playleaders, are categorised as having part-time employment. 

Presentation of lifelines 
The data was organised into the main areas of students' lives. 7hese 

areas have also been termed: 'role domains' (Elder 1978: 23). 'life 

roles' (Super, 1980: 289). 'life areas' (Aslanian and Brickell, 1980: 
53), life event 'contexts' (Reese and Smyer. 1983: 8). Also there is 
some correspondence with the areas used and those in the matrix 
describing Strathclyde's thematic policies (see figure 1.1). It was 
recognised that 'when presenting a person's life schematically, one 
has to make a somewhat arbitrary decision about which data to 
include and which to omit' (Buhler and Goldenberg, 1968: 59). 7be 
areas of life used here are: 

I)educaUon 

2) fainily/marital life 

3) childcare 

4) health 

5) employment 

6) husband's unemployment 

7) community activities 

8) social life 

To display the data on students' lives the graphic presentation 
technique described by Buhler and Goldenberg (1968: 60; and see 
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flgure 2.1) to show the structure of life histories, and the computer 
graphic display used by Dex (1984: 8) to present women's work - 
histories, were adapted. Also drawn upon was Super's (1980: 291) 
diagram which shows progress through various roles in life. Ibus a 
set of lifelines for each student shows when they left school and 
their participation in OU and other courses, when they left their 

parent! s home and their marriage began and if it ended When, - when 
their children were born; their health in terms of the times and 
approximate durations of illnesses and depression; their periods of 
part and full-time employment; the periods when their husband (if 
they had one) was unemployed; their involvement in community 
activities as members of local groups and organisations and as having 

a position of responsibility in these. Not shown as a separate line are 
changes in the students' social networks. An example of one 
student! s set of lifelines is shown as chart 3.1 below. 

Chart 3.1 Example of a set of lifelines. 

LBB CC 
Year 64 66 68'70 72 74'76 tS 80182 8ý * 188 

Education i.. *.. f 
Family life 
Childcare 
Health 
Employment ................................ 
Husbands Unem.... -. ---. 
Comm 

Age 0' 2' ' 14 18 * IIOT 12 14 16 IS 20 22 24 26 

L-Leave school 
B-Birth of child 
C-OU course starts 

The top scale, 'Year' marks the beginning of each year from the 

students year of birth up to the end of 19883. The bottom scale 

3AU lifelines were originally drawn up to the date of the interview. however in orde .r 
t; 7faciiitate comparisons all students lifelines are referred to the same time base anci 
to the same end point which is defined as the end of 1988.7his means that for the 
purpose of presenting lifelines the activities of students Interviewed before this date 
are extended and those after this date cut off early. However. in the analysis of their 
activities any relevant changes in this period are included. 
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. 
'Aie'shows'each birthday up to- the end of 1988 in this case at 26 

years of age. The vertical line headed by 'I; shows when the student 
left* school, '13' shows when each child was born and 'C' marks the 
beginning of each OU course. In this case the student left school at 
16 and had her first child just after her 19th birthday and the 

second when she'was 22. She started her first OU course when she 
was 24 and another a year later. 

Each lifeline or career is represented for each area of a student's 
life. The first lifeline is 'Education' and this begins with a line at age 
five when, the student started school and ends when she left school, 
if she'took any, courses before the OU courses then these would be 

shown by a line. 7he beginning of OU courses are marked with a 
vertical line and the duration is shown by a line which e* nds when 
the course ends. Non-OU, courses are also drawn on this line but do 

not have the vertical line. and this student began a non-OU course 
towards the end of 1987. When a non-OU course occurs at the same 
time or overlaps with an OU course its line may not be visible but for 

closer analysis other conventions are used. The n6d lifeline is 
'Family Life' which begins when the -student was born and in this 

case shows that she grew up with both parents, left home to get 

married at 18 and continues in her first marriage up to the date of 
the interview. If a student and her husband separated then the line 

would end and begin again if and when'she remarried. The third 

area is 'Childcare' and begins with the birth of the first child when 
she- was'l 9. A thick line is drawn, for- the first year when the 

childcare load is greatest and reduces in width provided for the 

neit three years'up to'ag616ur, ` after'this age the'line again reduces 
in width if the birth of another child does not obscure this, in'which 

case the thicker line begins again and so on. 

Me next lifeline Is 'Health' and periods of illness, hospitalisation. 
depression,: miscarriages and so on'are shown as lines I representing 
the duration of the health problem 7his student had none. Her 
employment career is, shown next with full-time employinent shown 
by a thick line and part-time bya-thinner line. 'Ibe student began a 
full-time job on leaving school and stopped just before the birth of 
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her first child, 'ýshe has, not returned to work full or part-time paid 
work. . Periods of husbands, unemployment are shown on the next 
line. The start of involvement in community activities Is shown by a_ . 
line indicating when this. student 

-became 
involved with Keep Fit and 

a Sewing Group, a little later she became chairperson of a Parents,, 
Committee and community responsibilities are shown by a thicker - 
line. Where a student has more than one community activity at the ý' 

same time only one line can be seen although they can be separately 
displayed if necessary. 

The lifelines for a particular area of life from a selection of students-. 
can be sorted,, collated., separated and expanded and presented 
together for, comparison. Also, a particular students response 

's 
to, 

selected questions can be summarised, or the responses of all or 
groups, of, students can be collated and compared. 

Events and causaUty, - 
With most changes in adult life It is difficult to say exactly when a 
change actually began. The date on which an event Is said to have 

occurred,, such as a separation, or even getting ajob is rather an,, 
arbitrary marker in a complex process. The actual parting is likely. 
to be, proceeded, by problems in the relationship possibly extending 
over years and the Idea of separation may have arisen some time 
earlier. Furthermore the process, of adjusting to the change after -the 

event may. take months, or even years. Therefore support provided in 
a learning group either before or. after the actual separation could be 
important in, helping an individual cope. with the change. Similarly. 

- 
in getting a job, hel from a course taken before or after the. event 
might be useful for the individual in approaching and adjusting to 
the change. A strictly chronological approach which assumes that a 
course can only provide help for changes that occurred prior or 
during participation would be misleading, courses can help with 
events In the, recent, past. In assessing the role of the courses events 
occurring around the time of the courses and afterwards need to be 
considered. in orderto, give a full picture of what is going on in, 
students' lives and of the possible influence of the courses. 
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Therefore causality which depends on a strict chronology is 
Inappropriate when considering complex changes. If someone takes 
a course and then gets a job it is unrealistic to say that taking the 
course 'caused' the individual to get the job even though it was prior 
to the event. Because people's lives are on the move and change is a 
continuous process. their ideas about returning to work and about 
taking courses may well be related and intertwined. But if the 
opportunity for a course comes up first and they take this, which 
may develop their ideas further, build confidence and so on. They 
continue to keep an eye open forjob opportunities and in due 

course something comes up, which they take. Chronologically and 
mechanistically one might be tempted to say the course led to the 
Individual getting the job. Indeed it may have done, in that the 
employer might have been impressed that the person was taking a 
course which may have swayed things in their favour. But their 
progress along the road of this change has been running for 
sometime and may have arisen from factors unrelated from the 
course. Various writers have, referred to the complex intertwining of 
cause and effect as: for example. reciprocal action (Overton and 
Reese, 1973: 78), reciprocal causation (Buss, 1974: 671) and a 
dialectical process (Riegel, 1976: 690). 

For, these reasons the role of the courses is explored in conjunction 
with. other events in students' lives without regard to the strict 
chronology of events. Thus, events occurring before the courses are 
Included as well as events happening afterwards and the help the 
course might provide Is seen in the context of changes before and 
after. Obviously there Is a limit to how long before is considered 
reasonable and'up to one year before the start of the first OU course 
will be the longest time for most events. However, serious events 
like separation happening longer- ago will be included if they appear 
to play a part in the students' lives when they take the courses. 

Longitudinal and systemic analysis, 
The general structure in chapters 4-8 is to consider one or more 
areas of life and to begin by summarising the relevant changes and 
trends in the socioeconomic context. This Is followed by an 
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examination of the place of the OU courses in these areas of life witjý 
reference to the students' lifelines. The different patterns are 
related to their involvement in and reactions to the courses. Chapter 
four focuses on students educational careers, and chapters 5-8 on 
other areas but each time with reference to education. For example. 
chapter five considers their family life and how this area interact's 

with education, chapter six examines health and again how this 

relates to education, and so on. It would be possible to consider 
many other permutations of lifelines but in this study the focus is 

always linked education. Thus chapters 5-8 take a longitudinal 

perspective on single and pairs of lifelines as well as examining what 
happens around the time of the courses, whereas chapter nine 
moves to a systemic perspective across all lifelines around this time. ' 

A recurring feature of chapters 4-9 are continuing case studies 
where the same four students are followed across successive 
chapters. Towards the end of each chapter lifelines and other 
longitudinal data on these students' lives is provided together with 
their responses to the courses relevant to the areas considered In 
the chapter. This inforniation can be added to that dealt with in' 
preceding chapters so that by chapter nine a full picture of all areas 
of their lives is built up and a systemic perspective taken on recent 
changes and their reactions to the courses. 

A note on the statistical tests used 
Two by two Chi Square tests and for small numbers the Fisher Exact Probability test 
are used for assessing the extent that shared characteristics are statistically 
significant. eg. those who return to work and who take up further education. 
Although differences between sub-groups are often discussed in terms of the 
percentages the Chi Square and Fisher tests are always applied to the actual 
numbers. With ages and certain quantities such as the numbers of children. the' 
number of areas of life in which events occur etc. T tests are used. Pearsons Product- 
Moment Correlation Coefficient is used to assess the relationships between numberr, 
of events and areas in which the courses are helpful. Results arc not mentioned 
unless significance levels have a probability of less than 0.05 unless stated 
otherwise. If the significance level is less than 0.01 this Is stated otherwise the level 
is less than 0.05. 
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Chapter 4- Students' Educational Careers 

Intr6duction 

This chapter considers the changes in the educational system in 
Glasgow and how these have influenced students' schooling and 
other opportunities. It examines students' educational backgrounds 
and focuses on their educational careers in order to identify 
patterns of participation and linkages between and within stages of 
their education. Questions are considered which include - What are 
the educational backgrounds of those who participate in OU 
courses? What is the place of the OU courses in their educational 
careers and do they help with further developments in their 
careers? What is the educational background of those who are 
helped by the OU courses and what kinds of courses do they go onto 
afterwards? The important issue of the non-educational benefits for 

students and others are taken up in subsequent chapters where 
areas of life in which students apply what they learn are considered. 

The educational system in Scotland and more specifically Glasgow 
has undergone frequent modifications since the war which were 
often linked to developments occurring outside education, In 
particular demographic and employment changes. Involvement in 
the educational system Is regulated by legislation and examinations. 
and constrained by the available facilities and opportunities, and 
alterations to, these affect individuals' options and experiences. 
Factors outside the system and changes in these also affect 
Individuals' participation and success. However. changes in the 
educational system havea differential Impact on individuals, some 
are untouched while others may, be significantly affected. 7he extent 
that changes in the, educational system have an impact depends on 
what stage individuals are at in their educational careers which may 
include preschool, primary, secondary, ftirther. higher. adult and 
community education. 
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Much of education is designed on the basis of linkages between. the 
different types and levels of courses. 7be stages of schooling are 
usually age-graded and education generally is graded by level as well. 
For example, the transfer from primary to secondary school is age- 
graded and occurs at a specified age (12 in Scotland); and grading 
by level means that an adult who wished to take W levels in a 
particular subject would usually be expected to have an '0' level first, 
(this is not exactly the case with '0' and 'H' grades, which were 
originally intended to be alternative routes. Gray et al. 1983: 54). 

7bese linkages between stages and levels can be end-on, for 

example, where primary schooling immediately proceeds secondary. 
Or there can be intervals over which the linkages operate, for 

example, completing '0' levels at school and returning to study'for 
W levels 20 years later. Also the linkages can be very common - 
everyone has the start of their secondary education linked to the 

end of their primary. Whereas only a few adults return later to -, 
continue their education where their schooling left off. 7he interval 
between linked events and the frequency of occurrence of the 
linkage will usually be inversely related, le. the link will occur less 

often with longer intervals. Linkages may constrain the next type or 
level of course in an individual's educational career but not when (if 

ever) this wal be taken up. 

Within a particular stage or level of education there are critical links, 
between what happens during a course and the outcome at the end. 
For some students there is a link between a course and the award of 
a certificate, but for others this link does not occur for one reason 
or another. Failing various hurdles along the way or at a final ý'- 
examination can prevent the desired connection between a course 
and an award being made. 7hus, there are two kinds of educational 
linkages: 1) between stages or courses and 2) within courses 
between the experience of 

, 
learning and certification. In examining 

individuals' educational careers attention can be given to 
relationship between the various stages or courses and to the 
relationship between'the nature of a'particular course experience 
and the outcome. 
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An example of history-graded changes is provided by the raising of 
the school leaving age in 1973 which means that for children bom 
Vom the end of 1957 onwards there is a huge increase in the 
proportion who had 11 years of schooling. Other changes associated 
with the extra year led to many more children taking and passing 
exams. and as a result of this younger adults generally have more 
qualifications than those who are older. In contrast., much of adult 
and community education is non-normative and may occur at 
different times in an individual's life. However. provision Is 
particularly dependent on historical time in which the opportunities 
may expand or contract. For example. there were no opportunities 
before 1977 to take OU Community Education courses anywhere 
and in Glasgow It was not until after 1981 that these became 
widespread. 

An individual's participation in education, starting with schooling 
and including any further education and OU courses, can be 
represented as an educational career. The problem of developing 
analytical 'typologies' of adult students' careers has been considered 
by Woodley et al. (1987) in a major survey involving over 5500 
mature students. 7bey found that in reality the task is somewhat 
intractable 'mainly because of the wide variety of levels and types of 
course. modes of study and so on'. Instead they aimed simply to 
describe the variety of educational routes which have led students to 
a particular point in their lives (Woodley et al. 1987: 48). 

The approach adopted here is to examine to what extent a 
particular event in an individual's educational career can be 
accounted for by antecedent variables internal to the career and the 
educational system. For example, if taking a course can be largely 
accounted for by one or more educational variables, then other areas 
of the individual's life will have had only limited influence in 
determining participation. On -the other hand, if participation in 
education as an adult has no linkage with educational variables then 
other areas of life are likely to have had a major influence. For - 
example, if going on to a further education course after an OU 
course was entirely accounted for by whether or not the student had 
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qualifications from school, then'there would be no need to seek 
variables in other areas of life to explain why some took up this- 
option. Similarly, ' no further variables would be needed to account 
for further participation after an OU course if this entirely depended' 
on say, age, so that all older students went onto further courses but 
younger ones did not. Furthermore, the type of course may be 
accounted for by previous education but the time at which the 
student takes it up may depend on other factors in their life. It 
might be shown that students who left school with '0' grades returri 
to take W grades as adults, but not when (if at all) in their lives they 
are likely to do this. 

This approach will show the extent that educational careers are 
independent Erom other careers and indicate the amount of 
interaction between education and other areas of life. 7bis chapter 
focuses on the linkages within educational careers while the 
interaction between students' educational and other careers is 

examined in later chapters. Before looking at students' educational 
careers. the main changes in the educational system over the period- 
that they were involved are reviewed. 

Education history 

Ibis section reviews educational changes and trends during the 
lives of the OU students and provides the wider educational context 
in which their educational careers. progressed. Included are 
preschool, primary, secondary education, further and community 
education. 

Preschool education 
Preschool 

-education 
is non-statutory, that is. attendance and 

provision it is not laid down by law which means that the extent of 
provision depends on the commitment and resources of local 
government. The percentage of children of the relevant age 
participating in nursery, education in Scotland increased from 4% ix, 
1969 (Hunter, 1972: 81) to 

1 
26% in 1982, and in Glasgow the figure 
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reached nearly 60% (Stewart, 1985: 12). Since the early 70's there 
has been a substantial expansion of preschool education in Glasgow 
resulting in a higher proportion of under fives attending than 
anywhere else in the UK (Stewart, 1985: 7). 7be expansion of 
nursery education came too late to benefit OU students when they 
were young but it is important to them as adults and for their 
children. Nursery provision is a central feature in the lives of many 
students because it releases time from childcare which can be used 
for, other activities including adult education. Also. many nurseries 
proyide facilities for adult and further education as well as 
opportunities for parental involvement, voluntary activities and 
employment. 

Primary education 
Compulsory attendance at Primary School begins at age five and in 
Scotland continues until 12. Up till 1966 tests and assessments 
given by the primary school mainly determined which type of 
secondary school a child transferred to. Consequently the final two 
years in primary school tended to be dominated by this procedure 
(Hunter, 1971: 94). After 1966 primary schools were able to move 
towardsmore relaxed and informal methods but the use of corporal 
punishment was not prohibited until 1982. 

From the peak in 1975 there has been a reduction in the number of 
children in Scottish primary schools. In Glasgow the number fell to 
nearly half from 1975 to 1983. The most severe drops were in the 
inner city and was greater for Roman, Catholic schools as Catholic, 

- 
families have become smaller. With the spare classrooms it became - 
possible to open parents' rooms to encourage parental involvement 
and adult education classes. This has been made easier by a scheme 
introduced in 1977 for allocating extra teachers in disadvantaged 
areas. ,1 -1 ý . 1, --IIý. I"Iý 

Secondary education 
The pattem of secondary education established after the school 
leaving age was raised to 15 in 1947 involved junior secondary and 
senior secondary schools. Around 35% of pupils went to senior 
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secondary schools and the Junior secondary taught non-certificate 
courses up to the age of 15.7be senior secondary school prepared 
pupils for the Scottish Leaving Certificate (not to be confused with 
the 3rd Year Leaving Certificate awarded at 15 years of age and after 
3 years of secondary school) and Highers over 5 years with an 
optional additional year. If a pupil in a junior secondary school 
wanted to stay on beyond 15 and take examinations it would be 

necessary to transfer to a senior school. Only about one third of 
those in senior secondary schools took examinations which required 
staying on until 17 years and many left at 15. In 1962 the Scottish 
Leaving Certificate was replaced by '0' grades and for the first time 
there were examinations that could be taken at 16, consequently 
the numbers taking examinations in senior secondary schools 
increased. 

In 1966 Circular 614 recommended that allocation to certificate or 
non-certificate courses should carried out after a child entered 
secondary school: and in the same year comprehensive 
reorganisation began and'increasingly children were admitted into'', 
non-selective secondary schools. With comprehensive reorganisation' 
the option for taking '0' grades opened up for those who would have' 
been in junior secondary schools. However, this still required pupils* 
to stay on for a year beyond the school leaving age. 

In 1973 the school leaving age was raised to 16 and led to an 
increase in the numbers taking '0' grades. At the same time the 
pass/fail distinction was removed and replaced by 5 grades so that 
virtually all those presenting were awarded either A, B or C which 
was equivalent to the old pass grades or were given aD or E. Thus 
from the early 1950's to the 1970's the proportions participating in 
examinations Increased dramatically. from around 10% to 65%. 'and 
this was brought about mainly in the '60's by the introduction of '01 
grades, the removal of selection, and finally by raising the school 
leaving age. However. in the mid-70's onwards there were still 350/0 
who left school without qualifications. Figure 4.1 below summarises, 
the changes from 1950: 
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1950 

996 LC 

20% LC 
Dropout 

70% 
No 
awards 

Early 1960's 

14% Highers 

10% O-Grades 

10% Drop out 

65% 
No 
awards 

Mid-1970's 

25% 
Highers 

30% O-Grades 
A-C 

10% D-E 

35% 
No 
awards 

Figure 4.1 Post-war changes In the Scottish system of certification (After Gray et al. 1983: 62). 

In 1950 only 90/6 actually gained qualifications which consisted of 
the Leaving Certificate, by the early '60's. 24% gained '0' grades or 
above, and in the mid-70's this increased to 65% with grade D or 
above. The next figure illustrates the impact of changes in 
certification for three cohorts born in 1935,1947 and 1960 and 
shows the periods during which they were in their last five years of 
school and when some would have been preparing for examinations, 
these are indicated by the shaded bands - A. B and C. 7be lines 
begin at each cohorts. year of birth and the period of their schooling 
shown by a thicker line. 

y 

Lifelines 1 

Bom 1935 

Bom 1947 

Bom 1960 

chool 
uals 

0% 

5% 

5% 

Figure, 4 .2 The Impact of changes In certification for three cohorts. 

After selective transfer at 12 was abolished and-. the school leaving 
age was raised to 16, schools were reluctant to exclude pupils from 
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examination preparation before the end of the second year: 

'Most schools at the end of second year make up classes of 
'non-certificate' pupils who never embark on work for the 0- 
grade. Many third- and fourth-year pupils, however, have 
started on courses that could lead to O-grade presentation, but 
have thereafter discontinued serious work to this end and 
have not presented for examination ... Our picture. then. is of a 
process of selection which entirely rejects a minority of pupils 
from O-grade course work in third year and thereafter I 
operates a continuous process of attrition upon the remainder 
through school examinations, 'prelims'. mock SCEs' and the 
O-grade examination itself. ' 
(Gray et al. 19W: 83) 

Mortimore and Blackstone (1982: 75) also point to widespread 
experience of failure and state that'a sizable proportion of the age 
range each year are likely to be considered, and consider 
themselves, as educational failures since the examinations are. in 
the ma ority of cases, the only record of assessment used'. j 

In 1983 the Government put forward an action plan for reforming 
education and training in Scotland for 16-18 year olds (HMSO, ,- 
1983). This included the new assessment system which involve d 
replacing O-grade with the Standard S-grade which can be taught 
and awarded at three levels: Foundation, General and Credit; and the 
introduction of new vocationally oriented courses in a modular forni 
of 40 hours duration. Most of these modular courses are offered in 
colleges of further education. - however as part of integrated area 
based planning secondary schools have adopted some of these 
courses. The intention is to encourage those less Interested in 
academic courses to stay on at school. and attract more people back 
into the educational system. The first 14 year olds entered the new 
courses and the new assessment system in 1984 and while this did 
not affect the schooling of students in this study It is relevant to'the 
opportunities they have to take courses as adults. 

Modularisation. makes it possible for credit gained for a course taken 
in school to be built on with courses taken at college. It provides a 
range of entry and e--dt points and a greater freedom of choice for 
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4 young people and adults wishing to return to education: 

"Ibroughout the whole of secondary education the aim is to 
meet the needs of every individual - pupil, student and adult - by offering a wide variety of courses of various types at various 
levels, leading on stage by stage towards continuing education 
of all kinds at school. college, university or in the community. ' 
ORC. 19W) 

Further education 
In the 1940's and 1950's there was considerable demand for- day 
and evening technical courses which led to new colleges of further 
education being built. In the '60's nearly 300A of young men in the 

. 
15-17 year age groups had day or block release from work, whereas 
the figure for young women was only 6%. Commercial education also 
expanded and secretarial, office and business studies courses were 
offered at various levels. At the junior level entry was open to those 
with 3 years of secondary education and the courses were full- or 
part-time. 

With rising unemployment of school leavers'the Youth Opportunities 
Programme (YOP) was introduced in 1978 to provide integrated 
work experi ence and training for the least qualified young people. 
Nearly, all entrants were 16 or 17 who had not had a job since 
leaving"school and were paid an allowance to participate. 7be 
scheme grew rapidly. Raffe (1983) points out that in Scotland: 

The scale of the programme is indicated by comparing the 
planned number of entrants in 1982/3, a staggering 90,000, 
with the number of young people expected to enter the labour 
market from school, which is less than 75.000 ... this suggests 
that a majority of young people entering the labour market 
from school can expect. to pass through the programme. ' 
Otaffe, 1983: 201) 

In 1983 YOP was replaced by the Youth-Training Scheme (YTS). the 
main difference is that YTS is not restricted to the unemployed, it 
also applies to new entrants to, employment. Many, of those Involved 
in these schemes attend college and take modules. 
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These changes have led to'new thinking about the links between 
ftu-ther education and YrS, schools, and community education: 

With the Youth Training Scheme and interaction with schools 
and community education, it was clear that the new provision 
would have to be less college based than before, and outreach 
classes in the community, and close contact with schools, 
through regional consortia, were all envisaged. ' 
O)ou&ertyý 1985: 254) 

From the late '70's the spare capacity in primary schools could be 

used for ftuther education classes for adults and in secondary 
schools adults could join classes and take subjects alongside pupils. 
This has widened the day time opportunities for adults and in 1986 

around 3,000 were taking courses in Glasgows secondary schools. 

Community education 
Up to the raid-70's adult education in Scotland consisted mainly 01f 
traditional academic and recreational courses. Education authorities. 
often worked in association with the Worker's Educational 
Association and University Extra-Mural Departments to offer adult 
education in a variety of academic subjects. Recreational education 
was provided mainly by educational authorities and included cours e's 
in handicrafts, hobbies, country dancing and so on. It also included 
the work of the Youth Service. ' 

As mentioned in chapter, one, the Alexander Committee reported in 
1975 on adult education in Scotland and made recommendations 
for change which included: greater recognition to the educational 
needs of young mothers, for more resources to go to areas of 
multiple deprivation, and for adult education to be regarded as part 
of community education 

' 
and be incorporated in a community '- 

education service (Alexander. 1975). These recommendations were 
acted upon by the newly established Strathclyde Regional Council 
and incorporated Into the strategy to combat deprivation. In 
Glasgow an elaborate community education infrastructure was 
developed and involves 17 Area Offices which provide community' 
education in areas of priority treatment In nursery schools, primary 
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and secondary schools, colleges, community education centres, and 
Pre-5 Resource Centres. F)rom 1975 onwards Community Education 
and other staff committed to worldng with the community 
increased participation and provided skilled support to adult 
learning groups. In addition, community education was promoted as 
part of the Glasgow Eastern Area Renewal (GEAR) Project 
Dbomson, 1985; Mark, 1987) which was launched in 1976 and was 
the largest urban renewal programme in Europe. 

7be use of OU Community Education courses in Strathclyde and 
G- lasgow is reviewed in chapter one. 7his began in Glasgow and 
gradually expanded so that by 1981 OU courses were being offered 
in all divisions of Strathclyde. 7be Strathclyde Open Learning 
Experiment (SOLE) was established in 1986 a total of around 2,500 
students living in Strathclyde's APTs joined 400 informal learning 
groups and successfully completed these courses. 7be student 
numbers and courses in Glasgow from 1982-87 are given in 
appendix F. 

Sumn-tary 
s is now widely 7be rapid rise in nursery education means that thi 

v available in Glasgow, and often provides educational opportunities 
'i for parents as well as their children. The major changes to 

schooling have led to more pupils taking examinations and, for the 
less able, to more experience of failure. although the removal of 
selection at 12 has reduced pressures on primary schools and early 
failure. Recently there has been considerable expansion of fin-ther 
and community education opportunities (including those supported 
through MSC, schemes). 7bese wider changes have influenced the 
students' educational careers. 

Patterns of educational careers 

7he students in this study participated at different times in the 
changing educational system reviewed above. Similar educational 
careers illustrate history-graded effects where schooling occurs 
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across different years. For example, the careers of three students 
are represented in chart 4.1 below. They all took an OU course at 
the same time but began school at quite different times and left 

around the minimum leaving age. They did not participate in any 
further education until they took their OU course, and none of these 
students have gone onto start further courses in the two years after 
their OU course began. 

Chart 4.1 Educational careers of three students vvith schooling In different times. 

115 mmmm=d ........................................ 

151 .......... .......................... 
131 

YEAR 40 42 44 46 48 50 52 54 56 58 60 62 64 66 68 70 72 74 76 78 80 92 64 66*e!: B 

The educational career or lifeline starts with a dotted line from the 
date of birth and at age 5 the line becomes continuous to show the 
period of schooling. The line ends when the student left school and 
would restart if they returned to education. To avoid overlap with 
any other courses taken around the same time the start of OU 
courses is drawn with a short vertical line. The first student 
(number 115) began school in 1954, left in 1965 and took an OU 
course 20 years later at the age of 35. The second student (number 
151) began school in 1961, finished in 1972 and took an OU course 
13 years later when she was 28 years old. 7he third student 
(number 131) attended school from 1970 until 1982 and took an 
OU course 3 years later when she was 19. 

These students' educational careers have similar patterns, their OU 
course started at the same time but they were at different ages, and 
although they all started school at the same age they were at school 
at different times. Consequently their experience of school is likely 
to be different because schools and the social context generally 
changed over this time. For ex=ple. the ftrst two students left at 
15 before the school leaving age was raised while the youngest 
student left at 16. Also the increased scope for schools to enter 
pupils for examinations is reflected by the first two students who 
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left with no qualifications whereas the one who stayed until 16 
gained two '0' grades. The time between leaving school and 
returning to education varies from 3 to 20 years and their age when 
they took the OU course varies correspondingly from 19 to 35. 
Obviously, there are different amounts of time in which other things 

were happening in these students' lives. 

For- the students in the sample. schooling occurred at different 
historical times but it always started at approximately the same age 
(preschool education was rare until the early '70's), even though 
some stayed after the minimum, leaving age. After leaving school. 
some, students took courses soon after. and others took them some 
time between leaving school and before their OU courses. For those 
who took courses during this period. these courses were not only 
located at different historical times but were taken 

-when 
the 

students were at different ages. While all the students were involved 
in OU courses and some with further education around or after 
1986, this occurred when they were at different ages., 

These variations are shown in more complex educational careers in 
chart 4.2 which also give us the basis for deftning the components 
and possible patterns of educational careers. 

Chart 4.2 Educational lifelines of three students wfth complex careers. 

b ou d 
114 ......... .............. 
I. 54 ........ 

ou d 
........................... J-ý 

a0 ou d 125- ......... ................................... ......... ... * 

YEAR 40 42 4: 4 46 48 50 52 54 56 58 60 62 64 66 68 70 72 74 76 78 80 82 84 86 88 

The first (number 114) studenVs career has four components. 
Beginning with 1 l'years'of schooling labelled (a) starting in 1964 
and ending in 1975, this is almost immediately followed with 
ftkher education and'training, in- I this case nursing, shown bythe 
line (b). She is involved in" no other , courses until the ft I rst OU 
course, the start of which is shown by the short vertical line, and is 
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followed by a second OU course. After this course she goes onto an,., 
IN grade course shown by the line marked (d). 7bus. the 

components in her educational career are: schooling (a) - immediate, 
post-school education and training (b) - OU courses (ou) - and a 
further education course (d). 

The next student (number 154) starts school in 1961 and after this 
takes no courses until an OU course which is followed by '0' grade -; ,, ý 
Art. The third -student (number 125) began school in 1949 but'does, 

not go on to further education and training until 17 years after 
leaving school; this was also nursing training and is labelled (c). 
Sometime after this training she takes an OU course and a shorc 
first aid course. Two of these'examples involve nursing training'- 

which overlap in time,, however. one student was ý 16 and the other 
33 when she started. There are other types of professional, ' 

ýI f". ýI academic and vocational courses'wlýich fit into these patte'rns. -, -,, - - 

Given that all studentihave takeii at least one OU course, we lýave__,. '_. -- 

the following basic possibilities: whether other courses are taken 
before and after the OU course(s) and whether courses taken before 
the OU coursesare I 

immediately after school or after a delay. Mlis', 
gives four main types 

- of educational career. and two of these could 
be subdivided depending on the delay, between leaving school and 
taking other courses'before the OU courses. 

Ibis method of categorising educational careers represents much 
.I. 1-11 1. ý-- II of 

the diversity but it is based on individual time and Ignores historical 
time. We saw how the three students with simple careers shown in 
figure 4.1 have the same career pattern but their experience is 
different. In examining the extent that students with the same 
pattern have similar educational experiences, it is necessary to. be 
alert to'effects'that may b, e 1ý due to historical differences as well a's-'to 
the different kinds and duration of courses. In the educational 
careers represented in, chart 4.3 below, two examples of each'type 
have been selected to illustrate the historical period covered by 
similar careers-This grouping takes no account of whether students 
took -, cours, - es I immedi I ately after' leaving" school' or' after adI elay. 
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Chart 4.3 Examples of four types of educational careers. 

1) NO COURSES BEFORE, NONE AFTER OU 
110 ........ MEMEMEM6 ................................................ I-+- 
130 ......... EMENEW ...................... 
2) COURSES AFTER LEAVING SCHOOL, NONE AFTER OU 
135 .......... ................................................... 
153 ........ -., @MMEM ............................. 
3) NO COURSES BEFORE, COURSES AFTER OU 
132 ......... MENNEN .............................................. 
145 

, ......... .............. 
4) COURSES AFTER LEAVING SCHOOL AND AFTER OU 
125 ......... MEMEMEN ................................... 
106 ......... 

III -T-'I-rr-I YEAR 40,412'44'416'4'8'ý0'512'54 56'518'eO'92'4'e6'4 7j0'i2'i4'*'iG'dO' 
T 

82 84 86 i8e 

7be numbers of students with each type of career are: 

Career 7ype Total Immediate Delayed 

1) No courses before. none after OU 16 
2) Courses after leaving school. none after OU 10 6 2(+2 both) 
3) No courses before. courses after OU 22 - 4) Courses after leaving school. and after OU 12 7 5* 

Total 60 

includes one student who took two courses delayed by different amounts after leaving school. 

Table 4.1 Career types and numbers of students. 

Before taking their first OU Community Education course a total of 
22 students (career types 2 and 4) took other courses. 7bese 
ranged from 3 year nursing courses. other, nursing courses, 
occupational therapy. '0' and W grades, secretarial and clerical 
courses, catering, first aid and a childminding course. Most took 
vocational courses soon after- leaving school, although some began 
training much later. 

After the start of one or more OU Community Education courses 34 
students (career types 

-3 and. 4) went onto other courses. 7bese 
again range from nursing, '0' and 'H' grades: typing, word 
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processing and secretarial courses: welfare rights, first aid. tutoring., 
play and youth leading, community care: and other courses such'as 
cookery. sewing, and decorative cake making. 

1bus, after leaving school and before taking an OU course 22 
students took one or more courses and 34 took courses afterwards'. 
In other words, around one third of the students have taken steps to 
improve themselves educationally since leaving school and before 
taking an OU course. In most cases this was soon after school and a 
number of years passed before starting an OU course. While there - 
are 34 students who have gone onto a further education course after 
taking an OU course there are only 5 who took a course sometime'ir, 
the 5 years before their first OU course. 

Components of educational careers 

Students' experience within each component of their educational 
career may have an important influence on whether they go onto 
other courses and what other courses they participated in. Their 
experience of schooling, post-school courses, OU courses and post- 
OU courses is considered. Also there are 10 potential pairs of 
linkages between the components of educational careers. For 
example, there may be a link between schooling and courses taken 
immediately afterwards; or between schooling and courses taken 
after the OU courses. Of particular interest Is the link between OU 
courses and the courses some students go onto afterwards. The 
main links are examined. 

Because all students went to school and all took at least one OU 
course, additional variables are necessary to explore the link 
between school and OU courses., The variables are: 1) whether or - 
not qualifications were gained at school and 2) whether students 
took more than one OU course. These details provide useful means 
of comparing students' schooling and involvement in OU courses 
with participation In courses after leaving school, and with whether'ý' 
they went onto other, courses after the OU courses. 
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Schooling 
Students' experience of schooling is likely to influence their 
subsequent participation in education and their educational careers. 
But, as has been noted above, schooling has undergone a number of 
changes since the war. which means that their experience depends 

partly on their age. As an increasing proportion of pupils became 
Involved in preparation for exams, this paradoxically gave many 
more the experience of failure. Ihis wide experience of failure, 
particularly for those in the lower ability range has taken its toll in 
Aruancy, indiscipline and demoralisation' and lost confidence (Gray 

et aL 1983: 172). 7hese authors provide evidence for this based on a 
survey of Scottish school leavers in 1977 (around the time that 
some of the students in the sample also left school). 7he 
retrospective accounts of the experience of the students obtained In 
this study also illustrate negative attitudes. but out of 60 only 12 said 
they actually disliked school, and only two of these had strong 
feelings: 

103 7 hated it. I liked Arithmetic, Home Econon-dcs and 
swimming. I can't remember primary school. I had to go 
and that was Jt. No qualiftcations, I could not get out 
quickly enough. ' 

124 7 hated school, I left school at 15 or 16 and I had to leave 
because my dad was unemployed and I had to work. No 
qualiftcations, no successes. ' 

41. 
This represents the same proportion as was found for students from 
'low-participant! groups attending an adult education centre in an 
APT in Glasgow (Macpherson, 1989: 13). A larger proportion of his 
students used the term 'neutral' to describe their experience of 
school and only a third were 'positive' about their schooling. Of the 
OU students who said they disliked school. it is significant (p<0.05) 
that there was a smaller proportion who left before* -the raising of 
the leaving age compared to those who left after the age was raised 
to 16. Macpherson also found that the younger students gave more 
negative reactions. This could be due to the effects of memory, 
particularly as the older students are further away from the 
experience or because of more widespread feelings of failure due to 
increased proportions taking'exams. ' More objectively. one third of 
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those who could have left at 15 stayed for a further year or more 
(nearly half of these stayed until they were 17) whereas only one in 
the group who had to stay until they were 16 stayed on for an 
additional year (this is a significant difference p<0.05). 

Features of the school system that created problems for the OU, 
students, even those who said they liked school, include selection at 
12 years of age, lack of discipline, truanting, dislike of examinations, 
and lack of opportunities. Ibese problems often contributed to'their 
leaving at the earliest opportunity. 

Selection at 12: 
132 7 went to primary and Senior Secondary. I didn't like 

school at all becau eI wasn't very bright. I liked domestic 
science and PT. I failed the qualffying exams ffior Senior 
Secondary] ftrst time but my father made me re-sit and I 
passed. I left at 15, if I had gone to the Comprehensive. 
School I could have taken shorthand/typing and been ' 'I 
prepared for ajob at 15 but I didn't think of that till later., 

Lack of discipline: 
119 7 liked school until we moved to Bellahouston Academy. 

then I hated it. No discipline, I was surprised as I came 
rom a supposed 'rough' area. Left at 16, got 6 '0' levels - Maths, Arith, Home Economics, Commercial, Geography, 

English. ' 

Truanting: 
109 7 was OK at numbers, spelling was not my good subject, 

also reading, I liked cooking. I got 2 '0' levels. Cookery and 
Arithmetic. I liked school, I enjoyed theftrst two years of 
secondary school, then I got in with the wrong crowd and 
started to play truant and got into trouble. I was 16 years 
when I left school. ' 

Dislike of examinations: 
142 'It was OK, but I didn't want to do exams. so unofficially I 

left early. I didn't particularly like school, I hardly ever 
went. ' 

Lack of opportunities: 
127 7 can't remember much about primary school but I loved 

secondary school ... Just my third year Leaving Cert&ate. 
You couldn't stay on at my secondary school - you had to go, 

- 
to another school, (f I could have stayed on there I would have, but Ijust decided to leave because I didn't want to 
change'school. " 
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A number of educational factors had a bearing on the students 
experience of schooling, which for some led to low or no 
qualifications, leaving early and to negative attitudes about education 
and their ability. Their qualifications (or lack of them) and attitudes 
gained from school are likely to have influenced the rest of their 
educational careers. 7be table below shows the educational 
qualifications gained from school by the students: 

I Qualffications No. of students 

One or more Highers 6 
5 or more '0' grades 4 
1-4 '0' grades 10 
3rd Year Leaving Cert 9 
No'qualifications 31 

Total 60 

Table 4.2 Students' educational qualifications from school. 

In order to show whether there is any change over time due to the 
raising of the school leaving age and the expansion of the proportion 

ications for taking examinations, the following table gives* the qualif 
three cohorts. For the first two groups the minimum leaving age was 
15, while the third group could not leave before they were 16. 

Date of Birth 
Qualifications, 1938-47 1948-57 1958-67 Total 

'O'grade and above 1 (8%) 9 (31%) 10 (53%) 20 (33%) 
3rd Yr Leaving Cert 4 (33%) 5 (17%) 0 (0%) 9 (15%) 
No qualifications 7 (58%) 15 (52%) 9 (47%) , 31 (52%) 

Total, 12 (100%) 29 (100%) 19 (100%) 60 (100%) 

Table 4.3 Oualifications from school for three cohorts. 

More of the younger students have 'O'grades and above but there is 
only slight differences in the proportions who leave without any 
qualifications. This Is due to. the fact that nine older students had 
3rd Year Liaving Certificates ý(discontinued after 1972). 7be 
proportions in the oldest two groups who gain '0' grades and above 
is around that of the Scottish average for those leaving school In the 
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early '60's given in figure 4.1 while the youngest group have fewer 
qualifications than the average from the mid-70's onwards. This 
together with the difference in staying on suggests that relative 'to 
their cohort the older students may have been around average 
whereas the younger left school with fewer qual(filcations than 
average. 

Schooling and post-school courses 
The main outcome from schooling which affects links with 
subsequent education is the possession of qualifications. Movement 
into higher education is especially dependent on qualifications, 
gained from school. Students options for professional and vocational, 
education and training are also influenced by school qualifications. ' 
Because of the diverse range of courses taken after school (see table, 
4.4) there is no statistical relationship between school qualifications 
and whether or not a post-school course was taken. Nonetheless, 

when the courses are disaggregated some links are revealed.. -I:,, ." 

None of the six students with U grades went onto higher 

education, two of them used their qualifications for entry into 
professional training (RCN, nursing. occupational therapy) and one 
went into further education and took more U grades, the rest took 
no further courses until their OU course. For example: 

1516 7 left school at 17,1 got 5 '0" Levels and I sat Higher --'- , -'- English and I got it butfailed my Biology Higher ... I went 
to Stobhill Hospital as a nurse, it was a three year course. ' 
RCN. ' 

159 7 sat Highers and 'Ogrades, 7 'O'passes and one Higher 
... [After leaving school] I went to Langside to do History and French Highers at night school. ' 

Regarding those with '0' grades, one of these used her qualifications 
to go to further education and take 'H' grades and one entered 
nursing, another a part-time vocational course which did not 
depend on having '0' grades-, and eleven took no courses until the 
OU course. 

106 7 did two Highers and a secretarial course at night 
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classes. ' 
1 14.,.. For admission to Nursing College I had to wait for six 

months. I had two years at Nursing College. I really 
enjoyed it. The only reason I left was Ifailed my exams. ' 

126 'No after school education except the Comptometer 
course, but I got '0' levels at school. ' 

Nine students left school with 3rd Year Leaving Certificates and, 
after leaving, five took part-time vocational courses. For example: 

127 7 used to go to night schoo1just after leaving schoolfor 
typing and book-keeping. ' 

146 7 trained in schoolfor my last year as a clerkessltypist.. 
[when I left school] I did a book-keeping course for about a 
year. ' 

Finally, of the 31 who left without any qualifications. one gained 
entry to professional training (SEN nursing) and three took 

vocational courses: 

,, 160 7 stayed on at school until I was 17 years old [left in 19551. 
I went into nursing and did my training for two and a half 
years. * 

122 7 left school when I was 16.1 went stra(ght on to a YTS 
scheme for catering. Then I went to College during the 
YTS scheme and then stayed at College full-time and left 
YTS. I had no qualfftcations from school and no 
qual(ftcations from College becal 1eI left before the course 
wasftnished. ' 

7bus, immediately after leaving school two of the six students with 
'H' grades used these for entry into professional training, only two 
out of fourteen of those with '0' grades used these to enter further 
education or professional training; and just over half of those with 
3rd Year Leaving Certificates may have been helped to take 
vocational courses. In other words, 'there were positive links 
between school qualifications and further education and training for 
only nine out of 60 students. If courses taken after a gap are 
included then only an additional three of those with Leaving 
Certificates took up professional training later, making the total 12. 
Also one more without qualifications entered professional and 
another vocational training., Those with no qualifications had their 
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opportunities restricted, and this represents a negative linkage., 

To summarise: For only 40 per cent of those who with qualffications 
are there links between their qualifications and subsequent courses 
taken before their OU course. 7bere were no links for the 
remaining 60 per cent with qualifications of whom two took courses 
which did not depend on their qualifications and 15 took no courses 
at all. 7bere are no positive linkages for those without qualifications, 
three quarters of whom took no courses and one quarter who took 
courses for which they did not need qualifications. Finally. there is'ý. 
no relationship between age and whether courses were taken before, 
the OU courses. 7bat is, in spite of having more years, older 
students had not taken more courses than younger students before' 
the OU courses. ' 

Post-school courses 
22 students took a variety of courses after leaving school and before 
their first OU, course,., The, types of courses and whether they were 
taken immediately Oess than a year) after leaving school or after a 
delay. are shown in the table, below:. 

Typeof Course". ̀ , ý, -,. ",, 
__,, 

'Total Immediate Delayed 

Nursing. OT etc. 844 
'0' and H grades 321 
Secretarial, typing, word processing etc. 972 
First aid, welfare rights, childminding, 

catering, play & youth leading, 3 
community care, _., 

Total courses 24* 16 8 

one student delayed before taking nursing and then did'O'grades later. another took Highers and a secretarial course at the same time immediately after leaving 
school, these students are only counted once in the total. 

Table 4.4 Types of post-school courses. 

Most of these students too'k'their' cou, r, ses'ý so"o'n, "after leaving scho , ol 
and only eight took courses after a gap'and before their first OU,, 
course. Four students who took courses immediately after school did 
not finish them successfully either dropping out or failing the 
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examination. One student (number 122) quoted above, left school 
without qualifications and started a YrS catering course and left 
before this course finished. Also quoted above is another student 
(number 114) who failed nursing exams after two years training. 
7be comments of two others are: 

134 7 have seven '0' levels and three Highers. I liked 
Secondary School, I stayed on until I was 18, then I went 
to College. I went to Glasgow School of Occupational 
Therapy and left College about one year before the course 
JInishecL I was going to be an occupational therapist. I was 
20 yrs old then. ' 

127 7 went to night schoo1just qfter leaving school, typing and 
book-keeping, tn 1961. Z didn't ftnish. 

7be rI emainder seemed to have completed their courses, some of 
which were non-certificated. The extent that non-completion may 
be due to events in other areas of the students' lives is examined in 
subsequent chapters. 

SchooUng and OU courses 
7be OU courses are open entry and no previous qualifications are 
required. therefore there is, no required educational link between 
having qualifications and taking up OU courses. Nonetheless, as has 
been pointed out above, students' attitudes to participation in the 
OU coursesand education generally may be affected by their school 
experience, suggestive comments are: 

136 'It [the OU course] helped my self esteern. When I was at 
school we had to sit a test and (f you passed you were 
allowed to go on and sit '0' levels but (f youfailed you were 
not. Ifailed the test and Ifelt so hurt and angry. Infact 
one of the teachers used to call us ý rejects. I thought that 
was the end of it, but after I left Ifound out that I could 
have talked it over with my guidance teacher and my 
parents and gone onto do '0' levels but it was too late. Ifelt 
such afailure. It seemed so unfair. The JOIJ9 courses really 
did boost my self esteem very muctf. 

113 'As I was never clever at school I was looking forward to 
trying'the OU courses'out. " 

7here are no links between school'qualifications and the number of 
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OU courses taken. Those with qualifications are not more likely to 

continue with these courses after their first. 

Post-school and OU courses 
There does not appear to be any general relationship between 

previous courses and OU courses although there are a few cases 
where a link may exist. 

, 
For example. one student took a local 

authority Childminding course. then took The Preschool Child two 

years later. 

There is a significant relationship (p<0.01) between students who 
took a course after leaving school and those who enroled for more 
than one OU course. That is, those who had post school educational 
experience were more Likely to continue with OU courses after their 
fIrst. This suggests a continuing orientation to education based on 
experience after leaving school rather than on qualifications gained 
at school. 

OU courses 
Students vary in the patterns of their OU course careers: in terms of 
the number, of courses and the particular courses they take. While all 
students took at least one course for which they gained a Certificate 
in 1986, some had also been awarded Certificates previously, and 
others gained more in the two following years, or they had not 
finished courses at the time of the interview. The student who took 
the earliest OU course started in 1980 and went on to take three 
more. 7be OU career patterns for this student and others are 
represented in chart 4.4 below with an expanded time scale and 
with the duration of OU courses shown in full. 

7be chart shows that second student (number 127) began one 
course in 1984, another in 1985 and took two together in 1986. 
Although both the next students (number 157 and 130) have taken 
three courses and both took a course for which they obtained a 
Certificate In 1986, the first student took her other two courses 
before this, while the other took two courses after. Also some 
students were taking courses around the time of the interview 
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whereas others took their last course up to two years previously. 

Chart 4.4 Educational careers as OU students. 

137 .................... . ..... . .............. 
127 
157 ........................... .................... 
130 ................................. .............. 
140 ........... 
133 ............................ ........... ............... 
119 ............ ..................................... ............... 
103 ................................................. ............ 

YE AR 8b 81 i2 d3 d4 85 86 87 88 

In the sample 22 students took one course; 16 - two courses; 14 - 
three; and 8- four (including courses being taken at the time of the 
Interview). Most students began with The Preschool Child or 
Childhood 5-10, with more younger students taking The Preschool 
Child and more older students taking Childhood 5-10. Of those who 
take The Preschool Child first. three quarters continue, most taking 
Childhood 5-10 or The First Years of Iffe. Only 50 per cent of those 

who started with Childhood 5- 10 continue, mainly with Health 
Choices or Parents and Teenagers. The numbers taking other _ 
courses are small. including three who, took Caring for Older People 
(for details see table 3.4). 

The strongest linkages between first and second courses are from 
7be Preschool Child to Childhood 5-10 (9 students) followed by 7be 
Preschool Child to The First Years of Life, (5 students). The -reasons 
students'give for Us are'illustrated below: 

7be Preschool Child to Childhood 5-10: 
107 'Keen to go on and a natural progress to next course. ' 
1,36, 'My daughter came under the pre-5 and my son came 

under the 5-10. Hemanted his turn and also because I 
enjoyed thefirst one. ' 

123 'Enjoyed first one, found it easy to understand. ' 
152 7 Wced and was successfiA with thefirst. ' 
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The Preschool Child to The First Years of Life: 
148 7- enjoyed doing thefirsi one. ' 
111 7 found it interesting and it gave me infomiation. ' 
112 7 found that I learned quite a lot with the ftrst one. ' 
128 They were enjoyable and interesting. ' 

7be linkage between Me Preschool Child and Childhood 5-10 is -- 
due to a combination of extrinsic reasons connected with the age of 
children and intrinsic interest and enjoyment. Only intrinsic 
reasons are given for the link with The First Years of Life and, even: 
though three of the five students had another baby after taking this 
course, they did not volunteer this as reason for taking it. 

7bere may also be operational reasons why students go onto a 
particular course: 

118 'It [Health Choices] was all that was available at the time. 
but I would rather have done Childhood 5-10. ' 

Most of the students had very positive educational experiences frorn 
studying the courses and -in response to open ended questions 
frequently used key words such as: 'confidence' (19 students); 
'interesting (15); 'enjoy (15); 'understand' (14); 'learn' (9); 'realise' 
(13). Seven students seemed a little indifferent and a further 
thirteen were'mildly positive about doing the courses although some 
of these found them helpful in continuing their education or in ,- 
other areas of their life. The remaining two thirds were strongly 
positive. For example: 

117 'Starts Your brain working and starts getting you to dol-, 
other things. Not so sure of yourself when yoLeve stopped 
work to have children. During the course Ifelt you were having more opinions on things you don't really talk about 
whenjust meeting yourfriends. Topics in the books lead 
to discussion on other things. ' 

119 Vhen we started the course it was somewhere to go, * now I really enjoy it, I see it as a challenge, rve surprised 
myself at what rm capable of. ' 

123 'It made me use my brain, I was probably vegetating. 7'he 
thought that I did something and got a Cert-Iftcate at the 
end was uplong. ' 
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It should be remembered that all the students In the sample had 
completed one or more courses successfully and. those who may 
haýe been hostile or negative were unlikely to continue through to 
this stage. 7be details of what students said they learnt and applied 
to other areas of their life (eg. childcare and health) is considered in 
subsequent chapters. 

Post OU-courses 
In the limited time between the start of their first OU course and 
the date of the interview. 34 students went onto a range of 55 non- 
OU courses. Table 4.5 below summarises the types of courses. 

Type of Course Students Courses 

Nursing, OT etc. 11 
'0' and 'H' grades 9 12 
Other academic, modules etc. 67 
Secretarial, typing, word processing etc. 79 
Computer studies, programming etc. 55 
Cooking, sewing, machine knitting 66 
First aid, welfare rights. childminding. 

Catering, play & youth leading, 12 15 
Community care 

Total 34* 55 

a number of students took more than one course of a particular type and courses of 
more than one type. 
Table 4.5 Type of course taken after OU courses. 

The most popular are academic courses either '0' or "H' grades or 
modules, other courses are concerned with secretarial %York and 
computer use. and practical courses connected with helping or 
caring for others. There are no examples of students going on to 
higher education or the OU undergraduate programme. 

7bose that have completed certificated courses have gained awards. 
Others commented on their progress, for example: 

14 1. Tm doing modules in Cardonald College 
, 
on a Wednesday 

morning and I am going to go full-time when my job 
finishes in August. I am doing to do the full course on 
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Community Service. Well, that's tf rm good enough. Its -- -' 
alright now, its easy enough going to College once a mieek 
but it will probably be a lot harder going 5 days a week. - it 
will be Wce going back to school. ' 

158 7 really enjoy my workJust now, well College, its not really: 
work but I will enjoy it even more when I qua4fy as a 
Nursery Nurse. ' 

But six students did not complete their courses for educational 
-and 

other reasons. 

116 7 started 'O'grade English and Computer Studies but they, ' 
fell through due to the teachers' strike. ' 

144 7 started going back to school to do '0' levels but hospital' 
visits were interrupting classes so I gave it up, I would 
think about doing it again. ' 

A longer interval is needed to assess the students' success on the 

certificated courses they are now taking. 

OU and post-OU courses 
There is no significant, tendency for those who take more than one 
OU course to go on to non-OU courses. However, there are some 
links between the particular OU course(s) taken and subsequent 
non-OU courses. these include people who went onto playleading 
courses after The Preschool Child or Childhood 5-10 and caring 
courses after Caring for Older People: 

132 The playgroup course was about the same age group [as 
the OU course]. ' 

143 W made me want to do more courses for the special needs 
of people. ' 

Of the 34 students who went onto other non-OU courses, 23 

spec[ftcaUy said that the. OU course had heýped them and around 
half of these went on to either academic or professional courses and 
most of them said they were helped by the OU courses. lypical 
comments are: 

104 'Yes, - it gave nw confidence to go ahead when I was 

' 
approached about the youth leadership course. ' 

111 'It helped nw With English rO' grade] ... It made me think 
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I was not so stupid. " 
116 Yes, it gave me corlftdence and "appetite' to learn nwre. ' 
119 'Starting the OU course nutde nw push nujself into going 

back to school, I go to school in the day time with the 
pupils., 

145 'Yes, I wouldn't have had the corlftdence to to do the 
English course othenvise. ' 

The main benefit that the OU courses provide for those who go on 
to take other non-OU courses seems to be the increase in 
confidence. A further five students said they had been encouraged to 
think about taking up courses in the future and gained knowledge 
about opportunities: 

, 113 7ts made me think of going back to school. ' 
156 'It made me feel I was not disorientated about education. It 

made mefeel more alert, it opened my ideas aboutfurther 
education, that my life could still go on leaming more and 
more and not stopping because I was a wife and mother. ' 

160 'Its made me aware to the courses that are open to yot. L' 

There were eleven who went onto further education but did not feel 
the OU courses had helped them. Their courses were mainly 
practical or vocational, eg. cookery. sewing. welfare rights. first aid, 
typing and computer studies. 

Sýchooling, post-school,, OU and post-OU courses 
7be analysis has shown that there Is only one significant 
relationship amongst all the possible pairs of components of 
educational careers, and this was between those who took post- 
school courses and those who took more than one OU course. 7his 
means that going onto non-OU courses after taking OU courses is 
not dependent- on previous qualifications, or previous, participation 
in post-school education and training. 

However, suggestive linkages between qualifications and courses - 
taken after OU courses can be observed. For example, none of those 
who had Highers or professional qualiftcations before taking their 
OU courses took* academic courses afterwards. This may be another 
negative link. the reasons why they do not go on to higher education 
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are not given. 

Also, as might be expected, none of the 31 without school 

qualifications did Highers after the OU courses, but 5 did go onto 10, 

grades. The three students who went on to Highers after their Ou 

courses had '0' grades or 3rd Year Leaving Certificates before. 7his 

illustrates a linkage due educational grading by level. None of the 

unqualified five who went onto '0' grades had taken any post-school 

courses before the OU courses. 

Of those who went onto non-OU courses, over three quarters, 
(18/22) of those who had not taken a post-school course were 
helped compared to less than half (5/12) of those who had 

continued their education before the OU courses. This is statistically 

significant and suggests that the OU courses were niore helýl in 

going ontofurther courses for those who had not previously 

continued their education. 

continuing case studies 

This analysi 
's 

of the patterns, components and linkages which make 
up educational careers provides a framework for looking at 
individual students. Four case studies are presented which, in effect, 
put one area of students lives back together again and provide 
complete educational careers up to the date of the interview. Ibe'se 

students will be followed through to chapter nine 

Student number 136 
The educational career (type 2) of the first student is represented 
below: 

Chart 4.5 Educational career of student number 136. 

Education ... I. I.. 

Ap Or ,2,14 S' v I'D 1 12' 114' 116' 18'20'2'2'2'4'2'6 

She summarises her educational career as follows: 
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136 7 liked my secondary but not my primary. I liked English 
and History. I left at 16 with no qualifications ... I trained 
for typing at night school although I did some typing at 
school ... I went to College through Manpower Services for 
shorthand and typing and English - Jan 1983 for 6 mths. I 
got Certfficates for these ... rve done the pre-5 and the 5- 
10 ... I have thought of pushing ahead with some further 
education and going back to school. ' 

She left school in 1976 and soon after took a typing course and later 
further courses through the MSC. two years after these ended she 
began her first OU course which was followed by another, and she 
may continue her education by going back to school. 7be later parts 
of this student's career reflects new opportunities - particularly 
from the MSC, and the chance of returning to school and the OU 
courses themselves. However. she was quoted earlier at length (p. 
157) concerning features of the system that have left a significant 
Impression on her, in brief she says: 

13 61 felt such a failure. It seemed so urtfair. Vie [OlJq courses 
really did boost my self esteem very much. ' 

She'illustrates the legacy of failure that examination opportunities 
can have. In spite of this disappointment she has continued her 

education, first with typing at night school, which she built on when 
she took a further typing course with English. The OU courses are 
not linked to these but may provide a stepping stone back to '0' 
levels. 

Student number 144 
Mie next student left school in 1964 and her educational career 
(type 3) js shown below: 

Chart 4.6 Educational career of student number 144. 

Education 41 J. 

Aq*O 24 .... I. '10*12'14'16'1'8'2'0'2'2'2'4'216'218'3b'312'i4'36'38 

She describes her career as follows: 
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144 'Not too bad. I quite enjoyed school - not many successes. I 
think I would have stayed on but didn't get enough push 
from my family, I wish I had now. I got'a Leaving 
Certfftcatefor doingfull 3 yrs at school ... I enjoyed doing 
the [0119 courses at the time ... Ifelt proud of myself, it was 
an achievement getting through them, opening to other 
subjects ... I started going back to school to do '0' levels, 
but hospital visits were interrupting classes so I gave it up, 
I would think about doing it again. ' 

This student was at school before the leaving age was raised and left 
at 15 with a 3rd Year Leaving Certificate. She did not take any ,- further courses until starting the OU although she had three years 
on-the-job training as a bookbinder after leaving school. Taking 
three OU courses helped her to take up '0' levels but had to 
discontinue these for non-educational reasons. She has since 
returned to another OU course. 

Student number 145 
The third student's edu'cational lifeline is shown below: 

Chart 4.7 Educational career of student number 145. 

Eduoation_ 

Age 21 ' 14 81 ' 110' 112' 14 ' 116' 1'8'210'12'214 

She left school in 1979 and her comments on her educational 
career (type 3) are given below: 

145 7 loved school, I was always clever at school. In primary 
you always got prizes at exam time. I left school when I got the chance of ajob, so I had to leave immediately. I was 
going to sit 7 '0' levels ... From Nov 86-Oct 87 1 was a, 
Trainee Media Assistant, the [Media and Research and 
English] course was onlyfor I yr ... It 17he OU course] 
heýped me start to get my confidence back. I wouldn't ý have 
had the confidence to do the English course otherwise. ' 

She left school at 16 before taking her '0' levels and did not return 
to education until her OU course, this was followed by training job 
supported by MSC which included taking English and Media and 
Research courses. The OU_ course gave her confidence particularly 
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to tackle the English course. 

StLideiit number 157 
7be final student left school in 1962: 

Chart 4.8 Educational career of student number 157. 

Education 

Age 02468 1-0 1-2 1-4 1-6 1 -6 lo 12 14 26 18 X0 12 14 X6 X8 40 

She says the following about her educational career (type 2): 

157 7 loved it [school] -I would have liked to stay on, but 
opportunities weren't there. I left at 15 and a half becczu e 
I had to, I got a Leaving Certijftcate, I stayed on an extra 6 
mths to get it ... I did a typing and shorthand course at 
night school after I left school ... I wish the OU would 
extend its range of things, its a bit limited - I've done 3 
courses and I don't know tf there's anything else I'd Like to 
do. I think its something needed in the community, I've 
enjoyed it. ' 

She left school with a 3rd Year Leaving Certificate because at that 
time the opportunities were not there. She took -a typing and 
shorthand course soon after leaving and no further courses until the 
OU. She has taken three OU courses and is looking for something 
else to do. 

conclusions 

The case studies illustrate career types 2 and 3- where courses are 
taken after leaving school but none after the OU; and where courses 
are taken both before and after the OU courses. Although students 
share the same career types their experience differs and occurs 
over differing time periods. The examples include students aged 
from 24-41 -years at the date of their interviews. The two youngest 
left 

, 
school at 16 but without qualifications, although one was going 

to sit 7 '0'. levels'; both the older students have 3rd Year Leaving 
Certificates. Typing at night school has remained an option and was 
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taken up after leaving school by an older student and 13 years later 
by a younger student. However, both younger students were able to. 
take up opportunities supported by the MSC, one before her OU 
course and the other after. Also after OU courses another student 
returned to school. The Influence of the OU courses was to boost the 
first student's educational confidence, and help two students take. ' 
up other courses, while the other is looking for further courses. 7he' 
case studies show the place and influence of OU courses in these 
students' educational careers. 

Returning to the whole sample and the questions raised at the 
beginning of the chapter - the educational background of this 
sample ranges from about half who have no qualifications at all, 
through to some with one or more '0' grades and a few with 'N 
grades. A number of the older students have 3rd Year Leaving 
Certificates. After leaving school two thirds had taken no further 

courses before their first OU course, a third took other courses 
ranging from nursing training to a short first aid course, nearly all of 
those gaining qualifications already had qualifications from school so 
that the proportion without qualifications remained around half. 

When did the OU courses occur in their educational careers? For 
over a quarter of the students the OU has been their only 
experience of education following school so far; less than a fifth'had' 
returned to education before the OU courses but have not yet 
returned after; the biggest group of over a third did not return until 
the OU courses and then continued with other courses; and another 
fifth took courses after leaving school and after the OU courses. The 
kinds of courses that students go onto after the OU courses may be 
linked to their previous qualifications. 

Who is influenced educationally? Around a half the students said the 
OU courses helped them to go onto other courses or to think about 
this. 7be OU courses are more helpful to those who had not, z 
previously returned to education and those who go onto academic 
and professional courses-The OU courses help students to gain - .: 
confidence in their ability to study and enable them to ftnd out about 
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other -educational opportunities. 

Who else is influenced? Students' participation in the courses and 
their example of studying at home influences their children's views 
of the importance of education. Students' involvement in their 
children's schools is examined In chapter seven under community 
activities where it is also pointed out that students talk to and 
encourage their friends to take courses (helping to change the local 
culture to being more positive towards education). Their interest in 
taking courses helps create viable numbers for classes which 
provide local opportunities for others. 

The OU courses seem to have an important influence in encouraging 
students to take up the increasing range of educational 
opportunities available. Not only does the success with their first OU 
course encourage students to take another but to go onto non-OU 
courses as well. Fifty five non-OU courses were taken in three years 
since 1985 when they took an OU course, compared to far fewer 
over a much longer period before this date, this is not just related to 
the personal careers of the students but is also due to the growth of 
opportunities. We have seen that these include MSC schemes, 
courses in schools, modular courses, community education and so 
on. The changes in the school system mean that students may start 
OU courses from a different base regarding the amount of schooling 
and qualffications. There are positive signs of a virtuous circle where 
increased awareness of the OU and other courses reduces barriers 
which in turn increases participation and so on. While students are 
helped to go onto other courses, and this in itself, is one aim of the 
Region's Education Department, the question remains - education 
for what? This is looked at in subsequent chapters where the links 
between education and other areas of life are examined. 

The extent that components in students' educational careers are 
linked and can be can be accounted for in terms of the careers or 
the educational system can be summarised as follows. All sixty of the 
students went to school, 29 left with some qualifications and 12 
used these for entry to further courses: of the total of 22 who 
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continued their education nearly all these took more than one, OU, 

course; out of the sixty, 34 went on to other courses and 23 were 
helped to do this by their OU courses. This shows that there are 
some linkages and closer examination revealed others, but for mapy.. 
students their reasons and the time they start courses and the ways 
they benefit lie outside their educational lives and the educational 
system. 

Ihis chapter shows how far we can get in describing and explaining 
educational careers by focussing on the careers and the educational, 
system. However, it is obvious that the particular components taken 

up, their timing and the gaps between them are influenced by 

events occurring elsewhere in students' lives. Ilie concepts of, 
career pattem components, and linkages give us the basis for 

analysing other careers and looking at their interactions. The 
following chapters examine careers in other areas of their lives and. 
explore how these interact with their educational careers. 

t---. 
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Chapter 5- Fandly Life and Education 

.I Introduction 

Mis chapter begins by reviewing the main changes in family life 
during the period of students' lives and involves an examination of 
aggregate trends in the birth, marriage and divorce rates. The 
chapter then focuses on students' family life and the family they 
were born into and grew up in as well as the family they started on 
marriage and formed by having children of their own. Considerable 
attention could be given to this area of life in Its own right. but the 
more limited purpose here is to analyse the patterns of family life 
within the sociohistorical context in order to explore how this area 
interacts with their educational careers and in particular 
participation in the OU courses. A similar set of questions is applied 
to each area of students' lives. in this case they can be summarised 
as: 'what is the family background of the students; when'in their 
family 

, 
and childcare lives do they take the OU courses; which 

students are influenced in these areas of their lives and who else 
benefits? 

The nature of family life is particularly influenced by who makes up 
the family unit, initially the student's parents and later their spouse; 
and by changes in the composition of the family due to separation or 
death. Also important are the student's brothers and sisters and 
later their own children. 7be main activity connected with family 
life is housework and childcare which begins in the studenes family 
of origin and is usually a major part of their adult lives. ' 

7be chapter considers the patterns of family life so that descriptive 
categories can be identified. -7be relationship between the" 
composition of students' childhood families and family work is 
examined as this may have implications f6r their progress in school. 
7be transition from childhood family to adult family and the 
interaction between the'changes in family life and, involvement in 
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education Is explored. Students' adult families, their formation and 
continuity are examined and related to the place. of OU courses and 
to the help the courses provide in family life. Where students are in 
their childcare careers and their reaction to the courses is 
examined to see whether there is a systematic relationship between 
these. For students who have experienced marital breakdown, the 
timing of this in relation to the courses is considered to see 
whether their views about the courses are connected to this 
experience. 

First, the aggregate trends describing the wider social context in 
which students have lived their family lives are reviewed so that 
individual patterns of family life can be located historically. 

FamW and marriage trends- 

The older students where born during the post-war baby boom in 
the late 1940's. By the early 1950's the birth rate declined until the 
baby boom of the late '50's to early '60's (the 'baby bulge'). Ihis 
ended with a downturn which continued up to 1977 when the'biýth 
rate then made a slight recovery. Kendrick (1983) describes this 
reduction as follows: 

'Quantitatively, the single most massive social change in ý' -, -I. ' 
Scotland. as 

, 
in the rest of the industrialised world. in the last 

twenty years has been the fall in the birth rate - from a value of 20 births per 1,000 population in 1964 to a historic low of 12 
per 1,000 in 1977. ' 
(Kendrick. 1983: 54) 

Therefore, many of the students were having children of their, own 
at a time when there was an unprecedented fall in the birth rate. 
Ibis was mainly. due to catholic and working class birth rates 
coming down so that religious and class differences largely 
disappeared. Also the differences in the proportions of married, 
mothers who have their 

' 
firs 

't 
birth before 20 years of age has, 

changed over time. For example, in 1955 15% of working class 
mothers in Scotland were having first births under 20 years of age, 
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whereas in the mid '70's this Increased to 45% in spite, of the falling 
birth rate. The figures have fallen back since and in 1981.36% of 
first births were to young mothers (Kendrick, 1983: 61). There has 
been a large increase in the proportion of births outside marriage 
from around 5% in the '50's, 10% in the '70's to 23% In 1987. 
However. about half of the babies are born to cohabiting couples 
(RoH, 1989: 23). 

The proportion of women marrying increased from 1951 when only 
43% of women in Scotland of marriageable age were married. 
reached a peak in 1971 with 70%. and since then there has been a 
decline so that by 1981 the figure was 60%. Mlis decline is due to 
the_, increase in single parents and cohabiting (Kendrick. 1983: 57). 
7be numbers of teenage marriages in Britain halved during the 
1970's - in 1972 one in three women getting married for the first 
time were teenagers, ten years later this was one in five (Clarke, 
1987: 112). The average age of marriage for women in Scotland was 
around 24 in the '50's and declined to approximately 22 years in the 
1970's. Since 1980 it has increased again so that by -1986 the 
average age of first marriages for women was nearly 24. 

7bere has been a dramatic rise in the divorce rate, in the decade 
from 1951-60 an average of only 2.3% of the married population 
divorced each year. this increased to an annual figure of 3.2% in the 
next decade. Following changes in the lamr relating to divorce in 
197 1, the rate went up, to 9.8% in the 70's. 7be figures from 1981 
are around 12% and have remained around this level in the mid 
'80's (Nissel, 1987: 218). 

7bere Is a clear relationship between divorce rates and social class, 
with rates around four times greater for unskilled manual workers 
than for the professional class. Mie rate is, even higher for 
unemployed men of all classes. As unskilled workers experience 
more I unemployment these affects are linked (Clarke. 1987: 113). 
While the remarriage rate was high in 1971. with 227 per. 1000, 
divorced pe ople remarrying, it has been falling to only, 90 per 1000 
in 1987, (RoU,, 1989: 22). 7bere has been a huge increase in single 
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parent families so that in Glasgow in 1986 an average of 300/0 of all 
families with children were headed by lone parents (SRC, 1989b: 
66). 

In summary. there has been a'major decline in the birth rate leading 

to smaller families-, women have been beginning their families at a 
younger age; the popularity of marriage has been declining while 
divorce, single parents and cohabitation has increased. Roll says 
'there has been an enormous Increase in the proportion of women 
living, giving birth, and raising children outside marriage (Roll, 

1989: 23). While the trends are based on cross sectional data taken 

at different times, individuals may move from being single to getting 

married, then divorcing to become single parents and to remarrying 

or cohabiting. It is to these patterns that we now tum. 

Pattems of fianfly We 

Students' family lives can be represented by lifelines to show 

particular features of their families and to changes in these. The 
family lifeline of student number 107 is given below as an example: 

Chart 5.1 Farnily lifelines for student number 107. 

abcfd 107 ....................... 

YEAR ý0'412'414'4ý16'4'8'510'5', 12'514'56'5'8'6'0*612'e4'66'618'710'i2'7'14'i6'iB'SIO'SI2'8! 4T"ST6-7, -Sle 

To show each student's childhood and adult families on the same 
lifeline and to keep the representation as simple as possible. four 

thicknesses of line are used. A dotted line (d) shows when the 

student was single, either before getting married or following a 
separation, or if in childhood both parents died before the student 
left home. A thin continuous line (b) shows that the student was 
living with one parent; a thicker continuous line (a) shows that both 

parents were present or that a single parent had remarried and the 

student had a step-parent (c). The fattest line (e) begins when the' 

student gets married and continues until this marriage ends and 
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restarts on remarriage. Also added to the family lifeline is a short 
vertical line (0 to show when the student left home, either to get 
married or to live as a single person 

In the above example the student vras born in 1950 and lived with 
both parents for 10 years. Her parents then separated and she 
continued to live with her mother. Her mother remarried in 1963 
and then the student lived with her mother and step-father until 
she left home in 1969 to live on her ovm. She got married in 1980 
and was stiH married at the date of the interview. 

While students may have similar patterns. they may have been born 
and got married at different historical times. The examples below 
show two students both of whom lived with their parents until they 
got married and have remained married up to the date of the 
Interview. However. one student was born in 1946 and the other in 
196 1. they married at similar ages but at different times. The 
prospects for beginning adult family life in the early '60's were quite 
flifferent compared to the early '80's, also getting married at a 
particular time would be a different prospect depending on whether 
you are 17 or 27. 

Chart 5.2 Students'family lifelines in different historical times. 

110 
105 

YEAR 40*4'2'414'416'418'510 52 54 56 58 60 62 64 '6'8'710'ý2'i4*7'6'7'8'6'8'2'8'4'8'6 88 

Bearing in mind the different historical and individual times. the 
patterns of family lifelines can be used to group students into 
descriptive categories based on whether the student: 1) as a child 
experienced any separation from a parent and 2) as a adult 
experienced marital separation. Also there is a group of students 
who have not married. For simplicity sep&ation from parents for 
whatever reason 

' 
is referred to as unstable parenting or unstable 

childhood families, in contrast to those without parental separation 
whose experience is termed stable. 'The experience of marital 
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separation for whatever reason is referred to as unstable marriages 
or unstable adult families, compared to continuing first marriages, - 

which are referred to as stable marriages. Students who have never' 
married are referred to as unmarried. The following six categories 
can be defined in these terms and are illustrated by the family -ý 
lifelines of two students in each category: 

Chart 5.3 Patterns of farrily Ife. 

1) STABLE/STABLE 
135 
153 ............ 

2) UNSTABLE/STABLE 
133 
124 

3) STABLEMNSTABLE 
121 ........... 
118 Aman 

4) UNSTABLE /UNST ABLE 
101 
116 -aft 
5) STABLE /UNMARRIED 
104 ....................... I 
123 ............... 

... 

6) UNSTABLE /UNM ARR IED 
143 .......................................... 
141 i ....................... 

IIIiIIIaIIIIIg 
-I-r-" 

YEAR 4'0'42'44'46'48'50'512'514'56'518'60'6'2'6'4'6'6'6'8'70 72 74 76 ýS'dO'd2'814 86 Se 

The numbers of students whose pattern of family life falls into each 
category are given in table 5.1 below. 

Adulthood 
Stable Unstable Never 

Childhood married, separated married Total 

Stable 25 7, 4 36 

Unstable 18 3 3 24 

Total 43 '10 7 60 

Table 5.1 Numbers With stable and unstable childhood and adult family Ives. 
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TIiis shows that 36 students had stable childhood and 25 of these 
also had stable adult families; 24 students did not have one or both 
parents before they left home; 18 of these lost parents before they 
left school; a further three had parents separate when they were 
between 16 and 18 years old and three more had parents die in 
their twenties, before they left home. 

Mere were ten students who have experienced marital instability. 
Of the seven who came from stable backgrounds four are now single, 
two have remarried, one of these separated for a second time and 
one got back with her husband again. Of the three from unstable 
bacýgrounds two are now single and one remarried. 

There is no statistical relationship between whether students 
experienced family instability as children and their experience of 
unstable adult relationships (up to the date of the interview). 

The three main stages of family life deftned by-these lifelines involve. 
childhood and adult families and the transition from one to the 
other. The transition period may be instantaneous or extended. 
These , stages are discussed and the interaction between them and 
students' educational careers considered. When g the ftrst 
two stages, ie. childhood and transition. students can be 
differentiated in terms of whether they experienced stability or 
instability In their parenting and the duration of the transition; in 
ilie, third stage differentiation can be based on the stability of their, 
adult family and the stage of their childcare careers. 

Students' childhood families 

Students' family lives began on their date'of birth which fixes'the 
cohort and the historical period'through which they live. Family 
circumstances and the place and time of their birth have a major 
influence on their life chances. Students in this sample were 66M 
over a 30 year period between 1938 and 1968. Ibe- majority (54) 
were born in Glasgow, 4 elsewhere in Scotland, one in England and 
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one in Ireland. 

All the students except two were born into two parent families Of 
whom one mother remained single and the other died two years 
later. One studenVs father left when his daughter was one year old. 'A' 
further eight had parents who separated when they were young and 
three of these had mothers who subsequently remarried and thus 
had a step-father and in some cases step-brothers and sisters: three, 
more students had parents who separated when they were between 
16-18 years old. Four students had mothers who died before they 
left school and three fathers died. For one student this includes -, 
both parents who died within 8 months of each other and another 
whose mother died when she was 15 and her father two years later. 

Their fathers' main occupations were predominantly manual 
working class - including unskilled (25) and semi-skilled (22) but 

also a few who were skilled (7) and professional or managerial (4). 
The largest categories of employment were general services (12) 

which included postal, traffic warden. retail, security and window 
cleaning; then labouring (10) and metal work (9); followed by then 
bus , and -general driving (5); factory work (5): building work (5); . 
farming (2): a printer, miner, sailor. crane operator, linesman. and'a 
chain inspector. Included in these groups are those who were 
skilled, - most of whom had trades'in metal work. In the professional 
and managerial group there was a pharmacist and three managers. 
Categorising these occupations in a different way, there were 16 In 
manufacturing: 13 in construction: 25 in services: and 2 in farming; 
1 In mining and 1 in the armed services. 

Thirty five students had mothers who worked. most mothers did 
not return to work until their children were older. There is no., _, difference in the proportions of students with mothers who worked, 
in the groups with stable and unstable parenting. Thirty one of 
mothers'Jobs were unskilled and included cleaners (8), shop 
assistants (7), factory work (7). cooks (5). home-helps (3) and a 
hospital awdliary; two were semi-skilled as a secretary and 
manageress and only two had skilled jobs as a nurse and a laboratory 



Thests Ave 179 Chapter 5 

technician; their work was mostly part-time. 

Nineteen of the students were ftrst born and 4 of these remained 
the only, child. 29 were the ftrst girl born in families which went on 
to have further children. Ten students were the youngest and the 
last to be born in their families and ten students later had step or 
adopted brothers or sisters in their family, and two were themselves 
adopted when their mothers died or left. The average number of 
children in the fan3ny (including the student) was 4.15 which 
ranged from one to eleven. Nearly two thirds had four or more 
children in their families and a third had five or more. 7bere is a 
significant difference between the average number of children in 
families with both parents (3.6) and those with separations (5.0) 

which includes some with remarriage and step-children. 

Students" experience of childhood 
Students recollections of their childhood experience are explored 
with reference to two main variables which might have influenced 
progress at school: the families financial situation and the amount of 
housework/childcare. a student did as a child. 7be relationship 
between these variables and with parental stability is considered. 

Students were asked to rate their families financial situation in their 
childhood on a three point scale: 'struggling - 'adequate' - 'wen-off. 
Sixteen students described their families as,, 'struggling!. - all the 
remainder as 'adequate' except for two who described their 
situation as 'well-off . 42% of students who had parental instability 
described their families ftnancial situation as struggling compared to 
17% of those with both parents. While this is not quite statistically 
Winificant, 'the difference in percentages is in the direction that 
would be expected given, that single parents and large reconstituted 
families are more likely to be struggling financially, (Townsend, 
1979: 288). 

Students were asked generally about the amount of childcare and 
housework they did asa child and whether, they did -'a lot', 'some' or 
'none'. - Eighteen said they did a lot of childcare or housework, ten 
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said they did a lot of childcare and 15 a lot of housework. and eight 
of these did a lot of both. There is no relationship between parental 
stability and the amount of childcare or housework recalled by the -: 
student. However. there are close relationships between the amount 
of childcare and housework done and the families ftnancial situation. ý 
In general, those who said their families were struggling said they'ý 
did more of both types of family work. The students do not give 
details of their families financial situation and the connection with 
housework and childcare it may reflect more on how they felt about 
the amount of work they had to do as children than be an accurate 
assessment of their families finances. 

7he students give various reasons for doing family work. The main 

reason was that their mother worked, 9 gave this as the reason for 

doing childcare and 13 for housework. Other reasons include 

mothers' illness, being the oldest girl, parents separating or 

remarrying. For childcare having a considerably younger brother 'or 

sister sometimes due to remarriage, was mentioned by 6, and 4 

others regularly looked after other people's children. Also It is 

significant that all those in the sample who did a lot of childcare as a 
child were the eldest girl (but not all eldest girls did a lot). The 

reasons for not doing childcare were being the youngest or only 
child, ages being close and an older sister doing it. A reason given 
for doing housework by 8 students concerned everyone doing their 
fair share, also mentioned was their mother leaving or dying. The ý -' 
reasons given for not doing housework was that their mother or an' 
older sister did it. 

The students' comments shows that from around the age of 11 some, 
of them were called upon to make a significant contribution to 
family work often -in response to changes in family circumstances. 
Eleven students mentioned there was a specific time when they 
started childcare and 13 for housework. Because some started both 
there is a total of 15 who started childcare and/or housework. Eight 
had reasons connected with separation, deaths of parents or 
remarriage, the rest were due to their mother starting work, being 
fil, and beginning to look after a sister's child. 
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Intemction between family l(fe and schooling 
In their review of education and social class Mortimore and 
Blackstone (1982: ch. 1) review the frequently found association 
between poor attainment in school and manual working class 
occupations of fathers. Raffe (1983) puts the point vividly when he 
sa5s: ., 

'If you want to do well at school you should choose your 
parents carefully. In virtually every advanced society there Is a 
strong correlation between educational attaimment, and the 
occupational class of a child's parents: Scotland Is no 
exception. ' 
(Raffe. IM& 193) 

7be students' fathers in this sample were predominantly in manual 
occupations and from the general relationship summarised above. it 
would be expected that many would have lower educational 
attainment and would leave school earlier than those from middle 
class backgrounds. 

According to Gray et al. (1983). the explanations of class differences 
In attainment point to a variety of factors in addition to ability. such 
as 'cultural capital' or the- material circumstances of the home. 7bey 
use the term 'non-school' factors 'to describe all the influences on 
attainznent, including ability, which are located outside the 
educational system in the family and elsewhere. Non-school factors 

are distributed unequally between classes' (p. 214). 

Mortimore and Blackstone (1.982) elaborate on what they call 
'home-based'. factors which may be related to low attainment. These 
include: one-parent families and remarriage; family. size: health; 
povirty; low income; conditions 

-of 
work-, unemployment and 

parental attitudes. These authors point out that'research on the 
influence' of one'-parent fýmilies Is'inconclusive and low attainment 
may be because 6f other factors often associated with single 
parentho6d. 'such'as low income. 7bey'conclude: 

Mrom the evidence available it would appear that it is not 
usually the family disruption by itself which is important. but 
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the longer-term social and economic adversities which are 
often associated with the disruption. which have implication 
for educational disadvantage' 
(Mortlinore and Blackstone. 1982: 36) 

For the sample, there is no relationship between parental instability 
and staying on at school, gaining qualifications or going on to any 
further education. That is, those students who experienced their 
parents separating or remarrying were no more or less likely to stay 
on, get qualifications or go to further education as those with 
parental stability. 

Townsend (1979: 288) showed that the likelihood of a family being 
in poverty increased with family size. A number of studies have also 
shown that children from large families tend to have lower 
intelligence scores and lower attainment (Douglas, 1964: 131). 
Large families tend to have poor housing conditions and spend less 
per head on food. In the sample a large proportion of students came 
from large families and this may have contributed to the low level of 
success at school. But the average number of children in families 
where students gained qualifications was not significantly different 
from those who did not. It is possible that the relatively 
homogeneous working class -background of the students in the 
sample reduces the variance and the likelihood that differences 
between these variables will be significant. 

Low income and large families may mean that parents have to spend 
more time in paid work and household tasks which leaves less time 
to invest in their children (Leibowitz, 1974). Unemployment and 
material disadvantage may mean less to spend on outings, toys and 
books; increased stress and less encouragement for the children; 
pressure to leave school and start earning; more paid or unpaid 
work for the children while at school leaving less time and energy 
for their studies. Parental attitudes are also important for 
achievement in school and under difficult conditions parents may 
not have the time or resources to develop or maintain Positive 
attitudes. 
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Mortimore and Blackstone state in their review 'it is unlikely that 

causal links between disadvantage and low attainment win be 

identified' (P. 24). In general the links are multiple and complex, 
but students' comments do suggest, in individual cases, particular 
linkages between their families ftnancial situation, separations and 

remarriages. IR health, family work - and their schooling and 
decision to leave early: 

120 7 went to ordinary primary school, I didn't mind primary, 
but I didn't like secondary. I left at the eafflest leaving 
date, no quaUJIcations. I missed a lot of secondary 
education due to my iU grandmotfwrý I stayed at home to 
look qfter her ... I stayed with my grandparents. it was a 
hand-to-mouth existence. I had two brothers and one 
sister. My parents split up when I was a child, I don't 
know my mother since them my father came and stayed at 
my grandparents [presumably his parents] ... I did it 
[housework] all as my grandmother was blind and diabetic, 
as the oldest girl it was up to me, I looked after my 
younger brother and sister and grandmother and 
grandfatherfrorn II years. I cooked, washed, took washing 
to the stearnie [wash-house]. My grandmother died when I 
was still a teenager. ' 

124 7 hated school, I left school at 15 or 16 and I had to leave 
because my dad was unenWloyed and I had to work. No 
qualtflcations, no successes ... My mum was a cleaner, my 
dad never worked at all because he had bad health ... I 
cared for my brother and sisters, and did housework all 
the time. I cared for them most of the time. Housework -I 
did everything. ' 

133 '1 got the School Leaving Cert(flcate. I liked Arithmetic, I 
didn't like sports and crafts but I did like all the academic 
subjects. I liked school, I would have liked to have done 
more ... I was the youngest offour. My mum died when I 
was 11 - My father was old fashioned, he thought girls 
didn't need an education, they were only going to be 
housewives. I resented this for quite a while ... I was the 
youngest, my older sister took over my mother's role and I 
never had to do housework. ' 

126 '1 Loft when I was 16. There was no encouragement to stay 
at school because my parents were splitting up at the time. 
I got 4 '0' levels and 2 RSA's. ' 

7bese examples show how the factors may interact: how separation, 
remarriage and illness can create demands, particularly on the 
oldest girl to do housework and childcare and this may interfere 
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with progress at school: also the families ftnancial, situation may 
need an extra wage earner as soon as possible and prevent qualified 
students going onto further or higher education. These factors 

together with some school related factors may contribute to 

students' difficulties with schooling and reluctance to continue or 
return to education. 

Transition from cbildbood to adult families 

The time when young women switch from being primarily a 
member of their childhood family to beginning their adult family is 
influenced by factors which include work. education or training, 

marriage, pregnancy and housing. Some events associated with 
these factors can be Identified as the precipitating event. But 

individuals are exposed t6different events and various factors may 
have more or less influence on the decision to leave home. In 

addition there a various 'push' factors, such as restrictions, 

overcrowding. personal relationships, and so on, as well as changes 
in their parents' lives, eg. deaths, separations, emigration, moving 
away which lead to students leaving the parental home. 

For 44 students the change from their childhood family to 
beginning their adult family occurred at marriage or, in the case of 
three of these, cohabitation. This change was not necessarily , 
accompanied by setting up their own home and twenty students and 
their partners initially shared either his or her parents' homes. 
Three students left home to take up residential nursing training and 
four others went "away to work,., The remaining eight stopped living 

with their parents because their parents died or emigrated or the 
students went to live with a, relative, later five of these also got 
married. Five of the seven who left home for work or training later 

got married. 

Their husbands'Jobs at the time of marriage were almost all' 
working class occupations. including unskilled or semi-skflled'(38), - 
skilled (11); clerical/technical (3); and one was unemployed. 
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Unskilled and semi-skilled occupations included - butchers 

assistant. labourer. barman, driver, painter; skilled included - 
joiner, panel beater. engineer, fitter. electrician. The three in 

clerical/technician grades were a clerical officer. stores clerk and a 
technician. 

All except one met their husbands in Glasgow, the exception was a 
holiday romance. 7be most popular place to meet future husbands 
w- as at a dance U 1). followed by pubs and social clubs (10). A total of 
nine were either neighbours or school friends and had known each 
other since childhood. One husband had recently come over from 
Ireland, one was originally from South America and one was of Asian 
background and involved in an arranged marriage. 

Fifty three students married or set up home with their partner and 
all but one of these have had one or more children (included are one 
couple who adopted 6 years after marriage). The students can be 
grouped on the basis of how much time there was between marriage 
and the birth of their first child: 1) more than two years; 2) up to 
two years; and 3) pregnant before marriage. Of'the 52 students who 
had their own children, there were 12 who had two or more years 
between marriage and motherhood. most of these had around three 
years and only three (including the adoptive parents) had more than 
5 years. 7here were 23 who had less than two years between 
marriage and the birth of their first child, and 17 who, were 

- pregnant before marriage. 

Those who have two or- more years between marriage and the birth 
of their first baby aremore likely to begin marriage in a home they 
have bought (420/6); the students who have their first pregnancy 
soon after marriage are more likely to start their marriage in a home 
rented from the council (430/6): and those who are pregnant before 
marriage are more likely to start their marriage, in their parents or 
in-laws home (590/6). Three emigrated around the time of marriage 
and all returned around two years later; on returning one bought a 
house, the rest rented. Of the seven students who did not marry, 
four became single parents and after having a baby, two had their 
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own flats, one lived with her sister and the other stayed on at home. ý 
The one student who is married and has no children yet, has bought 

a home of their own. 

The differences between the three groups based on the time 
between marriage and motherhood is reinforced by students 
responses to a question about whether they planned to start a family 
when they first became pregnant. The percentages and numbers in 
each group who did plan are: 75% (9 students): 52% (12): 18% (3). 
That is, 75% of the group with the longest time between getting '- 

married and their first baby said they planned their pregnancy., and 
this is significantly different from only 18% who planned in the 
group who got pregnant before marriage. In other words, the longer 
the time between marriage and the birth of the fist baby the more 
likely it is that the birth was planned. The reasons the 20 in these 
groups gave as to why they planned to start their family were mainly 
'because the time was right' (14): 'liked family life/childreiv (3); 'we-, ' 
had been trying for a good while' (1); and two who gave no reason. 

Interaction between family transition and education 
Whether students continue in further education may be influenced' 
by factors relating to their childhood family: social class, unstable 
parenting. family financial circumstances, and family work. Also 
factors related to their starting an adult family such as pregnancy 
and marriage may have affected their education. 

Gray et, al. (1983) in their study of a 1975-6 Scottish cohort of 
school leavers point out that there was a lower level of class 
inequality in ftn-ther compared to higher education because: 

further education tended to be oriented towards the more 
technical and skilled manual jobs. the relatively high level or 
working-class participation could have resulted from a 
relatively propensity of working-class youths to enter such 
jobs. ' 
(Gray et al. 1983: 221) 

Most of the post-school courses taken up by 18 of the students in 
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the sample fit this description (see chapter four) and participation :z in these courses is mainly connected with work rather than home- 
based factors. After leaving school fourteen of the students began 
P art-time or full-time vocational courses and continued to live at 
home: one took 'H' grades. However, three students left home and 
began nursing. It is possible that an unstable parental background, 
ilielamilles financial situation or the amount of childcare could have 
been factors in these students taking up residential training and 
leaving home. Both parents of one student had died when she was 
13 and she was living with an aunt before starting nursing; the 
mother of another remarried when the student was 13 years old and 
she had to do 'a lot' of childcare for her mother's new baby: the 
other student came over from Ireland from a 'struggling family. 

Factors relating to beginning an adult family include an unexpected 
pregnancy which interrupted the schooling of one student (number 
149) who left at the age of 17 but managed to get 3 Mghers, and 6 
'0' levels and then married soon afterwards. Another (number 134) 
left a three year Occupational 7berapy training course after two 
years because she was pregnant and got married at the age of 20. 
7hree students waited until they had finished their training (in one 
case. number 114, failing her exams) before marriage and later 
pregnancy. 

The direction of Influence of various events involved In the 
transition from childhood to adult families on education and vice 
versa can be inferred by their timing and whether students had 
finished their courses and married before or after becoming 
pregnant. Finishing a course. getting married and having a baby 
more than nine months later suggests waiting to finish before 
marriage and marriage before pregnancy. This contrasts to 
pregnancy before a course ends, followed by marriage. Of the 
seventeen students who became pregnant before marriage, only, 
three had any school qualifications and it is unlikely that two of 
these were planning to go to further education. 7be one with three 
Ifighers, who left at 17 may have planned to go on to fin-ther 
education. 
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Students' adult families 

There are two related aspects concerning the progress of students'- 
adult families - the first involves their childcare careers, that is - 
having and rearing children, and the second concerns their marital,..,, 
lives, the continuity or otherwise of their marriage. We can 
differentiate between various stages in their childcare careers, and 
what has happened in the lives of those who have separated. The 

next section provides an analysis of those who have remained 
married in order to define stages in childcare careers; this is 
followed by an examination of those who have experienced 
separation. The relationships between these aspects of adult family 

life and participation in and reactions to the OU and other courses 

are examined. This chapter gives no further consideration to the 

seven students who have not been married except that one of the 
four who have a child of their own is included in the continuing case 

studies at the end of the chapter. 

Students' chUdcare careers 

At the time of the interview there were 43 students who were still 
in their first marriage, one couple did not have any children and 
another adopted four children at various ages. There are therefore 
41 students in their ftrst marriage who have one or more children 
living with them since birth. The childcare careers of these 

students can be considered as comprising three stages. These are 
defined in order to explore whether the influence of the courses 
and students' reactions depend on where they are in their childcare 
careers. The first stage begins with the birth of the child up to the 
first birthday and usually involves intensive childcare: the next stage 
begins when young children are one year old and can be looked after 
by others and extends up till they reach four years old; and a ftnal 

stage begins at four around the time children can enter nursery or' 
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primary schoollý, 

Where parents have more than one child they will pass through 
these'stages with each of them. However. we can categorise the 

students depending on the age of their youngest child, and they can 
be considered to be at the first stage if at the time of their first OU 

course they have a child under one or have a baby afterwards. 
Students who have a child over one but under four and do not have 

any further children can be categorised as in the second stage: and 
students whose youngest child is over four and who have no more 
children are in the third stage. Examples of students at each stage 
in'their childcare careers are represented by the lifelines in chart 
5.4 below. 

Chart 5.4 Examples of the three stages of childcare careers. 

FIRST STAGE 
.. 148 ................................................. MMM=4 

124 .................................................... 
117 .............................................. Me-do 

SECOND STAGE,, 

105 ...................................... 1110011MOM 
127 ................................................................. 
152 ............................................ 
THIRD STAGE 
108 ........................................... 
110 ..................................... 
146 ............................................... 

YEAR - 40 42 44 46 48 50 52 54 56 58 60 62 64 " 68 70 72 74 76 78 130 82 184 86 88 

7be dotted line begins at students' dates of birth, and ý the three 
stages, 

- 
of childcare are shown by a thick, medium and thin line. The 

beginning of the thick line indicates. the birth of the first child and 
continues for the first year. This is then followed by a medium line 

lChildren can actually start nursery school at age three if there is a place available. Age four Is taken as the dividing point in order to balance the numbers of students in 
each group. 
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that continues, for the next three years until the child is four when 
the line becomes thin. If another child is born a new thick line 

begins and lasts for the first year of this child, followed by three,,. 

years of the medium, then the thin line. The short vertical lines, ',,,,.,, 

show the start dates of OU courses. For example, the childcare line 
for the first student (number 148) shows that her ftrst child was 
born in 1981, her second less than one year later (shown by the 

continuous thick line) and a third a little over a year after this. 
I she, -,,,, 

took three OU courses after her third child was one year old an .d 

before the birth of her fourth. 

The students who are in their first marriage and who have children, 
can be subdivided on the basis of whether they are in stage one, ' two., 

or three of their childcare careers. The table below shows the- 

number at each stage: 

Agre of youngest child at the start '00- of ftrst OU course Number 

1) Less than 1 year and/or baby born after 14 
2) 1-4years 12 
3) Over 4 years 15 

Total, 41 

Table 5.2 The number of students at each stage of childcare careers. 

In the first stage three students had a baby less than one year old at 
the time of the first course and eleven who have had another baby 

after this time. In the second stage are those whose youngest child 
was: betwee n one and four years old when they started the ft. rst OU 

course, in the third stage are students whose youngest was ove Ir- four 

when they started., 

As might be expected there Is a difference In how students in each 
group answered the question of whether they had the number of- 
children they planned. The proportions in each group were: 21%, 
58%, 67% (the difference between those at stages 1 and 3 is 
statistically significant).. Also as, might be expected there are 
significant differences between, the average ages of each stagý.. '__, 
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Those who are in stage three had an average age of 34.5 years at the 
start of their first OU course, those in stage two average 31 years: 
and the average age of those in stage one is 26.5 years. 

The first stage usually involves some full-time care of young 
children, but the mother may return to paid work between births as 
the youngest child gets older and before the arrival of the next. 
Whether a student really is in the second or third stage may not be 

clear cut as further children may arrive and there is the possibility 
of 'surprises' causing an extension or a return to the first stage. In 

stage'two, and three young children are likely to remain their 

mothers' main priority even if she takes up paid work and other 
activities. If the youngest child begins nursery school at three or 
four years of age and begins primary school by five, the time 

released may prompt the mother to take up options as she moves 
out of the early stages. In anticipation of this she may begin to 

consider opportunities and take a course to regain her confidence. 
In Glasgow the courses are not associated with preparing for a first 
baby. the one student who does not have any children took the 

courses as part of her training as a childcare worker-and not in, 
anticipation of starting'a family. 

Both the stage and age difference might be responsible for a number 
of other differences in the family life of these groups. For example, 
the younger students get more help with childcare from their 
husbands, but on average they have more children and more of them 
have husbands with unemployment. They also have less appliances 
and are unlikely to be'buying their own house. Differences extend to 
their recollections of their childhood families' they did more 
housework as children, experienced'more separation, and are more 
likely to describe their families financial situation as 'struggling. 
More of them disliked school, although there is no difference in the 
proportion leaving without qualifications. It looks as if the younger' 
students are likely to be in stage one of their childcare careers and 
more disadvantaged than the older ones. Ihis may be partly due to 
their experience in their early married life of the economic 
recession. 'and the general increase in single parents might'explain 
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why they experienced more separations In their childhood. 7beir 

recollections of the amount of housework and the families ftnancial 

situation may be influenced by their current situation. But the fact . ý, ,ý 
that their views about the amount of childcare they did as a child are 
no different from the other groups suggests that there may have -, 
been real differences in the past regarding housework, and not be 

due simply to tWs groups current position. 

Childcare careers and the OU courses 
A key question is whether there is a difference in the way students, -. 
in each stage of their childcare careers see the OU courses; whether, 
in stage one or two they see them mainly in terms of this area of 
their lives; and at stage three in terms of changes elsewhere as they 
become less preoccupied with young children. 7his question can be, 

considered in aggregate and then explored through the conunents, 

of individual students. 

The main significant difference between groups in their reactions, to' 
the OU courses are that a large proportion (70%) of the students 
who are in stages one or two said the courses led them to change.. 
the things they do with their children. In comparison only 30% of 
the group that was in stage three said this. Other less marked 
differences include those who said the courses helped them change 
their relationship with their 

, children (40% of those in stage one,,, 
and t; xo and 20% in stage three). Also the largest proportion (750%) 

who said the courses helped them take, action affecting the family 
(mainly connected with food and healthier diets) were in stage', 
three, with the lowest proportion (5.0%) in the group in stage one. ',.,, - 
7hese overall proportions supportthe point that students' views of 
the help the courses,, give 

_concerning 
their children are J 

systematically related to, the stage of their childcare careers. That 1s; 
those in early stages aremore likely to emphasise the help they 
receivedwith their children whereas I those in the later stage, will,,,, 
emphasise the family and wider concerns. 

Stages and reactions to the courses 
The reactions ofstud, ents wh_ose, childcare careers are represented, -'-, 
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in chart 5.4 are explored qualitatively. 7hree students (numbers 
148,124,117) who were in stage one of their careers and three 
(numbers 108,110,146) who were in stage three at the start of 
their first OU course are considered. 

The reactions of the first student (number 148) to the four courses 
(two were taken in parallel) were: 

148 7 enjoyed it, it gave me something else to do. Judging 
what my own kids were doing it was helpful, sometimes it 
heýped me understand the kids better too ... I think more 
about a lot of things now. rm taking more interest in 
what's going on round about me. I take more interest in 
what nuj eldest boy is doing at school, I want to know 
everything about what's going on with my daughter too ... I've got a bit of a brain that I can use. rm not a dotty as I 
thought ... I pay more attention to them [children] \now, I 
try to get them to do things, numbers, colouring in, 
writing with me ... I've got more time for them. rve got 
great patience ... ru go and ask tf rm entitled to anything 
now, I didn't before. ' 

7bis student had a baby a year before the interview and had had 
three before the first OU course. She seems to have gained 
confidence in herself, understands her children better and gives 
them time for educational activities. As expected for students in 
stage one and particularly one with four young children, she is child 
oriented, her interest is keeping up with the progress of the older 
children and she does not mention any plans for further education 
or work. 

Student (number 124) reactions to the one course she took are: 

124,7 could actually do something, and I got some contfidence 
out of it. It helped me to cope better with the kids, not so 
much with my partner but with the kids ... Michael was 
one year old and Ifelt it would heýp me bring him up, tell 
me what to do. The house doesn't cornefirst now, I spend 
more time with the kids ... I'm not as abrupt as before, rm 
more settled. I spend a lot more time with them, I play 
and read and teach them to learn ... Im keen to take 
another one because I learned a lot with the other course 
and I thought this would heýp me for Michael going to 
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school. ' 

Her youngest child was less than one when she started the first 
course and she had another baby 18 months later. As well as the 
increase in confidence, her other responses are entirely in terms of 
her children. Even though she has recently started a Typing and 
Word Processing course and works as a cleaner. she does not say 
the OU course was helpful in these areas. She is obviously still in 
stage one and her youngest was only nine months at the time of the 
interview and her thoughts regarding the OU course centre on her 
children. 

7be next (number 117) student! s reactions to the three courses she 
took were: 

117 7nteresting, it gets you to meet others, starts your brain 
working and starts getting you to do other things. You're 
not so sure of yourself when you've stopped work to have 
children. During the course Ifelt you were having more 
opinions on things you don't really talk about whenjust 
meeting your friends ... It encouraged me to go on to the 
Committee and from there to get an interview for a job 
7Yted more Keep FU and try to achieve a healthy diet ... When they [children] are younger you don't realise how 
much they are capable, I let them try more things and 
because youfeel they are more capable I did not treat 
them so babyish. ' 

When she started her first OU course, her youngest child was six 
months old but by the time of the interview 3 years later her 

youngest had started nursery. Her interests seem to have moved 
towards those who are in stage three - eg. committee membership, 
and starting work, although she does recall realising that her 
children were capable of more. 

The next three students were in stage three of their childcare 
careers when they started their first OU course. 7be first student 
(number 108). reacted in the foRowing way: 

108 W [taking the courses] probably made me more aware, it 
gave me more con . 

ftdence. Ifelt that I was vegetating 
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before I did the OU. I have done the Welfare Rights course 
and Age Concern course that I would not have done (f I had 
not got involved with OU courses ... I think the main thing 
I was very down before I took the course, it made me more 
aware of myself. I moaned about cooking - now, since my 
OU I enjoy cooking for my family. The Health Choices has 
been a great course ... I have thought about other courses 
but I am so involved I don't know tf rU have time to do 
them ... Ive changed my routine, I go a bit more easy ... It 
made me take on my Age Concern job. ' 

The youngest of this student's two children was six when she 
started her first OU course and she was 'very down' at the time. She 
went on to become involved -in Age Concern courses and voluntary 
work. While she says the course has helped her domestic work she 
does not mention her children at a. Her reactions are about 
herself, her routine and her outside activities and not about her 
children - as expected for someone in stage three of her childcare 
career. 

Student number 110 made the Mowing comments: 

-5s, it was quite interesting, 110 'We had a video about the Pre 
how they reacted, to things.. it was dfferent how a lot of 
folk reacted to their kids ... Look After Yourself you 
discussed a lot of things, you realised you weren't alone, 
folk had the same problems ... A lot for me to learn about 
myself, keep mefeeling young ... Doing Keep FIt and 
watching out forfatty foods and after doing Look After 
Yourself rm more concerned about additives infood ... I discussed the OU [courses] with him [husband]. ' 

This student began her first course shortly after her youngest was 
four years old and she still has concerns related to childcare. 
However, she is also concerned about herself and her health and 
fitness. She says of her husband's attitude to the courses, 'he was 
quite pleased that I was taking an interest, he helped with 
questions, it was something different' and she thinks that the 
courses had an influence on their relationship. As this student 
enters the later stage of her'childcare career her interests seem to 
be shifting to herself and to her relationship with her husband. 
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The ftnal student (number 146) explains what the courses meant to 
her: 

146 'BasicaUy meeting people... I made afewfi-tends here ... it 
gave me confidence and the opportunity to do other 
courses'. 

She makes no mention of matters relating to childcare and 
emphasises making friends and the confidence to further her 

educational career. Being well past the earlier stages of her 

childcare career her interests are in other areas of her life. 

In general, during stage one the role of the courses is seen as 
helping students to become more patient, boosting confidence and', 
enabling personal growth through informed childcare and self-. , -, - . -, - 
awareness-, in stage three the focus shifts to wider concerns in, other. 
areas of life and to reactivation and redirection following childcare.,, 
These examples illustrate how students' interests and the help they 

get from the courses are influenced by the stage they are at in their 

childcare careers. The affects may be blurred because many students 
took more than, one course over a period, of time, so it Is possible for 

some who started 
, 
their ftrst course in stage one were still taking 

courses in, stage three. Nonetheless, the overall differences are 
significant, and are born out by the students' comments. 

Students with separations 

There are ten students who have experienced separation because -Of 
the breakdown of their -marriage or their husband's death. lbe, ý 
separations occurred at different times and after different durations 

of marriage. and in some cases have been followed by remarriage. 
Ibis can be seen from the marital lifelines shown in chart 5.5 below., 

In the chart the'dotted line begins with students' dates of birthand--. 
1-- 

the start 
, 
of their first marriage is, shown by the beginning of the . -ý: 1: 

continuous line, this line ends when their first marriage ends. If the 
student has a second marriage the line begins again, and if this" 
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marriage ends this is shown by the line ending. 7be period of 
sepaiation is shown by a return to the dotted line following the end 
of a marriage line. The start dates of OU courses are shown by short 
vertical lines. The marital lifelines show when the students took OU 
courses in relation to their separations. 

Chart 5.5 Marriage Ines for students with separations. 

FIRST MARRIAGE ENDS AFTER COURSE 
101 ......................................... 1 -4-.. 

'116 ...................................... I- 
FIRST MARRIAGE ENDS BEFORE COURSE (STAY SINGLE) 
III'- .......................................... 
121 - ............................................... ... 41.1.... 
145: .................................. 
FIRST MARRIAGE ENDS WITH HUSBANDS DEATH 
147 ............................................ 
158' ......................................... 
SECOND MARRIAGE STARTS BEFORE COURSE 
113 ................................... 
118 ......................................... 
137 ..................................... 

YEAR 40 42 44 46 48 50 52 54 56 58 60 62 64 66 68 70 72 74 76 78 80 82 84 86 88 

7be students can be categorised with reference to their marital 
status at the time of the start of their first OU course and reason for 
separation. 7be identification numbers of the students in each 
category are as follows: 

Reason for separation 
Status at start of course Marital breakdOVVM Husbands death 

First marriage 101,116 
Separated and single 111,121,1'45 147.158 
Second marriage 113,118 , 137 - 
'got back together with first husband 

Table 5.3 Marital staitus at the start of the OU course and reason for separation. 

7he students who take their first course before their separation may 
see the, courses differently Erom those who have had a separation 
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and undergone the transition to single parenthood. Those who have 

remarried may have other preoccupations even though the 
experience will still be with them. These possibilities are examined 
with reference to the students in each subgroup. 

Students in their first marriage 
Two students were still in their first marriage when they started the 
first course. One student (number 101) was in the eleventh year of 
her first marriage and took her first OU course 5 years before she 
separated from her husband, but took a second course just before. 
She says her 'husband wasn't very supportive. and gave no emotional 
support or companionship'. Before her separation she had a nervous 
breakdown sometime after the first course and before she started 
working as a home help. She mentions that on one occasion after 
her separation It was necessary for her to contact the police to have 
her husband removed from her property. 

She said that 'I had done The First Years of Life [in 19821 for the 

children, but I wanted to do something for myself [in 19861'. She 
took Health Choices and said that: 10 

10 1 'It has helped me cope with the separation from my 
husband ... it has helped me to understand myself better. I 
have grown in all ways, rm much more conftdent, due. to 
the fact that I was able to talk out what I'd been thinking., 

However, she suffered from depression around the time of her - 
separation and was only'beginning to feel much better' at the time 
of the interview. She also mentions giving her children more time 
and having more patience as well as not getting so involved in her 

work as a home help and being more positive about the future. 
- 

The other student (number 116) separated near the end of her first 
course after four years of marriage. She gives no details about her 
marriage except that her husband was good in the house and shared 
the housework. About the course she said: 

116 7 t[Unk it broke us up, it gave me more independence 
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sometimes you teamed about yourself, it brought you out of 
yourself ... it helped me learn about myself, lose my 
shyness, get corLftdence and it helped because when youre 
a mother you get stuck at home. ' 

The courses helped her to 'see there was more to life than staying at 
home and being a mother. She took three OU courses and became 
'Involved' and began cohabiting with another man a year after leaving 
her husband. 

7be common response of these two students is learning about 
themselves and gaining confidence during the period associated 
with separating. Neither of them mentioned helping their children 
cope with their fathers' departure. although one did say she gave 
her children more time. It may be that they were so personally 
involved in the experience and in coming to terms with it that they 
did not have much spare attention to focus on and learn how to deal 

with the children's reactions. 

Separated and single 
Ibree students, who were divorced and single at the time of their 
first OU course had been married for 8 years (number 111). 11 

years (number 121) and one and a half years (number 145); and 
took their first course in two cases two years later. and the other 
after three and a half years. respectively. 

7beir descriptions of the circumstances of their ELrst marriage are: 

111 7 got married when I was 21, it was terrible after my 
daughter Iftrst child] was born, I had depression. It was 
not a happy marriage. I started to drink and became 
alcoholic. ' 

121 'My husband was in the Merchant Navy, when he came 
home all was gone in drink, that was the reason for my 
divorce ... I suffered depression for about 3 years, just 
about the time my marriage broke up ... It was not so much 
a crisis as a relief to be rid of him. ' 

A45 
,7 

was married at 17 ... I was married one and a half years, 
it was a mistake. ' 

Uke'one of the recently separated students who had a nervous 
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breakdown and depression. two of these students had depression. 

They took their ftrst course sometime after their separation and 

reacted in the foRowing ways: 

111 They [the courses] made me more confident because I was 
fed up when my marriage broke up, it gave me a lot of, - 
support and Ifeel that I can stand up of myself now. it had 
made me understand my children and I listen to them 
now. It has heýped me get back into the community. ' 

121 7 think the main thing was meeting other students and 
the satisfaction of passing the courses. ' 

145 'It heýped me start to get my conjidence back ... When you 
are used to being in on your own with the kids you're used, 
to listening to yourself. Listening to other people helped 
me realise that I was only human ... It heýped me cope with 
the children getting older, helped me understand thern., 
referring to the course and remembering what it taught 
me, heýped me realise that the kids were normal and so, 
was I ... Ifelt I was a rnore important person to myself, it 
gave me self respect ... Ifelt thefuture was brighter, 
beforehand I couldn't see a future for myself. ' 

These comments, like those for the first two students emphasise 
gaining confidence and in two cases they mention help with the 

children although not specifically in relation to their fathers' .' 
departure. The students are also active in other areas of their lives 

and ftnd the courses helpful in these areas, also they now have 

positive views about the future. However, one student has recently 
had severe depression because of a miscarriage and another has 
been quite iR. 

Husbands'death 
Two students' husbands died before they took their first course, one 
(number 147) had a separation for 9 months and got back together 
for a number of years before he died: 

147 'We had a very happy marriage up until 1975 when he got 
involved with someone else, he put me and the kids out 
and I had to go back to stay with my grandfather until I got 
a house of my own. We were separated for 9 months then 
we got back together again and were very happy, but sadly 
he died 3 years ago of cancer. I had to give up work 
through my husband's health as I nursed him through his 
illness at home until he died. ' 
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158 'My husband died 3 years ago ... my oldest girt took it very 
bad and she became very withdrawn, she is alright now... 
I'm getting remarried in July 4th. ' 

7beir respective reactions to the courses are: 

:, 147 'It helped me understand my daughter ... I give her a say in 
some rnatters. ' 

158 'It made me reaUse other people had problerns and it 
helped me deal with my own kids. It made rne appreciate 
what I had ... It heýped my attitude towards other people 
and gave rne rnore confidence ... I rnet two close friends 
through the OU... I now do a swimming club ... I would 
never have thought of going to college ... Being a widow it 
made me realise I had to do somethirig to support nuj 
kids. ' 

7be first student (number 147) found the course helpful in 
understanding her daughter but she does not refer to gaining 
confidence'or help in her bereavement. She is forthcoming about 
her marriage and her husband's death; she may not have seen the 
course as having any relevance to her experience because she had 

worked 
_through 

her grief by herself. 7be second student (number 
158) said the OU course helped her make changes in her life after 
her husband's death. It also helped her deal with her children and 
presumably her daughter's grief. Unlike the first student she found 
the course helpful in coming to terms with her separation and was 
making plans. taking up activities and dealing with problems for 

which she saw the course providing help. 

7bere is not much evidence to show that for these students 
separation due to husbands' death Is a different transition from that 
due to marital breakdown. 7be first student appears to have coped 
with her husband's death herself, while the second mentions that 
the course gave her 'confidence'. It is possible that the destructive 
aspects of a failed relationship require more rebuilding of 
confidence than the death of a husband. 

Students in their second marriage 
7bere are three students. who were in their second marriages when 
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they started their first course, one of these has since separated from 

her second husband: 

113 7 was with my first husband for 10 years, that marriage , was not good. I got divorced, then I married a second time 
and that Lastedfor 5 years, I have been separatedfor 6 
months now. My ftrst marriage started OK but once I had 
myjlrst baby he did not carefor me, we were_fighting aU 
the time. My second marriage did not work out, he was 
nine years younger than me. He felt trapped once uw got 
married. ' 

Her responses to the courses are: 

113 The first course did heýp me to understand my children 
and at that time I broke up with my ftrst husband, so it 
gave me support [course started in Sept 84, separation in 
mid 82? 1 ... I think my children have benefttedfrom, the 
courses more than me ... We talk about our problems as a 
family now ... This year I was thinking of going back to ý, -- 
college and it has given my more confidence about myself. ' 

This student had two more children close together around the time 

she was taking the courses and postnatal depression after the 

second birth and before the second course. The main area of her life', 
in addition to her married life is childcare and her response to the 

courses emphasise this, however she has also been thinking about 
going back to college. 

7be next student has not had a second marriage but has split from 
her husband on more than one occasion, and thus has experienced a 
particular form of marital instability: 

118 'My husband and I split up a couple of times and I had. 
problems with them [the children] then, we have been 
tcgetherfor the last couple of years. ' 

Her response to the courses is: 

118 Tm nwre assertive, I discuss nwre before things come to CE head, he helps nwre ... My husband and children realised' 
' becau e of the course that he should help with housework- 

and childcare ... found I had a lot nwre patience with the 
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kids, I realised they were wee people ... Before I would': ý 
never have thought about going to college, - but. 1 would like 
to do that now [already taken a typing course] ... I think'it 
had something to do with me getting thejob ... it helped in 
playing with children here. ' 

She does not elaborate the circumstances of their temporary 
separations, but the course helped her persuade her husband to 
help more with housework and childcare, she also became more 
patient with her children. She takes up other activities and is 
helped by the courses in a number of these areas. It looks as if, 
following the latest reunion, the courses helped not only in her 
family life but in other areas of her life in which she has made - 
changes. 

7be second marriage of the next student has lasted for 11 years and 
she describes her first: 

137 'My first married lffe was terrible, he drank too much and 
he was violent. I was married for three years then I got a 
divorce. ' 

'Her, reactions to the courses cover many areas. of her life: 

137 7t gave me more understanding with my children and I 
fidence in myself. Ifeel that Graham had more con 

[husband] and I talk to each other more about the children 
I have new responsibilities [at work] ... helps in doing 

voluntary work for playgroups and it gives me more 
confidence in using the services. ' 

She took her first course in 1980,5 years after the start of her 

second -marriageand had another baby soon afterwards, she was 
occupied with childcare until beginning courses again when this 
child started playgroup and nursery. 

In general, students who take a course before they experience their 
separation may respond at the time In a similar way to those who 
remain in their first marriage, and in a way related to their 
childcare or other careers. On the other hand, because they are 
likely to be experiencing difficulties before the time the actual split 
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occurs. they may anticipate separation and the possible 
consequences while they are taking the course. What they learn may 
be relevant therefore to their deteriorating relationship at the time 
and be useful to them when the separation happens. It may even 
precipitate the separation and lead to a feeling of release. 
Furthermore their recall of the courses is bound to be coloured, by 
the subsequent separation during which they are likely to have bee'n 
preoccupied with their own feelings and have been less able to give 
attention to their children's reactions to their father's departure'. " 

If a course is taken after a separation and when the student is, single 
again, it may help them come to terms with the transition (see 
Nliller, 1986: 161). This involves the student in rebuilding her own 
confidence and her views about herself and the future, rather than 
in learning about childcare. Those whose husbands have died may 
also have to build their confidence but they are less likely to have 
lost confidence in themselves compared to those who have ended'a 
destructive marriage. The courses are likely to be seen as helpful if 
they boost confidence and contribute to the changes in other areas 
of students' lives and not especially in relation to their childcare 
careers. 

The longer a student is in a second marriage before taking a course, 
the more they can be expected to take on the characteristics of 
those in their first marriages and their interests related to their 
childcare and other careers. The courses might also influence 
students' ongoing relationship with their husband. 

From the comments of students who have experienced separation it_ 
appears that where they are in their marital careers at the time, the Y' 
take the courses may tnjluence how they see the courses and the 
help the courses provide. In short, we might say that the role of the 
courses prior, to separation are concerned with anticipation and 
possibly precipitation and release from a relationship, for those who 
have separated the courses may help with rebuilding for those who 
have gone through marital breakdown; and readjustment for those 
whose husbands have died. For those in their second marriage the, 
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courses help with growth and the, development of wider activiUes. 

Conthiuing case studies 

Returning to the four students introduced at the end of chapter 
f6ur, the lifelines for their family and childcare careers can be 

added to their education careers. 
ý, . '-i 

Student number 136 
The fainily life, childcare and education lifelines for the first student 
are-represented below: 

Chart 5.6 Family lif e, childcare and education lifelines for student number 136. 

Family life 
Childcare ................................ 
Education ....... ........ 

Age 02468 10 12 14 16 18 20 22 24 26 

Ibis student had stable parenting during he Ir childhood, her father 

was a joiner and her 
' 
mother did not start work as,, a cleaner until the 

student was 15, she has three sisters, one older and a brother. She 
did not have to do any household jobs until she was older because 
her older sister did them, however when her mother started work 
and possibly her sister left home she did more. She does not say if 
this`affýcted her school work or contributed to her lack of school 
qualifications but it did not prevent her taking typing at night school 
after she left school. 

In 1980 whe In sh ,e was 1 20, she left home to get married and has 
remained married for over seven years, her husband works in 
maintenance. Soon after she married she had her first child -and - 
another 20 months later. About her husband she says he gives her 'a 
lot' of emotional support, and 'he's -there for support when I need 
him ... We have a lot in common and go out often'. Regarding his 
attitude to her taking OU courses, she said that 'he thought it was 
okay and encouraged me', but the courses have not led to any 
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changes in, her, relationship with him. 

tý I 

She took her Typing and English course, which was full-time. while 
her second child was in her first year and was cared for by her 

mother-in-law. When this child started nursery school and the older 
one was at school, the student begun her first OU courses and took a' 
second OU course a year later. She has the number of children she 
planned and began her OU course while in the second stage or her 

childcare career and has moved into the third. She explains lvýhy, ý4e: 
went on from The Preschool Child course to Childhood 5-10: 'Mi 
daughter came under the pre-5 and my son came under the 5-lo, ',, ', ' 

he wanted his turn and also I enjoyed the first one. 

In addition to what she said about the courses and her education 

career (in chapter four), she adds further points about her childcare 

career: 

136 'Maybe [the course'helped] with the children -I treat 
them as people rather than children that I tell what to dc) 
or not to do. I talk things over with them ... I take their, 
views more into consideration. ' 

In three ar'eas'of this student's'life: education, family life and 
childcare - we can see that the OU courses have not yet led onto'-,, 
further education, and nor affected her relationship with her 
husband, but they)ýave helped in her relationship with her children. 

Student number, 144 
The family and childcare careers of the second student whose 
educational career was considered at the end of chapter four are - 
represented below: 

Chart 5.7 Family life, childcare and education lifelines for student number 144. 

Family life. -. 
Childeare ............................. 
Education, ' . ............................... 1-11 

24 110' 112' 114 116' 1 18'2'0'ý2'2W26'218'310'i2'i4 A'98 
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This student had stable parenting and her father was a crane 
operator and her mother worked part-time as a cleaner when the 
student was young and later in full-time factory work. She is the 
youngest in a family of eight and left home at 19 to get married. her 
husband was working as a labourer at the time. He gives her 'a lot of 
emotional support and is a good companiorf . Regarding her OU 
courses she says that 'he thought I was mental, he wasif t really for 
It, and didn't give me any encouragement! and there have been no 
changes in her relationship with him. 

Her', first baby was born soon after her marriage and was followed by 
two more. She started her first OU course when the youngest was 4 
years old and she was in'stage three of her childcare career. In 
addition to what she said concerning her education career she 
explains the help the courses provided in her childcare career as 
follows: 

144 'Parents and Teenagers helped me to cope with my 
teenager ... With the kids before, maybe when you would 

- shout. you stop and think before saying ... It enhanced my 
relationship with my teenage boy, helped with ways to ask 
questions of him that were difficult to ask. ' 

In chapter four she described how she was helped by the OU 
courses in returning to further education. here she describes the 
help in the later stage of her childcare career. 

Student'number 145 

. The third student whose educational career was introduced earlier 
has "experienced separation, and her family and childcare careers as 
well as her education career are represented below: 

Chart 5.8 Farrily Ife, childeare and educatIon Ifelines for studerd number 145. 

Family life . ......... Childcare, ............................. 
Education ý ........ MEMENd .......... 

0 41 8 '-110 ' 112' IV 116'. lV210'2Y214 
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This student had a stable childhood, her father was a printer and 
her mother worked in a factory from when the student was about 
six. She has an older brother and a sister who is eleven years 

younger whom she looked after while her mother worked and did, a 
lot of housework. She married 18 months after leaving school and 
had her first child soon afterwards. About her marriage she says that 
there was 'no sharing, it was a mistake. I was married one and a half 

years, I did everything. Her first OU course started when her two 

sons were at nursery school and in the quotation above (page 200) 

she describes how the course helped her. Her separation was over 
three years before the start of her OU course and she does not 

mention this directly regarding the help she gained Erom the 

course. However. she talks the effects of being on her own and how 

she realised she was 'only human' and 'normal' and this may have 

been due to the experience 
, 
of separation. She also explains that the 

course helped her cope with her children. 

Student number 157 
The final student introduced in the previous chapter has not been 

married but has a daughter. she still lives at home and now looks 

after her mother. Her family, childcare and education lifelines are 
presented below: 

Chart 5.9 Farrily If e, childcare and education Ifelines for studert rmin-ber 157. 

Family life ouft. Childcare ............................................. 
Education ....... ...................... 

r-" 
--rR7 -T-"r Age 41 81 ' 110 112 114' IV l18'2'0'7Y214'216'218'3b h 34 36,38 40 

rT 

She was born in 1946 and is an only child, her father worked in the 
cleansing department and her mother was a factory worker. Her 
father has recently died. She had her baby when she was 30. Her 
ftrst OU course began when her daughter was 10 and she says that 
'Parents and Teenagers made me more cautious, and more give and 
take in our relationship'. At this stage in her childcare career she'- 
does not give especial emphasis to help in this area and her 
concerns are more with health and diet (see chapter six). 
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Conclusions 

7he continuing case studies show that all these students had stable 
childhoods, two are married and have stable adult family lives. one 
had a marital separation, and the other is unmarried although she 
has a teenager. Furthermore, they are all towards the end of stage 
two or at stage three of their childcare careers when they take OU 

courses. One student took a further education course when her 
f. ý 

second child was in her first year. two others went on to other 
courses after their youngest child started school. The addition of 
family and childcare lifelines to the education careers adds 
important information on how the courses fit into these areas of 
their lives and how the help provided is related to the stage they are 
at irithese careers. 

7be questions raised at the beginning of the chapter concerned the 
background of the students, when in their family and childcare 
careers they take they courses, which students are influenced in 
these areas of their lives, and who else benefits. In summary, we can 

J say that the students were almost all from working class 
backgrounds and Glasgow born, 24 students lost one or both parents 
before leaving home and 18 of these lost parents before they left 
school. They came from families in which there were on average 
over four children. Some students were called upon to make a 
significant contribution to family work often in response to changes 

_in 
family circumstances. 7beir husbands'Jobs at the time of 

marriage were almost all working class occupations. Most had their 
fir st child in less than two years after marriage and a third were 
pregnant before their marriage. 

Students can be categorised on the basis of the place of their first 
OU course in their childcare careers and their views of the help the 
courses give concerning their children are systematically related to 
which stage they are at in this career. Also for those students who 
have experienced separation, the way the courses are viewed and 
the help -they provide appears related to where they are in their 
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marital careers. 

Regarding the students who benefit in the marital and childcare , 
areas of their lives: about a quarter of those who are in their first., 
marriage at the time of the interview say the courses help in their 
relationship with their husband. Almost all of these have husbands 
who give them 'a loV or 'some' emotional support. In other words. 
the courses do not help students change their relationship with 
unsupportive husbands, possibly their response to husbands in this 
category is to put up with things or to separate. Students who make 
changes in their relationship with their children are mainly those 
who are in stage one of their childcare careers, although the 
changes often concern older children. 

Who else benefits: we have seen how the help provided for children 
depends on where students are in their childcare careers. The 
courses also help some students change their relationship with 
their husbands, and this may or may not benefit husbands 
themselves. Students with separations tend not to see the courses 
as helping in their childcare careers or in supporting children 
coping with their fathers' departure. They are more preoccupied 
with themselves, however, this may enable them to cope and 
continue providing support for their children. 

Mils chapter has examined students' family lives and given 
particular attention to their marital and childcare careers and the 
place and influence of the OU courses in these areas. Because 
separation is often associated with being dependent on the benefit 
system and having to live on a low income, this group is compared 
to students who remain married in chapter nine where changes 
across all areas of life are examined. 
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Chapter 6- Health and Education 

Introduction 

This chapter begLns by reviewing the health status and trends 
relevant to the inhabitants of Glasgow since the war. It then 

the examines students' health in their childhood and adult lives and 
relationship between health and education. in particular the OU 
courses. 7be World Health Organisation defines heath as @a state of 
complete physical. mental and social well-being and not merely the 
absence of disease and inftrmity' (WHO. 1946). Deftned in this way 
health is not a separate area of life but a resource affecting activities 
in all areas. People talk about their own health in terms of their 
ailments. illnesses and hospitalisation and the effects these have on 
what they can and cannot do. Even though they usually under-report 
ill health and its effects when asked about this formally (Cornwell, 
11984: 124). In this chapter attention is given to students' health 

careers and the influence of mental and physical health on 
participation in education and vice versa. Students' social lives and 
well'being are examined in chapter eight. 7he main questions are 
addressed regarding the health background of the students, the 
stage in their health careers they take the courses, the influence of 
the courses on their health and whether anyone else benefits. 

Health is closely related to social class, gender and to poverty 
(Graham, 1984; Hubley, 1983; Black, 1980; Whitehead, 1988) and 
is affected by and -affects other areas of life. As children, poor health 

may have led to absences from school and to difficulties with 
learning while in school. Later the opportunities for work and 
training may be more limited forlhose whose attendance is 
Interrupted by illness. The poor health of mothers may lead to 
difficult pregnancies, birth problems and miscarriages, which may 
interfere with work and put extra demands on childcare. 7be stress 
of biiiiging up children with low resources, on I your own or with 
husbands'who are frequ . ently , un employed, often leads to depression 
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and other psychiatric illness, poor diet. and smoking. As women get 
older hysterectomies and gynaecological problems may disrupt their' 
lives. 

Health can be important in preventing or interrupting participation 
in education, for example, the end of a period of depression may be 

associated with starting courses. Also the factors contributing to , 
poor health and depression, eg. poverty, lack of emotional support. 
social isolation, may affect students' educational careers indirectly 
through ill health. Education can also help promote mental and - 
physical health (eg. improving morale; learning about healthy living-, 

providing social support) which, in turn, benefits other areas of ", 

their lives and the lives of others. The next section reviews some of 
the health concerns and the how they have changed since the war - 

Health status and trends 

Data on the health status and trends relevant to the inhabitants of 
Glasgow provides a context for students' health careers. The trends', 

reflect the changing health of individuals at particular ages, for 

example, infant mortality rates apply to babies up to the age of one 
and each year refer to different cohorts, whereas other trends may 
include individuals over a wider age range. Overall trends may 
conceal large social class differences and these are highlighted 

where possible. 

Infant and child health 
Infant mortality rates have shown a general decline since the war 
but the difference between social classes has not narrowed. For 
example, the differences in infant mortality between the 
professional and manual classes in Scotland since 1950 is shown in 
table 6.1 below. ' 

More recent figures show that infant mortality rates for Strathclyde 
have reduced from 19 per 1000 births in 1975, to 13 in 1980 and 
10 in 1985. (SRC, 1989b: 44), however it is likely that the social 
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class differences have remained. 

Social Class 1950 1960 1970 1977 

Professional 25.9 15.7 12.2 9.2 
Unskilled manual 53.6 33.8 31.8 21.5 

Table 6.1 Infant mortarity (per 1000 live births) by social class (Hubley, 1983: 206). 

An explanation of the latest decline in Infant mortality is given 
below: 

'Factors influencing this trend are likely to Include 
improvements In obstetric practice (greater use of caesarean 
sections), a larger number of abortions on medical grounds, 
and the trend towards smaller family size. which means fewer 
pregnancies among "high risk" women. ' 
(SRC, 19&%: 43) 

Evidence suggests that smoking by pregnant mothers would do 
more to reduce Infant mortality than any other single action. A 
woman who smokes is more likely to miscarry. to have a premature 
baby or to loose her baby in childbirth (HMSO, 1977b: 33). Generally 
about one in six pregnancies end in a miscarriage which usually 
occurs between the 6th and 10th week. 

Children's problems with early development. sight. hearing and 
dental decay are more common among low income families and all 
these are likely to affect educational performance (Wedge and 
Prosser. 1973: 42). The familiar infectious diseases of childhood are 
more prevalent in disadvantaged areas (Stewart, 1984: 104). Also 
children from these areas were shorter in stature. were up to ten 
times more likely to be knocked down by a motor car and nine 
times, more likely to be admitted to hospital than those from other 
areas (Butt, 1985: 130). Other research has shown that there is a 
connection between childhood accidents and ill health, marital 
tensions and shortages of money in the family (Hubley 1983: 208 
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Adult health 
Maternal death rates in Scotland have also declined from around 4 
per 1000 births in 1940, to one in 1950; to less than one per 2000 
births in 1960 and down to around 1 in 10,000 in 1970. It is 
thought that this is due to general improvements in nutrition and 
technical advances such as the early detection of high blood 
pressure (HMSO, 1976: 28). 

In Scotland inunediately after the war tuberculosis was still a major 
health problem. for example, in 1949 over 8,000 cases were 
notifted, but by 1974 this had dropped to just over 1,000 (HMSO' 
1976: 26). In 1981 cases were still being notifted in Glasgow, for 
example, there were two new cases in Drumchapel and 15 in the 
East End (Robertson, 1987: 170). 

Death rates from heart disease and lung cancer in Scotland have 
increased and are among the highest in the world (Hubley 1983: 
207). Glasgow has the highest death rates in the developed world 
for adults under the age of 65. In spite of increased life expectancy. 

_ the inhabitants of Glasgow have a 50% higher risk of death before 
they reach 65 than those in England. The main causes are heart 
disease, cancer, stomach disorders and accidents (Butt, 1985: 129). 
The proportion of disabled or permanently sick non-pensioner' 
adults is six times greater in disadvantaged compared to more 
prosperous areas (Danson, 1984: 27) and there are high absentee 
rates from work due to illness (Stewart, 1984: 104). 

In Britain by the end of the war two out of three adult males -. -. -, 
smoked, but during the '60's and '70's the proportion declined so 
that by 1980 the percentage was down to 42%. Among women the 
proportion remained around 40-45% from the late '50's to '70's: 
when a slow decline began and in 1980 it was down to 37% (HMSo, 
1981: 35). However, while smoking by males in all social classes, " - declined, female smoking actually increased in social class 5 (Hubley 
1983: 216): 

'Despite the public pressure to restrict smoking. the wive's of 
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unskilled Glasweglans continue to smoke more, a clear 
indication of the higher than average stress within this group 
and a limited regard for health education. ' 
CButt 1985: 130) 

Furthermore. there has been an increase in heavy smoking 'in the 
last 25 years the average consumption by each cigarette smoker has 
gone up by about 20 per cent for men and by about 70 per cent for 
women' (HMSO, 1981: 35). 

It has been estimated that at least one in ten families in Scotland 
suffer from the ill-effects of alcohol dependence and this appears to 
be on the increase. In the '70's the consumption of wines and spirits 
have more than doubled and admissions to hospitals for alcohol 
related problems have increased. In particular admission rates for 
females with alcohol problems has increased by five times during 
this period (Mark. 1982: 133). 

Broýý et al. (1975: 232) found that 25% of working class women 
had had a recent psychiatric disturbance compared to only 5% for 
middle class. For those with a child under six, 

-42% 
experienced 

psychiatric disturbance. 7bese differences were due to crises 
Involving husband, children, or housing: 

Working class women have, for example, more threats of 
eviction. more have a husband sent to prison, a son arrested 
for breaking and entering, a husband losing his job and so on. ' 
03rown et aL 1975: 233) 

Even so, the extent that severe events of this kind lead to 
depression depends on the whether women have a confiding 
relationship with their partner. Only 37% of working class women 
with children under six have such a relationship compared to 
ar I oundI0% of women with older children and middl -e class women. 
Other, factors which increase the vulnerability to disturbance include 
the loss of mother in childhood; three or more children under 14 
living at -home: and lack of full or part-time employment. 

From 1967-1974 Scottish GPs prescriptions of tranquillisers, 
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increased from 6.1 - 9.4% of all medicines prescribed (Hubley. 
1983: 217) and as many as one in five women will take tranquillisers 
or sleeping pills during the course of a year (Graham, 1984: 78). 
Research has suggested that tranquillisers do not so much cure 
depression as enable women to cope with the responsibilities which', 
trigger It, including the role-strains of domestic life (Graham, 1984: ' 

A survey conducted for Glasgow District Council showed that 19% of 
council tenants regularly take part in any physical exercise, training 
or play active sport. Nearly three quarters of those who regularly 
take exercise go swimming (Burns and Merrifield, 1985). In the 
East End 7% of women went swimming and similar percentages 
took part in indoor or outdoor sport in a three month period in 
1982 (Middleton and Donnison, 1987: 197). 

In summary, there has been significant improvements in Infant and 
maternal mortality and in the incidence of tuberculosis. However, "" 
for working class women there are increases in smoking. alcohol 
abuse, prescriptions of tranquillisers and sleeping pills, and there 
are high rates of depression and psychiatric problems; and gen erally 
heart disease and cancer. Also a higher proportion of children of 
working class families suffer sensory and physical handicaps, 
illnesses and accidents. There is low participation in physical 
exercise. Many health problems are poverty related and increases in 
unemployment during the recession are likely to have led to a 
deterioration in psychological and physical health (Warr. 1985). 

Students' health 

7be focus now shifts to the health of the students and this is 
examined, beginning with their childhood. A quarter of the students 
in the sample had trouble with their health as children: two had 

, jaundice, two asthma, two nose and throat problems, bronchitis and 
a chest infection, one had a minor congenital deformity in her feet 
and one was backward and, had problems with her hearing. One 
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student was in and out of hospital in her first four years. another had 
a shadow in her lung and another had kidney problems. Two were 
knocked down by cars and spent time recovering from their 
Injuries. 

7heir health problems may have affected their schooling, although 
there is no overall relationship between c1lildhood ill health and 
their liking school or gaining quallfications. However, there are 
clear links for three of them: 

118 7 was in and out of hospital till 4 or 5 yrs old ... Primary 
and Secondary school I detested because I had a terrible 
stutter. I dreaded going to school, so I didn't do very well. 
Ifound out at Secondary School, I needed glasses, I 
couldn't see the board, so that held me back ... I didn't 
have any quaUfIcations, as I left school before '0' levels 
came in. ' 

137 7 missed primary 'school a lot because I had asthma but 
when I was there I liked it I quite enjoyed secondary 
school. I have no 'O'grades. ' 

147 7 was backward and had trouble with my hearing ... I went 
to a special school ... I left there when I was 16 yrs. I liked 
reading but I was never very goocl, I also liked arithmetic. 
The special school was instead of going onto my secondary 
school, I never went to normal secondary school. ' 

Two thirds of the students said they had had problems with their 
health as adults. Their problems are grouped in table 6.2 below to 
show the number of problems and of students experiencing them. 

No. of No. of 
Health Problem Students Problems 

Depression 21 22 
NUscan-iages/sUllbirths/perinataI mortalities 11 17 
Hysterectomy/sterflisation/'women's troubles' 11 12 
Nervous breakdowns, alcoholism. allergies, phobias 58 
OC*: stroke, breast lump, Meniers, cancer. 

shingles, over-active thyroid, bronchitis 8 17 

Total 41* 76 

Some students have more than one health problem so the total is less than the sum 
of numbers in each line. 

Table 6.2 The rumber of health problems and st6dents experiencing them. 
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A third have suffered from depression and, if those with nervous'. 
breakdowns, alcoholism, allergies and phobias are included, there is 
a total of over 40% who have had psychiatric problems. The other 
major area concerns pregnancies and gynaecological problems. 

7he seriousness and duration of the health problems vary, some 
students had only a brief period of depression whereas for others 
this lasted months or even years. The difficulties surrounding 
miscarriages usually lasted for a short time although they were 
occasionally accompanied with depression. "Women's troubles' can 
drag on over years and a hysterectomy involves may involve months 
of recuperation. Nervous breakdowns and allergic reactions can last 
for months or more usually years. The student who had an early 
stroke was unfit for work for over ten years. Nearly half the students 
currently smoke, a third have never smoked and the rest (who on 
average are significantly older than the smokers) have given up. " 

There appear to be no obvious connections between health 

problems in childhood and adulthood, and six out of the fifteen who 
had problems as a child have had no problems as adults. A third of 
the students have had no health problems as adults-, another third 
have had one and the rest have had two or more. Of those who had 
only one problem, 13 had depression, the rest miscarriages or 
illnesses. For those who had more than one problem these included: 
eight students who had repeated miscarriages and/or 'women's 
troubles'; three had depression and/or nervous breakdowns on more 
than one occasion; and two had depression following a miscarriage, 
and one following a stroke; and the remaining eight had 
combinations of either miscarriages, sterilisations, depression or-- 
other illnesses. 

Because vulnerability to depression is related to the absence of a 
confiding relationship with a partner (Brown and Harris, 1978: 176) - 
students were asked about the emotional support they received 
from their husbands and who they would turn to when feeling low. 
Out of the 41 who have husbands and their own children, 24 (590/6) 
said the had 'a lot! of emotional support; 11 'some: and 5 'a little# 
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and 1 'none'. The number who said they would turn to their husband 
when feeling low was 26 (630/6). Whether or not students have 
children aged under 6 or older children makes no difference to the 
proportions who have a lot of emotional support. Of the 41 there 
were 15 students who said they had suffered from depression, six of 
these had had post-natal depression, one after a miscarriage, three 
with bereavements, three when things got on top of them. one was 
homesick and another was depressed due to a mugging. 7hree of 
these said their husbands gave only 'a little' emotional support. 
However, only a third of those who had had depression would turn 
to their husband when feeling low compared to over 80% who had 
not had depression. Ibis difference in whether they would turn to 
their husband is significant (p<0.01) and in as far as this is related 
to depression it appears a better indicator of a confiding 
relationship than students' assessment of the amount of emotional 
support they receive. 

It is not possible to say whether there are physiological linkages 
between health problems occurring on separate occasions in an 
individual's health career. However. an individual's circumstances 
might lead to different health problems, including depression, 

0, miscarriages and illnesses, whereas for another these circumstances 
might lead to repeated periods of depression or. for someone else, 
successive miscarriages. Therefore, the application of the concept of 
linkages between health problems and within an individual's health 
career may not be useful here. However, there are linkages from 
other areas of life to health and vice versa. There are links between 
health and ones own or spouse's unemployment. health and social 
isolation, health and marital stress, and health and childcare and 
Graham (1984) has reviewed the relationships between women's 
health and other areas of life. The main interest here is the links 
between health and education. 

Health and education 

Beginning a course may be associated with, the end of a period of ill 
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health, also health problems may interrupt education. The health 
benefits which can arise from participation in OU courses include: 
improved self-esteem and confidence which may in turn help 

students cope with a crisis; and changes in knowledge which can 
lead to changes in diet or taking up exercise and thus better health. 

One student's comments provide an example of recovery from 
depression which is associated with starting a course: 

108 7 was very down before I took the course ... Ifelt I was 
vegetating before I did the OU. ' 

There were three students whose health interrupted their OU or 
other courses: 

108 7 had started the 5-10 course [her second course] but I 
wasn't well so I had to stop and I didn't take it up again. " 

144 'Started going back to school to do '0' levels but hospital 
visits were interrupting classes so I gave it up, I would 
think about doing it again. ' 

152 'Arts and Crqfts in Sept 87, not completed through ill 
heaLtIL' 

There are few clear cut linkages between health and the start or 
interruption of the courses. and students' reports of the influence of 
the courses usually refer to health problems around the time of the 
courses or afterwards. In table 6.3 below students are grouped on 
the basis of when their health problems occurred. 

Health Problems , No. of Students 

1) No problems 19 
2) Problems around or after courses 30 
3) Problems >2 years earlier 11 

Totals 60 

Table 6.3 When students experienced health problems. 

Those with health problems more than two years before their first 
OU course are divided from those whose problems were current 
with the courses or came after. Those with no problems are a 
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separate group. 

Help fi-om OU courses 
To examine the relationship between whether and when they had 

problems and the helpfulness of the courses. we can distinguish 
between general improvements in well-being and help with a 
specific problem. There were 38 students who mentioned that their 
general well-being had improved and 11 who said they had help in 
coping with a specific crisis. For over 80% of the students 
participation in the OU courses led to specific or general health 
benejlts. Examples are given below: 

General well-being: 
104 'It gave me more corUldence and ru try things now. I'll 

take a challenge now. ' 
109 'It made mejeel more capable and more understanding ' 

_124 
. 7 could actually do something, and I got some corIftdence 

out Of it., 
130 'Yes. during the time it made me feel a person. It gave me 

more corIfidence in myself and it made me Like myself a 
lot more. ' 

149 'It's been quite interesting. its something to keep me and 
my brain active, I hate the idea of vegetating, it saved my 
sanity. ' 

Specific help: 
111 77iey made me more corUldent because I was fed up when 

my marriage broke up, it [the course] gave me a lot of 
support and I feel that I can stand up for myself now ... It 
has helped me to get back into the community. ' 

134 7t [the course] has helped me cope with a death in the 
family and how to help otherfamily members in the same 
situation, especially when my sister was murdered. ' 

120 'Made mejeel I knew how to cope, the answers I was 
. civing, seemed sensible, I wasn't getting paranoid after all 
... When rve had to be independent it has made me feel I 
know I can cope. ' 

1150 '[Depression] last year when my [adopted] son was very bad 
I do notfeel'so heýpless about myself and it [the course] KýIped 

me to cope with the children. 
ý58 'My husband died in 1985 ... It [the course] made me 

realise other people had problem and it helped me deal 
with my own kids. It made me appreciate what I had ... Because being a widow it made me reaUse I had to do 
something to support my kids. ' 
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The type of help is likely to depend on whether students had a 
health problem and when this problem occurred. 7he following 
table differentiates between the type of help and when and if 
students had health problems in relation to the courses. 

Course Help (Nos. ) 
Health Problems General Specific None Totals 

No problems 14 0 5 19 
Problems >2 years earlier 8 0 3 11 
Problems around courses 16 11 3 30 

Totals 38 (63%) 11 (18%) 11 (18%) 60 (99%) 

Table 6.4 Type of help and when students had health problems. 

Obviously. the 19 who had no problems could not have had specific 
help but three quarters of them felt that their general well-being 
had improved. Out of the 41 students who had health problems 30 
had these around the time of the courses and 16 had general help, 
11 had specific help. and 3 no help from the courses. Of those who 
had their problems over two years before the courses, eight had' 
general help. Almost all of the students who were heýped with 
spec(fic health problems had crisis connected to what was 
happening in other areas of their lives. Most of these concerned the 
marriage area and the loss of their husbands through separation, 
death or prison; in one case it was the student! s social network and 
the murder of her sister; and another involved childcare difficulties 
with an adopted son who was retarded. 

As far as general help is concerned most of those who have no 
problems and past problems mention improved well-being whereas 
those with problems around the time of the courses have less 
general help, because a significant number mention specific help. 
Only small percentage of those with health problems concurrent 
with the courses do not get any help. 

In addition to the general improvements in students' morale, nearly 
60% of those with children say they have nwre patience and are 
able to cope better with their children, this is likely to lead to 
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1ý improvements to children's well-being: 

105 Tve more patience; you can understand them a bit better, 
found more ways of occupying them. ' 

: '151 7 try and have more patience. spend more time and give 
less punishment, a wee bit of each. ' 

, 
155 7 remain calmer during children's tantrums, I can relate 

to them better. ' 

Health changes 
Students also made changes in their diet, exercise and smoking as a 
result of the courses. A summary is given in the following table: 

Health change No. of changes 

Diet, eat less fat. sugar, salt, read labels, more fruit and veg 17 
Exercise, Keep Fit, swimming, health club 9 
Smoking, out of 32 smokers 4 stopped, 1 cut down 5 

Total changes 31 
Total students* 23 

*Some students made more than one change 

Table 6.5 Type and number of health changes., 

Nearly 40% of the students made practical health changes 
associated with participation in the courses. There Is no 
relationship between whether or not they had health problems and 
the changes they made; and those who had health problems did not 
make significantly more health changes. The changes they make 
often involve taking up community"activities, such as Keep Fit and 
s wimming. Also changes made as the result of learning about diet 
affect others in the family, particularlk children and to a lesser 
extent husbands. Giving up smoking not only benefits the student's 
health but also future pregnancies, and children's health. Examples 

of these benefits are: 

107 7 take daughter swimming more often. ' 
127 7 gave up smoking for my children's health 
111 7 changed the diet with the children, eating more 

healthier foods. ' 
130 The children get less sweets and we eat more health food 

like fiuit and vegetables. ' 
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Linkages between health and the OU courses 
The linkages between health and the OU courses can be compleý 
they might involve a crisis in one area being linked to health 
problems, and then help coming from the courses, either through 
boosting morale or providing support or by enabling the student to 
tackle the crisis itself or all of these. An analysis of such a network 
of linkages is illustrated for one student. 

This student (number 106) had post-natal depression after the birth 
of her son. She started Health Choices which helped her post-natal 
depression and influenced her marital relationship, but she became 
depressed again when her husband was sent to prison. The course, -, _ helped her cope with this and the experience led her to set up a 
support group for other wives of prisoners. The relevant lifeline's 
and the network of linkages are shown below in expanded form:, 

Chart 6.1 Network of linkages between health and other lifelines. 

Married Lift 
(2) 

Childcare ...... 
Husbands Unom ........ ... 

(5) 
Health ......... *I*II*II 

(3 (4) 
Education ................ bý ....... IN. 

(6) 
Comm Activities ....... 

Age 210 211 22 i3 i4 215 

Each linkage is described with the studenCs supporting comme nts: . 
1) Childbirth to post-natal depression: 7 had post-natal d46pressioýn' 

after David was 
- 
bom... 

2) Health Choices'course to marital relationship: 'Health Chotceýs 
made me assertive, I didn't want to be a w[fe and mother. He' 
didn't appreciate that. ' 

3) Health Choices course to post-natal depression: 'It built I up my' 
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conftdence. ' 

4) Health Choices course to husband's departure to prison (shoum 
as husband's unemployment): 'Again when he went into prison (f I 
hadn't done the assertiveness bit I twuldn't have coped. ' 

5 Health Choices help to further depression: 7 was devastated, (f I 
hadn't done the courses Id have been a shattered person ... I was 
stiU part of the human race, at one point I thought I wasn't. ' 

6) Health Choices help to community responsibility: Tve set up a 
support group for prisonees wives ... rm trying to pass on the 
corUldence I've gained, which helped me start up the group. ' 

Me courses built up her confidence to go onto other things which 
may also help prevent depression returning. and enabled the 
confidence she gained to be passed on to others. 

7he influence of the courses can be helpful sometime after they 
were taken. 7he student who had problems with her adopted son 
which led to her depression. found that the courses she had taken 
over a year ago helped her cope with the problems. 7bere are 
occasions where students have experienced a crisis after the 
courses which had not led to depression and it is possible that the 
courses help students avoid depression. On the other hand. 
depression might be avoided because students have begun work or 
community activities following the courses. Also those without any 
adult health problems are on average significantly younger than the 
others (29 compared to 36 years), perhaps their problems are yet to 
come'. 'or if the courses are successful they may avoid problems with 
depression. 

Continuing case studies 

7he health careers can ýe added to the other careers of the four 
students making up the continuing case studies. 

Student number 136 
The ftrst student'had pneumonia as a child but has had no health 
problems in her adult life. However., the OU courses provided 
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general help for her mental health and 'really did boost my self- 
esteem very much'. Also she has more patience and treats her 
children 'as people rather than as children that I tell what to do'. 

Student number 144 
7be next student describes her health career as follows: 

144 'Health -fine until 2 years ago - then rve been to the 
Western IrIftrmary for tests, breathless and pains in my 
chest. I never had any bother before that. They are treating 
me for a heart complaint but now they think it is a post 
viralfatigue syndrome ... After my second child I was a bit 
depressed, it didn't lastfor long. They gave me tablets but 
I only took one and would not take any more. it gave me a 
terrible reelinq. ' 

She had post-natal depression after the birth of her second child. 
and she turns to her husband when feeling low. Her post viral , 
fatigue syndrome began two years prior to the interview. Her health 
lifeline can be added to those considered so far and her relevant ., 
lifelines are shown below: 

Chart 6.2 Health and other Ifelines for student number 144. 

Family life 
Childcare ............................... 
Education ....... .............................. 
Health ....................................... I ............... 11M 

Age 02468 10 12 14 16 18 20 22 24 26 28 30 32 34 : 3ý6 3ý8 

Her illness started while she was taking her third OU course and 
around the time she began her '0' levels (shown by the short 
horizontal line) which she had to discontinue because of hospital, 
tests. She has recently begun another OU course. 7he courses made 
her feel proud and have more confidence in herself, however she ', ' 
makes no reference to the courses'helping her specifically with her 
illness. 7be courses helped her cope with her teenager and have a 
more open relationship with him. For this student her health has-, 
interrupted her educational career, and while she may return to her 
'0' level courses later she has recovered sufficiently to take another 
OU course. 
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Student number 145 
Ihis student says she has had 'severe depression quite recently 
when I had a miscarriage. However she has not had medical 
treatment for this. Her relevant lifelines are shown below: 

Family life . ......... 
Childoare ........................... 
Education ....... ............ 1. 
Health ..................................... I 

Age '110'112'114'16'118'20 2ý74 r 

Chart 6.3 Health and other Reines for student number 145. 

Her recent depression has occurred sometime after her OU course 
but shortly after she finished a media and research and English 
course. She mentions how the OU course 'helped me to get my 
confidence bacle and to 'realise that she was only human'. It also: 

145 'Helped me cope with the children getting older. helped 
me understand them, referring to the course and 
remembering what it taught me, helped me realise that 
my kids were normal and so was L" 

However. she is referring to the period around the time of the OU 
course and the beginning of her fin-ther education courses. She does 

4 ý6 
not mention the OU course in the context of her current depression 
and It Is possible that this is partly related to her ftnishing her other 
courses as well as to her miscarriage. There may be occasions when 
the beginning of depression is associated with ftnishing courses, as 
well as its ending being linked to starting courses. 

Student nuniber 157 
The ftnal student who Is a single parent has suffered from 
claustrophobia for a number of years. 7be timing of this in relation 
to other areas of her life dealt with so far is shown by the lifelines 
below: 
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Chart 6.4 Health and other fifefines for student number 157. 

Childoare .............................................. 
Education ....... ................................. 1. & . 1. 
Health ..................................................... ýIlmmmmwm 

IIIIU -7- Age 4' 81 10' 12' 14'16* 118 iO'212'214'2'6'2'870 3'2'i4'A'38 4CI 

Her claustrophobia started when her child was four and has 

continued through the time she took three OU courses. She says 
that she 'is able to talk better, mentally more alert and able to , 
converse better and communicate'. It Is not clear whether this has 

specifically helped her with her illness. Also the courses appear to 
have 'opened my eyes about the foods we eat! and when she plans 
her meals she is 'more aware of what's in the packeV. She says 11 try 
to steer the family onto a healthier way of eating. She has lea Mt to 
let her daughter 'go her own way to a certain extent!. This student 
has a particular health problem and the courses may have helped 

with this: she makes clear the help she has had with healthy eating 
and that she has made a positive change in her relationship with her 
daughter. 

Conclusions 

7be continuing case studies illustrate the interaction between 

students' health and the OU courses and the kinds of help provided. 
The first student has no health problems as an adult but the courses 
boosted her self-esteem; she has more patience and a more positive 
relationship with her children. Ilie next has a serious health - 
problem which made her give up further education: the OU courses 
provided general help for her morale and helped her cope with her 
teenager but no speciftc help with her particular illness. 7be 
separated student is young and has had depression recently due to a 
miscarriage which coincided with the end of her further education 
courses. The OU courses earlier had provided general help, boosted 
her confidence and helped her cope with her children. The last 
student has has claustrophobia for the last 5 years and the courses 
may have helped with this, they did help with making health 
changes concerning her and her family's diet as well as with making 
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a positive change in her relationship with her child. 

The case studies Illustrate health careers which during adulthood 
included one with no adult health problems, one with depression, 
and two with longer term ill health. The place of the OU courses in 
these careers varies - in one case with health problems starting 
before and in two cases after the students began courses. In one 
case a health problem interrupted further education and in another 
the start of depression was also associated with the end of further 
education courses. 7he help the courses provided includes general 
help with self-esteem and confidence; possible specific help with 
claustrophobia and help In making health changes and positive 
changes in their relationship with their children. 

Regarding the health background of the sample as a whole. a quarter 
had problems with their health as a child; as adults two thirds have 
had problems - 26 had depression and other psychiatric 
disturbances, 11 of the younger students had problems connected 
with pregnancies and the same number of older students had 
gynaecological problems. Also a few have heart and lung diseases, 
cancers and other illnesses. 

14 
Half the students had health problems around the time of the OU 
courses or afterwards and 11 two or more years earlier, only three 
had courses interrupted by ill-health. Whether the OU courses 
provide general or specific help partly depends on when the 
students had their health problems, general help of improved 
morale and confidence was reported by most students and specific 
help by only those with current problems. Nearly 400/6 make 

_practical 
health changes concerning diet, smoking or exercise and 

most of these have also changed the diets of their children. Almost 
60% have more patience and are able to cope better with their 
children. 7bus. children's health may be improved by their mothers 
changing their diet and coping better. Some students also talk about 
health and diet to other people in the community and through their 
work. 
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This chapter has shown how students' health careers are linked to 
other areas of their lives, and how these can affect and be affected 
by participation in education and lead to complex networks of 
linkages. 
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Chapter 7- Employment and Education 

Introduction 

71iis chapter reviews the main changes and trends in employment 
in Glasgow during the time students grew up and began their own 
working lives. It then examines students' employment careers and 
how these careers relate to their participation in education. It also 
considers the influence of husbands' unemployment on students' 
education and reactions to the OU courses. Vv%fle much of women's 
time is spent in unpaid as well as paid work. the focus here is on 
paid work. 7beir employment careers up to the time of the 
Interview are analysed by the use of lifelines which show periods of 
full-time and part-time paid work. As in previous chapters the basic 

questions are asked, in this case concerning students' employment 
backgrounds, the stage in their employment careers they take the 
OU courses, the influence of the courses on their careers and 
whether anyone else is affected. 

The economy of Glasgow has undergone major structural changes 
since the war as the old manufacturing base of iron and steel, heavy 

engi neering, and shipbuilding have declined. Some new 
manufacturing industries have been established but of greaterý 
importance is the expansion of service industries. As a result the 
patterns of employment in Glasgow has been transformed; the 
number and nature of jobs have changed and the participation Of 
women has increased. Since the war unemployment has always been 
higher in Glasgow than the UK average, but in the early '80's the 

proportion out of work rose to figures not seen since the '30's. The 
first section of this chapter reviews the changes in employment 
opportunities; the increased participation of women in the labour 

market; and the wide scale (particularly male) unemployment - 
which have had an influence on, the lives of the students. 

Most researchers who study women's employment careers (eg. D= 
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1984; Chaney, 1985; Yeandle. 1984) concentrate on the 
relationship between the birth of children and participation in 
employment, ie. the interaction between these two areas of life. Mlis 
is because of the dominant influence of childbirth and childcare in 
determining women's patterns of employment. However. the focus 
of this study is on the interaction between education and other areas 
of areas of life, including employment. 7bis chapter examines the 
pattern of students' participation in paid work and where education. 
including the OU courses, fits into this pattern. The influence that 
employment has on participation in education and the affect that Ojj 
courses have on employment are considered. Questions are raised as 
to whether taking post-school courses is linked to students' -, - 
employment careers, in that their work may have provided the 
opportunity to take the course, or that a course helped in their 
subsequent employment. The same questions are asked about the 
courses that were taken after a break in employment. 

Because of the importance of the employment position of their 

spouse. husbands' unemployment is taken into consideration as an' 
influence on students' educational careers and their responses to - 
the OU courses. 7he purpose is to look at the interaction between: 
1) students'. employment and their educational careers and 2) 
husbands' unemployment and students' educational careers. 
Research on wives withdrawal from paid work when their husbands 
are unemployed (for a review see Cooke. 1987). which examines the 
interaction between partners' employment careers Is of importance 
here only if the studenVs decision to start or continue paid work 
around the time of the OU courses Is affected by her husband's 

, 
employment status. Before focusing down to students' and their 
husbands' employment, the main historical changes and trends in 
employment are reviewed to provide an overall context. II 

Emp oyment history A 

Since the war the labour market in Glasgow has undergone major 
changes. In the period from 1961-81 'it is not an exaggeration to say 
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that in twenty years Glasgow (and the whole conurbation) has gone 
from being an industrial city with 60% of its labour in 
manufacturing, to a service centre with 60% of its labour in service 
occupations' (Lever and Mather, 1986: 3). This figure had increased 
to 700A) by 1984 (SRC. 1988b: 34). It is not just women who are 
Involved In the service jobs, 'in 1981 for every Glaswegian male 
employed in manufacturing there were two employed in the service 
sector' (McGregor and Mather, 1986: 22). The decline in male 
semi-skiRed manual workers in Scotland took place between 1961 

and 1971 with their numbers stabillsing up to 1981, whereas male 
unskilled workers maintained a steady share in the 60's. The 

collapse in employment in manufacturing hit the unskilled in the 
'70's with a 37% fall in their numbers from 1971 to 1981 
(Kendrick, 1983: 50). 

7be -proportion of women in the work force has increased 
substantially since the 1950's. Kendrick (1983: 52-53) reviews 
women's participation in employment over the last 40 years in 
Scotland. He reports that in 1951 women made up around 34% of 
the labour force, this increased slightly by 1961 to 36%; and by a 
larger amount by 1971 to 42%; and to 47% by 1981.7he figures for 
Glasgow for 1971 and 1981 are higher at 63% and 67% (McGregor 

and Mather, 1987: 27). Kendrick points out that the increase in the 
employment of women can be entirely accounted for in terms of the 
expansion of the service sector. In 1951 the numbers of women 
working in manufacturing was only slightly less than in services, 
whereas by 1976 there were three times as many in services. 7be 
increase In female participation consisted entirely of married 
women which is partly due to a decline in the age of marriage and 
an Increase in the length of time in full-time education (eg. the 
raising of the school leaving age in 1973). The increase was at its 
steepest during the '60's when the percentage of married women In 
the labour market nearly doubled, and was concentrated among 
women in the age groups immediately after the child-raising years. 
lbý'chan e can be illustrated by the proportion of married working 

1.9 - women. in the age group 35-44: in 1951 only 17% were 
economically active whereas this figure had leaped to 64% by 1981, 
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with the biggest increase in the '60's when the figures went from 
28% to 52%. The 1981 census shows that in Glasgow female 

participation rates are generally high even during the main child 
rearing years 25-35 when the rate falls to below half of all married 
women and rises to two thirds of all married women in their '40's. 
More recently in Great Britain generally there has been a large 
increase in participation in the labour market for women with 
children under 5. so that by 1987 35% were employed compared to 
24% in 1983 (GHS, 1989: 160). 

Kendrick also shows that the growth of women's employment is due 

to the increase in part-time working from a very low base in 1951, '-,, 
to 17% of employed women in 1961,33% in 1971. and 41% in 

1981. Three occupational categories accounted for half of the part-"- 
time women's jobs in 1971 - shop assistants, maids and related 

workers, chars and office cleaners. There were also part-time, 

manufacturing and clerical jobs, and nurses and teachers. 

The difference between the jobs available and the size of the labour, 

force is reflected in the unemployment figures. In the fifteen years 

after 1945 Glasgow had low levels of unemployment averaging 
between 3 and 3.5%. although this tended to be double the average 
for the United Kingdom as a whole (Checkland. 1976: 46). The level 

in Strathclyde began rising during the 1960's and by 1967 had 

reached 4.3%. In the next twelve years the rate doubled and then 
doubled again in the four years from 1979 to 1983. reaching 18.6%-, '- 

and remained around this level until it began falling in 1987 (Fraser 

and Sinfield, 1987: 147). Figure 7.1 below shows the rates of 
unemployment in Strathclyde from 1977-88. 

In 1988 male unemployment in Glasgow was 25.9% and 11.6% for 
females (SRC, 1988b: 12), butTemale unemployment rates must be' 
treated with particular caution, as there are a number of reasons 
why unemployed women are less likely than their male counterparts 
to be registered as unemployed' (SRC. 1989b: 29). These include 
their non-eligibility for benefit and their involvement in unpaid 
housework and childcare (Walby. 1985: 266). 
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Figure 7.1 Unemployment in Strathclyde 1977-88 (SRC, 1988b: 13). 

The distribution of unemployment has not been even across age 
groups or areas of the city. In 1988 in some Areas for Priority 
Treatment. male unemployment was over 40% and 15% for females 
compared to around 5% in middle-class areas (SRC, 1988b: 15). 
Regarding different age groups, in Strathclyde in 1988 the rates of 
unemployment of economically active men and women are shown in 
#gure 7.1. 
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Figure 7.2 Unemployment rates In Strathclyde In 1988 for different age groups (SRC, 1988b: 
19). 
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Iberefore, the husbands of younger students (eg. under 25) are 
twice as likely to be unemployed that those who are older (eg. over 
35), although they are less likely to be registered unemployed 
themselves. Much of the unemployment is long term, for example, 
in Strathclyde in 1988 nearly 47% of the men had been unemployed 
for more than a year and nearly a third for more than two years. This 

particularly affects men who are in the 35+ age groups (SRC, 1988b: 
20). 

In summary, in Glasgow more men are now employed in the service 
sector than manufacturing. The rates of male unemployment rose 
dramatically in the early'80's and have remained high particularly in 
APTs and for young men. The participation of women in the labour 
force is high, including those with young children. While the 

unemployment rates for women are lower than for men, they do not 
accurately represent the number of women looking for work. The 

,- 
bulk of women's employment is in the service sector, part-time and 
low paid. To see how these trends have affected the students in the 

sample we now turn to their patterns of employment. 

Patterns of employment 

There are difficulties in characterising employment patterns for 
individuals at different ages and stages of their lives (Dex, 1984: 8). 
This is because in the future some students who are not in II 
employment may return and others may give up paid work or shift 
to full-time employment, thus altering their patterns. Students' ý 
employment patterns up to the date on interview can be classified 
with regard to two periods of paid work, the first stage of full-time. 

employment up to a break followed by the second stage mainly part- 
time. The main sub-division is based on whether or not students, 
have returned to paid work after a break. If they have then a further 
distinction can be made depending on whether they returned ' 
before or after the start of their first OU course, and whether they 
were employed at this time. This gives five main types of 
employment career which are illustrated by the lifelines below 
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showing the relative timing of the OU courses: 

Chart 7.1 Examples of five pattems of employment. 

1) NOT RETURNEDMOT IN PAID WMANO RETURN 
103 ............ 146'- ............................ ......................... 
2) RETURNED/NOT IN PAID YORKAO RESTART 
108 .............................. ............ 157 .......................... o 

3) NOT RETURNED MOT IN PA ID WORK /RETURNS 
118 ................................ ................. 1.4- 
132 ............................. ............... i 

4) RETURNED/NOT IN PAID WORK/RESTARTS 
101 ................................... ....... o .... . .... 107 .............................. 
5) RETURNED/IN PAID WORK 
109 ................................ 110 ............................... ......... ...... 

YEAR 40 42 44 46 48 5b'512'54*5'6'5ý'6'612le4'4'4'iO'i2'74'76'iS'Cý3'82 4TS67818 

Each students' employment lifeline shows when she began full-time 
paid work with a thick line. This line ends where she ends full-time 
employment, if the student returns to part-time employment this is 
shown by the start of a thin line and this ends where the period of 
part-time employment ends. Note that a continuous line does not 
necessarily mean that there were no end-on job changes. The start 
of each OU course is shown with a short vertical line. 7he numbers 
of students in each career type in table 7.1 below 

There are four other students who do not fall into the pattern of 
full-time employment followed by part-time, and none of these have 
children. One (number 122) has had short periods of full and part- 
time paid work and is currently employed full-time: another 
(number 131) started part-time paid work and is now employed 
full-time; one (number 138) has had long periods of full-time paid 
work but has not been employed for over ten years: one other 
(number 143) has been employed full-time continuously for'over 30 
years. 
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Career type 

Mests '" 

Nos. 

1) NOT RETURNED/NOT IN PAID WORK/NO RETURN 
Those who have not returned, and are therefore not in paid work at 
the start of their first OU course and who do not return afterwards. 

2) RETURNED/NOT IN PAID WORK/N0 RESTART 
Those who have returned but are not In paid work at the time of the 5 '- 
start of their first OU course and who do not restart afterwards. - 

3) NOT RETURNED/NOT IN PAID WORK/RETURNS 
Those who have not returned at the time of their first OU course. and 17 
are therefore not in paid work at this time, but return afterwards. 

4) RETURNED/NOIT IN PAID WORK/RESTARTS 
Those who have returned, but are not in paid work at the time of 6 
their first OU course and who restart afterwards. 

5) RETURNED/IN PAID WORK 
Those who have returned (one or more times). and are in paid work 13 
at the time of the start of their first OU course (and may or may not 
continue up to the time of the Interview). 

6) OTHERS 4, 

Total 60, 

Table 7.1 The numbers of students In each employment career type. 

The cessation of full-time education is usually associated with the 
beginning of employment, in other words there is a direct transfer 
of their main activity from education to employment. a switch froM 
one area of life to another. Full-time paid work often ends with a 
transfer of activities to childcare. in general, women's employment 
is characterised by its interrupted nature which Is primarily due tio 
childbirth and the switch from full and part-time employment to 
periods of full and part-time childcare. General relationships have 
been found between the length of the first period of employment 
and subsequent periods and earlier return to work. Also there is 
frequently downward mobility regarding the nature of the job to 
which women return to in comparison to their first job (Martin and 
Roberts, 1984: 147; Chaney, 1985: 170). 

The components of students' employment careers and the 
interaction between theseand education and/or training IS 
considered. This includes students' firstjobs on leaving school, 
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their jobs before stopping full-time paid work, - the jobs they take on 
returning and their jobs and further education around the time of, 
and following, the OU courses. 

FMI-time employment and education 
7he first stage of employment careers usually begins with students' 
full-time jobs on leaving school and may include a number of job 
changes before finishing the first stage. (A few students start part- 
time jobs while still at school but these are excluded). Fifty five 

students started full-time employment (including nursing training) 
and'one began part-time paid work soon after leaving'school, of the 
remaining four, two went full-time to college (occupational therapy 
and YIS catering) and two were occupied with housework. The 
types of first jobs students went into were: 

Job type No. of students 

26 Clerical and office work (plus 1 part-time) 
Machinists and factory workers 18 
Shop assistants 4 
Nursing, RCN, SEN. dental nursing 4 
Skilled work, (dressmaking, bookbinding, 

:. hairdressing, lab. ass) 4 

Total 56 

Table 7.2 Types of first jobs. 

The first two categories show the split between office and factory 
work, which seem to be the two main options. only four students 
leave school for professional training. However, the pattern of first 
jobs may change over time because of the major switch in Glasgow 
from manufacturing to service jobs particularly during the 1961-81 
period. As the number of factory jobs declined we would expect the 
pattern of first jobs to have changed. Table 7.3 below shows that for 
these students there was only a small reduction in the proportion 
going into factory work. 
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,, 
Date left school (Nos. and %) 

Type of work" 'Before 1973 After 1973 Total 

Office work 
Factory work 

16 (57%) 
12 (43%) 

10 
6 

(63%) 26 
(38%) 18 

Total 28 (100%) 16 (100%) 44 

Table 7.3 Numbers going into off ice and factory work before and after 1973. 

Schooling and the qualifications gained have a significant influence-'. 

on the kind of job that students can aim for. 7he breakdown of, 
qualifications and the main types of work is shown below: 

7ype of work (Nos. ) 
Qualifications Office Factory Total 

'O'Grades and above 12 3 15 
Leaving Certificate 617 
No qualifications 8 14 22 

Total 26 18 44 

Table 7.4 Oualffications and type of work. 

There is a significant split between those having'O' Grades and 
above going on to office work, and those having no qualifications 
beginning factory work. Also more of those with 3rd Year Leaving 
Certificates get office jobs compared to factory jobs. Therefore. it 
appears that school qualifications have remained important In 
getting an office job throughout the period when the number. of 
factory jobs has declined and the proportion of qualifted school 
leavers has increased. 

Gray et al. (1983), concluded. from their study of Scottish school 
leavers that: , 

'School qualificaiions at-all levels, and including the l6wes t 
marginal levels. were significantly associated with initial -" 
success in the job market among the 1977 sample members., 
The extension of certification to cover a large proportion of 
secondary-school pupils may therefore have tightened the 
bond between certification and occupation. ' 
(Gmy et al, 1983: 115) 
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In chapter four It was noted that those students who went on to 
further education and training after leaving school either did this 
part-time at evening class or where the training was paid and 
combined with work. as in nursing. There were 10 students who 
took some training courses in their ftrst, jobs and three more who 
started nursing after leaving their ftrst jobs. The bulk of the students 
were in relatively unsldlled work and did not take courses to obtain 
a better paid job or advance their career. 

Students' reasons for leaving their ftrst jobs were moving/marriage/ 
pregnancy (19). bored/fed up/disUe/disagreement (14), to get a 
betterjob/more money or to begin nursing training (11). and 
redundancy/work closed down (6). Thus, around a third stayed in 
their first job up to when they left full-time work. Also 22 students 
appeared to advance in their jobs and 13 of these took courses 
which may have helped their employment opportunities. For 
example. moving from office junior to a secretary, or from a student 
nurse to being able to obtain qualified work in other hospitals. One 

student began as a factory worker then started nursing but failed her 

nursing exams and then became a typist., The movement from 
factory worker to typist might be counted as an advance but it is not 
closely linked to nursing training. 

7h e reasons that 43 (out of 56) gave for ending their first period of 
fWl-time employment was because they were expecting their first 
baby; left work on marriage and the remainder had reasons 
including the lack of childcare (2). having a second child, fostering. 

emigration and redundancy. 

EnWloyrnent and education after a break 
Of the 40 students who returned to work after a break, all except 
four returned to part-time jobs. In common with findings from 
other"'res6arch, there was downward mobility on returning to work 
for some. Seven took what appeared to be lower grade jobs 
compared with those that they had had previously. examples of 
downward movement are from cashier to chair stacker, computer 
operator to factory worker, and auxiliary nurse to waitress. 
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Surprisingly, five obtained higher grade jobs, the remainder were 
approximately equivalent. Upward mobility included the move from' 

waitress to daycare assistant. shop assistant to an auxiliary in adult 
education, and clerkess to nursing auxiliary. 

7bere were only five courses taken after a break from employment 
and prior to the first OU course. All these courses were connected 
with employment except a First Aid course which was related to 

voluntary work. A Pub Management course was in-service training, 
SEN training involved working as a student nurse, occupational 
therapy training was connected with paid work and a childminding 
course led to later employment as a childminder. 

The experience of OU courses at different stages 

To examine whether students' perception of the courses varies 
depending on where they are in their employment careers when 
they take the courses, the reactions of students in the main groups 

are considered. The table below summarises the numbers and 

percentages of students who said they were helped in their 

employment careers by the OU courses: 

Career type Nos. Helped 

1) Not returned 15 '3'- 
2) Returned, not In paid work, not restart 5 

Percentage helped who do not return or restart (20%) 

3) Return after OU course 17 7 7-, 
4) Returned, not in paid work, restart 62 

Percentage heýped who return or restart (39%) 

5) Retumed and in paid work 13 5 . - 
Percentage helped who are in paid work (38%) 

Table 7.5 Career types and numbers helped In their employment careers. 

20% of those who have not returned to or restarted paid work were, * 

helped in thinkýng about employment, 39% of those who returned, 
were helped, mostly to get jobs, and 38% of those who were in paid 
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work at the time of the courses use what they learnt In their work. 
7be comments regarding the kind of help from the courses are 
examined below for the main employment career types: 

Career 4ffle I and 2: AU the students with career types 1 or 2 
except one have not yet applied for a job, but three said that the 
courses had helped them think about their future employment: 

12 8 Tfiten Mark is older I hope to find work in the 
community. ' 

148 7 ttdnk more about jobs now for when my kids get older. ' 
A54 Yes, I would like to work again. ' 

One student with career type I said the OU course did help her get 
a job but she did not take it up because of the effect it would have on 
her husband's benefit. 

152 7 appliedfor ajob to set up a Pre-5 Resource Centre and 
quoted my Cert(ficates in my CV. I got the job but didn't 
take it since my husband was unemployed and his benefit 
would have been cut. ' 

Most of the students with careers of these typýs had concerns in 
other areas of their lives and saw the courses mainly in terms 
unconnected with their employment careers. 

Camer type 3 and 4: Out of the total of 23 who got a job after the 
beginning of an OU course. seven said they thought the OU course 
had -helped them get the job. one was encouraged to look for a 
career and another was helped in her job and is thinking about a 
better job: 

106 'Because I had built up nuj corfidence again ... Its given me 
the motivation to constantl better myself. ' [Clerical 
admin]. 

Y, 

107 7 now have ajob as a playleader, which I would not have 
gonefor before taking the courses ... Because thejob is 
involved in childcare and I have more knowledge and 
understanding now. ' (Playleader). 

116 7 worked with old people, I got thatjob partly due to an 
OU course, it helped ... It gave me confidence to believe I 
could do something. Human Development covered senility 
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for example so it helped in that way too. ' jDaycare 
assistant]. 

117 'It is interesting, it gets you to meet others, starts your 
brain working and starts getting you to do other things. '. 
You're not so sure of yourself when you've stopped work to 
have children. It encouraged me to go onto the [local adult 
education] Committee then from there to get an interview 
for ajob. ' [School domestic). 

118 7 think it [OU course] had something to do with me 
getting thejob ... rm more corIftdent, talking to people 
knowing I was right about some things, makes nwfeel 
good about myself. ' [Childminderl. 

132 'Because it was about the playgroup age group and it 
helped us to choose toys etc. ' [Playleaderl. 

145 'Because Clyde Action could see I hadn'tjust been sitting 
around the house. 'rrrainee media assistant]. 

123 'Encouragement to look for a possible career, I went to 
East Bank Academy for a computer course. ' [Job not 
knovml. 

101 Tm. more patient, I don't get too involved ... It has made' 
me think offurther education. not academic, but perhaps 
to help me get a betterjob in the community. ' [Home 
help]. 

The students who said the OU courses were helpful in getting them 

a job included four with no qualifications and three with '01 grades 
and above. Jobs involving caring, particularly for young children 
(playleading and childminding), are obviously related to the subjects 
of the main courses, and these courses are likely to be a help for 

.. this kind of work. Those who did not say the courses helped them 
to return to paid work obtained jobs as - cash point operator. sales, 
assistant, bank clerkess, chair stacker, book keeper. machinist. 
Although the courses help most students to gain confidence, there 
is no direct connection for those not helped between the content of 
the courses and theirjobs. 

Career type 5: 13 students were working when they started the 
course. The reactions of five of them show how the courses 
influenced their current work or thoughts about future employment. 

133 7 can talk to the tenants about subjects that would have 
embarrassed me before, 'aids'. for example. ' [Full-time 
wardenk 

141 7 had to take it through my work but I must say I enjoyed 
it ... rm doLng Modules in Cardonald College on a 
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Wednesday niorning and I am going to go full-time, when 
myJobfinishes in August. I am going to do thefull course. 
on community service. ' [Community Project worker]. 

144 7 would not go into cleaning, I would look for something 
more skilled where you had to use you brain a bit more. It 
made me see things betterfor thefuture. I try things now 
that I would not try before ... If going for ajob Id be able to 
cope with it better. ' lex-Hospital domestic]. 

158 7t made me more conftdent... I would never have thought 
o going to College [to train as a Nursery Nurse] ... Being a )f 
widow it [the OU course] made me realise I had to do 
something to support my kids ... I really enjoy my work 
just now, well College - its not really work but I will enjoy 
it even more when I qualify as a nursery nurse. ' lex-School 
crossing attendant]. 

160 'Because I was working with the elderly ... It has heýped 
me understand old people. ' [Part-time warden]. 

The remainder for whom the courses did not influence their work 
were employed as -a factory worker, shop assistants, adult 
education au7dliary, computer operator, nurses, book keeper. and 
cleaner. 

Whether students perceive the courses as being related to their 

work deppnds,., on where they are in their employment careers. Of-, 
those who have already returned and are in paid work, 38% 

mention the courses in connection with their jobs; a similar 
proportion of those who go onto get a job after the start of the 

courses believe that the courses helped them-, whereas 20% of those 

who have not returned mention the courses in connection with 
their future employment plans. These figures suggest that (f work is 
an active area or becomes a new area of students' lives, they are 
more likely to see a helpful connection between the courses and 
employment. Whereas those for whom employment is not currently 
an active area of their lives, will be less likely to see the courses in 
this context. 

This conclusion is what might be expected but is important because 
employment is not primarily an area that the courses are aimed at. 
This data suggests that students reactions to the courses are 
influenced by where they are in their employment careers, and the 
courses can influence these careers through helping them get jobs. 
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Employment and, further education after the JIrst OU course, 
There are differences In the types of courses students go onto 
depending on where they are in their employment careers. Less 
than half of the students who are in paid work at the time of their 
first OU course go onto further OU courses. compared to over three 
quarters of those who are not in paid work, either because they 

returned after the start of their course or do not return. Those who 
return to paid work after an OU course are also nwre likely to take 

up further education. 70% of those who return go onto other 
courses compared to 54% of those who are already in paid work and- 
only 27% of those who do not return. This is a significant difference 
between those in paid work and those who have not returned. The 
kinds of courses and the jobs students were involved in are shown 
in the table 7.6 below. 

Course Job 

Welfare rights Clerical admin. 
Welfare rights Cash point operator 
English '0' grade and computer studies Daycare assistant 
English; 

- 
media and research course* Trainee media assistant 

Cookery and sewing '0' grades Playleader Cob not taken up) 
Tutoring course School domestic 
Typing Childminder 
Typing Chair stacker 
7yping and word processing Cleaner 
Computer programming Childminder 
Playleaders course* Playleader 
Playgroup course and computer course Book-keeper 

Courses linked to jobs. 

Table 7.6 Types of courses taken up by students and theIr jobs. 

The table shows that there is little connection between the jobs that 
students return to after an OU course and the other courses they 
take up. In only two cases (marked with an asterisk) are the courses - 
linked to the jobs. The remaining courses are either linked to 
community activities. eg. welfare rights and tutoring or may be 
aimed at qualifications for jobs, eg. in typing and word processing,., 
that students would like to get in future. There are more links from 
the OU courses to the jobs'taken up than from the other courses ' 

I. 
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and current employment. The OU courses can act'as'a bridge back 
into employment which Is related to students' recent activity of, 
caring for young children, and as a stimulus to further education 
courses connected with other (possibly earlier) skills and better 
paid work. 

For some students there could be multiple linkages from OU 
courses and future paid work through further education. as well as 
links from paid work to OU and other courses. Furthermore, these 
linkages may extend back to previous jobs and qualifications which 
affect how much OU and other, courses can change students' 
options. The case studies below show some of the multiple linkages 
within 'and between education and employment careers. 

Linkages between recent education and employment 
Examples of three students who have linkages between components 
of their education and employment careers are examined. Expanded 
lifelines for the first student (number 14'1-) who has a career type 5 
are shown below: 

Chart 7.2 Recent employment and education lifelines for student number 141 showing 
linkages. 

(3) 
Employment ................. 

Education ..................... (2), -64(5) (4) 
-T- Age 23 24 25 26 27 28 

For this student the linkage'g'oe-s from her part-time job as a 
community project worker (1). to the OU course (2): '1 had to take 
it through my work, but I must say I enjoyed it ... It has given me 
more confidence ... I am very friendly with my boss through doing 
the course'. The contact with her boss may have helped get the full- 
time job (3) in which she uses what she learnt in the OU course: 'I 
do a mother and toddler group through my work and what I learned 
in my OU course helped me'. In connection with this job she is 
doing'a'community service module (4) which xivilflead to a full-time 
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college, course j (5). - 7bere Is a missing link between her OU course 
and the module, ie. from (2) to (4). and she answers 'no' to, the, 
question of whether the OU course helped her take up an non-OU 
course. For this student the initial link is from employment to the 
OU courses which leads onto further education and into another 
related job. 

For the next student (number- 116) the link starts from the OU 
courses to work and further education. 7he expanded portions'frorn 
the employment and education lifelines for this student who has a 
career type 3 are shown in the next chart: 

Chart 7.3 Recent employment and education lifelines for student number 116 showing 
linkages. 

Employ ment .......... 

Education ................ --+(6) (1) (4) 
(5) 

Age 21 22 23 24 25 216 

7be 
, 
OU course (1) helped her get the MSC day care job (2)., she -said 

'It gave me confidence to believe I could do something'. and she 
continued getting help from OU courses (3 and 4) while doing this 
job: 'Human development [in the couise Health Choices] covered 
senility for example, so it helped in that way too'. She took her 
second OU course (3) 'because she enjoyed the first one. 7be OU 
courses also encouraged her to start 'O'grad'es (5) which, she had to 
give up due to a teachers' strike. 'It gave me confidence and an 
appetite to learn more'. and they, 'could have changed my life 
because I tried for College places (6) but they were full up'. lbere 
were no further employment links, except that she may use what 
she learnt in'her childminding (7) for her sister, although she does 
not mention this. Because this student took three OU courses over a 
period of time, the courses can link to more than one job as well as 
to further education. 

7be final student (nurýbe'r 158) was in employment at the time of 
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her first course and -this led, to her stopping paid work and taking 
up, full 

' -time education. The expanded ý, employment and education 
lifeline's for this student are shown below: 

Chart 7.4 Recent employment and education lifelines for student number 158 showing 
linkages. 

Ernployrnentý- - 
(2) 

Education ................ 

Age 34 31 S' 31631a319 

At the time she started her first OU course (1) she was employed 
part-time as a crossing attendant (2). The OU course made her 

more confident and without it she would never have thought of 
going to college to train as a nursery nurse (3). In order to go to 

college she gave up her job (te. link 2-3). She is looking forward to 

qualifying and working as a nursery nurse (4). In this example the 
OU courses helped her take up a new career which involved giving 
up paid work (le. link 1-2). 

These examples show that links between education and 
employment can operate in either or both directions, from 

education to employment for two students - in one Case help in 
getting a job, and in the other in providing a good reason for 

stopping paid work through the help given in'taking up full-time 
education. A link from employment to education meant that the 
other student took the OU course as part of her job, and this led to 
ftn-ther education and subsequent employment which was linked to 
the, previous job. We saw in . chapter four that there were linkages 
between previous education and courses taken after the OU course 
and these may also have had'an influence in these examples. Also in 
chapter five there were links'ftom. certain stages of students' 
childcare and marital careers to the OU courses and further 
education, and these may also have been relevant here. - At the end of 
this chapter the continuing case studies show some of the links 
between these areas of life. 
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At this point it has been sufficient to show that the stage students ., 
are at, in their employment careers Is related to the kind of help., ýhe, 
courses provide; and to provide examples of the complex linkages 
between employment and education. The next section explores 
husbands' unemployment and its influence on students' educational 
careers and on the links between their education and employment. 

Husbands'unemployment 

In order to examine whether the interaction between students'--'-,, ', -- 

education (particularly the OU courses) is influenced by the 
employment status of. their husbands. we can focus on those 

students who have remained in their. first marriage (or a stable,, 
relationship and no separations) and whose husbands have 

experienced unemployment. A total of 16 students have stable,, 
relationships and husbands who have had substantial and/or, 
frequent periods of unemployment before. 

-after 
or during the time, 

they took the 9U courses., This section considers whether husbands, - 
unemployment Is related to students' responding to the courses in a 
particular way, and to changes in their lives which affect their 
employment careers. Long term, unemployment may lead to passivity, 
for men but for their wives it may require them to cope with a low 
income and perhaps to initiate changes of their own (Elder. ', 1982: 
104; McKeeand Bell, ' 1985: 394). 

The students with husbands who have experienced unemployment 
can be compared to the students whose husbands have rem ained 
employed. ' Overall. there is'no signifIcant difference between. t, he-"' -, 
proportions of students whose husbands have unemployment and 
who return or restart paid work after the beginning of their first OTJ 
course and those whose husbands do not. '7bat is, husbands" 
unemployment does not, influence whether students return, or, 
restart paid work in the time around the OU courses. However. -- 
there is a significant diffeience in the, help the courses give in 
getting jobs. Most of those (67%) who return or restart work. and 
whose husbands have unemploynwnt say the courses heiped them 
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get ajob, whereas none of the students with husbands who have no 
unemploynient were helped in thLs way. For the students who get 
jobs It may be that those with unemployed husbands take a more 
instrumental approach to the courses for the purpose of getting a 
job, compared to those whose husbands do not have unemployment. 
As a consequence the majority who get jobs feel that the OU courses 
helped them. 

For all the husbands unemployment occurred after they had been 
employed, except for one student (number 102) whose husband has 
been'unemployed all their married life. Another student (number 
103) cohabited with her future husband and during this time he 
experienced unemployment and did again after they were married. 
Ibe'cohabitation period is included as part of a stable social 
relationship. Another (number 117) student's husband is unable to 
work because of disability and for her this may be a different 
experience to his unemployment. One student (number 106) 
cohabited with the father of her children and he had a period of 
unemployment before beginning a prison sentence. Her experience 
may be significantly different to others in this category particularly 
as she is physically separated as well. 7hese differences are taken 
into account in examining students' comments. But first the 
patterns of husbands' unemployment and the place of the OU 
courses in these is considered. 

Patterns of husbands' unemployment 

The students whose husbands experienced unemployment- include 
those for whom unemployment'is frequent or ongoing and those 
whose husbands became unemployed for the first time. 
Unemployment might occur after a long period *of relatively secure 
and well paid work. On the other hand. students may have 
experienced frequent periods of their husbands' unemployment. 
Miey may have taken the first course before their husband becomes 
unemployed for the first time; during or after the first period of 
unemployment; or during or after more than one period. 
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Lifelines for all students whose husbands have experienced 
unemployment and who have remained in their first marriage are 
shown in chart 7.5 below. The lifeline, marriage line. husband's 

unemployment line and the course line have all been combined so 
that a composite line for each student can be presented. The dotted 
line begins at the students' dates of birth; the thin line starts when 
they got married; the thicker line shows the period of their 
husbands' unemployment and the vertical line markers show the 
beginning of OU courses. 

Chart 7.5 The stages of husbandW unemployment and OU courses. 

1) NOT YET UNEMPLOYED 
106 .......................................... 
107 .......................................................... 
117 
112 
2) DURING FIRST PERIOD OF UNEMPLOYMENT 
129 ................................. 
132 ................................................................. 
134 
150 
3) AFTER FIRST PERIOD OF UNEMPLOYMENT 
130 
140 ........... 
4) DURING ONE OR MORE PERIODS OF UNEMPLOYMENT 
103 
105 

.................................... 120 
144 ............ 152 ............... 
5) CONTINUOUSLY UNEMPLOYED 
102 ........................................ 

IIIIIIIIIIIIIaIIIIIIIBIIIIIIIIIIIgIIIIIIIaI- 7y- 1 

YEAR 40 42 44 46 48 50 52 54 56 58 60 62 64 66 68 70 72 74 76 78 80 82V4TI-STS ge 

7he impact of, the recession in the early '80's can clearly be seen by 
the frequency that unemployment occurs, also for these men this 
may be compounded by their being in younger age groups and their 
lack of skills. 7be students whose husbands experienced 
unemployment make up around 38% of the sample of those who are 
and remain married. However, not all are unemployed at a single 
point in time although more become so towards the middle of 1987. 

Table 7.7 shows, the students subdivided into five groups on the 
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I basis of when the first course occurred in relation to their husbands' 

unemployment: 

Husbands' employment Student 
status at start of course Total identification numbers 

1) Not yet unemployed 3 106,107,117 
2) During first period 

of unemployment 5 129.132,112,134,150 
3) After first period 

of unemployment 2 130,140 
4) During or after one or more 

periods of unemployment 5 103,105,120,144.152 
5) Unemployed continuously 

since marriage 1 102 

Total 16 

Table 7.7 Husbands' unernployment status at the start of the first OU course. 

7be experience of students in Group 2 whose husbands became 

unemployed for the first time is different to those in Group 4 who 
have had some experience of this before. Group 1 did not have any 
unemployment'before the first course (ekcluding'the short period 
for student number 117 when they got married). The husbands of 
the two students in Group 3 were working again around the time 
their wives took the OU courses. although one becomes unemployed 
afterwards. 

Husbands' unemployment, students' employment and the OU 

courses 
The timing and extent of husbands' unemployment may be related 
to whether students take. up work after the start of their first OU 

course and the help the courses provided. To examine this the 
categories used in the first part of this chapter describing where 
the courses occur in students' employment careers can be related to 
those concerning husbands' unemployment defined above. Figure 
7.3 shows in each cell the identification numbers of students at 
various stages in their employment career and their husbands' , 
unemployment. 
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HUSBANDS UNEMPLOYMENT 
AT START OF OU COURSE 

9 

$-1 g V, WIFES EMPLOY- 
MENT AT START z 
OF OU COURSE 

103 112 
1) Not yet returned 

1 
105 140 150 
120 

2) Returned/not in paid 152 130 
work/not restart 

129 106 
3) Returns afterwards 102 132 107 

117 

4) Returned before/not in 
paid work/restart 

5) Returned/In paid work 144 134 

Figure 7.3 Husbands'and wives' employment status at the start of the first course. z 

While the numbers are too small to carry out a statistical analysis. 
the clustering suggests that there may be a tendency for those who-, 
return to paid work to have husbands who have not yet been - 
unemployed or to be in the first period (eg. student numbers 129, 
106 etc). VVhereas those who do not return or restart have husbands 
with more unemployment (eg. student numbers 103,152 etc). Also 
a comparison of students with husbands with unemployment and 
those who have none suggests that the students who have greater 
involvement in the labour market, are less likely to have husbands 
who have unemployment. In other words, the more unemployment 
their husbands have the less likely they are to be involved in paid 
work. This is a common finding although the linkages are unclear, 
(Hakim, 1982: 441; Martin and Roberts, 1984: 97). 
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To explore the influence of husbands' unemployment on students' 
reactions to the courses a qualitative analysis based on students' 
comments is undertaken. 

Case studies of education and husbands' unemployment 
7be comments of students whose husbands' pattern of 
unemployment is in the main groups 1.2. and 4 are considered and 
compared. 7bese groups contain all the students (numbers. 106, 
107.117.132) who were helped by the OU courses to get a job, and 
one (number 144) whose future plans were influenced. 

Group I- Husbands not yet uneniployed: - All these students were not 
in paid work at the start of their first OU courses but began 

employment after this. Student (number 106) started her first OU 

course just before her partner left work because he was depressed 

about his imminent imprisonment which followed soon after and 
has continued. Her reactions to the course are as follows: 

106 Wwn he went into prison, (f I hadn't done the 
assertiveness bit [in Health Choices] I wouldn't have coped 

It's given me an incentive to reach my own goals in life, ; iýtjust him and the kids ... [It heýped. rne get thejob] 
because I had built up my confidence again. ' 

Her main response to the courses is obviously influenced by having 
to cope with her partnees imprisonment. In his absence the 
courses helped her return to work and become active in voluntary 
work. 

Another student (number 107) returned to nursing part-time but 
left after six months 'because it was not financially beneficial'. She 
then took two OU courses and after finishing the second course her 
husband became unemployed after his freelance work ended and he 
took up further education., During this time she took one more OU 
course'and a computer studies course before beginning paid work 
three mornings a week as a playle ader. Her comments about the 
courses which are relevant to these areas of her life are: 
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107 7 now have ajob as a playleader which I would not have 
,- gone for before taking courses ... rI? wy helped me get the 

job] because thejob is involved in childcare and I have - 
more knowledge and understanding now ... I intend doing 
other courses. ' 

Her main concern relates to childcare but this has had a spin-off for 
her in getting the job as a playleader and in using what she has ý -,, ., learnt in her paid work. She has not returned to nursing and it rnay 
not be worthwhile at this stage while her children are young and 
her husband is not in employment. 7bere seems little direct 
connection between her husband's unemployment and her reactions 
to the courses. 

The next student (number 117) took one OU course before her,, 
husband stopped work because of invalidity caused by arthritis of the 
hip. She took a further OU course and then returned to part-time 
paid work as a school domestic and continued with her third OU 

course. Her comments about the courses concerning employment 
are: 

117 'It is interesting, it gets you to meet others, starts your 
brain working and starts getting you to do other things. 
You're not so sure of yourself when youve stopped work to, 
have children. It encouraged me to go onto the [local adwt 
education] committee. then from there to get an interview 
for ajob. ' 

Her husband helps in the house and in the morning when she goes 
off to work, 'he puts them [the children] out to school and nursery. 
The courses seem to have helped her return to paid work wW6 is 
also helped by her husband looking after the children in the 
morning. 

To summarise: in the first case unemployment Is connected with 
imprisonment and the courses help the student cope with. this and 
to reach for her own goals. - in the second there is little direct 
connection between unemployment and to the help in the childcare 
area which is related to her job: in third case the studenCs return to 
paid work was helped by her husband being at home and looking, , 
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after the children, and by the courses which restored the loss of 
confidence she experienced during the early stages of childcare. 

Group 2- During ftrst period of unemployment: 7he students in this 
group began their first courses when their husbands were in their 
first period of unemployment. Two of the students' husbands in this 
group (numbers 129 and 132) had found work by the time they 
were interviewed and the students themselves had returned to paid 
work after the OU courses. Another student (number 134) was 
employed at the time of the OU courses and continued in her job, 
and. two others (number 112 and 150) had not began to 

Ithink about 
returning to paid work. 

7be husband of the first student (number 129) was unemployed for 
4 years and she took only one OU course about 3 years after he left 
his job. She did not ftnd the course helpful for further education or 
employment. When her husband got a job she left the course and 

r returned to paid work for a year as a fuser in a cutting room before 
being made redundant. The end of her husband's unemployment 
may have provided the opportunity for her to return to paid work so 
when' she heaid about the job she took it. 7he course did not help 
her get the job. 

7be next student (number 132) is in a similar position, but finds the 
course more helpful. Her husband was unemployed for the first time 
for 3 years and about a year after he lost his job she started the 
course. She says this about the course: 

132 "After the course Pamela [her youngest] went to school and 
I would have been at home all day myself, but I wentfor 
the playgroupjob and got it ... rve written awayfor 
fostering. I got fed up with playgroup and wanted to do 
d(flerent things. Ifilled in theform last week with my 
husband's agreement, he'll -help me. I don't think I would 
be doing it (f I hadn't done the course. ' 

The course also encouraged her to take a playgroup course. 7be OU 
course helped her go for the playgroup job and she uses what she 
has learnt. Some months after her OU course finished her husband 
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got a job. The only connection between her husband's f. 
unemployment and the various changes in her life is suggested by 
her husband's support for their application for fostering. 

7be husband of another student (number 134) was made redundant 
and then had a nervous breakdown and is now on invalidity beneftt. 
She was employed at the time she took her OU courses and says this 
about her job: 

134 7 am a child's crossing attendant, I really enjoy it but 1, 
, think that I will have to give it up as we are getting a rise 

in our wages and I will be earning over the limit which I 
am allowed so it will qffect my husband's invalidity mo*rLL3V. v 

She studied the OU courses by herself and only spent a week on 
each. With her husband at home she may have been discouraged, 
from joining a group but she says that since the courses 'I get more 
help from my husband' and they may have encouraged her to ask , 
him to provide this. Her husband's situation may affect her job but 
she makes no connection between the courses and her paid work 
nor does she mention any plans for further education. 

In summary, the end of her husband's unemployment may have beer, 
enabled one student to return to paid work, and another is going tc, 
give up herjob because of her husband's benefit situation. For the 
other students there seems to be little connection between ,'ý 
husbands' unemployment and their involvement in paid work. 
However, the OU course helped one student with an unemployed 
husband apply for fostering but they have had no influence of the 
other students' employment careers. 

Group 4- One or more periods of unemployment: 7bis group have 
husbands who experience more than one and in some cases 
repeated periods of unemployment. All their husbands were 
unemployed when the students were interviewed and only one 
student (number 144) is working at the time of the OU courses, all 
the rest were not in employment or did not restart paid work. 
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The comments made by a young student (number 103) relating to 
her husband's unemployment are provided below: 

103 'He hasn't worked since last year, its getting him down, 
he's too oldfor somejobs, he's 10 years older than me ... Terrible, but we get there, our "social' money has been cut 
last week ... Sometimes I could do myself in, staying in all 
the time, the boredom gets to me ... I don't really tell him 
mucIL I cope by myself. He says 'everything will be alilght', 
its easy to say that ... rve got the younger one and you doWt 
enough time. I Live 10 floors up and they can't get out 
much. ' 

7his student Is Isolated. does not get out much and has three 
children under five, her the main concern Is bringing up her 
children and she sees the course mainly in these terms. She did 
apply for a playgroup job but was unsuccessful. Her husband's 
unemployment, their low income and her childcare load leaves her 
little capacity for responding to the course and her application for 
the playgroup job may not have been a practical proposition. 7be 
other young students include one (number 105) who felt that the 
courses had helped her relationship with her unemployed husband 
in that they'discuss more about the children ... I tell him about the 
videos we watched and some questions and general things I 
learned'. 

Another student (number 120) feels that her life is: 'humdrum, my 
husband is unemployed and we have money problems, It is an 
mistence really. Although he does his share she does not have any 
emotional feelings for him at all because there was a 'mishap' in 
their marriage three years ago and since then she does not trust or 
love him. She had another baby a year before the interview and her 

resp onses are mainly concerned with her relationship with 
children. It appears that she has cut off her relationship with her 
husband and has attempted to isolate herself from him and his 

situation. 'The course has helped her build up her independence and 
her skills in relating to her children. 

One I 'of the older students (n umber 152) in this group returned to 
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paid work as an escort for Social Work when her first child was 3 

years old. She then switched to voluntary work for the Citizens 
Advice Bureaux until her second child was due. Her husband has 
been without a job on average for every year of their nearly 13 years 
of marriage and has been unemployed for the last two years. He does 
little housework and provides no emotional support but does 

provide some help with the children. She said he was 'wary, very 
wary about her starting the course. She has completed two OU 

courses and was taking a third at the time of the interview. Her 

reactions to the courses are: 

152 7 would like to stride ahead to find my own niche, maybe 
do something in FE, find out what rm good at ... I'm more' 
assertive [in her relationship with her husband] ... I appliecl 
for ajob to set up a Pre-5 Resource Centre and quoted my 
Certificates in my CV. got thejob but I didn't take it since 
my husband was unemployed and his benefit uxxdd have 
been cut. ' 

The ftrst OU course helped her to go onto get RSA Typing and '01 
, 

level French. She explained why she did not take up the job and her 
husband's unemployment may have influenced decisions she made 
in the past, like switching to from paid to voluntary work and more 
recently when she took up further education and a voluntary 
responsibility when he became unemployed again. 

Student number 144 is one of the continuing case studies and , 
details are given in the next section. 7he OU courses raised her 

aspirations regarding which type of job she would seek when she 
restarts paid work when her health improves. 

Many of the students in this group are not involved in and are not' 
looking for paid work for various reasons including their husbands' 

unemployment. their childcare load and illness. Overall these case 
studies of students whose h'usbands experience unemployment 
provide some illustration of how women's involvement in the work 
force can be influenced by their husbands' being out of work. lb e 
students whose husbands have most unemployment tend not to be 
involved in or return to paid work around the time of the courses or 



771esLs Pope 261 Chapter 7ý 

afterwards. 7be courses therefore do not influence their 
employment careers, those that are helped by the courses to get a 
job are those whose husbands' become unemployed later or who had 
less unemployment. 

case studies 

Returning to the students whose case studies are followed in 
chapters 4-9, we can consider their employment careers and relate 
these to their educational and other careers. 

Student number 136 
In chapter four we learnt that the first student (number 136) left 
school without any qualffications, took typing at night school and a 
Manpower Services course before her ftrst OU course. Her 
employment career is shown with her educational career below: 

Chart 7.6 Employment and education Ifellnes for student number 136. 

Employment ....................... 
Edu"flon ........ ým........ 

Age 41 110 ' 112' 114' 11 6'1 1 8'iO'2Yi4'2'6' 

She says this about her employment career: 

136 7 left [school] to get ajob ... I started off as an officejun r Lo 
in a solicitors and worked my way up to typist and trained 
for typing at night school although I did some typing at 
school ... I did a Manpower Services course, shorthand, 
typing and English, although it was a course I was paidfor 
it ... I worked for about six months with ffuj sister-in-law 
and brother who started their own business and did their 
book-keeping. This was part-time ... I went to an interview 

just recently aAdjelt the interview was lost when I said I 
was married with two children. ' 

It appears that the additional training at night school may have 
helped her progress in her office job. She returned to education 
through the Manpower Services financed course which is shown as 
both education and employment. She started the part-time book- 
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keeping job after her first OU course and while she was doing a 
second. Because she had already returned to employment before the 
first OU course and also restarted paid work afterwards she has a, 
career type 4. She does not mention that the courses were any help 
for this particular job. We do not know what kind of job she recently 
applied for and she does not mention the courses in this context. 
From chapter five we learnt that she is married with two children, 
and in chapter six that she has not had any health problems. 

Adding her family and childcare careers we can see that she 
finished full-time paid work when her first child was due and took 
up the Manpower Services course when her second child was only 
one. 

Chart 7.7 Education, employment and two other lifelines for student number 136. 

Employmont 
Eduoation 
Childcare 
Family life 

Age 41 8 10 12 114'116'l18'iO'21[2'214'26 

Her short-term and part-time paid work occurred when her -ý 
youngest was four and now this child is five and has started school 
she is applying for other jobs. Although she improved her 
employment prospects before she took her OU courses. she feels 
that her childcare responsibilities are seen as a handicap by 
employers. Her husband has not had any unemployment. 

Student number 144 
In chapter four we saw that this student had left school with a 3rd 
Year Leaving Certificate. Her employment and education career Is 
shown below: 

Chart 7.8 Employment and education lifelines for student 144. 

Employment ...................... 
Education ....... ............................. 

8' ' 110 ' 1'2 116 ' 118 T7T7'r---r--r Age 024 16 ' iO'22'24 26 28 30 32 34 36 38 
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She describes her employment as follows: 

144 7 worked as 
,a 

bookbinder until I got married ... then a 
biscuit factory. conveyor belt job bmrt-ttme, back shtft] for 
8 years when I was made redundant ... I was a cleaner in 
schools for three years ... Z was a domestic in a hospital on 
part-time nights. " 

She has had almost continuous part-time paid work and was 
employed when she began the OU courses and is therefore has 

career type 5. When her last job ended she began '0' levels 
(interrupted by hospital tests) and took another OU course. Her 

comments regarding the influence of the OU courses are: 

144 '[1 am unemployed] at the moment, but I am not looking 
for work until the hospital tests are settled ... I would not 
go into cleaning, I would look for something more skilled 
where you had to use your brain a bit more ... If going for a 

job, being able to cope with it better. ' 

She did not use what she learnt from the OU courses in the job she 
had at the time, but they have influenced how she thinks about 
future work and she feels that she would be able to cope better 

when going for a job. 

The previous chapter showed that she has had post viral fatigue 

syndrome for nearly two years and in chapter five that she has 
remained married and has three children. Adding these lifelines to, 
her- employment and education careers gives a fuller picture of her 
life:, 

Chart 7.9 Employment, education and three other lifelines for student number 144. 

I Employment 
Education 41 41,1. 

Childoare 
Family life 

110 ' 112' 114 116 1'8'210'212 * 2'4 26 28 30 34 Ag'e' i'4...... h 16 38 

She says that she left her job because of ill health as well as having 
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to discontinue her '0' levels. Also she has remained married and 
continued employment through the period when her children were 
young with a break when the youngest was born. 

Her husband has had a lot of unemployment which has affected her 
decisions about work: 

144 'My husband was unemployed at the tinw [when she was 
321 and helped with the children. When my husband - 
started work I left the schoolsjob, I was pregnant with the 
youngest ... My husband is not working at the nwment - it 
gets you down a bit ... rm not used to him being about the 
house'. 

7be periods of her husband's unemployment are shown alongside 
her own employment and participation in education: 

Chart 7.10 Employment, husband's unemployment and education If elines for student number 
144. 

Employment ...................... 
Husbands Unern .................................... 
Education ....... ......................... 

Age 6'I' 41 110' 112' 114 116' 1'8'iO'212'2j4'26 ' 2'8'30'32'i4'iOSr38 

During previous periods of her husband's unemployment she was 
working but his current unemployment coincides with her not ,, 
being in paid work and accounts for her remarks about her husband 
being around the house, perhaps the situation is also made diffIcult 
because of her illness. She started OU courses when her husband 
was unemployed, he then worked for a year before becoming 
unemployed again. 

Student nurnber 145 
We saw from chapter four that she left school without any 
qualifications even though she was going to sit seven '0' levels. Her 
employment career is given below with her educational career: 
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Chart 7.11 Employment and education lifelines for student number 145. 

Employment ........................ . ........ 
Education ....... ........... I- 

Age 4 -r r-T- 1 81 ' 110' 112' 114' 116' 118 ' -2TO 7 24 

The details she gives concerning her employment are: 

145 7 left school when I got a chance of ajob. so I had to leave 
immediately ... I started in a shop's office doing general 
office work. Then I got ajob with better wages as an 
administrative assistant... I was a trainee media assistant 
for Radio Clyde, the course was only for one year ... rmjob 
hunting at, the, moment'. 

She has career type 3 as she took her OU course before returning to 
paid work and returned afterwards. Her full-time employment 
lasted only two years. She believes that the course helped her get 
the job and return to education (see chapter four): 

145 'Yes [it helped me] because Clyde Action could see I hadn't 
just been sitting around the house ... I think it [the OU 
course] helped because rve something tofill in an 
application form for a job and some of the jobs rm, going 
for I think it might help'With'them. ' 

I 
She points out that her recent employers could see that she had 
been doing a course, she can include this in her CV and that the 
courses might help with some jobs she is currently going for. The 
linkages between her recent education and employment are shown 
in the expanded lifelines below: 

Chart 7.12 Recent employment and education lifelines for student number 145. 

(2) 
Ernployrnentý. 

Education .............. 
(3) 

Age 210 ýl 22 213214 

The OU course (1) helped her to go onto take the English course 
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(2): '1 wouldn't have had the confidence to do the English course 
otherwise'. Ibe OU course also helped her get a one year job with 
Clyde Action (3). She took the Media and Research course (4) in 
connection with her job. 

Chapter five explained that this student had separated from her 
husband and Is a single parent and recently she has had severe 
depression following a miscarriage. Adding her employment career 
to her health, family. and childcare careers gives further details of 
her life: 

Chart 7.13 Employment, education and three other lifelines for student number 145. 

Employment 
Education 4. 
Health 
Childcare 
Family life 

Age 02 14 8 10 Q 14', 16', 1,, 21_r_T_r_7_ 0 22 24 

We can see that she stopped full-time work when her first child was 
due and returned when her. youngest was 4 years old. In chapter. six 
it was suggested that her depression might also have been 
associated with finishing her media and research course. which war 
related to her paid work. 

Student number 157 
This student left school with a 3rd Year Leaving Certificate and 

- 
did'a 

shorthand and typing course at night school. Her employment' 
career is show with her education career below: 

Chart 7.14 Employment and education lifelines for student number 157. 

Employmont ....................... 
Eduostion ....... ................................ 

A90 6'i' 4' 110 ' 1'2' 114' 116' 118'210 ' 212'A'A * iS'3'0'32 34 36 38 40 

She describes her employment career as follows: 

157 7 týorked in Woolworths then went to GratispooL I was a 
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live-in nanny for a short while, then typing and offIce 
duties in an officefor about a year [did a typing course after 
I left school]. I went into Littlewoods for about one and a 
half years, then I worked on the buses, then I left to try to 
get ajob in Coventry and came home and worked on the 
buses again, then I left and went back to Uttleuxxxls and 
stayed there till I became pregnant ... I returned to 
Littlewoods from 1979 to 82. 

Her full-time employment career has been made up with a variety of 
jobs. She had a break and returned for three years. She was not in 
paid work when she started the OU courses and has not restarted, 
she, 

_is 
therefore has career type 2. She makes no mention of the 

courses In connection with her employment career. This careei can 
added to the others looked at previously: 

Chart 7.15 Employment, education and three other Ifellnes for student number 157. 

Employment 
Education 
Hoalth 
Childcare 
Family lift 

Age 110' 112' 114 116' 1'8'iO'2j2'A'A'i8'3b'i2 AA A'40 

She has never married and we can see that the break in her 

employment started when she had her child and continued for two 

years after this, she then returned to full-time employment. 
Hoývever, she stopped paid work in 1982 when this child was five 
years old due to the beginning of her illness. 

Conclusions 

While the help provided by the OU courses in students' employment 
careers is generally related to where they are in this career, the 
first student in the continuing case studies does not mention any 
help from the courses for the job she started or for the jobs she is 
applying for. Mlis may be because she has- already taken other steps 
before the OU courses to improve her'employment prospects. '7be 
OU courses helped the second student to'raise her aspirations 
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regarding jobs and to start '0' levels but she has not been able to put 
these to the test or continue her studies; the third student was 
helped to return to short-term paid work and to further education 

and is now job hunting; the final student makes no mention of 

continuing her employment career or of any help from the courses 
in this area. 7be husband of the first student has had no 

unemployment; the second has had frequent periods out of work-, 
the next student is separated and single and the last has never 

married. The student with an unemployed husband stopped work ix, 

an earlier job when her husband got work but it is other areas of her 

life that now prevent her restarting paid work or education. None'of 

these students are in the early stages of childcare. The continuing 

case studies show that the main events in employment are often 

associated with events in childcare careers such as having a baby or 
the youngest starting nursery or school. This latter event often 

occurs at a time when OU courses are taken which can give rise to 

close links between the beginning of this childcare stage and OU 

courses, employment and further education. 

Concerning the employment backgrounds of the sample as a'whole - 
the better qualifted students were Initially employed mainly in office 
work while those with no qualifications went into factory work. and 
in spite of the decline in manufacturing jobs this split does not 
appear to have changed much for these students over the years. 
Almost all were employed full-time and then had a break. At the 
time of the first OU course just over half had not returned to paid 
work and the remainder returned before the ftrst course and some 
were employed at the time. 

A few of those who do not return or restart work after the first OU 

course are helped to think about future jobs; around a third of those 

who return or restart said they were helped by the courses to get 
the job; and slightly highter proportion of those in paid work at the. 
time use what they learnt in their jobs or were helped to think 
about future employment. 7hus, the nature of the help that students 
receive from the courses depends on where they are in their 
employment careers. Furthermore, most of those who return after 
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OU courses also take up further education mainly oriented to 
improving their employment prospects. 

About 38% of the students who remain In their first marriage have 
husbands who experience unemployment which reflects the high 
levels in Areas of Priority Treatment and for the younger age groups. 
Most of these students have husbands who have been unemployed 
before the start of the first course and became unemployed as the 
recession progressed in the '80's. Many have been unemployed for 

over a year and some have had more that one period out of work. 

,: z 7bere is no clear relationship one., way or the other between 
husbands' unemployment and students who get jobs following OU 
courses but there may be a tendency for those students whose 
husbands have had most unemployment not to take up paid work. 

The benefit system may not make it worthwhile for some students 
to be in paid work or to take up employment following their OU 
courses if their husbands are unemployed. When unemployed 
husbands do get a job this may mean that students can also start 
paid work again irrespective of any help from the courses. In some 
cases unemployed husbands may be prepared to do some childcare 
and make it easier for students to go to work outside the home. 
Continued periods of husbands' unemployment coupled with the 
demands of the early stages of childcare may be demoralising and 
distance students from their husbands. On the other hand, students 
may be able to talk to their husbands about childcare and housework 
and encourage them to do more. 

Although students whose husbands have had repeated periods of 
unemployment are unlikely to be involved in employment. most of 
those whose husbands are not yet unemployed and a few who 
experienced some unemployment. find the OU courses helpful in 
getting a job. Ibis Is in contrast to the students whose husbands are 
in continued employment - none of whom ftnd the courses helpful 
in getting jobs. In other words, the OU courses are more helpful in 
getting jobs for those whose husbands are likely to become 
unemployed. 
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In as far as the courses help students get jobs the additional income 
will benefit other members of their family; and the importance of 
women's earnings for keeping families out of poverty has been 
pointed out by researchers (eg. Toumsend, 1979: 631; Hunter. 
1983: 155). Also their use of what they learn in their paid work may 
enable them to provide a better service to members of the 
community, as customers, clients or dependents. 

This chapter has focussed on students and their husbands' 
employment and the affects this has on their educational careers. ir, 
particular the place and influence of the OU courses in this area of, 
their lives. Employment has a major influence on students' material 
well-being and their options, and those with unemployed husbands, 

_ 
or no husbands are usually dependent on the benefit system and 
must survive on low incomes. The importance of husbands' 

unemployment across all areas of students' lives Is considered 
further in chapter nine. 
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Chapter 8- Social and Community We and Education 

Introduction 

7bis chapter reviews the main changes in the communities in 
which students have grown up and lived their adult lives. It then 
focuses on students' social and community lives in order to describe 
their social networks of relatives ýand friends, and consider the 
influence of the OU courses on friendships and social networks. Also 
the pattern of their involvement in community activities and 
responsibilities is examined to see where the courses fit into this, 
and what influence the courses have. Involvement in community 
activities may also be related to friendships and vice versa. This 

chapter addresses the main questions regarding the social and 
community background of the students, where the OU courses fit 
into their social and community careers and what influence the 

courses have; and of particular importance in this area of life is the 

question of who else is affected by students' participation in the 
courses and whether this contributes to the community 
development aims of the social strategy. 

7bere is a substantial literature on community studies and much of 
it deals with working class communities (eg. Young and Willmott, 
1957; Cornwell, 1984 and her criticism of this work, p. 40 fO. Of 
special interest is work deriving from Bott's hypothesis concerning 
the relationship between family roles and social networks (Bott, 
1957/71; Harris, 1969; Newby et al. 1985; Morris. 1985). Also 
there have been contributions clarifying the meaning of community 
from a community education perspective (Fletcher, 1987; Newman, 
1983; Brookfield, 1983: 61 ff). niis work provides a background to 
the more limited purposes of this, chapter. 

Enormous changes have occurred In Glasgow since the war which 
have affected community and social life, these include population 
decline, slum clearance, new building, rehousing, economic 
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restructuring and in common with trends elsewhere. there has 
been earlier marriage, reduction of family size, increases in single 
parents, high levels of unemployment. a larger proportion of 
married women in employment and so on. Some of these trends are 
reviewed in earlier chapters and this chapter deals mainly with the 
changes in population and housing, and in particular. the building of 
the peripheral estates and the demolition of the older areas. ,----, -- 
Students' exposure to and involvement in these changes will depend 
on where they were in their life course at the time. 7beir 
experience of this may carry forward to influence their participation 
In the OU courses and what else Is going on in their lives and their 
options. For example. the changes will have influenced where they 
live, who their neighbours are and what local facilities they have. - 

The community students live in is likely to be where they have, their 
social networks. Some students live near their relatives, particularly 
their mothers and sisters, and friends who they have known since 
their childhood. Whereas others may no longer have living parents 
and their sisters and brothers may have moved away or they may 
have moved; some of those, ývho are married may be close to their 
husbands' parents but students who have separated are unlikely, to 
keep in contact with his parents and relatives. Students may come 
to the OU courses at a stage in their lives when there are changes jr, 
their social networks or Involvement in the courses may lead to 
changes, for example new and strengthened friendships. Mlis 
chapter considers students' social networks and the influence of the 
courses on these. 

Participation in the OU courses themselves is a community activity 
and the courses are often provided at the same time and in the.. I-, 
same place as playgroups and other activities which may be run for 
and by the 

, 
community. 7be OU group may therefore consist of the 

same people who are involved in other activities which help develop, 
_ fi-lendships. 7bere are opportunities to take part in community 

activities and to take responsibility for them by being a member of a 
local committee. People can progress from being a helper. - to a- 
member of the committee and then secretary or chairperson. and"-, 
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take one or more OU courses along the way. In contrast. an 
individual's community activities may be separate from their 
Involvement with the courses and take place with different people 
in a different place. 

Some students participated in community activities when they were 
younger but the majority did not begin to get involved until after 
they had children. This may begin with a mother and toddler group 
where a mother attends with her young child. Following this there 
may be a playgroup and nursery school where mothers can deposit 
their child and leave, or more often take part in helping out and 
other activities. Involvement in a mother and toddler group, 
playgroup or nursery may also be connected to beginning an OU 
course. In this way there can be an interaction between the events 
in the childcare area of Iffe and community activities, where 
mothers are involved in activities associated with opportunities for 

A. children of a particular age. Also participation in community 
activities and the OU courses are frequently intertwined and both 
these activities may lead onto other things which may continue to be 
related or develop-in separate ways-The interaction between 

:L courses and community activities and students' comments about the 
ý. -, 4 connections are examined in this chapter. 

First there is a brief review of community and social changes in 
Glasgow since the war, which is followed by an examination of 
students' social lives and then their community activities. finally 
these areas of life are added to those already examined in the 
continuing case studies. 

Comznunity and social changes 

At the 'end of the war the housing in Glasgow wasseverely 
overcrowded and in poor condition, it was common for four people 
to live in a single room and share a toilet in rented tenements. 
Checkland (1976: 64) describes how 'the classic four-storey 
tenement of the nineteenth century, 60 feet high, with a doorless 
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passage from the street and common, uncarpeted stairs, still 
dominated the city ... many black with soot and far advanced in 
deca3e. 

In the '50's the city embarked on a vast redevelopment plan, 
involving building massive peripheral estates within the city 
boundaries and slum clearance in the central areas. In the '50's 
Easterhouse, Drumchapel. Castlemilk. and Pollock developed. from 
minute populations to become during the '60's populated by 25- : 
60,000 people in each estate. most of whom were housed in rows Of 
three or four storey tenements. As well as building on the periphery, 
high rise blocks were built on the limited space cleared in the '- 

central area. During the 1960's. 163 blocks were built and by 1982, 
there were 321 blocks ranging form 8 to 31 storeys (Checkland, - 
1976: 74; Gibb. 1983: 171). 

The population of Glasgow. in common with other large cities has 
declined since the war. down from over a million in 1951 to less 
than three quarters of a million by 1986 (Gibb, 1983: 160; SRC. 
1988a: 57). 71iis was encouraged in order to relieve the 
overcrowding but led to sustained out-migration by those who are 
younger, better qualified and more mobile which has affected the 
age structure and skill range of those remaining. At Its height in the 
'60's as many as 20,000 people left the city each year as 
redevelopment reached its peak (Gibb. 1983: 160). 71bere has'also 
been large-scale internal change in population distribution as the'- 
peripheral estates expanded and demolition took place in the inner 
areas. For example. the east end which was the industrial heart of, 
the city with a population of 145.000 in 1951. was reduced to a 
mere 41,000 by 1981 (Donnison and Middleton, 1987: 29). Many of 
these people were rehoused in the peripheral estates within the 
city boundaries, some moved to the new towns and elsewhere in 
Scotland and others left Scotland (Wannop, 1985: 95). 

The first arrivals on the peripheral estates in the 1950's and were 
gripped by a kind of 'culture shocle (Gibb, 1983: 166). In the 
desperate race to provide accommodation. virtually no amenities 
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shopping centres. pubs, community facilities or even schools were 
provided. Children had to bussed into old Glasgow schools and 
teacher shortages meant that many had part-time schooling until 
the 1970's (Keating and Mitchell, 1986: 3). The contrast between 
tenement life in the new estates and in the old city is drawn by 
Checkland (1976): 

'Such peripheral housing schemes were thus a kind of parody 
of the traditional tenement life in Glasgow: they consisted of 
tenements indeed, but they were far removed from the urban 
context in which that mode of life had developed, and 
incapable of generating their own community life ... these new 
units were not only devoid of facilities themselves, but were 
miles from the traditional centre, of Glasgow life. ' 
(Checkland. 1976: 68) 

Donnison and Middleton (1987) summarise. the social consequences 
of such large movements of the population as follows: 

'Me huge emigration brought about by demolition must have 
weakened family and kinship networks which are crucial for 
the support of disadvantaged people in any working-class 
community, and depleted the groups - couples in their 30's 
and 40's'- who play a large- part in giving poli 

' 
tical leadership, 

helping the young into jobs and establishing standards of 
behaviour. ' 
(Donnbon and Mddleton, 1987: 30). 

7he social cohesion which had characterised the old 
- 
inner-city 

tenement areas had been broken up in the move to the periphery 
(Keating and Mitchell, 1986: 204). In the allocaUon of houses. it was 
rarely possible to fulfil the wish of applicants to be rehoused near a 
relative and this led to an erosion of social support available for 
young families (Cook. 1983: 30). 

By. 1965ý 43% of all housing was held by the local authority and by 
1979 the figure had increased to 590/6 across the city as a whole. 
while In the peripheral estates the figure was 95%. One effect of the 
large local authority ownership was that few people in Glasgow had a, 
stake iii their own home, "and if they were able to buy many had to 
move out of Glasgow to find a suitable house for sale (Checkland, 
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1976: 64). Since 1979 the proportion of housing stock owned by, 
the local authority has declined slightly to 56% as owner occupaqon 
and housing associations have increased. 7be proportion of privately 
rented property has continued to decline from 38% in 1965 to 3% 
in the 1980's. Consequently for the majority. their housing choices 
are dependent on the local authority's allocation policies and the 
Regional Council believes that APTs have been 'primarily created by 

past housing allocation policies' (SRC 1983a: 29). 

The Grieve Inquiry (1986) considered that 'poor housing 

management practices and inappropriate lettings policies over c 
sustained period have contributed significantly to the social malaise 
in many areas of local authority housing in the city (Grieve, 1986: 
7). 7be report explains that the problems of the peripheral estates 
have been exacerbated over the last 35 years by: 

1a) seriously deficient housing management, especially so for a 
population moving to a completely new and distant 
environment. 

b) poor building construction and faulty building system. 
C) a repair and maintenance system which has not coped with 

the housing stock. 
d) rent levels which were too low to meet the costs of good 

management and maintenance; and 
e) an allocation system which encouraged the segregation of 

social and economic groups. ' 
(Grim. 1986: 19) 

Those who rent from the council have limited choice of housing, -, - 
type - over 70% of the council housing is either tenements or high 

rise and there is an acute shortage of homes with gardens which are 
particularly sought after by families with young children. Mobility to 
council houses elsewhere in the city is also limited, for example in 
1984 over 8,000 applicants wished to move out of Easterhouse but 
only 441'succeeded (Grieve, 1986: 20). 

The scope for becoming an owner occupier is also restricted as 
incomes are very low, in 1986 over 95% of council tenants earned 
less than 97.800 and 700/6 less than 93,800 (Grieve, 1986: 58). 
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Nonetheless, over 4,000 council, houses. - including 71 inA 
Easterhouse and, 129 in-Drumchapel. had been sold from 1982-86. 
lbeýaverage price paid for a council house was around 9.10,000 

whereas the prices for privately sold houses in Glasgow averaged 
922,000 In 1985. 

An idea of the pattern of movement of families across the city is 
provided by a study based on an analysis of moves made in 1974 
during the period of large scale demolition (Forbes and Robertson, 

'1981). Therevere of two types'of movement: 1) radially outwards 
and 2) within locality move%,, with about half the. moves being less 
Ahan one mile. 1bere was considerable local movement within 
certain of the public authority estates. For example, households 
moved in large numbers within Easterhouse and Dnunchapel which 
suggests moves to more appropriate accommodation. 

7`h6'main radial movement of population was from the older 
tenement areas in the Inner city where demolition had forced 
families 

Ito -leave 
these areas and settle in new estates on the 

-margins of the'city. Particulaýly, prominent are the largý_number of, 
moves, from.. the East End to Easterhouse and from Maryhfll to 
Drumchapel. Even though there was no new building in Drumchapel 
at this time many people were evicted or absconded which created 
vacancies. Moves from local authority to owner occupation are often 
from the peripheral housing estates back to older tenement 
Puildings, nearer the centre of the city. Shorter distances were 
usually involved when moving from the private rented sector-to local 

I ,, authority housing because of demolition (Forbes and Robertson, 
198 1). 'l 

The pattern of -movement of families can be appreciated by 
considering how different cohorts intersect with the main phases of 
building and demolition. The peripheral estates were built from 

followed by. high rise from 1960-75 and large scale 
demolition from 1968-74 (Glbb, ý, 1983: 164). The figure below shows 
when the building of the peripheral estates and high rise and the 
large scale demolition occurred in the lives of four cohorts: one born 
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in 1940, the second born in 1950, then 1960 and 1970. The,. 
lifelines for thW, first three'cohorts shows marriage typically. I 

at 
1 22 

years of age, the final cohort born in 1970 have not yet reached the 
age of 22. 

*1 

Ye 
Lifelines 19 
Bom 1940 
Married 1962, 
Born 1950 
Married 1972 

Born 1960 - 
Married 1982 

Bom 1970 

cis 10. 

Za 

I 

V 

ar 
19 19 fio 90 igigo 

Figure 8.1 Intersection of four cohorts and the main phases of building and demolition. 

Grossly simplifying we might say that a child growing up in, the 
'40's-'50's is likely to have lived in the crowded inner city 
tenements but'then experienced a move to the peripheral estates. '' 
People born in the '50's-'60's may have been born in the new estates- 
or the inner city. Couples who got married for the ftrst time In the 
'60's and '70's were likely to be allocated housing in the new estates 
or high rise accommodation. Anyone who was able to b migh UY t 
leave the peripheral estates and move to accommodation in the`-'ý--' 

older inner areas or outside Glasgow. 

The communities in which each cohort of students spent most, of 
their childhood can be categorised by whether they are inner or 
outer areas.: About half were brought up in inner and half in outer, 
areas. 11be 

- 
proportions in each of three cohorts who as children 

lived inner areas are: two thirds of the older students born frOmý, 
1938-47; less. than half of those born between 1948-57 an ,dI sllghtlyý 
over half of the youngest students" born'from 1958-67. In othe'r 
words, the older students are more likely to have spent'their 
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childhood in inner, areas. However. the students are'split more, or 
less evenly as to whether they are living in inner or outer areas at, 
the time of the interview. There is no difference to the proportion 
in each cohort who have remained in the area of their childhood, it 
is around half irrespective of how long ago this was. To see how 
these changes have influenced the social lives of students we now 
focus down to their patterns of relationships. 

Sodal Iffe 

7he pattern of relationships between family and friends changes 
over the life course. The relationships begun in the family that 
people are born in. usually continue to be important into adulthood. 
Parental separations may cut off contact with one parent, often the 
father. and the death of parents will remove a source of support and 
help. ' Grandparents may be important especially if parents have 

separated and continued contact with brothers and sisters is 
common particularly if they live nearby. Friendships also develop 
and change over the life course. beginning with school friends, 
friends at work, male friends leading to marriage, and, newIriends 
made through children's activities and so on. 

There are two main components to students' social lives outside 
their immediate family - their relatives, particularly their mothers 
and'sisters: and their friends. Their relatives are not usually directly 
involved in the courses although sisters may pass information on to, 

one another and occasionally two sisters will attend courses 
together. However, the views of relatives about the courses can have 

a positive or negative influence on students'- participation (Cross, 
1980: 125). Also students' friends may influence. their involvement 
in the courses which in turn, may lead to deepening their 
relationships and making new- friends. People who know one 
another may take up I the offer of a course together or a group of 
friends, who undertake a community activity together may decide to 
take a course which may'then strengthen their friendships. 
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Chapter five reVewed students' parental background and noted that". 
nearly half experienced the loss of one or more parents. 
Nonetheless, at the time of the Interview two thirds of the students 
have mothers alive and all but 8 of these see them one or moreý-, I, - times a week. They turn to their mothers for help when feeling low. 
with childcare, problems with money and with their relationship --. ý, 
with their husband. However, ten do not turn to their mothers for_,,,.,, 
any kind of help and five students have only their fathers living and 
they see them frequently. Seventeen have mother-in-laws surviving 
and ten see them one or more times a week and most turn to them 
for help mainly with childcare and a few concerning their 
relationship wýth their husband. Around half the students have' 

sisters that they see frequently and may turn to for help, and', 17, se6' 
brothers regularly. When changes occur in their social network" 
these usually concern relatives and may be due to death (of parents), -, 
to moving away'(usually sisters or brothers) or to separation'ýwfieie- 
the wife may cease contact with her husband's family. 

Students' patterns of friendships over their lives begin with those 
made during their school years which may continue into adult life 
and twelve students still have close friends from their school days. A 
few made close friends from work. Some of the younger students 
and a few of the others say their closest friend Is their husband or 
boyftiend and that they, do not see many other friends. Friendships 
between mothers with young children may begin and lead onto OU, 
courses and community activities. The following comments illustrate,, 
these'friendships: 

13 9,7 have'been filendly'with a girl I went to school'with for 

- 
about 15 years. I have also got really friendly with one of 
the girls I met through my Little girl starting school. ' 

'107 Tve got 'Some friends from school, and two from nursing, 
and I st(U carry the friendships on. I met new filends 
through Mother and Toddler group and one of my best 
filends I met when my daughter was young and now-is'a 
closefriend. ' 

1ý2 7 have a couple of close friends but I don't see much of 
them because I'm with my husbandmost of the time. ' 

116 7 did have a closefilend but I don't see her now, shei, 
moved away. My closestfiriendjust now is probably my 
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boyfriend. ' 

At the time of the interview eight students said they did not have 
any close friends. 23 students have one close friend, 17 have two, 
and 12 have three, but only about a quarter who have close friends 
turn to them for help when feeling low or with the relationship with 
their husband. 

Social networks 
Students' social networks can be represented in diagrams showing 
their relationships with relatives and friends and can include their 
Immediate family (see Wallman. 1984: 61 and Sugarman. 1986: 11). 
The diagram below has additional features - the thickness of the 
lines indicates the 'strength' of the relationship estimated from 
responses to questions concerning emotional support and other 
help. and less from frequency of contact. Frequency of contact is not 
a good indicator of the closeness or emotional significance of a 
relationship (McKee, 1987: 110; Cornwell. 1984: 112). Another 
feature concerns the location of children which are to the left of the 
six o'clock position if the husband is not much involved in childcare 
and toward the right if he is. That is, they are placed closer to the 

r 
husband when he is involved with the children. Where friends are 

4 shared they are shown around the six o'clock position. if they are 
4 the wife's friends then to the left of this. An example is shown as 

figure 8.2 on the next page. 

This student's husband is supportive 'he gives me plenty of 
emotional support and companionship ... he's there when I need 
him when I feel loW, and he does 'some' childcare: 

7 have only one brother-in-law and one sister-in-law, I get 
on great with them. I don't'see my parents that much but I 
have a good relationship with them . My father-in-law died 
one year ago, I see a lot of my mother-in-law. I get on good 
with her. We don't haveclose friends, Just a couple we go 
out occasionaUy with ... Yes [I made closefriends in the OU 
group], I still meet some through coming into the school 
for a chat. ' 
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WIFE'S SIDE 

Figure 8.2 Social network diagram for student number 1 IS. 

HUSBAND'S SIDE 

She says she would turn to friends if she was feeling low or for help' 

with her relationship with her husband. but to her mother only fo r 
help with childcare. The relationship with her husband has a thick 
line because he provides a lot of emotional support. Her relationship, 
with two friends from the OU group are shown with a medium thick 
line because they are identified as people she would turn to for -. - 
emotional support. 

Diagrams of this kind are useful to give a snapshot of students' views 
of their social networks - and represents a section across social 
lifelines, but unless two or more diagrams are used they cannot 
show changes over time. The diagrams provide a way of visualising 
how changes might influence existing relationships and how the 
strengths of relationships might shift over time. 
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Social life and education 

The attitudes of students' relatives to their taking the courses is 
mostly positive (68%) or neutral (27%) with only three negative 
comments. 7ýpical examples of students' reports of their relatives 
views regarding their taking OU courses are: 

PostUve: 
104 '17iey thought is was good and I was doing well. Viey were 

surprised atfirst. ' 
120 'Mother-in-law thought it was clever of me. ' 
128 'My brother and mum thought is was good for nw to learn. ' 

Neutral: 
114 They were not bothered. ' 
137 77iey did not understand so they said nothing. ' 
138 They didn't seem to take too much notice of it. ' 

Negative: 
103 "Never bothered, my sister was in it but gave up and said it 

was boring. ' 
113 'My mother thought it was a waste of time. ' 
157 'Cynical, some thought it was just passing time, not really 

learning. ' 

Some students have moved from the areas they grew up in and this 
may influence whether they know members of their group before 
the course starts. Two thirds of those who are still living in the 
areas the spent their childhood knew some or all the group before 
their ftrst OU course started, compared to only around one third of 
those who were living in another area. However. most students 
knew other members of their first OU group before the course 
started but not necessarily as close friends. only eleven did not 
know anyone. 7berefore on starting an OU course most students 
were able to beneftt from the positive support from people they 
knew. For example: 

120 'Chatting with friends, encouraged by them to give it a try. ' 
113 'My friend thought it was good for me. ' 
104 'My friends were interested, we discussed it and thought 

we'd gofor it. it sounded interesting. ' 
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7be benefits of learning in a group are illustrated by the foHowing,. 

quotes where students describe what the courses meant to them: 

101 'You get to meet other people, you find out that other, 
women feel the same as yourself. You're learning all the 
time. ' 

155 Ws been interesting, I've met people, I enjoy them. I 
really enjoy the group atmosphere and discussions, sharing 
problems, realising you don't have as many problems as 
some people. ' 

123 'Meeting new people. having better contact with nursery 
teachers, better knowledge of children and how nursery 
schools work and other places like that. ' 

The courses enabled many students to make close friends from 
their OU group. To examine the links between knowing other 
members of the group before the course starts and making close 
friends, the students can be placed in the following categories: 

Change in social networks No. of students 

1) Knew no one before and did not make close friends 5 
2) Knew some or all before and did not make close fi-iends 21 

Total who did not make closefriends 26 

3) Knew some or all before and made close friends 28 
4) Knew no one before and made close friends from the group 6, ' 

Total who made closefriends 34, 

Total 60 , 

Table 8.1 Familiarity with other members of the group and making close friends. 

Those in groups 1 and 2 may have made friends but did not 
consider these to be 'close'. The social networks of those in groups 
3 and 4 were affected by the courses. Included among those who 
made close friends are students who knew people before the course 
but as a result of participating ixý the group became closer. for 
example: 

104 We already knew each other but even better now. ' 
121 They were always friends but they are much closer now. ' 
133 We knew each other but Margaret and I are much closer 

now. ' 
140 'Yes, with peoplee who were acquaintances before. we have 
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nwre relaxed deeper conversations. ' 

Those who did not know other students and did not make close 
friends included two who studied on their own. Two others made 
friends but not close friends. There appears to be direct links 
between the courses and changes in students' social life in that 
irrespective of whether students knew rnembers of the group before 

ticipation in the the start of the course, over half report that pan 
courses led to close friendships. In other words, the courses are as 
likely to add to the social networks of students who do not know 
anyone at the start as they are for those who know one another. 

' OU courses and social networks 
The OU courses can promote friendships at a time of change in 
students' social networks. Starting a course at a time of the loss of 
close friends through moving or of relatives through death, may lead 
to new friendships developing. Also changes in social networks 
occurring around the time of the courses may be linked to other 
changes, for example, giving up work or starting a community 
activity. Taking the courses when going through a separation. when 
the student cuts her links with parents-in-law. may lead to building 

up stronger links with her own relatives and friends. Following a 
husband's death the support provided by relatives and friends and 
from other students may also lead to changes in social networks. 
That is, the other members of the group may become part of a 
student's social network at the same time as other social changes 
are occurring. 

To illustrate changes in a student's s ocial network and the role of 
the courses. social network diagrams showing relationships before 
and after the courses can be drawn. An example of a student's social 
network before starting the course is shown below in figure 8.3. It 
shows that this student was-married with two children, she had one 
close friend and saw her parents and sister regularly. Her husband 
was 

-an 
only child and his parents were dead. Her husband then died 

and shortly afterwards she started her first OU course. Her social 
network two years later is represented in figure 8.4. 
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Figure 8.3 Social network diagram for student number 158 (before starting OU course). - 

Friends frorhO 

I. 
Figure 8.4 Social network diagram for student number 158 (after husband died and OU 
course). 
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She says: 'my husband dying left me quite alone ... I had to turn to 
my family. ' She has two close friends she met trough the OU group 
and continues to see. 7he course 'made me realise other people had 

problems and it helped me deal with my own kids. It made me 
appreciate what I had ... It has helped me with my attitude towards 
other people and gave me more confidence'. 7he ending of her 

close relationship with her husband led to her drawing on the 
support of her family of origin, particularly her mother, and to take 
the OU course which led to her making two new friends. 

There are examples of shifts in relationships between relatives and 
friends and between friends which are linked to making new 
friends or strengthening friendships through the OU groups: 

104 7 don't see them [relatives] as often, I used to see my 
mother daily, now its about twice a week ... I don't take my 
relatives problems on board so much becauserve learned 
that causes me needless stress ... I had a bestfriend who I 
don't see as much as I used to ... [Before the OU group] we 

vi, [the members] already knew each other but even better 
now ... My relationsh1p with my [new] bestfilend is closer, 
we communicate, and have taken on new interests 
[community activities] together. ' 

140 7 see less of them [previous fTiends] and more of my OU 
group ... I go out socially with some of the group. ' 

159 'Yes [relationship withfiriends has changed], I had 
something interesting to talk to them about ... [I have] two 
good friends from here [with whom she took the courses] 

Normally Id have turned to my Dad, now its other 
people tie. friends] who might be of more help. ' 

The close relationships that are built up in the OU groups through 
students sharing experience and supporting each other can lead to 
changes in their social networks and to whom they turn to for help. 

Making friends and further courses 
It might be expected that making friends from the OU groups is 
more likely If students take more than one course, also they may be 
more' 

* 
likely to take more OU or nqn-OU courses if they have made 

friends - assuming that the friends also continue to take courses 
with them. 7bose who make close friends from the OU groups have 
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taken on average slightly more courses than those who do not (2.3' 
and 1.9 respectively) but this difference is not statistically 
significant. Also there is aslight difference in that 62% of those who 
made close friends go onto non-OU courses compared to only 42% 
of those who did not make friends. but this not significant. 

Students' patterns of relationships with their friends and relatives 
change over time, some changes occur prior to an OU course and 
others result from friendships made during the course. Friendships 
may lead to involvement in OU courses and arise from community 
activities, and the courses can lead onto other activities and 
responsibilities. Students' community careers are examined next. 

Community careers 

Students' community careers consist of their community activities 
and responsibilities over time. In their childhood a total of 32 
students said they were involved in 47 community activities, these 
included 22 in sports (swimming, netball, running clubs). 12 in 
brownies/guides. 10 in youth clubs and 3 in church activities. A 
community career. like other careers, can be represented by a 
lifeline showing where activities and responsibilities begin and end 
and their duration. However, because of lack of data concerning the 
duration of childhood activities these are not included on the 
lifelines. In the lifelines below adult community activities are showrl 
by thin lines and responsibilities by thicker lines. The community 
lifelines in this chapter have a separate line for each activity or 
responsibility so that overlaps and parallel activities can be seen. As 
usual the start of OU courses are shown by short vertical lines. The 
first example shows a simple community career. 

Chart 8.1 A simple community career (student number 120). 

Comm Actiyities ....................... 
-1 Age 41 81 110'112'1'4'1'6'118'20'212'214' 

This student (number 120) joins a mother and toddler group as a 
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member when she Is 21 and joins the committee two and a half 

years later around the time she began lbe'Preschool Child course. 
An example of a more complex career is shovvn next: 

Chart 8.2 A more complex community career (student number 137). 

CAnm Actiyities .................................. I 

Age 02468 10 12 14 16 18 20 22 24 26 28 30 32 34 36 

About two years after starting her first OU course this student 
(number 137) became a member of the Parents' Association, when 
her 

, 
-child began playgroup she started another OU course. She also 

started helping in the playgroup, took more OU courses and at age 
34 became secretary of the Parents' Association. 

In common with other chapters the lifelines of students are 
grouped into similar patterns. in this case based on their 
community activities and responsibilities in relation to the start of 
their first OU course. Illere are those who have not been involved in 
any community activities; those who are involved before they start 
their. OU course and who continue; and others who get involved 
after the start of the course. Similarly with community 
responsibilities. some students take these on around the same time 
or after the course. and others who have responsibilities before the 
course that continue after, with or without adding new activities and 
responsibilities. 7bere are a few who do not fit these patterns. In 
general the types (1-6) describe community careers from the least 
Involved to those who are most involved. Examples of expanded 
lifelines for each type of community career are illustrated in chart 
8.3., below. 

7be ftrst lifeline illustrates the ftrst type of community career. the 
next type the second and so on. For example. the first student, 
number 134 (type 1) has not participated in any community 
activities or responsibilities except the OU courses and no lines are 
shown. Student number 133 (type 2) did not participate before 
starting her first OU course but a little later she became a member 
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of a First Aid group shown by one thin line. Student number 111 
(type 3) helped out at the day centre whenever she could before 
taking OU courses and continued doing this afterwards. After taking 
an OU course, the next student number 140 (type 4), became 

,- involved in the school Parents' Association and later took on the job 
of treasurer (shown by a thick line). The next student number 127 
(type 5). after being a member of a mother and toddler group, - 
started as a member of the PTA and became the representative on 
the School Council around the time she started her first OU course. 
Finally, student number 145 (type 6) was involved in community 
activities and responsibilities before her OU course, which included 
mother and toddler and playgroups and helping in summer 
playschemes, she finished with the mother and toddler committee 
and started on a Pre-5 Link-Up committee during which she took 
her OU course, and then went onto local Festival and Health Fair 
committees. 

Chart 8.3 Types of comrrunity careers. 

1) NO INVOLVEMENT 
134 .................................................................... ......... I .................. 
2) START COMMUNITY ACTIVITIES AROUND OR AFTER COURSE 
133 .................................................................... ...... 

3) COMMUNITY ACTIVITY ONGOING 
................................................ 

4) START COMMUNITY RESPONSIBILITY AFTER COURSE 
140 ............................................................................. I 

5) START COMMUNITY RESPONSIBILITY AROUND COURSE 
127 .................................................. ........ I ........ 

6) COMMUNITY RESPONSIBILITY ONGOING 
145 ............. oo-o........ oo...... o ............... ol ...................... 

YEAR 7,8 ý9 18,0 all d2 d3 8'4 85 86 877 as 

The numbers of students of each type are summarised in the next 
table. 
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7ype of community career No. of students 

1) No involvement in comm activities or responsibilities 8 
2) Start comm activities (only) around or after the course 7 
3) Community activity (only) ongoing 13 
4) Start comm resp after the course (no resp before) 14 
5) Start comm, resp around the same time (no resp before) 8 
6) Community responsibility ongoing 5 
7) Others 5 

Total 60 

Table 8.2 Types of corriffmirity career. 

Most students participated in a range of activities and 
responsibilities and only eight were not involved at all. Almost half 

took these up for the first time around the time of the OU courses 

or afterwards and a substantial number (22 of type 4 and 5) took on 
their first community responsibilities around this time. A fin-ther 6 
(five of type 6 and one from type 7) continued their responsibilities 

or took up others. Of the others (type 7) who do not fit the above 

patterns, two were involved in an activity before and a different one 

after their first OU course, two had responsibilities before the OU 

course that had ended but they continued their activities, one had 
had responsibilities before and different ones after. 

Community activities and responsibilities 

All students except those with type 1 careers were involved in' 

community activities or responsibilities. A breakdown of the areas in 

which students take on community activities as helper or member is 
given In table 8.3 below. 

Some, 44 students have taken part in 76 community activities, the 
largest group Involves pre-5 children. followed by leisure and 
recreation, then groups associated with older children. 
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No. of No. of - 
Community activity Students Activities 

Pre-5's - mother and toddler and Playgroups 27 33 
Leisure and recreation - keep fit, swimming clubs 11 121 
Parents' associations - PrAs 8 . 8, 
Playschemes - summer schemes 77 
Childrens' clubs 3 3- 
Church groups 44 
Community groups - tenants. residents' associations 44 
Other - first aid, Oxfam shop, visiting old people 33 
Women's groups 2 2- 

Totals 44* 

* the total is less than the sum as some students undertake acttvities in more than 
one category. 

Table 8.3 Type and ruimber of community acriviges. 

The following table shows the areas in which they held 

responsibilities as committee members, officers, le. secretary. 
treasurer. chairperson. or as leaders. 

No. of No. of res- 
Area in which responsibility was held Students ponsibilities 

Pre-5s - Link-up, resource centre. M&T, playgrp 11 14 
Parents' associations - PTAs 9 
Community groups - tenants, council, centres 9 12 
Children's clubs - cubs and guides etc 4 

_, 
5- 

Women's groups - support. foster parents 45 
Playschemes - summer schemes 33 
Church groups 22 
OU Course group leader 22 
Welfare - Age Concern, CAB 22 

. ..... . ... I.......... ... Totals 31* 54 

0 the total is less as some students undertake responsibilities in more than one area. 

Table 8.4 Type and number of community responsibilities. 

A total of 31 students had 54 community responsibilities. Again 
preschool groups predominate, followed by parents' associations 
connected with school. However, responsibilities in community 
groups which are not connected with children are also high in the 
list. 
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Links between community activities 
In examining students' community careers a check can be made as 
to whether there are any continuities between those who were 
involved in childhood and those participating in adult activities. 7his 

shows that the only difference between the seven types in the 

proportion of those involved in childhood activities was those of 
type 2 of whom less than a third were involved in childhood 
activities. compared to between half to two thirds for the other 
groups. It might have been expected that those of type 1 who were 
not involved in any adult community activities might also have been 
less involved in childhood but this is not the case. 

7be links between adult community activities and responsibilities 
can be explored. Some students have community careers which 
show a coherent progression, such as, beginning with membership 
of one or more groups and then progressing to a responsible 
position, gaining experience and being invited to take on 
responsibilities elsewhere. For example. a career might involve 
being in a mother and toddler group and then playgroup, followed 
by helping out in the nursery and then becoming member and later 
an officer of the parents association in the school. 7his progression 
can be connected to the ages of their children (Maxwell. 1982: 9). 
Other students may simply continue their membership of one group 
o, ver a long period without taking on responsibilities and without 
joining other groups. Some have a more sporadic membership of 
different groups. 

7be'llst of areas in which students are involved in activities and 
responsibilities shown above gives an overall picture of the range but 
not the links between activities and responsibilities. For example, of 
the 27 involved in pre-5 activities - eleven have gone onto post-5 
activities or responsibilities (parents associations. playschemes) and 
the same number have not taken up activities or responsibilities 
outside the pre-5 area yet and the remaining 5 have gone 
elsewhere. Of the eleven who were involved in leisure and 
recreational activities, 7 have started nothing else, 3 got involved in 
post-5 activities and one started another leisure activity. These 
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examples only give a partial picture because some students were 
active in more than one area at the same time and have been 
involved in others earlier. Some of those involved in the pre-5 area 
were also active in leisure and recreation and many of those who 
were active in leisure and recreational activities had been involved 
in other areas before. 

Co munity activities and education 

There were 22 students who took further education or training 
courses in the time between leaving school and the start of their 
first OU course (see chapter four). Only one of these was linked to, a 
community activity or responsibility and was a first aid course taken 
by a committee member of a playscheme. Regarding the OU courses 
the links can be of two kinds - 1) from community activities to the 
OU courses, that is, when participation in activities leads to 
becoming involved in the courses and 2) when the courses lead to 
subsequent activities and responsibilities. Each of these is 
considered separately. Finally after starting their first OU course. 
students take up non-OU courses which may be connected to their 
community activities and this link is examined below. 

Community activities to the OU courses 
Nearly half the students became involved in the OU courses in 
association with other community activities, particularly as members 
of mother and toddler and playgroups or helpers in the nursery. 
Others became students when their child started nursery even 
though they were not helpers at the time. Ibis difference Is related 
to the question of whether community activities led to involvement 
in the courses or vice vqsa and can be examined for each type of 
career. 

The table below summarises the percentages of students of each 
type who came to the courses through being involved in community 
activities or responsibilities: 
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7ypes_ of community career 

Students of each type who came 
to courses through community 
activities or'responsibillUes 

Nos. % 

1) No involvement in comm activities or responsibilities 0 0 
2) Start comm activities (only) around or after the course 0 0 
3) Community activity (only) ongoing 7 54 
4) Start comm resp after the course (no resp before) 3 21 
5) Start comm resp around the same time (no resp before) 7 88 
6) Community responsibility ongoing 5 100 
7) Other 5 100 

Total 27 

Table 8.5 Career types who came to OU courses through community involvement. 

The students with career types 1 and 2 were not involved in any 
community activities or responsibilities when they started the 
courses and most of them joined the courses after their child 
started nursery. Two became involved in the courses through their 
work, two through the school and two approached adult education 
centres. Of type 3 over half came to the courses through their 
community activities, mainly in nursery schools, the rest were 
involved in other activities and joined the courses through their 
child being at nursery. school or by making contact themselves. 

Although all the students with careers of type 4 took on 
responsibilities sometime after the courses. only a few came to the 
courses through their involvement in the community. all the rest 
came through their child's nursery or school. The majority were not 
involved before the courses and only after the courses did they join 
activities and take up responsibilities. However. almost all of those 
with type 5 careers came to the courses through their preschool 
related community activities. Only one started a course after she had 
taken'on a community responsibility elsewhere and through contact 
with a neighbour. For type 6 careers all the students came to the 
courses in connection with their community activities or 
responsibilities and went on to further responsibilities. 

Having ongoing responsibilities or taking on responsibilities around 



Chapter 8 Rige 296 Thes Ls ,-' 

the tirne of the courses nwkes it rwre likely that students wLU corne 
to the courses through their activities or responsibilities, compared 
to those who take on a responsibility or activity after the courses Or 
community activity around the same time. Obviously, students who 
were not involved before do not become involved in the courses 
through community activities or responsibilities. 

OU courses to community activities 
To assess whether there is any connection between the courses and 
subsequent activities and responsibilities students were asked 
whether they use what they learnt in their community activities or 
responsibilities. A total of 23 students said they did and the overall 
the proportion of students with each type of community career 

-who 
said they used what they learnt is given below:. 

lype of community career 
Use what was learnt 

Nos. '' W 

1) No involvement in comm activities or responsibilities 00 
2) Start comm activities (only) around or after the course 3' '43 
3) Community activity (only) ongoing 2,15 

(Average, 25%) 

4) Start comm resp after the course (no resp before) 9 '64 
5) Start comm resp around the same time (no resp before) 3 38 
6) Community responsibility ongoing 5 100 

(Average 63%) 

7) Other 1,20 

Total 53 

Table 8.6 Career types who use what was leamt. 

For those who are only involved In community activities. It appears 
that more of those who do not begin community activities until after 
the course say that they use what they learnt compared to those' 
with ongoing activities. Curiously this does not apply for 
responsibilities. it is those with ongotng responsibilities who most 
use what they learnt. However, they all take on further 
responsibilities and they may be referring to these or their activities 
rather than their ongoing responsibility. More of those who take on 
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a community responsibility for the first time after their first course 
make use of what they learnt (from this course and subsequent 
courses) than those who begin their responsibilities around the 

same time as their first course. Overall there is a significant 
difference in the proportion who make use of what they have learnt 
between those who are involved in community activities (25%) and 
those with responsibilities (630/6). A greater proportion of students 
with community responsibilities use what they learnt, in the courses 
compared to those who are only involved in community activities. 

7be students with ongoing responsibilities say that they use what 
they learnt -'at Link-up groups and Health Fairs'. when 'helping 
people with problems'. when dealing with children at the 
playscheme', 'to cope with the children better in the clubs'. and one 
student said the course 'helped me with discussions [in her 
committee work]'. Students with responsibilities are not necessarily 
referring to their committee work but may be referring to their 
activities. For example, the student who uses what she learnt in 
helping people with problems is a branch secretary for Age 
Concern. she is also involved in the work of that organisation with 
elderly people and it is here that the Health Choices course has 
been most helpful. Similarly, the student who refers to applying 
what she has learnt in her community activity -a playscheme - and 
not to her responsibility as a School Council parent representative 
orks Chairperson of a Pre-5 Unk-Up committee. 

Only three out of the eight students who started their first 

community responsibility around the same time as their first course 
said they used what they learnt. Two of them refer. to their activities 

in a mother and toddlers group and playgroup and not to their 
committee responsibilities. 7be other says 'I'm trying to pass on the 
confidence I've gained (from the courses], which helped me start up 
the group [a support group for 

* 
women whose husbands are in 

prison]'. 7be rest also have responsibilities and activities but did not 
use what they had learnt. 

Two thirds of the group who started a community responsibility for 
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the first time after the course used what they had learnt. Some in 
their responsibilities: being encouraged to go ori a committee and 
being helped to put over what she had to say without stuttering or 
mumbling: passing on ftmd raising ideas. - if a problem arises 
knowing where to go to find out about It: in fostering: and in 
becoming an OU group leader for a course taken as a student two, 

years previously. Most of the remainder refer to their activities 
which include mother and toddler groups, children's club activities, 
and playschemes. 

Only two with ongoing activities said they used what they had learnt, 
both in their voluntary work, one with the elderly and the other 
with children in daycare. Three in the group who started 
community activities around or after the course used what they 
learnt, one in the health club she had joined after taldng Health 
Choices; another is more aware of the needs of the elderly people 
she visits; and one student believes that the courses helped her to 
become more involved in the nursery. 

There is no difference between the groups in the average number of 
OU courses they take. That is, whether or not students go on to take 

another OU courses after the ftrst is not related to their community 
careers. 

Community activities and non-OU courses 
There are substantial differences between the groups In terms of 
the proportions who went onto one or more non-OU courses after, 
their first OU course. Table 8.7 below summarises the data and - 
shows that there is a close relationship between community careers 
and going on to further education in that those who are more 
involved are more likely to take up other courses. For example, only 
one of those who was not involved takes up other courses compared 
to all of those who have ongoing responsibilities. However, this 
relationship does not necessarily mean that there is a direct 
connection between the courses and community activities. Students 
may be taking courses to improve their chances of getting a job 
rather than because of their community activities or simply for 
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recreational purposes. Overall 40% of those who took non-OU 
courses took courses related to their community activities, all the 
rest were related to employment, except two which were 
recreational. The proportions who took courses related to their 
community activities range from no one in the non-involved group 
to 600/6 in the most involved group. with intermediate figures for 
the other groups. 

7We of Community Career 

Students who went 
onto non-OU courses 

Nos. % 

1) No involvement in comm activities or responsibilities 1 13 
2) Start comm activities (only) around or after the course 3 43 
3) Community activity (only) ongoing 6 46 
4) Start comm resp after the course (no resp before) 1 71 
5): Start comm resp around the same time (no resp before) 5 63 
6) Community responsibility ongoing 5 100 
7) Others 4 80 

Total 
, 

34 

Table 8.7 Career types who went onto non-OU courses. 

Examples of the types of course/community activity links are shown 
in table 8.8 below. 

Comm. AcUvities/ResponsibillUes Non-OU Courses 

Old peoples visiting Welfare studies, Community 

Adult Ed., committee rep. Tutoring course 

Age Concern branch sec. Welfare rights course, Age 

M&T, playgroup, parents' assn. Playleaders, course 

M&T, Community Centre cmtt. First'-aid c6urse 

Playschemes, Clearance committee Scotvec Community Service 
for housing course 

Founder of handicapped Youth leadership 
children's'group, group leader 
for club for 5- 1 Os 

. 11 Table 8.8 Unked commuNty activities and non-OU courses. 
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7he details of the linkages can be complex. For example. expanded 
lifelines network of linkages for one student are shown below: 

Chart 8.4 Unkages between community activities and eWcation (student nurnber 108). 

Education ................ 
(3) 

... ........... 
(4) (6) 

Comm Activities ..... 
(2) 

r 

(1) 
(5) 

Age 3'0 3'1 32 

She was a Girl Guide leader (1) and was involved in Keep fit (2), 

where she heard about and joined an OU course (3), this gave her 
the confidence to enrol in an Age Concern course (4) and begin' 

voluntary work (5) with them. After doing this for a while she took a' 
Welfare Rights course (6) linked with her voluntary work and also 
became branch secretary. She says: 

108 The organiser told us when we were at Keep FIt ... Ifelt 
that I was vegetating before I did the OU. I have done the 
Welfare Rights and Age Concern Course that I would not 
have done before I took the course ... [it gave me/ more'ý 
conftdence ... It [the course] made me take on my Age 
Concern job. ' 

The linkage is from a community activity to an OU course; from the 
course to a non-OU course and a new community responsibility: 
community responsibility to another non-OU course; and her 
community responsibility led on to another. 

Social and community life 

Returning to the students' social life we can ask whether there are' 
links between their community activities and responsibilities and 
their social life and in what way the courses influence these'. It' 
might be expected that students who were more involved in the 
community would be more likely to know the members of their OU 
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group before the course started. For all community career types 
except one, three quarters or more students, knew some or all the 
other OU group members. The exception is not those who had no 
involvement at all but the students who began community activities 
at the same time or after the course. For these less than half knew 
the group members before starting. A possible explanation is that 
those who do not become involved had friends elsewhere whereas 
those who become involved at the same time or after did not. This 

explanation is supported by the proportions who make close friends 

in the OU groups - no one in the uninvolved group made close 
friends whereas nearly three quarters of the. group who begin 

community activities did. In other words, many of those who do not 

get involved in community activities know other members of their 
OU group but they do not make close friends: whereas many of 
those who become involved for the first time make close filends 
firom the OU group. Of course, making close friends and becoming 
involved may be linked. You might become involved because you 
make friends and vice versa. 

Students1with type 5 community careers tend not, to make close 
friends either. Mose who start a community responsibility around 
the same time are less likely to make close friends from the OU 

group. Only slightly over a third (38%) make close friends compared 
to 60-80% for the rest which includes those who start a community 
responsibility after the course. It is not clear why taking on a 
community responsibility around the time of the course is linked to 
fewer students making close friends than those who have either 
ongoing responsibilities or who take up responsibilities after the 
course. There may be some truth 

" 
in one student's comment: -'I 

wouldn't go on committees, you could loose fi-iends that way' 
(number 144). 

, 
Continuing case studies 

The four case studies are taken up again and the social and 
community areas are added to the picture built up so far. 
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Student number, 136 
The first student spent her childhood in Easterhouse. Her husband 
has been continuously employed and they now live in Rutherglen 

where they are buying their apartment. She describes her social 
network as follows: 

136 'My neighbour Joyce who lives upstairs, my friend Hilda 
who has been my friend since school. One sister I see ' 
every couple of weeks, my other sister lives in Matta and I 
don't see her very often. I see my brother about once a: 
fortnight, I see my mum once a week and the same with 
David's murn. I get on well with my parents and in-laws. & 

Her mother was supportive of her taking the course and she knew 

all the group before the course began and still sees them now and 
again, however they are not included amongst her two close friends.. -- 
nor does she mention the courses having any influence on her social - 
life. There were only two others in her first group who went 
through to get a certificate. She may not have made close fi-iends 
because she already had two long standing friends and she says that 
she discusses the courses with them. 

As a child she went to youth clubs but she has no adult community 
activities or responsibilities. We saw in earlier chapter that she-, -, ' 
returned to a short-term job and is currently looking for 

employment and thinking about going back to school. 

Student number 144 
The next student grew up, in Drumchapel and she lives there now ill 
a rented flat with her husband who is frequently unemployed. She 

says about her social network: 

144 Tm close to all my [six] sisters, one sister is in Canada,, 
now. I arnfriendly with my In-laws and I have a lot of 
friends, a big circle offriends but not any specially close 
friend. Both my parents are dead and my husband's, 
parents are dead, I get on well with my husband's 
relations. ' 

Her sisters thought it was good for her to take the courses but they 



Thesis Page 303 Chapter 8 

did not get round to doing any themselves. She knew some of the 
group before the course started and during the course made some 
close friends which she still sees. The courses helped her to 'relate 
more to other people, I can understand them a lot better'. 

When she was young she went to youth clubs and svAmming. Her 
adult community career is made up of a number of community 
activities and by including her childcare as well as her education 
career we can see how some of these are connected to the ages of 
her children and to her first OU course: 

Chart 8.5 Community activities, education and childcare lifelines for student number 144. 

Education ....... . ................................. Childcare ................. 
Comm Actiyities ................................. 

Age 6 41 IST '110'112'1'4'116'1'8'210'22'14'2'6'2'8'3'0'3'2'314'16'3'8' 

She has been a member of a residents' association for 15 years 
which she joined when her first child was 4; a mother and toddler 
group when her, second child was one and continued, in this for her 
third child; she then became a member of a women's group and a 
playgroup when her youngest was three. It was through the women's 
group that she took the OU courses and she has recently left this 
group. However. she has no community responsibilities and is the 
student quoted earlier who says that 'I wouldn't go on committees, 
could lose friends that way'. She did not use what she learnt from 
the courses in her community activities and is now only involved in 
'the residents" association. 

Student number 145 
This student lived in Castlemilk as a child, she Is divorced and now 
lives in a rented flat in Dalmamock. She describes her social 
network as follows: 

145 'My closestfriend is one I went to school with (Uz). Katy, I 
go out with her a lot, we've a lot in common, she's 
separated. I get on fine with m relations but we're not y 
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that close. I'm close to my mother. I get on well with my 
young -sister. My brother and I get on OK although toe have' 
dfferent points of view. My father has more or less given 
up on me because we don't have the same attitudes. ', .', - 

When she started the course her relatives and friends 'were glad't-o 
see the change in me. all of a sudden I had more confidence'. She 
joined the course because 'I didn't know anyone and I thought it 
would help me meet people and get me out during the day. The, ' 

course 'helped me meet new people and make new friends .... Katy., 
we go out a lot'. 

Her adult community career has developed and this is shoVM in I 
expanded form with other relevant careers examined in earlier 
chapters. 

Chart 8.6 Expanded lifelines for student number 145. 

Education ................................... 0ý .......... 

Ernployrnentý .................................. 

Childeare 

Health ..................................................... 

Comm Aclivitits ........ . ............ .. 

Age 117 '1 18119 10 ý1 12 A 14 

Her first community activity was a mother and toddler group1w hich - 
she joined when her first child was one, she moved onto playgroup 
and involvement in summer playschemes. Her community 
responsibilities began when she became a member of the mother 
and toddler group committee, then a Pre-5 Unk-up, Festival and 
Health Fair committees. She came to her OU course through her- 
children being at nursery school and an approach from the heiad, ý at 
the same time that she was on the Pre-5 committee. She used what 
she learnt on the Pre-5 committee, and for the Health Fairs: 
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145 'When I started in the, [Pre-51 Link-up group, it [the 
course] made me more aware of what I was lookingfor 
then, Ifelt I knew more about what I was talking about, I 
could get my point across more and when I started up the 
Health Fair it helped me to know nwre what I was looking 
for in a Health Fair. It helped me see what waslwasn't 
needed for children in the Health Fair. ' 

7be course helped her 'fight for better play areas, creche facilities 
f6r'our kids and we got them. When her youngest started school she 
ceased being on the Pre-5 committee. The course also gave her the 

coýfidence and knowledge to disagree with the school at- parents' 
night, 'I feel I can ask, more from the schools now and I know what 
to expect from school'. Her involvement in the community has 

recently ended as well as her further education and employment. All 
these have occurred around the time of her depression and 
miscarriage. 

Student'number 157 
The final student, it will be recalled, was an only child, has never 
married and has a daughter. She'still lives at'her parents' rented 
home in the Gorbals and looks after her. mother. She says:, 

157 7 never really made close friends, one since I worked on 
the buses, she lives in Barrhead, I don't really see her a lot. 
'I'm close to my mothen my'dad died last November. im 
close to two or three cousins. ' 

Her friends and relatives attitudes to her taking the courses were 

. #cyniýal. some thought it was just passing time, not really learning'. 
She knew everyone in her OU group before the start of the. course 
and she has made close friends with the group leader. She says she 
is 'able to talk better, mentally more alert and able to converse 
better; and communicate'. 

When. she was young she was iii the Guides, went ice skating and 
was involved in church activities. Her adult community career shows 
that she is involved in two community activities. Ibis career and 
other-relevant careers that were considered previously are shown in 
chart'8. 

'7 below in expanded form. 
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Chart 8.7 Expanded lifelines for student number 157. 
. A. .- 

Education ................................... I--- -w- -0- 

- Employ mentýý ................................. 

I Health .................... m 

Comm Activities ............. 

77tests 

Age 33 34 35 36 37 38 i9 410 4'1 

She began her first community activity after giving up paid work'_., --.,, ̀ 

because of her illness and is as a member of a swimming club which, 
she attends with her daughter. Her second activity is a boys' club- 
where she became a helper. However, she does not mention. using. 
what she learnt from the three OU courses in these activities but. 

she does say that taking the courses has 'made me more assertive at 
inquiring about public services and questioning things instead of Just 
accepting them'. 

Conclusions, 

IIIIIIIýA, 
;. " 

lbe"cOntinuing case studies illustrate: students' social networks'o the 
attitude'of, relatives. and friends to the courses, making close 
friends, student's community careers, how these developed and the 
use they make of what they learnt. The influence of the courses on 

7 the social and community lives of the four students varies from, "' 

none, to their making close friends, and to helping them with`new,, '-- 
activities and. responsibilities. ', 

Two students still live in the same area they grew up in, one has' a, 
big circle of friends and relatives and the other was an only'child,, 
and does not have close friends. One student whose mother was 
supportive; has moved to another area where she Is not involved in 
the community. She already had two close friends which she did not'-ý 
add to from her OU group. 7be interplay between the ages of 
children and. the progression of community activities Is clear or 
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another student but she does not use what she learnt from the 
courses in these activities. Her sisters gave support and she made 
close friends but she avoids committees for fear of losing her 
friends. The student who was separated is living In another area 
from the one she grew up in and did not know anyone. through her 
OU group she made friends with someone in the same situation and 
her relatives were glad to see the change in her. Her activities were 
connected with pre-5s and then she became responsible for 
organising community events where she applies what she learnt. 
7he remaining student still lives with her mother in the same area 
she, lived in as an only child. Some of those around her were cynical 
about the courses and she has no close friends but made friends 
with the group leader. She is involved with two community activities 
with older children but does not use what she learnt. However. she 
is more assertive about using public services. 

The main questions concern the social and community background 
of the sample of students - almost all were brought up in Glasgow 
and about half in inner and half in outer areas; the same proportions 
now live in inner and outer areas-, and around half still live in the 
same areas as they grew up in. More of those who have remained in 
the. same area knew other students before the start of the ftrst OU 
course. Only a few did not have any close friends, and most students 
already knew some or all of the other group members. Over half the 
students made close friends from their OU groups either from 
meeting new people or from deepening their friendships with 
people they already know. 

I 
Over half were involved in community activities or responsibilities 
before the start of their first OU course and most came into the OU 
courses in connection with these. Around the time of the courses or 
afterwards most became involved in other community activities and 
more_students took on responsibilities, and nearly half took up their 
first community activities or responsibilities around this time. Many 
were, involved in community activities in the pre-S, leisure and 
recreation areas and PTAs; some had responsibilities in the pre-5 
area and in PTAs, community groups, and groups for older children. 
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Nearly half of those who are involved use what they learnt in the OU 

courses in their community activities or responsibilities, particularly- 
those who take these up for the first Ume. Those who are involved - 
in the community are more likely to go *on to non-OU courses and 
40% of these are related to their activities or responsibilities. 

Students' backgrounds range from those who have been rather , 
isolated to those who have been more involved in the community. 
We have seen that community activities can be lead to the OU 

courses and the courses can lead to various activities. but the 

courses do not 'cause' people to become involved any more than the 
activities 'cause' people to take the courses, the courses are part of 
the changing milieux in which people move in and out of a range of 
often interconnected activities. 

Almost all the community activities and responsibilities that 

students are involved with are related to maintaining or developing' 

services which benefit both themselves and others. Being a member 
of a mother and toddler group involves making a personal 
contribtition as well as increasing the groups viability and benefi 

, 
ting 

the children. Helping in playgroup, playschemes and children's - 

clubs provides a service for other parents and their children. Taking 

responsibility on committees assists in the organisation and 
leadership needed to sustain and improve community facilities. 

including pre-5 services, schools, children's groups, tenants' 

groups, caring for the elderly, welfare groups and so on. In addition 
to the provision of community services, many groups are involved in 
articulating needs and providing pressure on the authorities for 

improvements and additional resources. The courses assist in this 
by encouraging people to become involved and in developing their' 
knowledge and skills which can be applied in their community 
activities and responsibilities. 7be aims of the social strategy include 
strengthening the social infrastructure of the communities and, this 
chapter has explored the role of the OU courses in social and ,- 
community development. No doubt many of these activities would 
continue if there were no OU courses. but the courses seem to ý--ý 
provide opportunities of aý particular kind for developing 
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friendships, learning social skills. acquiring knowledge about the 
needs of children and how to bring about changes in the community. 

7bis chapter concludes the chapters which take a longitudinal view 
of the socioeconomic context and areas of students' lives. 7be next 
chapter switches to a systemic perspective on the changes across all 
areas of students' lives around the time of the OU courses. 

i'. 

1 
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Chapter 9- Changes, Course Help and Stability 

introduction 

This chapter shifts from a concern with student careers In 

particular areas of their lives to looking across all areas around the 
time of the courses and afterwards. That is, the approach moves 
from a longitudinal perspective on selected careers taken in the 

previous five chapters, to a systemic view across all careers in a 
particular time period. It begins by relating where students are in 
their careers to the events and changes which occur around this , 
time. It examines the number of changes across all areas of students, 
lives and the extent that changes in one area are associated with 
changes in other areas. 'Ib1s is followed by an assessment of the 
influence of the OU courses in terms of the number of areas in 

which the courses are helpful and the extent that help in one area is 
associated with help in another. Two variables - the number of 
changes in a student's life around the time of the OU courses, and 
the number of areas in which the courses are helpful, are found to 
be closely related. 7be implications of this fInding and the 
relationship between the changes and course help In each area of 
life are examined. 

In chapter five students are categorised in terms of whether they 
have experienced marital separation, and in chapter seven those 
who have remained in their first marriage are sub-divided 
depending whether their husbands have been unemployed or 
continually employed. To explore why some students experience 
more changes and therefore find the courses more helpful than 
others, these two areas of life: marriage, and if married. husbands, 
unemployment, are used to group the students. Not only do changes 
occur in these areas but they also appear to act as parameters which 
influence the number of changes in other areas. That Is. students$ 
marital lives and their experience of their husbands' unemployment 
affect the number of changes in other areas of their lives. Because 



77lesis ý Page 311 - Chapter 9 

students with more changes around the time of the 
, courses ftnd the 

courses more helpful. these parameters also affect the helpfulness of 
the courses. 

We return to a longitudinal view to pick up on students' childhood 
and the presence or absence of one or both parents, and their 
families financial situation. which were examined in. chapter five. 
71iis information provides an indication of childhood family and 
economic stability, and the helpfulness of the courses generally is 
compared for those who experienced different kinds of instability in 
their childhood and later, as adults. 

Career stages and changes 

The last five chapters have addressed the question of the place of 
OU, courses in the lives of students by asking - at what stage in their 

various careers did the courses occur? This question has been 

answered for students in terms of their progress through various 
areas of their lives - their progress in their married life; where they 
were in their childcare careers; when they had health problems; 

IF whether they had returned to paid work; when their husband had 
been unemployed; and when they became involved in community 
activities. For example. a particular student may have started the 
courses - before taking up further education; before her separation; 
during early childcare-, after a health problem occurred; before she 
returned to paid work; after her husband became unemployed: 
before she became involved in, community activities and so on. 

lbe'careers in each area of life are characterised as types, and the 
location of the courses (the start of the ftrst course wasused for 
reference) is described in relation to career types. I That is, each 
student is categorised in terms of their career type. the deftnition of 
which takes into account at what stage they started their ftrst OU 
course. Each student has multiple'careers and it Is not possible to 
talk of students being at an overall stage that summarises where 
they, are in all the areas of life.: and'to'some extent progress in one 
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career proceeds independently of progress in another. The 

categorisation carried out in the previous chapters means that each 
career type can represented by a single numerical digit. 7bus', "a'' 

student's 'career proftle' can be deftned by a series of digits 

specifying each career type and stage that a student was in when the 
first course started. In appendix K the career profiles for all the 
students are given and in appendix L each career type and stage is, 
numbered and defined. and the students in each category are listed 
by their identification number. 

Some stages in a particular career type are associated with changes 
occurring. whereas in other stages no events or changes occur. For 

example. those who do not return to paid work by deftnitiori have no 
change in this area of life. whereas there is an event for those'who 

return. Also for those who have returned. further events might, 
include a job change, becoming unemployed and so on-, similarly 

after a separation, remarriage would be a further event. 7be stages' 
defined in the previous chapters involve active and eventful stages 

and stages where less happens. At a particular time for a particular 
student there may be a coincidence of eventful stages, while at other 
times and other students may be in less eventful stages. An 
indication of the coincidence of eventful stages across the various 
areas of life is given by the number of areas in which changes occur 
during a particular period. for example around the start of the first 

course up to the date of the interview. In general when a number o'f 
eventful stages coincide over a particular period an individual will 
experience more changes In her life over this time and vice versa. 

7be lifelines for each student show the main events in each area of 
life. The changes or events occurring around the time of the courses 
and up to the date of the interview only involve the more recent 
portion of the lifelines. Chapter three explained that all the students 
in the sample gained a Course Certificate in September 1986 which 
means they took an OU course sometime between August 1985 -and 
August 1986.7be interviews began In October 1987 and went on -' 
until April 1988. However, some students were awarded Certificates 
in earlier years and for them the time from their first course to the 
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date of the interview is longer. The average time between the start 
of the first course and the interview is 2 years 9 months, which 
ranges from a year and a half to over seven years; for 54 of the 
students the range was under 4 years and for 38 under 3 years. For 
students whose course careers extend over a long period and during 
various stages in their careers, the link between a particular stage 
and the influence of the courses may be somewhat blurred. In 
chapter three It was argued that changes occurring before the 
courses as well as after may be relevant to students' reactions to the 
courses. lberefore for the systemic analysis the time period for 
events is deftned as from one year before the start of the f1rst course 
up to the date of the interview. However. a few particularly serious 
changes such as a separation which were more than one year before 
the start of the first course are included if they appear to have 

, continuing significance. 

NtImber and types of changes 
To assess the number of changes occuring in a student's life around 
the time of the courses. the changes were noted from students' 
lifelines and then checked against their recorded comments. Events 
usually refer to starting something, such as a part-time job, a 
community responsibility, having a baby. starting a course etc. Also 
included is stopping an activity such as paid work or resigning from 

a community responsibility if this occurs within the defined time 
period. 

Marriage events around the time of the courses refer mainly to 
separations. mostly permanent but including in one case a 
temporary separation. and in another getting married. A committed 
relationship involving cohabition and children is treated in -the same 
way as marriage. Childcare Includes events such as the birth of a 0, - baby and a child starting nursery or school. Health'events are 
operations, miscarriages. depression. Employment mainly refers to 
starting paid work but also includes stopping. Husbands' 
unemployment is an event which is included if It begins or ends 
around the time of the courses'or afterwards. In the education area 
because all students take at least one OU course, their first is not 



Chapter 9 Page 314 71tests 

counted as an event. but a further OU course counts as a change in 
this area. Also if a student goes onto a non-OU course this counts as 
an event. therefore if a student does another OU course and a non- 
OU course this counts as two changes. Ihis slightly biases the - 
proportion of events towards education but is considered justified in 
order to differentiate between OU courses and other courses. Events 
in the social network area are mainly making close friends through 
the OU courses. Community activities Include becoming involved 
and taking on a responsibility and less often leaving a community 
group or resigning from office. 

Rather than attempt to quantify the size of a change, simpler 
measures are used - if any change in activity (le. stopping or 
starting) occurs then this is counted as an event. Occasionally. there 
is more than one event in a particular area of life within the time' 
period under consideration but no attempt is made to count events 
in the same area of life, the only distinction made Is between no 
event, and one or more events occurring (see appendix M for the 
areas in which each student experienced change events). 7bus. the 
main variable is the nuniber of areas of life in which one or more 
change events occur. More change means that there are more areas 
in which one or more events occurred. 7be total number of areas jr, 
which changes can take place Is nine, including the possibility of 
two in the education area - further OU courses and non-OU courses. 

7he average number of change events per student in the period 
around the start of the ftrst course to the date of the interview Is 4.7 
with a range from 1 to 9. The numbers of students and the number 
of changes for the sample of 60 are shown in the table below-. 

Number of areas in which there were events 123456 
-7 

8 
No. of students 169 10 17 9521 Total 60 
Table 9.1 Number of students and number of changes. 

The number of students experiencing a change In the period under 
consideration and in each of the areas is given in the table below. 
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Students experiencing 
changes in each area of life 

Area of life No. % 

Childcare 43 (72) 
Community activities 38 (63) 
Education - OU courses 37 (62) 
Employment 34 (57) 
Education - Non-OU courses 34 (57) 
Social network 33 (55) 
Health 30 (50) 
Husbands unemployment 20 (33) 
Marriage 10 (17) 

Total, events 279 (av. 4.7) 

Table 9.2 Number of students experiencing changes in each area of Ife. 

In'the first area, childcare, a total of 43 students (which is 72% of 
the total) experienced changes in this area of their life during this 
time. As might be expected for women in this age group most 
events centre in this area, followed community activities, then by 

education (more OU courses), then employment and non-OU 
courses. " Husbands' unemployment events are experienced by 33% 
(which excludes one who has, been continuously unemployed, 
Includes two husbands who have brief periods and three students in 
their second marriage) and finally only 10 students have an event in 
the marriage area. 

Because the number of areas in which students experience changes 
might simply be due to the length of time between the start of the 
ftrst'cou'rse and the date of the interview, the correlation between 
the change events and the length of this time was tested. The 
correlation was low and insignifiCant (Pearson r--0.21, p>0.10). 
Ibus, there no relationship between the number of events and the 
length of time over which the events'are being counted. 

Relationships between changes across areas 
Are events in one area of life likely to be associated with changes in 

other areas? This can be checked across all- students by, counting 
the occurrence of events in each two areas of life and carrying out a 
chi squared test. There are only two'areas where a similar pattern of 
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events occurs. 71iis is for husbands' unemployment and childcare 
events where almost all the students who experienced a change in 
their husbands' employment status also had an event concerning the 
care of children. le. a new birth and less often a child starting, 
nursery or school. This means the students in earlier stages of their 
childcare careers are also likely to experience husbands' 
unemployment. This association in unremarkable, what Is more 
important Is that the occurrence of events in other areas of life are 
not related. Overall and for this particular period we can say that'- 
changes in each area of life seem to occur independently. This 

, 
does 

not mean that these changes are unrelated for individual students --' 
(we saw in earlier chapters that they are). It means that except for_-_ 
childcare and husbands' unemployment events. there was no 
systematic tendencyfor changes in the remaining areas of Iffie to be 
accompanied by changes in another. 

However, there is a closeassoclation between childcare events and 
starting their first OU course for a total of 42 students in that they 
had children who started nursery or school around the time they, 
began the OU courses. But because all students took at least one OU 
course this event is not included in the totals, although Its link with 
childcare changes is obviously important. 

Helpfulness of the courses 

7bis section deals with the helpfulness of the courses in different', 
areas of 

_students' 
lives. The structure of the Interview Document 

was described in chapter three and Section 6 of the document 
included open ended questions asking what the courses meant to 
students and probes which directed their attention to areas of. their 
lives in which they may have made changes. 7be topic questions in 
Section 7 asked direct questions and provided prompts about 
whether the courses were helpful in the following themes: Personal 
and Family, Employment. Community and Social, Services and 
Looking Ahead (see appendix D). 7be responses to most of the 
questions were coded initially as 'yes' or 'no'. and if %yes' the 



Thesis - -, Fbge 317 Chapter 9 

elaboration wis recorded. In assessing whether students felt. that 
the 

- courses had been helpful all the information, recorded in the 
Interview Document was taken into account but questions 13-25 in 
Section 7 were particularly important in indicating the helpfulness 
in each area . For example, one student! s responses to the starter 
and topic questions are given below. The first comments are from 
tlýe open ended part of the interview while the latter are responses 
to the topic questions (the question numbers are in brackets): 

101 'It helped me to understand myself better. I have grown in 
all ways. I'm much more confident, due to the fact I was 
able, to talk out, what. -Id been thinking (Q6D) It helped 
me cope with the separation from my husband, I now 
think things out, rationalise, rather than blowing my top 
WE) ... It has helped me think'offurther education, not 
academic, but perhaps to help me get a betterjob in the 
community (Q6F) ... I had done Me Mrst Years of Ufe 
[first], I wanted to do somethingfor myself Q13) ... I read 
labels on food more (Q17) ... I have more time for them 
(children), more patience Q18 and Q19) ... I'm more 
patient (in herjob as a Home Help), I don't get too 
involved (Q22). ' 

These responses are not, the complete, record, - 
from ý this., student but 

they contain the Information on which the helpfulness of the 
courses in each area of life can be asse'ssed. 'Her remark that the 
courses helped her cope with her separation is obviously a 

'4' contribution to her marital situation. Her comment about having 
more time for her children Is taken as helping with childcare: her 
increased patience in her job and not getting too involved is a 
contribution to her employment: her wanting to go onto do 
something for herself by taking her second OU course indicates the 
help the first one gave in clariiFying what she wanted to do next. She 
mentions the course helped her think of further education although 
she has not yet gone'onto non-OU courses. The courses also helped 
her mental and physical health by increasing her confidence. 
helping her think things through'and read food labels more. Thus, 
according to the comments of this student the courses helped in six 
areas of her life (see appendix N for a list of areas in which each 
studentwas, helped). 
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Number and areas of course heýp 
The courses can help in all areas of life except husbands' 

unemployment where they cannot help directly, and indirect help 
for example, in changing their relationship with their husband. - irl 
getting a job, taking up community activities. is recorded under, 
these areas. 7be same procedure is adopted for quantiiýring the 
helpfulness of the courses as that used in assessing the numbers of 
areas in which there were changes in students' lives. No attempt is i 
made to assess the degree of help or to take into account more than 
one kind of help in each area. 7be decision is simply whether or not 
the student mentions the courses helping in an area or not. Each 

area mentionedis scored and the totals added. This assumes that 
help in each area is numerically equivalent even though it may not 
be to the student. There are a total of eight areas in which the, 

courses can be helpful (including help in taking another OU course 

and in taking a non-OU course as two areas). 

The average number of areas in which the courses helped were 4.3 

per student. ranging from 0 to 8. The distribution of number of 
areas helped is as follows: 

Number of areas helped 
01234567 81 

No. of students 1559 13 6 15 51 Total 60 

Table 9.3 Number of students and number of areas in which the courses helped. 

The number. of students who were helped in each area in the period, 
under consideration is given In table 9.4 below. This shows'that for 
the first area, health. a total of 50 (83%) received general or 
specific help concerning their mental or physical health. The 

courses contribute most to this and the childcare area, and these 
are the sub jects of many of them. Obviously, the favourable receptior, 
of one OU course helps with the decision to take another and for 
this sample, thisis a popular direction in which to go. Making close,. 
friends through'the course is an important outcome and contributes 
to the students' social network. Nearly half are helped in the area of 
further education although some are only thinking about taking up 
courses in future. 
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Students helped 
in each area of life 

Area of life No. % 

Health 50 (83) 
Childcare 44 (73) 
Education - OU courses 37 (62) 
Social network 35 (58) 
Education - Non-OU courses 28 (47) 
Community activities 23 (38) 
Marriage 21 (35) 
Employment 19 (32) 

Total areas helped 257 (av. 4.3) 

Table 9.4 Nurnbers of students helped in each area of life. 

Relationships between helpfidness across areas 
Is it likely that helpfulness of the courses in one area is associated 
with help in another area? This can be checked in the same way as 
associations between changes. There are four significant 
relationships between areas in which the courses gave help: 1) In 
making changes in students' relationships with husbands and help 
in going onto another OU course; 2) with childcare and going onto 
anotlýer OU course; 3) help, with getting a job or. In paid work and 
using what was learnt in community organisations; and 4) help in 
further education and in community activities. In other words, those 
who reported that the courses were helpful in their marital 
relationship, were also likely to be those who were helped to go 
onto another OU course, as were those who were helped with their 
children. If a student found a course useful in the employment area 
and for further education then they were likely to find it useful in 
community activities as well. 

Chamiges and course help 

7be overall comparison between the areas in which there are 
changes and those that the, courses provide help is shown in the 
! ýHowing table: 
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Students experiencing 
change events and course help, 

Area of Iffe % Rank % Rank 

Childcare 72 (1) 73 (2) 
Community activities 63 (2) 38 (6) 
Education - OU courses 62 (3) 62 (3) 
Employment 57 (4.5) 32 (8) 
Education - Non-OU courses 57 (4.5) 47 (5) 
Social network 55 (6) 58 (4) 
Health 50 (7) 83 (1) 
Husbands unemployment 33 (8) na 
Marriage 17 (9) 35 (7) 

Table 9.5 Number of students experiencing changes and course help in each area of If e. 

7bere is no significant correlation between the rank orders 
(excluding husbands' unemployment) which is particularly due to 
the health area, which comes seventh in the number of changes and 
first in the number of students who were helped in this area. Ihis is 
because the events in this area are not necessarily directly related to 
the help the students had in gaining confidence or making health 

changes. On the other hand, some areas such as help in making 
close friends or going onto another OU course, are almost always 
related to the event of actually making close friends or taking a 
course. 

Number of changes and course helpfulness 
Irrespective of the particular areas, a key question is whether there 
is a relationship between the number of areas In which a student 

, experienced changes and the number of areas that the courses were 
helpful. This can be tested by correlating the number of areas of 
change and the number of areas of course help across all students. 
7bis gives a correlation of 0.64 (Pearson's Product-Moment 
Correlation Coefficient) which is highly significant (p<0.001). There 
appears to be a close relationship between the number of changes cL 
student experiences and the helpfulness of the courses. Students, 
who have more areas of change in their lives around the time ýof the 
courses report that the courses are helpful in more areas. compared 
to those with fewer areas of change; and students with few areas of 
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change report little reaction to the courses. Figure 9.1 below shows 
the relationship between the number of changes experienced and 
the number of areas in which the courses were helpful. Each 
student identification number is located in the box corresponding to 
the number of changes and course help. 
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NUMBER OF AREAS IN VVHICH CHANGES OCCURRED 

Figure 9.1 The number of changes and course help plotted for each student. 

A correlation as high as this raises the question of whether similar 
things are being counted twice or whether an obvious common 
factor is responsible for this result. -However. the finding has been 
arrived at by using two measures which for most areas of life were 
derived independently and there does not appear to be a simple 
common factor. The first measure, the number or areas in which 
changes occurred. is based on students' descriptions'of what is 
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happening in their lives and on the dates that changes occurred. For 
all areas except two (social network and OU courses) this 
information was collected in a separate part of the interview and not 
related to questions about the courses. Identification of changes was 
based on the analysis of lifelines and confirmed by reference back to 
students' comments. Students' reactions to the courses were 
explored in a specific section of the interview and the same 
prompts were used for all students, irrespective of their changes. 
7beir responses were coded separately from the identification of 
events. 

If students over-reported the helpfulness of the courses (as well 
they might) why should this be related to the number of change 
events in their lives? Perhaps they over-reported changes as well, 
but these are mainly factual and students are unlikely to have felt 
that this was what was exp ected even if they felt inclined to 

overstate the influence of the courses. 

For two areas there are common sources of evidence for both a 
change and the helpfulness of the courses. 7be evidence for a 
change in social network is mainly drawn from the question about 
whether the courses helped students make close friends from their 
OU group. If they answered 'yes' this Is taken as evidence for a 
change in their social lives, namely adding close friends. and for the 
courses helping in this, and therefore producing a direct 

relationship. Similarly for those who took more than one OU course, 
the question why they took another course was almost always 
answered in terms of satisfaction with the first. thus giving a high 
correlation between those who went onto another OU course and 
the help that the first course gave towards this. Furthermore. 
students are more likely to report that the courses were helpful in 
areas where they had actually gone on to take up the activity in 
question, even though, as we have seen in earlier chapters. a 
number say that the courses helped them to thLnk about taking up 
further education, returning to paid work. or getting a better job 
and there have been no changes yet. This tendency may contribute 
to a high correlation between those who experienced these changes 
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and who say the course helped. Generally. the use of cumulative 
measures (ie. totalling the number of changes and areas of help) may 
contribute to a spuriously high correlation overall. In order to 
examine the components of this correlation the individual 
relationships between changes and help in each area of life are 
considered next. 

Relationships between changes and help Ln areas 
Given the strong correlation between the number of changes and 
areas of course help, it Is reasonable to expect that there should be 
high correlations between changes and help in particular of areas of 
life. That is. we might expect that where students' report a change 
in a certain area of life around the time of the courses, they are 
likely to find the courses helpful in that area. The special case of two 
areas - social network and OU courses has been mentioned above 
and they obviously support this proposition. Of the remaining six 
areas three have events and help significantly related. 

These are for further education (p<0.001) - where students who 
went onto non-OU courses were helped by the OU courses in doing 
this; childcare (p<0.01) - where child events and help with 
childcare are related-, and community activities (p<0.05) - where 
those who mainly became involved in community activities and 
responsibilities also used what was learnt from the OU courses. 
Changes and help in the remaining areas - marital life, health and 
employment were not significant. These relationships are examined 
across the sample as a whole. while other chapters show that there 
are also linkages between-changes and the helpfulness, of the 
courses in these areas of life for particular career types and sub- 
groups (eg. those who had separations, health problems and who 
had returned to employment). ' 

7bere are other significant correlations between changes in one 
area and help in other areas - these include. those with child events 
are likely to have been helped In'their'relationship with their 
husband: and those who go onto ftn-ther education are also likely to 
use what they learnt from the OU courses in community activities. 
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In order to clarify the patterns of changes and help, students are - 
grouped on the basis of two areas of life and the differences betweer, 
the groups are explored. Miis is carried out in the next section. 

Family and economic stability 

Two areas of life are important in determining students' 
socioeconomic circumstances. these are their marital status and if 
married their husbands' unemployment. In chapter five students 
with stable adult family lives were distinguished from those with 
unstable family lives. Out of a total of 52 students who had married 
and had children (including the couple who adopted and excluding 
the couple who have not started a family yet) there were 10 who had 
experienced separation. Of the 42 with a stable adult family life 
there were 16 identified in chapter seven as experiencing husbands, 

unemployment. 7hus, there were 26 who had stable adult family life 

and economic stability; 16 with stable family life and economic 
instability and 10 with unstable family life and economic instability. 
The remaining seven had not married or cohabited and therefore 
had not experienced adult family instability or economic instability. 
The numbers in each group are shown in table 9.6. 

In the earlier chapters the three main categories were useful in 
exploring the influence of the courses on particular areas of life. in 
this chapter they are used to consider what happens and the 

,. 
helpfulness of the courses across all areas of students' lives around 
the time of the courses and afterwards. That Is, to examine the 
relationships between family and economic stability. the changes in 
students' lives and the helpfulness of the courses. Also these 
categories illuminate other aspects of students' adult lives and 
suggest how their childhood stability might affect the helpfulness of 
the courses. 

If there is a relationship between family and economic stability and 
the number of changes in students' lives around the time of the 
courses, there is also likely to be a relationship between stability and, 
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the helpfulness of the courses because of the close relationship 
between changes and helpfulness. With more instability there may 
be more areas of change which would mean the courses would be 

more helpful. 

I)rpe of Group No. of students 

1) Stable fwntLy life and economic stabUU 26 
Stable ftrst marriages to continuously employed 
husbands and with children 

2) Stable family life and economic instabill 16 
Stable ftrst marriages to husbands who experience 
unemployment and with children 

3) Unstable family life and economic Instabill 10 
Marital breakdown. separation or death of husband 
and associated economic instability and with children 

4) Single stability and economic stability 7 
Single people or single parents who have not 
cohabited or married 

5)0 ther 
Recently married with no children yet 1 

Total 60 

Table 9.6 Types of groups and numbers of students in each group. 

To test this the number of changes or events in each area are 
totalled for each of the three main groups. 7be changes in marriage 
and husbands' unemployment are included only if they occurred in 
the deftned time period. 7be average number of areas with changes 
for each group are as follows: 4.0; 5.3; 6.1 (out of a maximum of 9). 
the differences ý between group 1 and 2 and 1 and 3 are significant 
(p<0.01-and 0.001 respectively). 7bus those who have experienced 
family and economic instabilities have more changes than those who 
have experienced only economic instability and these have, more 
than those with stability. 

It can be argued that because of the way the groups are defined It is 
to', be_ expected that they will have more changes. To check whether 
those with instabilities experience more changes in the other areas 
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of their lives, any changes in marital life and husbands' 

unemployment can be excluded from the totals. If this is done. the 
average number of changes for each group are: 3.9; 4.3; 5.1 (out of a. 
maximum of 7). That Is, on average the group with family and 
economic stability have changes in nearly four other areas of their 
lives, whereas the group who experience family and economic 
instability have changes in a further five areas. 7be average 
difference between the stable group and the group experiencing 
most instability is more that one area of change. This difference is 
statistically significant (p<0.05) and these results suggest that those 
who have experienced family and economic instabilities tend to haLse_ 
more changes in other areas of their lives as well. 

Regarding the helpfulness of the courses. the average number of 
areas where the courses were helpful for each group was: 3.7. - 4.6; 
5.5 (out of a maximum of 8. including married life and excluding 
husbands' unemployment). These differences between group, 1 and 
3 are also significant (p<0.01). 7bis means that for those who had 

experienced instability the courses are likelY to be heýn&l in nwre 
areas of their lives than those whose lives had been stable. Leaving 

out the marriage area the average number of other areas in which 
the courses have helped are: 3.4; 4.1; 5.0 (out of a maximum of 7) 
and the differences between groups 1 and 3 are statistically 
significant (p<0.01). 

7bese findings can be summarised: Students who have experienceci 
family and economic instabilities are likely to have changes in more 
areas of their lives and conversely those who experienced stability 
have changes infewer areas. 

From this it Wows that: Students who experienced family and 
economic instabilities' tend to report that the courses are more 
heýn&l than those who have had stability. 

Differences between groups 
We can ask - what are the differences between the groups of 
students in what happens in their lives around the time of the 
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courses and after, and in the helpfulness of the courses? 

Ilie percentages of students in each group for whom events and 
changes occurred in various areas of their lives, and who report that 
the course was helpful in these areas. are given in two tables below. 
An asterisk (*) shows where there is an area and a group with a 
significantly higher percentage than another group or groups. 

Percentage with changes in each group 
Stable Econ Fam & Econ 

Areas of life Group Unstable Unstable 

Education (go onto FE) 54 44 80 
Health 35 63 80* 

Average events per student (4.0) (5.3) (6.1) 

Table 9.7 Areas of Ife in which there are cufferences in the proportion of changes. 

Twoareas are of interest - the significant tendency of those with 
family and economic instability to have health problems and for 
more to go on to further education (this, does not reach 
significance). A closer examination of the health problems shows 
that in the unstable group, five, had depression, two hysterectomies 
and one a miscarriage. 

7be areas where the courses gave more help to particular groups 
are given in table 9.8. Ms shows- that the significant differences in 
the proportion helped in the family and economically unstable group 
are for further education and community activities, and smaller 
differences in help with employment and social networks. Other 
small differences are for the economically unstable group in 
childcare and continuing OU courses. 

To make a more accurate assessment of the differing proportions 
helped by OU courses to get a job. go onto further education and in 
taking up community activities the figures can be expressed as a 
percentage'of those who actually did these things rather than of all 
the students in each group (see table 9.9). 
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Percentage helped in each group 
Stable Econ Fam & Econ. 

Areas of life Group Unstable Unstable 

Education (go onto FE) 46 25 80* 
Community activities 23 38 70* 
Employment 19 38 50 
Social network 50 56 70 
Childcare 65 94 80 
Education (further OU courses) 54 81 70 

Av. number of areas helped (3.7) (4.6) (5.5) 

Table 9.8 Areas of fife In which there are differences In the proportion helped. 

Helped as a% of those who got job, go 
onto FE or are involved in c omm activities 
Stable Econ Farn & Econ 

Area Group Unstable Unstable 

Employment 0 -(0/9) 67 (4/6) 57* (4/7) 
Community activity 33 (6/18) 50 (4/8) 86* (6/7) 
Education (FE) 57 (8/14) 29 (2/7) 75 (6/8)' 

Table 9.9 Percentages helped who went on to a job, FE or community activities. 

T[iis shows that 67% (or four students out of six) of those with' 
family stability and economic instability (le. husbands with 
unemployment) and 57% of those with both kinds of instabilities Oe. 
who have had separations) are helped to get a job compared to none 
of those with stability. Also more of those who have had separations 
are helped in their community activities than the stable group and 
to go onto further education than the economically unstable group. 

7be results show that helpfulness in a particular area may depend 
on the type of instability, eg. for economic instability - help in 
getting a job (less for going onto FE); for family and economic 
instability - help in going onto further education: in getting a Job arid 
in using what they learnt in community activities. The courses help 
in the areas of change in students' lives and where there is more -:,, instability there are more areas that the courses are likely to help. - 
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Adult life of students in each group 
As well as the particular areas of life examined above and in earlier 
chapters there is other data on their adult lives which further 

clarifies the differences between the main groups. 7he variables on 
which there are significant, differences between groups are 
identified to elaborate the characteristics of each group. A summary 
of the data is presented below. 

Adult background 
Stable Econ Fam & Econ 
Group Unstable Unstable 

Av. age at time of interview (yrs) 34.9* 31.0 35.2 
Number of appliances 5.7* 4.6 5.4 
Buying house (0/6. N) 42 (11)* 6 (1) 30 (3) 

Table 9.10 Differences In aduft background of each group. 

S. 

Table 9.10 shows that there is a significant difference between the 
average age of the stable group and the group with economic 
instability in that the stable group is older. Even though the group 
with separations is older on average. this is not significantly. 
different from the economically unstable group because the numbers 
in this group are only 10 and the variance is larger. This age 
difference between the stable and economically unstable groups also 
applies to their average ages when they started their first course. 

7he average number of appliances (see checklist in Section 9., 
question 19 in the Interview Document, appendix D) is an indicator 
of the material wealth that has accumulated over students' adult life. 
7 be stable group have significantly more appliances than the 
economically unstable, and the group with separations are more 
similar to the stable group. 

7here_ is a significant difference between the numbers buying their 
house (or apartment) in the stable group compared to'the group 
with economic instability. Oply, one student I is buying their house in 
this group compared to eleven in the stable group. In the group who 
have had separations there are three buying, two who in the last 
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three years have separated from their husbands who were both in 

continuous employment for more than 15 years of marriage and 
another who divorced her first husband 13 years ago and two years 
later married her second husband who has had no unemployment. 

While this analysis focuses on those variables where there is at least 

one significant difference between the groups. there are a larger 

number of variables for which there are no differences. These 

include the average number of children at the start of the ftrst 

course and at the time of the interview, average age of marriage, age 
at first birth, number of moves in adulthood. whether students 

planned their first birth. whether they had worked since their first 

birth, whether they were working at the time of the first course, 

whether they had done any other courses before the OU, difFiculties 

with the services etc. 

We have seen that the number of areas of change in terms of events 

and the helpfulness of the course increased with increasing 

instability. The particular areas which have emerged here are not all 
directly relevant to this finding. nonetheless they are consistent 

with and extend the description of family and economic stability and 
instability. 7be stable group have more material wealth and are older 
than the economically unstable group. The group with separations' 
seems closer to the stable group which may be because In the 

period under consideration some of them had stable years before or 
after their separation. II 

Childhood and adult stability 

We return to a longitudinal perspective to examine the early 
background of students in order to look for childhood differences 
between the groups which are related to their more recent 
experiences of family and economic stability. The concept 

-of_ stability can be used to link students' childhood and adult 
experience with their responses to the courses and what happens 

afterwards. Features of their childhood may be linked to their later 
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stable or unstable circumstances and their reactions to the courses. 

Early background of students Ln each group 
Following the same approach as above. childhood experience is 
related to students' adult experience of family and economic 
stability and instability. We can consider how differences in early life 
might affect how students respond when faced with adult 
instabilities and whether the influence of the courses differs. 

In their early background there are only three areas of significant 
difference between the groups: 

Adult Family and economic stability 
(0/6 or number in each group) 

Stable Econ Fam & Econ 
Early background Group Unstable Unstable 

Mother in paid work (0/6) 50 62 90* 
Some or a lot of childcare (0/6) 35 63 90* 
A-ý. ' no of children family of origin 3.6 5-6* 4.0 

Table 9.11 Differences in the early background of each group. 

family and economically unstable group differ from the other 
groups in that in their childhood they had a much larger proportion 
of mothers who were in paid work. Regarding the amount of ' 
childcare that students did as children for other children. usually 
younger brothers or sisters, the difference between the stable group 
and the family and economically unstable group is significant. For 
the average number of children in students' families of origin, there 
is a significantly larger number for the economically unstable group 
compared with that of the stable group., 

Again there are many areas where there are no significant 
differences between the groups, these include: absence of parents, 
number of house moves as a child. the amount of housework the 
student did as a child, their assessment of the families financial 
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situation, their health, qualifications from school and whether they 
liked school. However, these results show there are two important 

areas in which the childhood experience does differ for those who 
later have a separation from their husbands and one for the 
economically unstable group. 

Continuities between childhood and adult stability 
Some students who experienced economic Instability in their 
childhood now experience this in their own family. and some who 
in their early life experienced their parents separating have 

experienced a separation in their own marriage. In chapter five it' 
was shown that there was no overall relationship between parental 
instability and students' marital instability. Here we can add ,, 
economic instability and match the three main groups of adult 
family and economic stability and instability to their childhood: 
situation defined in similar terms. 7be students can subdivided 
depending on whether they had parental instability. including, 

separations, deaths and single parents. (up to when the student was' 
20 years old). An indicator of economic instability in students' . '- I 
childhood is their assessment of their families ftnancial situation. 
The students with parental stability can be subdivided depending or, 
whether or not they described their families ftnancial situation as , 'struggling. Although not all the students who experienced parental 
instability also said their childhood families were struggling (see p. ,- 
179), parental instability is assumed to include economic instability 

as well. 

Table 9.12 presents subgroups of students based on their childhood 
and adult family and economic stability and instability. The 
differences are not statistically significant which means there Is no 
tendency for students who experienced parental and family - 
economic instability to also experience either kind instability in 
their adult lives (and vice versa). 
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Adult family and economic stability (N and %) 
Childhood family and Economically Family and 
economic stability Stable unstable Econ unstable 

Stable 15 (58%) 7 (44%) 6 (60%) 

Economically 5 (190/0) 01 (10%) 
unstable 

Family and econo- 6 (23% 9 (56%) 3 (30%) 
mically unstable 

Totals 26 (100%) 16 (100%) 10 (100%) 

Table 9.12 Numbers with childhood and adult family and economic stability. 

Continuities in stabiLity and the helpfulness'of the courses 
The differences in the helpfulness of the courses might be affected 
by the contrast between childhood and adult experience of 
instability. To explore this the average number of areas in which the 

courses were helpful for students defined by their childhood and 
adult family and economic stability are shown in the following table: 

Adult family and economic stability 
(av. helpfulness and N) 

Childhood family and Econ Family and Average 
economic stability Stable unstable Econ unstable Helpfulness 

Stable 3.6 (15) 5.3 (7) 5.7 (6) 4.5. (28) 

Economically 4.2 (5) 0 (0) 6.0, (1) 4.5 (6) 
unstable 

Family. and econo- 3.7 (6) 4.0 (9) 5.0 (3) 4.1 (18) 
mically unstable 

Average helpfulness 3.5 (26) - 4.6, (16) 5.5 - (10), 4.3 (52) 

Table 9.13 Helpfulness of the courses and chIldhood and adult farrOly and eoonorric stability. 

Along the bottom row we have already seen that on average those 
with more instabilities in adulthood find the courses more helpful. 
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The numbers in the cells are too small for statistically significant 
differences to emerge, but reading across the table we can see that 
in each of the three groups with different backgrounds, students 
find the courses progressively more helpful as they move from stable 
to economically and to both unstable groups in adulthood. 

Combining the unstable categories into one simplifles the table: 

Average helpfulness 
Adult situation 

Childhood situation Stable Unstable 

Stable 3.6 (15) 5.5 (13) 

Unstable 3.9 (11) 4.4 (13) 

Average 3.7 (26) 4.9 (26) 

Table 9.14 Helpfulness of the courses and childhood and adult stability. 

The table shows the average number of areas in which each of four 
sub-groups found the courses helpful. The difference between the 
stable and unstable adult groups (le. the average of 3.7 and 4.9) is 
statistically significant (p<0.05). While the difference between the 
currently unstable sub-groups does not reach statistical significance 
the averages suggest that those who have had a stable background 
find the courses rnore helpful now they are facing instabilities than 
those who are morefarnffiar with instability. The students who had a 
stable childhood but are now experiencing instability may need (or 
appreciate) the help of the courses more than those who also had 
instability in their childhood. Both the currently stable sub-groups 
ftnd the courses less helpful than either of the currently unstable 
sub-groups. While these figures are suggestive further evidence'Is 
necessary before it can be stated with confidence that the courses 
are more helpful to those who are Inexperienced in coping with 
instabilities. However they are consistent with Elder's point that: 
'Smooth sailing in a protected childhood may not develop adaptive 
skills which are called upon in later life' (Elder, 1974: 98). 
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Continuing case studies 

Ibe general findings in this chapter can be illustrated with 
reference to the continuing case studies. The areas of life in which 
these students experience changes and help from the OU courses 
and their circumstances regarding their family and economic 
stability in their adult and early life are examined. 

Student number 136 
This student is in the first group with family and economic stability, 
that is. she is in her first marriage with a husband who has not had 

any unemployment. Earlier chapters examined where the OU 

courses occurred in her particular careers. and the influence of the 
courses on these careers. Miis data can be collated and the place 
and influence of the courses summarised. For reference a set of 
lifelines are presented in the order that they are considered in the 
earlier chapters. Although family life and husbands' unemployment 
might be more appropriately placed at the top and bottom 
respectively to show that they act as parameters within which the 
other- areas of her life are managed. Also vertical lines are added to 
assist in examining what is happening simultaneously across 
lifelines. 

Chart 9.1 Lifefines for student number 136 - with family and econon-dc stability. 

L-BB cc 
Year 6264666a70 72 74 778 8111.19 84 188 

Education ......... Family life 
Childcare 
Health 
Employ mtnt 
Husbands Unern 
Comm Activities. 

Age 61A6 'lOrl2"14'1"6'18'20*2"2'i4'2"6" 

L -Leave school 
B-Birth of child 
C-OU Course starts 
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7be place of the OU courses in this studenCs life started when her 

youngest child was 3 years old and was therefore In stage two of her 

childcare career; although she was not employed at the time she - 
had returned to paid work and restarted again after the start of her 

second OU course Ue. in employment career type four). She had also 
taken courses after leaving school and before the OU courses but has 

not gone onto further education afterwards (ie. she has a type two 

educational career). Other than the OU courses she had not been 
involved in any community activities and she had two friends before 
the OU courses. The areas of her life in which there are changes 
around the time of the courses and afterwards are: one child , 

starting nursery and the other starting school., going onto another, 
OU course; and starting her short-term part-time job. Her previous 
involvement in further education and paid work are not included , ', 
because they happened over a year before the start of her first OU 

course. Thus, within the relevant period there were three areas in 
her life in which there are changes, which is at the low end of the 

continuum. 

Regarding the influence of the courses we saw in earlier chapters 
that she was encouraged to go on to take a second OU course; 
helped in her relationship with her children; and felt her self- 
esteem was boosted. She was not helped to restart paid work-. in her, 

marital life: to make close filends or to become involved in 
community activities. Thus, she was helped in three areas of her life. 
Table 9.15 below summarises the areas of life in which there we're 
changes and course help. 

In common with other students in this group there are relatively., 
few areas of her life in which there are changes and few areas in 
which the courses provide help. She is younger than the average for 
this group, she has more appliances, is buying their house and is 
relatively well-off. In her early life she had stable parenting. her 
mother had a job but not until she was 15. she did not have to do 
any childcare, and came from a large family whose financial situatio'ri 
was adequate. She therefore falls into the subgroup who enjoyed 
family and economic stability both as a child and as an adult and has 
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found the courses less helpful than many other students. 

Area of life Changes Course Help 

Family life None 
, 

None 
Childcare Youngest starts nursery IYeat them as people 
Employment Starts part-time work None 
Education Go onto another OU course Encouragement 
Comm Activities None None 
Social No change None 
Health No problems Boost self esteem 
Husbands unem None NA 

Total 33 

Table 9.15 Changes ard course help for student number 136. 

Student number 144 
This student comes into the second group with family stability but 

economic instability because she is in her ftrst marriage but her 
husband has had periods of unemployment. 7he full set of her 
lifelines are shown below: 

Chart 9.2 Ufellnes for student number 144 - with family stability and economic Instability. 

LB8BC (C C 
Year 50 52 54 56 58 60 62 6-g 66 68 ''0 72 74 U 78 181 82.84 f tS 

a21 1-- 0 12 11121a11211112101aII 

Education 
Family life 
Childoart 
Hoalth' 
Employment 
Husbands ....... 
Comm Activities 

Age 0 26 28 30 4' '1'0'1'2* 1'4"1'6'1'8' '22'24 'r-T-r-r i244 "3'6'3'8 

L. -Leave school 
B-Birth of child 
C-OU Course starts 

7be place of OU courses in this student's life occurred when her 
youngest child was 4 years old (but did not got to nursery because 
the nearest was too far away). She came to the courses through her 
community activity with a, women's group and had been involved in 
mother and toddler and playgroups before this. She gave up the 



Chapter 9 FtVe 338 Thesis 

women's group and has avoided taking community responsibilities 
and going on committees. The student had a particularly strong 
attachment to the labour force and had been employed almost 
continuously since leaving school, switching to a part-time job after. 
her first child was born. She was employed as a hospital domestic 

,, 
when she began the first OU course. Her husband had had periods'of 
unemployment and was without a job when she started OU courses. 
She began the OU courses before a serious health problem occurred 
which meant that she had to give up her job and hospital tests 
interfered with the '0' level courses she had gone onto after taking 
three OU courses. Her husband became unemployed again around 
this time and has remained without a job. She has recently begun a 
fourth OU course. 

The main influence of the courses was on her relationship with her 

teenage son and the encouragement to go onto '0' levels and other 
OU courses. Her health problem has interrupted her life but the 

courses have raised her expectations for a better job and she may 
take up '0' levels again when she Is better. She met some more 
friends through the courses and the courses helped her relate to 

other people and understand them better. 7be courses have 
, 

improved her morale and confidence and she will try things now 
that she would not try before. 

7bere were eight areas in her life in which there were changes 
around the time of the OU courses: she went onto '0' levels as well 
as further OU courses: her youngest started school; she began a' 
serious health problem: she gave up her job and her husband's, 

unemployment ended and started again-. she gave up a community 
activity and she made some close friends. 7hree of these changes 
are related to her poor health. The six areas where the courses , 
provided help are: in giving her confidence to go onto '0' levels. * and 
to continue OU courses; in her relationship with her teenager; '', 
general improvements in her morale and confidence; raising her 
expectations for a better job; and help in relating to others. 
Although her expectations for a better job have not been put to the 
test yet she was working at the time and this may have been 
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involved her decision to stop. There is no help in her relations p hi 
with her husband or in her community activities. 

7be table below summarises the areas in her life in which there 
were changes and help from the courses: 

Area of life Changes Course Help 

Education (FE) Go onto '0' levels Confidence 
Education (OU) Take 3 more courses Pride and enjoyment 
Family life None None 
Childcare Youngest starts school With teenager 
Health Post viral fatigue Morale and confidence 
Employment Gives up work Expectations for betterJob 
Husbands unem Ends and restarts NA 
Comm Activities Women's group ends None 
Social More close friends Help relate to others 

Total 8 6 

Table 9.16 Changes and course help for student number 144. 

On average. students in this group have changes and find the 
courses helpful in more areas of their lives than the first group. This 
student is at the high end of the continuum regarding the number of 
changes and helpfulness of the courses. She differs from the average 
in this group in that she not only went onto further education but 
was helped by the OU courses in this. She Is considerably'older than 
others in this group and this may account for her having many more 
appliances: she also lives in a rented apartment. In her childhood 
she lived with both her parents, her mother always had a job,, and 
their financial situation was adequate. She did some chores and was 
the youngest in a very large family. She is therefore in the subgroup 
which had family and economic stability in childhood and while she 
has had family stability as an adult she has had economic instability 
due to her husband's unemployment. As someone who has has to 
cope with unfamiliar economic instability she finds the courses 
particularly helpful. 
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Student number 145 
This student is in the third main group who have had a separation 
and therefore experienced family and economic instability and Is a 
single parent. Her lifelines are presented below: 

Chart 9.3 Ufelines for student number 145 - vAth family and economic Instabilty. 

L BB C 
Year 64 66 68 70 72 74 76 78180 W 84 16 88 

Education 
Family lift 
Childcare 
H*alth 
Employ ment .......... 
Husbands .. == 
Comm 

A9* 02468 10 12 14 16 18 20 22 24 

L. -Leave school 
B-Birth of child 
C. -OU Course starts 

The place of the OU courses in her life is: after her separation; when 
her youngest is three and starts nursery; before she takes up further 
education and returns to paid work; before a health problem; while 
she is involved in community responsibilities and before she takes 
on others; and she had one close friend but did not know anyone 
else. There are six areas in which there are events around the time 
of the courses and afterwards. Because her separation happened 
over three years before the OU course started, it is not included as a 
change within the defined time period. 

The same 
' 
areas are influenced by the OU courses. She Is helped In 

her, childcare career; in returning to paid work; in taking up further 
education; in her community responsibilities; in her health earlier. 
but not with her recent problem; and to make close friends. The 
table summartses the areas of life in which there were changes and 
help from the courses: 
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Area of life Changes Course Help 

Education (FE) Go onto two courses Confidence 
Family life NA see health below 
Childcare Youngest starts school Reallse children were normal 
Health Depression/miscrge. Get confidence back after sep. 
Employment Starts job Helped with CV and to get job 
Husbands unem. NA NA 
Comm Activities More comm resps. Use what she learnt 
Social More close friends Met someone in same situat'n 

Total, 6 6 

Table 9.17 Changes and course help for student number 145. 

Uke others in this group she has a high number of areas in which 
there are changes and course help. She is similar to the group as a 
who le who are more likely to experience health problems and go 
onto further education and to be helped in going on to paid work, 
further education, community activities and in her social network. 

, 
She is much younger than the average age for those with separations 
and. this may be a contributory factor to why she has fewer 
appliances, and she is also renting an apartment. In her childhood 
she had both her parents, her mother worked and their families 
hnancial situation was adequate. She had an older brother and a 
much younger sister for whom she did aý lot of childcare. She is in 
the subgroup who has a stable family and economic childhood but in 
adulthood experienced both instabilities. She was unfamiliar with 
instability and has found the courses helpful in a number of areas of 
life. 

Student number 157 
T[iis student falls into the group not considered in detail who have 
not married but in her case she has'a'child. Her adulthood has 
therefore been in a stable family and economic situation compared 
to'those with separations. Her lifelines are presented in chart 9.4 
below., 

7he place of the'OU courses in this students life is: while she was 
still living at home and looking after her parents; before her father 
died; when her only child was 10; after she had stopped paid work 
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due to ill health; and while she was involved in one community 
activity and she took up another after she started her second OU 
course. The areas of her life in which there were changes around 
the time of the first course and after are: education in that she went' 
onto take further OU courses after the ftrst. - starting another 
community activity as a helper in a boys' club; and making close 
friends with the group leader. Also because her illness was affecting 
her life around this time and the courses may have helped, this is 
included as an event though it began over two years before the start 
of the course. Consequently there are four areas in her life in which 
changes are included. 

Chart 9.4 I-Ifelines for student number 157 - with single family and economic stability . 

B 
Year 4.8 5.0 5.2 5.4 5.6 5.8 6.0 6p 6ý4 6ý6 6ý8 7P 7ý2 T4 T6 VP IBýO 82 84 

Education 
Family life 
Childcare 
H*alth 
Employ ment 
Husbands 
Comm 

Age 02468 10 12 14 16 

L-Leave school 
B-Birth of child 
C-OU Course starts 

7he influence of the courses are in four areas as well: in childcare 
where the courses helped her give and take more in her 
relationship with her daughter; she enjoyed her first OU course and 
has taken two more; she has been helped with healthy eating and to' 
converse better; and she has improved her social skills. 7be areas of 
life in which there were changes and help from the courses are 
summarised in table 9.18 below. 

She is older than the average for the sample. she lives in her 
parents' rented home where she looked after them, and they have 
about the average number of appliances. She was an only child so 
she does not have many relatives nor has she many friends. 
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Area of life Changes Course Help 

Education (OU) Two more OU courses Enjoyment 
Family life NA NA 
Childcare None More give and take 
Health Claus'phobia (ongoing) Converse better, healthy eating 
Employment None None 
Hus. unem NA NA 
Comm. Actvts Helper in boys club Not mentioned 
Social Made close friend More assertive 

Total 44 

Table 9.18 Changes and course help for student nun-ber 157. 

Wben she was young her parents' financial situation was adequate 
and both her parents were employed. Her childhood and adult life 

appears stable in terms of family and economically. Although she has 

a child. is involved in the community and now has claustrophobia, 
she ftnds the courses helpful only in a limited number of areas of 
her life. 

Conclusions 

The case studies were selected to include one from each of the 
main three groups regarding adult family and economic stability and 
one from the group who have not married. This group in which the 
final student is a representative is not analysed in aggregate on 
account of their heterogeneity. and is not included in the analysis of 
childhood and adult stability and the helpfulness of the courses. 

The first student has family and'economic stability and is in line 
with'the general finding of not having many areas of her life where 
there are changes, and therefore does not find the courses helpful 
in Many areas. The next student haslamily but not economic 
stability and she has many areas of change and finds the courses 
helpful in these. She is above average for her group for both changes 
and course help., and has more areas of change than the next 
student who is separated'and therefore*has experienced family and 
economic instability. 7be separated'student is also above average 
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and again follows the relationship between number of areas of 
change and course help. 7be single student who has a particular 
kind of family and economic stability has a lower number of areas 

with changes and course help. 

Each of these students had childhood stability but included stability 
and different kinds of instability in adulthood. The first had adult 
stability in both areas and found the courses least helpful: the 

second had economic instability in adulthood and found the courses 
helpful as did the student with both family and economic instability; 
while the student who remained single experienced family and 
economic stability did not find the courses particularly helpful. 
These are in line with the possible relationship where those like the 
second and third student who are unfamiliar with instability. find 
the courses most helpful; followed by those who suffered instability 
throughout their lives but who are not included in the case studies; 
and least helpful to those who are currently stable and also had, 

childhood stability, and are represented by the first student. 

Returning to the main questions we can answer in detail regarding 
the changes around the time of the courses. 7be students who 
participate in the courses experience on average changes in 4.7 
areas of their lives around this time and afterwards. The highest' 
number are in childcare where nearly three quarters have another 
baby or a child start nursery or school, followed by two thirds who 
have events in community activities and further OU courses. then 
over half in employment and further education, social networks. and 
health and a third in husbands' unemployment and a sixth in their 
marriage. 

The place of the courses in students' lives can be described by their 
career proffle which specifies the career type and the stage the first 
OU course began for each student in each of their careers (see 
appendix IQ. It is not possible to give a general answer which . 
summarises the place of the courses in students' lives as each career 
Is to some extent independent of the others, although they are also 
interlinkages. It is possible for two students to be in the same 
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career type and-stage in one area of life but be-in, different career 
types and stages in another area. Furthermore the career types and 
stages are not necessarily sequential. Ibus, any answer involves 
getting into the detail of students' lives and how students compare 
with others in particular careers, as has been done in earlier 

tý chapters. 

'Ibp issue of whose lives are influenced by the courses is simpler to 
answer. Those who are most influenced are those who have changes 
in most areas of their lives, those least influenced have less areas in 
which there are changes. Furthermore, students with family and 
economic instability. followed by those with economic instability, 
have more changes and therefore find the courses more helpful than 
those whose lives are stable. it is possible that those who are 
unfamiliar with instability in that they had stable childhoods but 
instability in their adult lives may find the courses more helpful than 
those who are familiar with instability and those who have stability 
in 

. adulthood, irrespective of their childhood experience. 

Who else benefits - obviously their, children,. both in terms of their 
relationship with their mother and their health, and particularly in 
healthy eating. Second in importance to childcare are community 
activities, and the help the courses provide for these. In chapter 
seven we saw how many students are involved in community 
organisations and take on responsibilities concerned with ensuring 
that resources and facilities are provided for the community. Others 
work for caring agencies in the. community and thecourses help 
them in their work. Also social networks are strengthened through 
the courses and students talk to other people encouraging their 
participation and helping them with problems they have learnt 
about in their groups. In these various ways the courses contribute 
to the objectives of the social strategy and particularly help those 
who are most disadvantaged cope with changes and to make 
changes in their ovm lives, in their families and communities. 
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Chapter 10 - Contribution and Conclusions 

I Introduction 

77wsis 

Tliis chapter draws together the main conclusions of the study and 
considers the methodological. theoretical and policy contributions. 
which are presented in an order that relates mainly to chapters,, - 
three, two and one respectively. A number of conclusions 
concerning each of the areas of life - education. family life, health, 
employment, community and social - are considered in earlier. -,, 
chapters and are presented briefly. In this chapter more general 
conclusions are derived relating the role of OU community 
education courses to the changes in people's lives and their social,,:, - 
and economic circumstances. 7be extent that the methodology 
developed operationallses,, the concepts and provides practical 
techniques for conducting life course analysis is considered, and the, 
limitations of the study are assessed and possibilities for further 

research suggested. The theoretical contribution of the study is 
reviewed in terms of the literature discussed in chapter two and "a 

resource based model is proposed which links the helpfulness of 
the courses to the social and historical context. 7be contribution -of 
community education to the wider processes of social and economic 
change and as a component of a social strategy which aims to 
intervene in these processes. is assessed. The implications for 
policy in Strathclyde and the' Open University are considered. ' 

Methodological contribution 

Various methodologies - life history, evaluation and documentary 
analysis. have been applied to the main levels of analysis of this study 
which include: students' lives and reactions to community 
education; the Open Universitys Community Education programme 
and Strathclyde Regional Council's social strategy: and the wider, 
social and historical context. 7be empirical work involved: data 
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collection, presentation and analysis and the contributions made by 
particular developments in methodology are reviewed below. 

Data collection 
7be study has confirmed that the method of collecting life histories 
developed by Johnson et al. (198 1) is robust and productive, and 
can be applied in the evaluation of community education. In a 
manageable time it is possible to obtain and write down a reasonably 
detailed life history as well as students' reactions to the OU courses. 
7his method by-passes the elaborate and often unwieldy process of 
transcribing open-ended interviews. Recently the interview 
document has been simplified , and modified for ftwther work with 
old people (Johnson et al. 1988) and is being used to collect life 
histories as part of a longitudinal study of Open University 
undergraduate students (Morgan and Farnes, 1990). It is believed 
that this technique has considerable potential and could be used 
more widely. 

7his study 
I faced difficulties in following up students up to I two years 

after. completing their courses and for, whom no addresses were 
kept.,, 7be complex and sensitive procedures for locating and 
persuading past students to take part In. the interviews requires 
knowledge of local networks and community facilities to which 
students are confident to return. Without the help of many people 
involved in community education in Glasgow this would not have 
been possible. 7'hese difficulties may have led to some bias towards 
those 

-who continued to participate, in OU courses or related 
activities and were therefore easier to contact. However. the success 
in reaching an adequate sample shows that it is feasible to 
undertake further studies I 

in Glasgow requiring contact with 
students, and one has already has been completed Manna, 1989) 
and another underway (Houston, 1990). 

_ 

While the sample size of 60 was justified at the beginning of the 
main study, in retrospect aI er, or quota. sample would have been arg 
useful, particularly to increase the numbers of students who had 
expýrienced separation. Also little exploration of the lives-of'- 
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students outside the three main groups has been possible due to 
their small numbers. 

7be assistance of trained interviewers for the main study was 
arranged in order for the students to talk to people whose 
experience was close to their own. The data recorded was more 
complete and detailed than that collected by the author in the pilot 
interviews. However, this was mainly because the Interviewers 
followed the procedure laid down in the interview document rather 
than to students' unwillingness to disclose details of their lives. 
Although the points raised by feminist researchers concerning the 
importance of shared experience have some validity, the author's 
association with the courses plus the fact that his experience and 
background was entirely d(fferent from the students may have 

encouraged them to talk openly in the exploratory and pilot studies. 

Data presentation 
The adaptation of Buhler's schematic presentation technique is 

important in this study. less in terms of showing the overall 

structural aspects of a life history and more in allowing activities and' 
the linkages between events to be examined. Elder's work on the 
life course is central to this study. but his concepts have required 

operational development before they could be applied systematically 
(see definitions in appendix 0). His call for a 'multidimensional 

concept of the life course (work. consumption, parenthood, 

marriage) that represents the interdependent careers of husband, 

wife and children' (Elder, 1981: 85) - has been taken up and 
developed into the main analytical tool where progress in these 

careers is represented as parallel lifelines. In other work, ''' ": 

particularly counselling and teaching a single lifeline is frequently 

used for representing the course of individual's lives. Also Dex 
(1984) used a computer to draw women's employment careers' 
showing childbirth and other events. Super (1980) uses a diagram 

showing parallel careers to make the general point about different- 

roles through the life course. It is surprising that the technique of 
drawing parallel lifelines to represent the multidimensional- careers' 
of individuals does not'appear to have been more extensively 
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applied. Even Buhler appears to have published only two examples 
and one of these refers to a figure from history. Recently this 
approach has been applied by Burke (1990) in analysing the lifelines 
of women returning to work. As this study has shown. with 
computer assistance a complete set or subsets of lifelines for a 
single Individual or groups can be easily, presented, extracted. 
collated and expanded. T[iis method is being used to establish a life 
history database in the large scale study, of Open University 
undergraduate students (Morgan and Fames. 1990). 

This study follows Deýes approach in displaying and then grouping 
lifelines into various types. and g the sequence and 
coincidence of events. However, she points out that the techniques 
for handling this kind of data are in their infancy (Dex 1984: 3). In 
this'study the place of the courses has been related to where 
students are in each career and the different types compared. By 
taking educational careers as the focus, the location of events on 
this lifeline is compared with events on the others. These methods 
enable a degree of precision to be brought to questions about 
possible links between events in the same and in different areas of 
life. The identification of linkages from the lifelines are then 
validated through students' comments about their lives and the 
influence of the courses. These developments of life course analysis 
have proved useful in interpreting the patterns of students' lives and 
in analysing their responses to the OU courses. and showing that 
where they are in their various careers affects their reactions to the 
courses., There is scope for applying these techniques in further 
studies. 

Data anahjsis 
Rather than using Riegel's model of a dialogue, the analytical 
approach used in this study identifies 'linkages' between 
components within and across areas of life and to, the wider context. 
In addition to single linkages, multiple and networks of linkages 
have been used to describe more complex relationships between 
events and activities. 7be use of the term 'interaction' implies 
reciprocal effects and the. term 'influence' or 'affect', has been used 
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to imply directionality. As we have seen this can be complM for'-. 

example where taking an OU course helps a student get a job which 
then leads to further training and this is also helped by the OU --- 
course. Dialogue represents one particular pattern of linkages and 
does not have the flexibility that single. multiple and networks of 
linkages have in describing what happens in people's lives. 

The particular characteristic of the life course approach Is that it - 
considers situations where individuals, those around them, local 
institutions and the wider socioeconomic context are au interacting 
and changing. A process where all the main elements are in a state 
of change puts a premium on techniques that enable events to be 

represented in a way that facilitates inspection. In other words. on 
techniques that pin down the continual flux of change and makes 
this amenable to analysis. The approach adopted and developed in 
this study enables these changes to be analysed without losing sight 
of their complexity. 

The application of the life course approach to adult education 
enables due attention to be given to the context of students' lives 
and the general procedure adopted In this study is to: 

1) give attention to social and historical context of students' lives-, 

2) examine the patterns of students' lives; 

3) consider where community education fits into these patterns and' 

4) assess what influence participation in the OU courses may have 
had. 

A more traditional approach (eg. Vhat difference does the 
programme being evaluated makeT, Caplovitz, 1983: 391) is to 
concentrate on (4) and give less attention to (1) - (3). 7be approach 
used in this study moves towards what might be called 'Indirect! or 
'incidental' evaluation where participants in some activity are not, 
asked directly about the activity at all, but are asked about their 
lives, what they have done and why, and how they feel about it 
(Johnson et al, 1981: 58; French, 1989: 14). 7be significance -of the 
particular activity is assessed by how much and in what way it '''' 
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features in their account. The traditional 'direct! approach is at the 

other end of a continuum and concentrates on the activity in 
question from the start and people are asked about their views or 
reactions, what influence the activity may have had, and finally about 
themselves. 

Indirect evaluation shares with the illuminative and goal free 

approach the concern for the wider context but these are likely to 
focus on a particular activity or intervention. Methods which assess 
the extent that participation in an activity achieves specified 
objectives employ the direct approach. The indirect method not 
only provides a fuller picture of participants lives but is likely to 
reduce the tendency to over-report and to attribute undue influence 
to theactivity under consideration. This study only goes some way 
towards this in asking students about their lives first and later 

moving onto the courses. However, students were well aware that 
the study concerned OU courses and it would have been difficult to 

persuade, them to take part in the interview unless this connection 
was made'clear. However, the indirect approach could be adopted 
for, an evaluation of the influence 

-of 
the social strategy generally on 

people's liv es. 

In chapter four the point is raised that analysirig students' careers 
mainly in terms of patterns means that two students may have the 
same pattern but this could be extended over different tiiiae periods. 
7b'e'ýecision to analyse their careers in this way rather than to give 
greater emphasis to the timing and duration of the components 
means that sensitivity to historical ý time is reduced. On'balance it 
seemed more important to examine where students'were at the 
time of the courses in terms of the pattern of each career. With a 
larger sample it would be possible to differentiate between groups of 
students with similar patterns but located in different times. 

7be importance of social and historical context has been 
emphasised but there are methodological difficulties in relating 
events and trends to the lives of individual students. For example, in 
what way does the dramatic increase in the number of single 
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parents affect a student who is a single parent. or the life of one who 
is currently married? 7be increase in numbers means that there 
will be many more people in a similar situation, and there may be' 

more awareness by the services and voluntary organisations of the 
needs of single parents. For the currently married student there is a 
higher probability of separation which may affect her view about 
marriage and her options. More attention needs to be given to these 
kinds of influences which could be explored through open ended' 
interviews on how people see their lives and their views of why they 
make particular decisions and carry out certain activities (Clarke. 
1987). 

Summary assessment of the contribution to methodology 
This study has drawn on and developed the methodology of other-, 
researchers. A set of practical techniques have been employed for 

collecting, presenting and analysing life histories and assessing the 
influence of a particular activity. 7bese could be applied to other 'ý 

courses and students as well as to looking at the place and influence 

of activities and events outside education. For example, the impact 

of separation or unemployment on people's lives could be looked at, 
in their own right using the same techniques as this study. 
Difficulties remain in tracing the influence of social and historical 
trends. Nonetheless practical methods now eidst for using llfý 
histories in a wide range of social impact studies. 

Contribution to theory 

7be contribution to theory Is reviewed mainly with reference to the 
work considered in chapter two. This includes the life-span 
development theories. the life course and systemic approache S to 
adults' lives and to their participation In education. This leads to the 
development of a resource based model and to consideration of the 
nature of the linkages between the helpfulness of the courses and 
the socioeconomic context. 
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Life-, 
_span 

development 
The students in this study are in Buhlees stage three - involving 
stationary growth and reproductive ability and stage four with the 
beginning of decline and loss of reproductive ability. These parallel 
changes in goal setting and activity phases and include 'deftnite and 
specific self-determination towards goals and fillfilments' coupled 
with a plateau in activities. around the age of 45 this moves onto 
'self aýsessment of obtained results' and the beginning of a decline 
In activities. At a descriptive level the importance of childbirth and 
childcare in the lives of many of the students clearly matches the 
preoccupations of Buhler's phase three and for the older students 
health problems such as hysterectomies and 'womeres troubles' 
show the onset of phase four. 7be concern at phase three with self- 
determination of goals seems a particularly appropriate description 
of what many of the students are engaged in. including those who 
are older. Although the next phase involves self assessment'of 
obtained results, it appears that many students are also engaged in 
thls, 'not because they have passed through the previous phase but 
because they began their family and parenting responsibilities early 
in their lives. At the time of the courses they begin self-assessment 
of the years as'YOung adults where their lives were mainly driven by 
events. and they now have a'llttle space to consider self- 
determination of their future. This supports the suggestion that 
women in continuing education may be encountering experiences 
ten years later than males experienced in their early periods of 
adulthood (Chickering and Havighurst, 1981: 22). 

Prob4ems with Buhler's concept of decline in activities were raised 
In chapter two and the limited number of students in phase four, 
does' not provide a basis for assessing whether there really is a 
decline in activities at this phase. Certainly the life courses analysed 
In this study show an increase in activities following the arrival of 
the first child and a diverse'pattern of changing activities thereafter. 
Other chapters have'shown that the OU'courses are often associated 
with taking up new activities by both younger and older students. 
and'there is no evidence of the; beginning of a general decline. 
However, it may be that people who take c, ourses are looking for 
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change in contrast to others who prefer to let their activities plateau_ 
or decline. The opportunity to take up courses may be important in' 
preventing a plateau and decline by providing encouragement to go 
onto other activities. 

Riegel's view of change occurring along interacting dimensions, 
including those of immediate others and the wider context, has 
been adopted in this study and the areas of life used in the analysis 
can be seen as subdivisions of his more abstract dimensions. 
Although Riegel considers stability to be transitory some areas of 
individuals' lives are more stable than others. In chapter nine 
attention Is given to the way marital and economic areas of life may 
act as parameters affecting the changes in other areas. 7be relative 
stability of some students who do not separate or whose husbands 
do not experience unemployment, does not mean that their lives in 
these areas are unchanging. it means that the changes are within 
the limits defined. That Is, changes in the marital relationship do''' 
not reach the point where separation occurs, and with husband's 
employment his job may change, overtime and pay levels vary and so 
on, but unless the change reaches the limit where he is no longer in 
employment this area of life is regarded in this study as stable. 7111s - 
is consistent with Ashby's (1952) concept of dynamic stability 
within limits. 

The levels and events in adult life referred to by Riegel apply to the-' 
students who are mainly at his levels two, three and four. 7hese 
changes which he says are mainly due to the interaction between 

psychosocial and biophysical dimensions certainly occur in students, 
lives, but the explanatory power of his levels is limited because of 
their level of abstraction. 

Baltes model of the three types of influences on development: ' 
normative, age-graded: normative history-graded; and non- 
normative is useful in drawing attention to the distinction between 
individual and historical time, and non-normative events. The fact 
that age-grading of events occurs early in students' lives is 
particularly visible In schooling. it also applies to marriage and ftrst 
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birth; history grading is ý especially important regarding - the increase 
in the proportions acquiring qualifications changing since the war 
and in the provision of the OU courses (and other services) which 
were not available when the older students had young children. Also 
the decline in employment in the '80's and the differential affect 
particularly on males of different ages, shows the interaction 
between history and age graded influences. There are also non- 
normative events in students' lives but beyond identifying them as 
such and possibly relating them to age or history graded influences, 
the analysis proceeds in ways that do not draw further on Baltes' 
work in spite of his view that his paradigm ispotentially useful in 
ihe search of causal relationships. 

Education and the life course 
In chapter two the tenets of the life course approach are presented 
and most of these have been drawn on, in particular the concept of 
multi-dimensional careers, including aspects of the careers of 
significant others (husband and children), which has been central to 
the study. The educational careers of students beginning with their 
schooling are examined in chapter four, and the interdependencies 
between career lines, especially education with other careers, were 
analysed in chapters five to eight. 

The main findings of the place and influence of OU courses in each 
area of students' lives are briefly summarised below, the theoretical 
implications are then considered. 

Education: The analysis of students' educational careers showed that 
continued participation in OU courses was not dependent on school 
qualifications. As all students had taken at least one OU course It is 
not possible to compare students with people who have not taken 
any courses but this result suggests that lack of school qualifications 
is no barrier to participation in the courses. 

However, those who take courses after leaving school and before 
their OU course are more likely to go onto further OU courses. 
Those who go onto non-OU courses do not have different 
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community responsibilities or take on responsibilities around the 
time of the'courses. More of those in the group who do not begin 

community activities until after the course say that they use what 
they learnt compared to those with ongoing activities. A greater 
proportion of students with community responsibilities use what' 
they learnt in the courses compared to those who are only involved 
in community activities. Those with ongoing responsibilities most 
use what they learnt. Also there is a close relationship between 
community careers and going onto further education In that those" 
who are involved are more likely to take up other courses_. *., 

When they started the courses most students were able to benefit 
from positive support from their social networks. However over ha if 
report that participation in the courses led to close friendships' 
irrespective of whether they knew members of the group before the 
start of the course. Many of those who do not get Involved in' 
community activities knew other members of their OU'group but'do 
not make close friends because they have friends elsewhere. 
whereas many of those'who become Involved for the first , time make 
close friends, from the group. Those who start a community' 
responsibility around the same time are less likely to 'Make close, 

e friends from the group. 

Education and characteristics 
The earlier chapters show that the application of life course'analysis-, 
to education provides a powerful way of examining educational. 
careers and the place and influence of education on other careers. -- - 
The study of educational careers also helps clarify and develop Sonie 
of the main concepts of the life course. In chapter four it was 
pointed out that success at one level of education IS usUally'required 
to enter subsequent levels. Progress at each level or component is 
often formally tested by an examination and the outcome 
represented by a certiflcate showing grades attained. This 

C quallfication becomes a haracteristic of the Individual and is 
carried forward to influence future'educational and other. 
opportunities. 
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In all areas of life participation in any activity contributes to an 
individual's experience and this becomes part of their 
characteristics which carry forward to subsequent activities and may 
influence their opportunities. 7be focus on education draws 
attention to the discrete and sequenced components of a career and 
makes explicit the way linkages between components operate. 
Because educational qualifications are required for entry to many 
jobs. It also illustrates how linkages operate across areas of life. 
Simila linkages may exist between the components of other careers 
and across other areas of life but they are rarely formalised, for 

example a period of membership of an community organisation Is 
usually a prerequisite before becoming an officer in that 
organisation; experience in a voluntary job may 'quaW an individual 

,, for entry into certain kinds of paid employment. 

The linkages between activities or components are mediated 
through the individual's characteristics and it is these which affect 
their options (given circumstances remain the same). The 

characteristics an individual brings to an activity, such as 
participation in OU courses, also influences how they participate 
and what they get out of it. This experience. in turn. adds to their 

characteristics and may contribute to their future options. 

An important question concerns the extent that being involved in an, 
activity adds to or modifies an individual's characteristics. 7his 

varies depending on the duration, intensity and nature of the 

activity. For example; education is usually designed to continue over 
a period, to be intensive even if part time. and increase knowledge 

and skills. Routine activities are likely to have less influence than 
dramatic and intensive experiencesI. A second question follows 

regarding the extent that the contribution to individuals' 
characteristics alters access to opportunities in the same or other 

IHowev'er. individuals are usually characterised by their routine activities. Bertaux 
(1982: 136) details how in France the demanding routines of bread making literally 
transform apprentices physically. psychologically and socially. 
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areas of their lives. A particular kind of education may have a major 
influence on individuals but not necessarily alter the opportunities 
open to them. 

When participation in education is voluntary (ie. post 16). taking 
courses will depend on what else is going on in people's lives - their 
families, pregnancies, work. marriage, childcare, health and so on. 
We have seen how students' involvement in courses depends on and 
contributes to these other areas. Students' educational careers * 
therefore, must be analysed with reference to these areas, and in 
this study participation in education is treated as the central strand 
around which the other areas of their lives revolve. While this may 
over-emphasise the importance of education to the students 
compared to their other concerns, it reflects the limited purpose of 
this study. It would be possible to treat any other careers in the 
same way. eg. their employment careers. 

As noted above, the focus on education also shows clearly the 
influence of historical trends and events on the life course. Many 
changes in education, particularly in the numbers and grades of 
examination passes are documented and other changes due to 
legislation are introduced at a particular time, eg. the raising of the, 
school leaving age. The impact of these changes can be seen in the 
life courses of students of different ages. Education also illustrates 
the dialectical relationship between what individuals do and 
historical trends and changes. For example. many pupils did not stay 
on and take examinations, and this contributed to the policy 
decision to increase the minimum leaving age, which in turn led to 
more pupils gaining qualifications. 

Resources and the life course 
However, there are tenets of the life course approach which have 
not been elaborated, for example in statements 2.7. and 8 (p. 61) 
reference Is made to individual and family resource management 
and utillsation. While lifelines make the concept of Interdependent 
careers explicit, they do not explain the process by which resource 
management and scheduling take place. Key questions remain, for 
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exam ple: 

1) What are the different types of resources and how do they differ? 

2) What is the relationship between activities shown in the lifelines 

, and resources? 

3) What resources are involved in learning and how does learning 
influence other activities? 

4) What factors influence resource management by individuals and 
families? 

5) How do resources link a student's reactions to the courses and to 
the wider social and historical context? 

It is suggested in the conclusion'to chapter two that an individual's 
characteristics can be considered as personal resources. - and that 
their 

' 
circumstances are determined by material and social 

resources. Personal, material and social resources provide the 
parameters. within which activities are carried out. However, these 
parameters are not fixed, resources change and they. change at 
varying rates 7 eg. hour-to-hour, day-to-day and over the years, the 
relatively slow changes, in, certain characteristics can'be contrasted 
with. changes,, in, some circumstances. on a day-to-day basis. ýMe 
resources that vary slowly, can be looked at Longitudinally. others 
changing more quickly can be seen in,, systemic terms.. 

There is a relationship between resources and needs. Maslow's 
(1962) categories. of human needs range from physiological, safety, 
belonging and love, esteem, to self-actualisation. They are 
hierarchical in that lower order needs (physiological and safety) 
must be satisfied before higher order needs can be addressed. 
Resource depletion, ie. due to hunger or. tirednessfý -must also be 
attended to within hours or at the most days. whereas other 
resources such as health (eg. fitness) can, be depleted more 
gradually, knowledge, can be forgotten., and social networks lost over 
a longer, period. The rate at which. the se resources can be depleted 
may be of a similar order to the rate at which they can'be 
accumulated, although there are occasions when sudden changes 
are possible. The use of the concept resources goes further than 
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that of needs;, economics and the application of production 
functions show how resources can be combined and that there is 
some degree of substitutability in resource use and trade-offs are 
possible. Resources can not only be depleted and accumulated but 
distributed, transformed and shared. The fle)dbility of resources 
depends on whether they aFe personal. material or social. 

The systemic models reviewed in chapter two suggest that a life 
event which demanded a change in activities is responded to with 
adaptive or non-adaptive responses depending on the Individual's 
personal, material and social resources. 7be model based on the 
new home economics - where resources are used in activities to, 
produce benefits which include other resources - Is compatible with 
the models of adaptation to life events (Thorogood, 1987: 20). -A, - 
further contribution comes from an adult learning theory, 
(McCluskey, 1970) which identifies the need for a positive 'margint 
between demands and resources to provide space for participation 
in adult educatiom, Merriam (1987) points to adult learning theories-, 
based on the learners characteristics and those emphasising their" 
circumstances. Also Aslantan and Brickell (1980) suggest that a- 
trigger or life event leads to participation in learning in order to' 
make a transition requiring competence in a new activity. Cross' 
(1981) chain of response model refers to barriers which create 
positive and negative forces some of which could be seen as lack of 
resources and the need'to gain particular resources. Other aspects'- 
involve attitudes and expectations which are characteristics of 
individuals. 

Put simply. what individuals do'(ie. their activities) is a function of 
who they are (their personal characteristics), what they have 
(material resources). who they live with and know (social 
resources). In turn. what they do also adds to what they have and 
who they are. Learning requires something of the students (eg. their", 
knowledge and experience) and of what they have (eg. time). It'adds 
to who they are (eg. gains in knowledge and skills, improved 
health), and who theyknow. (eg. extended social resources). Jbese, 
additions Can be used to do new things. 
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Various, personal resources are required for participation in OU 

courses, including time. 
I 
Fortunately for many students this 

opportunity comes when their childcare load is lessened through a 
child, being in nursery or primary school. In, addition to time, other 
personal resources are needed - mainly enough confidence to 

participate. some knowledge and skills. and adequate mental and 
physical health; also required is the social support provided by 

group members and the leader. Studying the courses Is an activity 
and therefore, like all activities, requires resources and contributes 
to some degree to well-being and other resources. The resources 
needed for participation are reasonably clear as is the contribution 
In terms of the resource gains of improved morale, strengthened 
social networks and increased knowledge and skills. These gains are 
the main concern of much educational evaluation and are often a 
sufficient justification for providing courses. However, this study 
goes further to examine how the increases in these resources are 
used for ongoing activities and help students to take up and apply 
these to various activities. 

Resource management 
Underlying the pattern of activities and the changes in activities are 
resource management decisions. For example, individuals and 
families have to take into account that - starting paid employment 
involves more income but less time for other things; a new birth 

means more time on childcare and expense; starting a course 
requires time and effort; taking on a community activity involves 
time and perhaps money; and'so on. Scheduling t4ese activities and 
balancing resources make up the resource mana ment strategy of 
the family. Mis is similar to'Wallman's (1984: -ch. - 2)'concept of 
'households as resource systems'; what Brannen and Wilson (1987: 
11) ref 

, 
er to as 'strategies in the deployment of resources', within 

households; and what di Gregorio'(1987: 272)'calls 'managing" 

within different types of domestic 'economic units'. 

Resource management strategies may, ipvolve short- and long-term, 
decisions, in the short term individuals and families have to cope 
with the day-to-day demands. of survival, with earning money, buying 
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food and so on. In the longer term decisions may be concerned", %irith' 
activities aimed at changing personal resources such as knowledge 
and skills. getting fit or building up friendships. The different rates 
at which resources can be accumulated and depleted require that 
activities are organised to meet short- and long-term resource 
needs. With few resources most of an individual's activities are 
concerned with making ends meet, those who are better off can 
engage in activities which contribute to personal resources in the 
longer term. McCluskey (1970) refers to this as having a sufficient 
'margin' to engage in adult education. 

The process is complex and fluid - different resources are being 
used at different rates for the same activity and different activities 
use different resources. Thus activities both draw upon and 
contribute to particular resources at different rates. The strategy 
adopted is therefore highly dependent on the opportunities available 
in terms of the resources needed to participate and the resource 
gains expected. Working long hours for low wages may not leave 
enough time for other tasks or provide sufficient income; shopping 
locally may be more expensive but save time; the cost of repairing a 
washing machine might be such that time has to be spent using a 
launderette instead. 

What the lifelines show is the outcome of the strategy in terms of 
activities in response to individuals' and families' changing 
circumstances and as their characteristics develop. 7be 
characteristics of the Individuals are important because 
opportunities are not open to everyone. For example. the jobs 
available are not just a function of what employers require and are 
prepared to pay but also of the individual's qualifications and ., 

", -, 
experience. Being highly qualified does not guarantee you a job but 
usually increases choice and wage rates. Skill and experience iný 
carrying out tasks are likely to affect the length of time and quality 
of the results. There Is evidence that just as educational level can 
affect productivity at work it also affects household productivity and 
the efficiency with which individuals can combine resources 
(Michael, 1975; Terleck-A, 1976). An individual's health is obviously 
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important in what options, they can take up. Other characteristics 
such as sociability are likely to, influence, the ease with which 
individuals can build up and maintain a social network. 

As the students' circumstances change (eg. the number and ages of 
children. separation) and their characteristics (eg. health, 

qualifications, experience) develop, their activities also change and 
this occurs through a changing social and historical context. They 

experience schooling, start work and get married in different times 

and under different circumstances. They have participated in 
historical trends, particularly increased activity in, the labour, 

market. fewer children and more single parenthood. Major events 
such as the recession in the 1980's and rehousing in the 1960's 

affected them at different stages of their lives and as did the 

opportunity to participate in OU courses during the mid '80's. 

Chailn of Unkages 
The concept of resources also helps explain the chain, of linkages 
between the socioeconomic context: the lives, of families and 
individuals: and students' reactions to the courses. The distribution 

of resources and opportunities has a major. influence on what people 
do and their well-being. Students' reactions to the courses are 
related to their resources and opportunities. 

A chain of linkages between the wider socioeconomic context 
through to the helpfulness of the courses is shown in the figure 
below which represents a resource based model: 

I 

Students Students tu 
Soclo- umb social and 4-* 

(11 
dents 

character- Number Helful- 
economic '0 Ic of 

Lcha"ýýes' 

ness of the economic istics, and 
context 11 

Lstabflity 

circum- courses 
stances 

Figure 10.1 Resource based model showing linkages between socioeconomic context and 
the helpfulness of the courses. 

The socioeconomic context affects individuals' social and economic 
position and stability which in, turn is related to their characteristics 
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and circumstances. These include various personal, material and 
social resources which are allocated to activities. 7be number of 

changes In activities is linked to their material and other resources 
and to the helpfulness of the courses. 

The links are two-way: helpfulness of the courses interacts with the 
number of changes; changes in activities involve reallocation of 
resources as well as contributing to resources. Changes of 
individuals' characteristics and circumstances interact with their 
social and economic stability; and individuals' social and economic 
stability has a dialectical relationship with the wider socioeconomic 
context. The links also connect different levels of analysis from the 

societal and iý'stitutional to the interpersonal and personal; and in 
the opposite direction. 

Resource management centres around the individual's (and 

n household's) characteristics and circumstances within the context: 
of their social and economic position and stability and the wider 
socioeconomic context. It is concerned with the allocation of 
resources under changing circumstances and involves changes in' 
activities. These linkages are examined in more detail below. - 

Link 1-2: Socioeconomic context and stability: The socioeconomic' 
context has a major Influence on the resources and opportunities of 
individuals and households. 7be primary distribution of resources 
and opportunities in society takes place through inheritance'-, 
genes, family, property; and the market - jobs, goods and services. 
In addition central and local government has a range of social policy, 
interventions which have a secondary affect on resource 
accumulation and distribution. Government interventions involve 
distributing or redistributing resources and opportunities and 
encouraging or discouraging particular activities. 7bese can involve - 
provision of resources, regulation of activities and expropriation of. 
benefits (Fames, 1988: 37). For example. the knowledge and skills' 
of an individual are influenced by access to education, and public 
provision of schooling and compulsory attendance (te. regulation) 
are the main ways that education is distributed. Also the provision of 
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benefits for those -with low incomes severely restricts what activities 
they can engage in for payment, whereas nursery education is a 
resource which releases time that can be used for new activities. 

Distribution of resources also takes place within the household 
(Brannen and Wilson, 1987). Decisions are made about resource 
allocation, the activities each member undertakes and who benefits 
from these activities. Unequal and unfair distribution will affect the 
extent of domestication of particular household members (Farnes, 
1988: 38). 7be socioeconomic status of individuals and households 
is based on their social arrangements and economic resources 
which affect their characteristics and circumstances and their 
resource management strategies. Social stability or instability is 
partly due to the employment and housing circumstances as well as 
individuals' characteristics. 

Unks 2-3-4: Instability and changes: The analysis in chapter nine 
showed that differences in social and economic stability affect the 
number of changes in other areas of life but did not explain how this 
might 

i 
happen. The reason why family, and economic instability Is 

associated with more changes might be because the way both kinds 
of instability have been defined so that this involves periods of low 
income and lack of material resources. For example, we have seen 
that number of appliances and house buying are related to economic 
instability. Low Income may also mean that when difficulties of one 
kind or another occur they usually involve a change of activities in 
one or more areas of life. Some substitution between resources may 
be possible, and responding to changing demands with limited 
financial resources may require frequent substitution of other 
resources and is likely to involve rescheduling or termination of 
activities. Whereas those who are better off have the resources to 
accommodate these sorts of problems without changing their 
activities. Even if students in all groups faced the same difficulties 
there might be fewer changes in, activities for those in the group 
with more resources. 

However, people with less resources actually face more difficulties 
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(Brown and Harris, 1978: 167). Not only do they have more 
problems, they have less resources for dealing with them and, 
presumably have to make more changes to cope. For example, if a 
child becomes ill and must be taken to the hospital for regular 
treatment this is more likely to mean that the mother in a poorer 
family must give up paid work because she will need more time for'-' 
public transport. and may be in a job where it is more difficult to get 
time off. 

Furthermore with fewer resources a greater proportion of the 
household's activities will be essential and concerned with survival. 
These activities, will be directed to meeting short-term hand-to- - '- 

mouth needs, in contrast to longer term investment activities which' 
lead to resource accumulation (including personal. social as well as 
material resources) and an increasing gap between households 

This view assumes that socW and economic instability Is related'to, 
low material resources and this affects other areas of life through 
the mechanism whereby common resources are drawn upon for a 
number of activities., With low income more frequent substitutions of 
resources and changes in activities are necessary to cope with 
change in demands and resources, and more of the activities are 
concerned with short-term needs. 7bus, if OU courses contribute to 
resources which can be used in connection with a number of 
activities, then students with many changes will find learning 
contributing to many areas of their lives. However. the relationships 
between resources, changes and the helpfulness of the courses - are 
unlikely to be simple monotonic functions and these are considered 
in the next tNW6 sections. 

Unk 4-5: Changes and helpfulness: The study found that there is a, -- 
relationship between the number of areas in students' lives In'Which 
there are changes and the helpftilness of the courses. This is based' 
on students who have completed courses in 1986 and does not 
include those who started courses in this year but dropped out for :a 

variety of reasons. 7bese students might have experienced so many 
changes or changes of such severity that they had to discontinue the 
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courses. Evidence for this possibility comes from data showing 
higher drop-out for younger students taking OU undergraduate 
courses which has been attributed to their lives being more 
unsettled. because those aged 18-21 experienced more life events 
than older students (Woodley and McIntosh, 1980: 254). If students 
have to- discontinue. presumably they are unable to gain as much 
beneflt as those who complete the courses. 1bus, if the students 
who, had dropped out had been included in this study they might 
have shown that the relationship between changes and the 
helpfidness of the courses. rather than continuing to rise. was 
actually an inverted U or V-shape: 

Data from Hypothetical 
High tthe stucdvy diata 

Helpfulness 
of courses 

Low 

LOW High'''" 
Number of Changes 

Figure 10.2 Hypothetical relationship between number of changes and helpfulness of the 
courses.,. 

In other words, the number of areas in which there are changes and 
the courses are helpful might rise up to a point and. as the number 
of changes continues to increase beyond this point, the proportion 
of students who drop out might increase thereby reducing the 
average helpfulness. It was pointed out in chapter nine that the 
period of time over which the changes might have occurred could 
have been quite long and in the study no account"vioas taken of the 
density or intensity of changes. It might be that either of these are 
crucial in affecting drop out. 

Links 2-3-4-5: Stability and heýpfiAness: Thls'studý has- also shown 
that, those' students who were economically disadvantaged (ie. " either- 
through separation or with unemployed husbands) are involved with 
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more changes, and the courses are therefore helpful in more areas 
of their lives. Those who are relatively better off economically are 
involved in fewer changes and consequently find the courses less 
helpful. It appears for these students that more material resources 
mean Less benefit from the courses. However, people who are' 
completely destitute would be unable to give time and attention'to 
participation and if they did would have difficulty in making any - 
changes for which the courses might help. In theory, extending the 
range of material resources downwards to include those with even 
fewer resources than the poorest students might also show an - 
inverted U or V-shaped function which parallels that for the number 
of changes (but with the direction of the horizontal axis reversed). 
In other words people with very few resources would get little 
benefit from participation in the unlikely event of their taking part-, 
those with a optimal level which enabled them to complete courses 
would benefit most, and those with more would be helped leSS2. 

Townsend (1979) attempts to demonstrate a relationship between 

resources and activities such that beyond a certain resource level 

the range of activities that individuals engage in drop 
disproportionately. He says: 

'It may be hypothesised that as resources for any individual or 
famfly are diminished, there is a point at which there occurs a 
sudden withdrawal from participation in the customs and 
activities sanctioned by the culture. ' 
(Ibwnsend. 1979: 57) 

He calls this point the 'poverty line'. It might be that this point is 

related to a hypothetical level of resources below which individuals 

who do participate in OU courses find them unhelpful. That is, they 

2This relationship between resources and benefit may be different with more , academic courses (such as in the OU undergraduate programme). Higher levels of 
resources (time and money) are needed to participate and benefit and the 
vulnerability to drop out due to life events may be greater. 7be benefits may be more 
specific to a particular area of life. eg. employment and may include increases in 
income through promotion or a new job. Further work is needed to explore these 
relationships for other kinds of courses. 
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are involved in few activities (and changes in activities) to which the 

courses could be helpful. A certain resource level is necessary to 

sustain a range of activities and provide scope for changes before the 

courses can be helpful. However, individuals with resources above 
this point are involved in more activities. but they do not have to 
make many changes because they have 

' 
the wherewithal to 

accommodate difficulties without changing their routines. Duke 
(1987: 326) makes a similar point when referring to those for 
whom relief is a priority before they are able to participate in a 
programme aimed at remedying, their problems. Further research 
on the relationship between resource levels. the number of activities 
and'changes could illuminate the dynamics of poverty. 

-- A General Model 
The study of educational careers has highlighted some of the 
mechanisms whereby linkages operate between and within 
components of careers and. the influence of social and historical 
events. * 

The resource based model shows the chain of linkages between the 
helpfulness, of the courses and the s, ocioeconomic context. While the 

model fýcussed around participation in the courses and Is systemic, 
the interactions between the components Of the model proceed 
longitudinally through personal and historical time. Also the model 
can be extended so that helpfulness of the courses is replaced by 
the individual's reactions during their educational or other careers. 
Furthermore when considered in aggregate'the actions of 
individuals, families and communities influence and are influenced 
by social change. A general model can be propoied which links an 
individual's life course and their reactions, to the socioeconomic- 
context. 

ýý Figure 0' 1 .3 illustrates the general model and shows the linkages 
between activities in the life course. and individual's reactions which 
add up to a number of changes over a given period and reflect, " 
resource management decisions. 7bere is a vertical interaction up 
and down the chain as well as horizontal processes through time. ", 

I 
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Figure 10.3 General resource based model showing linkages between lifelines and 
socioeconomic context through time. 

Changes in the socioeconomic context eg. increase in benefit rates, 
interest rates, divorce legislation, will have a differential affect on -,, 
stability depending on the resources of individuals and families and 
their vulnerability. Also decisions about moving to a different 
location, changing jobs. separating. and having children win affect 
families socioeconomic status and their resources. Socioeconomic 

changes may result in unemployment and pressures which lead to 
separation and alter the socioeconomic status of individuals. ' 
Through time changes will 'squeeze' individuals' and families' 

resources and further constrain what activities can be undertaken, 
and at other times may release pressure and make it easier to cope 
(di Gregorio, 1987: 283). Resource management strategies have"to 
adapt to, changing resources, status and context. 

Central and local government, other institutions and other people'ý 
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may attempt to Intervene at particular levels, for example, by 
altering the context through legislation or regulations; distributing 
resources or providing services; making demands or offering help. 
71. iese measures may connect with the lives of individuals and affect 
various points in the chain. How individuals respond or alter their 
resource management strategies will depend on the linkages 
between the change, their resources and their activities. 

7be social strategy can be seen as local governmenVs attempt, to 
alleviate the affects of changes in the wider_ socioeconomic context 
by intirvening at the level of local institutions and services. 7be 
provision of OU courses is one service which can add to the 
personal and social resources of students and may lead to their 
participation in changes which affect the community and may 
influence the wider context. 

Summary assessment of the contribution to theory 
By fO6using on educational careers,. this study has illuminated the, 
process whereby participation in a particular activity (eg. in a 
course) both uses personal resources and 

_'contributes 
to these, in 

other words a dialectical process. Education involves activities 
which. lead to the acquisition of certain'peirsonal characteristics. At 
an, institutional level this usually involves specifying entry 
requirements (characteristics needed for, entry).. the nature and 
duration of courses (learning activities), conducting examinations 
and accreditation (eidt characteristics). By studying adult education 
and applying the concept of an 'educational career', we can see how 
this process interacts With other areas of life,, and in particular how 
learning is used in new or existing activities. -'This has been, 
described in terms of personal. social and material resources which 
enables an economic model to be applied in Which, resources are 
utilised and transformed in activities. 1be life course represents a 
pattern of activities in various areas of life (ie. careers) and is, 
generated by the individual's resource management strategy. 
Individuals and families resource position is related to their 
socioeconomic status and the wider context. 
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The model makes explicit the linkages between the helpfulness of 
the courses, the changes in students' lives and their social and 
economic stability in the context of the social strategy and the 

recession. It maps onto the different levels of analysis on which the 
philosophical perspectives of social problems focus. The data 

collected illuminates some of the relationships - between 
helpfulness and changes and stability, and provides an explanation 
for the helpfulness of the courses, and predicts how the findings 

might be extended. It clarifies the nature of the linkages and 
suggests that the inverted U-shaped functions may be related to the 
difference between relief and remedy and to drop-out. 

In examining the place and influence of community education in 
people's lives, the study has attempted to make connections 
between philosophical perspectives on social problems and 
community education, social theory. life course analysis, and adult 
lean-dng theory. Community education is looked at in a context of. 
people's lives and as social policy which has enabled a wider range 
of theories to be drawn upon than would be the case for a more 
limited evaluation study. While a broad framework has been bunt up, 
this requires further research and theoretical development. 

Contribution to policy issues 

Ibis section addresses the research questions raised at the end of 
chapter one but rather than summarise the findings already dealt 

with in other chapters, key issues are picked up and discussed and 
policy implications are drawn out. The section concludes by pulling 
together the recommendations for Strathclyde Regional Council and 
the Open University. 

Who participates 
An important question is whether the students are disadvantaged or 
whether the courses only attract those who are better off. If single' 
parenthood and husbands' unemployment are taken as indicators of 
disadvantage, then in the sample half the students had been 
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disadvantaged at some time. However, it does not follow that 
disadvantage is necessarily associated with single parenthood or that 
those whose husbands remain employed are not disadvantaged. But 
we saw In chapter nine that students with husbands unemployment 
were likely to have fewer appliances and unlikely to be buying their 
house. Whether those who had a separation were disadvantaged 
depends on when It occurred (eg. after a short first marriage) and 
what had happened after this (eg. not into a second marriage). Most 
of the students who have been single parents and those whose 
husbands have experienced unemployment have been poor and are 
disadvantaged by the criteria adopted by Strathclyde Regional 
Council. However, even though many are dependent on social., 
security benefits, none of them are homeless, or have their children 
in care and in this sense perhaps they are not the poorest of the 
poor. 

Compared to households in APTs, the students on average are better 
off in terms of housing in that a larger proportion arebuying houses 
or flats and car ownership, nonetheless they. include around the 
expected pýopqFýion who have unemployed husbands. or are single 
parents: and a higher percentage with large families. In chapter 
nine the students in the sample were grouped on the basis of family 
and economic stability and the better off students are predominantly 
in the'stable group. 

Regarding their educational background we, saw in chapter four that 
half had no qualifications'from school and, only ten had five or more 
'0' grades or Highers with a further ten -with 1-4 '0' grades. the rest 
had 3rd Yea'r Leaving Certific ates. If' leaving'school , without 
qualifications is taken as an Indicator of educational disadvantage', 
then half the students fall into this category. However, compared to 
adults in APTs, OU students have on average more professional 
qualifications- (mainly related to nursing). ' 

A further'question concerns the proportion of the population in 
APTs who participate. There are approximately 60.000 women 
living iri"Glasgomes APTs aged, 21-ý49 years (estiinated kom SRC. 
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1984) and less than one per cent received Certificates for OU 

courses in 1986.7be cumulative number of students gaining one or 
more Certificates from 1981-87 is just over 2000 which remains a 
small proportion of the population. Looking at this another way. 
there are around 10,000 nursery places in Glasgow, as about half the 
students take courses while their children are at nursery then this 
is only 2.5% of the total number of mothers with children at 
nursery. Mils might extend to perhaps 5% taking into account that 

some children spend 2 years in nursery and mothers have more 
than one child. 

While these average figures across the city are not high the 
participation rates in particular localities vary considerably. For 
example in one small APT the census figures (SRC, 1984: 59) show 
that there is a population of around 2000 and a total of 190 children 
under 5. In any year a maximum of roughly a fifth (38) of these 

would reach the age at which they were eligible for nursery school. '' 
In this area there is a very active nursery which only recruits 
children from the estate and the actual number of new students 
taking OU courses in the nursery each year for the years 1984-6 
was: 19,14, and 24. If all the children started nursery school and all 
their mothers began OU courses then this would give a maximum of 
around 38 students each year. On these assumptions these figures,, '' 
give an extraordinary high rate of participation. being over 60% . of 
this target group in 1986. While these figures fail to take into 
account that most mothers have more than one child and some'stay 
at the nursery for more than a year, this example nonetheless shows'' 
how on a locallevel that high participation rates are possible. This 
suggests, that Siudent interest exists and in theory rates at this level 
could be achieved across the city. 

Given that there are 10,000 nursery school places in Glasgow, and 
that children can spend up to two years in nursery school, there are 
at least 5,000 mothers whose children start each year. If. on th 

'e basis of the participation rates above, half of these became involved 
in courses then this would increase the student total to 2,500. 
However, only half the students take courses through nursery 
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schools and there is less evidence of similar high participation rates 
In particular localities for students who take courses through other 
centres. Nonetheless it is conceivable that these might be expanded 
by a similar amount. Ibus instead of a total of 500 or so students the 
potential based on best practice could be as many as 5,000 per year. 

Mere appears to be considerable potential and the question is why 
are the numbers participating not greater? TAmiting factors might 
include: 

1) there is no clear cut policy objectives, regarding participation 
targets. 

2) more coordination is needed between agencies and staff involved 
in the social strategy (eg. community development. health 
service). 

3) the amount of group leading that can be done on the margins of 
regular work, and the costs of employing additional group 
leaders. 

4) the recurrent expenditure required for purchasing course 
materials. 

5) coordination capacity, including distribution of material. marking 
of assignments, identification, supervision and support of group 
leaders. 

Regarding the extent of policy integration between the'use of the 
OU courses and other educational programmes'and between 
education generally and the social strategy, 'the points made in 
chapter one are reinforced by a recent report (SRC., 1989a). A major 
consultancy exercise has been undertaken by the'Institute of U)cal 
Government Studies (INLOGOV) for Strathclyde's Department of' 
Education. 7heir first recommendation was that the department 
needs to move from-an over-emphasis on detailed administration to 
an active role in managing the service so that It can work closely 
with, parents and the community. and support elected members in 
promoting the council's social and economic strategy. To do this the 
department needs to clarify its values and policy purposes: develop 
the processes of management: 'and design an appropriate 
organisation, (SRC, 1989a: 2). - The problem of the past is, that 
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'although the education department has a range of policy 
statements, it has no single document which sets out its 
fundamental aims and purposes so as to allow the coherent 
development of policy'. The new director of education proposes that 
this document should in particular indicate the place of education 
within the regional council's social and economic strategies (SRC: 
1989a: 2). The director believes that 'the community education 
service should be more closely integrated into the mainline work of 
the departmenC. A review of the service has begun and it is likely 
that major changes will be proposed. Whether this will lead to an 
expanded and more integrated use of OU courses remains to be 
seen. 

Who benefits 
Students with family and economic instability; followed by those 
with economic instability have more changes and therefore find the 
courses more helpful than those whose lives are more stable. We 
have seen in previous chapters that helpfulness in a particular area 
may depend on the type of instability students have experienced 
economic Instability is linked to help in getting a job: family and 
economic instability to help in going on to further education and 
using what they learnt, in community activities. 

The small proportion of students who appear not to find the courses 
helpful are mainly those who are better off and whose lives are 
stable. Not included in this study are those who may have dropped 
out because they found the courses unhelpful or because they ,, 
experienced too many changes. It is surprising that students stay 
with the course and gain their Certificate if they were not benefiting 
much. However, they may not have reported much benefit because 
the interview was sometime after the course and the methodology - 
adopted may have failed to elicit what the courses meant to these 
students at the time. 

People's lives intersect at various stages with educational (and 
other) opportunities which may or may not be relevant to theii'' 
current changes. The opportunity to take an OU course may occur at 
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a time when changes are occurring in their lives and the course may 
be able to contribute to these changes and provide help in taking up 
other options. On the other hand, the intersection may occur at a 
time when little change is happening or is possible and the benefits 
from the course may be few. 7bere are a number of possibilities: 

1) Individuals may be in a period of changelor potential change) 
and recognise that an OU course might be helpful, and accept or 
seek out the opportunity. 

2) Individuals may not be aware that they are in a period of change 
(or potential change) or that an, OU, course might be helpful. and 
therefore fail to take up or seek out the opportunity. 

3) When there are few changes occurring or, possible'in individualso 
lives'they may nonetheless take up the opportunity of an OU 
course which turns out to be of little benefit to, them. 

4) If few changes are occuqing or possible and individuals 
recognise that an OU course is unlikely to help much, and 
therefore decide not to take up the opportunity. 

In the ftrst group, individuals may need'no additional support 
proýidiýg the opportunities are available., Ibe'second I group may not 
be aware that they are In or could enter ,a period'of change or that 
an OU course might be helpf4, consequentlý. they, take no action, 
Individuals in the third group may merely, take a'course for 

Something to do and may, become disaffected and. dropout, and 
perhaps should be discouraged from taking courses of this kind. The 

sample included students like this except, that they had completed 
an OU course, and may. have taken another as well. They tended to be 

students whose lives were stable and were better off and they said 
they enjoyed the courses even though they did not find them very 
helpful., 7be fourth group may not, wish to participate because they 
have f6w', changes and do not feel the need to learn., "--- 

7be target group for recruitment should be the second group.. 7be 

study has -suggested that those whose lives are in or entering a, 
period of change are likely to be women who have undergone a- 
separation or with unemployed husbands., Tbere Js the problem with 
those'who may have too many changes orchanges of such severity 
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that they would not be able to give time or attention to a course. 
However, sensitive outreach and counselling could help reach those 
who would be most able to benefit. 

The way the courses are promoted could emphasise their 
contribution for those whose lives were changing or going to 
change. Outreach workers might be trained to help people 
recognise the changes that are happening and the potential for 
other changes in their lives. In Glasgow outreach and other workers, 
might be introduced to life course counselling. and priority for 
course places could be given to women who have had a separation or 
have husbands with unemployment. 

How students benejlt 
The influence of the courses on students' lives was summarised in. 
an earlier section and in chapter nine the areas of life in which the 
courses were helpful were reviewed. An Important issue regarding 
the influence is: to what extent are the courses restricted to helping 
students perform their traditional roles? Top of the list was health- 
and in as far as the courses helped women tolerate or feel better 
about their position, this might be considered as contributing to 
their domestication. 7be next most helpful area was childcare - 
women's traditional role. However. It appears that many women also 
see this area in terms of potential employment (eg. in playgroups) 
and community responsibilities (eg. on Pre-5 Committees). While 
this Is an important contribution It Is nonetheless 'women's worle 
and low paid or is not paid at all. 

The development of social networks enables women to support one 
another although when there are serious problems they usually tun, 
to their family and to their mother in particular. The building of 
social networks is important for reducing isolation and enabling 
women to act collectively. Help from the courses Is provided to 
students in their marital relationship and many gain in confidence 
and assertiveness, and there are examples of students who have ', , 
involved their husbands more equitably in domestic activities. There 
are isolated examples of students who claim that the courses 
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enabled them to break out of failed marriages. 

7be extent that women are able to exercise political power and 
command resources for the benefit of the community remains a 
question. 7bey doubtless contribute to the infrastructure of welfare 
and support for other mothers, young children and less frequently 

older people. They are also involved in more political fora such as 
tenants' groups and community councils but none of the students 
was involved in mainstream party politics, which may be partly due 

to the predominance of the Labour party throughout Glasgow. 

There are a number of students who have become active in the 

community in roles which command limited power through 

channels opened up by the social strategy. Other students have 

remained in traditional roles in the workplace and community 
partly because of lack of opportunity and inclination. Education has 

the potential for personal development which may enable them to 

move out of traditional roles. Some students continue their 

education by taking courses which may help them get better jobs, 
for example in information technology, but this often is limited to 
keyboard skills for women. Whether the OU courses could do more 
on their own is questionable, what is important is, that the social 
strategy continues to provide opportunities for participation and 
power which can be taken up in association with the courses. 

7be OU courses might give more emphasis to non-traditional roles 
although there are dangers In being unrealistic or going outside 
what women themselves want to or are prepared to do. The 

continued availability of further education courses provided at 
convenient times and places offering subjects , which improve 

women's choices of jobs in Glasgow, Is important. 7he OU might 
extend its range of courses to deal with employment related topics 
and political skills. 

Who else benefits 
It is not possible to make a realistic estimate of the numbers who 
benefit i nýdiiectly or to make Ia full assessment of the 'downstream' 



Chapter 10 Poge 382 77lests 

affects arising from the courses. While it would be reasonable to 
include the children of students amongst those benefiting 
indirectly. the benefits or otherwise to their husbands are more 
problematic. Students who become more assertive and raise their 
aspirations can increase the strain on marriages and in the extýerne 
this can lead to separation. This may be beneficial for the student'S'' 
own development. but whether the husband and children benefit in 
the long run would be difficult to assess. While making friends and 
deepening friendships with other students does not extend the 
number benefiting it is an important outcome of participation. 
Students also mention using what they learn from the courses when 
talking to and helping friends and relatives who are not involved in 
the courses and these might be considered as benefiting indirectly. 

Two questions concerning community activities are asked in 
chapter eight: first, do the courses help students participate in and 
take responsibility for community acUviUes*. second, do the students 
use what they learn in community activities? We saw that many 
students go onto community activities and responsibilities but it 
would be misleading to claim that the courses were entirely 
responsible for this. On the other hand. it is reasonable to point to 
students use of what they learn and recognise that this may benefit 
others. 

The extent that the OU courses encourage and help students go 
onto further education could be claimed as an indirect bcneflt for 
others in that the students' participation helps make up the 
numbers so that courses are viable and therefore continue to be 
available to other potential students. Also students may use what 
they go onto learn from further education in the community. either 
in voluntary or paid activities. 

Assessing the indirect benefits to the community poses other 
problems. Take for example a student who is encouraged by the 
courses to run a playscheme, and uses what she learnt to help the 
children in the scheme. It would be unreasonable to count all the 
children and their parents as indirect beneficiaries from the cour'se 
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because someone else might have run the scheme If the student had 
not. Also it would be diMcult to evaluate the extent that the courses 
contribute to the children enjoying a better scheme because the 
playleader was using ideas from the OU courses. 

7be help the OU courses provide to students In getting a job may 
mean that for the student this is a real benefit. However, the point 
was made in chapter one that getting the job may have been at the 
expense of someone else, in which case there may be no overall 
benefit to the community. Except where the job involves services to 
the community and the course enables the student to do the job 
better than a non-student. 

The criticism has been made that adult education provides a ladder 

out of deprived communities and an escape route for a small number 
of working class elite, thus removing selected individuals from their 
background and siphoning them off into the middle class (Lovett et 
al, 1983: 37; Finch, 1984: 92). Ibis deprives communities of 
potential leaders and weakens them. To what extent do the OU 

courses do this? We have seen that in Glasgow the courses attract 
people ranging from th - ose who'areeducationaRy disadvantaged, to 
those with highersAhe main way the courses might offer an escape 
route'is to'pr6vide a stepping stone to further education, 
professional qualifications and a highe r income, and the chance to 
move out to a better area. In chapter four the range of courses that 
students went onto were examined. these were academic, vocational 
and'practical courses, and most of the academic courses were being 
taken to improve* employment prospects. It was noted that no 
students wenflonto higher education and only on Ie went on to 
professional'(nursery nurse) training. In some ways this might be 

regretted. in others it shows that students have a fimctional and 
perhaps realistic approach to'further education, and they are not 
aiming at'higher education possibly because of the high 

-(opportunity and real) costs involve& Howeve r. I there is no evidence of I students 
turning their backs on their communities and as we saw in chapter 
eight, many take'on community responsibilities and I go onto further 
education in connection -with these. - Not only do they provide 

.: r"H_ 
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leadership. they are prepared to take further courses to improve 
what they do for their communities. 

Vie OU courses and the socW strategy 
In chapter one it was pointed out that community education could, 
focus on a number of levels including individual, family and 
community and the wider socioeconomic context: and could have an 
individual pathology, service improvement and a social action 
orientation. While the OU course objectives udght emphasise 
decision making and collective action there was no guarantee that 
this would be achieved. This study has shown that the courses do 
provide help in students' domestic and family lives and in their, 
community participation and responsibilities. lbrough taking on 
responsibilities in committees and action groups they are able to 
work towards securing resources for the community. 

The relative emphasis given to changing people's characteristics or 
their circumstances distinguishes the individual pathology, service, 
improvement. and social action approaches to social policy. 
Community education needs to operate In a wider context of 
measures aimed at changing circumstances to avoid a narrow 
compensatory'approach which attempts to alleviate poverty simply 
by changing individuals' characteristics. 

Given that the social strategy alms to involve communities and 
redistribute resources to APTs then the enýouragement and help 
provided by the courses contributes to fulfilling these aims. k 

measure of the contribution of the courses to the success of this 
strategy through more widespread and informed participation is 
hard to assess. 7bere are Impressive examples of students who have 
become active and have a role in developing services for the 
community which have attracted financial and other kinds of. 
support. However, they may have been individuals who would have 
done this anyway and their participation in the courses may have 
been relatively incidental. On the other hand, the students in this 
study said that in their view the courses were helpful and 
supportive. At various stages In their lives and with particular 
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'opportunities 
in. the community, many people do become involved 

and make a contribution which benefits others. The OU courses 
provide an opportunity In the context of others and we have seen 
how becoming involved in a community activity can lead to taking an 
OU course which then leads to other activities and responsibilities. 
Personal interest in learning about child development can lead to 
taking on playleading and to involvement in Pre-5 Committees. The 
courses can help in coping with a separation and lead students to 
set up a support group for others. The personal need to gain 
employment can lead to working for the community and applying 
what has been learnt from the, courses.. Taking on further training. 
may equip students to provide a service for others. 

In all these examples the courses contribute at a variety of levels and 
help individuals make changes in their lives and take action which 
benefits others. Much of the action involves creating and securing 
resources which make a limited contribution to redistribution for 
the benefit of deprived areas. While this may slightly enrich 
deprived communities the mýjor determinants of their deprivation 
remain the lacký of jobs and investment. ', Ibe limited abilities -of 
communities to create resources (through education and self-help) 
and for local authorities to provide resources is insufficient to 
counteract wider structural factors. Changes in, these factors, which 
include government policy and private investment, are needed to 
make a major difference to-the resources and life chances of those 
in, deprived areas. 

As a concluding assessment of the use of the OU courses in the 
social strategy, Duke's ten issues to bear in mind when considering 
policy related to any adult education and development project, can 
be applied (Duke, 1987: 328). 7he issues are presented as questions 
with brief answers: 

1) Is the beneficiary likely to be the individual, the group, or the 
whole social and political system?,,,, 
This study has identified hoW, 4idividuals have benefited from the 
courses, and how this has led to strengthened social networks, their 
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taking on community activities and responsibilities which have, 
benefited others. The courses contribute to the social infrastruCtUr6 
of disadvantaged communities and encourage community 
participation to improve services and to gain resources for the 
community. The Regional Council believes that community 
participation will improve the political process. However. the wider 
social and political system is little affected by students' participation-, 
in the courses. 

2) Is a longer-term conscientising dimension included? 
Students are encouraged to gain Insight into themselves and their, 
circumstances, and to make decisions and take action in the light, of 
this. Mie groups share experience and discuss problems related to 
their common circumstances, and students report Increases in'self-. -,, 
esteem and awareness. In the longer-term they apply what they have,,, 
learnt to other activities and raise their expectations regarding their 
options. 

3) Is dependency likely to increase or diminish? 
Dependency is likely to diminish due to students taking more 
control over their lives. 

4) Will there be some element of mobilisation. or is any gain'to 
ordinary people dependent on 'trickle-down'? 
7be courses contribute to people taking action collectively and. 
organising committees. action groups and self-help. However, -the, -. 
central government's policies for economic regeneration are largely 
dependent on 'trickle down' for any benefits to reach ordinary 
people in disadvantaged areas. 

5) Is there any discernible alignment of popular with political'will? 
There is considerable agnment between the will of the participants 
and that'of local government and its social strategy, and with the 
Community Education Service and the Open University ComMuni 
Education pro-gramme. However. there Is little alignment between - 
the Regional Council and central government. 
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6) Is the project participative, or imposed "firom above? 
Groups may organise themselves and: 'then seek resources (ie. funds 
for course materials) so that they can take the courses. Where an 
initiative is taken by a group leader, the opportunity to join a group 
is offered to potential students. The demand comes from groups or 
group leaders, with coordination and facilitation provided by the 
Community Education Service. 

7) Will it be limited to relief, or contribute to remedy? 
Community education provides little material relief (but some 
psychological and social relief from low morale and social isolation). 
It aims to contribute to remedying the disadvantaged situation of 
participants in conjunction with other measures which include 
providing social and economic opportunities. 

8) How explicit, and how likely to be effective, is the link with the 
other, more direct, development functions? 
There are supposed to be links between the use of the OU courses 
and other development functions through the social strategy, but 
explicit policies are, lacking. Indirect links' are made through the, 
participants who use what they learn in development oriented 
activities, particularly childcare services and their management. 

9) Is the social and economic role of women reccgnised, and do 
education and development projects accurately reflect this in their 
allocation of resources? 
The main participants In the project are women and the courses 
contribute to their social role in childcare and many find 

-the 
courses help them get Jobs. 

_Compared with the expenditure on, 
schooling and higher. education this project involves minute funds, 
more, expenditure is required to enable more women to participate. 

10), Is the programme monitored to ensure resources reach the 
poorer and more -needy? 
The programme Is only offered in Areas of PriorityTreatment but, no 
criteria'are imposed on those who come forward to participate. This 
study has shown that around half of the sample are disadvantaged by 
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the criteria of the social strategy. More targeting might achieve 
better resource distribution to those who have experienced social 
and economic instability, however. this would involve a more top-' 
down approach. 

7be programme scores well on the questions on: conscicntising. 
dependency. participation, orientation to remedy. and women; 
there are some reservations concerning the questions on: the 
beneficiaries, mobilisation. alignment of political and popular will 
and monitoring resource distribution: and it is weak on explicit'- 
links with other development functions. 

Strathclyde Regional Council policy issues 
Strathclyde Education Department has recently reviewed their work", 
and the report emphasised the need for strategic planning. and to 
align the service more to the social and economic objectives of the 
Regional Council. A review of the Community Education Service is , 
currently underway and Is likely to make similar recommendations 
and propose new management structures. It is nearly ten years 
since the Open Univcrsity/Strathclyde collaboration was established 

, and the OU courses have become an regular part of the community 
education provision in Glasgow. It Is time that formal liaison with 
the Open University was re-established, the use of the courses 
reviewed and consideration given to the future. 

This study has shown that limited success in providing communly ty 
education has been achieved through coUaboration between the 
Open Universiýý'Strathclyde Regional Council and other agencies. 
What has been'achieved has been against a background of declining, 
employment and increasing poverty. while the social strategy has' 
expanded educational and community opportunities. The courses 
have helped students take advantage of the expanding community 
and social opportunities for their own benefit and for the benefit of 
others. The courses are successful in attracting disadvantaged 
students and provide practical help particularly for those who 
experience family and economic instability. The'participation rates, 
achieved in certain areas suggest that there is scope for substantial 
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expansion. Further policy development Is needed involving targets 
and more effective coordination across community services in 
Glasgow. 

The methodology adopted in this study not only has implications for 
how research on community and adult education can be carried out 
but also for the curriculum. The use of life history and life course 
methodology can give students insights into themselves. their past 
and help them take stock of their lives. An appreciation of how their 
lives have been part of community and social history can give 
meaning to people's experience and a sense of belonging. 
Involvement in documenting life history and community/social 
history can enable people to take more control of their lives and 
their communities. These methods which include oral history, life 
stories, community surveys, local history, participative research 
have been used in community education (Lovett et al. 1983: ch 8; 
Fletcher. 1980b). Further evidence of the increase in interest in 
these methods comes from a group at the Open University who 
recently put forward proposals for a series of courses on family and 
community history (Darlington et al. 1990). Also London University 
has launched a Diploma on Mid- and Later life Career Planning and 
Masters in Life Course Development (Blaikie, -'1990). 

The massive changes in Glasgow and their interaction with people's 
lives have been touched upon in this thesis. To the people of 
Glasgow this has been for real, it is their lives and experience, and 
they have responded to and contributed to these changes. 
Recognising and documenting this through local studies could give 
them a greater sense of their part in history and encourage them to 
create change -and make their own histoxy. 

Recommendations: Strathclyde Regional Council should: 

1) Propose the re-establishment of formal liaison between itself and 
the Open University. ' 

2) Draw up a strategic plan for the use of the OU courses to 
contribute to the social strategy and involving target numbers and 
target groups.,, 
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3) Develop collaborative policies and working practices for using the 
OU courses to contribute to the social strategy objectives of 
various services, eg. Nursery. Primary, Secondary and Further 
Education. Social Work. Community Development, Health. 
Housing, Recreation, and the Voluntary Sector. 

4) Develop policies within the Education Department which fit OU 
courses into a coherent range of educational opportunities and 
enable students to progress to and from OU courses. 

5) Draw up recruitment procedures for OU courses. including 
admissions counselling (eg. helping individuals assess the scope 
for changes and how the courses may help). and exit counselling 
Ue. what to do next). 

6) Recruit and train ex-students as group leaders, and allocate 
resources for payment of group leaders. 

7) Systernatise record keeping and collect statistics to monitor 
trends and achievement of targets; carry out evaluation. Continue 
to encourage research and exploit this for staff training and 
development. funding and policy evaluation. 

8) Set up life history and community/social history workshops, ', 
develop guidelines for analytical and action oriented work and 
publications. 

OU policy issues 
Not only is there potential for expansion in the use of OU courses in 
Glasgow, It is likely that potential also eidsts in other cities in 
Britain. However, the Open Universitys failure to achieve similar 
schemes anywhere else In spite of repeated attempts raises 
questions about the particular conditions In Glasgow. No other Cities 
in Britain have the same political commitment to tackling 
deprivation, but neither do they have such enormous problems. Also 
the organisation of community education in Scotland underwent 
major changes following the Alexander Report and emerged as a_ 
stronger service compared to elsewhere in Britain where this kind 
of work has been more fragmentary. 

Many of the courses being used In the programme are aging and 
some were written over ten years ago. There is a need to remake 
the courses and develop new ones to maintain the topicality and 
vigour of the programme. But the enormous cost of creating new 
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courses -and the ý lack of funding for Community Education at the OU 
means. that production of these kind of courses has virtually ceased. 
There could be scope for reviving methods of course development 
-based on the content of group discussions (Farnes et al. 1981) and 
devolving this work to groups in Glasgow. Also as pointed out above, 
the methodology of this study suggests that life history and 
community/social history work could be carried out by local groups 
and help them take greater control over their lives and their 
communities. While there has been extensive evaluation of the 
courses (see bibliography in Farnes et al, 1986). the achievements of 
the programme is not well known. There is a need for publication, 
further research and contributions to theory. 

Recommendations: 7be Open University should: 

1) Propose the re-establishment of formal liaison between Itself 
and Strathclyde Regional Council. 

2) Make learning materials/courses available for work in 
disadvantaged areas at marginal costs. 

3) Devolve an automated marking system for the assignments to 
release more time for coordination and support. 

4) Encourage the recruitment and support the training of ex- 
students as group leaders in Strathclyde. 

5) Provide assistance for monitoring and evaluating the use of OU 
courses in Strathclyde, carry out further research and 
theoretical work in Strathclyde, maintain contact with current 
research. 

6) Develop OU Access policy to facilitate transfer from OU 
Community Education courses to other, programmes through 
special schemes, particularly in Glasgow. 

7) Publicise the findings of this study to show how the courses 
contribute to Strathclyde's social strategy. 

8) Identify local authorities with a political will for community 
education and social- development and the potential for 
collaborative projects. establish contacts with key decision 
makers. 

9) Identify departments in central government where the political 
will mists for developments to which community education 



Chapter 10 AW X2 Thests 

might contribute (eg. family policy. womcn's Involvement in the 
labour market). 

10) Press for changes in OU and government policy regarding 
funding for Commurilty Education. 

11) Produce a pack of Icarning materials for analytical and acUon 
oriented life history and community/social history workshops. 
and re-establish methods for generating learning materials frorn 
group discussions. 

12) Ensure that courses challenge traditional roles and encourage 
social anal 13 and action; and rcco"c multiple exit and 
varied app 

rication 
of what Is learnt. 

13) Develop learning skills and return to work courses which build 
on existing knowledge and ski". 

14) Apply social policy analysis. life course methodology and extend 
the theoretical base in other studies including OU 
undergraduate programme and overseas educational projects. 
Build up research links with Glasgow University Department of 
Adult Education and Warwick University International Centre of- Education in Development. 

SurrunarU asscssrncnt qf the contrtbution to po4V 
7he contribution of the study to policy Involves policy analysis and 
policy evaluation. 7bc thesis began with a policy analysis of the inaln 
agencies connected with the use of OU courses In the Regional 
Council's social strategy. 7bc application of Duke's conditlons for 

success - including the alignment of politIcalwill. horizontal 
integration between agencies and Increasing opportunities: t0getlier 
with the philosophical approaches to social problems and 
community education - enabled the policy framework to be asses3ed. 
7bcre were alignments between popular will and the political 
commitment of the Rcglonal Council and with the OU Conununity 
Education programme. Central government policies on the whole 
are not conducive to the social strategy and the dramatic Increa3es 
in unemployment restricted the opportunities of people hving In 
AM. 7bc social strategy led to an Increase In community 
opportunities. Including the OU and other courses and pre-5 
provision. and the study has shown that OU courses help studcnts 
take up these opportunities and contribute to the well-being of the 
community. However. there is a lack of clarity in the role of the 
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courses in the social strategy and in how they relate to the 
objectives of other services. 

Policy evaluation was carried out by obtaining life histories of a 
representative sample of students. This revealed that at least half 
had been socially and economically disadvantaged. and many were 
educationally disadvantaged. 7be research showed that the courses 
were most helpful for those with most changes In their lives and It 
was the students who had experienced social and economic 
instability who benefited most. In other words. the OU courses 
reach people who are the targets for the social strategy and these 
benefit most from the courses. 7bese results suggest that policy 
development. including more specific targeting. could result in 
these groups being reached in larger numbers. 

7be study provides further understanding of the policies and 
socioeconomic conditions in which large scale community education 
can make a contribution to social development. Its methods provide 
an approach to policy evaluation through the study of people's lives 
In social and historical context. It has attempted to add to our 
understanding of personal and social change and of how people can 
be helped to make their own history. 

A final word: 

'... And I think what happened in the city basically was that the 
women of Glasgow changed the city. 7be women got together 
and formed conunittees. all the comniJttees were 80% female 
... So you have got machismo city transformed by women - and 
that's an interesting thing. maybe the first city in Europe. 
Maybe that: s what we should be celebrating. ' 
Charbe CorzWey. 1990 



Refem-rWes Itpr 3" Thests 

References 

Abrams P (1982) Historical Sociolog1j. Open Books: Shepton Ntallet. 
Albrecht GL and Gift It C (1975) Adult Sod-11sa : Ambiguity and 

Adult Ufc Crises. In Datan N and Ginsberg L It (Eds) L(fc-Span 
Developmental PsycholpgU: Normativc L& Crises. Acadenlic 
Press: New York. 

Alexander KJW (Chair) (1975) Adult Education: The challenge c)f 
change. Scottish Education Department. IWSO: Edinburgh. 

Allman P (1983) The Nature and Process of Adult Development. in 
Tight M (Ed) Education for Adults. Vol 1: Adult learning and 
Education. Croorn Helm: London. 

Ashby WR (1952) Design for a Brain. Adaptation In the Ntultistable 
System. reprinted in Emery FE (Ed) (1069) Slistcrns 77tinking. 
Penguin: Harmondsworth. 

Aslanian CB and BrickclI 11 (1080) Amertcans In Transition: L(re 
Changes as Rca-sons; for Adult Learning. College Entrance 
Examination Board: New York. 

Baltcs PB (1979) Llfc-Span Developmental Ps)Tholoo-. Some 
Converging Observations on I h3tory and Theory. in Mtes, P 13 
and Brim 0G (Eds). Ltfe-Span Dcuclopment and Dchavior. Nrol 
2. Academic Press: London. 

Baltcs PB and Ncsselroade JR (1079) 1 t1story and lRatlonalc of 
Longitudinal Research. In Nc3selroadc JR and Mtes P 11 (Eds) 
Longitudinal Research in the Study of Dchat. *w and 
Development. Academic Press: New York. 

Baltcs P B. Reese 11 W and Upsett LP (1980) Ufc-Span 
Developmental Psychology. Annual Review of PsVdu90Wj. 31. 
65-110. 

Barr A (1082) Practice ? -Iodcls and Training Issues. In Bid%%-tll L and 
McConnell C (Eds). Community Education and Community 
Dcvclopnwnt. Dundee College of Education: Dundee. 

Bates A (1084) Broadcasting in Education: An avauatiom Constable.. 
London. 

Decker GS (1965) A Theory of the Allocation of Time. Economic 
Journal. Vol LXXX No. 200 p. 493-517. reprinted in Amsden A 
11 (Ed) (1080). 77w Economics qf Women and Work Picriguin.. 
Harmondsworth. 

Becker GS (1076) The Economic Approach to Iftunan Zkhavtoe-. 
University of Chicago Press: Chicago. 

Begg 1. Moore D and Modes J (1086) Econotnic and Social Change 
In Urban Britain and the Inner CitIcs. in I lAusner V (Ed) Critical 
Issues in Urban Economic Developnwnt. Vol 1. Clarendon 
Press: Oxford. 

Begg I and Evcralcy D (1080) Deprivation In the Inner 0ty: SoCL-11 
Indicators from the 1081 Census. In 11ausncr V (Ed) Crttical 
Issues In Urban Economic Developrwnt. vol 1. Clarendon 
Press: Oxford. 



Thests ave 395 References 

Berger PL and Luckmann T (1966) The Social Construction of 
Reality- Penguin: Harmondsworth. 

Berk RA ri980) The New Home Economics: An Agenda for 
Sociological Research. in Berk SF (Ed) Women and Household 
LzLbor. Sage Publications: Beverly Hills. 

Bernstein RJ (1989) Social Theory as Critique. In Held D and Thompson JB (Eds) Social Ttwory of Modem Societies. 
Cambridge University Press: Cambridge. 

Bertaux D (198 1) From the Life-History Approach to the 
Transformation of Sociological Practice, in Bertaux D (Ed) 
Biography and Society: 7he L4fe History Approach in the Social 
Sciences. Sage Publications: Beverly Hills. 

Bertaux D (1982) The Ufc Course Approach as a Challenge to the 
Social Sciences. in Hareven TK and Adams KJ (Eds) Ageing 
and L(fe Course Transitions: An Interdisciplinary Peerspecttve, 
Tavistock: New York. 

Bertaux D (Ed) (1981) Biography and Society: 71te L(fe History 
Approach in the Social Sciences. Sage Publications: Beverly 
Hills. 

Best J (1984) Strathclyde Open Learning Experiment (SOLE). 
reprinted in Fames N (Ed) (1985) Community Education with 
the Open University. Vol 2. Community Education. The Open 
University: Milton Keynes. 

1311ton T. Bonnett It. Jones P. Stanworth M. Sheard K and Webster A 
(1987) Introductory Sociology. 2nd edition (1st edition 1981). 
Macmillan: London. 

Black D (Chair) (1980) The Black Report. reprinted In Inequalities 
in Health (1988) Penguin: Harmondsworth. 

Blaikie (1990) A Fresh Map of Life. Newsletter of Centre for Health 
and ReUrement Education. No 16. p. 1. University of London: 
London. 

Bott E (1957) Family and Social Network. Revised edition. 1971. 
Tavistock: London. 

Bown L (1983) Adult Education in the Third World. in Tight M (Ed) 
Education for Adults. Vol 1: Adult Learning and Education, 
CrGom Helm: London. 

Brannen J and Wilson 0 (1987) Give and Take in Families: Studies in 
Resource Distribution, Allen and Unwin: London. 

Bronfenbrenner U (1977) Towards an Experimental Ecology of 
Human Development, American Psychologist. 32. p. 513-31. 

Brookfield SD (1983) Adult Leamers, Adult Ed.. - ton and the I Community. The Open University Press: Milton Keynes. 
Brookfield SD (1986) Understanding and Facilitating Adult 

Leaming. The Open University Press: Milton Keynes. 
Brown G and Cook R (Eds) (1983) Scotland: The Real Divide. 

Poverty and Deprivation in Scotland. Mainstream Publishing: 
Edinburgh. 

Brown GW and Harris T (1978) Social Origins of Depression. 
Tavistock Publications: London. 



Refererwes Fw we Thosts 

Brown G W. Bhrolchain M, N and I larrt3 T (1075) Social Class and 
Psychiatric Disturbance among Women In an Urban Population. 
Sociology. Vol 9. p. 225-254. 

Brown M, and Madge N (1982) Despite the WcVarc Statc. 
Heinemann: London. 

Buhler C (1953) The Curve of life as Studied In Btol; rapWc3. Journal 
of Applied Science. Vol 19. p. 405-409. 

Buhler d (1968a) Introduction to Buhler C and Massarik F. 77w 
Course of Ifunian Life. Springer. New York. 

Buhlcr C (1968b) The General Structure of the Human Llfc CycIC'In 
Buhler C and Massarik F. 71w Course of Human L(fc. Sprtng= 
New York. 

Buhler C and Goldenberg 11 (IOG8). Structural Aspects of the 
Individual's I listory in Buh1cr C and Massarik F. Wic Coursc of 
Human L(fe. Springer. New York. 

Buhler C and Massarik F (1968) 77ic Courw qf Hum-an L(fe. Springer.. 
New York. 

Bulmcr M (Ed)(1084) Sociological Research McUtods. 2nd Edition. 
Macmillan: London. 

Burke (1990) Deciding to Change In Mid-LIfe: With Special 
Reference to Women Returning to Study. Diploma Thesis. 
Birbeck College. University of London: London. 

Burns T and Mcnrifield S (1085) Public Opinion In Glasgow-. 
Research Study conducted for the City of Glasgow District 
Council. Market and Opinion Rcscarch International: London. 

Buss AR (1974) A General Developmental Model for Interindividual 
Differences. Intraindividual, Differences. and Intraindividual, 
Changes. Dcvctoprrwntal Psychology. 10. p. 70-78. 

Buss AR (1970) DWccUcs. History. and Dcvtlopment: The 
Historical Roots of the Individual - Society DWccUc. In Baltes P 
D and Brim 0G (Eds) L(fe-Span Development and Dchavior. 
Academic Press: New York. 

Butt J (1985) The Quality of Life. in Butt J and Gordon G (Eds). 
StrathclUde - Changing Horizons. Scottish Academic Press: 
Edinburgh. 

Calder J (1989) A Study of the Relationsh1p, between Deliberate 
Change in Adults and the use on-ledia Based Learning Matertals. 
Ph D Thesis. University of Oxford: Oxford. 

Calder J and Farrics N (1082) The Open University Community 
Education Programme. United Kingdom. In Using the MedlafOr 
Adult Basic EducatLoru Kaye A and I lar-ry K (Eds). Croom, I Icirij: 
London. 

Caplovitz D (1083) 71w Stai7es qf Social Rcscarck John Wiley: New 
York. 

CDP (1974) National Community Development Project Inter ect Report. extracts reprinted in Fitzgerald M. 11almas, P. N=e J 
and Zeldin D (Eds) (1977) WcVarc in Action. p. 174-181. 
Routlcdgc and Keegan Paul: London. 

Chancy J (1985) Returning to Work. In Close P and Collins R (Eds) 
Family and Economy in itiodem socictli. Macmillan Press: 
London. 



Thests Ftpr 397 References 

Checkland SG (1976) The Upas Tree, Glasgow 1875-1975. Glasgow 
University Press: Glasgow. 

Chickering AW and Havighurst (1981) in Chickering AW and 
Associates (Eds). The Modern American College. Jossey-Bass: 
San Francisco. 

Clarke D (1987) Changing Partners: marriage and divorce across the 
life course, in Cohen G (Ed) Social Change and the L(fe Course, 
Tanvistock: London. 

Clausen JA (1972) 7be Life Course of Individuals. In Riley M W. 
Johnson M and Foner A (Eds) Aging and Society. Vol 3. A 
Sociology qf Age Stratykxttion. Russell Sage: New York. 

Clausen JA (1974) Forward to Elder G H. Children qf the Great 
DepressforL University of Chicago Press: London. 

Cook R (1983) Housing and Deprivation. in Brown G and Cook R 
(Eds) Scotland the Real Divide: Poverty and Deprivation in 
Scotland. Mainstream Publishing: Edinburgh. 

Cooke K (1987) 7be withdrawal from paid work of the wives of 
unemployed men: a review of research. Journal of Social Policy, 
16 (3). 371-382. 

Cornwell J (1984) Hard Earned Lives: Accounts of Health and Alness 
from East London. Tavistock: London. 

Crofton J Sir (Chair) (1984) Health Education in Areas of Multiple 
Deprivation. Report by the Scottish Health Education. 
Coordinating Committee. Scottish Home and Health 
Department: Edinburgh. 

Cross KP (198 1) Adults as Leamers. Jossey-Bass: San Francisco. 
Crowther G (Chair) (1959) FIfteen to Eighteen. Report to the 

Advisory Council for Education. HMSO: London. 
Dailey CA (1971) Assessment qf Lives. Jossey-Bass: London. 
Danson M (1984) Poverty and Deprivation in the West of Scotland. 

In Pacione M and Gordon G (Eds) Quality of L(fe and Human 
WeLrare. Geo Books: Norwich. 

Darlington M. Drake M. Finnegan, R and Pryce R (1990) A 
Programme of Courses in Family and Community History. 
Faculty of Social Sciences. The Open University. Milton Keynes. 

Dex S (1984) Women's Work Histories: an analysis qf the Women and 
Employment Survey, Research Paper no. 46. Department of 
Employment: London. 

di Gregorio S (1986) Growing Old in 71ventieth Century Leeds: An 
exploratory study based on the life histories of people aged 75 
Years and over. with specific reference to their past and present 
management of everyday living - at home and at work. Ph D 
7besis. LSE, University of London: London. 

di Gregorto S (1987) "Managing" -A Concept for Contextualising 
How People Live their Lives. in di Gregorio (Ed). Social 
Gerontology: new directions. Croom Helm: Beckenham. 

Dohrenwend BP (1961) cited by Hultsch DF and Plemmons JK 
(1979) Life Events and Life-Span Development. in Baltes PB 
and Brim 0G (Eds) L(fe-Span Development and Behavior. Vol 2, 
Academic Press: New York. 



References Itw 3w Thests 

Dollard J (1935) Criteria for the L(fe History. reprinted 1975. Books 
for Libraries Press: New York. 

Donnison D and Middleton A (Eds) (1087) Regenerating the Inner 
City: Glasgow's Experience. Routledge and Kegan Paul: London. 

Dougherty 11 (1985) Further Education. in Butt J and Gordon G 
(Eds) Strathclyde. - Changing Horizons. Scott1sh Academic Press: 
Edinburgh. 

Douglas JWB (1064) 77ic Home and the School. Panther. London. 
Duke C (1987) Adult education. Poverty and Dc%-tlopment. 

International Journal qf L(fclong Educatioti. Vol 6. No 4. p. 319. 
330. 

Duke C (Ed) (1985) Combatttng Poverty through Adult Education: 
National Development Strategies. Croom Helm: Beckenham. 

Economist (1090) Ten Billion Mouths. 20-26 Jan. Vol 314. No 
7638. 

Edwards FE (Chair) (1984) Rcvtcw qf Community Work. A 
Consultative Report. Social Work Department. Strathclyde 
Regional Council: Glasgow. 

Elder G 11 (1974) Ch1ldrcn qf the Great Dcpression. University of 
Chicago Press: Chicago. 

Elder G 11 (1977) Family History 
_and 

the Life Course. Journal qf 
Farnfly History. 2 p. 279-304. 

Elder G 11 (1978) Family History and the Life Course. In Ilareven T 
(Ed) Transitions: 77tc FaffWy and the L(fc Course In IlLstortcal 
Perspective. Academic Press: New York. 

Elder 0 11 (1081) History and the Life Course. In Destaux D (Ed) 
BLographli and SocietU: 77w L(fc History Approach In the Swal 
Sciences. Sage Publications: Beverly Itills. 

Elder G 11 (1082) Historical Experiences in the Later Yeam. in 
Harevcn TK and Adams KJ (Eds) AgcMg and LJfc Course 
Transittons: An IntcrtlLsciplinary Perspwivc. Ta%13tock: New 
York. 

Elsey B (1986) Social 77tcorU Perspectives on Adult Education. 
University of Nottingham: NotUngham. 

Evans N (1985) Post-Education Soctctl;: RcaxjnLsfng Adults as 
Lcamers. Croorn Ilelm: London. 

Fames NC (1084) Community Education Academic Plan 19,95. 
1090. Internal Paper. CO, %1SPI3/2/4.7bc Open Unl%vrsity: 
Milton Kcyncs, 

Fames NC (1088) Open University Community Education: 
emancipation or domcsUcaUon? Open Zxarnfng. 3(l). p. 35-4(). 

Fames NC ct, al. (1081) 7he Development and Use of Parent 
Education Matcrials. van Lcer Project 2nd Year Report. 
Community Education. 7bc Open Unlvcrst Milton Kqmcs. 

Fames N C. BaHard A. Jones m. and Baines. S 
TfO'V) 

A Review of rt Collaborative Ilcalth Education Programme. 1076-1086. A 
report for the Health Education Council. The Open University. 
Milton Keynes. 

Fames N C. McCormick R and Calder J (1074) Institute of Educational Technology Response to the Working Group an 
non-undergraduatc provision. Institute of Educational 



7? wsls POLN 399 Refemwes 

Technology. The Open University: Milton Keynes. Revised and 
printed as A Proposed System for Mass Continuing Education. 
In Evans L and Leedham J (Eds) (1975) Aspects qf Educational 
Technology ZX. Kogan Page: London. 

Featherman DL (1983) Ufe-Span Perspectives in Social Science 
Research. in Baltes PB and Brim 0G (Eds) Ltfe-Span 
Development and Behavior. Vol 5. Academic Press: London. 

FInch J (1984a) 'It's great to have someone to talk to': the ethics and 
politics of Interviewing women. in Bell C and Roberts H (Eds) 
Social Researching: Politics. Problems and Practice. Routledge 
and Kegan Paul: London. 

Finch J (1984b) Education as Social Policy. Longman: London. 
Metcher C (1980a) The Theory of Community Education and Its 

Relation to Adult Education. in Thompson JL (Ed) Adult 
Education for a Change. Hutchinson: London. 

Fletcher C (1980b) Community Studies as Practical Adult Education. 
Adult Education (UK). Vol 53(2). p. 73-78. 

Fletcher C0 987) The Meanings of 'Community' in Community 
Education. in Allen G (Ed) Community Education: an agendafor 
educational rejorm. The Open University Press: Milton Keynes. 

Forbes J and Robertson 1 (1981) Patterns of Residential Movement 
In Greater Glasgow, Scottish Regional Magazine. 97. p. 85-97. 

Fordham P (1980) Participation Learning and Change. 
Commonwealth Secretariat: London. 

Fordharn P. Poulton G and Randle. L (1979) Leaming Networks in 
Adult Education: Non: formal Education on a Housing Estate. 
Routlcdge and Kegan Paul: London. 

Fraser N and Sinfleld A (1987) The Scottish Labour Force In 
Recession. In McCrone D (Ed) The Scottish Government 
Yearbook. 1987. University of Edinburgh: Edinburgh. - French AA (1989) Developing a Critical Incident Approach In a 
Study of Teachers' Lives in School. Department of Social Policy. 
Cranfield Institute of Technology: Cranfield. 

Fuller R and Stevenson 0 (1983) Policies. Programmes and 
Disadvantage. * A Review ojrthe Literature, Heinemann: London. 

GHS (1989) Office of Population Censuses and Surveys. General 
Household Survey 1987. Series GHS. No 17, HMSO: London. 

George V and Wilding P (1976) Ideology and Social Welfare. 
Routledge and Kegan Paul: London. 

Gibb A (1983) Glasgow: 71w Making of a City, Croom Helm: 
Beckenham. 

Gibson R (1986) Critical 77wory and Education. Hodder and 
Stoughton: London. * 

Ciddens A (1984) 77w Constitution of Society. Polity Press: 
Cambridge. 

Glaser BG and Strauss A (1967) The Discovery of Grounded 71wory, 
Aldine: Chicago. 

Gormley C (1990) on This is Me since Yesterday. BBC 2.5th Jan. 
Graham H (1984) Women, Health and the Family. Wheatsheaf Books: 

Brighton. 



Gray E (1987) The Open University NaUonal Community Programme 
Agency. First Year Report. February 1986 - February 1987.7be 
Open University: Milton Keynes. 

Gray J. McPherson A and Raffc D, (1983) Reconstruction qf 
Secondary Education: Theory. Myth and Practice in Scotland 
since the War, Routledge and Kcgan Paul: London. 

Grieve R Sir (Chair) (1986) Inqufrlj Into Housing In Glasgow. 
Glasgow District Council: Glasgow. - 

Hakim C (1982) 7be social consequences of high unemployinenL 
Journal of Social Policy. Vol 11(4) 433-67. 

Hall P (Ed) (1981) 71w Inner City in Context 11cinemann: London. 
Hall P and Laurence S (1981) Deprivation In the Inner City. In HaU p 

(Ed) 7he Inner City in Context. I leinemann: London. 
Hall P. Land 11. Parker R and Webb A (1975) Creating the Open 

University. In Hall P. Land It. Parker R rind Webb A (Ed3) 
Change. Choice and Corylict In Social Policy. I felnemann: 
London. 

11alsey A 11 (1972) Educational Priority. Vol 1: EPA Problc= and 
Policies, IIMSO: London. 

Hanna MY (1989) Looking Into the Reception and Assessing the 
Effect of the Open University Course 'I lealthy EaUng. BS-c 4th 
Year Project. The Queen's College and Paisley College of 
Technology. Glasgow. 

I lareven TK (1082a) Preface to I lareven TK and Adams Ki (Eds) 
Ageing and L(fe Course Transitions: An In1crd1scfpl1na, ýV 
Perspective. Tav1stock: New York. 

Hareven TK (1082b) 7be Life Course and Agctng in Historical 
Perspect. ivc. in Hareven TK and Adams KJ (Eds) Ageing and 
L(fe Course Transitions. * An Intcrdlsciptinary Per3pectitV. 
Tavistock: New York. 

11arcvcn TK and Adams XJ (Eds) (1982) Ageing and L4fc Course 
Transitions: An Zntcrdisciptinary Perspcctive. Tavi3toek: New 
York. 

Hargreaves D, (1976) On the Move: the 130C& contribut. lon to the 
Adult Literacy Campaign In tJhc United Kingdom between 1972 
and 1076.13BC: London. 

Harris CC (1969) 77w Farnflu: An Introduction. Allen and Un%,. In: 
London. 

Harris D, and Holmes J (1076) Opcn-ness, and Control In Higher 
Education: towards a critique of the Open University. in Dale T., E31and G and MacDonald M (Eds) Schooling and Capitalism. 
Routlcdgc and Kegan Paul: London. 

Ilartrcc A (1084) Malcolm Knowles! 7bcory of Andrago1w. A 
Critique. International Journal qf L(fc1ong Education. Vol 3(3). 
p. 203-210. 

Havighurst (1948) Developmental Tasks and Education. (3rd 
Edition. 1972). McKay*. New York. 

IIMSO (1966) A University qf the Air. Department of Education and Science: London. 
IIMS0 (1076) Prevention and 11calth: EverUbodifs business. Health 

Departments of Great BriUdn and Northern Ireland: London. 



Thests PCW 401 References 

HMSO (1977a) Policy for the Inner Cities. Department of 
Environment: London. 

HMSO (1977b) Reducing the Risk-* Sq/er Pregnancy and Childbirth. 
Health Departments of Great Britain and Northern Ireland: 
London. 

HMSO (1981) Avoiding Heart Attacks. Department of Health and 
Social Security: London. 

HMSO (1983) 16-18s in Scotland: An Action Pkzn. Scottish 
Education Department: Edinburgh. 

Holman R (1978) Poverty: M%planations of Social Deprivation. Martin 
Robertson: London. 

H01termann S (1975) Areas of Urban Deprivation In Great Britain: an 
analysis of 1971 Census data. Social Trends. 6. Central 
Statistical OMce. HMSO: London. 

Homer AJ (1968) Chapter 4. The Evolution of Goals in the Life of Clarence Darrow. in Buhler C and Massarik F (Eds). 77w Course 
qf Human L(fe. Springer. New York. 

Houle C0 (1984) Patterns of Learning: New Perspectives on Life- 
Span Education. Jossey-Bass: San Francisco. 

House ER (1980) Evaluating with Validity. Sage Publications: 
Beverly 11111s. 

Houston V (1990) Deprivation. Diet and Health: an evaluation study 
of the promotion of healthy eating among deprived families, 
Glasgow College Department of Health and Nursing Studies: 
Glasgow. 

Hubley J (1983) Poverty and Health in Scotland. in Brown G and 
Cook R (Eds) Scotland. - 77w Real Divide. Mainstream: 
Edinburgh. 

Hultsch D and Plemons JK (1979) Life Events and I. Ife-Span 
Development. in Baltes PB and Brim 0G (Eds) L(fe-Span 
Development and Behavior. Vol 2. Academic Press: New York. 

Hunter SL (1972) The Scottish Educational System (2nd Edition) 
Pergamon Press: Oxford. 

Hunter E (1983) Women and Poverty, in Brown G and Cook R (Eds) 
(1983) Scotland: The Real Divide. Poverty and Deprivation in 
Scotland. Mainstream Publishing: Edinburgh. 

Jack M (1988a) 7be Strathclyde Open Learning Experiment. Open 
Learning Vol 3(l) p. 52-53 

Jack M (1988b) Strathclyde Open Learning Experiment - SOLE. in 
Grugeon D and 7borpe M (Eds) Open Learning for Adults. 
Longman: London. 

Jackson B (1969) The 7Ymes 25th Nov. quoted by Hall et al (1975). 
Jackson K (1980) Forward to 7bompson JL (Ed) Adult Education 

for a Change. Hutchinson: London. 
Johnson ML (1976) 77hat Was Your Life: A biographical approach to 

later life. In Munnichs JMA and van den Heuvel W (Eds). 
Dependency or Interdependency in Old Age. Nijhoff. - 7be Hague. 

Johnson M 1, di Gregorio S and Harrison B (1981) Ageing. Needs 
and Nutrition: A study of voluntary and statutory collaboration in 
community care for elderly people, Policy Studies Institute: 
London. 



Refererwes Itige 402 Thesis 

Johnson M. Gearing B, Carley M and Dant T (1988) A Biographically 
Based Health and Social Diagnostic Technique: A Research 
Report. Project Paper No 4. Department of Health and Social 
Welfare, The Open University: Milton Keynes. 

Jones A and Charnley A (1982) The Adult Literacy Initiative 1974- 
79, United Kingdom, in Using the Media for Adult Basic 

- Education. Kaye A and Harry K (Eds), Croorn Helm: London 
Joseph K Sir (1972) The Cycle of Deprivation. Speech at Conference 

of Pre-School Playgroups Association. 29th June. extracts 
reprinted in Butterworth E and Holman R (Eds) (1975) Social 
Welfare in Modem Britain. p. 387-93. Fontana: London. 

,. Juster FT (Ed) (1975) Education, Income and Human Behaviour, 
National Bureau of Economic Research: New York. 

Keating M (1988) The City that Refused to Die. Glasgow: the politics 
of urban regeneration. Aberdeen University Press: Aberdeen. 

Keating M and Mitchell J (1986) Easterhouse - An Urban Crisis. 
Strathclyde Papers on Govenunent and Politics. University of 
Strathclyde: Glasgow. 

Kendrick S (1983) Social Change in Scotland. in Brown G and Cook 
R (Eds) Scotland: 7he Real Divide, Mainstream: Edinburgh. 

Kimbel KC (1980) Adulthood and Aging, 2nd edition, John Wiley: 
New York. 

Knowles MS (1970) 77ie Modem Practice of Adult Education: 
Andragogy versus Pedagogy, Association Press: New York. 

Knowles MS (1979) Andragogy Revisited Part 11. Adult Education, 
(US) Vol 30(l), p. 52-53. 

Knowles MS (1980) The Modem Practice of Adult Education: Frorn 
pedagogy to andragcgy. (revised edition), Follett: Chicago. 

Kohli M (1981) Biography: Account. Text, Method, in Bertaux D (Ed) 
Biography and Society. Sage Publications: Beverly Hills. ,' 

Lawless P (1981) Britain's Inner Cities. Harper Row: London. 
Lee J (1981) An Ideological Framework in Adult Education. Poverty 

and Social Change, Learning, Vol 111. No 3. p. 22-25. , 
Leibowitz A (1974) Home Investments in Children. In Schultz TW 

(Ed) Marriage, Family. Human Capital and Fertility. supplement 
to Journal of Political Economy. Vol 82,2(2). March/April. p. 
S111-131. 

Leonard P (1984) Personality and Ideology, Towards a Materialist 
Understanding of the IndivLduaL Macmillan Education: London. 

Lever M (1985) Community Learning for Community Development. 
Media in Education and Development. March. p. 18-20. 

Lever W and Mather F (1986) The Changing Structure of Business 
and Employment in the Conurbation. in Lever and Moore. 

Lever W and Moore C (Eds) (1986) 77w City in Transition: Policies 
and Agencies for the Economic Regeneration of ClydesLde. 
ESRC and Clarendon Press: Oxford. 

Lewin K (1936) Principles of Topological Psychology. (1966 Edition) 
McGraw-Hill: New York. 

Lieberman MA (1975) Adaptive Processes in Late Life. in Datan N 
and Ginsberg LH (Eds) L(fe-Span Developmental Psychology: 
Normative L(fe Crises, Academic Press: New York. 



Thesis Pope 403 References 

Long A (Chair) (1986) Mental Healtiv A Community Responsibility, 
Consultative Report, Strathclyde Regional Council: Glasgow. 

Looney M (1984) Poverty and Social Policy, Unit-9, Social Policy and 
Social Welfare, D 355, The Open University Press: Milton 
Keynes. 

Lovett T (1975) Adult Education, Community Development and the 
Working Class, Ward Lock: London. 2nd Edition, 1982 
Department of Adult Education, University of Nottingham: 
Nottingham. 

Lovett T. Clarke C and Kilmurray A (1983) Adult Education and 
Community Action, Croom Helm: London. 

Macpherson 1 (1989) Attracting New Students to Adult Education: 
The Learners Point of View, The Scottish Institute of Adult and 
Continuing Education: Edinburgh. 

Main K (1979) The Power-Load-Margin Formula of Howard Y 
McClusky as the Basis for a Model of Teaching, Adult Education, 
30(l). p. 19-33. 

Mark R (1982) Health and Social Services, in Donnison D (Ed) 
GEAR Review: Social Aspects, Vol 2. Social Studies, University 
of Glasgow. Glasgow. 

Mark R (1987) The Education of Adults in Inner-City Britain: 
Findings based on a study of an inner area of Glasgow. 
InteMational Journal of Ltielong Education, Vol 6. no 3. p. 199- 
213. 

Martin 1 (1987) Community Education: towards a theoretical 
analysis. in Allen G (Ed) Community Education: an agendafor 
educational reform. The Open University Press: Milton Keynes. 

Martin J and Roberts C (1984) Women and Employment: A lifetime 
perspective, Department of Employment. HMSO: London. 

Maslow AH (1962) Toward a Psychology of Being, Van Nostrand: 
Princeton, N J. 

Massey D (1984) Spatial Divisions of Labout: Social Structure and the 
Geography of Production, Macmillan: 

I 
London. 

Maxwell S (1982) Studying Parents Three Years On. Preschool 
Playgroups Association/The Open University: Milton Keynes. 

McClusky HY (1970a) A Dynamic Approach to Participation in 
Community Development, Journal of Community Development 
Society, Vol 1(1). Spring, p. 25-32. 

McClusky HY (1970b) An Approach to a Differential Psychology of 
the Adult Potential. in Grabowski SM -(Ed) Adult Learning and 
Instruction. ERIC Clearinghouse on Adult Education, p. 80-95. 
Reprinted in Knowles M (1973) The Adult Leamer. A Neglected 
Species, Gulf Publishing Company: Houston. 

McGregor A and Mather F (1986) Developments in Glasgows Labour 
Market, in Lever W and Moore C (Eds) (1986) The City in 
Transition: Policies and Agencies for the Economic 
Regeneration of Clydeside, ESRC and Clarendon Press: Oxford. 

McKee L (1987) Households During Unemployment: the 
Resourcefulness of the Unemployed, in Brannen J and Wilson G 
(Eds) Give and Take. in Families, Allen and Unwin: London. 



References Page 404 Thesis 

McKee L and Bell C (1985) Marital and Family Relations in Times of 
Male Unemployment. in Roberts B. Finnegan R and Gallie D 
(Eds) New Approaches to Economic L(fe. Manchester University 
Press: Manchester. 

Merriam SB (1987) Adult Learning and Theory Building: A Review. 
Adult Education Quarterly. Vol 37(4) p. 187-198. 

Michael RT (1975) Education and Consumption. in Juster FT (Ed) 
Education, Income and Human Behavior. National Bureau of 
Economic Research: New York. 

Middleton A and Donnison D (1987) Leisure and Recreation, in 
Donnison D and Middleton A (Eds) Regenerating the Inner City: 
Glasgow's Experience. Routledge and Kegan Paul: London. 

Midwinter E (1972) Priority Education. Penguin: Harmondsworth. 
Miller JB (1986) Psychological Recovery in Iow-Income Single 

Parents, in Moos RM (Ed) Coping with Life Crises. Plenum 
Press: New York. 

Mills C Wright (1959) The Sociological Imagination, Oxford 
University Press: New York. 

Morgan A and Fames N (1990) Adult Change and Development - The 
Interactions of Open University Study and People's Lives, 
Institute of Educational Technology. The Open University. - 
Milton Keynes. 

Morris LD (1985) Renegotiation of the Domestic Division of Labour 
in the context of Male Redundancy, in Roberts B. Finnegan R 
and Gallie D (Eds) New Approaches to Economic Life. 
Manchester University Press: Manchester. 

Mortimore J and Blackstone T (1982) Disadvantage in Education, 
Heinemann Educational Books: London. 

Mouzelis N (1989) Restructuring Structuration Theory. The 
Sociological Review, Nov. Vol 37. No 4. 

Munro H (1981) Review of the Use of Open University Courses in 
Strathclyde, quoted in Best J (1984) Strathclyde Open Learning 
Experiment, In Fames N (Ed) Community Education with the 
Open University. Vol 2.1982. Community Education. The Operi 
University: Milton Keynes. 

Newby H, Vogler C. Rose D and Marshall G (1985) From Class 
Structure to Class Action: British working-class politics in the 
1980s in in Roberts B. Finnegan R and Gallie D (Eds) New 
Approaches to Economic L(fe, Manchester University Press: 
Manchester. 

Newman M (1979) 7'he Poor Cousin: A Study of Adult Education. 
Allen and Unwin: London. 

Newman M (1983) Community, reprinted from above in Tight M 
(Ed) Education for Adults, Vol 1: Adult Leaming and Education. 
Croorn Helm: Beckenham. 

Newsom J Sir (Chair) (1963) Half Our Fliture, Report to the Advisory 
Council for Education. HMSO: London. 

Nisbet J and Watt J (1984) Educational Disadvantage: Ten Years On. 
HMSO: Edinburgh. 

Nissel M (1987) Social Change and the Family Cycle. in Cohen G 
(Ed) Social Change and the Life Course. Tavistock: London. 



Thesis Fk3ge 405 References 

Oakley A (198 1) Interviewing Women: aý contradiction in terms, in 
Roberts H (Ed) Doing Feminist Research, Routledge and Kegan 
Paul: London. 

Oatley K and Bolton W (1985) A Social-Cognitive Theory of 
Depression in Reaction to Life Events, Psychological Review, 
92(3). p. 372-388. 

O'Hagan GR (1985) The Struggle for Community Education, M Phil 
Thesis, Cranfield Institute of Technology: Cranfield. 

Open University (1979) The Mrst Ten Years, A special edition of 
Sesame to mark the anniversary of The Open University 1969- 
1979, The Open University: Milton Keynes. 

Overton WF and Reese HW (1973) Models of Development: 
Methodological Implications, in Nesselroade JR and Reese HW 
(Eds) L[fe-Span Developmental Psychology: Methodological 
Issues. Academic Press: New York. 

Owen S (1987) Household Production and Economic Efficiency: 
Arguments for and against Domestic Specialization, Work, 
Employment and Society, Vol 1 (2). p. 157-178. 

Paine N (Ed) (1986) National Extension College -A Catalyst for 
Educational Change. in Open Learning in 7ý'ansition: An Agenda 
for Action, National Extension College: Cambridge. 

Parlett M and Hamilton D (1977) Evaluation as Illumination: a new 
approach to the study of innovatory programmes, in Hamilton D. 
Jenkins D, King C. MacDonald B and Parlett M (Eds) Beyond the 
Numbers Game, Macmillan: London. 

Pearlin L1 (1982) Discontinuities in the Study of Aging, in Hareven 
TK and Adams KJ (Eds) Ageing and Life-Course Transitions: An 
Interdisciplinary Perspective, Tavistock Publications: New York. 

Perry W (1976) The Open University, The Open University Press: 
Milton Keynes. 

Perry W (1989) Institutionalizing Innovation, Open Lecture to 
celebrate the Open University's first 20 years, reprinted in 
Open House, 1990, April, p. 4. 

Plowden B Lady (Chair) (1967) Children and their Primary Schools, 
Report to the Advisory Council for Education, HMSO: London. 

Plummer K (1983) Documents of Life, George Allen and Unwin: 
London. 

Pugh G and DeAth E (1984) The Needs of Parents: Practice and 
Policy in Parent Education, Macmillan: London. 

Raffe D (1983)! Education and Class Inequality in Scotland, in Brown 
G and Cook R (Eds) Scotland: The Real Divide, Mainstream 
Publishing Company: Edinburgh. 

Reese HW and Smyer MA (1983) The Dimensionalization of Life 
Events, in Callahan EJ and McCluskey KA (Eds) Lffe-Span 
Developmental Psychology: Nonnormative L(fe Events, Academic 
Press: New York. 

Reich W (1933) cited by Buss AR (1979) Dialectics, History, and 
Development: The Historical Roots of the Individual - Society 
Dialectic, in Baltes PB and Brim 0G (Eds) Lffe-Span 
Development and Behavior, Academic Press: New York. 



ReferenceS Page 406 Thests 

Reinert G (1979) Prolegomena to a History of Life-Span 
Developmental Psychology. in Baltes PB and Brim 0G (Eds) 
Life-Span Development and Behavior. Vol 2, Academic Press: 
London 

Richards D ii (1989) Open University Community Education in 
Wales and its use as a means of access to further educational 
opportunities, Open Leaming Vol 4(2) p. 52-56. 

Riegel KS (1975) Adult Life Crises: A Dialectic Interpretation of 
Development, in Datan N and Ginsberg LH (Eds) L(fe-Span, 
Developmental Psychology: Normati ve Life Crises. Academic 
Press: New York. 

Riegel KS (1976) 7be Dialectics of Human Development. American I 
Psychologist. Oct, p. 689-700. 

Robbins LC Lord (Chair) (1963) Higher Education, Report to the 
Advisory Council for Education, HMSO: London. 

Robertson IML (1987) Access to Health Services. in Donnison D 
and Middleton A (Eds) Regenerating the Inner City: Glasgow's 
Zxperien6e, Routledge and Kegan Paul: London. 

Roll J (1989) Social and Economic Change and Women's Poverty. in 
Graham H and Popay J (Eds) Women and Poverty: Exploring the 
Research and Policy Agenda. Institute of Education. University 
of London: London. 

Rosenmayr L (1982) Biography and Identity. in Hareven TK and 
Adams KJ (Eds) Ageing and Life Course Transitions: An 
Interdisciplinary Perspective, Tavistock: New York. 

Rumble G (1986) The Planning and Management of Distance: 
Education, Croom Helm: London. 

Russell L Sir, (Chair) (1973) Adult Education: A Planjor 
Development, HMSO: London. 

Sanderson M and Winkler JT (1983) Chewing at a Healthy Diet, 
The Health Services, No 60,21 Oct, p. 10-12. 

Schultz TW (Ed) (1974) Marriage, Family. Human Capital and 
Fertility. supplement to Journal of Political Economy, Vol 82, 
2(2). March/April. p. S111-131. 

Scriven M (1972) Prose (sic) and Cons about Goal-F)ree Evaluation, 
Evaluation Comment. 3. p. 1-7. quoted in Patton MQ (1980: 56) 
Qualitative Evaluation Methods, Sage Publications: Beverly Hills. 

Smith G and Cantley C (1985) Assessing Health Care. The Open - 
University Press: Milton Keynes. 

SRC (1976) Multiple Deprivatim Strathclyde Regional Council: 
Glasgow. 

SRC (1983a) Social Strategyfor the Eighties. Strathclyde Regional 
Council: Glasgow. 

SRC (1983b) Continuing Education - Policy, Strategy and Issues 
within the Local Authority Sector, Department of Education. ' 
Strathclyde Regional Council: Glasgow. 

SRC (1984) Areas for Priority Treatment. Glasgow Division Vol 1 and 
2, Chief Executive's Department. Strathclyde Regional Council: 
Glasgow. 



Thesis Fbge 407 References 

SRC (1985) Post-Compulsory Education: Current'Position, 
Department of Education, Strathclyde Regional Council: 
Glasgow. 

SRC (1987) Social Strategy - Where Now? Report by the Editorial 
Group, Chief Executive's Department, Strathclyde Regional 
Council: Glasgow. I 

SRC (1988a) Strathclyde Social Týends, No 1. Chief Executive's 
Department, Strathclyde Regional Council: Glasgow. 

SRC (1988b) Strathclyde Economic Trends, No. 19. June. Chief 
Executive's Department, Strathclyde Regional Council: Glasgow. 

SRC (1989a) Education in the Community: Report of education 
management consultancy. Institute of Local Government Studies 
(INLOGOV) - Implementation Plan by the Director of Education, 
Department of Education. Strathclyde Regional Council:. - 
Glasgow. 

SRC (1989b) Strathclyde Social Trends, No 2, October. Chief 
Executive's Department, Strathclyde Regional Council: Glasgow. 

SRC (undated) Secondary Education in Strathclyde Region: A Guide 
for Parents, Department of Education. - Strathclyde Regional 
Council: Glasgow. 

SRC (undated) The Govemment's Action Planjor 16-18's and 
Related Developments, Strathclyde's reaction: A Guide for 
Parents. Department of Education, Strathclyde Regional Council: 
Glasgow. 

Stems HL and Alexander RA (1977)'Cohort, Age. 'and Time of 
Measurement: Biomorphic Considerations, in Datan N and 
Reese H W, (Eds) Life-Span Developmental Psychology: '', 
Dialectical Perspectives on Experimental, Reseqrck Academic 
Press: New York. 

Stewart G (1984) Health in Glasgow: '17he'Influence of Behaviour and 
Environment. in Pacione M and Gordon G (Eds) Quality of Life 
and Human Welthre, Geo Books: Norwich., 

Stewart R (Chair) (1985) Under FYves,, FInal Report.,, Strathclyde 
Regional Council: Glasgow. 

Stimson GV (1976) Biography and Retrospection: Some Problems 
in the Study of Life History, paper given to the British' 
Sociological Association annual conference, April 6-9. ' 

Sugarman L (1986) Lffe-Span Development:, Concepts, Theories and, 
Interventions, Methuen: London.. -, - 

Super DE (1980) A Life-Span. Life-Spa'ce'Approach to Career-'- 
Development, Journal of Vocational Behaviour, 16. p. 282-98. 

Sutherland 1, (1987) Health Education - Half a Policy: The Rise and 
Fall of the Health Education Council. National Extension College: 
Cambridge. II1 -11,1ý IIIý 

Taylor-Gooby P and Dale J (1981) Social Meory'and Social Welfare, 
Edward Arnold: Londom 

-- Terleck-A, N (Ed) (1976) Household ýProduction "and Consumption, 
Columbia Press for the National Bureau of Economic Research: 
New York. 



References Poge 406 Thesis 

Thomas WI and Znaniecki F (1918/74) Vie Polish Peasant In ý'": --- 
Europe and America. 1974 Edition. Octagon Books: New York. 
(originally published in 1918-20). 

Thompson JL (Ed) (1980) Adult Education for a Change, 
Hutchinson: London. 

Thompson P (1981) Life Histories and the Analysis of Social Change, 
in Bertaux D (Ed) Biography and Society: 17w Life History 
Approach in the Social Sciences, Sage Publications: Bever IY 
Hills. 

Thomson C (1985) 'If Adult Education is to be Effective in Reaching 
People traditionally labelled as 'Non Participants' a Community 
Work Approach is Demanded'. Diploma Dissertation. Glasgow 
University. Department of Adult and Continuing Education:, ý 
Glasgow. 

Thorogood N (1987) Race, Class and Gender. the Politics of 
Housework, in Brannen J and Wilson G (Eds) Give and Take in 
Families: -Studies in Resource Distribution, Allen and Unwin: 
London. 

Topping P and Smith G (1977) Government Against Poverty? So cial 
Evaluation Unit: Oxford. 

Tough AU 968) Why Adults Learn: A Study of the Major Reasons'for 
Beginning and Continuing a Leaming Project. Monographs in 
Adult Education, No 3., Ontario Institute for Studies in 
Education: Ontario, (cited by Cross. 1981: 95). 

Townsend P, (1979) Poverty in the United Kingdom. Penguin: 
Harmondsworth. 

UNESCO (1976) -The Faperimental World Literacy Programme: a 
critical assessment, 1be Unesco Press, UNDP: Paris. 

Venables P (Chair) (1969) The Open University. Report of the 
Planning Committee to the Secretary of State for Education and 
Science, HMSO: London. 

Venables P (Chair) (1976) Report of the Committee on Continuing 
Education, The Open University: Milton Keynes. 

Walby S (1985) Approaches to the Study of Gender Relations in 
Unemployment and Employment, in Roberts B. Finnegan R and 
Gallie D (Eds) New Approaches to Economic L(fe. Manchester 
University Press: Manchester. 

Wallman S (1984) Eight London Households. Tavistock: London. 
Wannop U (1985) The New Towns of Strathclyde. in Butt J and 

Gordon G (Eds) Strathclyde: Changing Horizons, Scottish 
Academic Press: Edinburgh. 

Warr P (1985) Twelve Questions about Unemployment and Health. -,, 
in Roberts B, Finnegan R and Galhe D (Eds) New Approaches to 
Economic Life, Manchester University Press: Manchester. -, 

Wedge P and Prosser H (1973) Born to Fail? Arrow Books: London. 
Whitehead M (1988) The Health Divide, reprinted in Inequalities in 

Health. Penguin: Harmondsworth. 
WHO (1946) Constitution of the World Health Organisation. WHO: 

New York. 
Wilson H (1963) Speech given on 8th Sept in Glasgow. 



Thesis FiVe 409 References 

Woodley A (1981) The Open University of the United Kingdom 
European Cultural Foundation: Amsterdam. 

Woodley A and McIntosh NE (1980) The Lýoor Stood Open: An 
Evaluation of the Open University Younger Students Pilot 
Scheme, Falmer Press: Lewis. 

Woodley A, Wagner L, Slowey M, Hamilton'M and Fulton 0 (1987) 
Choosing to Learn: adults in education, 7be Society for Research 
into Ifigher Education and The Open'University Press: Milton 
Keynes. 

Yates K (1984) Strathclyde's Strategy to Combat Deprivation, in 
Pacione M and Gordon G (Eds) Quality of Life and Human 
Welfare, Geo Books: Norwich. 

Yeandle S (1984) Women's Working Lives: Patterns and Strategies, 
Tavistock: London. 

Young M and Wilmott P (1957) Family and Kins 
, 
hip in East London, 

1966 Edition,. Penguin: Harmondsworth. 
Young R (1983a) A Little Local Inequality.. in Brown G and Cook R 

(Eds) Scotland, The Real Divide: Poverty and Deprivation in 
Scotland. Mainstream Publishing: Edinburgh. 

Young R (1983b) Summary in Social Strategy for the Eighties, 
Strathclyde Regional Council: Glasgow; 

Young R (Chair) (1985) Unemployment - Implications for Regional 
Services, Chief Executive's Department, Strathclyde Regional 
Council: Glasgow. 

i 



AppendLx A-. Fbge 410 Thests 

Appendices 

Appendix A- Synopses of Open University Community Education 
Courses 

Included below are the courses taken by the students in the sample. this is less than 
the full range of courses. For details see the current edition of Open Opportunities 
available from the Open University. Walton Hall. Milton Keynes. MK7 6AA. - 

- First Years of Life Code P911 

Vie Mrst Years of L& is intended for parents. parents-to-be and others in looking 
after small children. 'Me course was produced In collaboration with the Health - Education Council and looks in detail at the stages of life from conception to the age 
of two. Vie Ftrst Years of L(fe examines child development and discusses some of the 
questions of major concern to mothers and fathers. such as induced and natural 
birth. breast and bottle feeding. tollet training and returning to work after a baby. 
7be study pack is based on eight booklets. It begins with the conception of the baby 
and goes on to look at ante-natal care. the birth. the pattern of your baby's ' 
development from three months to one year and then from age one to two. It also 
looks at the developing relationship between you and your child as well as some of 
the wider problems of growing up. Students receive additional information booklets. 
leaflets, posters and a cassette about relaxing. talking and singing with your child. 
7be associated television programmes which extend an topics raised In the course 
are available on video cassette. 

The Pre-School Child Code P912 

71te Pre-Schoot Child follows on from Me First Years of Life and is for parents and 
others involved with children aged two to five years. It was produced in 
collaboration with the Health Education Council and the Pre-School Playgroups 
Association. 7be study pack Is based on a large format full-colour book with eight 
main chapters. 7be course looks at both the physical and mental development 
which takes place during this lively age range. 7be book examines in detail many 
topics on which parents may have worries; it looks at how to deal with awkward 
questions about things like death and sex. as well as focussing on the emotional 
development that takes place as children grow. A lot of the study time Is spent In 
activities like completing quizzes, observing a child's behaviour or playing simple 
games with your child or children. 7be pack includes a cassette. posters and other 
leaflets linked to the course and there are four television progra=es available on 
video cassette that look in greater detail at topics raised In the text. 

Chtlilhood 5-10 Code P913 

ChiMood 5- 10 is one of the series of courses for parents and has been developed in 
collaboration with the Health Education Council. It covers the years from when Your 
child starts school through to early adolescence. 7bis course win help you to 
understand how your child sees the world. how this affects his/her behaviour and 
how this might In turn affect yours. It helps you find out more about how children 
grow and learn. and because children don't do things in isolation. the course also 
looks at your family. your child's school. and activities in the conununity where you 
live. As well as a specially written large format. full-colour book Mildhood 5-10 -a 
parenfs guide. the study pack includes a cassette tape. booklets, leaflets and other 
study information. Like the other parenthood courses Childhood 5-10 involves 
observing and playing simple games with a child. 7bere are four television 
programmes available on video cassette. 
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Parents and Teenagers P914 

Parents and Teenagers Is designed to help you understand how your teenager is 
developing, and how to build up your own confidence, knowledge and skill as a 
parent. 7be teenage years are a time of rapid change and both parents and teenagers 
need to develop new patterns of behaviour. Parents and Teenagers does not pretend to have all the answers, not to be able to tell parents what to do in every situation. What It does do is give you a framework for looking at your own life and making decisions about what Is best for you and your teenager(s). 7be course is activity-based 
and you will be involved in: examining your style of parenting and the way you and 
your teenager communicate. role play and discussion making about practical 
planning. 7bere are case studies. and also questionnaires and charts to help you 
analyse your own experience and ideas. 7be study pack is made up of. a course book 
which covers an overview of adolescence. the parent's role and the teenager's life 
tasks. a separate We Skills package - two audio cassettes and booklets, which help 
parents build up conummi ation. decision making and negotiating skills; . additional support Information. Four programmes which follow the theme of how 
the teenager's self-image develops through his/her relationship with parents, friends and others are available on video cassette. The course has been produced in 
collaboration with the Health Education Council and the Scottish Health Education 
Group. 

Health Choices Code P921 

Health Choices is a course about feeling good about yourself, getting on well with 
others. keeping in good shape - physically and mentally - eating wisely and well. 
handling stress, choosing what you want to do and how to change your ways. This 
course has been produced in collaboration with the Health Education Council and 
the Scottish Health Education Group. It deals with marry aspects of health Including 
diet and nutrition, personal relations, stress and emotions. sex and changing old 
patterns. Health Choices is not about illness or disease. Instead it aim to help you 
take stock of your lifestyle and make your own decisions about what you want to 
change and then shows you how. Me Good Health Guide is a specially written 256 
page full colour book which forms the ma fn text for this course. Students will also 
receive booklets. posters and leaflets and a cassette package. Four programmes are 
available on video cassette if required. 

Healthy Eating P964 - 
71iis course discusses the changes that need to be made in the average national diet. 
as a result of recent health reports. together with the factors that actually influence 
our choice of food. The course has been produced because of the enormous irxxease in 
public Interest in nutrition generated by the publishers of the NAME report 
(prepared for the National Advisory Committee on Nutrition Education by an ad hoc 
working party under the chairmanship of Professor WPT James). 7be report breaks 
new ground In speci4dng for the ftrst time desirable target intakes for certain 
categories of food. Information is given on the new nutritional guidelines for health 
education In Britain and students are helped examine the options and constraints 
operating In their personal cjrýumstances in order to mak their own changes in 
what they buy and eat. 7be study pack is in two parts: 

Part 1: New Guidelinesfor Healthy Eating deals with what the food experts are 
advising - to decrease our intakes of fats, sugar and salt and increase our intake of fibre - and the implications of this advice for everyone. Should you change your diet? Do you want to change your diet? These questions. and many others. are discussed. 7be activities and case-studies will bring you up-to-date with the new dietary advice: they will help you examine your diet. decide whaVs best for you to eat, 
and put these changes into pmcUce. 
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Part 2: PaUems qrEcUtig shows that taking a whole new approach to food isn't as 
hard as you may think. it deals with our choice of food and exam1nes a wide range of 
issues to do with indtvidual patterns of eating, and looks at the Possibilities and 
implications for change. Topic Include: changes In national food consumption; 
different styles of eating: how we absorb ideas on food from other cultures; eating out 
and entertaining; childhood and food influences; media images of food and eating-. 
vegetarianism; dieting; some of the moral issues connected with food and what, s 
available in the shops. The activities and case studies will help you look at your own 
patterns of eating and what changes you would like to mak . 

Two audio-cassettes include discussions which explore many of the ideas further. 
7be pack also contains an introductory guide. resources guide and various leaflets 
gtving information on food and nutrition. 

Look After Tourself Code P5915 

Look After Yourself is a pack of twenty topics from the course Health Choices. 
prepared for use, primarily, by groups Interested in discussing health issues. as well 
as individuals seeking an introduction to health matters. The pack includes 
comprehensive guidelines for group leaders and an introductory topic for group 
members. The topics have been selected after discussion with a wide range of 
workers in health and community education and the pack should prove useful to 
health education officers, teachers, self-help groups. tutors and leaders of fitness 
and health discussion groups. youth workers and adult educators. In particular it 
has been prepared with "Look After Yourself I" courses in mind and has been tested 
by a number of IAY tutors. 7he topics cover a wide range of issues concerned with 
emotional and physical health. Taken together, they could provide the basis for a 
course. or series of discussions. Individual topics, or groups of topics could be used as 
a resource in many existing groups. Topic themes include Personal Relationships. 
Physical Health, Breaking Old Patterns and Emotional Heath. 

Caring for Older People Code P650 

Caringfor Older People is a series of short. practically based learning materials 
presented in a popular style. It has been designed for people who are directly 
involved in the care of older people. It is specifically for the large group of paid 
sheltered housing wardens and care staff In old people's homes and hospitals. as well 
as voluntary workers. relatives and neighbours. lbpic include: attitudes towards 
older people; getting help; care by the community; home care and home nursing. 
mental infirmity-. dying and bereavement: health crises: living in homes and hospitals: and rehabilitation. Readings and case histories about older people and their helpers are used throughout Students receive a set of useful leaflets and a guide to local authority and health services. Five television Programmes, which look in detail at topics raised in the text. have been recorded on video and are available on loan. 
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Appendix B- Map of Glasgow's Areas for Priority Treatment (APTs). 
and comparisons between Two APT* and a Suburb 

Milton 
Drulchapel 

Sprin m 

East 

Pollock/ 
Priesthill 

Castlemilk 

E&Sterhatizil 

-mp2D-, 

Map of Glasgow showing cfty boundaries and locabon of main Areas of Priority Treatment 

Comparisons between two APTs and a Suburb 

7be table below shows illustrattve socioeconomic comparisons between two APTs, 
one a peripheral housing scheme and the other an inner city area. and a non-AFT 
middle-class suburb. Proportionately there are fewer children under four and more 
people who are over retirement age in the Inner East End compared to Dnunchapel 
reflecting that this is an older community which has undergone selective migrauorL 
7be social. class differences between the APTs and Bearsden are dramatic and reflect 
the working class character of APTs. 7be high percentage of single parent families is 
one of the main indicators of deprtvauon and the APTs have significant 
Proportions particularly if these are expressed as a proportion of households with 
children rather than as a proportion of all households. The higher figure for single 
Parent families in Drumchapel compared to Inner GEAR again reflects the younger 
age Proffle as does the number of families with four or more children. Unemployment is a particularly important Indicator and the high levels in the 
APTS are related to the large numbers of families on state benefits. Bearsden has a much higher percentage of adults with educational qualifications. 7be housing 
types shows the high incidence of council tenants in APTs and car ownership is low 
which makes It more difficult to travel for work. 
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Peripheral APr. Inner City A11P. Suburb: 
Drumchapel 11rkn East End(4) Bearsden 

Age Stmcture(l) (% of population) 
Children 0-4 years 9.2 6.1 5.6 
Adults 60/65+ 12.8 19.7 13.5 

gk)cha Clms(2) (% of household heads) 
Professional and managerial 3.3 2.8 62.2 

Single Parent Familles(l) 
% of all households 13.9 6.1 1.3 
% of households with children 34.6 25.0 3.6 

Fimilies with 4 or more children(') 
% of all households 2.5 1.1 0.9 
% of households with children 6.1 4.5 2.6 

Unemployment(3) M of econ. active) 
Men 38.5 40.6 5.9 
Women 15.6 17.8 4.6 
Total 29.0 30.7 5.4 

Education(2) (% adults over 18) 
Degrees. prof and vocational quals 0.8 3.4 33.3 

, Elousing(2) (% of households) 
Council tenants 93.7 81.0 8.0 
owner occupier 2.8 6.6 88.9 

Car ownershlp(2) (% of households) 
Households with one or more cars 18.5 11.2 84.6 

(1) From 1986 Voluntary Population Survey. data provided by Chief Executive's 
Department. Strathclyde Regional Council. 
(2) From 1981 Census, data provided by Chief Executive's Department. Strathclyde 
Regional Council. 
(3) From Strathclyde Economic Trends. No. 19. June 1988. data for March 1988. Chief 
ExecutIve's Department. Strathclyde Regional Council. - (4) Irmer GEAR. APT no. 41 Bridgeton/Dalmarnock. 

Table showing socioeconon-dc comparisons between two APITs and a middle-class suburb. .. 
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I Appendix C- Timetable for the Study 

Year 661 07 1 88 1 89 1 90 
Month oNDjFmAHijAsoNDjFmmjjAsoNDjFmAHijAsoNDjFmAmijAso 

Crardield research coursel-I 
Exploratory ciscussions 
Pilot Interviews 

Main InteVem 
AnaWs. backgrourd draft 
Ark*sis. begin first drdft 
Confinue firg draft 
Semrddmft 
71*ddrad 

Month ONDJFMAMJJASONDJFMAMJJASONDJFMAMJJASONDJFMAMJJASO 
Year I11213141 

f 
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Appendix D- Interview Document 

CONFIDENTIAL 

Studert Nuffber 

THE OPEN UNIVERSITY 

9 

Community Education Impact Study 

Interview Document 

Community Education 
The Open University 
Walon Hal 
Milton Keynes, MK7 6M 

Sept 1987 



Thesis Page 417 AppendLx D 

THE OPEN UNIVERSITY 

Commurdty Education Impact Study 

Interview Details 

Students Name Student Number 

Interviewers Name 

Group Leader/Organisers Name 

Place Interview hold 

Date of Interview 

Time Interview Started 

Duration of Interview (Minutes) 

Comments about the arrangements (eg. crifficulty In making appointment, interruptions, privacy) 

Comments about student (eg. forthcoming, relaxed, reserved, nervous) 

Any other comments 

1 
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Notes for Interviewers 

" In the main part of the interview the student should be enoDuraged to tell their story rather 
than giving short answers to a lot of questions. 

" Be an attentive listener rather than a "Robin Dar anxious to shoot your own questions. 

" In the 'Changes' theme probe carefully for changes. 

" Use the Topic questions as follow-ups, be thorough, but try to maintain a conversational style. 

" Get as many dates as possible without pressudsing the student. 

" Maintain a confident manner, do not be hesitant or apologise for any of the questions. 

Every student's experience Is valuable and what they say will be treated seriously. 

Write clearly. 

The sequence through the Interview Document Is as follows: 

STARTER QUESTIONS (Pink Paper) 
1. Childhood and Education ........ Page 3 
2. Personal and Family ................ Page 5 
3. Employment ........................... Page 8 
4. Community and Social ............. Page 11 
5. Services ................................. Page 14 
6. Changes ................................ 

Page 17 

TOPIC QUESTIONS (White Pape* 
7. Changes ................................ Page 18-21 
8. Childhood and Education ........ Page 4-5 
9. Personal and Farnily ................ Page 6-7 
10. Employment ......................... Page 9-10 
11. Community and Social ........... Page 12-13 
12. Services ............................... Page 15-17 

2 
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1. CHILDHOOD AND EDUCATION STARTER QUESTIONS 

A. What was your schooling Ike? 
(probe: jikeldisme, successes, when and why left school, qualfications) 

B. Can you tell me about your life as a child? 
(Probe: where ived, brothers and sisters, health, parents errployment) 

C. As a child did you do much housework or caring for other children? 
(Probe: tasks carded out, children cared for, how often) 

RECORD: 

[Extra sheet suppled in_ odginaU 
3 
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rHILDHOOD AND EDUCATION TOPIC QUESTIONS 

1. Date of birth 2. Age last birthday 

3. What area did you spend most of your childhood? 

4. About how many moves did you make In your childhood? 

5. What was your father's main occupation? 

6. Did your mother work during your childhood? .......... . ....... . ... . ..... Yes... 

Mothers job(s) 

7. Was there an absence of parents during your childhood? ............. yes 1 

If yes give details 

no 

no 

8. Did you have step-parent(s)/guardlans during your childhood? ...... yes ... 1 no... 2 

If yes give details 

9. What brothers and sisters clid you have (write In number)? 
brothers step-brothers 
sisters step-sisters 

10. How rrxich housework did you do as a Child? 
none ...... 1 
some ..... 2 
a lot ....... 3 
Details of childcare 

11. How rmich housework did you do as a child? 
none ...... 1 
some ..... 2 
a lot ....... 3 
Details of housework 

12. Did anyone close to you die or separate f mm you during your childhood?. 
yes... 1 no 2 

If yes give details 

13. Did you have any trouble vAth your health as a child?.. _-. __.. yes... 1 no... 2 

If yes give details 

14. How would you describe your faniVs financial sftuadon during your cNldhood? 
struggling..... 1 
adequate ..... 2 
well-off ........ 3 

15. What age did you leave school? 

16. Have you any qualifications from school? ............................... . ... yes ... 1 no 2 

If yes give details 

17. Did you like school? ................................................................... yes no 

4 
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2. 

A. Tell me about your If e after you left home? 
(Probe: where ived, when manfed, where met husband) 

B. Can you tell me about your cNidren? 
(Probe: chiAdrens ages, sex, problems, chikWre, upbringing) 

C. Could you tell me about your marded life? 
erno a support corrwnionshiA (Probe: amount of sharing of housework and childcare, 60n I 

inoney) 

D. What has your heafth been Ike as a child? 
(Probe: major illnesses, hospital treatment, dWeSSi0n) 

RECORD: 

[Extra sheet supplied in odginaU 
5 
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9., PFRSONAL AND FAMILYTOPIQ QUFSTJONS 

1. At what age did you stop living with parents/guardians? 

2. How old were you when you (first) marded? 

3. If your first marriage ended. when was this? 

4. If you remarried when was this? 

S. [Nd you spend any part of your marded life living with: 
Own parents .......... yes... 1 no ... 2 
Spouse parents ..... yes ... 1 no ... 2 

6. Where have you lived since leaving home up fill now? (Prompt: type of accommodation (eg. 
flat, house and whether rent or buy) and reasons for moves): 

2 

3 

4 

7. How many children have you? 
Total 

daughters 
sons 
step-daughter 
step-sons 
other children 

8. Has your health ever Interfered with your woik? ................... . ........ yes ... 1 no 2 

If yes give dates and details 

9. As an adult have you experienced grief due to someone close to you dying or leaving? 

If yes give details 
yes ... I no ... 2 

10. Have you ever had depression? ................................................. yes ... I no ... 2 

If yes give dates 

11. Have you ever had treatment for depression? ............ . ............... yes... 1 no ... 2 

If yes give dates and duration of treatment 

12. Did you plan to start a fan ily when you first became pregnard? -... yes ... 1 no... 2 

If yes why at that time? 

13. Did you plan to have this number of children? ............. . ........ . .... yes... 1 no ... 2 

14. Have you ever smoked? ............................................................ yes ... 1 r)o ... 2 

if yes give dates and number of cigarettes a day 

6 
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IS. How many housework tasks does your husband do on his own? 
Most ......... 1 
Some ....... 2 
None ........ 3 
Examples of the household tasks husband does 

16. How much childcare does your husband do on his own? 
Most ......... i 
Some ...... 2 
None ........ 3 
Examples of childcare that husband doe 

17. How much emotional support does your husband give you? 
A lot .......... I 
Some ....... 2 
A little ....... 3 
None ....... 4 
Examples of emotional support 

1 B. Who looks after the money In your farrily? 
Shared (Money pooled) .......................................................... 1 
Split (Husband with his money, student with her money) ........... 2 
Husband (allocates housekeeping to student) ......................... 3 
Student allocates money to husband ....................................... 4 
Other ..................................................................................... 5 

Give details 

19. What labour saving appliances do you have now and which have you acquired In the last two 
years? 

&danoe Have N &Wred in The last bNo years 
Automatic Washing Machine .............. 1 ........................... I 
Vacuum cleaner ................................ 2 ........................... 2 
Reffigerator ...................................... 3 ........................... 3 
Freezer ............................................ 4 ........................... 4 
Tumble difer ..................................... 5 ........................... 5 
Dishwasher ...................................... 6 ........................... 6 
Microwave ........................................ 7 ........................... 7 
Phone ............................................. 8 ........................... 8 
Car .................................................. 9 ........................... 9 

20. Do you do any of the following? 
Dressmaking ...................... 1 
Knitting .............................. 2 
Vegetable growing ............. 3 
Gardening 

.......................... 4 
Wine or beer making ........... 5 
Baking ............................... 6 
Decorating ......................... 7 

7 
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3. EMPLOYMENT STARTER QUESTIONa 

A. What did you do when you left school? 
(Probe: training, job, unenploynvnt) 

B. Tell me about the Jobs you have had? 
(Probe: difficulties In getting jobs, fraining, job safisfactron, childcare, paft-timefulkifw) 

C. Can you tell me about your husbands wo* since you were marded? 
(Probe: unemployment) 

D. What has your work meard to you apart from the money? 
(Probe: enjoyment, soclaq 

RECORD: 

8 
IE%Ira sheet suppied In origFnaq 
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10. EMPLOYMENT TOPIC QUESTIONS 

1. Have you had any further education or training (up to OU course)? Give details of courses and 
dates: 

2. Did you get any qualifications atter leaving school? ....................... yes ... 
1 no... 2 

If yes give details 

3. What jobs have you done? (Prompt: dates, fuiVpart time, how heard about, reason for leaving) 

--Date 
(n1h. ya I Job FuWart tme (no. of hrs) I How heard about I Reason for Ieav1jDg 

2 

3 

4 

5 

4. Have you had difficuftles In finding a job at any Urne? ..................... yes ... I no 2 

If yes give details 

S. If you worked after having child(ren) what arrangernents did (do) you make for the childcare? 

6. Have you ever been unemployed? .............................................. yes ... I no 2 

If yes give dates 

7. What jobs has your husband had? (Prompt: approx dates, how heard about, reason for 
leaving) 

1 

2 

3 

4 

5 

9 
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a. Has your husband ever been unemployed? ................................. yes ... 1 no. - 2 

If yes give dates 

9. If your husband was unernployed how did the farrilly manage? 

10. Has your husbands health stopped him working? .................... .. yes... 1 no 2 

If yes give details 

11. Have you ever been active in a trade union? ............................... Yes... 1 no 

If yes give details 

12. Have you done any other work eg. homeworldng, cash jobs? ...... yes... 1 no 2 

If yes give details 

13. When you are working what kinds of things do you spend your earrings on? 
personal things for seff (eg. clothes, make-up, hobbies) ........... 1 
things for children (eg. clothes, toys, treats, school things) ........ 2 
housekeeping (eg. food bills) ..................................................... 3 
going out (eg. meals, trips, bingo) .................................. . ........ .. 4 
other ........................................................................................ 5 

Details 

10 
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4. COMMUNITY AND SOCIAL STARTER QUESTIONS 

A. What did you do in your spare time when you were younger? 
(Probe: for dfferences before and after nmniage) 

B. Can you tell me about the f dends and relatives In your life? 
(Probe: about close Mends, relations with parents, In-laws, sisters, brothers) 

C. Do you and your husband go out much or see friends together? 

D. What community activities have you been Involved In? 
(Probe: playschemes, vokintaty work, comrWttee mnibership) 

E. Who has helped you In the past? 
(Probe: when i/1, childcare, In a cdsis) 

F. Are there people In the community you have given help to? 
(Probe: do lavours, rmssages, look after children) 

RECORD: 

[E%lra sheet suppled In ofiginag 
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11. COMMUNITY AND SOCIAL TOPIC QUESTIONS 

1. What are your spare time activities now? 

2. What have been the main changes in your spare time activfties? 

3. What cornmunity groupsiorgaNsations/clubs/churr-h have you belonged to/attended (not 
Including community education group)? 
When did you start/stop? 
How often did (do) you go? 
Were (are) you a member, helper or official? 

1 

2 

3 

4. What have been the main changes In community groupstassociations/clubstchurch? 
_ 

5. What close Mends do you have? 
How often seen? Hmv far =Da What do yntj M? 
Daily ....................... 1 Less than 1 aile.. 1 Chat .................... 1 
A few fimes a week.. 2 2 fkusewoik 

.......... 2 
Weekly ................... 3 &20 ftles ....... 3 Childcare 3 
Monthly .................. 4 Over 20 ftles. - 4 Shopping 

............ 4 
Rarely .................... 

Cbse fdands fWdta In 

5 

I I O=e In 1A 

Goout(Spedfy). 
- 

)I We In 

5 

1 

2 

3 

Relatives 

2 

3 

12 



I 
VtesLs Page 429 AppendLx D 

6. What have been the main changes In close friends and relatives? 

7. How often do you and your husband go out together?: 
More than once a week 1 
Once a week ........ ..... ...... 2 
Every couple of weeks ...... 3 
Once a month ................... 4 
Less than once a month .... 5 

S. When were there changes In going out together? 

9. Do you and your husband See frlGndS together? .......................... yes... 1 no 2 

10. When were there changes In seeing friends together? 

11. Who would you turn to for help with? (Prompt: husband, mother, sister, friend, doctor, 
teacher) 

feeling low 

problems with children 

1A problems about money 

childcare 

relationship with partner 

12. When and what changes have there been In where you go for help? 

13. Is there people In the community who you have given help to? ..... yes... 1, no 2 

H yes give dates, persons and help 

13 
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5. SERVICES STARTER QUESTIONS 

A. Can you tell me about the local services you have used? 
(Pronpt. * heafth, social work, housing, recreation, local delvedes, etc) 

B. What children's services have you used? 
(Prompt. mother and toddler group, playgroup, nursery schools) 

C. Have you had any difficultles with the services? 
(Pforrpt. getting what you need, complaints, consuftation) 

RECORD: 

[E%Ira sheet suppled in ofiginag 
14 
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12. SERVICES TOPIC QUESTIONS 

1. What public services have you used? (Prompt) 

Pubic Service Us 
HEALTH 
Doctor ......................... Health Visitor ............... Midwife ....................... SOCLALWORK 
Social work .................. Home maker ................ Childcare Officer .......... Community work .......... Welfare Rights ............. EDUCATION 
Nursery School ........... Primary School ............. Secondary School ........ Home Unk Teacher ...... Education Welfare ........ Community Education.. 
Further Education ........ 

I Date first used 

I ........................... 2 ........................... 3 ........................... 
4 ........................... 5 ........................... 6 ........................... 7 ........................... 8 ........................... 
9 ........................... 10 ......................... 11 ......................... 12 ......................... 13 ......................... 14 ......................... 15 ......................... 

Housing ...................... 16 ......................... ........................ Social Security ............. 17 ......................... ........................ UTLMES I 
Gas ............................. 20 ......................... ........................ Electricity 

.................... 21 ......................... ........................ Telephone 
.................. 22 ......................... ........................ 

Police ......................... 23 ......................... ........................ ............................................ Probation .................... 24 ......................... ........................ ............................................ 
Recreation .................. 25 ......................... Librarv ......................... 26 ......................... Other(s) ...................... 27 ......................... I ........................ I ............................................ 

2. What voluntary services have you used? (Prompt) 

Volurtaly service Used Date first used 
Mothers and Toddlers ... I .............................. Playgroup ................... 2 .............................. Playscheme ................ 3 .............................. Church ....................... 4 .............................. ........................ ......................................... Other ......................... 5 .............................. ........................ ......................................... 

3. What commercial services do you use? (Prompt: entertainment, local deliveries, mail order, 
credit, Xmas club, appliance repairs) 

1 

2 

3 

is 
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4. Have you had any difficulties with services? ................................. yes 

If yes give details 

5. Have you ever been to a local meeting about services? ................ yes... 

If yes give approximate date and the subject of the meeting 

END OF QUESTIONNAIRE 
6. This Is the end of the questionnaire, Is there anything you would like to add? 

7. Are there any further points you would like to make? 

THANKS 

END 

Time now 

no 

no 

16 
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6. CHANGES STARTER QUESTIONS 

A. Tell me about the OU course(s) you have taken? 
(Probe: details of OU course(s) taken) 

B. Have you taken any other courses? 
(Probe: practfcal, 0 and H grades, vocational courses) 

RECORD IN TOPIC UST (PAGE 18): 

C. What has doing the course(s) meant to you? 

D. Did the course(s) make you feel differently about yourself? 

E. Has the oourse(s) helped you make (or cope with) changes in your Me? 
(Probe: for changes within the household, changes in relationship with partner and children, 
changes in community activities, changes in employment) 

F. Has the course(s) changed your views about the future? 
(Probe: further education, community activities, employment, childrens education) 

RECORD: 

[Extra sheet supplied in odginaU 
17 
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7. CHANGES TOPIC QUESTIONS 

Fducation and Training 
1. What OU Community Education courses have you taken? Give details: 

I 

2 

3 

4 

2. What other courses have you taken (since first OU course)? 

2 

3 

4 

3. How cid you hear about the (first) OU Course? 

Details 

4. Why did you start the (first) OU course? 

5. Did you know the group leader before the (first) OU course? ......... yes... 1 no 2 

6. Did you know any group members before the (first) OU course? 
None .... 1 
Some ... 2 
All ........ 3 

7. What was you husband's attitude to the (first) OU course? 

8. What was your children's attitude to the (first) OU course? 

9. What were your friends and relatives views? 

10. How did you find time for: 
Group meetings? 

Private study? 

18 
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11. What arrangements were there for childcare? 

12. How did you got the learring materials for the (first) 0ourse? 
Provided free ....................... 1 
As a sponsored student ....... 2 
By payment ......................... 3 
If you had to pay how much was this? 

13. If you have taken more than one OU course why did you decide to take another OU 
course(s)? 

14. Has the OU course helped you take up a (non-OU) course.? ....... yes 

If yes describe how the course helped 

Personal and Familv 
15. Did the course make you feel differently about yourself? ............ yes I 

If yes describe In what way 

16. Have you changed the way of doing housework? ....................... Yes... 1 
(Prompt: changed routine, do different things, changed standards, 
more help from husband) 

If yes describe the changes 

I 

17. Have you taken some particular action affecting your family? ........ yes... 1 
(Prompt: change meals, change children's diet, take exercise) 

If yes describe what you have done 

18. Have the things you do with your child(ren) changed as a result of the course?. 
yes... 1 no 2 

If yes describe the changes 

19. Has the way you relate to your child(ren) changed as a result of the course? ", 
(Prompt: more patience, less punishment, more time) ....................... yes... 1 no 1 

If yes describe In what way relationship has changed 

no 

no 

no 

no 

19 
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20. Has the course(s) led to changes In your relationship vAth your husband? 
(Prompt: more assertive, he helps more, discuss more) ..................... yes... 1 no 2 

if yes say In what way relationship has changed 

JEMPIMMI 
21. If you started a job after the course, did the course help you get the job? 

yes ................. 1 
no ................... 2 
not applicable.. 3 

If yes say how the course helped 

22. Has the OU course helped in your paid work? ................................. yes .................. 1 
no .................... 2 
not applicable.... 3 

If yes say how 

23. Since the course have your responsibilities at work changed? ........... yes ................... I 
(Prompt: promotion, new responsibilities, become active In trade union) no .................... 2 

not in Paid work. 3 

If yes describe change 

Community and Social 
24. Have you made close friends from the OU learrilng group? .......... yes... 1 no 2 

If yes give details of close friends 

25. Do you continue to meet people from your OU learning group?.. yes... 1 no 2 

If yes give details 

26. Since the course has your relationship changed with your other friends? F 
yes... 1 no... 2 

If yes give details 

27. Since the course has your relationship changed With close relatives? yes.. I no... 2 

If yes give details 

28. Since the course have you become Involved In voluntary work/community organisations? 
yes... I no... 2 

If yes give details 

20 
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29. Do you use what you have learnt In voluntary workloommunfty orgarisations? 
yes ................... 1 
no .................... 2 
not applicable ... 

3 

If yes give details 

30. Has the course helped you help other people in the comnvirfdy?. yes 1 

If yes please describe how helped 

31. Do you tak to other people about what you leamt? ..................... yes... 1 no 2 

If yes who and what sort of thiNs 

SBPAces 
32. Has the courses helped you In using (or gaining an entitlement f rom) pubic services? 

yes... 1 no... 2 

If yes give details 

33. Has the course helped you In using voluntary services? ............... Yes... 1 no... 1 

If yes give details 

34. Has the course helped you In using commercial services? ............ yes... 1 no... 2 

If yes give details 

Looking Ahead 
35. Did the course change how you think about the future? ............... yes.. 1 no... 2 

H yes describe in what way 

36. Have your hopes for your children changed since taking the course? 
Yes... 1 no 2, 

If yes describe how hopes changed 

[GO TO CHILDHOOD AND EDUCATION TOPIC QUESTIONS PAGE 41 

no 

21 
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Appendix E- Letter to Group Leaders/Organisers 

The Open University 
Walton Hall 
Milton Keynes 
MK7 6AA 

Aug 1987 

Dear Group Leader/Orgardser, 

You are probably aware that I have been carrying out research on the use ol Open University 
Community Education courses In Glasgow. I have appreciated the help I have had from the 
Community Education Service, Nursery Heads, Group Leaders and from Denis Brady who has 
helped with advice and In making arrangements for me to meet people. I am wrifing to ask for 
your help. The students listed on the enclosed sheet have been selected at random and are In 
group(s) that you were responsible for In 1986. We believe that a sensitive approach from 
someone who they know through a learning group will be the most appropriate way of 
encouraging them to take part In an Interview. 

I am focussing on Glasgow because this Is where there has been the most extensive and 
impressive use of these courses. During this year I have carded out a number of pilot Interviews 
with students and group leaders and have now reached the stage for the main study Involving 
a random sample of students f rom the whole of Glasgow who gained Certificates In 1986. 
Rather than carry out the next stage of Interviews myself we have recruited local people who - 
are familiar with the courses who will be trained as Interviewers. 

You will appreciate that it is necessary to ensure that the sample of students is truely random 
because if there was any bias In those who are Interviewed it would not be possible to draw any 
conclusions about what happens to students generally after taking a couse. For example some 
of those who are now in paid employment might be more difficult to contact than those who 
were still taking courses. This means that it Is particularly Important to make contact with all the 
students In the sample and to encourage them to participate In the Interview. 

Your help is vital. Can you contact each student and ask H they will be willing to be Interviewed. 
Please emphasise that the interview will be Informal and allow the student to describe how the 
course(s) fitted in to their lives, there are no difficult or embarassing questions nor Is it a test of 
what they have leamt from the courses. Everything they say will be treated In the strictest 
confidence and not released to anybody In a way that Identifies Individuals. I want their views 
and experience as OU students as this will help the Open University develop its work In 
Community Education. 

I thank you In advance for your help. 

Yours sincerely, 

Nick Fames 
Director of Community Education 
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Appendix F- Student Numbers and Courses in Glasgow 1982-87 

Student Numbers 
7be total numbers of students receiving Certificates and the number of 
student/courses Ue. if the same student takes two courses and gains Certificates this 
counts as two student/courses) at the end of each year are as follows: 

1982 1983 1984 1985 1986* 1987 Total 

Students 234 243 365 496 515 632 2485 
Student/ 
courses 235 246 376' 591 602 726 2776 

0 7he total number of students gaining Certiftcates In 1986 in the whole of Strathclyde Region 
(including Glasgow) were approximately 2500. 

Data from Department of Education: Glasgow Division, Community Education Service, lists for 
the presentation of Certificates. 1982-87. 

Table: Student and student1courses In Glasgow from 1982-87. 

Courses 
The numbers and percentages (in brackets) of Certificates awarded for each course 
each year in Glasgow is given in the table below: 

Course Code and 7itle 1982 1983 1984 1985 1986 ý . 
1987 

9 11 First Years of LAfe 31 (13) 10-(41) 36 (10)., 55 (9) * 35 (6) 
'10 

(1) 
912 Pre School Child 108(46) 131(53) 160(43) 196(33) 184(31) 206(28) 
913 Childhood 5-10 70 (30) 93 (38) 102(27) 148(25) 158(26), 143(20) 
914 Parents & Teenagers 0- 0, , 39 (10) 40 (7) 41 (7) 51, (7) 
921 Health Choices 26 (11) 12 (5). . 39 . (10) . 141(24) 116(19) 154(21) 
964 Healthy Eating 0 0, -1 10 - 0 8- (1) 

-, 
36 (5) 

941 Planning Retirement 0 0 0 0 4 (1) '10 (1) 
650 Caring for Older Ppl 0 0 0 11 (2) 31 (5) 62 (9) 
593 Women & Young chld 0 0 0 0 9 (1) 19 (3) 
595 Look After Yourself 0 0 0 0 7 (1) 14 (2) 
596 Developing Child 0 0 0 0 0 7 (1) 
597 Family Relationships 0- 0 0 0 1 (0) 4, (1) 
599 Health & Retirement 0 0 0. 0 8 -(1) 0 
555 Patterns for Uving 0 0 0 0 0 10 (1) 

Course Range 4 4 5- 6 12 13 
Total Students 234 243 365 496 515 632 
Total Courses 235,. 246 376 591 602 726 

Table: Numbers of students and percentages (in brackets) gaining Certificates In each course 
each year. 
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Appendix G- Notes for Interviewers 

THE OPEN UNIVERSITY 

Commudty Education Impact Study 

Briefing Notes for Interviewers 

Introduction 
These notes give a brief background to the research and the methods adopted In this survey 
and provide you with Information about how to carry out interviews using the Interview 
Document. Copies of this will be provided at the training session. The notes. In conjunction 
with the training and the practice Interview will enable you to acquire the knowledge and skills 
necessary to begin Interviewing. 

The Open University Community Education programme began offering short courses In 1977. 
As early as 1978 these courses were being used by a variety of organisations In Glasgow. 
Gradual expansion In the use of the courses occurred and by 1981 there were students In all 
divisions of the Strathclyde Region. Formal collaboration between the Open University and the 
Regional Council Departments of Education and Social Work was established In 1981. By 
1986 there were over 2500 people studying courses In 400 groups organised through 
statutory and voluntary agencies. In Glasgow division 520 students received Certificates In 
1986. Glasgow provides a unique location for examining the Impact of these courses because 
it has achieved the most extensive and Innovative use of the courses In Britain. 

Alm of the Research 
The aim of the research Is to see how Community Education courses fit Into people's Ives, why 
at a particular stage of their Ives they take the courses, what changes occur after taking the 
courses and the help provided by the courses. The research Is exarnining the role the courses 
have In Increasing students self-confidence and In helping them make changes at home, 
participate In and run local activities, become Involved In further education, community 
representation and employment. The results of the research will be used by the Open 
University to Improve Its courses and to make them more relevant to peopleW Ives. This survey 
Is the main part of the research. 

The purpose of the survey is: 
1) To collect detailed life histories of students up to the time of the interview. 
2) To obtain student's views on what Influence the OU courses have had on their Ives. 

A life history approach has been adopted because the significance of courses of this kind can 
only be understood through a full appreciation of students! Ives and circumstances. Students 
reactions to the courses and the changes they can make are dependent on their earlier 
experiences, current circumstances and their fife stage. Life histories are not just a Ist of facts 
but Include the dramas, joys, difficulties, successes and relationships that the Individual sees 
as being Important In her life. 

Research Method 
The method Is based on the technique used by Professor Malcolm Johnson and Dr Silvana C1 Gregodo to collect fife histories of elderly people and Information on a Meals-on-Wheels 
service In Leeds. The Interview Document that you will be using has been adapted and developed for use with women who have taken OU Community Education courses in Glasgow. 
An earlier version of the document was pilot tested In Glasgow by Nck Fames In May and June 
this year. 
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Students 
The names of students In Glasgow who received Certificates in 1986 were, In effect, put into a 
hat and 60 names were taken out. This means that about one In every eight students has been 
selected. The reason that particular students have been selected and asked to come for an 
Interview Is therefore pure chance. however, it is especially important that those selected are 
Interviewed because with a random sample it will be possible to draw conclusions about all OU 
students In Glasgow. For example, If we find that a quarter of the 60 now have part-time jobs it 
Is reasonable assumption to say that a quarter of all those who took courses In 1986 now have 
part-time jobs. But If a large number of those with jobs were not able to be interviewed, those 
that did come would give us a distorted picture. 

Interview Arra0gements 
The Group Leaders/Organisers who know the students will contact them, tell them about the 
Interview, reassure them and ask them If they will agree to be Interviewed. Arrangements will 
be made so that it Is convenient for you and the student to meet and spend about one and a 
half to two hours on the Irderview. 

it Is vitally Important that you treat all the Information collected In the Interviews in the stdctest 
confidence. This means that you should riot talk to anyone about details of the Interview and 
not show the completed Interview Document to anyone. Students confidence and willingness 
to give honest replies will depend on you giving reassurance that nothing they say will be 
revealed. The results of this work will be written up in a way that makes it impossible to identify 
students. 

Session 1: 
The Interview training will Involve two half-day sessions. In the first session the research study 
will be briefly described and the purpose of the Interviews and the method adopted explained. 
The Interview Document that you will be using will be Introduced and you will be taken through 
this In detail. You will be shown the overall procedure for the Interview and the questions will be 
explained. You will be told how to record the Information provided by the students. 
Practice Interview. 
In the time between the sessions you should arrange to carry out a full practice Interview with a 
relative or friend of your choice. This Is the best way to learn the skills that you will need for the 
real Interviews. Your practice Interview will also NO you become familiar with the Interview 
Document. 

Session 2: 
The second session we will discuss difficulties arising f rom the practice interview and clarify the 
procedure and how replies can be recorded. it will be Important for Interviewers to share their 
experience and derive a common approach to the Interviews. The arrangements for meeting 
students will be described and the students names for the first Interviews allocated. 
Adrninistrative details for returning the completed Interview Documents and for the payment of 
training and Interview expenses will be dealt with. 

The Student Interviews, 
The Interviewers manner has to put the student at ease and convey confidence and 
competence. If the Interviewer appears hesitant the student may feel uneasy or be unwilling to 
cooperate. Interviewers will be familiar with the questions and trained for their role In an 
Interview. However, the students are not and they need assistance and reassurance In the 
unfamillar task they are being asked to perform. They must be helped to realise that they are 
not taking part In a job Interview, nor an ordinary conversation. If students think they are being 
tested they will worry about giving the Wrong' answers or that they are unqualified to answer, 
some questions. If they think the Interview Is af dendly chat they may stray from the subject and 
avoid answering questions. 
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Avoldil3g Bias 
in normal conversation people often slant what they tell another person towards what they 
think he or she expects or likes to hear. This does a lot to smooth ordinary social relationships, 
but provides great dangers In an Interview. While it is Important to establish an easy, pleasant 
relationship with the students taking part, you must avoid giving Clues about your own attitudes 
and expectations, or say anything about your own background, at least until after the Interview. 
You may be asked about your family or where you live, but your answers to even such simple 
questions as these may lead the student to change or modify what they say. 

Interviewers must ask all questions In a neutral, straightforward way and accept answers In the 
same manner. A reaction of surprise or disbelief or an over sympathetic reaction may easily 
aff ect the students' later answers. Showing no reaction other than polite Interest calls for 
continuous effort. Interviewers have to maintain a detached attitude, but ensure that the 
Interview Is relaxed and friendly. 

At the Start 
At the start you should explain that you have been Involved In Community Education and are 
being employed by the Open University to carry out Interviews with students. The results will 
help the University Improve its courses. It Is best for you to Introduce yourself In your own 
words covering the points below (see Procedure). Reading out an Introduction can sound 
hollow and have an off-putting eff ect. 

It Is Important to find out whether the student has to leave at a particular time. for example to 
collect children or to start work. Rernind them that the Interview will last about one and a half 
hours or a little longer and check that they will be free for this time. In the unlikely event that 
they cannot stay for the required time It may be necessary to arrange another time when they 
will be able to. If you are unable to finish you may have to arrange another meeting to complete 
the Interview - but this should be avoided If at all possible. 

Small details can eff ect the success of an Interview. Remember that many people may feel 
uneasy at the sight of papers and associate this with unpleasant Interviews with officials. It Is 
Important to have the Interview Document and pencils In a folder so that you can produce them 
unobtrusively. 

You should try to sit facing students, but not so near that they can start reading the questions 
rather than listening to them or reading what Is being written down rather than thinking about 
what they are saying. Direct the student to the chair that you ward them to sit In. Arrange the 
Interview Document so that you can refer to the relevant questions and write answers easily 
and have spare pencils at the ready. If the student has to leave at a certain time. it Is useful for 
you to be able to glance at the time without the student to be put off or worrying. 

Pace of the Interview 
The interviewer has to ensure that the pace of the Interview suits the student. Some people 
answer quickly and want to get on with the Interview as fast as possible. Others need more time 
to think, they are after all hearing the questions for the first time and may be considering things 
they have not thought about a lot before. 

it Is helpful to look at the student often, especially just after asking a question. Too little eye 
contact can make the interviewer appear uninterested and withdrawn; too much. however, can be embarrassing to the student. 

You can add informality to the interview by adding Ink phrases and cornments of your own. But 
it Is inportant that these phrases have no bearing on the answers given and do not lead to any bias In the replies. Phrases such as We can move onto the next section now'. 'I'd just Ike to 
check'can help the flow of the Interview. 

During the Interview the student may ask why a particular question has been IrcJuded. 
Interviewers need to be familiar enough with the purpose of the research to give an adequate 
explanation. The briefing and Instructions should ensure this. R the purpose of each question 
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Is self-evident or can be simply explained, the student will usually give honest and 
unembarrassed replies. 

The Interview Document Is In two parts: the first part consists of open ended Starter questions 
covering 6 themes: Childhood and Education, Personal and Family. Employment, Community 
and Social, Services and Changes. There are 3-6 Starter questions for each theme and are 
printed on coloured paper. The second part consists of a number of more specific lopic' 
questions for each theme and appear on white paper. 

In the main part of the interview the students should be encouraged to talk freely about their 
Ives and the course(s) and what has been Important to them. The Starter questions are 
provided to help and do not require specific answers. The style of this part of the Interview 
should be for the student to be doing most of the talking to a sympathetic listener. The second 
part of the interview will be to use the Topic questions to check specific Information that may 
have been covered earlier. 

In the Interview Document there are open ended Starter Questions and four main types of 
Topic questions: 

a) Open Ended 
The main part of the Interview uses open ended Starter Questions. For example: 
A. What has your health been Ike during your life? ' 
B. What has doing the course meant to you? ' 
Students answers to questions In this style can be any length and written In the unrestricted 
space provided. 

b) Short Answer 
The second part of the Interview deals with short answer questions such as:, 
1. What area did you spend most of your childhood? ' 
2. 'How did you hear about the course? ' 
Answers to these kinds of question can be written on one or two lines. ' 

c) Pre-eggled Questions 
Also In the second part are pre-coded questions where a number Is placed alongside each 
answer. This number will be keyed Into a computer to held with the analysis. For example: 

1. Has your health ever Interfered with your work? ............................. yes... 1 no.. -., 2 

2. Did you know any group members before the course?, 
None ...... 1 
Some..... 2 
All ........... 3 

For this type of question the number alongside the answer should be circled. For example for a, 
student whose heafth had never Interfered with their work, a circle should be drawn around the 
number 2, le. 'no'. If you make a mistake and circle the wrong number then draw two diagonal 
Ines though the circle and a circle around the correct number. 

d) Combined Questions 
Many questions In the second part are combined pre-coded and short answer questions. For 
example: 

1. Did your mother work during your childhood? ............................... yes... 1 no 2 

If yes state mothers J00 
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2. Has the course helped In your paid work? 
yes .................... 1 
no ...................... 2 
not In paid woik .. 3 

If yes say how 

For questions of this type deal with the pro-coded part first and circle the appropriate nurnber. 
Then write In the reply (if any) to the short answer question. 

e) Comj&und Questions 
This type of question can take a number of forms but usually Involves filing In a grid Ike the 
examples below: 

1. What latmr saving appilances do you have rxm and Which have you acquired In the last two 
year?: 

AMIanoe Ha ve now 6=ired In the last Ma years 
Automatic Washing Machine ....... 1 ............................. 1 
Vacuum cleaner ......................... 2 ............................. 2 
Refdgerator ............................... Freezer ..................................... 

3 
4 .......................... .3 

.......................... 
::: 4 

Tumble drier .............................. 5 ............................. 5 
Dishwasher ............................... 6 ............................. 6 
Microwave ................................. 

7 ............................. 7 
Phone ...................................... 8 ............................. 8 
Car ............................................ 9 ............................. 9 

This example the first column should be checked first. That Is the applances that students 
have now should be Indicated by circling the appropriate numbers In the first column. Next a 
check should be made on which of the appliances have been acquired In the last two years 
and the numbers In the second column circled. 

2. 
Mothers and Toddlers I .............................................................................................. Playgroup ..................... 2 .............................................................................................. Playscheme .................. 3 .............................................................................................. Church ......................... 4 .............................................................................................. Other ............................ 5 ............................................................................................... 
This example Is best worked on across the page. The Information for each voluntary 
organisation should be completed before moving onto the next. Obviously it win only be 
necessary to provide Information If the student has used a particular organisation. If. for 
example, the student had become a member of a Mother and Toddler group then the number 
'I'should be circled and the date written under lirst used' eg. Sept 1985. Next the frequency 
of the meetings should be written eg. every week, and the details might Include where the 
group met. If the student had not been Involved In playgroups then there would be no need to 
write alongside 'playgrouW. 
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3. What OU Comnwnfty Education oourses have you taken? C-Ave details: 

Title Start Date (rTfth. yo Duration (rrfths) Meeting Place Group leader No. In the groLlp Cert 

2 

3 

4 

This type of question can begin by writing down all the courses the student has taken starting 
With the first followed by the next and so on. Next the dates that these courses weretaken can be added. Then for each course the rernalning details can be added. 

Whether the answers should be dealt with across or down the page Is usually a matter of 
convergence. The Interviewer should do whatever Is easiest. 

Proml2ts 
Some questions Include 'prompts', for example: 

A. Can you tell me about the children's services you have used? 
(Prompt: mother and toddler group, playgroup, nursery, schools) 

Prompts suggest answers to the students and those provided should b6 used N necessary. In 
this example the first part of the question should be asked, followed by a pause. If the student 
begins to answer then this should be recorded. If the student appears uncertain as what Is 
meant by 'children's services'then the prompt should be used. If the student mentions one 
service then the others In the prompt might then be used. Whenever a prompt is used this 
should be Indicated by writing7before recording the response. You should not branch out 
and add prompts of your own but you should probe (see below) where necessary. 
P-robes 
Probes are Included vAth some questons. For example: 

1. Can you tell me about the jobs you have had? 
(Probe: difficulties In getting jobs, training, job satisfaction, childcare, part-time/full-time) 

2. Has the course helped you make changes In your fife? 
(Probe, for changes In the household, changes In relationship with partner, children, changes 
In community activities, changes In employment) 

The first part of the question should be asked and the students reply recorded. Further 
questions can be added to explore the areas listed after probe. For example 0 the student had 
not already mentioned It the Interviewer might say 'did you have any difficulty In getting jobs?, 
or What arrangements did you make for childcare? The replies would be recorded in the usual 
way after writing a 'P. You should not go outside the areas mentioned and be careful to phrase 
your questions neutrally, In other words do not ask questions that reveal your opinions or 
experiences, it Is the studentsthat are wanted. 

You can probe questions which do not have probes given but only use phrases such as 'can 
you tell me more about that? ' Ware there any other reasons? 'or gestures such as an 
expectant glance with an 'umnY oruh huh'or Ves ... ' followed by an expectant silence giving the student time to think. 
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it is very easy to fall Into the trap of assuming that we know what people mean when they say 
something, and some people even think it Is rude to ask a person to explain what they mean. 
This Is not so; it displays a flattering attention to and Interest In what they are sayingl 

Students may use unclear words such as Important! or make vague references It was because 
of my health, or age, or because of the welfare'. You may need to clarify what is meant with 
probes such as: 
'Exactly why do you think this Is Important? ' 
14ow do you mean Its because of your heafth? 
'I don't quite understand what you mean by in7pottant' 
'in what ways does it effect your healthT 
ýCan you explain a little more fully ... T 

Probes to encourage the student to give more Information should always be used and should 
be used several times If necessary especially In the 'Changes! theme until the student 
positively Indicates she has nothing further to add. The form of the probe should be positive: 
eg 'what else?; which encourages students to think, rather than 'anything else? ' or'nothing 
elseT which make it easy for the student to give up. 

As one purpose is to get as full a life history as possible to constnxl accurate We Ines'. Where 
a number of events are mentioned In diff erent parts of the interview eg. a child starting nursery, 
moving house, starting work, and taking an OU course it IA411 be necessary to see how these 
relate in time and whether they are connected. Remembering dates is not easy and it will be 
helpful to use probes such as: 

'was this before your son started nursery? ' 
'was this after you gave up work? ' 

Always record dates as accurately as possible. For earty dates (up to the birth of the first child) 
the year will probably be sufficient but for dates after this obtain the month as well as the year If 
possible. Obviously you should avoid making the student anxious by pressing too hard for 
forgotten dates. 

Do not let the use of probes Interfere with or Interrupt the students description of their Ives in 
the first part of the Interview unless they drift too far off the point. Whatever probes are used, 
the Interviewer's task Is clear to draw out all relevant responses from students; to ensure shy 
and unforthcorning students have as much chance to give their experience as talkative ones; 
to be neutral, interested and persuasive. 

Answers to open ended questions should be recorded In the student's own words, riot 
summarised or paraphrased. The only parts of what students say that can be left out by the 
Interviewer are 'ums', 'ers', and 'you knows', straight repetitions and Irrelevant asides or 
digressions. Accurate recording of answers Is not easy and takes practice. 

The best way to achieve verbatim recording is to start writing Immediately the student starts to 
talk. If it proves Impossible to keep up then make sure to Include all main points In the students 
own phrases. Words abbreviated at the tirne of the Interview will have to be written over In full 
by you after the Interview but never rewrite the replies afterwards. 

If the student speaks very fast you may have to slow her down. usually by sayinguh-huh' or 
Ves', or by repeating her words aloud at writing speed. When the student sees you trying to 
take down what she says word for word she will usually slow down without being asked. 

When using the Starter questions you should show In the written answer, where you asked 
each question with the letter Identifying each question. Thus after asking question A write W 
In the left margin before you begin writing the students reply. Then when you ask the next 
question write '13' and so on for all the questions you use. 
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Remember to also record where you use prompts or probes with the letter'P. With the other 
types of questions In the Topic lists you should also show where you used prompts and 
probes. 

Procedure 
The Irderview should begin with an Introduction In your own words covering the points In this 
example: 

WeIAD, Maty Strith (skidentV name), my name Is Margaret Jones flnlerWewees name) and I am 
*vddng for the Open UrdvefsV. I want to learn about your expedences as an Open Uriversfty 
stLdent and how this fits Into your Ne. I'd Nke to hear about your earfer He and your He now so 
that I can got a full picture of you as a student. Your he(o In telfing about ), ourseff and what you 
got out of the course(s) will help the UnivefOy Improve the coufses. Evetything you say will be 
ftated In the strictest confidence and W11 not be reported or written up In a way that reveals 
your Adentity. 0 

7 shaff begin by asking you about your Nfe before going onto asking you about your reactlons 
to the course(s). To keep a record I will wdte down what you say. ' 

Wave you anything you would Ike to ask nv ?0 

OOK, can I statt by askng about your early Ife and school? w 

After your Introduction the first Starter question of the first theme 'Childhood and Education' 
should be asked: "What was your schooling fike? w The students response should be recorded 
In writing In the space provided. Other Starter questions can be use as necessary to get the 
student to cover further areas In this theme. 'Prompts' can be read if the student Is not clear 
what Is meant by the question. 'Probe' Information is provided for your guidance for further 
questions 9 the student does not cover the points In reply t the Starter question. When the 
theme has been adequately covered the Interview can move onto the second them -'Personal 
and Farnily' and the first Starter question asked. This should proceed as for the first theme. 
Each theme can be dealt with In the same way except for the'Changes! theme where the 
responses to the first two Starter questions should be recorded In the Topic questions. When 
the 'Changes' Starter questions have been completed the Interviewer should say: 

Mank you, we have covered a great deaL Can I now make sur# fhat we haven? left anything 
oLl by checkIng over my Ist? ff / can return to your reacgons to Ow course(s) first". 

The Topic questions for the 'Changes' theme should be checked first. Where Topic questions 
have been dealt with earlier the response should be transferred and written down In the space 
available beneath the Topic question. If the question has not been dealt with earlier of the 
Interviewer Is not sure or unclear, the Topic question should be asked and the answer written 
down. Each Topic question should be answered either f rorn earlier material without asking the 
question or by asking the question directly. 

When the 'Changes' Topic questions have been completed the Interviewer should return to 
the first theme 'Childhood and Education! and say: Van I now check details of your eady He ?w 
and proceed as for the previous theme. Each theme's Topic questions should be covered, 
ending with the 'Services' theme. Finally the student should be thanked for their help and 
reminded that their experience Is Important for this research and will be treated confidentially. 

Thus the sequence for the Interview and the Interview Document page numbers Is as follows: 



Apper, dLx G Fbge 448 Thests 

INTRODUCTION 

STARTER QUESTIONS (Pink Sheets) 
1. Childhood and Education ....... page 4 
2. Personal and Family ............... page 6 
3. Employment .......................... page 9 
4. Comrnunity and Social ............ page 12 
5. Services ................................ page 15 
6. Changes ............................... page 18 

TOPIC QUESTIONS (White Sheets) 
7. Changes ................................ pages 19-22 
8. Childhood and Education ........ pages5-6 
9. Personal and Farnily ................ pages 7-8 
10. Employment ......................... pages 10-11 
11. Community and Social ........... pages 13-14 
12. Services ............................... pages 16-18 

THANKS 
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Appendix H- Letter to Students 

AppendLx H 

The Open University 
Walton Hall 
Milton Keynes 
MK7 6AA 

Dec 1987 

Dear Student, 

Thank you very much for giving the time to talk about your experience with 
Open University Community Education courses and how they fitted into your 
life. What your have said will be treated with the strictest confidence and your 
name will not revealed. 

From my discussions with students I have been very Impressed with the work 
that Is being done In Glasgow and the enthusiasm that students and group 
leaders bring to the courses. Your help will enable me to carefully build up a 
picture of how the courses are studied and what they mean to students. This 
will be used by the Open University to Improve the existing courses and to 
produce better new courses. 

I wish you well for the future and for any further courses you go onto study. 

Yours sincerely, 

Nick Farnes, 
Director of Community Educatio n. 
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Appendix I- Example of a Computer File of Students! Responses 
Recorded in Interview Document 

Tnterview Details 
001145 
002, NXXXXX, NXKXXXX 
00300 
004 XXXXXX XXKXXXX 
0050 
006 St. Mungo's Adult Education Centre 
007 02/02/88; 10.15.115mins 
008 Arrangements were fine 
009 Student was fairly relaxed and therefore quite forthcoming. although since she 
only lived with her husband for one and half years she didn't really want to answer 
questions about him. 
0100 

1. Childhood and Education 
Starter Questtons: 
0 111 loved school. I was always clever at school. Primary you always got prizes at 

exam time. I left school when I got the chance of ajob, so I had to leave 
immediately. I was going to sit 70 levels. 

012 1 was born and lived In Castlemilk till I was 16. One older bmther and one 
younger sister. I think I was OK. my father always worked. my mother worked 
when we were older - from about 6yrs of age. 

013 Me and my brother always shared housework. I watched my young Sister a lot 
when she came along. she's 1 lyrs younger than me. 

7bptc Questtorw 
10117/02/63 
10224 
103 Castlemilk 
1040 
105 Printer 
106 1; Quilter in a factory 
1072 
1082 
109 3: 1; 1; 0: 0 
110 2; Watched neighbours 5 children a lot while she was in hospital after school. My 

young sister. 1 lyrs younger. I watched. took and collected from nursery. gave her 
lunch while mum worked. 

1113. Shopping. cleaning - everything 
112 1; Gran died when I was 5 
1132 
1142 
11516 
1162 
1171 

2. Personal and Family 
Stcul, er Questions: 
0211 was married at 17 and I lived in Castlemilk. I met him in a pub in town. 
022 I've 2 sons. one's 6 and one's 5. I'm dtvorced so I find it hard. 
023 No sharing, It was a mistake. I was married one and a half years -I did 

everything. 
024 Severe depression quite recently when I had a miscarriage. 
7bpic Questions: 
20117.5 
20217.5 
203 1; Ended when I Was 19 
2040 
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205 1: 2 First month 
206 2: Castlemilk* Sept 1980; Flat: Rent: Separated ftwn husband 

Parents: for one month 
Dalmarnock; Feb 1982; Flat: Rent; StiR there 

207 2: 0.2; 0.0: 0- 24/05/81.12/07/82 
2082 
2092 
2 10 1: Jan 1988 - due to a miscarriage 
2112 
2122 
2132 
2142 
215 3. NA 
216 3. NA 
217 4. NA 
218 5; Student looks after own money 
219 4: 2,. 3.4; &2 
2201: 7 

S. Emn1gyment 

Starter Questions: 
0311 left school and started in a shop's office doing general office work. 7ben I got a 

job with better wages as an Administrative Assistant. Since I left work to have a 
family I've been unemployed. 

032 7be two jobs I've had I had noproblem getting. Yes -I had job satisfaction. I feel 
its really important. My mother lives 3 doors away. so she's available during the 
day. 

033 He never worked 
034 Independence - self confidence - social life. helps youtnak new friends. 
7bpic Questions: 
301 No 
3022 
303 2; 

Jan 79; Clerical Assistant; 40; Job Centre; Better prospects 
Jul 79; Admin Assistant; 37: Father worked there; To have a family 
Nov 86-Oct. 87; Trainee Media Assistant. 30; Radio Clyde: Course was only for 
lyr 

304 1; Past few months 
305 When I worked for Clyde Action, my mother and my close friend Katy looked 

afterthekids. 
306 1: March 81 -Nov 86. Oct 87-present 
307 NA 
308 1: All the time we were married 
309 With difficulty 
3102 
311 1: 1 was M. 0. C. in the NGA Jul 79-March 81 
3122 
313 3; Mostly housekeeping since I've been married. 

4. ConimunIty and Social 
Starter guestions: 
041 Before I was married I spent 4 nights a week at the dancing, every other night I 

was at friends visiting. I stopped after I got married. 
042 My closest friend is one I went to school with (Uz). Katy I go out with her a lot,. ' 

we've a lot In common. she's separated. I get on fine with my relations but we're 
not that close. lIn close to my mother. I get on well with my young sister. My " 
brother and I get on OK although we have different points of view. My father has 
more or less gtven upon me because we don't have the same attitudes. 

043 We were never In. but we always went out with his friends, not couples. just single 
guys. 
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044 Playschemes. Resource Centre. Mothers and Toddlers. Nursery. I did voluntary 
work for Clyde Action and I helped set up Health Fairs (Scottish Health 
Education Group) In my own area (Bridgeton). I was in the Unk-Up groups, I was 
a Committee member. I was asked to be a Committee member In the 
Dalmarnock Centre but I refused. too much bickering going on between 
members. I was on the Committee for the Health Fair. 

045 My friend Liz and my mother 
046 1 used to do a lot of babysitting (neighbours etc) before my children were school 

age. I used to get my next door neighbour messages when she wasn't wrIL 
Topic Questions: 
401 Job hunting at the moment. at the weekend socialising occasionally. 
402 Having to stay In more because of kids and money. 
4033, 

Link-Up Group; Aug 1984. Aug 1987: Once a month; Committee member 
Festival Committee; Aug 1985; Aug 1987; Once a week; Committee member 
I helped set up Health Fairs (Scottish Health Education Group) In my own area 
(Bridgeton) 

404 Didn't belong to anything before marriage now everything's family related. 
405 Liz; 2; 2: 1.5 (socialising) 

Kat3r. 1: 1: 1-5 (sociallsing) 
0 
Mother. 1; 1: 1.2 
Sister. 1; 1; 3.4 

406 No change in relatives, met Katy after the kids came. 
407 6. NA 
408 NA 
409 2. NA 
410 NA 
411 Friend 

Mother 
Mother 
Mother 
Friend 

412 None 
413 1: Since I moved into my flat. I've helped my neighbour regularly. shopping etc. I 

used to watch friends children 1982-86 about 1-2 times a week. 

I Services 
starter Questions: 
05 1 Used Health Service, Housing Assoc. I use the library. swIrnming and Crown 

Point Sports Centre. 
052 Mother and Toddlers. Playschernes, Clubs. Nursery and Resource Centres, and 

Schools 
053 Nothing that I can think of. 
7bpic Questions: 
501 1: 1980; First used first pregnancy 

2; 1981-5: Regular checkups 
3; 198 1: Twice; Checkup 
9; 1983; Once; 5 mornings a week 
10; 1986; Twice; Both boys 
12; 1983; Once a week 
16: 1982; Payments and repairs 
17.1982; Help after separation 
20; 1982; Payment of bills 
21; 1982; Payment of bills 
22: 1982; Payment of bills 
26: Always used swimming 
27; Always used 

502 1: 1982: 7WIce a weeV4 Committee member 
2; 1982; Twice a week; Member 
3; 1986. Summer hols: Member 
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4: 1982; Once a week; Member 
503 Lounges and dancing: 1980.4 thnes, a week: TIU marriage 
5042 
505 1: 1984. play areas for children 
506 1 think this questionnaire is quite a good idea. It helps refresh your ow mind a 

bit. mak you see for yourself how you've changed. 
5070 

6. Chanves 
Starter Questtons: 
0610 
0620 
063 it helped me start to get my confidence back -I was getting out the house. It also 

helped me listen to other peoples points of view. helped me look at things 
differently. Also helped me meet new people and make new friends. 

064 Yes, when you're used to being in on your own with the kids you're used to 
listening to yourself. I. Astening to other people helped me realise that I was only 
human. Helped me understand the children more. 

065 Helped me cope with the children getting older, helped me understand them. 
referring to the course and remembering what it taught me. helped me realise 
that my kids were normal and so was 1.1 think it helped because I've got 
something to fill In In an application form for a job and some of the jobs I'm 
going for I think it might help with them. I think it helped when I started in the 
LAnk-Up group. made me more aware of what I was looking for then. I felt I know 
more about what I was talking about, I could get my point across more and when 
I started up the Health Fair it helped me to know more what I was looking for in 
a Health Fair. 'It helped me see what was/wasn't needed for children in the 
Health Fair. 

066 It changed me at first. it broke me in.. I realised I could do something else other 
than bring up kids. I feel I can ask for more from the schools now and I know 
what to expect from school. Because of the course. it made me more able to 
disagree with school at Parents night. I feel I can take more of an interest 
because I've done the course and I know Whats, in front of them. 

lbptc Questions: 
6011: 

913; Sept 85; 9mths: Nursery School; Mrs McKay; 4; Yes 
602 2; 

English course: Sept 86; 9mths: Nursery School. No 
Media and Research course: Nov 86; 12mths; Clyde Action. West Nile St. 
Certificate 

603 7be head teacher at kids nursery asked me if I'd be interested in it. 
604 Because I didn't know anyone and I thought It'd help me meet people and get me 

out during the day. 
6051 
6062 
607 NA 
608 They didnt really bother about it 
609 7bey were glad to see a change in me. all of a sudden I had more confidence. 
6 10 During nursery hours 

When the Idds were in bed 
611 My two sons were at the nursery anyway 
6121 
613 NA 
614 1 *. I wouldn't have had the confidence to do the English course otherwise 
615 1; 1 felt I was a more important person to myself. gave me seY respect. 
616 1: 1 let my kids do a lot more since the course 
617 1; Taking exercise, changed the times of their meals. 
618 1; 1 spend more time sitting with them myself because I can understand them 

better. I take more of an interest. 
619 1: 1 know how to relate to them better, more patience 
620 2; NA 
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621 1: Because Clyde Action could see I hadn't just been sitting around the house 
6223 
6233 
624 1. Katy. we go out a lot 
625 1: When we meet. we spend time together. go for a coffee etc. 
6262 
6272 
628 1: Link-Up groups. Clyde Action. Health Fairs 
629 1; At Link-Up groups and Health Fairs 
630 1: In the Link-Up groups I told members about what I had learned on the course 
631 1: Anyone who's talking about their kids. I tell them the part of the course that 

refers to their problem 
632 1; Helped me fIght for better play areas. creche facilities for our kids and we got 

them. 
633 1; After the course I could speak up for myself so I was able to ask for things 
634 1; Gave me more coWIdence to stand up for my rights. also made me look for 

better and newer ideas. 
635 1: Personally. I felt the future brighter - beforehand I couldn't we a future for 

myself 
636 1: Beforehand I was worried that they weren't coming up to standard. now I know 

they are. 
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Appendix J- Example of Student's DateFile 

145 Students Identification number 
02/02/88 Date of interview 
17/02/63 Date of birth 
01/01/79 Date left school 

I Marriave 
01/08/80 Marriage 
01/02/82 Separated and dtvorced 

2 Children 
24/05/81 Date of birth for fint child 
12/07/82 Date of birth for second child 

2 Full-time JQbAs 
01 /0 1/ 79 Clerical Ass 
01/07/79 Left 
01/07/79AdminAss 
01/02/81 Pregnant 

1 Part-time j2b 
01 /11/ 86 Trainee Media Ass (30hrs) 
01/10/87 Finished 

I ou == 
01/09/85 Start 913 
01/06/86 End 

2 Other Courses 
01/09/86 Start Eqgllsh course 
01/06/87 End 
0 1/ 11/86 Start Media and Research course 
01/10/87 End 

I_Ecriod of Husband's UnempigyMent 
01/08/80 All the Ume married 
01/02/82 Separation 

I Health Px&lems 
01/ 12 /87 Depression due to miscarriage 
01/01 /88 End 

3 Communily ActMtics 
01/09/82M&T 
01/06/85 End 
01/05/83 Playgmup 
01/05/85 End 
01 /06/86 Si immer Playschemes 
01/08/86 End 

4 Conununtly Responsibilities 
0 1/06/83 M&T Conunittee 
01/06/85 End 
01 /08/84 Link Up Committee 
01/08/87 End 
01/08/85 Festival Comnifftee 
01/08/87 End 
01 / 11/86 Health Fair Conm2ittee 
01/10/87 End 
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Appendix K- Students' Career Types (ProfUes) 

SNoMChE E CS H HU 
101.4.8.4,1,1.2.3.7 
102.3.3.3,2,3.3.1.6 
103.3.3.1,1.3.2.3.5 
104.1,5.1,3,6,3,3.8 
105,3.2.1.3,4,3,1.5 
106.3,3,3,4,5.2,3,2 
107.3.3.4,4,4,4.3,2 
108.3.1.2.3.6,2,3,1 
109.3.2,5,3,4,2,2.1 
110,3.1,5.1,5.3,3.1 
111.5.8.1.3.3.3.3,7 
112,3,3,1.1.7,2,1.3 
113.6.8,1.1.4.4,3.7 
114.3,3,5.4,2.4.1.1 
115.3,1,5,1,3.2.2,1 
116.4.8,3,3.2.4.3.7 
117.3,3,3.3.4.2.1.2 
118.6,8.3,4.5.2.1,7 
119.3.1.5,3,3.2.1.1 
120.3,3,1.1,5,1,3.5 
121.5,8.3,4.6.3.3.7 
122.2,6,6.2.1,2.1.8 
123.1,5.3.3.7,4.1.8 
124.3,3,3,3.5.3,3,1 
125,3,2.4.4.7,3.2.1 
126,3,2.3,2,5.2.2.1 
127.3,2,3,4,5.3,2.1 
128,3,1,1.1,1,1.3,1 
129.3,1,3.1.3,3,1.3 
130.3,1.2,1,1,2,2,4 
131.1,7.6,1,4,2,1.8 
132.3,2.3.3.7,2.3,3 
133.3.1,5.2,2.3.3,1 
134,3,2.5,2,1,1,3,3 
135.3.1,5,2,1,2.3.1 
136.3.2.4.2.1.2.1,1 
137.6,8,3.3,4,3,1,7 
138.1.7,6,3.2,4,3,8 
139.3.3,3,1,2,3,1.1 
140.3,3,1.1,4,3,3.4 
141.1,5,5.3,4,3.1.8 
142,3.2.4,3.5.2.1,1 
143,1,7.6.3,3,3.2,8 
144.3,1,5,3,3,3,3,5 
145,5,8.3.3.6,3,3,7 
146.3,1.1,4,4,1.2.1 
147.5,8,4,4,3,3.3,7 
148.3.3,1,1.3.3,2,1 
149.3,1,1,3,4,3,2,1 
150.3.4.1,1,4,3,3.3 
151.3,3,2,1,2,2,1.1 
152.3.2.2.3.7,3.3.5 
153.3.1,5,2,3,3,1,1 
154,3,1.1.3,3.3.2,1 
155.3.2.3,4.6.2.3,1 
156,3,2,3,2,2.1,3.1 
157.1.5.2.2.3.3,3,8 
158,5.8,5,3.4,3.3.7 
159.3.3.1.2.4.3,1.1 
160,3.1,5,4.1.2.3,1 

Key arom left to rightle 
SNo-Student number 
M-Marriage 
Ch-Childcars 
E. Employment 
E. Education 
C-Communky activftlos 
S-Social 
H-Heakh 
HU. Husbands'unamploymord 

For key to number codes see app"Ix L 
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Appendix L- Students with Each Type of Careers 

MARRIAGE 
1) NOT MARRIED BEFORE OR AFTER COURSE (7) 
104,123,141,157,131,138,143 
2) FIRST MARRIAGE STARTS AFTER COURSE (1) 
122 
3) MARRIED CONTINUOUSLY (42) 
108,109,110,114.115,119,124,125,126,127 
128.133.135,136.139,142,146,148,149,151 
153,154,155,156,159,160,102,103,105,106 
107,112,117,120,129.130,132,134,140,144 
150.152 
4) FIRST MARRIAGE ENDS AFTER COURSE (2) 
101,116 
5) FIRST MARRIAGE ENDS BEFORE COURSE (STAY SINGLE) (5) 
111,121.145,147,158 
6) SECOND MARRIAGE STARTS BEFORE COURSE (3) 
113.118.137 

CHILDCARE 
1) STAGE THREE - FIRST MARRIAGE, YOUNGEST MORE THAN 4 YRS (15) 
108.110,115,119.128,129,130,133,135,144 
146,149,153,154,160 
2) STAGE 2- FIRST MARRIAGE, YOUNGEST BETWEEN 1-4 YRS (12) 
105,109,125,126,127,132,134.136,142,152 
15S. 156 
3) STAGE I -FIRST MARRIAGE, YOUNGEST LESS THAN I YR (14) 
102,103.106,107,112,114,117.120,124,139 
140,148,151,159 
4) ADOPTED FAMILY (1) 
150 
5) NOT MARRIED WITH CHILD (4) 
104,123,141,157 
6) FIRST MARRIAGE, NO CHILDREN (1) 
122 
7) NOT MARRIED NO CHILDREN (3) 
131,138,143 
8) SEPARATION (10) 
101.111,113,116.118.121,1371' 145,147,158 

EMPLOYMENT 
1) NOT RETURNEDMOT IN PAID WORKMO RETURN (15) 
103,104,105,111,112,113,120,128,140,146 
148,149,150,154,159 
2) RETURNEDMOT IN PAID WORK/NO RESTART (5) 
108,130,151,152,157 
3) NOT RETURNEDMOT IN PAID WORKIRETURNS (17) 
102,106,116,117,118,121,123,124,126,127 
129,132,137,139,145,155,156 
4) RETURNEDMOT IN PAID WORKMESTARTS (6).,, 
101,107,125,136,142,147 
5) RETURNED IN PAID WORK (13) 
109,114,115,119,133,135,153,160,141.,, 110' 
144,158,134 
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6) OTHERS (4) 
122,131,143,138 

EDUCATION 
1) NO COURSES BEFORE, NONE AFTER OU (16) 
101,103,110,112,113,115,120,128,129,130 
131,139,140,148,150,151 
2) COURSES AFTER LEAVING SCHOOL, NONE AFTER OU (10) 
102,122,126,133,134,135,136,153,156,157 
3) NO COURSES BEFORE, COURSES AFTER OU (22) 
104,105,108,109,111,116,117,119,123,124 
132,137,138,141,142,143,144,145,149,152,154,158 
4) COURSES AFTER LEAVING SCHOOL AND AFTER OU (12) 
106,107,114,118,121,125,127i 146,147,155,159,160 

COMM UNITY ACTIVITIES 
1) NO INVOLVEMENT (8) 
101.122,128,130.134,135,136,160 
2) START COMMUNITY ACTIVITIES AROUND OR AFTER COURSE (7) 
138,151,156.114.133,139,116 
3) COMMUNITY ACTIVITY ONGOING (13) 
143,147,148,153,154,102,103,111,115,119,129.. 144.157 
4) START COMMUNITY RESPONSIBIUTY AFTER COURSE (NO RESP BEFORE) (14) 
105.109,113,117,131.137,140,141,146,158,159 
107,149,150 
5) START COMMUNITY RESPONSIBI UTY AROUND COURSE (8) 
106,120,142,124,118,126,127,110 
6) COMMUNITY RESPONSIBIUTY ONGOING (5) 
145,108,155,121,104 
7) OTHERS (5) 
112,132,125,123,152 

SOCIAL 
1) KNEW NO ONE/DID NOT MAKE FRIENDS (5) 
134,156,146,128,120 
2) KNEW SOME OR ALLIDID NOT MAKE FRIENDS (21) 
101,130,160,151,103,115,117,126,108,155 
112,132,122,135,136,119,109,131,106,142,118 
3) KNEW SOME OR ALUMADE FRIENDS (28) 
143,153,154,111,129,144,137,158,149,150 
127,145,125,133,139,147,148,102,157,105 
140,141,159,124,110,121,104,152 
4) KNEW NO ONEIMADE NO FRIENDS (6) 
138,114,116,113,107,123 

HEALTH 
1) NO HEALTH PROBLEMS (19) 
102,105,112,114,117.118,119,122,123,129 
131,136,137,139,141,142,151,153,159 
2) PROBLEMS MORE THAN 2 YEARS BEFORE COURSES (11) 
109,115,125,126,127,130,143,146,148,149,154 
3) PROBLEMS AROUND TIME OF COURSES (30) 
101,103,104,106,107,108,110,111,113,116 
120,121,124,128,132,133,134,135,138,140 
144,145,147,150,152,155,156,157,158,160 
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HUSBANDS UNEMPLOYMENT 
1) NO HUSBANDS UNEMPLOYMENT (26) 
108,109,110,114.115,119,124,125,126,127 
128,133,135,136,139,142,146.148.149,151 
153,154.155,156,159,160 
2) HUSBAND NOT YET UNEMPLOYED (3) 
106.107,117 
3) HUSBAND DURING FIRST PERIOD OF UNEMPLOYMENT (5) 
112.129,132,134,150- 
4) AFTER FIRST PERIOD OF UNEMPLOYMENT (2) 
130.140 
5) DURING ONE OR MORE PERIODS OF UNEMPLOYMENT (5) 
103,105.120,144,152 
6) HUSBAND UNEMEMPLOYED CONTINUOUSLY SINCE MARRIAGE (1) 
102 
7) SEPARATION (10) 
DATA 101,111,113,116,118.121,137,145.147,168 
8) NO HUSBAND (8) 
104,122,123,131,138,141,143,157 
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Appendix M- Change Events around the time of the Courses 

S No M Ch E OLI C CA HU H S 
101 1 1 11 0 0 01 0 
102 0 1 11 0 0 00 1 
IM 1 1 00 0 0 11 0 
104 0 0 01 1 1 01 1 
105 0 1 01 1 1 10 1 
106 0 1 11 1 1 11 0 
107 0 1 11 1 1 11 1 
108 0 0 10 1 1 01 0 
109 0 1 10 1 1 00 0 
110 0 1 01 0 1 01 1 
ill 0 1 01 1 0 01 0 
112 0 1 01 0 0 10 0 
113 1 1 01 0 1 11 1 
114 0 1 01 1 1 00 1 
115 0 0 10 0 0 00 0 
116 1 1 11 1 1 11 1 
117 0 1 11 1 1 10 o 
118 1 1 11 1 1 10 o 
119 0 1 00 1 0 00 0 
120 1 1 00 0 1 11 o 
121 1 0 11 1 1 01 1 
122 1 0 11 0 0 00 0 
123 0 1 11 1 0 00 1 
124 0 1 10 1 1 01 1 
125 0 1 10 1 1 00 1 
126 0 1 10 0 1 00 0 
127 0 1 11 1 1 00 1 
128 0 1 01 0 0 01 0 
129 0 1 10 0 0 10 1 
130 0 0 01 0 0 10 0 
131 0 0 10 0 1 00 0 
132 0 1 10 1 0 11 0 
133 0 0 11 0 1 01 1 
134 0 1 11 0 0 11 0 
135 0 0 10 0 0 01 0 
136 0 1 11 0 0 00 0 
137 0 1 11 1 1 00 1 
138 0 0 00 1 1 01 1 
139 0 1 11 0 1 00 1 
140 0 1 01 0 1 11 1 
141 0 0 10 1 1 00 1 
142 0 1 10 1 1 00 0 
143 0 0 00 1 0 00 1 
144 0 1 11 1 1 11 1 
145 0 1 10 1 1 01 1 
146 0 0 01 1 1 00 0 
147 1 0 10 1 0 01 1 
148 0 1 01 0 1 10 1 
149 0 1 01 1 1 00 1 
ISO 0 1 01 0 1 11 1 
151 0 1 00 0 1 00 0 
152 0 1 01 1 0 11 1 
153 0 1 00 0 0 10 1 
154 0 1 00 1 0 00 1 
155 0 1 11 1 1 01 1 
156 0 1 11 0 1 01 0 
157 0 0 01 0 1 01 1 
iss 1 0 10 1 1 01 0 
159 0 1 01 0 1 00 1 
160 0 0 01 1 0 01 0 

Key arom left to richt)- 
S No-Student Number 
M-Marriage 
Ch-Childcare 
E-Employment 
OU-Another OU Course 
C-Non-OU Course 
CA-Community Activity or Responsibility 
HU-Husbands Unemployment 
H-Health 
S-Social 
O-No change 
I-Change 
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Appendix N- iRelpfulness of the Courses in Each Area of We 

101 1.1.1.1.1.0.1.0 SNo-Studant Number 
102 1,11.0.1.0.0.0,11 M-Marriage 
103 0,0,0,0,0.0,0.0 Ch-Chikicare 
104 0,1,0.1.1.1,1.1 E-Employment 
105 1.1,0.1.0.0.1,1 W-Another OU Course 
106 0,11,11.1.0,11,11.0 C,. Non-CU Course 
107 0.1.1.1.0.1.1.1 CA-Community AcWlty or Responsibility 
108 0.010,0.11111.0 H-Heafth 
109 0.0.0.0.1,1.1.0 S-Social 
1101,1.0.1,0.0.1.1 O-No help 
1110,1,0,1,1.1.1.0 I-Helpful 
112 0,11.0.1.0.0,11.1 
113 1.1.0,1,1,0.1.1 
114 1.1.0.11,11,11,11,11 
115 0.1.0.0.0.0,11,0 

117 0.1,1.1.1.1,1.0 
118 
119 0.1.0.0.1,0,1.0 
120 0.1.0.0,0.1,1,0 
1210.0.0,1,0,1,0.1 
122 0.0.0,0,0,0,1.0 
123 
124 0.1.0.0.1.0.1.1 
125 0.1.0.0,0.0.0,1 
126 0,1,0,0,1,0,0.0 
127 0,1,0,1,0,0,1,1 
128 0.0.1,1,0,0,1,0 
129 0,1.0,0.0.0.0,1 
130 1,11.0,1,0.0,1.0 
1310,0.0.0.0,0.1.0 
132 1.1,1.1.1.0,1,0 
133 0.0,1.1 
134 1.1,0.1,0,0.1.0 
135 0.0.0,0.0,0.1,0 
136 0.1.0,1.0.0.1,0 
1371.1,0,1.1.1 11 
138 0,0,0.0,1,1: 1: 1 
139 0,0.0,1,1,0,1.1 
140 1,1,0,1,0.0,1,1 
1410.1.1.0.1,1.1,1 
142 0.0.0.0.1.0,0,0 
143 0.0,1,0,0,1.1,1 
144 0.1,1,1,1,0,1,1 
145 0,1.1.0.1,1,1,1 
146 0.0.0.1,1.0,11.0 
147 0.1.0,0,0.0,0.1 
148 1,1,1.1.0,0,1.1 
1491,1,0.1,0.1,1,1 
ISO 0.1.0,1.0.1,1.1, 

.- 1510.1.0.0,0.0.0.0 ý2 '' " , II" 

153 1.1.0,0,0,0,1,1 
154 1,0,1,0.0.0.1.1 
155 
156 0.1.0,1,1,0,1,0 
157 0.1,0,1,0.0,1,11 
158 0.1.1.0.11.1,11.11 
159 
160 0,0.1.1,1,0,0.0 
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Appendix 0- Glossary of We Course Terms 
(see also the tenets of the life course approach, p. 61) 

1)A life history consists of an individual's description of life 
events, responses, activities and relationships in all areas of life 
across their lifetime. 

2) A career consists of a pattern of events, activities and 
relationships in a particular area of life though a portion of an 
individual's lifetime, which can be represented as a lifeline. 

3) An area of life is a meaningful part of an individual's life in which 
events. activities and relationships occur as part of a career. 

4) An individual's life course consists of the careers in all areas of 
their life and is derived from their life history. 

5) A life event Is an experience or action which affects an 
individual's life course. 

6) An individual's response or reaction to a life event is 
determined by the nature of the event, personal characteristics 
and socioeconomic circumstances - including resources. social 
support and opportunities. 

7) An individual's life course is determined by the interaction 
between changing personal characteristics and personal and 
socioeconomic circumstances through time. 

7a) Personal characteristics - include the resources of 
experience, knowledge and skills. health. physique, 
personality, intelligence - either inherited or acquired 
during the life course. 

7b) Personal circumstances - includes the individual's material 
resources, money. assets, housing, job, family and social 
network. Also Includes the life courses of immediate 
others, family members etc. 

7c) Socioeconomic circumstances - include personal 
circumstances, particularly marital status. and the 
economic opportunities and constraints In the wider 
context at a particular point in historical time. 

8) Socioeconomic stability is defined with reference to marital and 
economic stability and depends on the continuity of marriage 
and the absence of husbands' unemployment. 

9) Progress in a particular career is determined by the interaction 
through time between changing personal characteristics, 
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socioeconomic circumstances, and what is happening in other 
careers. 

In other words progress In a career Is determined by: 
" who you are 
" what you have got 
" what the opportunities/demands are 
" what else you are doing 

10) We course analysis involves comparing and contrasting the life 
courses or careers of individuals (inter- or across individuals) or 
a particular individual's careers (intra- or within an individual) 
with reference to their socioeconomic and historical context. 

1) A UfeUne is a representation of a career showing when all 
relevant events and activities occurred in a particular area of life 
through all or part of an individual's life. 

12) A set of IffeRnes represent the life course of an individual and 
their careers in all areas of life through all or part of their life. 

13) A Unkage eidsts between events or activities (components) in 
two areas of life when what happens in one influences what 
happens in the other area. 

14) Multiple Unlreges occur when what happens in one area of life 
influences what happens in more than one other area. 

15) A network of Unkages or Interlinkages consists of the linkages 
between events and activities (components) in all areas of life 
around a particular time period. 

16) Types of Unkages: A life event may be linked to past events or 
activities in the same area of life (longitudinal) and to past (diagonal) and current (systemic or horizontal) events or 
activities in other areas. 

17) A network diagram represents relationships between an individual and their immediate family, relatives and friends at a 
particular point in time. 

18) OU Community Education: 

1) Starting an OU Community Education course is a life event 
which can enter the educational area of an individual's life 

2) Participation in a' Community Education cour'sem'akes up 
part of an individual's educational career. 

3) Life events in other areas of life can be linked to the take 
up of Community Education. 
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4) The entry of Community Education into an area of an 
individual's life requires adaptation in other areas of life. 

5) Participation in Community Education can influence the 
lifelines in other areas of individuals' lives and their life 
course. 

I lov 


