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Abstract: 

The recent phenomenon that high numbers of full-time students in the UK participate 

in term time paid employment has become a feature of the current higher educational 

landscape. A major contributory factor is the revised funding for higher education, 

placing a higher portion of the funding onto the individual. While student paid 

employment is seen in many Western societies, the structure of a full-time degree in 

the UK means there is a much higher workload for academic studies. This has given 

rise to concerns that alongside the beneficial aspects of paid employment are negative 

connotations, which impact on academic achievement and student experience. These 

concerns are associated with equality and student retention. 

 

This research considers the impacts of paid employment for full-time students, 

whether there are characteristics in the employment that facilitate any detrimental 

impacts, whether there are vulnerable groups in the student population that will be 

most affected by these. The study used a mix of qualitative and quantitative methods, 

surveys to consider what is happening, interviews and diaries to examine why this is 

happening.  

 

The study acknowledged beneficial aspects to student paid employment, but also 

identified negative impacts to both academic studies and the student experience. 

These were associated particularly with term time paid employment, in addition to the 

amount of hours undertaken. Social class was also identified to contribute, with 

student time management a major issue.   

 

Parental contributions are becoming increasingly important to students to fund their 

degree. A relatively new concept of social contracts between students and their 

parents appears to be evolving over recent years, making them become joint agents 

within the decision-making and choices students are making regarding paid 

employment. 

 

Data analysis is utilised to make recommendations for government, policymakers and 

universities regarding how negative impacts may be minimised. 
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Chapter One: 

Introduction 

1.1 Placing the research within context 

Higher education within the UK expanded at an unparalleled rate throughout the late 1980s 

and early 1990s. Underlying this massive change in participation was the opinion of the 

governments of the time that national productivity would be increased, and thus compete 

globally, by the promotion of an ‘educated workforce for the global marketplace’ (Blair 

1998) 

Globalisation, developed through the 20th century by advances in technology, created 

economic interdependence between countries, promoting increased competitiveness. For 

economies to thrive, developed nations moved from manufacture to an ‘information society’, 

driving UK governments, both Conservative and Labour, over the past 25 years to consider 

the quote from Tony Blair that ‘education is the best economic policy we have’ to be very 

relevant (DfEE 1998: Introduction: 1). 

In sum, the expansion in higher education was considered vital to promote a widening 

participation for all strata of the UK society, framed in economic motivations and social 

factors. But what has this expansion from an ‘elite’ to a ‘mass’ system of higher education 

meant for students in the UK? 

The result of this drive was the evolution of a mass system of higher education from the 

existing elite system in place.   However the reality regarding the funding for this system was 

that, even with increased public funding monies, review was necessary due to the increased 

numbers of students now entering higher education.  There will always be limits on education 

budgets with priorities within this (DfES 2005). 

This placed an increasing level of financing higher education to be more on the individual.  

This resulted in the replacement of subsistence grants with a student loan system and the 

introduction of variable tuition fees.  This initiated the motivation for many students to 

undertake paid employment alongside full time studies (Hakim 1998, Callender & Wilkinson 

2003). 
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However there is more than one issue relating to why increasing numbers of students 

participate in term time paid employment. The traditional roles of full-time students are now 

eroded by the changes within the structure of the student experience, leading to 

diversification within the role of being a part-time worker alongside the UK government 

definition of being a full-time student in higher education. 

This has occurred in conjunction with a consumer society, where status and identity are seen 

to relate to consumer objects.    Thus the rhetoric that the catalyst for students increasingly 

making the decision to take on term time paid employment while in full time study is caused 

by widening participation may only form part of the explanation for this phenomenon.  It 

should also be enquired as to whether students could fund their time at university on the 

student support regime in place. If this is the case, then has living within a consumer society 

influenced the decision making process for students and, if so, to what extent? 

Therefore a dichotomy exists whereby paper qualifications are necessary for life 

opportunities, but a certain lifestyle is desired alongside this.  This leads to the question being 

raised as to whether undertaking paid employment while in full time study does have an 

impact on studies. 

1.2 Background: 

Globalisation has become a feature of the developed capitalist societies throughout the world.  

In a globalised economy, industrialised countries have become so competitive regarding the 

cost of goods that the developed nations have had to move away from production into 

information and knowledge – creating a ‘knowledge economy’ (ESCR 2007). 

This led to the expansion of higher education, to provide the skilled and educated workforce 

to service the knowledge economy.  Alongside this has been an underpinning equality issue 

to ensure the whole of the UK population has access to education and training, encompassing 

the diversity within all strata of Britain’s multicultural society.  This has the aim to increase 

education levels and enhance intergenerational social mobility, accruing improved levels of 

social and cultural capital within the nation (HEFCE 2006). 

There has been massive change in funding higher education to widen participation. In 1997, 

Sir Ron Dearing headed the National Committee of Inquiry into Higher Education to make 

recommendations on how higher education should develop within Britain (HEFCE 2005). He 
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identified the values of widening participation to higher education in terms of economic and 

social values within policy engagement.  Juxtaposed with these imperatives, Dearing stressed 

continuing in education to be a ‘good investment’ for individuals as well as society.   

The evidence regarding participation in higher education in the United Kingdom indicates 

that there has been a marked increase over the past fifty years (Curtis & Williams 2002).  

Universities and Colleges Admissions Service (UCAS 1999 and UCAS 2002) data shows that 

over the period of 1994 to 2000 there was a 23% increase in full time home acceptances to 

degree courses. The participation rate was 43% in 2009, indicating the drive to increase 

participation in higher education has been successful. 

Research in this area, such as the Student Income and Expenditure Surveys (2003 to 2008) 

which can form a time series of data, indicates that patterns of consumption within the 

student population reflects that of young people in the same age group who are engaged in 

low income employment.  It must be noted however, that there will be a wide difference in 

the future life opportunities for these two groups.  For those within the low income groups 

this is an ongoing lifestyle, while for students, it may be argued, this is a temporary situation 

until they enter the labour market.  These students will then be equipped to obtain graduate 

employment, so the time at university is a stepping stone towards improved life opportunities. 

This does raise questions as to whether these students are making decisions to fund a lifestyle 

they desire but do not ‘need’ while in university.  Are these ‘informed’ choices, do the 

students comprehend that the demands on their time from paid employment, particularly in 

term time, may be detrimental to their studies? Do the students perceive there may be a risk 

to their levels of achievement that could lead to a lower degree classification?  

The shift from ‘elite’ to a ‘mass’ system of higher education occurred within a political 

discourse of equality.  However, this evoked a need for increased monies to fund this massive 

influx of students, and though the government of the day released extra funding for the post 

compulsory education sector, there was also a requirement to pass on a higher percentage of 

the cost from the public to the personal level. In the real world it has to be accepted that there 

are budgets and limits to funding, and there will always be priorities within these.  In 1998, 

via the Teaching and Higher Education Act, the financial support of students began to 

change.  The Higher Education Act of 2004 followed on from the White Paper 'The Future of 

Higher Education', which introduced variable tuition fees, with learning grants for lower 
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income household students, to promote equity of access (HEFCE 2005).   By 2004/2005 the 

high level objectives within education were to encourage young people to stay in learning and 

to promote further learning and training in the adult population, resulting in the aim to achieve 

maximum economic performance, with a raise in standards and opportunity for all.   

Studies such as Christie & Munro (2003) and Woodrow (1999) suggest financial 

considerations within the decision making to enter higher education is the greatest barrier to 

increasing participation from non traditional groups,  particularly those from the lower socio-

economic groups. However, the barrier of cost is entirely dependent on government policy 

and there is overwhelming evidence that the 1998 changes to funding have had the most 

negative effects on students from lower income groups (Archer & Hutchings 2000, Metcalf 

2003, Callender & Kemp 2000).  Today the burden of paying fees and subsistence is 

progressively more being borne by individuals, hence the incentive to ‘earn as you learn’ . 

That a certain percentage of students will engage in paid employment while in full time study 

is certainly not a new phenomenon, and the reasons for this are varied (Hakim 1998).   

However, as a result of the changing student support system there are increasing numbers of 

full time students choosing to supplement their income by taking on paid employment.  Of 

particular concern is the rise in term time paid employment within the student population.  

Research does identify beneficial aspects to such employment via increased confidence, time 

management and communication skills, the acquisition of transferable skills and work 

experience (Callender 2008, Curtis & Shani 2002, Neill et al 2004). However, 59% of 

students in higher education believe their studies are affected detrimentally by the necessity 

of working, and would not undertake term time employment by choice (NUS 2004, Neill et al 

2004, Brady 2005).  This leads to the identification that questions should be raised around 

whether paid employment does have an impact on levels of achievement and indeed on the 

whole of the student experience. 

This study is an educational research project. The aim is to gather more in depth knowledge 

on perceptions held by student regarding any impacts or negative connotations directly 

related to engagement in TTPE.  
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1.3 Research Question and Rationale:   

The overall research question is ‘to examine whether paid employment undertaken by 

students studying full time in higher education impacts on potential achievement and the 

experience of being a student’. Thus the study will be guided by the following specific 

research questions: 

1. What proportion of HE students undertake paid employment while in full time study 

and within what time frame in relation to the academic year? Does employment in 

‘holiday time’ include Christmas and Easter vacations, which is prior to assessment in 

many HE institutes? What proportion of students engage in term time employment?  

2. How is time managed by students who deem it necessary to engage in TTPE? What 

decisions are being made regarding work/life balance? Are these choices having an 

effect on health and well being? 

3. What type of employment do HE students undertake and what is the remuneration 

they receive? What are the patterns within student employment? What are wages 

spent on? What hours do they work, are shift patterns incorporated into these hours? 

Is there any flexibility within the employment? What impact does this have on 

academic studies? Do they miss lectures, tutorials, or assignment deadlines?  Is there 

an impact on the student experience? 

4. How do HE students perceive and how important is the new fee / student support 

regime in determining participation in term time employment? What are the 

motivations behind the decision to undertake paid employment? What knowledge 

exists on support that is available within student finance? 

5. What are the socio-economic determinants of student participation in term time 

employment? What are the attitudes towards debt? How important are parental 

contributions to student finance?  

6. Are there impacts, how are these measured? 

 

If this premise is correct, then any negative impacts arising from this relatively new 

phenomenon should be recorded. TTPE is gaining increasing popularity with students. 

That students are now increasingly participating in paid employment while in full time study 

has become a feature of the higher educational landscape within the UK.  However, though 
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there is a plethora of research into widening participation to higher education, incorporating 

the barriers to participation and how to overcome these, what happens to students once they 

attend HE is relatively overlooked (Callender 2008).  This particularly relates to the growth 

in term time paid employment and the impact on academic attainment this may have.  There 

are also concerns around the changing nature of financing higher education, where there is a 

shift from public funding to personal funding. These are associated with student retention, 

student dropout rate and levels of student indebtedness, all of which appear to be linked to the 

prevalence of student paid employment. Government and policy makers have tended to 

ignore the phenomenon of the marked rise in numbers of students in paid employment and 

what research has been carried out is limited (Callender 2008). The aims and objectives of 

this research project are designed to contribute further to the understanding of what impact 

student paid employment has to both academic attainment and the student experience, at the 

point of an important transition in higher education funding regimes and student support 

systems.  

Due to the very different motivations for both entering higher education and undertaking paid 

employment alongside studies between young and mature students, this study will focus on 

gaining insight into those students who have entered higher education at an earlier age by the 

use of purposive sampling. The data collected will encompass the range of variations that 

might occur in the pattern of student paid employment. This will include those who work in 

term time, those who work in the holiday periods only, those who worked in the first year of 

their degree course but who now do not undertake paid employment alongside their studies 

and finally those who have chosen not to work while studying. This will also contribute to a 

bank of knowledge on whether there will be selective inequality, if some students have to 

work, while others do not.   

A mixed method approach will be taken to combine both qualitative and quantitative data. 

Data to consider what is happening will collect the demographics of the students and 

incidence, amount, type and pattern of paid employment via the use of a questionnaire. Data 

on the motivations and perceptions around paid employment will be collected via follow up 

semi-structured interviews, on a purposive sample of the respondents of the questionnaire, to 

ensure data collection on the range of patterns within student employment.  Finally audio 

diaries will further investigate the time management of a sample of these respondents in two 

ways.  One audio diary will be recorded daily for a week to consider both the practical and 
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emotional elements of the work/life balance, whilst the other audio diary  will be recorded 

weekly over eight weeks for more reflexive data regarding both positive and negative 

experiences in relation to their time management. 

Prior research studies within this area indicate students from lower income groups undertake 

more paid employment, working the longest hours, which is deemed to have the greatest 

impact on academic studies (Callender 2008, Metcalf 2003, Norris 2008). Thus this study 

will focus on collecting data from two universities in Wales, to represent a diversity of 

institutions in the higher education sector.  The study will also be designed as a longitudinal 

study on the same sample, over year 2 and year 3 of their degree course. This will enquire as 

to whether perceptions in these students on any potential impact from paid employment, to 

their studies or the student experience, has caused them to make changes in the pattern of 

their paid employment throughout their third year.   

There is the ideology held that the returns from holding a degree are high, increasing life 

opportunities from high income employment, but as the numbers of degree holders increase 

will this remain true? Brown & Hesketh (2004), Ashworth (1997) suggests there will be in 

inflation of credentials graduate employment. Increasingly the degree must be from the right 

course, at the right university, at the right degree classification (TLRP 2008). 

1.4 Structure of study:   

Chapter Two: Literature Review section 1:  

This chapter identifies the steps from globalisation through to the creation of a knowledge 

economy, which requires to be serviced by knowledge workers. The resulting ‘educated 

workforce’ needed to utilise the talents across the whole population of the UK. Policies to 

widen participation, aimed to not only increase participation within higher education but to 

promote equality through equal representation of all groups of UK society, are considered 

alongside meritocracy and finally students as consumers. 
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Chapter Three: Literature Review section 2:  

This chapter discusses the history of student paid employment and the development within 

the UK of elite to a mass system of higher education. The higher educational funding 

implications from this development to a mass system of higher education then includes 

discourse on the structure of the degree course in the UK, students as employees, parental 

contributions and student debt. That typology of the student paid employment is described 

by equality issues, motivations and choice, and finally the incidence of term time paid 

employment. Both beneficial and detrimental impacts reported as direct results of paid 

employment ends the chapter. 

 
Chapter Four: Methods of Enquiry: 

This chapter describes the methodological dimensions of the study, the methods chosen and 

why, the ethical considerations for collecting the sample with access methods outlined and 

how the research was carried out. Reflection on the role of the researcher and the limitations 

of the study are explored. 

Chapter Five: Data Analysis Section 1: Participation in TTPE 
 
This chapter analyses all those students who work, in what timeframe within the academic 

year, and equally important who does not work. Sociological factors are considered to 

identify whether there are patterns within certain student groups. Decision-making, agency 

and levels of choice are explored as to the motivations to undertake TTPE. Finally the 

employment characteristics and how wages are used are scrutinised. Running through all four 

analysis chapters are the use of tables, bar charts and graphs showing the quantitative data 

collected, and quotes from the qualitative interviews and diaries. 

 
Chapter Six: Data Analysis Section 2: Strategies used to manage TTPE 
 
This chapter looks at the strategies students use to fund their higher education and paid 

employment, where necessary. Monies from public sources and personal funding sources are 

identified and explored, including parental contributions, seen to be increasingly important in 

current higher education funding. Contracts and negotiations between students and parents 

are evolving that involve participation in TTPE, because of perceived negative impacts when 
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long hours are undertaken in employment. The hierarchy of prioritisation within time 

management strategies are examined, especially in relation to the work/life balance. 

 
Chapter Seven: Data Analysis Section 3: The Impacts of Paid Employment  
 
This chapter begins by measuring any impact to academic studies, observing whether there 

are any student groups particularly vulnerable here. The beneficial impacts are considered. 

The impact to the student experience is then measured, considering societies and sport 

participation by students, and any voluntary work undertaken. Again student group patterns 

are explored here. Student perceptions on the impact of TTPE are examined. 

 
Chapter Eight:  Data Analysis Section 4: Debt and Attitudes to Debt 
 
Debt, though not a direct impact, is a major influence on the decision-making regarding 

TTPE. This chapter explores attitudes towards debt, inclusive of perceptions on the 

affordability and cost of university, and whether the students perceive the debt to be an 

investment for their future.  Finally the type of debt students have are considered. 

   
Chapter Nine: Conclusion 
 
A conclusion is made at the end of every chapter, so this chapter draws together all the 

findings of the study, relating these back to the literature. Recommendations are made for 

universities, policymakers and government that may be helpful to minimise any impact of 

paid employment. 
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Chapter Two 

Literature Review: Section 1: The creation of the relatively recent 

phenomenon of increased engagement by students in TTPE    

 

2.1 Overview of the literature review sections: 

 

Since the advent of globalisation, which has created an economic interdependence between 

countries, developed nations have moved away from low skill production associated with 

high levels of manufacturing industry into the information and knowledge service sectors.  It 

is suggested that this has resulted from the technological advancement in world economies 

thus creating a requirement for a ‘knowledge based’ economy (Adnett 2006).  From this the 

UK government now promotes widening participation in both further and higher education, 

framed in economic motivations and social factors.  This drive has rapidly transformed the 

post compulsory education sector, with Tony Blair defining the need for an ‘educated 

workforce for the global marketplace’ in the 1990s and releasing increased funding to 

accommodate this widening participation (Blair 1998).  Thus the elite system of higher 

education has evolved into a mass system, with the reality that even with increased public 

funding monies for the sector the funding system needed to be reviewed due to the increased 

number of students. There is debate over the benefits of higher education versus the funding 

of it, incorporating three major factors. These are the need of the country regarding national 

economic growth, the earnings of a graduate versus a non graduate, to justify allocation of the 

costs for higher education, and the differences between the average and the marginal student, 

which will influence decision making for these students (Ashworth 1997). 

 

There will always be limits on education budgets, with priorities set within these (DfES 

2005).  Therefore the burden of financing higher education has become more firmly placed 

on the individual.  As the value of subsistence grants became eroded, to be replaced by 

student loans and the introduction of variable tuition fees, more and more students are taking 

on paid employment alongside full time study (Hakim 1998, Callender 2008).  This has 

occurred in conjunction with the creation of a consumer society, where status and identity are 

related to consumer objects.  Thus a dichotomy exists whereby paper qualifications are 

necessary for life opportunities but a certain lifestyle is desired alongside this. However the 
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question must be raised as to whether the decisions made on undertaking paid employment 

while in full time study has an impact on those studies, on both levels of achievement and the 

experience of being a student. 

 

The following two chapters review the literature around student ‘earning while learning’.  

The first chapter will consider the literature around the concept of globalisation, 

concentrating on economic globalisation, and the effects of this on developed nations 

regarding the perceived need for establishing a ‘knowledge based’ economy.  This has 

resulted in the drive to widen participation to all strata of society, increasing the number of 

students entering further and higher education, to provide a skilled workforce. Literature here 

suggests meritocracy within graduate employment should now apply, particularly within 

management structure career pathways. However, there are critiques of the ideologies that 

imply a degree will instantly raise life opportunities through the benefits of graduate 

employment. These will be explored. Literature considering inequalities within educational 

opportunities and the challenges to widening participation policies, arising from the diversity 

of the social strata existing in British society today, will also be examined here. 

 

The second chapter will consider the existing literature providing empirical findings 

regarding students who undertake paid employment while in full time study.  This will 

include the increasingly important role parents play in the finances of students and the agency 

students have within the labour market. This is in addition to considering educational 

decision making, through entering higher education to the attitudes towards debt students 

hold, given that relatively high levels of debt resulting from obtaining a degree now appears 

to be a feature of the present educational landscape.  This encompasses the diversity of higher 

education institutions and experiences and outcomes of the students. Literature to date 

relating to both the measured and perceived effects TTPE has to achievement levels and 

student life are examined. 
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2.2  Introduction 

 

This chapter gives a comprehensive outline on how the higher education system within the 

UK has the evolved from a system of elitism within participation to mass participation, and 

the justifications by government regarding this change. An analysis of how globalisation 

relates to the perceived necessity of acquiring a knowledge based economy leads to how this 

dictated the policies of government to endeavour to widen participation in higher education, 

to compete in the global marketplace. The motive to widen participation in further and higher 

education is primarily for economic reasons, but is also associated with social factors aimed 

at increasing the social capital within a community, the aim to promote social inclusion. 

 

As globalisation is powered by capitalism, of which a feature is consumerism, the effect that 

living within a consumer society may have for students is also examined, in the context of the 

decision-making around undertaking paid employment, and in particulate TTPE, while in 

full-time study. 

 

2.3 Globalisation as an economic entity. 

 

‘One of the big debates at the moment concerns the theme of globalization. This 
is a completely amazing thing, because only about 10 to 12 years ago it was hard 
to get people to talk about it, to use the notion of globalization at all. And now 
only a decade later, everybody's using it’  

(Giddens as cited in Edge 2008:1) 

 

Globalisation has evolved from the creation of modern society, so is not a new concept. 

However, it has become a crucial and central part of modern sociology. It was over 200 years 

ago that the notion that ‘we are unavoidably side-by-side’ was expressed by Kant regarding 

the population of the world (Held 2002). This has increasingly become the case as 

globalisation has progressed over the past century, with the ideology that ‘we are one 

planet.... we are a global community’ (Stiglitz 2002: xv) now permeating throughout 

societies, indicating a need to have rules devised to achieve social justice for all nations 

within this global community. 
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Rudd Lubbers, an academic on globalisation, gives a definition of ‘a process in which 

geographic distance becomes a factor of diminishing importance in the establishment and 

maintenance of cross-border economic, political and socio-cultural relations’ to globalisation 

(Australian Apec 2008). Steiger (2003) visualises globalisation as the product of a capitalist 

process, which drives it forward constantly. There is encompassed two fundamental concepts, 

the increase of cross-border movement that gives the sense that the world is now one state, 

and cultural hybridisation, which gives the sense the world is now one society. The processes 

of globalisation act as a motor to drive along economic, political and social change, creating a 

post modern society following modernity. This has affected the individual within societies, 

via identity, personal interpretations and substance of life (Edge 2008). 

 

“Globalisation... is not just ‘out there’ - to do with very large scale influences. It 
is also an ‘in here’ phenomenon, directly bound up with the circumstances of 
local life.” 

(Giddens 1994: 80-1) 

 

While Britain was a leader in the Industrial Revolution of the 19th century, there was, 

alongside, an inherent desire to achieve a global economic stability. Today this equates to 

high competition within the manufacturing industry, creating a free worldwide market place 

for goods. Leith (2006) & Adnett (2006) promote that foreign producers made it difficult for 

domestic producers. Price and output competition led to Britain unable to compete because of 

a lack of natural resources and high labour costs. And this was not just a phenomenon within 

the UK, all developed nations began pulling away from the traditional manufacturing 

industries, becoming involved in information and knowledge technology, causing a shift 

towards a knowledge-based economy.  

 

Many see globalisation as an economic entity, an integration of national economic systems 

due to the international trading. With the advent of technological advances within 

communication and transport the world has become smaller, businesses and industries now 

able to compete on a global basis. This has led to the concept of economic globalisation, 

defined as ‘the removal of barriers to free trade and the closer integration to national 

economies’ (Stiglitz 2002: ix). Left critics of globalisation define the word quite differently, 

presenting it as worldwide drive towards a globalised economic system dominated by 

supranational corporate trade and banking institutions, which are not accountable to 
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democratic processes or national government (Stiglitz 2002). Whichever way the concept is 

defined, it is accepted that while globalisation exists within its present form, a country’s 

economy is dependent on its ability to compete in a global marketplace.  

 

2.4 Knowledge based economy. 

‘The knowledge economy has come to symbolise the global, technological and 
social transformation of the late 20th and early 21st-century’. 
(Brown et al 2001:235) 

 

Because labour markets are now local, national and international, skills are high on the 

agenda to achieve high production, and obtain social justice, equity and social cohesion. An 

argument is put forward that social mobility will also be enhanced due to the increase of 

professional careers (Brown et al 2001). 

 

Adnett (2006) considers a knowledge economy is an economy knowledge driven, introducing 

the concept that meritocracy will apply, creating opportunities for individuals in all strata of 

society. Education is thus a priority on agendas to ‘deliver opportunity, prosperity and 

justice’, with a belief that higher levels of education will incorporate ‘the more we learn the 

more we earn’ (Brown 2003:142). 

 

There is a challenge to governments across the globe to create a work force that is both 

educated and trained. Brown (2003) and Brown et al (2004) perceive that to achieve this, 

higher education must be widened to all the population and barriers broken regarding the 

social background of all members, to create a pool of human resources for the country’s 

economy to utilise. The OECD (1996) identifies that it is not a new concept for knowledge to 

have a role within economies, and that this will become increasingly important. What has 

come about in more recent times is the idea of a need for a strong knowledge base to enhance 

innovation in a scientific and technologically advanced era. Strategies to achieve this must 

include a massive investment in education. 
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2.5 Widening participation. 

 

The knowledge economy gives rise to a challenge for governments to develop workforce 

employability which, for the UK, has led to the concept of widening participation outside 

compulsory education to the whole of society (Brown 2003). This maximises the chances of 

releasing the talent potential of the workforce. 

 

“Knowledge, skills and human capital have become more important than capital 
or natural resources.” 

(Brown 2003:145) 

 

The value of human capital and education is promoted from the recognition that many 

employees are not now working with ‘tangible’ products but are required to manage 

information, inclusive of production, handling and distribution. This interlinks the economy 

with learning (OECD 1996). However, Brown & Hesketh (2004) asks does a knowledge-

based economy actually increase the demand for skilled workers. Are the problems 

experienced within employability for graduates about matching the skills to specific jobs, or 

about the aspirations of graduates not matching reality?  

 

The human capital assumptions that create the basis for policy making need to be adequate 

frameworks of public policy and human resource management. Brown (2003) asks what will 

be the skills needed for future employment, as the knowledge-based economy develops, is 

there a ‘talent pool’ or a ‘talent war’ if one considers the competition within graduate 

employment. Brown (2003) also foresees that as technology advances society will have a 

demand for more skilled workers in technical and scientific fields, necessitating formal 

education and training to supply ‘knowledge workers’. The age where a worker starts on the 

factory floor then has the option to work up to management level appears to be over. 

 

“Traditional methods of managing employees and developing skilled workers 
inside companies are breaking down”. 

(Capelli et al 1997 as cited in Cortada 1998) 

 

The size and dimension of knowledge work has increased and intermingled into all aspects of 

most employment. This is a concept identified strongly through the developed world, with 
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Brown et al (2001:235) defining ‘Prosperity and social justice depend on the creation of a 

highly skilled workforce’.  Today, 84% of the world's expenditure on education is spent by 

the developed nations, though they form only 21% of the world population. Knowledge 

driven capitalism has resulted, with Tony Blair stating talent is the 21st-century's wealth. 

Thus ‘Blairite’ Britain became target driven (Brown et al 2001: 238). 

 

“People are born with talents and everywhere it is in chains. Fail to develop the 
talents of any one person, we failed Britain. Talent is 21st century wealth”. 

(Tony Blair, Labour party conference speech Bournemouth 1999 as cited in Brown et al 

2004:1) 

 

It is highlighted that from this social and economic policy agendas are now linked to 

education, encouraging talent to emerge from all strata of society. The question regarding 

societal inequalities will remain however, as it is essential a level playing field for 

opportunity be available for all, and this is a factor underpinning this thesis. Leitch (2006) 

identifies the strength Britain has is a strong infrastructure for education and vocational 

training. The weakness is in the number of adults with both literacy and numeracy problems.  

 

2.6 Policy agenda related to widening participation. 

 

The ODPM/SEU report ‘Improving services, Improving lives’ indicates a positive link 

between adult learning, social capital, health and family life from research in this area, which 

encourages social cohesion within communities (NIACE 2005). Within policy, the high-level 

objective for education in 2005 was a promotion that young people should stay in learning to 

increase the skills of the adult population. This was to maximise economic performance and 

spread opportunity through society (DfES 2003, HEFCE 2002).  

 

“Class divisions and other fundamental lines of inequality, such as those 
connected with gender and ethnicity, can be partly defined in terms of differential 
access to forms of self actualisation and empowerment.” 

(Giddens as cited in Brown et al 2004:3) 

 

Brown (2003) looks at the increase in social mobility, as there are more careers within 

professional and managerial employment available. These jobs are no longer for a small elite 

band of workers. There will be a spread of opportunity that will encourage the talented 
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individual to carry on in education. This would indicate that widening participation will not 

interfere with obtaining graduate employment, as with technology increasing there will be an 

increasing demand for educated workers, but will the status here be decreased, as the number 

of these jobs increase? 

When considering the social strata within Britain around who works and in what 

employment, there is a higher amount of workers from the lower classes in lower skilled jobs, 

not necessarily because they have an aptitude for this work, but often because they are 

socialised to perceive this route leads to a better career (Forsyth & Furlong 2004). However, 

if a progressive and developed economy for a technological age is what Britain is aiming for, 

then all levels of employment will need skills. The Leitch Review of 2006 considered what 

Britain's long-term skill needs were. This was rather damning, as though the skill base has 

grown over the past decade, it is still weak if considered against international standards. The 

idea is promoted that even to stand still Britain will have to ‘run’.  

 

While the concept of increasing individual skills is admirable, it is observed there are also 

changes made to the security of employment due to globalisation. Forms of ‘precarious’ 

employments are now commonplace in European labour market trends. This creates a marked 

insecurity within employment, due to differentiated labour markets and increasing 

competition for employment. Selective mechanisms are defined in both the structure of 

employment and the employment mobility. The concept of a job for life no longer exists 

(Eurofound 2007). 

 

However, it must be accepted that for all these drawbacks, for a knowledge economy to exist 

there have to be knowledge workers. If there is no economic growth then the UK will fall 

behind other developed countries. Policies to achieve this must form an ongoing process as 

‘new areas of economic activity give rise to new knowledge requirements’ (Brown et al 

2001:237). There is the suggestion that both the individual and the economy will benefit here. 

 

“There is a need for employers to have the right skills to support the success of 
their businesses, and individuals to have the right skills they need to be both 
employable and personally fulfilled.” 

(Forsyth & Furlong 2003:69) 
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Have the policies to widen participation worked though? In answer to this it is noted that 

overall participation has dramatically increased in higher education over the past 30 years. 

However this has not helped increase participation within social classes four and five (DfES 

2003). This seems to be showing that inequalities due to class still exist, the lower the class 

strata the less educated the individual will be. It appears the focus is on widening 

participation, that education works, but not a focus on whether there are jobs with long-term 

prospects for the very students they are pushing to enter higher education. 

 

2.7 Funding issues in widening participation. 

 

Interrelated to widening participation are funding issues. Academics in the higher education 

sector have had pay increases held back, if compared to comparable employment in the 

private sector. The unit of resources per student has been cut so there have to be more 

students to keep income stable, causing universities to be efficiency gains driven. The staff 

ratio was 1:8 in 1960, but is now 1: 20. There are now 400+ students in lectures, and new 

large venues to facilitate larger groups are being commissioned.  

 

The grant system has been replaced with a loan/grants system. There is a variable tuition fee 

levied to students. Study skills for undergraduates are now much more important. 

Considering the private rates of return for the individual, while it is feasible to place some of 

the finance on the student there has to be a cap on this or students, particularly those from 

underrepresented groups, will not enter higher education. The rate of return has not been 

measured since loans came in, so it is not clear whether the graduate earning premium will be 

enough to cover the costs and justify entering higher education (Ashworth 1997, Bowers-

Brown 2006). Higher education is promoted as a way to gain skills by ‘learning is earning’ so 

the overall consensus argues the individual should pay for higher education as they gain the 

benefit (Brown et al 2004). Cost is now a key factor in the decision to enter higher education, 

with a fear of debt also identified for those students in low income family groups, so 

introducing top-up fees while endeavouring to widen participation would seem to be 

contradictory (Bowers-Brown 2006). 

 

If lower income students are going to accumulate most debt, but have the highest aversion to 

debt, it is logical to presume these will be the students who will undertake the highest levels 
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of TTPE throughout their degrees, so will be most likely to have any effects of this on their 

university experience, whether this be to studies or participation in university activities. 

 

Efficiency equates to programme driven teaching, where students are ‘spoon fed’, taught to 

pass exams. This was a change to student led, with less support for students. However, GCSE 

and A-level passes are increasing each year with this style of teaching, yet higher education 

institutes, alongside employers, complain about the levels of basic education students have. 

Can this be that preparing students for a knowledge economy, upscaling, is not enough, that 

employers are looking for knowledge in the course and subject alongside soft skills, such as 

collaboration, communication and people skills? There are ideological divides at a political 

level that are pervasive. Brown (2003) feels there are changing relationships seen between 

employment and education. It must also be asked will innovation and individual thinking be 

lost by changing the style of teaching within universities. 

 

Alongside the changing teaching style due to the increase of students within the UK higher 

education system, the type of course and university attended varies by socio-economic group, 

with ‘elite’ institutions seen to exist. The Dearing Report (1997) recommended funding 

allocation have priority to institutions with a strategy to promote widening participation. 

 

‘Significant differences in levels of application and participation by socio-
economic group continue to exist between different types of higher education 
institution.  The post-1992 universities attract over 60 per cent more applicants 
from lower socio-economic groups than the pre-1992 universities, although 
applicants from socio-economic group V remain at an extremely low level for 
both types of institution.’ 

(Robertson & Hillman 1997 as cited in Bowers-Brown 2006:70) 

 

Credentials obtained from education have become increasingly important to gain rewards in 

the labour market, and Brown et al (2001) deems this to be fair, as the education system 

utilised to accredit the knowledge base learned is fair. Thus to gain reward on the individual's 

ability due to selection on this criteria is valid. This leads to a consensus that there is wasted 

talent within the underrepresented groups, and indeed, much research is critical of what is 

seen to be inequalities in the UK educational system. Widening participation will try to draw 

on this but will it work? Consider the choices made in entering higher education, the right 
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course, right university, and the level of degree classification achieved. These are linked to 

inequalities in the primary source of education and attitudes within families related to class. 

 

How a company will perform in today’s economy often focuses on ‘human’ resources, with 

the equation of the right people with the right knowledge in the right job necessary for 

success. This can be seen to be directly influenced by Durkheim’s view that employment and 

education are linked, with meritocracy rewarded (Brown 2003). 

 

Socialisation within the family unit factors highly in decision-making on whether to enter 

higher education. For many, particularly in low income families, the expectation is that paid 

employment follows on from compulsory education. Historically it is the middle and upper 

classes that attend University. Add this to recognised links to the aversion of debt in the 

lower classes, a need for additional income into the family unit and a general lack of 

information on higher educational options and what are the chances for children from social 

classes four and five to participation in higher education (Bowers-Brown 2006, Callender et 

al 2003). 

 

“Many respondents came from family backgrounds in which both taking on debt 
to invest in one's future and participation in higher education were alien 
concepts. In such families, historically, children had left school to get a job and 
contribute family income. Indeed some interviewees felt aware of some pressure 
from their families and friends to do likewise.” 

(Forsyth & Furlong 2003:43) 

 

The returns from obtaining a degree are high, but at some point, as the amount of degree 

holders increase will this remain the case? There is an ideology that increased skills lead to 

high income employment and life opportunities, but is this guaranteed? And what level of 

skills are necessary for graduate employment, as with widening participation high numbers of 

individuals will hold degrees, so there will be an inflation in the qualifications required for 

such employment. It has to be asked can expanding higher education via policies to promote 

widening participation significantly increased life opportunities by enhanced employment 

(Brown & Hesketh 2004). 

 

There is also the question of whether the type of student will have an impact, as when the 

numbers of graduates increase, a certain percentage will take on non-graduate employment, 
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identified as ‘displaced’ workers. Employers are now seen to have a degree as an entry 

requirement when earlier none was needed. This is an inflation of credentials for employment 

(Ashworth 1997). What is of concern is that these displaced workers are identified as being 

the marginal students, the average student still appears to find graduate employment and this 

is where the premium is earned, but these students are those that would have entered higher 

education anyway. There has to be a belief that education is creating growth in society 

(Brown 2003). There are also concerns around student dropout rates, that are seen to be rising 

in higher education, and the highest percentage here are from the marginal groups, which 

actually puts these students in a worse position than if they had not continued in education, as 

they have incurred debt but have no degree. 

 

‘If the individual is in the marginal group they must firmly believe in there being 
associated growth from the participation’ 

(Ashworth 1997:176) 

 

The question today is whether the Labour market can be related to education. Graduate work 

is now much more competitive to achieve, partly due to the high rise in the number of degree 

holders and partly due to many more women now competing for the highest level 

employment. A position is now not for life, so this competition exists throughout the whole 

of an individual’s employment years, creating the ‘risk’ culture of global capitalism (Beck as 

cited in Brown & Hesketh 2004). 

 

A paradox does exist in the knowledge economy, whereby wage inequality has a relationship 

with the amount of individuals wishing to obtain a degree. This has caused a widening 

division in middle-class employment. Yet supposedly a knowledge economy will bring about 

more opportunity, equality and social justice and cultural diversity (Brown & Hesketh 2004). 

The middle classes depend on academic achievement to obtain the type of employment they 

wish to enter, as they have a particular lifestyle to fund, so this has brought about more 

discerning choice around courses, ‘status’ universities and students striving to obtain the 

highest degree classification that they are capable of achieving. Therefore, with such 

increased numbers of students now engaging in TTPE, there is a need to build a bank of 

knowledge on the implications this has for full-time students. Historically degrees equated to 

status in the labour market, but the inflation of degree holders since the expansion of higher 

education has lead to what some consider being a devaluing of degrees.  It is also often the 
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case that postgraduate qualifications are necessary for the high end of the labour market 

(Brown & Hesketh 2004 TLRP 2008). 

 

Brown (2003) also makes the point that this newer system of mass higher education has 

closed the knowledge gap, causing inequalities to now exist within career pathways, where 

graduates often find they are in lower status employment than others with the same level of 

knowledge. The term ‘education stagflation’ has now been used when credentials are rife but 

employment opportunities are not, so graduates are underemployed, with a knock-on effect 

down the ladder of employment.  Employability policies are flawed as they do not consider 

positional conflict, because the main factor that dictates policy are employers’ perceptions of 

what skills they need. There has been little conceptual or empirical analysis in this area. 

 

There is an identification of a duality of employability, where not just the professional and 

social skills of the individual is considered but also comparisons made between workers on 

offer, the competition. There is also a personal capital importance that incorporates the theory 

that a knowledge-based economy will create an increased skills, increased income economy 

(Brown & Hesketh 2004). Ashworth (1997) is critical of this stance, as neither whether the 

standard of graduates has been maintained nor the importance of the status of institutions has 

been considered. 

 

The subject area is suggested to be of increasing importance, due to there being greater 

competition from emerging economies. Research now suggests that up to 40% of graduates 

are not using graduate employment. This would render the government’s constant reference 

to the extra wages a graduate will earn over a lifetime over a non-graduate counterpart void 

for many individuals. This is used for justification for transferring the cost of higher 

education more onto the individual, but is this now just a redundant rhetoric? The trend that 

there will be increased graduate employment within a knowledge economy was based on 

predictions of a growth economy, and as we are now in a time of recession this could mean 

disaster for graduate employment (Brown & Hesketh 2004, TLRP 2008).  
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2.8 Meritocracy. 

 

How a company will perform in today's economy often focuses on human resources, with the 

equation of the right people with the right knowledge in the right job necessary for success. 

This could be seen to be directly influenced by Durkheim’s view that employment and 

education are linked, with meritocracy rewarded. However the ideology of meritocracy was 

based on the concept of limitations on numbers of the population having the necessary paper 

qualifications and skills. Durkheim saw education is having a duality of functions, to 

reinforce social solidarity and rules and the selection to occupation arising from individual 

achievement, though a critique of this might be that a ‘more of the same’ is unlikely to 

promote meritocracy, but maintain the status quo (WOU 2013). Thus credentials, paper 

qualifications, provide a measure of that individual's performance and knowledge.  These are 

now utilised by employers to allocate employment, creating the hierarchy of salary structure 

and status (Brown 2003). 

 

 ‘There is an absolute dimension, in which quality is added by receptive students, 
good teachers, good facilities and so on: but there is also a relative dimension, in 
which quality consists of the differential over the educational level attained by 
others’ 

(Hirsch 1977 as cited in Brown 2003:143) 

 

American sociologists through the 1960s and 1970s promoted a theory of meritocracy within 

employment.  Due to the eminence of these sociologists, such as Daniel Bell, the concept was 

embraced and accepted by academics alongside policymakers and politicians.  This theory is 

concerned with the relationship of an individual’s class origin, educational achievement and 

hence eventual class destination, which was considered would change over time according to 

the needs of a modern society (Goldthorpe 2003).  

Human resources must be utilised across the spectrum of social class, so widening 

participation within education should, in theory, release human potential via increased 

educational opportunities.  Individual achievement will gain qualifications to strengthen 

social selection, associated with class destination, an educational based meritocracy creating 

social mobility. However the reality shows, from national survey data from a range of 

countries, that this is not the case. Class differentials are still apparent within educational 

attainment – children of upper class parents show higher ability.  High or low academic 
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ability have their own distinct pathway of opportunity, however the class ‘card’ is seen within 

medium ability individuals – the higher the class origin of the individual the more likely they 

will continue on within education – showing differences in the ‘take up’ of education.  This 

can be a considerable waste of talent (McNamee & Miller 2003, Goldthorpe 2003) 

“Children of working class origins are more ‘risk averse’ than children from 
more advantaged backgrounds but this might be merely rational given differences 
in security and stability of parental income and income prospects”  

(Goldthorpe 2003:235) 

   

However, the question must be raised about societal inequalities that exist. These do not 

allow a level playing field of opportunity to all groups in society. A middle-class lifestyle is 

the aim for those living in Western societies and females are entering the workplace in 

increasing numbers, competing for employment at all levels. Alongside massification within 

higher education, this equates to intense competition for ‘elite’ graduate employment. 

Benefits from the welfare state are now decreasing in real terms, from economic forces at 

play, such as decreased taxation from lowered income tax, and increasing numbers of 

individuals eligible for old-age pensions (Brown et al 2001). The middle classes are now 

finding this competition is causing them to reassess the education their children are 

achieving. There is a requirement for higher ‘A’ level results to be able to enter an ‘elitist’ 

university, on the selective courses necessary for CVs. 

‘Employers cannot be relied upon always to act as unswerving agents of an 
education based meritocracy, and today, perhaps less so than before’  

(Goldthorpe 2003:237) 

 

Employers have different values than the sociologists and politicians on what is important 

and necessary for the job.  However in the UK it is also accepted that children from the lower 

classes will only have education to achieve social mobility, rather than the socio-cultural 

backing children from the upper classes also have.  This factor impacts on social mobility for 

the middle classes, as there is rarely a downward turn, due to socialisation skills allowing 

entry into certain service sector employment with the a level of status and remuneration, and 

opportunities to rise in the management structure (Goldthorpe 2003). 
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2.9 Students as consumers within a consumer society 

There are two aspects when considering students as consumers. Initially, students are 

becoming consumers of education in the current higher education structure. Universities are 

now reliant on the numbers of students they attract to fund the institution, so increasingly 

higher education as an investment for the future is how universities are selling themselves. 

The NUS warns ‘universities could not complain about the erosion of academic values and 

growing consumerism while pursuing a model that makes these trends inevitable’ (Streeting 

as cited in Attwood 2007, NUS 2006).  Universities have responded the student satisfaction 

and achievement is very important to them, but that this is ongoing, not just following the 

introduction of tuition fees. 

The second aspect is around students as young people living within a consumer society.  

Instant gratification is the norm and status and identity are linked to consumer items. The 

students of the 1970s had a grant if they were lucky, parental help and did not worry if they 

lived off beans on toast, bought cut price clothes and drank cheap beer (Alexander 2007). The 

social and economic environment in which students now live encourages conspicuous 

consumption. By the era of the change from grants to loans, materialism has increased to the 

point of creating a desire to keep to a lifestyle students have had and want for the future, a 

lifestyle that they would have had if they had entered the world of work albeit on a low salary 

(SIES 2003-2008). This dictates purchase of designer close, branded goods and so on, status 

and identity associated with consumer items (Reid 2013). Their degree is also associated with 

future increased materialism, as graduate employment is allied with affluence. 

 

 2.10 Conclusion 
 
The evolution of globalisation has transformed Western societies into societies that put 

emphasis on marketisation, commercialisation and commodification. Moving from 

manufacture to service industries created a perceived need for a knowledge economy, and 

thus a need for an educated workforce. There is rhetoric of education, education, education. 

This was the thinking that underpinned the expansion of educational provision in the UK, 

creating a very clear aim by government to increase input into higher education.  
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Revised funding strategies endeavoured to cope with the dramatic increase of student 

participation. Aspirations to embrace equality and diversity by widening participation across 

all strata of British society show a contradiction in terms however, as these funding strategies 

leave students in massive amount of debt by completion of their degree. This is particularly 

true for non-traditional groups, who have the highest aversion to debt, though logically these 

students should be least affected due to means tested grants to help with subsistence and 

lower the debt of the student loan. 

 

There are positive aspects to this phenomenon. There is freedom from the traditional career 

structure, as changing jobs frequently is no longer considered a disadvantage within certain 

sectors for employment, and individuals can now ‘job hop’ if they have the right skills.  

 

The underlying idea was that a global economy would be ‘good’ for the workforce, as jobs 

would not be so scarce, redefining employability across most economies. What is not 

factored into this equation are the power differentials between social groups. What can be 

seen is that though ‘knowledge sector’ work is increasing, not all ‘knowledge workers’ are 

finding ‘knowledge jobs’ (Brown & Hesketh 2004). Many graduates tell of attending 

interviews for call centre employment, with associated low levels of wages and work 

conditions, to be faced with numerous other applicants for the job with high level degrees 

from status universities. 

 

Thus it may be considered that while students in the UK are increasing choosing to take on 

paid employment alongside their studies because of widening participation and changing 

funding policies, it should also be enquired could they manage to fund their studies on the 

student loan system in place, with deferred tuition payments.  Should this prove to be the 

case, has living within a consumer society contributed to this increase in students ‘earning 

while learning’, and if so, to what extent? 

 

Research in this area does show that the spending patterns of students reflect those of similar 

age groups employed in low income employment.  However it has to be noted that for these 

low income groups this is an ongoing life style, while for students, it can be argued, this is a 

temporary situation while they accrue qualifications. These are aimed as a stepping stone to 

improved life opportunities, to gain graduate employment with an associated high income. 
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Thus do students ‘need’ the consumer items they purchase, that lead to the choices they make 

regarding demands on their time of paid employment that might be to the detriment of their 

studies, do they perceive there may be a risk to their levels of achievement?  

 

The following chapter reviews the literature on empirical findings relating to students who 

undertake paid employment. 
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Chapter Three 

Literature Review: Section 2: Empirical findings relating to students who 

undertake paid employment 

3.1 Introduction 

A wide variety of studies pose questions asking whether students who engage in paid 

employment are subject to a detrimental impact on their academic studies and student 

experience. Recent studies, such as those by Hunt et al (2004), Curtis & Shani (2002), TUC 

(2006), Callender (2008), indicate the importance of analysing whether this is so, in light of 

the rising numbers of students now participating in paid employment, particularly TTPE. This 

has been due, in part, to the development of a mass system of higher education in the UK, 

from the pre-existing ‘elite’ system, and the resulting modification to student finance. This 

has placed increased responsibility on the individual to fund a university degree. There are 

concerns over missed lectures and assignment deadlines, with associated perceptions that 

grades are lower than the students’ potential from prior achievements would suggest. The 

student experience has diminished, in relation to participation in university societies and 

activities, leading to a reduction in the accrued cultural capital allied to attendance at 

university. Research findings of the TUC (2000) also suggest increased levels of stress and 

tiredness amongst students engaged in TTPE. 

 

Callender (2008) considers this to be a largely ignored topic, and what research that has been 

carried out in the area is limited, with few considering the impact to academic studies.  

Studies consider how to attract students, particularly non-traditional students, into higher 

education, to widen participation, but then ignore the experiences of these students after they 

begin the course. This equates to the studies being all about getting the individual into higher 

education but none on looking after these students when they are there. Hunt et al (2004) also 

defines there is extensive literature on the conversion of higher education funding over recent 

years from a grant to a student loan system, but, again, little on the impact of what this has 

meant for the individual student. Many studies identify evidence of a steady rise in the 

incidence of students undertaking term time paid employment associated with the 

transformation in university funding over the past decade, which adds up to a significant 
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increase. Thus there is agreement research is required on the context in which the rise in 

students undertaking TTPE has taken place, and what are the implications of this. 

This chapter looks at the history of student employment, and how this has evolved to the 

present day. The implications of current student funding to individual students are explored, 

examining policies and the relationship this has to the sharp rise in student TTPE. The 

characteristics of student paid employment, who works, why and where, is studied to 

consider the equality within the student body incorporating expectations on parental 

contributions and attitudes towards debt. All impacts from paid employment, whether 

positive or negative, will be investigated. 

 

3.2 History of student paid employment and links to consumer society: 

 

Hakim (1998) considers the relationship between the employment market and social change 

from looking at a wide range of research studies from the UK and USA. This encompasses 

the changes in student involvement with paid employment throughout time, the history of 

student paid employment.  

Hakim found a certain percentage of students has always undertaken employment alongside 

their studies. This has a longer history in the USA, but there are similarities in the patterns of 

employment between the UK and the USA. Before the 1990s, the number of students in paid 

employment while studying was low, with the employment usually throughout the school 

holidays. However, the later studies were beginning to show these figures on the rise, 

especially for those students choosing employment within term time and not just in the 

holidays.  The Family Expenditure Survey (FES) data from 1968 to 1991 show an increase 

from 40% to 59% of all students in secondary, tertiary and higher education working 6 to 10 

hours a week. The biggest rise was throughout the 1980s, though the figures were still 

relatively low in comparison to the figures for today. The NUS (2008) defines that over the 

past decade students taking on paid employment, whether in college or university, has 

increased by 50%.  This means 70 to 80% of students currently engage in paid employment.  

Hakim suggests the timing of these increases indicate that higher education funding 

amendments of the 1990s would not totally explain this phenomenon, though would be a 

major catalyst.  Studies of the late 1980s and early 1990s, such as Roberts et al (1987) and 

Sly (1993) as cited by Hakim (1998), state students in paid employment were from the higher 
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socio-economic groups at this time. While this would reflect the social composition of the 

student population at this point, Dustman et al (1996) as cited in Hakim (1998) also puts 

forward the theory that paid employment was utilised by middle-class parents to both instil 

money management to their children and restrict consumption, particularly in leisure 

spending. These students were also more successful in achievement levels and obtaining 

graduate employment. Hakim suggests the ‘most able and motivated’ students undertook paid 

employment, with the work experience and social skills gained reflected on their curriculum 

vitae, important for future careers.  A follow on point that Hakim (1998) makes is that at this 

period in time, careers could be established from in service training. Students from lower 

class backgrounds, participating in paid employment while in high school but not continuing 

on to higher education, were having successful livelihoods. 

  

Studies, such as Hutson & Cheung (1992) and Micklewright et al (1994), defined a void 

between secondary schooling and tertiary education, where young people required some form 

of paid employment for psychological well-being, needing to prove a degree of independence 

away from the family. The students had full control over their wages, enabling them to 

establish a strong sense of identity from this degree of autonomy in their lives. However, a 

consumption pattern was promoted, which continued throughout higher education. This was a 

development ongoing from Hakim’s theory of a restriction on consumption. A link was 

appearing endorsing the concept of a relationship between students’ paid employment and 

living in a capitalist society, relating identity with consumer items, which is discussed later in 

this chapter. 

 

This link is reinforced in more recent UK research. Curtis & Shani (2002) examined prior 

work experience within the student body, discovering a high level of students had 

employment in the sixth form. This had created a desired standard of living for the students. 

Hunt et al (2004) also found this in his study at Northumbria University. Curtis and Shani 

(2002:31) promoted this had generated a ‘routinisation of work’, where studies and 

employment became the norm, interacting for students to cope more efficiently, though still 

experiencing the greater levels of stress associated with the effort of juggling studies, 

employment and leisure time. Much of the research into student paid employment highlight 

stress within time management, particularly at exam times and with meeting assignment 

deadlines.  
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3.3 Higher educational funding modification implications: 

 

The late 1990s brought about massive change in the funding structure of higher education in 

the UK, initiating the significant social phenomenon of high numbers of students undertaking 

TTPE to be able to afford to attend university. 

 

3.3.1 Elite versus mass systems of Higher Education: 

 

The research data Hakim (1998) explored indicated that students who undertook paid 

employment had higher achievement levels than their non working counterparts, but at this 

time the higher education system was elitist. Hakim defines the elitist system as where 10% 

of the same age cohorts enter higher education. At this time the student population consisted 

of wealthier students, with high levels of government subsidies, thus the number of students 

in paid employment was low.  

 

New combinations of paid employment and study were becoming apparent in this era, as a 

mass system of higher education began to evolve from policies to widen participation through 

all strata of society. Hakim defines this system as where 30% plus of the same age cohort 

enters higher education. Funding became more difficult due to sheer volume of numbers. 

Student loans replaced grants and the onus for funding the degree was placed more on the 

individual. The number of students in paid employment, especially TTPE, increased 

dramatically throughout these years. Hakim, alongside studies such as Callender & 

Wilkinson (2003), Metcalf (2003), Ford et al (1995) attribute this, in part, to financial 

necessity, as the value of subsistence grants became eroded due to the increasing number of 

students and the policies in force to finance this increase.  

  

3.3.2 Structure of degree course:  

 

Hakim (1998) assessed the higher education systems in place, considering the structure of the 

degree. The UK has a different system than many other developed nations. Most mass higher 

education systems have degrees that are completed in 5 to 9 years full time. The UK has a 3 

to 4 years full time system in place.  This equates to greater intensity of study, increasing the 

threat that TTPE will have detrimental consequences for the student.  
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Curtis (2006) considers to study in the UK is very expensive, the third most expensive 

country in the world. The Education Policy Organisation report found the UK has a high cost 

of living alongside a low GDP per capita, with the loan system to pay for higher education 

making this much less affordable than in other countries. The actual cost for the higher 

education is moderate, with high accessibility for all socio-economic groups, compared to 

other countries. Thus the accumulated high costs in the UK do not discourage participation in 

higher education, though Curtis defines the UK has the highest proportion of students in 

TTPE, which is an important distinction regarding the uptake of paid employment within a 

student population. 

 

Ford et al (1995:187) considers that ‘the conception of higher education as a full time activity 

has been reflected historically in the length of courses and the mechanisms for support 

through grants’ but that this has now changed. This model of higher education assumes that 

any employment undertaken by full time undergraduates is incidental and confined to 

vacation work.  This model no longer applies. 

 

3.3.3 Students as employees: 

 

Hakim (1998) examined the 1995 NUS survey, which reported students viewed the choice on 

whether to undertake TTPE deeply influenced by the new level of the affordability of 

university, following the funding changes from student grants to loans. Students considered 

themselves cheap labour, as they were casual, part time employees. This was discussed 

widely as a public policy issue of the 1990s. In the UK, right up until the 1990s, students 

mainly fell into the category of a young single person with no children, living with their 

parents.  Hakim states that at this stage there were no differences in the characteristics of 

students engaged in paid employment and those who were not.  The type of employment 

undertaken was largely in retail and hospitality.  Thus the students were in the ‘marginal 

workforce’, which unfortunately is low paid and has the lowest employment protection laws 

in place.  

 

Curtis & Lucas (2001) consider that currently there is a new demand for workers who can 

‘multitask, make decisions and take responsibility’. Employers are identified as finding this 

in the student workforce, who also meet the criteria of being ‘cheap and flexible labour’. The 
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study assessed that though students are vocal regarding the disadvantages of the employment, 

they can also feel trapped and vulnerable with regard to being unable to challenge employers 

about the pay and conditions. This is because they are so reliant on the employment to 

finance their degree. By the same token, Curtis & Lucas identified employers used students, 

viewing them as easily controlled, accepting of low pay, but also having traits of being 

intelligent, articulate and conscientious. The key issues for students, looking forward to when 

they will be seeking graduate employment, are the academic standing of university and the 

courses that are available within them, student paid employment is just the means for them to 

complete the course, so these students will often take whatever employment is available 

(Smith 2007). Curtis & Lucas (2001) viewed students realise that in many ways they are 

being taken advantage of by the employers, but consider they have no choice as they work 

through necessity. 

 

3.3.4 Parental contributions 

 

The transformation of student funding arising from the widening participation policies of the 

1990s includes a high level of government expectation that parents will contribute to their 

child's higher education. 

 

The importance of parental contributions has led to articles ranging from almost tongue in 

cheek, put over as how students should approach obtaining money from parents, but with an 

underlying focus on what parents will get in return for the money and the conditions put on 

the money (Swain 2007), through to how parents can reduce student debt for their children by 

a offering financial advice, inclusive of regular saving before university, budgeting their 

money, creating a weekly cash flow as opposed to monthly so that students do not get into a 

habit of using credit cards and so on (MacErlean 2007). 

 

Davies & Elias (2003) found, in their study, that students reported no receipt of parental 

contributions as the most common reason for dropping out of University. This was very much 

related to debt, which was the second most common reason reported.  

 

Smith (2007) evaluated the Unite report, which finds students now have a very high reliance 

on parental contributions or TTPE to fund their degree. Unite indicates an 8% rise in student 
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debt in the past year, with 75% of students now reporting they have accrued university debt. 

In 2007 the average parental contribution amounted to £4000. Unite, as cited in Smith 

(2007:1) states: 

 

"With debt continuing to rise, the report clearly indicates that one, less onerous, 
source of temporary revenue available for some students are financial 
contributions from their parents. The report shows that parental contributions 
continue to be an extremely important source of income for students as over 93% 
of them rely on their parents for some financial support." 
 

The Halifax building society completed a survey looking at parental contributions to 

university funding. Parents did not want their children to build up huge levels of debt so were 

prepared to take on the financial responsibility for university funding by working overtime, 

taking on second jobs, sacrificing holidays and socialising and in extreme cases taking out 

personal loans or remortgaging their homes (Fairinvestment 2006). 

 

3.3.5 Debt 

 

Attitudes towards debt play a major part in the decision-making of students, from whether to 

go to university initially, through to the choices made on the amount of hours undertaken in 

paid employment. Callender & Jackson (2005) considered whether students are deterred from 

entering higher education through an aversion to debt, given the funding changes since the 

90s now leave students with huge levels of debt on completion of their degree course. They 

conclude that for students from the lower social classes, debt factors strongly as a deterrent, 

overriding these students’ aspirations for future life opportunities, agreed in the studies of 

Christie & Munro (2003), Woodrow (1999), which identified financial considerations a huge 

barrier for young people from lower class family backgrounds. Cheri et al (2005) found 

anxiety regarding debt to exist throughout the whole of the degree course, though students 

were seen to become more tolerant of the debt as their course progressed, resigned that this 

was part and parcel of attendance at higher education. The Student Experience Report (2005) 

state 30% of students report having serious worries and anxiety about the debt accumulated at 

university. Metcalf (2005) defines an increase of 5% of graduates expressing regret they 

entered higher education since the introduction of tuition fees, which is directly related to the 

debt they now have. 
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Cooke et al (2004) considered there to be different attitudes to debt within students, whether 

this debt be from student loans, overdrafts or help from parents.  Some students accept and 

cope with debt as part of life while others never accept or handle even the thought of debt.  

This was not age related, all age groups saw problems in the repayment of debt. The affects 

of being in debt were dependent on the course, workload and personality type. Social class 

also had an impact, as those students from low income families did not feel they could ask 

family to help. CHERI et al (2005) define coping strategies helped students to come to terms 

with borrowing, as there was little choice when there was a reduced income coming in, 

students had to adjust to curtailing lifestyles.  

 

Cooke et al (2004) identified mental health issues for many students, related to attitudes to 

debt and differentials between student groups in the coping mechanisms used to manage debt.  

Some students felt tired continually, not just related to paid employment and study workload 

but also from the anxiety they felt about the debt they were accumulating through their 

degree. 

 

As capitalism has progressed, debt has become much more accepted with most people having 

some form of debt. Cheri et al (2005) define debt has become a ‘norm’ within student culture, 

with students becoming more realistic about levels of debt, as the uptake by 90% of students 

of a student loan shows. However, Smith (2007) found the Unite report identified students 

from lower income family backgrounds either had a lack of knowledge regarding, or did not 

understand, how the student loan system worked, so often used high interest bank loans and 

credit card loans to fund their studies. 

 

Paid employment is a major coping strategy for students in the lower social classes, used as a 

way to reduce student debt. This will factor in the decision-making of these students on how 

many hours to undertake in TTPE, even though these students recognise there are negative 

impacts to both studies and their student experience if these hours are too long. 
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3.4 Characteristics of student paid employment: 

 

This section examines which students choose to participate in paid employment, the 

motivations behind the decision-making and choices being made, and the incidence of paid 

employment, in particular TTPE. 

3.4.1 Equality – which students are in paid employment? 

 

Cooke et al (2004) & Christie et al (2001) define students within the UK choose paid 

employment to make ends meet. This is feasible in the long summer holidays, but in term 

times or the Easter and Christmas holidays, has implications to academic studies and the 

social aspect of student life.  That there are increasing numbers of students in TTPE reliant on 

these wages to afford university is concluded in studies such as Calendar & Kemp (2000) and 

Finch et al (2006) as cited in Callender (2008). In 1998/1999 wages made up 14% of 

students’ total income, by 2004/2005 this was 22%, effectively showing how dependent 

students now are on these wages.  

 

Students do have choices within the agency in paid employment, with Brady (2005) mooting 

this is best in summer holidays. Brady found that 85% of students do this, but that an 

increasing number of students also now work in TTPE, more than 50%, which can impact on 

achieving a work-life balance. 

 

Hunt et al (2004) cites TTPE as an example of how the individual is now paying a larger 

share of higher education costs. Non-traditional students, already disadvantaged by an 

aversion to debt and low parental contributions, are defined in this study is having to make a 

greater contribution. This creates a very different university experience for this student group. 

The non traditional students in paid employment will often emerge with large debts, a 

curriculum vitae full of bar work and a poorer degree result, whilst wealthier peers work for 

long term career benefits, have lower debts, wider ranges of experience in their CV and 

higher degree results.  

 

There is a supposition that student loan debt will rise with the introduction of variable fees, 

forcing certain student groups to participate more in TTPE, and for longer hours. Some 
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students, and Hunt et al (2004) indicate this to be a significant number, do not take out 

student loans or minimise these to as little as possible by undertaking TTPE, with the 

majority of these students from the lower income groups.   Studies by Barke et al (2000) and 

Payne & Callender (1997) show evidence that for some students the effect of debt has more 

importance than any perceived negative aspects of paid employment. They also point out that 

the diversity in the non traditional student body brings a cultural/religious aspect to attitudes 

towards debt. Students and their relationship with debt is discussed more widely later in this 

chapter. 

 

Humphrey (2006) identifies a growing inequality within the typology of employed students. 

Ford et al (1995) raises the question of equity between both individual students and 

individual institutions regarding TTPE. This could contribute to differences in levels of 

attainment and thus different opportunities in the labour market. Hunt et al (2004) reflect that 

there is the potential for equity issues between those who feel compelled to work long hours 

in term time and those who either do not work or work few hours, which will create a barrier 

to the government’s policies to widen participation across all sectors of the UK population.  

He recommends restoring a grant system for ‘equity and efficiency advantages’ (Hunt et al 

2004:16). This coincides with the Rees Report (2005) in Wales, instrumental in bringing back 

a maintenance grant for those students from low income families.  It may be argued this is a 

form of replacement for parental contributions, so if then the student continues to work long 

hours, this is directly related to the fear of debt more than dire necessity.  

 

Hunt et al (2004) concludes structural inequalities have been created in higher education. 

There are implications to university league tables, as these may appear distorted for those 

institutions which have a high number of students from the lower socio economic 

backgrounds. Thus to have a higher percentages of students in paid employment for long 

hours causes a defined ‘differential in employment propensities’ 

 

Purcell et al (2005) define inequalities still persist in the labour market, arguing that the 

higher education experience should not just be around widening participation so any member 

of the population can continue in education, but also ensuring that every student has the 

opportunity to embrace the whole spectrum of what it means to attend university. Otherwise, 

students who are already disadvantaged might ask why bother to get a degree if the benefits 
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are eroded by the inflation of credentials. Social and cultural capital accrued would play an 

increasingly important role in obtaining graduate employment, obtained by participation in 

university activities, the province of the upper classes. 

 

3.4.2 Motivations for Paid Employment:   

 

Callender (2008) defined the motivations and decision-making related to TTPE were 

predisposed by a wide range of sociological factors. There is suggested to be a significant 

absolute versus relative poverty issue, as 92% of students who stated they needed money for 

basic living essentials undertook TTPE compared to 43% who stated they had no financial 

difficulties. Callender does point out these judgments are based on what should be considered 

to be a reasonable standard of living, thus asking what does an individual need. Callender 

found more than 50% of those students in TTPE had families who could not help with 

funding, coinciding with the 2002-2003 SIES data indicating students in TTPE receive less 

parental contributions than students not in employment. Humphrey (2006) considered the 

major determinant of which students undertook paid employment was class, and this was 

connected with an associated lack of parental contributions.  28% of students in Callender’s 

(2008) study also worked in part to have less monies owed at the end of their degree.   Hunt 

et al (2004:8) says: 

 

‘participation in the labour market is therefore a function of the scale of living 
expenses (lifestyle) and the availability of funds from different sources’  
 

The data of the Hunt et al study highlighted students from higher income family backgrounds 

had lower percentages of engagement and shorter hours in TTPE.  

 

Callender (2008) also defined there was a relationship between prior qualifications and the 

course now being undertaken with TTPE participation, and also a link to financial 

circumstances, as levels of debt and financial commitments also influenced the decision-

making regarding TTPE.  

 

Curtis & Shani (2002) feel students who undertake paid employment need to be redefined as 

part time students and part time workers.  The TUC (2000) survey found that 72% of students 

are in some form of paid employment and the reasons they give for this are largely financial, 
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to supplement the student loan and level of parental contributions they receive.  The Hardship 

survey by the NUS, in 1999, identified a gap between living costs and the total package of 

student support, so defined that students were not spending their wages on luxuries.  Thus 

they felt that students needed to have paid employment in many cases, that there was no real 

level of choice involved.  Living at home had an important function for students from low 

socio economic backgrounds to fund their studies (Hunt et al 2004).  The data coincided with 

other studies that students living at home had a higher incidence of TTPE. This did not affect 

the level of impact on academic achievement or the amount of hours these students worked. 

Hunt et al points out that this should be a matter of concern, due to rising drop-out rates and 

falling student retention, that the anxiety and stress often seen in the student population is a 

consequence of term time employment. Carney et al (2005) state integration within university 

life can be difficult for students who live at home, and these students are often more in 

employment – 65% of students living at home have paid employment in comparison to 38% 

of those who live away.  Retention rates are higher in those students who are integrated into 

the university. When students live at home, costs are reduced so less hours in TTPE are 

necessary, though correspondingly, less time might be needed on housework etc so more time 

is freed for TTPE. Therefore the choices made here will lie with the individual student (Hunt 

et al 2004).  

 

Tuition fees and the new student loan system have caused increasing numbers of students to 

consider working in paid employment as an option to achieve their degrees. Alongside this 

increase in employment, the probability of dropping out is higher (Greenaway, D. & Haynes, 

M. (2004) as cited in Johnes, G. & Johnes, J. 2004).  Shaw (1984) in Archer et al (2000) saw 

the main reason for leaving university early is to earn money. This is reinforced by the later 

studies of Neill et al (2004) and Brady (2005).  The NUS (1999) sees that the expansion in 

the student population has caused high numbers of students to face hardship.  This is related 

to increased drop-out rates, where financial problems are cited as the main cause. This should 

be of concern when one considers the waste of resources associated with high drop-out rates 

(Curtis & Williams 2002).   

 

The increase of students in term time employment is considered by Hunt et al (2004) to be an 

unexpected phenomenon, but one that is causing the output from higher education to become 

reduced. Thus if future earnings of graduate employment are reduced by these lowered levels 
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of academic achievement, the short term gains of the students from paid employment will not 

be sufficient to counteract this.  Hunt et al (2004) equates this to there being a decreased 

social rate return for the investment that has been made in the HE, which is not economically 

efficient.  Loss of attainment questions the efficiency of higher education.    

Students, it is argued, are now increasingly seeking paid employment, and while certain 

studies indicate there are potential benefits from this, others more strongly suggest these 

benefits are outweighed by the detrimental effects of TTPE. It is also identified that students 

from low income backgrounds have the highest financial pressure, and so undertake paid 

employment for long hours during term time, which is identified as having the highest impact 

to studies. This affects both the academic and social side of the student experience, 

considered to contribute to the ‘drop out’ rates identified for marginal groups.  

 

3.4.3 The incidence of term time employment: 

 

The rise in TTPE is connected to the transformation of student funding in the 1990s.  This 

was noted by numerous studies such as Ford et al (1995), Metcalf (2003), Smith & Taylor 

(1999). The Student Income and Expenditure surveys (SIES) can be examined as a time 

series data base, showing the biggest rise in TTPE followed the 1998 Teaching in Higher 

Education Act, where tuition fees were introduced and grants abolished. Before the act, 47% 

of students had TTPE. This rose to 58% within a few years of the reform (Callender 

&Wilkinson 2003).  

 

Data from the research of Hunt et al (2004) saw a rise from 37.6% to 48.7% of student 

participation in paid employment throughout the two years of the study, 1999 to 2001. The 

work concurs with most other studies regarding the nature of student paid employment that 

the majority of employment available is in retail and hospitality.  Hunt et al found 66% of the 

students reported they worked to ‘achieve a desired standard of living’, which could relate to 

necessities or luxuries, again demonstrating that these students are living in a consumer 

society.  Hunt et al (2004) also defined that within students who undertook paid employment 

there was a disproportionate amount from the lower socio-economic groups, while Callender 

(2008), scraptuitionfees (2003) also noted the poorest students were most adversely affected, 

but most dependent on the income. 
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Metcalf (2003) and Callender (2008) found the incidence of TTPE varied between higher 

education institutions, related to the diversity within the composition of the student body and 

the local labour market. The intensity of academic requirements between universities varied 

also. In the UK there are now seen to be many more mature students, with different 

motivations to re-enter education. They seek to enhance existing qualifications for promotion 

or a change of direction in career. Some are single parents wanting to gain qualifications for 

increased life opportunities for themselves and their children. Callender’s study perceived 

these students often undertake paid employment for over 20 hours a week. 

3.5 Policy Context: 

 

Callender (2008) considers that though the numbers of students in TTPE has increased 

significantly since the higher education funding changes of the 1990s, the government and 

policy makers have rarely commented on this.  

 

Humphrey (2006) examines this aspect from the viewpoint of widening participation, 

concerned regarding the influence social class has to the incidence of TTPE. He considered 

the principle of equal opportunities brought in by the Robbins Report of 1963, which 

promoted the concept that if a student had the right qualifications then he/she could go to 

university. This has not been borne out, the numbers of students from working-class families 

have decreased over the past decades, despite increasing numbers in the total number of 

students.   

 

The Dearing Report of 1997 (Dearing 1997) did not foresee student TTPE as an issue for the 

recommendations it made on how higher education should develop within Britain over the 

next 20 years. The Cubie Report (Cubie 1999, MacDonald 1999), looking at Scottish student 

finance, does incorporate some mention of student paid employment by advocating that 

universities should set up part time employment schemes and advise students on work/life 

balance. This recommended that when incorporating paid employment hours within a full 

time university course, there should be a limit of 10 hours a week. The Rees Report (2005), 

which looked at Welsh student funding, mentions that paid employment can curtail university 

activities, opportunities to undertake volunteer work, and affect studies adversely. Therefore 
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there should be increased student support for students from low income group to minimise 

the amount that engage in TTPE. The review does note the benefits of relevant work 

experience to a future career. 

  

Callender (2008) found research studies utilised within policy making identified TTPE as a 

potential problem regarding academic achievement. In the report ‘Higher Education: Student 

Retention of 2000/2002’, it was recommended that universities advise students not to have 

more than 12 hours per week in paid employment and, to achieve this, student finance should 

be improved. However, in the government’s response to this report, it was stated that 

guidelines should be for the higher education institutions and the individual to choose. 

Though the government went on to express the view that excessive working in term time 

should be discouraged they would not recommend a set number of hours due to the 

differences between the institutions and courses.  

 

This implies government and policymakers have not analysed what impact TTPE can have 

for students in any great detail (Hunt et al 2004, Callender 2008).  Margaret Hodge, the 

Minister for Lifelong Learning and Higher Education in 2002, stated: 

‘Let me just say something else which is probably a bit controversial.  I’m not too 
concerned about students doing some part time work when they are 
studying………What we’ve got to ensure is that there’s a proper balance in some 
way so that the work doesn’t impinge on their study’  

Hodge (2002) as cited in Hunt (2004:3) 

Callender (2008) considers the minister associated the work/life balance for students to be 

closely linked with lifestyle choices; hence the motivations to work and how students use 

their income were more about socialising than the subsistence necessary to stay in higher 

education. Callender felt that though Hodge emphasised it was the number of hours worked 

that was important, she considered the student support system plus paid employment would 

provide a good standard of living for a student. Ford et al (1995) found that in Canada and the 

USA, where there is a long history of paid employment for students, it is identified that it is 

the relationship between the amount of hours in employment versus the amount of hours 

necessary for studies that is important. When assessing the impact of the said employment, 

the balance is the issue. Carney et al (2005) suggests that within higher education there is 

now an aim to enhance the student life to influence student retention rates.  The work/life 
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balance is important, but this has to be accepted by universities, government and 

policymakers, in addition to students. Within the Hunt et al (2004) study, the context is such 

that the individual student aims to find the optimum balance for both quality of life in the 

university experience alongside a balance of time for studies, when incorporating TTPE.  

This relates to more hours spent in studying equating to a higher achievement level.  

 

Callender (2008) examined the Select Committee in the Post-16 Student Support Report of 

2002, which reiterated the previous recommendations of a maximum of 12 hours of paid 

employment per week for students. The report considered that for many students these wages 

paid for basic living necessities not luxuries. Callender feels there is the idea underpinning 

both the Select Committee and Margaret Hodges’ assertions that TTPE is acceptable, which 

suggests a degree course is not a full time activity. It is the relationship of study time with the 

number of employed hours that is important. However, as Callender points out, there is no 

agreement within government on what constitutes an excessive amount of hours in TTPE. An 

assumption is made that there is a threshold regarding hours in employment, and provided 

these are not breached then any negative effects connected to participation in paid 

employment will not occur. However, policy makers appear to assume that such a threshold 

has been calculated, and formed policies influenced by this.  

 

Humphrey (2006) and Callender (2008) both examine the 2003 White Paper ‘Future of 

Higher Education’. This merely stated that choices students make around their lifestyle made 

the government feel it was reasonable for students to undertake TTPE alongside their studies. 

This paper also identified the huge increase in numbers of students participating in higher 

education, comparing that in 1962 6% of young people under 21 were in university, while by 

2006 this had risen to 43%.  The paper recognised there still existed a social class gap, with 

the top three social classes three times more likely to go to university then the lower three 

classes.   

 

Humphrey (2006) and Callender (2008) go on to examine the 2004 Higher Education Act. 

This was to restore means tested maintenance grants, defer loan payments, cancel up front 

tuition fees and bring in variable tuition fees with deferred payments, from 2006, in order to 

enable higher education to become more affordable across all strata of the UK population. 

Callender found student employment was again not within any debate by the government and 
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policy makers. She saw the only mention of paid employment undertaken by students was in 

the guidance notes for assessing student need for those in hardship. Here the notes stated that: 

 ‘students could supplement income via part time work, holiday work, overdrafts, 
savings and increased parental contributions’  

DFES (2005, paragraph 3.55) as cited in Callender (2008:361).  

This assessment uses an ‘assumed income’ figure for these sources of income to avoid having 

to make a link between the income derived from students’ paid employment and the student 

support system. Callender (2008) thus surmises this to mean that within the UK students are 

not assumed to have paid employment, that any wage from paid employment is not essential 

to student support. This is very different to other countries where the student support systems 

do include wages as an accepted source of income.  

 

Callender (2008) finds that TTPE is now important to students to both help towards the costs 

of higher education and lower the levels of debt acquired from taking a degree. Student loans 

she feels are not enough to cover the costs of higher education today. Student support 

arrangements are often dependent on parental contribution. This contributes to a class impact 

regarding student financing, as it would indicate that students from lower socio-economic 

groups will need to work in higher numbers than those from wealthier families.  Within 

Wales Quinn (2004) defined that attracting then supporting working class students so they do 

not ‘drop out’ is a concern for universities, though this is now helped by the re-introduction 

of a maintenance grant, which is means tested (Rees Report 2005). Means tested grant 

restored in Wales also led to this being introduced in England (Watt 2002).  Callender (2008) 

also criticises the student loan system, as means testing only accounts for a small portion of 

the loan, therefore students whose parents can contribute a greater amount can still get a 

sizable loan.  

 

3.6 The impact of paid employment on academic studies and the student experience: 

 

There are two impacts to be considered here, the impact to the academic achievement and the 

impact on the student experience. Impacts could be beneficial or detrimental for students. 
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3.6.1 Beneficial aspects: 

 

Beneficial aspects gained from undertaking paid employment while in full time study are 

discussed in both UK and USA research studies. Callender (2008) cites the US studies of 

Horne & Burkehold (1998), King (2002), Pascorella and Terenzini (2005), which consider 

that student paid employment, with hours under fifteen per week, can be beneficial to 

students in the completion of their degree, levels of attainment and the progress they make. 

However, Callender suggests this is related to the flexibility within the American degree 

system. 

 

In the UK, with regards to paid employment while in full time study, recent research does 

identify beneficial aspects. Initially these benefits were discussed by students as being linked 

to the paid employment helping with decisions on the type of employment they may wish to 

enter (Hakim 1998) and increasing specific employability skills which could be of use to their 

curriculum vitae for their career structure following obtaining their degree (Curtis &Shani 

2002, Lucas & Lammont 1998, Winn & Stevenson 1997, Brookes 2006).  However when 

Curtis & Shani (2002) and Wynn & Stevenson (1997) then examined the type of paid 

employment the students were undertaking, the point was made that in fact, in most cases, 

this was very much unrelated to anticipated future employment. 

 

Callender (2008) also found that students did see benefits to working, such as an 

enhancement of the transferable skills which would be of use in graduate employment. Curtis 

& Shani (2002), Lucas & Lammont (1998) and Neill et al (2004) also identified this, while 

Curtis & Shani (2002) also enquired of employers their opinions regarding student paid 

employment. Employers responded they were impressed by the communication and 

teamwork skills of students who had undertaken part-time paid employment, which would 

make a good addition to a CV.  Written communication skills were, however, not seen to be 

enhanced.  Related to this, Curtis & Williams (2002) defined employers often valued ‘real 

work’ over work experience.  

 

Curtis & Shani (2002) describe students identify increased confidence and improved time 

allocation skills from undertaking paid employment, while Curtis & Lucas (2001) state the 
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benefits were seen to be via work experience and the responsibilities attached to the 

employment.  

 

Hodgson & Spours (2000) and Curtis & Lucas (2001) identified TTPE could be an additional 

facet for socialising within student life.  Often the paid employment, especially those jobs 

within hospitality, were identified as additional opportunities to socialise within the student 

faction. 

 

Hunt et al (2004), when evaluating the benefits of TTPE, makes the point that these benefits 

may not be as high as they are promoted to be, due to the nature of typical student 

employment being low skilled and unrelated to future careers.  Other studies, such as Brown 

(2003), state employers are now considering the ‘soft’ skills gained from paid employment 

when recruiting for graduate employment, due to the inflation of degrees seen in the mass 

system of higher education.  However  Hunt et al (2004) identify that despite these ‘soft 

skills’ being transferable to graduate employment, they are not enough to attract the students 

from well off backgrounds into paid employment.  Hunt et al also conclude that if the paid 

employment is counterproductive by lowering the level of academic achievement, then these 

soft skills will be alongside a lower level of degree, so not worth as much in real terms in the 

labour market. 

 

3.6.2 Detrimental impacts: 

 

There are negative perceptions regarding term time employment, with concerns expressed 

about danger to educational achievement.  Callender (2008) considers research evidence from 

the UK and USA, on TTPE in relation to student attainment. Initially she considered the 

scope of the research studies, inclusive of limitations regarding the findings they made and 

generalisations determined from the data. Overall, there are no large scale studies over a 

variety of institutions. The USA studies incorporate paid employment as part of the higher 

education experience, but do not differentiate between part time or full-time students, or 

identify the timeframe of paid employment within the academic year. Many of the UK 

studies are small scale and usually undertaken in one institution only.  
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Callender (2008) regards this to be a major limitation of these studies, as it is necessary to 

compare universities to consider if this is nationally representative. There is also no control 

regarding students’ baseline of prior academic attainment for comparison. Hours in 

employment are frequently not taken into account. Callender believes studies must always 

consider other factors that may contribute to the end result, as it might not be paid 

employment that is affecting these results. Callender’s (2008) work considers the impact to 

academic achievement, but controls for prior academic attainment, the relationship to the 

hours of work and a nationally representative sample.  

 

The National Child Development study data in the UK, as cited in Hakim (1998) showed that 

teens undertaking paid employment while in secondary school had lower marks than those 

who were not in employment. In this study the grades were quantified to explore achievement 

levels. 

 

Barke et al (2000) and Hunt et al (2004) both studied the impact of TTPE on students in the 

same university.  Barke et al calculated a mean percentage grade of 1.7% difference between 

working and non working students. Hunt et al found that non working students obtained 

significantly higher marks than their peers in paid employment, but only in certain subject 

groups. The conclusion made by Hunt et al was that this could affect the degree classification 

results. Humphrey (2006) also indicates a significant difference in the end of year marks 

between those students who were employed those who were not. Though Humphrey stresses 

that he was not able to calculate whether this would make a difference to the final 

classification of the degree from the data in his study, he does conclude there is a detrimental 

impact. This was substantial difference on the average mark obtained, which could mean the 

lowering of the degree classification. Purcell et al (2005) had a study based on a nationally 

representative sample, with controls made regarding ‘A’ level scores for prior performance 

predictors. She also considered a range of other factors that might contribute to the results, 

though omitted the amount of hours in paid employment worked by the students. A 

conclusion was made that differences were apparent between employed students, and those 

who were not employed. This estimated a student in employment would be a third less likely 

to obtain a ‘good’ degree. Naylor et al (2000) agreed with these findings in their research.  

There were significantly lower end of year marks for those students who were in paid 
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employment, with a calculation made that 37.7% could have achieved a higher grade in their 

degree. 

 

Lindsey& Paton-Salzberg’s (1994) study indicated students that had paid employment failed 

three times as many modules as those who did not, in addition to obtaining significantly 

lower marks and poorer degree classifications: 

 ‘24.8% of students holding permanent jobs during term time would be expected 

to achieve a degree that was one class higher if they had not worked’  

(Lindsey et al 1994: 12) 

Van Dyke, Little & Callender (2005), alongside other UK studies such as Curtis & Shani 

(2002) Smith & Taylor (1999), Curtis & Williams (2002), Metcalf (2003), Moreau & 

Leathwood (2006) and the NUS (2008) indicate students self report that they miss lectures, 

miss seminars or are unable to complete the studies required of them for these, have less 

time to study for, read around and work on assignments and in addition have increased 

levels of stress and tiredness, all accredited to the fact they undertook paid employment. 

This paints a picture where attainment would be affected very negatively. The NUS (2000) 

survey found 26% of students missed lectures and 16% missed assignment deadlines, which 

they specifically blamed on undertaking paid employment.  Callender & Kemp (2000) 

identify 78% of students in TTPE stated they did not have the amount of time that they 

wanted for their studies, with 61% stating they got very tired and 47% feeling ‘constantly 

overloaded’.  

 

The works of Smith & Taylor (1999), Curtis & Shani (2002), Curtis & Williams (2002), 

Metcalf (2003 and Moreau & Leathwood (2006) also show the more hours worked, the more 

the likelihood of these negative effects. Callender (2008) also identifies a relationship 

between the amount of hours in paid employment and an increased incidence of students who 

drop out. When Callender examined studies from the USA, these showed that the more hours 

a student worked, the more likely they were to either change their degree study from full time 

to part time or, in many cases, fail to complete their degree. Callender, however, states that in 

her findings, it was the paid employment in itself that is the factor impacting on academic 

achievement more so than the amount of hours in paid employment, which was also found in 
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Humphrey (2006) and Barke et al (2000).  This would appear to contradict the findings of 

many studies that define a relationship between the amount of hours worked with the impact 

to both academic studies and the student experience.  Carney (2005) identified an impact on 

mental health alongside 59% of the students in the study saying there was an impact on 

academic achievement, but it was also stated that those students who felt this worked long 

hours in PE. 

 

In Callender’s (2008) data, looking at both marks and degree results, TTPE had a relationship 

with a lower degree classification, with the more hours worked, the more likelihood of getting 

a poorer degree. This was irrespective of the higher education institutions.  This study did 

consider prior attainment and the amount of hours in paid employment. Hunt et al (2004) also 

found the impact was greater when factored with a high amount of hours in paid employment. 

They also identified a gender impact, where men were affected more than women.  Thus Hunt 

concludes that the consideration TTPE could impact negatively to academic achievement is 

justified from the evidence of his surveys. The TUC (2000) define the average hours worked 

are 15 per week, but 30% are over 20 hours. The point is made that these are much longer 

hours than those worked by students in the sixth form, where the paid employment is usually 

a Saturday job of eight hours or less.  Their survey found that paid employment under 10 

hours showed no fail grades for assignments, which is again linked to the idea that increased 

hours have the most adverse effect on academic achievement. The survey data defined this as 

not just via lectures missed, but also in the grades being achieved. Students reported tiredness, 

stress and a lack of concentration when in paid employment for long hours.  This was also 

described by Curtis & Shani (2002) in relation to students who worked in the Christmas 

vacation. 

 

Ford et al (1995) calculate that in excess of 10% of student income is now from term time 

employment. This trend could be the influenced by more students in employment, more hours 

of employment per student and changes in funding streams as sources of income.  This 

research suggests a relationship between higher hours worked, shift work and pressures to 

work over the hours by employers, all of which contributes to an impact on studies. If TTPE 

is not to be problematic for some students, then that employment needs to be monitored and 

perhaps regulated to keep within the parameters of where any impact from paid employment 

to studies is minimised.   



���

�

 

Curtis & Shani (2002) identified TTPE involving unsocial hours and shiftwork causes a high 

detrimental effect to studies. It was not just the hours at the place of employment that was 

taken from studies, but also the recovery time, causing missed lectures, tiredness, lack of 

concentration within lectures and tutorials, and missed assignment deadlines. This was also 

seen by the TUC survey of 2000, where students self-reported an effect on academic studies 

from unsocial hours and inflexibility, found in much of the paid employment. Employers 

were said to be inflexible around time off at exam and assignment times.  Taylor (1998), 

Smith & Taylor (1999) found that employers put pressure on students to increase their hours 

when other workers were ill or on holidays or at busy periods, as the employers considered 

the needs of their organisation and were not interested in the academic needs of the student. 

Curtis & Williams (2002) defined there are pressures from employers to increase hours to a 

point where study is seen to be affected.  

Curtis & Shani (2002) discuss adverse effects being reported by the minority of students, 

though many students stated they had not considered the effects deeply, which could be 

connected to the concept of the routinisation of work.  These effects were noticed when there 

was the greatest pressure, such as at times of personal crises, assignment deadline dates and 

exams. One consideration highlighted in this study was that part time students were given 

allowances by lecturers, but not the full time students, regarding paid employment.  This was 

pointed out as a recommendation for the future, as Kember (1999) as cited by Curtis & Shani 

(2002) considered support was of immense value within coping mechanisms.  

 

When exploring students’ perceptions around the effects of paid employment, Ford et al 

(1995) found more than 25% felt there was an adverse impact on standards of academia. 

Winn & Stevenson (1997) considered students felt that term time work should be fitted 

around study but, in reality, this was not the case and therefore there was an adverse impact 

on their studies. Taylor (1998) found that around 60% of his sample of students perceived 

paid employment would be detrimental to studies. The NUS (1999) found 59% of students in 

higher education believe their studies are affected detrimentally by the necessity of working, 

and would not undertake term time employment by choice.  Watts & Pickering (2000) again 

found – though this was a very small study – students reported a perceived negative impact to 

studies if paid employment had to be undertaken. Metcalf (2001) saw 78% of the students in 
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her study reporting a negative impact. Hunt et al (2004) data had a slightly different slant, as 

in this study students in paid employment perceived that over 14 hours in work would cause 

an impact on their achievement.  

 

Students in the TUC survey (2000) reported a difference in the experience of being a student 

between those students who undertook paid employment and those students who did not, 

particularly for those students who were in paid employment for long hours.  TTPE was 

identified to affect social relationships and the involvement in university life, especially with 

university societies and sports clubs. This meant there was lower social and cultural capital 

accrued. This was noted not to be from poor time management but from a direct lack of time 

for all the commitments.  Independent study time was impinged by the demands of the paid 

employment.    Humphrey (2006) and Hunt et al (2004) saw that TTPE reduces social contact 

and takes away time to relax, to join university societies. The NUS (1999) considers TTPE to 

have a knock on effect to the experience of being a student, both within academia and social 

aspects.  These students were seen not to join university societies or undertake voluntary work 

due to their paid employment commitments.  

 

Overall, perhaps it should be asked how much leisure time a student should have. This 

balance is important, as working in TTPE appears to create problems. 10 to 15 hours per 

week is seen to be the limit, above this is deemed to have a detrimental effect on both the 

academic performance and the student experience (Neill et al 2004, Curtis & Shani 2002).  

  

3.7 Conclusion: 

 

Student employment has a long history; however the characteristics of the paid employment 

and motivations to engage in it are totally different pre-1990 to post 1990. Though the 

catalyst was changes in the funding of higher education, the development of capitalism 

contributed to the phenomenon by promoting a desire for consumer items through all strata of 

Western societies. 

 

What has been of concern is not paid employment the students per sec, but the rapid increase 

of students undertaking TTPE, which has implications to time management when academic 

requirements are highest. Paid employment throughout the long summer vacation is ideal, 
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with no apparent repercussions to student achievement levels or their participation in 

university life. 

 

Government and policymakers have used research that advises TTPE be curtailed to a level 

where any negative impacts will be minimal, between 10 and 12 hours per week. But what is 

government doing to ensure this? Passing the buck, in effect, to universities and individual 

students appears to be their answer, as they will not specify a number of hours for universities 

and students to adhere to. 

 

Within higher education attendance, then is still a massive social class gap, where the lower 

social classes are significantly underrepresented. Again it should be asked whether one 

barrier to increasing participation through social class is a relationship to perceptions held by 

these students on the necessity of undertaking paid employment while at university. 

 

The next chapter looks at how this research project was designed, planned and carried out.
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Chapter Four: 

 
Methods of Enquiry 

 

4.1 Introduction 

 

Educational research can be problematic; patterns and themes are identified by statistical 

data, thus political arithmetic was initially used widely. However, the ‘why’s’ were not being 

answered, hence a positive slant was introduced to explore causal effect relationships (Heath 

2000, Mason 2006). 

The main focus for this research was the impact the recent significant increase in student 

engagement within paid employment has had for students, both on their academic studies 

and the quality of their experience of student life. As previously stated, this is of increasing 

importance when government policy is aimed at increasing the education of the workforce, 

to gain increasing numbers of knowledge workers to sustain the changes over past decades 

in the typology of employment within the labour market.   While it is acknowledged that 

there are beneficial impacts for students from employment, it is TTPE that is of particular 

interest. It is here the literature identifies there to be negative impacts that can cause students 

to underachieve and even dropout of higher education. Because of the implications of these 

negative impacts, characteristics of student groups are analysed, alongside patterns within 

paid employment, of use to evolve strategies to minimise any detrimental effects to studies. 

There are topical and generic concerns around the funding of higher education, particularly in 

the current economic climate, as discussed in the introduction chapter of this thesis. I chose 

this research topic because of a personal interest, due to my being a teacher of an access to 

nursing course at a tertiary college in a deprived area. This gave me first-hand experience of 

the perceptions of students regarding how they would fund a higher education degree. These 

students felt TTPE was essential, but had anxieties on how they would cope with working 

and studying full-time for three years, resulting in over 70% deciding not to apply to 

complete the nursing degree. 
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The study was to focus on higher education institutes in Wales.  It collected data from two 

universities, to represent the diversity of institutions in the higher education sector.  One was 

an older university, a member of the Russell. The other was a ‘new’ post 1992 university.  

One of these universities was situated in a city, the other within a Welsh valley, with a very 

different student population, more from working class backgrounds and more part time 

students.  This enabled variables such as the social composition of the student body, locality 

and labour market to be considered in relation to each other.  Different departments within 

the universities, but incorporating parallel degrees of study between the universities, were 

considered. This explored whether the entrance requirements within courses impacted on the 

incidence and influence of term time work. All respondents were students in HE Institutes 

operating top up fees and new student support systems. 

 

For this project, transparent methods with clear sampling strategies displayed, alongside 

statistical data shown in a simple and clear way aimed for a robust evidence base, to obtain 

validity. Conclusion discussions included alternative reasoning that might exist, to suggest 

further explanation (Gorard & Taylor 2004). The sampling technique aimed to be 

representative of the student population by the choice of different universities and different 

schools within these universities. Comparison to research findings within the literature on 

student paid employment, throughout the data analysis and conclusions, provided evidence of 

external validity (Bryman 2001). 

 

The methodological dimensions of this project will be discussed in this chapter. The use of a 

mix of methods, to encompass both quantitative and qualitative approaches, forms the first 

section. The second section will focus on the decision-making on the methods for data 

collection. The researcher’s input within this study will be considered within the third 

section, and how the data was analysed is discussed in the final section. A reflection on the 

role of researcher will run throughout the whole chapter. 

 

The field work for the questionnaires, initial interviews and diaries was undertaken during the 

spring and summer of 2009, with the follow up interviews undertaken in the summer of 2010. 

 

 

 



���

�

4.2 A Mix of Methods Approach: 

 

Mason (2006) and Gorard & Taylor (2004) suggest that to understand a multidimensional 

social world as complex, encompassing changing contexts within it, data must be collected 

using multiple methods. I wanted to collect numerical data to establish the scale and patterns 

within the forms of paid employment students were undertaking, in addition to understanding 

why the students engaged in paid employment. I felt that to use a quantitative method tool for 

objective data collection alongside a qualitative method tool for a more subjective element 

would allow me to ask more questions around my research topic, providing a more complete 

picture. This would enhance the capacity for generalisation, being of significant use in 

explaining the social phenomenon occurring concerning the research topic, and help to close 

the qualitative/quantitative divide that many researchers consider exists. 

‘The combination of multiple methodological practices, empirical materials, 

perspectives, and observers in a single study is best understood, then, as a 

strategy that adds rigor, breadth, complexity, richness, and depth to any enquiry’ 

Flick (1998:230) 

There are challenges in reconciling the data and knowledge generated from the mix of 

methodologies, so the decision was made to link the methods rather than integrate them, 

which did influence the assessment of methods to use for this project. However, as the data 

would be collected from three sources regarding the same phenomenon, triangulation could be 

used to validate the data. 

 

A mix of methods can create danger of generating surplus data. To minimise problems, Miles 

et al (1994) recommends a focus on the analysis requisite in the data collection design. Punch 

(2005:44) defines ‘a question well asked is a question half answered’ as an empirical criterion 

for research questions. I felt that to collect both quantitative and qualitative data would allow 

me to initially examine the patterns of which student groups undertake TTPE, the form this 

employment took and how the students perceived this would affect academic studies and 

student life. I also wanted to explore the relationships and interactions of variables, to draw 

out strands and patterns that would influence any potential impacts from the paid 

employment for students (Henn et al 2006, Punch 2005).  
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4.2.1 A Quantitative Approach:  

 

The quantitative approach promotes sociological enquiry to be scientific, associated with 

positivist epistemology to build up a bank of theoretical knowledge and answer questions on 

‘Where is the knowledge from?’ ‘Is it reliable?’ Due to the high increase of students taking 

on paid employment over recent years, the research on this phenomenon is relatively recent 

and sparse; therefore the epistemological position will consider what explanations are 

necessary for the purpose of the research (Seale 1998). Within this study I was interested in 

trying to examine the scale of how students perceive paid employment in the current higher 

education landscape. I also wanted to consider whether there were common sociological 

factors, to differentiate whether there are groups of students with similar characteristics 

within the student body, who perceive paid employment impacts in comparable ways, 

dictating the employment undertaken. I therefore needed to have a relatively large sample for 

part of the overall study, for numeric data, generated on the sociological variables of age, 

gender, social class and ethnicity. The aim was to compare different groups, alike in some 

areas but different in others, to develop general explanations on��� ‘earning while learning’��� 

(Clough et al 2002)���.  ���While educational research cannot mimic natural research for 

cause/effect identification, correlations between variables that create theories to explain 

human behaviour can be located, which will identify causal/effect relationships (Giddens 

1974 & Bullock et al 1999).  

I was interested in looking at the scale, the incidence of PE, to consider was this through the 

student body as a whole. Therefore I chose to look at two universities with a very different 

student composition, a traditional redbrick university and a ‘new’ post 92 University, and two 

differing schools within these universities, bioscience and social science. I needed to have a 

relatively large sample for part of the study, to be able to cross tabulate and analyse the 

questionnaires to consider whether there were factors that were common to large groups. This 

needed to be a' numbers' exercise’, in order for these comparisons and analyses, so a social 

survey was decided upon to collect the data. This would generate quantifiable numeric data 

for analysis, though the interpretive results would be reduced to the variables chosen for the 

survey, so would not answer any how and why questions (Bryman 2001).  
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4.2.2 A Qualitative Approach: 

���The qualitative approach would give an interpretive and naturalistic epistemology. ���The 

advantage of using qualitative methods is that they generate rich, detailed data that leave the 

participants' perspectives intact and provide a context. ���By exploring dynamics and shifting 

contexts within the social experiences of the students, the how and why questions could be 

answered. By placing the actions of the students into context, I hoped to gain understanding 

on social processes in relation to specific contexts, which would help explain the significance 

of the actions.��� A disadvantage is that data collection and analysis may be labour intensive and 

time-consuming.  (Mason 2006).  

There was a constructionist element to this study, as the motivations and reasoning that the 

students gave for engagement in paid employment while at university was investigated. The 

project was carried out at the time when the funding regime included the introduction of 

student loans to replace the grant system.  A qualitative interview would create the case study 

research decided upon for this project, providing a depth of knowledge. 

‘Epistemology of the qualitative interview tends to be more constructionist than 
positivist. Interview participants are more likely to be viewed as meaning makers, 
not passive conduits for retrieving information from an existing vessel of 
answers.’  

(Gubrium & Holstein 2001:83) 

 

My aim was to try to understand the reasoning and decision-making within the students’ lives 

from these interviews. The students would be responding from very diverse perspectives, 

inclusive of sociological variables and roles within society. The norms and values the 

individual student held would be related to the socialisation experienced from the social 

group to which they belong. Everyday knowledge on reality is a form of objective reality, 

socially constructed (Denzin et al 2000).  The scope of this study to utilise findings for 

recommendations to policymakers, universities and the students themselves, meant the data 

had to be assessed to ensure the social world was being reflected. The phenomenon of 

increasing engagement in paid employment, and in particular TTPE, indicates a need to 

support students to minimise any negative impacts. 
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I also wanted to have a cross-section, almost a sociological picture, of who was in higher 

education, what was their background, and how were they funding their studies. How 

important was paid employment within this plan, and did they perceive there to be 

implications from having to undertake paid employment while in full-time study. When the 

decision was made to engage within paid employment, what strategies did they employ to 

manage this employment, to negate, where possible, any impact they perceived may occur. 

To gain detailed data on how the students felt in their everyday life, how they fitted all their 

activities within each day I decided to also ask a cross-section of the students to keep a diary. 

4.3 Data Collection: 

 

My interest in examining student funding, and how students manage this funding, began as 

part of my teacher training course, where I completed a small scale study with students on an 

access to nursing course. A major finding was the number of students engaged in paid 

employment while on the course, and their expectation that this would be essential if they 

were successful in entering higher education. This formed the desire to undertake a large-

scale study within the higher education sector, to explore whether paid employment impacted 

negatively to students in full-time study. 

 

Anthropologists state ‘asking questions’, ‘hanging out’ and ‘reading the papers’ create the 

research frameworks to make sense of the social world. Therefore, when this study was 

planned and designed, the rationale was formed from reviewing the literature around ‘earning 

and learning’ and examining the interactions of the theory and context of the social world 

with this rationale. This helped the decision-making for the method selection (Miller et al 

1997 & Mason 2002). 

 

4.3.1 Research design: 

 

The strategic research plan has to include a consideration of the link from the rationale and 

research question through to data collection methods. Research questions are dissected to 

investigate what data will answer ‘why’ in addition to ‘what’. As discussed earlier, by using a 

mix of methods, known as triangulation, I hoped to gain more in-depth understanding on the 

impact of paid employment for students in full-time study. Social world problems are 
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complex and varied, so triangulation would be of worth to validate the data. This would also 

allow any changing circumstances that might occur through the time period of this project to 

be incorporated into both the data collection and analysis (Flick 1998). 

 

The start was to translate my interest into a structured research design. The size of the project 

needed to be manageable, due to time and financial restraints. The literature around the topic 

was extensive, giving rise to themes and patterns that could be used with my rationale to 

decide which areas to include. This created a strong conceptual framework that clarified the 

overall research question, as this was where my study had originated from, and this question 

was to shape my study. The framework allowed me to break down this overall research 

question into smaller questions to develop my ideas and focus on specific data collection 

questions that could be used within data collection tools (Mason 2002). My aim was to 

increase the knowledge on funding issues within higher education and extend debate on how 

students would rationalise methods available to finance their studies. 

 ‘Design deals primarily with aim, purposes, intentions and plans within the 
practical constraints of location, time, money and availability of staff’  

(Hakim in Henn et al 2006) 

 

My data source was people, namely students, as they had the knowledge for my study. 

Foreshadowed ideas within this study, identified from the literature as a theoretical base of 

knowledge, will consider: 

·  Motivations that influenced the decision to work, was this related to fear of debt, a 

necessity to pay bills, or more related to ‘luxuries’?  

·  Perceptions and attitudes of the students around time management for academic 

studies, inclusive of attendance at lectures and seminars and meeting deadlines, 

participation in university activities and socialising. How would the students 

‘manage’ their time when TTPE was introduced into the equation? 

·  Decision-making of students on shift patterns, how much employment was feasible 

for them to undertake and at which point in the academic year. Do these factors create 

differences in the patterns regarding paid employment between different student 

groups? 
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·  Relationships between paid employment and acquiring transferable ‘soft’ skills. 

Awareness of students regarding work skills, whether formal, related to career 

development or informal, related to team work, confidence building, communication 

improvement. Or was there no awareness, the work was purely a means to an end.  

 

The breakdown of my research question suggested I would need a mix of methods, to focus 

not just on what was happening but also why this was happening, both having equal 

importance to answering my overall research question. This study had an aim to increase 

knowledge and extend debate on funding issues within higher education. 

4.3.2 Ethical Considerations: 

When considering the ethical responsibilities for this project, I was very aware that the 

analysis of the data and conclusions made from this study could be used, alongside other 

research, to make recommendations regarding student employment issues for use by 

policymakers and universities. Thus the first responsibility here was that ‘quality is 

paramount’. Methods had to be chosen that would be the most appropriate to answer my 

research question. A survey was decided upon, followed by semi-structured interviews from 

a cross-section of those students who answered the questionnaire, with diaries also kept by a 

number of the students who had volunteered for the interviews. The goals were set out 

clearly to try and reduce any bias (Gorard & Taylor 2004).  

There are ethical issues around the reporting of research findings, which range from 

plagiarism through to the accuracy in recording the data. Initially the questionnaires would 

be coded and data obtained from them inputted into a database, stored on a computer 

protected by a password. The hardcopy questionnaires were kept in a locked filing cabinet. 

The back page of the questionnaires, filled in only by those students volunteering to take 

part in the interviews, were coded and removed from the body of the questionnaire and kept 

separately from the other questionnaires. 

The interviews and the diaries were audio taped, and then transcribed onto computer, again 

password protected. When transcribed pseudonyms were given to each interviewee and the 

university name was also coded to protect anonymity. The tapes were erased at the end of 
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the research, as were the transcribed interviews from the computer. This study would be 

available from universities, with a further aim to be published in an academic journal.   

There are also ethical considerations for the protection of trust and the interests of the 

respondents. Data protection legislation must be adhered to. The researcher’s personal aim 

connected to the study was also thought of. The main subjects of concern were 

confidentiality, anonymity and informed consent, as there were no ‘sensitive’ issues to be 

addressed (Flick 2002). 

Approval for the project was sought from the Ethics Committee at both universities, which 

was granted. The information sheets for the application for ethical approval are included in 

Appendix A.  

The research area and the aim of the research were explained in a cover sheet included in 

the questionnaire, which also assured anonymity and confidentiality. This information 

constituted the student giving informed consent, if they then decided to complete the 

questionnaire. Also by doing this, the students would be giving permission for the data to be 

used, and the information did include how the data would be utilised and stored. It was 

made very clear that the respondents were not obliged to participate and could withdraw 

from the study at any time. As the questionnaires were given out at lectures within the 

universities, I also explained the research and its’ aims verbally (BERA 2004). 

Before each interview I contacted each respondent to ensure they still wished to participate. 

The project was explained again verbally to each respondent before the interview and any 

queries were discussed, ensuring the participants had adequate information for informed 

consent. It was also made very clear here that the respondents need only answer questions 

they were comfortable with, to avoid invasion of privacy (BERA 2004). 

The students who were happy to keep an audio diary for me were given instruction sheets, 

which again explained the project and how the data would be used and stored and then erased 

at the end of the study. Again, these students were assured they could withdraw from the 

study at any time. 
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4.3.3 Sample Method: 

 

This study was to be longitudinal over two years, to consider whether second year students 

changed their paid employment patterns in their final year. Two universities with very 

different student populations were studied, with students from the school of social sciences 

and the biosciences school, to consider if the course structure for study differentiated any 

patterns within the students engagement in paid employment. The population for this study 

consisted of students in the second year of their degree in HE Institutes in the UK operating 

top up fees and new student support systems. These students had experienced various forms 

of paid employment prior to and during their time in higher education. The sample comprised 

of a mix of young students, who were mainly of white British origin, under 25, a high 

percentage of females and varying social classes, though the numbers in social classes 4 & 5 

were low. The National Statistics Socio-economic Classification Analytic Classes was used 

for classification of social class through occupation. This is shown in Appendix B. 

 

The initial tool used was a survey, handed out and collected back in the lecture, shown in 

Appendix C. The follow-up interviews would be from students picked randomly from those 

who had answered the questionnaire and who were willing to be interviewed, as contact 

details could be filled in on the final sheet of the questionnaire. Again the sampling method 

was purposive here, as seven students from each school were chosen, five who worked in 

TTPE, one who did not have paid employment, and one who worked only in holidays. The 

students who were interviewed were also asked if they would keep a diary, for more detailed 

qualitative data. Four were chosen, two from the bioscience school and two from the social 

science school. Generalisations could only apply to the student body due to this sampling 

method, but this corresponded with the aim of the research. 

 

A complication to the interview process was that, despite contacting the students to remind 

them of their appointment to take part in the interview, eight students did not arrive. They did 

not then answer their telephones, so a further eight students from the same schools, so as to 

maintain the balance of the sample, were contacted and these were interviewed. 

 

Four students, two from the bioscience school and two from the social sciences, all of whom 

had participated in the interview process, agreed to take part in the diary data collection.  
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Follow-up interviews were scheduled for the students during their third year. However, due 

to an extension of the researcher’s timeframe, only 10 students were available to be 

interviewed. 

 

Table of interviewees: 

Student Pseudonym university/school age gender 
social 
class TTPE status 

            

Robert Chirk Bioscience 21 Male 2 No PE 

Ian Chirk Bioscience 19 Male 1 PE summer holidays only 

Emma Chirk Bioscience 19 Female 2 TTPE and PE in all holidays 

Kath Chirk Bioscience 24 Female 2 TTPE and PE in all holidays 

Leanne Chirk Bioscience 21 Female 1 TTPE and PE in all holidays 

Katie Chirk Bioscience 20 Female 2 TTPE and PE in all holidays 

Sophie Chirk Bioscience 19 Female 3 TTPE and PE in all holidays 
            

Richard Glanaman Bioscience 20 Male 2 No PE 

Janet Glanaman Bioscience 25 Female 3 PE summer holidays only 

Anthony Glanaman Bioscience 42 Male 2 TTPE and PE in all holidays 

Elaine Glanaman Bioscience 21 Female 2 TTPE and PE in all holidays 

Daniel Glanaman Bioscience 20 Male  2 TTPE and PE in all holidays 

Amanda Glanaman Bioscience 22 Female 3 TTPE and PE in all holidays 

Ben Glanaman Bioscience 20 Male 1 TTPE and PE in all holidays 
            

Andrew Chirk SOCSI 19 Male 1 No PE 

Elizabeth Chirk SOCSI 20 Female 1 PE summer holidays only 

Sarah Chirk SOCSI 21 Female 2 TTPE and PE in all holidays 

James Chirk SOCSI 19 Male 1 TTPE and PE in all holidays 

Laura Chirk SOCSI 20 Female 2 TTPE and PE in all holidays 

Hannah Chirk SOCSI 19 Female 2 TTPE and PE in all holidays 

Denise Chirk SOCSI 20 Female 2 TTPE and PE in all holidays 
            

Lily Glanaman SOCSI 19 Female 2 No PE 

Susan Glanaman SOCSI 19 Female 2 PE summer holidays only 

Carole Glanaman SOCSI 20 Female 2 TTPE and PE in all holidays 

Nichole Glanaman SOCSI 20 Female 2 TTPE and PE in all holidays 

Chloe Glanaman SOCSI 20 Female 2 TTPE and PE in all holidays 

Anne Glanaman SOCSI 22 Female 3 TTPE and PE in all holidays 

Marcia Glanaman SOCSI 28 Female 3 TTPE and PE in all holidays 
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The ethnicity of all the interviewees was white British and they were in their second year of 

study for their initial interview and had just finished their degrees when the follow up 

interview was completed. 

 

4.3.4 Access strategy: 

 

The sample was very specific population; hence the access strategy was limited, having to be 

via ‘gatekeepers’ within both universities, who had been told of my project. These were 

initially the heads of each school, who introduced me to the lecturers of core modules. As 

universities are centres for research, the staff had empathy with my project, cooperating with 

me to find a suitable lecture in students’ timetable where there were likely to be 100 students 

plus, to whom the questionnaire could be given. Given the subject of the study, the heads of 

schools were very interested in my research and expressed they would like to see the finished 

thesis. I was allowed 15 minutes at the end of the lecture, to explain my research and then 

hand out and collect back in my questionnaires. A major concern was to ensure a high 

response rate, and I had almost 100% from this method regarding questionnaires, and 64 

contact details for students willing to participate in the interviews. There were a minimum of 

10 students in each school, which was more than the seven I needed, therefore the access for 

the qualitative data was also achieved at this point. 

 

Access will always depend on the willingness of the respondents to participate, varying on 

the individuals and the setting (Flick 2002). Gatekeepers can act as sponsors as well as being 

the researchers’ access to respondents, so have a very special role here (Bryman 2001). There 

may have been different methods to gain access to my sample, for example via the University 

Registry, however the constraints of time dictated this method to be the fastest to reach the 

students suitable for this research. Using this same sampling method, the study could be 

replicated. There was a limitation noted here in that students who were employed for the 

longest hours had not given contact details, as presumably they felt they were too busy to be 

able to allow time within their schedule for an interview. 

 

The interviews took place in two settings, in an office at one university or in cafes at various 

sites throughout both universities, dependent on the choice of the respondent. While the 

office was quieter, the students appeared nervous, perhaps related to my role as researcher. 
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That I was a lot older than the students, combined with their knowledge that I was engaged in 

a PhD project, did appear to initially create a barrier. This was counteracted by an informal 

chat regarding the course they were engaged in, and their ambitions for the future, before 

starting the interview. When I judged they were more relaxed in my company I began. In the 

cafe interviews, perhaps because they felt in a more neutral setting, the students were 

evidently relaxed and ready to be interviewed in a much shorter time. The cafes were noisier, 

however care was taken that the interviews were timed when the cafes were likely to be least 

occupied. The interviews took between 20 and 45 minutes, and the students appeared to enjoy 

them. 

 

4.3.5 Methods Utilised: 

 

Question design 

The construction of questions within the data collection methods is an important process for 

both questionnaires and semi-structured interviews. There is an ontological stance that 

requires the data to form knowledge that can be evidenced. However conceptual definitions 

of variables could be subject to individual differences on connotation, so question structure 

required definition of meaning. Punch (2005) gives a classification that structurally sound 

data collection questions must be: 

·  clear to understand 

·  specific regarding concept 

·  answerable regarding data requirements 

·  interconnected within themes relevant to the study 

 

Cough & Nutbrown (2002) promote two ‘quirky’ methods for testing questions. The first is a 

‘Goldilocks’ test; a metaphor where the questions have to be ‘just right’, suitable for a 

particular researcher, in a particular setting, at a particular time. The second involves the 

‘Russian doll’ principle; the overriding research question should be able to be broken down 

into smaller questions, but also be able to be built up to create the bigger picture again. These 

methods were of use to focus the questions for my data collection methods. 
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Initially, within the questionnaires, general questions on socio demographic factors created 

almost a picture of the respondent’s background. This created a series of sociological factors 

that could be explored for characteristics to group students together, to identify relationships 

that could be compared and contrasted.  For example, was there a relationship between the 

groups who were third or second generation attendees in higher education and the level and 

frequency of parental contributions? It is feasible to suggest that those students who have 

monies from their families would require less paid employment.  

The second group of questions were to explore the characteristics of student paid 

employment, focusing very strongly on the location of the paid employment in the academic 

year and the patterns within the employment, regarding shifts and the amount of hours 

worked. The third group of questions were very factual regarding how the students spent 

their time related to university activities and studies. And finally the fourth group of 

questions were designed to glean information on student perception of debt and the value of 

their degree, in addition to assessing the type of student debt the students in this study had. 

The questions relating to the qualitative interviews were constructed to form a topic guide, so 

were very loosely based around themes identified from the literature, open ended to allow the 

students to express themselves more freely, but focused so all the respondents gave their 

opinions on the same subject matter. This is shown in Appendix D. 

Survey 

Social surveys are a common method to collect quantitative data, as it allows a large number 

from a defined population to be studied. The data will be quantifiable and numeric, suitable 

for statistical analysis. The survey would obtain a wide range of responses for 

generalisability. However, the interpretive results generated from the data will be recorded as 

variables in the survey, so will identify what is happening, but not why this is happening 

(Bryman 2001). It has to be remembered that the question structure is extremely important, 

there are rules that will apply and there will always be errors. Piloting is the key to try to 

reduce these errors.  

Initially I considered the purpose of the research in the decision-making on what I wanted to 

include in the questionnaire. This involved thought on what kind of data I wanted to generate, 

the types of variables needed and whether I needed scales or ranking orders to consider the 
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importance of sociological factors. The majority of the questions throughout my survey were 

of the closed, or categorical, kind. Variables were given for the students to choose, though in 

a few questions the student was asked to calculate the amount of hours either in paid 

employment, study, or university activity participation, inclusive of voluntary work. There 

were open questions used, for example, regarding social class, which is discussed in the 

following paragraph (Czaja & Blair 1996). The motivations behind the decision-making on 

the question structure evolved from time restrictions for my sample, the aim being the 

questionnaire could be answered in between 10 and 15 minutes.  

For the first section I wanted socio demographic data on age, gender, ethnicity, and social 

class. Further questions enquired about the students’ generation within the family of 

attendance in university, whether on a full time or part time course and whether the course is 

specific for a career or general in nature. In this section there was a question regarding 

parental occupation. This was aimed to assess the students’ social class, by using the National 

Statistics Socio-economic Classification Analytic Classes table. This question asked for the 

title of parental occupation, both paternal and maternal, but also included a space to enlarge 

on a description of their role, to try to get a more in-depth knowledge regarding occupation, 

which was very helpful for assessing social class by this method. In hindsight, parental 

income approximation would also been helpful, particularly in the analysis around parental 

contribution, however would the students have had adequate knowledge regarding this? This 

could also be potentially sensitive for the students to answer. 

 

The second section aimed at generating data around the history of the individual student’s 

paid employment to date, the type of current TTPE, inclusive of the shifts and flexibility 

within the employment, the hours undertaken in TTPE, and whether the students perceived 

they had gained skills from paid employment. This section continued with questions on how 

the students used their wages, the affordability of higher education and whether paid 

employment had been a factor in the decision-making on which university to apply to. The 

section finished by questions aimed at measuring any impact to academic studies, and 

opinions on whether TTPE had negative impacts to academic studies and the student 

experience. 
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The third section asked the students about their time management, factoring in questions 

regarding participation in university societies and sports teams, any time spent in voluntary 

work, and study time. The students were asked to calculate how many hours they spent on 

each group activity per week. A problem was highlighted here, as the hours the students spent 

in study was put in this section, but a significant number of students did not put a figure for 

this, and as study is an integral part of student life I had to accept that these students had 

missed this question. I would also be more explicit in what constitutes study time if I were to 

repeat this questionnaire, as the range of times given indicated some students classed study 

time as private study time, at home or in the library, while others included lectures, tutorials 

and lab work at university within their estimation of this study time. 

 

The final section aimed to generate data on how these students were funding their university 

degree, and included aspects of debt. Most of the questions here were scale closed, as this 

was to gain insight to the students’ perceptions on how they were funding their degrees and 

the relationship between the debt they were accruing versus the value of the end qualification. 

The scale proliferation was never more than five (Czaja & Blair 1996). 

 

Interview 

My second data collection method, to generate qualitative data, was a semi-structured 

interview. This is argued to be a relatively openly designed interview to secure topically 

relevant subjective perspectives. This would probe more deeply into the ‘what is happening’, 

‘why this is happening’, and ‘what effect is this having’ within students’ lives, focusing on 

and around the topic of student paid employment while in full-time study. Data for the 

interview would be collected from the answers the student gave within conversation. In-depth 

interviews are normally part of a mix of data collection methods, a triangulation of methods, 

as these add to the bank of knowledge and can be used to check theories (Gubrium & 

Holstein 2001). 

 

The qualitative, or classical, interview has an epistemological position within the specific 

theory of knowledge that considers the source of the knowledge and level of reliability. This 

allows data to be assessed which, from the social science angle, is an evaluation of the data 

regarding its reflection of the social world, to consider any bias (Seale 1998). A critique of 

classical interviews will always be that what people say they do and what they actually do are 



�
�

�

rarely the same. In reality, this appears to be more applicable to the very structured 

interviews. Therefore, in my opinion, to elicit in depth data from the students regarding their 

lives, the semi-structured interview following a topic guide to focus the interview, was still 

the best choice. Within these interviews there was an allowance made where responses could 

go off on a tangent, if there was a value for the study in this. I was aware that respondents 

may have different agendas regarding the outcome of the study, so could use language as a 

form of social action that could be manipulated. This could influence responses and thus the 

analysis (Seale 1998). 

 

James Spradley considers qualitative interviews are a way to “hear the meaning of what the 

respondent is saying”, to gain thick descriptions of individual social worlds, allowing cultural 

patterns and themes for that individual to be analysed (Gubrium & Holstein 2001:86).  Geetz 

adopted ‘thick descriptions’ from the work of Gilbert Ryle on how a simple wink can have a 

range of meanings within different contexts. He applied this to contextual explanations of 

human behaviour, so there was meaning to an outsider looking on. Without a context the 

explanation is but a thin description of what has happened, a snapshot in time (Olson 1991). 

To examine how the student experience and potential achievement was affected by student 

employment, thick descriptions were necessary, to investigate what ‘earning while learning’ 

meant to students. 

 

My aim for the interview was to be one-to-one interaction, to reflect the form of talking that 

takes place between friends, but also being aware that the talking is designed to generate data 

for the purpose of the study. This conversation would be personal to the respondent, as they 

are describing their own experiences and giving information on their personal “lived 

experience, values and decisions, occupational ideology and cultural perspectives” (Gubrium 

& Holstein 2001:104).  

 

To focus the interview. I created a topic guide to loosely follow one area to another for 

maximum responses. I wanted the respondent's views and opinions, so structured the words 

in the questions to draw these out, with ‘you’ as the most important word in that question. 

Hopf (1978), as cited in Flick (1998), points out that such a guide can restrict openness, so 

must be very loose to allow the respondent free expression. An interruption at the wrong 

moment can redirect where the interview is going. The respondents must be allowed to tell 
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their own stories in the context of their own experiences, so the questions needed to be open-

ended, which I also structured to flow through the topic areas, deciding which order to ask the 

questions from listening to the responses, to draw these out and delve deeper where 

necessary.  Ruben (1995:103) cited in Gubrium & Holstein (2001:90) states: 

 

‘At a basic level, people like to talk about themselves: they enjoy the sociability of 
a long discussion and are pleased that somebody is interested in them… you 
come along and say, yes, what you know is valuable, it should not be lost, teach 
me, and through me, teach others.’ 

 
Listening to what is being said is vital, both to decide where the questions are to flow and 

when to probe when an interesting point is made, in a way that does not appear too obtrusive 

(Bryman 2001). At the start of the interview, I omitted the word interview, preferring to 

indicate ‘it is your thoughts around earning and learning that I am interested in’. I made it 

very clear it was their input that would create the knowledge I needed for this study, using 

prompts to maintain the flow and focus the responses. Bryman (2001) advocates these be non 

verbal or via questions that restate what the respondent has said, but in the researchers own 

words, rather than putting the researchers interpretation on what has been answered.  This, I 

felt, was important not to ‘put words into the respondents’ mouths’. 

 

As the number of interviews I completed increased, I was very aware that my technique 

improved and my confidence grew, particularly in drawing out the responses from the 

students. However, I was also very lucky that the students I interviewed were happy to share 

their views and opinions with me, no-one was monosyllabic though a few were verbose, 

needing to be reined in to maintain the focus. This I found the hardest, in reality, as the 

students were making observations that, while not directly related to my topic area, were so 

interesting that the temptation was to extend the overall remit of the study, though this was 

not feasible. This did suggest areas for future research. 

 

This was a longitudinal study over two years, so a follow-up semi-structured interview was 

planned for the middle of the third year with the same students. However, due to an extended 

timeframe, I was unable to undertake these interviews until after graduation, when telephone 

follow up interviews were completed. Many of the students had returned to their homes and 

changed telephone numbers, thus ten follow-up interviews were obtained. 
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Diaries 

There is not much information on the use of diaries as a research method. Certainly overall, 

any literature on the use of diaries does not compare to that of other social research 

methodologies. Within my research project, the use of diaries as a method for data collection 

was complex, not designed to be just a log of time management, but more a recording of 

student’s reflections on feelings they had regarding activities within their lifestyle and the 

interrelationships between these activities.  

 

‘diaries tell the truth, the partial truth, and a lot more besides the truth… in them 
you seek – and often find – an atmosphere, a sense of mood of the moment, which 
could not be acquired in any other way’  

(Pimlott, 20002:2, cited in Alaszewski 2006:24) 

Diary studies can be grouped into two meanings – ‘log of activities’ and ‘narrative reporting 

of past events’ (Alaszewski 2006). The diary used was free format, allowing the respondent 

to record their activities in their own words but with structured guidelines on the type of data 

I wished to collect. An advantage of free format is within recoding and analysis of the data, 

but this can be unrealistic in very large projects, due to being very labour intensive. For this 

reason only a cross section of my respondents were asked to complete the diary. Corti (1993), 

cited in Bryman (2001), suggests that diaries do require explicit instructions on what is 

required, with a model of a completed page, and a checklist of ‘items, events or behaviour’ 

that ensures the data required is recorded. Therefore I compiled a detailed instruction leaflet, 

for both the daily and the weekly diary which was given to all the respondents. 

 

The social survey within my research collected facts to increase understanding on student’s 

perceptions on how paid employment can impact on academic studies and student life. As 

this is perceived in much of the literature to be linked with time management issues, diaries 

were used to supplement the survey data, to facilitate a general overview of what was 

occurring within the student body. The semi structured qualitative interviews gained insight 

on the decision making, so how the diaries were used within this project reflected the general 

use of diaries in social science research. They tend not to be the main data collection source, 

but more a supplementary method alongside more established forms (Alaszewski 2006). 
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These two methods – the qualitative interview and the diary - do link but will also answer 

different parts of the research question (Bryman 2001, Oppenheim 1992). 

 

For this project, there were two types of data collection via the use of diaries. The first was on 

a daily basis, for more detailed recall and more detailed reflection on emotions felt about the 

time allocation for particular aspects of their day i.e. paid employment, academic studies and 

attendance at lectures etc. and daily living, i.e. housework, personal hygiene and socialising 

(see mind map in chapter 6.4.2 ). This was over a week. This daily recording provided a fine 

tuned picture of what the student was doing.  There was also the added advantage that the 

student was not inhibited by my presence, as the researcher.   

  

Corti (1993) as cited in Bryman (2001) considers that the time period for keeping the diary 

should be long enough to capture behaviour and events but not so long that it becomes a 

burden to the individual recording it. This was important to consider for the second diary. 

This was kept on a weekly basis for a month, for a weekly recording of time management 

retrospectively. This could miss the true emotion of the time for example,  an incident or 

demand on time made the individual very angry but this was trivialised by the end of the 

week -  ‘that was not as bad as I thought it was at the time’.  Thus there can be benefits of 

using a diary lost here. However, this second diary was used to consider the long term 

changes of work life balance, as it covered what was happening over the time frame, such as 

lectures and tutorials, exams or holidays. This formed a recording of the changes made 

through this time and why they were made, the decision-making, choices and the motivations 

behind these.  

 

Prompts to remind the student about recording the data were used, chosen by the student. The 

data was stored on the audio device or sent to me via a secure university email address.  

There was no pilot here due to the time frame. Cost was considered as I provided digital 

audio recorders for my respondents, but felt to be justified for the input to the research.  

 

Diaries can be of immense value when ‘sequencing different types of behaviour’ is of value 

to a study. The data is valid and reliable, though diarists may have a ‘process of attrition’, 

when they become fed up of recording the data. I provided the diarists in my study with 
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Dictaphones, which were simple to use and the recorded data easy to download. In feedback 

regarding the diary interview, all the students had enjoyed the process of keeping a diary in 

this way and indeed, throughout the data collection period none had missed e-mailing me. As 

the project was examining the effects of TTPE to students, in relation to academic study, 

attendance at tutorials, lectures, participation in university activities and socialising, this 

‘sequencing’ was very important, for example, had the hours in paid employment caused a 

period of recovery to be necessary where lectures and tutorials were missed? 

 

Piloting: 

The access strategy for the study created difficulties for a pilot trial of the research method, to 

consider the feasibility of the design. However, having a daughter in her second year at 

university proved invaluable, as a group of 8 of her cohorts agreed to complete my survey, 

and gave feedback on the practicality of the questions within the questionnaire, how easy 

were they to understand, could they be completed within the timescale and so on. There were 

no significant problems, so I was happy to commence with the full study. I completed one 

semi-structured interview also, and was pleased with the flow and quality of responses to this. 

Again I was then happy to carry on to the full study. 

 

Recording the data: 

I recorded the data via an audiotape, with an important advantage being I was able to 

concentrate more on the responses, to use prompts and probing techniques. I found that as the 

majority of students were young, brought up in an age of increasing technology, they had no 

objection to being taped and appeared very comfortable with this. Gabrium & Holstein 

(2001) make the point that when a tape is present there may be an effect whereby the 

respondent’s conversation is altered due to a change of context. Atkinson & Silverman (1997) 

identify an interview society, which has a post modern, social context involving a new form 

for personal narrative, highlighting individuals who may be disappointed when there is no 

video camera to record their part in the interview in addition to any conversation.  

 

However, technology is often fallible. In my study there were two occasions when the tape 

failed to record. I had prepared to a degree, having new batteries with me in addition to 

notepads and pens and a copy of the interview schedule. I had also read the instructions and 

had trial runs at home to ensure I was familiar with the equipment. Despite this, I could not 
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rectify why the Dictaphone would not work, so I made notes of keywords and phrases and 

transcribed the interviews as soon as was possible. All the data recording of the interviews 

were transcribed within two days of the interview and kept on a password protected 

computer. 

4.4 Researcher Input: 

 

When considering the researcher as an instrument in the research process, it has to be ceded 

that no matter how hard the researcher tries to be neutral, invisible, this is impossible. Their 

opinions and experiences of life impact on what questions are asked and what responses are 

selected and used in the study (Gubrium & Holstein 2001). Reflectivity on the part of the 

researcher indicates they have an awareness of their role in the research process, which is 

involved in the construction of knowledge, due to both the impact they make on the 

participants within the research and the way they write up the research (Bryman 2001). 

 

I had to be very careful of researcher bias as, within my own background of teaching at a 

further education college in a deprived area, I had the experience of seeing students forego 

their opportunity to go to university because they perceived that paid employment would be 

essential. These students did not feel they would be able to cope with both full-time studies 

and paid employment.  

 

In addition to this, I have had two children attend university, and because of ill-health forcing 

retirement, our household income was such that parental contributions had to be limited. Our 

oldest son engaged in paid employment in retail and chose to work a Friday evening until two 

in the morning, and then all Saturday night. He perceived that because these hours were paid 

at a higher rate he would have fewer hours in paid employment. However, he became so tired 

his work suffered. I was so concerned that I budgeted and managed on a lower income so that 

I could contribute more, insisting he gave up the Saturday night shift. He went on to achieve 

a 2 .1 degree classification, which I am sure would not have happened had he continued his 

engagement in paid employment in that shift pattern. 

 

Our daughter experienced similar problems when undertaking TTPE alongside her studies, so 

again I negotiated she reduce her hours and I found the means to increase the level of parental 
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contribution. She obtained a first class honours degree, and again I believe this was as a direct 

result of reducing her TTPE to 5 hours a week, allowing her to fulfil her full potential. These 

experiences within my life could obviously contribute to a researcher bias, so I had to be very 

aware that this could be a conflict to my research. My opinions were backed by research 

evidence within the literature review for this study, so there was also a danger of influencing 

responses because of this. 

 

The perspectives gained from the life experiences and opinions of both researcher and 

respondent can impact on the research. This will extend to how the research is written, what 

is left out, what is put in. Bryman (2001) identifies relationships will be built up between 

respondents and interviewers within the qualitative interview, to allow for free expression of 

opinions, but there will also be roles and power relationships that can dictate bias. ���Flick 

(2002) argues that power and knowledge agendas can influence the interview to a degree that 

the answers will fit what the respondent deems is what the researcher wants. There is a status 

associated with being a PhD student, and this associated with my age, as I am far older than 

the respondents, and being a teacher practitioner alerted me to the possibility a hierarchy of 

power could influence responses within the interviews. The younger students might answer 

what they thought they should, what they perceived to be the correct response, rather than 

what they truly experienced or believed. Flick (2002) perceives that while these responses 

might not be objective, reflecting attitudes and beliefs, this still forms a bank of knowledge. 

There is a structure to what these students believe they should think, which has been 

influenced by the socialisation and experiences within culture. 

 

I was aware of more rapport with some respondents, which could cause bias towards their 

responses, especially if they coincided with my personal views. Flick (2002) suggests that 

with no rapport between researcher and interviewee, monosyllabic, uninterested responses 

might be obtained.  Having had previous experience as an interviewer, I was aware how 

difficult the whole process can be if you lose the interest of the respondent, have no rapport, 

and also how the data is influenced so it becomes basic, colourless. 

 

Hence I was very careful to establish empathy about having been an undergraduate not that 

long ago, despite my age, talked about their course, how they were doing, their ambitions. I 

had the impression there was genuine interest in my research, and that they found the 
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interview an enjoyable experience, having the freedom to express their opinions and feeling 

these opinions were valued.  Following the interview, many students stayed to chat over a 

coffee, asking me how I hoped to use the finished thesis, about post graduate courses, 

teaching, nursing, etc.  Perhaps here my age helped, as I represented a ‘mother’ figure. All 

the students also agreed to take part in the follow up interview in their third year, which in 

itself was a positive feedback. 

 

4.5 Analysis of the data: 

 

Oancea (2005) makes the point that collected data can initiate original ideas regarding 

analytic findings, and conversely analysis of the data can initiate issues, adding dimensions to 

the research question. Openness of the data can be achieved from intertwining the sample and 

methodology of the data collection and analysis. Within this research, the data collection 

methods were very different in the data they generated, so needed different forms of analysis. 

The data was compared and contrasted to form links to answer the research questions on what 

was happening, in addition to the research questions on why this was happening. 

 

Numeric data analysis was needed for the responses of the questionnaires, to seek patterns 

within the different sociological factors identified by the variables used in the survey. Access 

was the initial database I created to record the questionnaire data. This should possibly have 

been inputted to SPSS, but as I had personal tuition available for the use of Access, and to 

troubleshoot any problems that arose, I decided to utilise this help. Initially constructing the 

database was surprising, as it had to include every possible answer that the respondent could 

put on the questionnaire and this meant a very wide database. Inputting the data was 

laborious and time-consuming, requiring extreme accuracy, but was also enjoyable, and very 

rewarding in terms of the analysis that could be structured from the variables within the 

database. Whilst it may be argued that this could have been inputted by paying someone, as I 

am not experienced with analysing quantitative data, I wanted to complete the inputting of 

data to get a feel from my data, to look at what was coming through as common themes from 

the responses. This was a very useful, as I made notes regarding ideas, thoughts that evolved, 

to explore these in the analysis process. A university code for both university and school was 

added to allow for analysis. Within the database, queries were generated for cross tabulation 

between the variables. The data was copied into Excel, and tables, bar charts etc produced.  
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The interview transcriptions were carried out as soon as possible following the interview, 

from audiotape to computer. Again this was very laborious but worthwhile for the qualitative 

data these interviews generated. By transcribing these interviews myself I gained in depth 

knowledge that I associated with the respondent, of immense value while writing up my 

thesis in illustrating and concurring with patterns being identified in the numeric data. This 

also gave me insight into the motivations and choices these students were making, initiating 

themes for the data analysis. The analysis of responses does give rise to doubt that the 

meaning has been correctly interpreted. Seale (1998) highlights lay rationalities can be very 

different from academic rationality, so the wording should not always be taken at face value, 

though taken seriously. 

 

I devised a simplistic but organised systematic dataset for the qualitative data on my 

computer, protected by password. Each interview was coded at the end of each sentence, to 

locate the interview at all times, even when data was reconstructed. All data was made 

anonymous, both names and locations. Initially, the data regarding the questions within the 

topic guide were grouped together and collated. The questions were then themed, with the 

responses. This allowed further coding, allowing the data to be broken down. There was a 

danger throughout this process of going off at a tangent, as the data was so rich. Miles et al 

(1994) suggests data be decontextualised initially, to allow for recontextualisation to identify 

patterns, relationships, interactions. The data undergoes transformation to discover new 

meanings within it. Becker (1986) as cited in Miles et al (1994) finds when we write, we 

constantly make such choices as which idea to take up when; what words to use, in what 

order, to express it, what examples to give to make our meaning clearer. This follows a 

lengthy process of absorbing and developing ideas, similarly preceded by a process of 

absorbing impressions and sorting them out. Each choice shapes the results. 

 

Themed data was read continually, examining for groupings and common features. 

Throughout this process I got to ‘know’ the data. The data was highlighted and separated 

using different fonts and colours to compare results and search for new ideas. Within parental 

contributions, a new theme emerged around informal contracts and negotiations between 

parent and child connected to financial help and the amount of hours undertaken in TTPE. 
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When we write, we constantly make such choices as which idea to take up when; what words 

to use, in what order, to express it, what examples to give to make our meaning clearer. Of 

course, writing actually follows an even lengthier process of absorbing and developing ideas, 

similarly preceded by a process of absorbing impressions and sorting them out. Each choice 

shapes the results. 

 

Conclusions resulted from the analysis which was explored for all causal explanations. The 

integrity of the conclusion is linked to validity. Related variables within both quantitative and 

qualitative data examine the perceptions of students regarding the whole area of ‘earning and 

learning’, the extent this varies between both individual students and groups within student 

body. The conclusions endeavoured to account for this variance (Punch 2005).  

 

4.6 Conclusion: 

 

For this research a positivist standpoint for replication and generalisation at social level was 

needed in the data collection methods, alongside a social construction perspective on the 

decision-making and motivations of students within the context of the current higher 

education funding system. Quantitative data collection methods would generate numeric data 

able to be statistically analysed for causal effect relationships. Qualitative data collection 

methods would generate ‘thick’ data, to explore the complexity in social science research. 

 

The justifications for my decision-making and choices over ‘what I did’ and ‘why I did it’ 

have been discussed in this chapter. Describing my methodology and data collection methods 

allows for replication of this study. Generalisation in the numeric data would reflect the 

extent and scope of paid employment in the student body, and any impacts this has regarding 

academic study and student life, creating a snapshot of why students are engaging in paid 

employment alongside full-time study. Generalisation within the qualitative data is more 

difficult, as the data will be context specific. 

 

Reflections on the role of the researcher, taking into account my experiences and opinions 

that could influence the responses of the students, provided insight on the challenges faced 

regarding neutrality to negate bias. 
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There were limitations within the research, mainly regarding access to those students working 

the longest hours in TTPE, who are most at risk from any negative impact from their paid 

employment. There was also a disproportionate representation of females to males, and of 

ethnic minority groups within the sample. Due to the increasing importance of parental 

contributions towards the funding of higher education, an approximation of household 

income would have been useful. Social class, according to occupation, was also quite difficult 

due to the overlap of occupations and status in the current labour market.   

 

The following four chapters analyse the data generated by this research.  
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Chapter Five: 

Data Analysis Section 1: Participation in TTPE 

5.1 Introduction: 

The phenomenon of increasing engagement in paid employment, and in particular term time 

paid employment, within the student body is seen to have a relationship with the changes to 

student funding from the late 1990s. The Student Income and Expenditure Surveys (SIES) 

form a time series database and illustrate this clearly, as the biggest rise in TTPE followed the 

introduction of the 1998 Teaching in Higher Education Act. This Act introduced tuition fees 

but abolished the existing system of grants, effectively introducing the burden of large debts 

for students following completion of a degree course. The SIES indicate in 1998/1999 wages 

made up 14% of students’ total income, by 2004/2005 this was 22%, effectively illustrating 

the dependence students now have on wages to fund them through higher education.  

The incidence of TTPE will vary between higher education institutes and between 

differentiated groups within the student body. This chapter aims to explore which students 

choose to undertake paid employment and, equally important, which students do not. The 

literature, and indeed the data collected from individual students within this study, indicates 

TTPE creates the more negative impacts identified as a direct result of undertaking paid 

employment, yet this is the sector of paid employment that is being undertaken by students in 

ever increasing numbers. 

Potential impacts on students from paid employment also have causal factors that will 

increase these, for example the amount of hours worked, the shift pattern expected by the 

employer, and the flexibility within the paid employment.  It is also imperative, therefore, to 

examine the decision-making processes students are using within the choices on both the 

engagement in and the patterns of the paid employment, alongside questioning how the 

students manage their studies and the experience of being a student. 

The influences that appear to act as motivators in the decision-making for students in this 

area are also examined. These include any prior experiences of paid employment, parental 

and/or family influence, and prior attendance within higher education by family members, as 

this appears to promote a more realistic picture on the cost of higher education. Peer 

influence will also contribute, regarding whether fellow students manage TTPE alongside 
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their studies and social life. Wages will be the main motivator here. Therefore the funding 

streams students use are mentioned, as it has to be accepted that students of today will have 

very different sources of income from students who entered higher education even 20 years 

ago, when a grant system was in place and state benefits could be claimed for holiday 

periods.  The twenty-first century student has a much higher reliance on a state system of 

student loans, albeit these are low interest, with deferred repayments, which causes a high 

level of debt for the student on graduation, though there are still grants and bursaries 

available for students from low income family backgrounds.  

The typologies of students are examined, to ascertain if there are anomalies that cause high 

numbers in specific student groups to take on TTPE, asking if there is equality if certain 

students have to engage in TTPE while others do not. The chapter will finish by forming 

conclusions on the analysis from the data.  

In this study the universities have pseudonyms of Chirk University, the urban, traditional red 

brick university and Glanaman University, a more rural ‘new’ post 1992 university.  The 

schools are Bioscience and SOCSI, social science. 

5.2 Who works and who does not work?  

Initially, the proportion of HE students undertaking paid employment while in full time study 

was calculated. The statistical data was also broken down to demonstrate TTPE and paid 

employment undertaken in the Easter and Christmas holidays, because of deadlines that 

follow these particular holidays. The literature regarding student employment indicates the 

timeframe in the academic year is significant when examining any impacts from that 

employment. 

Those students opting not to take on paid employment is equally as important. It needs to be 

asked are there common group characteristics or is it purely the individual personality of the 

student that makes this decision, what are the reasons behind this choice? Different ways of 

segregating groups within the student population can highlight diversity in the decision 

making regarding paid employment and resulting strategies being used to manage this paid 

employment. 

From the statistical data, the proportion of HE students undertaking paid employment while 

in full time study and the time frame in relation to the academic year showed: 
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5.1 Table showing the incidence of PE within the timeframe of the academic year: 
 
PE summer holidays TTPE 1st year PE Christmas, Easter Current TTPE Total % 

No No No No 85 22 

Yes No No No 11 3 

No No No Yes 17 4 

Yes No Yes No 65 17 

Yes No Yes Yes 25 7 

No Yes No No 7 2 

No Yes No Yes 8 2 

Yes Yes Yes No 21 6 

Yes Yes Yes Yes 140 37 

Base number N=379, relates to all students surveyed, all in their second year at university. 

This relates to: 

·  Those who have never worked 85 

·  Those who worked term time in the first year but not currently    7  

·  Those who work only in the summer holidays    11                                             

·  Those who work in all the holidays but not term time    86 

·  Those who work in Current term time only   25 

·  Those who work in term time and in the holidays    165 

As it is TTPE or paid employment in Christmas and/or Easter holidays that are perceived to 

have a detrimental impacts for students in full time study, the analysis was governed by this 

criteria. 

5.2.1 Why do students �not� participate in TTPE?  

Though there may be group characteristics that will influence which students choose not to 

engage in TTPE, and these are discussed later in this chapter, there will also be reasons that 

are individual and personal to each student that affects decision-making. Identifying these 

may assist in making recommendations regarding paid employment for future students. 
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The data shows 27% of students chose not to participate in TTPE, either not employed, only 

working in the summer holidays or having given up TTPE. Perceptions regarding negative 

impacts for studies, due to implications on time management, featured strongly. 

‘If I had to tear off to work on top of that (work set for the course) I would 
probably just not have enough time, it would end up that I missed out on studying 
and things and then it would probably affect my grades in a negative way’ 

 ‘From my point of view there is a definite impact ….. I’m not going to put my 
exams at risk. I do work in summer if I can find a job...’ 

Robert and Ian, both bioscience students.  

Robert also commented he was advised by friends who had finished the course he was 

enrolled upon not to take on TTPE, because this had caused struggles with academic studies, 

indicating difficulties in time management were ongoing for students engaged in TTPE, this 

was not a new problem:  

‘I was told that if you can avoid working do so and most of the students on my 
course who have any ideas of working while on the course and in regular 
employment like bar work or similar well they are struggling with the course and 
they are often behind with the coursework and stuff because of the working’  
 

The statistical data of this research appeared to corroborate this, showing 36% of students 

who were in TTPE reported they had missed a lecture or deadline, compared to 3% of those 

students who were not employed. This showed a significant increase in the incidence of 

missed academic studies, especially as the question regarding the missed lectures and 

deadlines did specify ‘missed as a result of PE’ in this study. 

 

Richard, from bioscience, felt you only have one ‘shot’ at your degree classification: 

‘I am lucky not to have to work and that if I did it could affect my university work 
because I was thinking that you only get to go to university ……well for the most 
part…..once in your life so I’d rather maybe like have beans on toast rather than 
go down the takeaway..Well what’s most important to me is getting the best 
degree I can’ 
 

Richard also felt if he had less money he would still choose not to work, but would budget 

more. This was associated with socialisation through his life that ‘consumer items are not 

essential to lifestyle’.  His mother had taught him to budget, that brand names were not a 

necessity.  Budgeting was mentioned in all the interviews of those students who did not have 
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paid employment, alongside how, in most cases, parents had consciously taught the student to 

budget prior to attending university. This, perhaps, gave these students more choice in the 

decision making on whether to have paid employment while in higher education, as they 

perceived they could manage on a limited income for the length of their studies.  The follow 

up interviews in the third year showed that these students had continued to manage to fund 

their studies without taking on TTPE and had achieved a 2.1 or First degree classification. 

While it may be that this would have been the classification even if these students had taken 

on TTPE, it would appear they were not prepared to take that risk; their potential long term 

graduate employment future was, for them, too important.   

 

Academic studies were also affected by the sheer lack of time students reported when they 

engaged in TTPE. When juggling employment with full-time study, time management was 

crucial for these students. They reported a lack of preparation for tutorials, a lack of time to 

complete the readings set for the tutorials, no time to research in depth for assignments, and 

limited time for revision. Thus it was not just missing lectures and deadlines, but the overall 

total impact that was detrimental to their studies. For example, Carole, a SOCSI student, 

worked a minimum of 12 to 15 hours a week but was often asked to do overtime. She 

perceives engagement in TTPE has impacted negatively on her marks overall: 

‘No (not missed lectures)...it is only Saturday and Sunday I have to work, so that 
doesn’t really bother me but it’s just like with the handing the assignments in I 
have been there like oh my god I have got to try and do it now because like I have 
left it to the last minute, I can’t do it at the weekend and stuff so then I’ll stress 
and do an all-nighter Sunday to Monday and stuff ... I had about 7 assignments 
that I had to hand in in the last month it was just a lot of work to do in that time... 
I think it has affected my marks slightly, yes, I don’t know though that could be 
me just trying to find an excuse but I don’t know like my friends they have more 
time to do the reading and stuff .... psychology is a lot about reading all these 
articles and stuff and they have a lot of time to do that like during the day ... when 
you finish a day at work you don’t want to go and read articles...’  
 

Voluntary work was also mentioned in the context of having TTPE alongside studies, again 

related to time management.  Voluntary work was considered to have value, in that it could 

be added to a CV as work experience in the career field they wished to enter, but it could be a 

choice between TTPE and voluntary work, if finances became limited. Sarah, a SOCSI 

student commented: 
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‘Well I’m doing voluntary work at the moment…..it takes a few hours of my week 
but I counter that with the fact it is good to have some experience in the field you 
want to go in….. Hopefully there will be some work in that area for me 
afterwards because I believe a lot of people go off do a degree then never ever 
work in that area again which I think is such a waste’ 
 

The statistical data regarding which students choose to volunteer while at university showed 

22% of those students not in paid employment were involved in volunteer work, a similar 

percentage to the 19% participation of those students who had employment in the holidays. 

This percentage dropped to 14% in students who undertook TTPE. These students stated in 

the interviews that their TTPE was for money, while their volunteer work was for experience 

to be included in their CV, indicating clearly the decision-making in this instance. Sarah 

added that a continuation of voluntary work would limit time available for TTPE, if this 

became necessary to finish her degree. This illustrated a realistic view of time management, 

that there has to be a hierarchy in priorities, with funding the degree at the pinnacle.  

 

Elizabeth, a SOCSI student who only undertook paid employment in the summer holidays, 

perceived she would not manage her studies if she had to have TTPE: 

‘I work all through the holidays (summer) and save as much as I can…. My 
parents don’t take any money so I am able to save quite a lot……..so far this has 
been enough so I don’t have to work when I’m in uni I don’t think I could really I 
have too much to do if I want to get high marks……’ 

Lily, again a SOCSI student, felt she had failed a module in her first year because of too 

much TTPE, which she was now determined she would not undertake again throughout the 

rest of her studies: 

‘I failed one module last year, only just but I had to resit it, and then I could only 
get 40% so it brought my overall mark down…..I think I worked too much and 
they (her employers) wouldn’t let me have any time off to revise…… anyway I 
decided I would have to give it up but I will look for a job in the holidays 
(summer) and try to save so I definitely won’t have to work when I’m in uni….. I 
still have quite a lot of savings left so I’m alright for this year.’ 

This coincides with the literature around this area, which found employment in the long 

summer break was the best time frame in the academic year for students to work, and that 

85% of students did this. However, more than 50% now work in term time to finance their 

studies (SIES 2006).   
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The time required for academic study was a major issue, no student commented on a lack of 

time for the social side of being a student, this did not seem to factor into the decision-making 

regarding engagement in paid employment.  It may be that the higher numbers of students 

engaging in TTPE has altered the social life structure within the expectations of being a 

student, with employment now being an accepted part of student life in the 21�

st
� century. A 

percentage of the students interviewed identified a fringe benefit to their TTPE, which was a 

creation of opportunities to socialise, as their employment was in hospitality in the city 

centre. 

The other main reason for not having TTPE was totally unrelated to any perceived negative 

impacts. This involved the local labour markets, where availability of work was an issue. One 

student had not been able to find TTPE, while another commented that because of the 

recession more people are looking for employment, so it is difficult to obtain part time work 

if you are a student. Employers wanted permanent staff. This situation was also keeping 

wages low, due to supply and demand.  This could lead to a different type of stress that would 

detrimentally impact onto students, anxiety that they would be unable to fund their HE 

studies to completion. 

5.2.2 Why �do� students participate in TTPE and/ or Christmas and Easter holidays? 

Though the literature indicates TTPE to have the most detrimental impacts for students, paid 

employment in the holidays at Christmas and Easter could also affect grades for students, due 

to assignment deadlines and examination periods directly following these holiday periods. 

Thus 73% of students in this study had some form of PE that could cause them to 

underachieve. 

 

The overall motivator was the wages earned. Only 30 of 190 students engaged in TTPE had 

employment with a connection to the career pathway they wished to enter. The literature in 

this area does pinpoint the increasing importance of wages within higher education funding, 

whether this is due to the funding changes within higher education, students as consumers in 

a capitalist society or an aversion to debt. Wages are discussed later in this chapter, however, 

perhaps another angle to the question here may be to ask why students are taking on TTPE 

when the evidence appears to demonstrate they realise there are possible negative impacts to 

this. 
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The qualitative data showed students expressing almost a rationalisation as to why they 

would and could cope with TTPE while studying. Curtis & Shani (2002:31) define there is 

now a ‘routinisation’ towards TTPE within the student body.  Hannah, from SOCSI, 

describes this: 

 

‘I think most students work today really …..it’s become a way of life for most 
students and provided you don’t have to work too much it’s ok, sometimes though 
I think employers do expect students to cover other employees too much they 
forget they need to put university first otherwise what is the point?...’ 

 

The general opinion appears that most students take on paid employment nowadays; it has 

become a ‘norm’ within student life. Many students have experienced TTPE in the form of a 

‘Saturday’ job throughout the sixth form, and still obtained decent grades at A-level. Perhaps 

this increased acceptance that TTPE will be necessary to fund a degree lowers any associated 

stress and resentment. Certainly any stigma attached to having to have a ‘job’ while in 

university does not appear to exist nowadays. Comments from male and female students from 

both universities and schools demonstrated that this appears to be a universal opinion: 

 ‘I like going out with my friends so I needed the money to do that and my parents 
would not fund me if they thought I was spending the money on going out, and 
everyone seems to do it (work) so I thought I would be able to do it alongside 
studying…. Really if you talk to people about working when they are in uni, the 
only topic they comment on is that they need the money. They don’t really seem to 
find it a problem.’ 

 ‘I’m just the type of person who likes going out sort of a bit and stuff like that 
and like I’m earning the money and I’m used to it because I’ve always been 
earning money……I have worked since I am 16’   

 ‘Well I think its usual now to have students working when they are in university 
and if they don’t do too much it is ok but I feel sorry for the ones who have to 
work a lot because they can’t have time for either a social life or their studies.’ 

Nicole, from SOCSI observed that university culture in the UK is changing through time: 

‘the culture of university has changed from my grandparents or my 
parents……work is pretty much part of being a student, I think most of my friends 
I know are working you know, they’ve been in university but they are working 
alongside it um those who aren’t working are finding it difficult to maintain the 
high social life as well as pay for books and everything else that is expected…..’ 
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This points out how the experience of higher education has altered over the generations, that 

students are no longer prepared to be the stereotypical penniless students, who buy second 

hand clothes and live off beans on toast. It is interesting that, though these students define 

TTPE as normal for students today, they do qualify that, though this is acceptable and 

routine, too many hours may be detrimental for studying and the student life. Chloe, a SOCSI 

student aiming to become a primary school teacher, defines that, within her own self-identity, 

she is a ‘worker’ rather than a student, introducing the concept of students as employees in 

addition to learners, that today paid employment alongside studying has become a way of 

life, often viewed as a necessary stepping stone for the employment they desire. 

 

 ‘I like to think of myself as more of a worker, I don’t really class myself as a 
student, I prefer to think of myself as working to be honest…… my main job is a 
deputy play leader for an after school club, looking after children but I also do 
waitressing for a catering company on and off, and babysitting and I’ve had quite 
a few other jobs as well, like I’ve worked as a shop assistant for quite a few years 
in my local shop, and I worked as a waitress, and I worked as a teaching 
assistant in a school at home….. I have always worked’ 

 

Chloe was from a social class 3 family background, which could also include a socialisation 

into a ‘working class’ ethos towards self identity as an employee. 

5.3 Patterns within the groups of students who work: 

There will be clusters of students within the student body as a whole whom will have traits in 

common. Characteristics that differentiate the groups here are identified. 

5.3.1 Social Class: 

The principle of equal opportunities brought in by the Robbins Report of 1963 promoted the 

concept that if a student had the right qualifications then he/she could go to university. 

However, it is noted from the literature that the students who undertake TTPE most, and for 

the longest hours, are from the poorest families. The numbers of students from working class 

families has also declined, despite an increase in the overall numbers of students. The 

statistics for the social class of students in this study showed a 10% participation of students 

from social classes four and five. As one of the universities within this project was sited in a 

rural, working class area in the Welsh valleys, a higher percentage of students from the lower 

social classes were anticipated, particularly in light of recent policies to widen participation.  
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This implied a relationship between low participation of working-class students and 

perceptions that paid employment alongside study would be inevitable. The data in this study 

indicated that the social class of the student had a direct bearing on engagement in TTPE, and 

the amount of hours per week of employment.  

5.2 Table to show the typology of PE within social class: 

  Typology of paid employment (shown as %)   

Social Class No PE PE summer hols only PE all hols only Current TTPE N= 

1 22 4 32 42 78 

2 26 5 23 46 145 

3 20 1 17 61 98 

4&5 14 0 20 66 35 
Total base number N=356, all students surveyed who were allocated to a social class from 
parental occupation, all in their second year at university. 

The incidence of TTPE showed a relationship to social class. The pattern here determined 

that higher social classes undertook paid employment more frequently in the holidays, while 

the lower social classes undertook TTPE in higher numbers. The lower the social class the 

higher the percentage of student engagement in TTPE, though the figures were similar for 

social classes 3, 4 & 5. Those in the lower social classes also had a higher incidence of 

working in both term time and in the holidays, which demonstrated a linear pattern. This had 

a relationship with the negative impacts identified to be directly resulting from paid 

employment. The detrimental effects attributed to paid employment were reported in the 

highest percentages by students in TTPE, especially those working long hours.  

 

Employment pattern codes used in the bar chart: 

SH – summer holidays 

CEH – Christmas and Easter holidays 

1TTPE –TTPE in the first-year 

CTTPE – current TTPE 
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5.3 Bar chart to show Social class and the patterns of PE: 

 

The height of the bars in the above chart indicate the percentage of students who had 

undertaken any PE thus far at university (and, by implication, the percentage who had not 

done so).  The base number for the total of these second year students is N=356; that is, the 

total of students surveyed who were allocated to a social class from parental occupation. 

This pattern can be seen very clearly in the bar chart above, depicting social class and the 

variety of working patterns identified in the student body. 

Students in this study strongly felt any detrimental impacts had a relationship with the 

amount of hours worked in TTPE – the more hours worked the more likelihood there was of 

a negative impact for the student, either to the quality of their academic studies or the time 

they were able to participate in university activities. As social class has been seen to have a 

relationship with the incidence of engagement in TTPE, did this pattern also show in the 

number of hours undertaken in TTPE? Do the students from low-income families not only 

undertake TTPE in the highest numbers, but also work the longest hours? 

The literature suggests 10 hours a week in TTPE to be the maximum before a negative impact 

is seen on academic performance.  Therefore the hours in TTPE were analysed by no hours, 

where no TTPE was undertaken, below 10 hours per week, where there is a minimal risk of 
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negative impacts, 11 to 20 hours per week, where there can be a risk of negative impacts, and 

over 21 hours per week, where there is a high risk of negative impacts from employment.  

 

5.4 Table to show social class in relation to the number of hours in TTPE  
 

   Hours on average (shown as %)   

Social Class No TTPE <10 hours 11-20 hours >21 hours N= 

1 58 18 21 4 78 

2 54 23 21 1 145 

3 40 22 33 5 98 

4&5 34 11 40 14 35 
Total base number N=356, all students surveyed who were allocated to a social class from 
parental occupation, all in their second year at university. 

 

Taking this 10 hours as a benchmark, social classes 1 and 2 show a pattern of the majority – 

75% - of students choosing not to engage in TTPE or to limit their hours in  TTPE to below 

10, minimising any detrimental effect to their academic studies while also allowing time to 

enjoy the experience of the student. Those students from social classes 3 still have a high 

percentage - 62% - of students in the minimal risk category groups. It is those students in 

social classes 4 and 5 who undertake long hours in TTPE, risking not fulfilling their potential 

in their academic studies, and also missing out on their student experience. For those students 

who do not work, the percentage falls as the social class decreases. 

 

The bar chart below shows more clearly the relationship between social class and the amount 

of hours in TTPE, with the grouped hours between 11 and 20 divided to create this clearer 

picture. 

 

5.5 Bar chart showing the social class relationship to hours in TTPE with trend lines: 
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For the bar chart on the previous page, the total base number N=356, all students surveyed 
who were allocated to a social class from parental occupation, all in their second year at 
university. 

Polynomial trend lines were applied to the above bar chart. The curvatures were negative for 

both group 1 and group 2 of hours worked from social class 1 through to social classes 4 or 5. 

This suggests most social class one and social class two students will have TTPE for very 

short hours, but the number of students engaged for the same hours as the social class 

decreases will become smaller. If the number of social classes were extended these curves 

would decrease and phase-out as the numbers of students became less and less. 

The curvatures were positive for both group 3 and groups 4 & 5 regarding hours worked, 

from social class 1 through to social classes 4 or 5. This shows that those students from low 

income family groups will have a tendency to work longer hours in TTPE in greater numbers 

than those students from the higher social classes. If the number of social classes were 

extended these curves would extend exponentially, as the numbers of students would increase 

continually. 

This indicates a very strong relationship between the amount of hours undertaken in TTPE 

and social class. Those in the lower social classes also have a higher incidence of working 

both term time and in the holidays, from 33% in social class 1 to 60% in social classes 4 & 5. 
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Interestingly, throughout the whole of the range of hours engaged in term time employment, 

the amount of reported hours in study each week was very similar, between 19.2 hours to 

21.2 hours. Where there was a difference reported, it was in the amount of time spent on 

student life, and in voluntary work participation. A hierarchy of prioritisation existed 

whereby paid employment and academic studies took precedence over socialisation and 

participation in university societies, sports clubs and voluntary work. 

As the composition of the student body is so different between the two universities and the 

demands of the courses vary, there could be patterns here regarding the amount of hours the 

students are undertaking in TTPE, and the social class composition of the students. 

5.6 Table showing relationship between the hours undertaken in TTPE, social class and 

university and bioscience school: 

  University and School: 

  BG hours PE per week (as %) CB hours PE per week (as %) 

S/C 0 <10 11 to 20 >21 N= 0 <10 11 to 20 >21 N= 

1 47 27 27 0 15 61 21 14 4 28 

2 52 26 23 0 31 73 5 22 0 37 

3 32 24 40 4 25 63 13 19 6 16 

4&5 0 33 44 22 9 63 0 25 13 8 

The base number N=80 for Glanaman Bioscience, N=89 for Chirk Bioscience, both relating 
to students surveyed who were allocated to a social class from parental occupation, in their 
second year at university. 

There were different patterns regarding participation and the amount of TTPE undertaken 

between universities and schools.  

5.7 Table showing relationship between the hours undertaken in TTPE, social class and 

university and social science school: 

University and School: 

  GS hours PE per week (as %) SC hours PE per week (as %) 

S/C 0 <10 11 to 20 >21 N= 0 <10 11 to 20 >21 N= 

1 71 14 14 0 7 57 11 25 7 28 

2 27 15 14 1 41 67 25 6 3 36 

3 16 27 37 2 38 26 42 21 11 19 

4&5 31 8 46 15 13 60 0 40 0 5 
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The base number N=99 for Glanaman SOCSI, N=88 for Chirk SOCSI, both relating to 
students surveyed who were allocated to a social class from parental occupation, in their 
second year at university. 

The numbers of students who choose not to engage in TTPE were much higher at Chirk 

University than at Glanaman University. This was across both schools and all social classes. 

This reflects the variation in the composition of the student body and the local labour market. 

However the course type at Chirk University seemed to have an input into engagement in PE, 

as the bioscience school had the largest percentage of students who did not have TTPE, yet 

the social class composition of the school was very similar to that of SOCSI. 

For those students in social class 1, the pattern for no paid employment was totally opposite 

for the bioscience schools, as at Glanaman University the bioscience students had the lowest 

percentage of students not employed yet Chirk University had the highest. 

There was a pattern across the universities regarding social class, with students at Glanaman 

showing that, in general, the lower the social class the lower the percentage of students not in 

paid employment. At Chirk, the percentages of students not in paid employment were similar 

across the social classes, except for social class 3 SOCSI, perhaps indicative that there is a 

new class of students emerging from families just above the level of means tested incomes 

for grants. 

Across all schools and universities, the students from low income families were employed for 

the longest hours, both in the 11 to 20 hours per week group and the 21 hours or more per 

week group. This again concurs with the literature, and the data for this study that is 

discussed over the next few chapters, that the lower social class student groups are employed 

for the longest hours. 
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5.8 Bar chart to show University and School differences for those students employed for 

less than 10 hours a week:  

Base number N=379, relates to all students surveyed, all in their second year at university. 

There is a university difference when considering the percentages of students who either do 

not have paid employment, or engage less than 10 hours a week in TTPE, noted in the 

literature to have a minimal effect for the students. This is what would be expected given the 

social class composition of the universities. 

5.3.2 Gender: 

The ratio of the genders at both universities was almost 4:1 female to male. The overall 

pattern regarding gender participation in TTPE was very similar. However, differences within 

the gender pattern were revealed when the university and school picture was examined. 

 

5.9 Table to show gender pattern in TTPE in the different schools/universities: 
  University code and gender 

  BG % CB % GS % SC % 

PE type: M F M F M F M F 

No PE 20 10 35 42 53 29 29 24 

PE Holidays  16 28 27 28 6 6 24 30 

Current TTPE 64 62 38 30 41 66 48 46 

N= 25 58 37 57 17 90 21 74 
Base number N=379, relates to all students surveyed, all in their second year at university. 
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At Chirk University there was a similar picture of percentages of male students between 

schools who were not employed, however there were double the female students at the 

bioscience school not employed in comparison to SOCSI. This may be from a slightly 

gendered subject perception that the demands of a bioscience course may be more difficult 

for females to manage. This was not seen in the percentages of female students at Glanaman 

bioscience school, where the only gender difference was a higher percent of female students 

were employed in holidays, perhaps being more proactive in seeking employment for the 

holidays. 

Students in SOCSI at Glanaman were either employed in term time, or not employed, with 

almost double the amounts of male students not undertaking paid employment in comparison 

to female students. At 53%, this is the highest percentage of students not working through all 

the schools in this study, yet on further examination there was no social class, ethnicity or age 

demographics that would explain this. In comparison, the Bioscience school at Glanaman has 

the highest percentage for both male and female student participation in TTPE, opposite to 

the pattern at Chirk University.  

Students of both genders undertake TTPE in higher percentages at Glanaman University, but 

this would be related to social class, as discussed in the previous section.  

 

5.3.3 Ethnicity: 

Patterns within the typology of paid employment were similar across all ethnic groups. 

However the numbers of students in ethnic minority groups was very low in this study. 

5.3.4 Age: 

Age is another factor that could be considered.  However, there were very few mature 

students in this study, 36 of the sample of 379, with very different motivations influencing 

decision making. The mature students had mortgages to pay and families to support in the 

majority of cases. While the percentage of young students in TTPE was higher, 52% 

compared to 33% of mature students, the percentages of students for both groups undertaking 

employment hours above 15 hours was equal – 16%. This suggests that mature students 
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choose not to undertake TTPE where possible, but that when they do the amount of hours 

undertaken is similar to those of the student population as a whole. 

5.4 Decision making within the student body: 

The decision-making for students regarding higher education is both complex and ongoing, 

beginning with the initial choice of whether to enter higher education at all. This is influenced 

by the life stage of the student, incorporating family dynamics and socialisation, centred on 

perceptions of the importance of education. The future career choice dictates the decision-

making on university and course. Students finance their degrees by incorporating all funding 

streams available. How the total funding is put together will dictate the decision-making of 

the student around whether to undertake paid employment, how many hours, and the type of 

work.  

Different income profiles will relate to different groups within the student body, and will take 

into account the affordability of higher education for the individual student. Prior paid 

employment experience will also impact here, whether positive or inclusive of repercussions 

alerting the student there are implications to TTPE. Student agency in the labour market 

dictates the paid employment available, so can create its own pattern for students, though the 

student will always have the final choice. 

 

 

5.4.1 Life stage: 

The first decision made by ‘would be’ students is whether to go to university. While 

measures are in place to widen participation in higher education throughout the whole 

spectrum of society, it has to be accepted the majority of students are still young people. In 

this study 342 (91%) of the sample were 25 or under. This life stage, late adolescence 

incorporating the transition to adulthood will influence the decisions for these students.  

Within western societies, the years from 18 onwards involve making choices that form the 

foundation for future life opportunities. Today, for many young people, this is directly 

correlated with obtaining higher levels of education, increasing the age at which 

independence from the family is achieved. Patton & Viner (2007) view the changes in the 
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transition of adolescent to adulthood as becoming extended, more complex and pluralised, 

because of the increased time span for this period due, in part, to choices made to stay in 

education longer. Arnett (2000) proposes the concept of ‘emerging adulthood’ for this 

transitional period, identifying this as distinct from other life stages. Both agree today’s 

education patterns, resulting from huge change in the social contexts of the labour market, 

has had an effect on this life stage. When asked, the students interviewed in this study gave 

two main reasons they had decided to come to higher education. The first is that university 

was a natural progression from school, expected by both parents and teachers in many cases. 

Comments were made regarding: 

‘It seemed like a natural progression thing to do after my A levels so I wanted to 
go on into university’     ‘It’s always been kind of like when you have finished 
school you have got to go up to university’   ‘It was never a conscious 
decision…… I mean my parents and I never sat around a table and said well I 
think you should go to university, it was just assumed I was.  It was like you go to 
school then you go to college then you go to university.’   ‘Just really a 
progression from the sixth form, school to university.’  

The second reason was centred on life opportunities for the future, with students stating: 

‘To be honest they drill it into you at school don’t they? They sort of say oh well 
if you go to university you will get a better job.’       ‘I want to be a primary 
school teacher so it’s to get the qualification’     ‘Well it was just taken for 
granted really…… I don’t really know what I want to do as a career but for any 
decent job you need a degree don’t you?’     ‘I always wanted to go to university 
really, I guess I associated university with specialist jobs’    ‘Just to further my 
education I think, and for the better job prospects and to further your experiences 
in the field you want to go in, for like more experience in the career you want to 
go in for.’ 
 
 

Within the 28 interviews of this study, 26 students gave one of these two reasons as to why 

they had chosen to stay on in education. To continue in education for the first 21 years of life, 

as a natural progression, must be related to an idea that the next ‘natural progression’ is 

graduate employment. Thus these two reasons are related to the concept of higher education 

being associated with future life opportunities. 

 

Influencing this assumption of increased life opportunities will be familial attendance at 

university of prior generations. Historical data highlights only the upper social classes 

attended university, it is over recent decades that efforts to widen participation have 
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encouraged students from the lower social class family backgrounds to aspire to enter higher 

education. 

 

The generation of the student regarding attendance at university showed a linear relationship 

with social class. Where the student was either the third or second generation to enter higher 

education, the higher social classes showed the highest percentages. Within the qualitative 

data, those students reporting an expectation of family and teachers that university was the 

natural progression were the second and third generation to attend university. The students 

giving interviews who perceived their degree would open doors to a future career were 

mainly those who were first-generation to attend University. This concurred with the 

quantitative data analysis. 

The hours within TTPE were analysed to consider if there was a pattern regarding the 

generation of attendance at university. This showed the percentages of students who had no 

engagement with TTPE decreased as the generation attendance decreased. The highest 

percentages of students employed for long hours showed for those students who were the first 

in their family to go into higher education, or the first generation at university. Two reasons 

may explain these findings. The first is that family socialisation regarding the academic study 

demands and the importance of cultural capital gained at university varies according to prior 

knowledge of university education. Second is that incomes are greater in the higher social 

classes, which will possibly mean more support for the students, allowing greater choice in 

both participation in TTPE, and the amount of hours deemed necessary.  

5.10 Table to show relationship between generation to attend university, social class and 

amount of participation in TTPE: 

  Generation attending university (shown as %)   

Social Class Third Second First First in family N= 

1 29 47 14 9 78 

2 11 54 18 17 145 

3 4 27 31 39 98 

4&5 3 14 31 51 35 

TTPE           

none 57 56 40 41   

<10 hours 25 19 31 14   
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11 to 20 hours 16 21 27 40   

>21 hours 2 3 1 8   

N= 44 146 78 88   
Total base number N=356, all students surveyed who were allocated to a social class from 
parental occupation, all in their second year at university. 

In an era of an increasingly demanding labour market, the majority of these students have the 

view that to enter a career with potential for advancement and a high level of salary and 

status, a degree is essential. Therefore the decision to go on to university is not a choice but a 

necessity. Indeed, the statistical data showed 162 students reporting they had to have a degree 

to enter their career choice.  

There are paradoxes within individualisation at this life stage, where education becomes 

significant to success within employment, widening choices, but also includes possibilities 

for failure. Brannen & Nilsen (2005) explore choice and autonomy for young people in 

western societies of the twenty first century. They identify a loss of responsibility and 

autonomy alongside increased dependence on parental support, especially financial. This is 

certainly applicable for students in the UK, if one considers the high expectations of the UK 

government on parental contribution to fund higher education. Many students dislike the fact 

they are still dependent financially on their parents, so often will only ask for help when they 

are desperate, a strong motivator to take on TTPE, to try not to have to ask for financial 

support or increase the support they are receiving:  

 ‘They (my parents) help pay for my accommodation, but I don’t really like to ask 
for more.’ 
 
‘I use what I earn and then get some money off my mum and my dad if I 
absolutely need it.’ 
 

Comments such as these were made by 12 students in this study. Thus the decision making 

on engagement in TTPE for these students was influenced by the type of future they aspired 

to, by the adult they envisaged becoming, alongside how much financial support they could 

realistically expect to supplement state funding. 

 

Financial arrangements with parents were shown in the quantitative data to have a linear 

relationship with social class regarding regularity. The highest percentage of students in 

receipt of regular parental contributions was from social class one family backgrounds. The 
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highest percentage of students who did not receive parental contributions was from social 

classes 4&5. These families have very restricted income levels, so the government does not 

expect them to contribute to higher education funding, putting in place a means tested grant 

to replace parental contributions for the students.  

 

Students expressed their feelings on parental support in the interviews. Some of the students 

talked about how they felt honour-bound to pay back the monies their parents contributed as 

soon as they were in a position to do so, as they felt that as adults they should be self-

supportive. Others talked of how they use parental contributions so they do not have to take 

on TTPE, but again articulated the intention of paying this money back. 

 

5.11 Table to show type of PC and relationship to social class: 

  Type of Parental Contribution (shown as %)   

Social Class Regular When needed None N= 

1 51 28 21 78 

2 43 32 26 145 

3 21 44 35 98 

4&5 0 34 66 35 
Total base number N=356, all students surveyed who were allocated to a social class from 
parental occupation, all in their second year at university. 

 

A proportion of students did not feel this way; they felt as higher education was a 

continuation of their studies that it was acceptable for their parents to contribute, while 

James, a young SOCSI student admitted he worked to socialise and hid this from his parents, 

so they did not stop or reduce their contribution, as he used parental contributions for his day-

to-day living.  

 

‘I like going out with my friends so I needed the money to do that and my parents 
would not fund me if they thought I was spending the money on going out.... if 
they knew about my overdraft they would stop helping....  They know I go out a 
lot and that I’m careless with money because I have loads of takeaways n stuff...’ 
 

5.4.2 Affordability of Higher Education: 

 

The second stage of decision making will be how they will fund university. One of the major 

influences here will be the students’ perceptions around the affordability of university. In this 



����

�

study 57% of students responded they could afford university without having to undertake 

paid employment.  

 

This is linked to perceptions regarding debt, which is discussed in chapter eight. There is 

currently almost an acceptance in the student body that debt will be inevitable, due to the 

funding changes within higher education. Therefore, if students believe university cannot be 

afforded without debt, TTPE will be a method to keep the debt to a minimum. Dependent on 

their attitude towards debt, whether they accept or have anxiety regarding debt, this will 

impact on both the decision-making on engagement in TTPE and the amount they will 

undertake.  

 

There is a strong link to social class here, the higher the social class the higher the incidence 

of students able to afford higher education without paid employment, the data in this study 

showing having a linear pattern through the social classes. Only students who had been 

engaged in PE at some point while at university were asked about the affordability of 

university, as it was assumed that if they had never had PE then they could afford university, 

it may be some students cannot find a job but, even though these students are seeking 

employment, they have thus far managed to afford to stay at university. 

 

The availability of paid employment in the area of the university did not show as significant 

in the decisions made on which university to attend for the respondents in this study. What 

appeared to be more significant was the choice on residency, 28% of students who felt they 

could not afford university without TTPE lived in the parental home, in comparison to only 

16% of those students who felt university was affordable.  

 

Again there was a link to social class, as students attending Glanaman University were seen 

to live at home in much higher percentages, with 58% of these students belonging to social 

classes 3, 4 and 5. This reflected the social class composition of the two universities. There 

will be implications regarding choice of university for the students, due to time and travel 

cost restraints. This will have a knock-on effect to a restriction on choices on the courses 

available. The qualitative data was not able to explore how the students felt here, as none of 

the respondents were living in the parental home.  Literature in this area defines there would 
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be an impact to the student experience, a restriction in participation in activities external to 

university, socialising, peer interaction discussing concepts and ideologies related to the 

course, the activities that accrue the social and cultural capital thought to be as important for 

a student as the academic study at university. 

There is a strong link with the affordability of higher education and parental contributions, as 

of those students who deem they could not afford university without TTPE, 46% include 

parental contributions within their funding streams, compared to 70% of those students who 

deem they can afford university without undertaking TTPE.  

A key finding in this study was that many students in receipt of the Welsh Assembly 

Learning Grant still perceived university to be unaffordable. The grants and bursaries 

schemes did not appear to have a marked effect on the student’s opinions, as 59% of students 

eligible for this funding reported TTPE was essential to afford university. Theoretically, these 

students should feel they can afford university without TTPE, as the government policies aim 

to compensate for the lack of parental contributions. It is a reality that these grants are 

limited, whereas parental contributions may be unlimited. Parental contributions will be 

discussed in depth in the following chapter. 

5.12 Table to show perceptions on affordability in relation to types of PC: 

afford university Regular PC PC when needed No PC N= 

No 15 39 46 159 

Yes 51 32 17 135 
The base number N=294, all students who have had PE while at university, now in their 
second year. 

It follows on that there will be a relationship between the perceptions on the affordability of 

university in the present day, and the type of parental contribution a student will receive. 

Those students who felt they could not afford university without TTPE were in the highest 

percentage where there was no parental contribution. A high percentage of those students 

who received parental contributions when necessary, rather than on a regular basis, also felt 

university to be unaffordable without PE.  

From the qualitative data, students expressed that when parental contributions were given 

when necessary, they perceived their parents as not having enough money to support them, so 

they only asked for help when they were in dire need, for a one-off expense which they 
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simply could not afford, so there was no alternative solution. 85% of students who felt 

university to be unaffordable without some form of paid employment either had no parental 

contributions or parental contributions when necessary. It can be argued that grants have not 

differentiated overall patterns whereby students from higher social classes have most choice 

regarding engagement in paid employment, directly resulting from an increased access to 

funding.  

5.4.3 Prior employment experience: 

Decision-making may be influenced by the students’ experience of paid employment while in 

study prior to entering university. This will either promote the feasibility of studying 

alongside some form of paid employment, as the student has experience of this and still 

achieved success in examinations, or highlighted any negative effects regarding time 

management and any impact on achievement levels.  

 

In the literature, there is an indicator that employment hours in the sixth form can be very 

different to employment hours while in university, due to sixth form employment often being 

‘Saturday’ only jobs or babysitting, newspaper rounds etc.  However, while there may be 

differences in the working patterns between the sixth form and university, these students will 

have learnt from the experience of working. They will have knowledge of a work pattern that 

suits them, and experienced the benefits of paid employment to a CV when applying to 

university- a positive impact of transferable skills. 

The interview data saw comments made that when paid employment in the sixth form or at 

college was successful, it became almost a blueprint for university:  

‘I worked from the last year of my GCSE’s right through the 6�th� form and my A 
levels, I worked for W.H. Smith every Saturday, and I did quite a lot of voluntary 
work right through as well, going on tours and things like that, and I still had 
decent grades.....’ 

 ‘I’ve had a job since I was umm 14, a regular job so I think I’ve always worked 
because I like the money and things… I never thought it affected me really 
(grades at GCSE and A level) 

Emma and Laura, from bioscience and SOCSI, both expressed very positive experiences of 

TTPE. Both mention grades, indicating awareness there could be a potential negative impact 

to these from TTPE. 
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One student had obtained full-time employment throughout the holidays before attending 

university, with this continuing as TTPE. A relationship had been formed with the employer, 

advocating flexibility around academic studies would be a feature of the employment, 

promoting the student to perceive she would definitely be able to cope with TTPE alongside 

studies. Two SOCSI students stated they had ‘never not worked from early age’, feeling 

TTPE was part of educational life, so would be missed if they gave it up.  

The statistical data identified 75% of students who had paid employment in the sixth form 

carried this on into university. A social class relationship showed here, as the percentages of 

students who had TTPE while they were at sixth form and then continued to engage in paid 

employment while at university rises as the social class decreases. 

 

The data therefore indicates a link between sixth form TTPE and the decision making 

regarding TTPE at university. Employment in the sixth form can create a desire to maintain a 

certain lifestyle while at university; it may be from necessity to afford to stay on in education, 

but the data shows working in the sixth form does not deter many students from continuing in 

TTPE at university. Those students who had employment in the sixth form carry on 

undertaking paid employment at university in high numbers, both in term time and in the 

holidays. This concludes these students perceive paid employment does not have significant 

impacts on studies and socialisation, that there is a routinisation to employment making this 

achievable and of immense value to fund their continuation in education.  

 

It may be there is a relationship with the hours in TTPE the students undertook while in the 

sixth form and the hours students decide they are capable of undertaking while at university. 

These hours were grouped and considered in categories for those students who did not have 

TTPE, those who were employed for less than 10 hours a week, those who were employed 

between 11 and 20 hours a week and those who were employed for over 21 hours a week in 

TTPE. 
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5.13 Table to show relationship between the hours worked in sixth form/college and 

those worked while in university: 

Hours in TTPE at university (shown as %) 

 hours in PE in 6th form No PE <10 hours 11 to 20 hours >21 hours N= 

No PE 74 13 13 1 144 

<10 39 33 25 3 105 

11 To 20 32 17 45 7 114 

>21 38 19 13 31 16 
Base number N=379, relates to all students surveyed, all in their second year at university. 

In the above table it can be seen that students continued to undertake paid employment in the 

same pattern from the sixth form to university in the highest percentages. It can also be seen 

that the percentages of students increasing their hours are lower than the percentages of 

students decreasing their hours between the sixth form and university. 

 

This confirmed the majority of students were very aware of the time commitments they 

required for their university studies and participation in university life, so acted accordingly. 

Moving to halls or shared houses from home would have an impact in the amount of time 

they needed for daily living, some students may also have anticipated this. 

 

Though a high percentage of students who undertook long hours in paid employment 

throughout their sixth form carried on these long hours into their university life, the total 

number of students employed for these long hours were low. Social class had an input here, 

as it has already been determined that students from low income family backgrounds are seen 

to work the longest hours in PE.  

 

When any patterns within the take up of paid employment were considered between 

universities and schools, a very similar pattern to that in the table above was seen. 

 

5.4.4 Prioritisation within the relationship between engagement in TTPE and 

requirements of academic study. 

 

Following the transition from sixth form into higher education, students will have a hierarchy 

of prioritisation within time management connected to the time demands of the course they 

have chosen.  
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5.14 Bar chart to show the reported average total of hours spent in study per week: 

 

The base number N=343, the students surveyed who answered this question. These students 
are in their second year. 

 

There will be a relationship between the amount of hours in TTPE the student will decide 

they can manage and the amount of hours they will decide they need to spend on academic 

study. However, is the correct balance feasible when the amount of hours in TTPE is high? 

 

The study hours were examined to consider if there was a relationship with the amount of 

hours undertaken in TTPE. 

5.15 Averages, medians, modes and ST Dev of the hours in study per week related to 

those in paid employment per week: 

  Hours on study (not grouped) 

Hours in TTPE Total students mean median Mode ST dev 

none 169 21.1 20 20 10.5 

<10 hours 72 19.2 17 10 10.4 

11 to 15 hours 42 20.9 20 30 11.1 

16 to 20 hours 43 19.2 20 25 11.4 

>21 17 20.8 23 30 8.3 

The base number N=343, the students surveyed who answered this question. These students 
are in their second year. 
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This highlights that those students who have TTPE for the longest hours also report the 

highest median and highest average of hours in study per week. Next are those students who 

do not have TTPE, while the students in TTPE for <10 hours per week report the lowest 

amount of time spent in studies.   This suggests those students who are in the longest TTPE 

have priorities that their studies and the TTPE to fund these studies are highest, while the 

student experience has the lowest priority. The students who are in TTPE for the least hours 

are identified as the younger students, very interested in the social side of being a student, 

feeling this is a very important part of the overall university experience, so this is given equal 

status to academic studies.   There was a similar pattern to this running through for both 

social class and gender. The different universities and schools within them were then 

examined. The table can be seen on the next page. 

The quantitative data highlighted both school differences and university differences in the 

amount of hours in study reported. In both universities the Bioscience school students spend 

more time in study. Percentages of students in the bioscience schools were almost double in 

reporting 21 hours and above spent in their academic studies. 

There were marked differences in the highest and lowest percentages for the highest 

categories of grouped hours in study between schools. This may be in part explained by the 

time required for laboratory work in the science school, but there may also be a difference in 

perceptions on the time requirement for study to pass the course at a desired classification.  

5.16 Table showing university/school differences in student amount of hours in study 

and TTPE: 

   Reported grouped hours in studies (%)  Reported grouped hours in TTPE (%)   

Uni Code <10  11 to 20 21 to 30 >31 <10  11 to 20 21 to 30 >31 N= 

BG 26 29 30 16 64 33 4 0 77 

CB 11 31 33 24 79 18 3 0 87 

GS 35 43 20 2 60 36 5 0 98 

SC 19 46 30 6 78 16 5 1 81 
The base number N=343, the students surveyed who answered this question. These students 
are in their second year. 
 

The are also differences between universities in the percentage of students who report over 21 

hours in study, with students reporting almost a third more hours in study at Chirk University.  
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5.18 Bar Chart to show University and School differences in hours of study and TTPE: 

The base number N=343, the students surveyed who answered this question. These students 
are in their second year. 

Patterns between the schools of engagement in TTPE were very similar. The social class 

composition between the schools at the universities is similar, so this would reflect the 

pattern of employment through the social classes. The students at Chirk University had less 

engagement in TTPE overall, but the gap narrowed when the percentage of students working 

less than 10 hours a week, where there is a minimum impact, was considered. This suggests 

the school influences the amount of study time, from the demands of the course, while the 

university influences the amount of TTPE undertaken, from the social class composition of 

the students. 

5.4.5 Individual Motivations 

There will always be individual student motivations that will influence the decision-making 

regarding engagement in TTPE. Several students talked of socialisation within the family 

unit, concerning a work ethic that dictated the student should have TTPE, but only to the 

extent where it gave the student a degree of independence, experience for a CV, and a taste of 

the real world. Parents did not want the student to be reliant on the wages, as Anne, from 

SOCSI explains: 

‘they prefer me to have a bit of work so that I am like independent and that sort of 
thing because they encouraged me to go and get a job for that reason really but 
they don’t want me to have to work for rent and stuff.’ 
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Mature students have very different motivations from young students. For example, in this 

study one mature student, Anthony, in bioscience, stated that going to University was 

something he had always regretted not doing, so following redundancy he decided to use his 

savings to fund himself through university. He did have paid employment of 7 hours a week 

with longer hours in the holidays to supplement his savings. His career outlook for the future 

was very defined, as he wanted to use his degree to gain employment with improved 

prospects. Another mature student, Marcia, from SOCSI, was a single parent with prior 

employment paying the minimum wage; she was entitled to benefits and grants to help fund 

her university course and was very focused that the degree would open doors for a career to 

improve life opportunities for her and her daughter.  

Graduate employment motivations are often involved in the decision-making for entry into 

higher education. Younger students talked about a career structure that necessitated obtaining 

a degree, TTPE would help fund the higher education and if this was not related to their 

chosen career, voluntary work could fill this gap for vital work experience. Laura and Sarah, 

both SOCSI students elaborated: 

 ‘I want to be a primary school teacher so it’s to get the qualification..... I am 
working in a shop but I do voluntary work in a nursery’ 

I want to be an educational psychologist so that means a degree.... I might have 
to do a second degree.... If I have to work, I will, I already help in a youth club 
for teens with disabilities’ 

Students also expressed a desire to stay on in education for the academia and learning, hoping 

to gain postgraduate qualifications.  

I have always enjoyed learning about new things...... I would love to do a Masters 
after my degree..... Perhaps I would get a job in a college or university then, 
research or teaching.... I don't like having to have TTPE but can't stay in uni 
otherwise...’ 

Sophie, Bioscience student  

Paid employment was viewed as a means to an end, a method necessary to bring in extra 

income. 
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5.4.6 Agency in the labour market. 

 

Decision-making will also be influenced by the current economic climate effect on the labour 

market. Student agency regarding the type and amount of employment undertaken is affected 

by the supply and demand within the market, but there is always a hierarchy in the decision-

making.  

 

All students engage in paid employment because they need income. Ideally, the student will 

locate employment in a field where there is a relationship with the career they wish to enter, 

work experience which has a wage. Students do not have complete agency, creating tension 

between the agency and the labour market, as the labour market will dictate what jobs are 

available. The statistical data in this study showed 73% of the students were in retail and 

hospitality, which was not specific work experience, though the nature of the employment 

created experience in the wider sense, transferable skills useful for a CV. 

 

The labour market will dictate according to its own needs, not the needs of employees. Thus 

for students in this research there was little control over the type of job available, the current 

labour market dictated in favour of the employer. Where the students had improved agency 

was how they worked within the market situation. This was via a consideration of the 

characteristics of the TTPE, the shift pattern, the degree of flexibility. This was where they 

could exercise agency. Of course, it may be argued that where the student has the greatest 

agency is actually in the decision-making on whether to take on paid employment in the first 

instance. 

 

The current economic climate dictates that wages remain low, with companies often able to 

find employees who will work any hours and are available for a permanent position�s�. 

Responses in the qualitative interviews indicated students perceived they had little or no 

agency, as they were desperate for the wages to fund their degree. Any employment on offer 

was accepted, and the students allowed themselves to be ‘blackmailed’ into working the 

hours required by the company rather than the hours that created a work life balance to 

include the time necessary for academic studies and student life.  
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‘I have mentioned that I’m a student and I’m not looking for  anything permanent 
or full time and I actually got replies that they are not really looking for anyone 
like that because there are so many people looking for any hours.  They are 
willing to work anytime so they would prefer having someone like that.’ 

Kath, a 24 year old bioscience student. 

‘If you have asked ‘oh can I have this time off’ there is no way you will have study 
leave, they won’t give you study leave. .. they will either be like you have to book 
it off as holidays or resign, because your job, well they think your job should be 
the first important thing. ..you can’t finish early you have got to start at 9 and 
finish at 5 cos normally I start at 1.15 and finish at 7 so when I asked can I finish 
at 5 they were no you’ve got to start at 9 if you want to finish early ... you always 
have to do something to compensate’  

Carole, a young SOCSI student, stated she felt her employers were rigid in their views on 

loyalty to the company yet were not reciprocal in any flexibility around hours for study or to 

complete assignments.   She had been trying to find alternative employment but none was 

available. She was determined to leave this employment by February of her last year, to 

concentrate on her dissertation and final assignments, so will exercise her agency at that time 

by giving up her paid employment for the last five months of her course. 

‘If I am still there I am giving up in the February cos I know they will make me 
work Easter full time......... I am saving up and I will have my last student loan in 
the May but be moving back June so like that’s rent I don’t have to pay.....’ 

 
Circumstances will change for students throughout their degree, and so their patterns of PE 

will change.  They will choose what balance there will be between economic necessity and 

the demands of their studies. 

 

5.5 Flexibility and shift work relationships to engagement in TTPE: 

 

The flexibility that employers allow students around assignment and examination periods will 

contribute to the decision making regarding student participation in TTPE. The more hours in 

TTPE, the more flexibility will be needed, but does this happen? Overall, the data reported 

only 16% of these students felt their employers allowed no flexibility within working hours. 

However, the incidence of inflexibility within the paid employment increased as the hours 

undertaken increased, when arguably the most flexibility is needed. 
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5.18 Table showing flexibility within TTPE in relation to the number of hours worked 

and effect on academic studies: 

Flexibility Hours in TTPE (%) Affect on academic studies (%) N= 

  <10 11 to 20 >21 missed lectures missed deadlines   

High level 47 23 35 17 5 63 

Some 41 60 41 35 13 96 

None 12 18 24 33 30 30 

N= 75 97 17       

Base number N= 189, the total of the students surveyed that engage in current TTPE, in their 
second year of university. 

Employers may find it difficult to find cover for the students who work longer hours, but this 

will lead to added stress for the students regarding time management at periods when 

revision, reading and research are needed for assignments and examinations. If the student 

cannot have any time off at these periods there would be a strong likelihood that marks could 

be lower.  A main problem highlighted by four students who were interviewed in this study 

was that, in theory, when they applied for the employment, at the interview they were assured 

there would be flexibility around examination periods, but the reality was different. Carole, 

from SOCSI explained: 

‘If you have asked oh can I have this time off there is no way you will have study 
leave, they won’t give you study leave. ….but when I started they were like oh it 
won’t be a problem, just ask………  I don’t know if I would have started if I had 
known but then all the jobs had gone cos everyone had been looking for one….’ 
 

Once in paid employment students seemed afraid to leave in case there were difficulties 

finding another job, plus it was time consuming to look for different employment. The 

students also expressed concern they would be assured again of no problems regarding 

flexibility around examination periods and deadlines, only to find differently at a later date. A 

case of better the devil they knew.  Three of the respondents stated they would just take sick 

time as a way to have time off, when they needed it for their studies.  They did not feel guilty 

about this as they were not paid and also felt they had been misled on this issue. 

 

However, two students highlighted relationships can develop between the employer and the 

student, creating a reciprocal arrangement around flexibility that is beneficial for both the 

student and employer: 



����

�

‘they are quite flexible…I think it is also that because I have been working there 
for like 4 years so I know the managers and I think I know a lot about the 
management and other jobs and that so I think that’s why they were like so good 
about it (flexibility) because I can then do another job another time and 
cover......’ 
 

The shift pattern for the TTPE was also explored to consider if this had an effect for the 

students due to the ‘recovery’ time necessary, if late or night shifts were worked.  However, 

in this study, night employment was rare and no patterns relating to social class, gender, 

university or schools or the amount of hours engaged in TTPE were identified to be 

associated with problems around time management issues caused by shift work patterns. This 

could be related to a university week often meaning students are only in four lectures on two 

or three days. This blurs the lines between the week and the weekend, so unless the weekend 

is used for university activities there is no differentiation as such.  

 

5.6 Remuneration from TTPE – how are wages used? 

 

Wages supplement other forms of funding students receive. Calendar (2008) found student 

employment to be neglected in debate by government and policymakers. The only mention of 

student paid employment was in guidance notes regarding assessment for hardship funding, 

where it was stated: 

 

‘Students could supplement income via part time work, holiday work, overdrafts, 
savings and increased parental contributions’  

DFES (2005, paragraph 3.55) as cited in Callender (2008).  

 

 

Interestingly, an ‘assumed income’ figure is used for the above sources of income, allowing 

avoidance of linking employment income with student support systems. Callender surmises 

this to mean that wages from employment are not considered by the UK government as 

essential to student funding. Other countries, such as Canada and the USA, include wages as 

an accepted source of income for students.  

 

Students take on TTPE to increase the income they otherwise receive from all funding 

sources. Occasionally paid employment is a form of work experience that will also be of use 

in future careers, but this is rare, in this study 84% of the students in TTPE were not 




















































































































































































































































































































































