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ABSTRACT 
 

This paper investigates whether watching online recordings of live lecturers 

improves student performance on a large first year introductory economics module 

taught in a Business School.    Our results show that performance on other modules 

and previous experience of economics are the key determinants of performance on 

this module. However, we also show that watching the lecture recordings may go 

some way to counteracting a student’s lack of previous experience in the subject.  
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1. INTRODUCTION 

Technology that enables live lectures to be recorded and subsequently 

made available for students to watch online has become widely used in 

university teaching.1  Certainly from our experience at Aston 

University, lecture capture has developed from initial experimentation 

to virtually all lectures over a period of less than five years. 

Furthermore, a broad range of evidence discussed below suggests that 

this innovation is extremely popular with students. However, the 

perceived benefits also appear to differ significantly across the diverse 

                                                 
* Correspondence: Matthew Olczak, Aston Business School, Aston University, 

Birmingham, B4 7ET, UK, email: m.olczak@aston.ac.uk Tel: +44(0)121 204 3107. Chris 

Jones may be contacted at Aston Business School, Aston University, Birmingham, B4 

7ET, UK, email: c.jones2@aston.ac.uk Tel: +44(0)121 204 3036. Thanks to two 

anonymous referees for comments and suggestions. 

1 See Stephenson & Cortinhas (2013) for a detailed overview of how this technology 

works. 
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student population. Furthermore, the views of instructors are less 

positive.  

Given these mixed views, there is clearly the need for direct evidence 

that investigates the effect of watching lecture recordings on student 

performance. Therefore, the aim of this paper is to investigate this in a 

large first year introductory economics module taught in a Business 

School. We estimate the average effect watching the recordings has on 

student performance in this module and, in addition, consider whether 

this effect differs depending upon the characteristics of the student.  

Our paper relates to a growing body of literature that tries to assess 

the impact of various technologies on student learning of business and 

economics. The approach typically taken has been to compare a control 

group who have face-to-face lectures with a treatment group who only 

receive online lectures. In contrast, we are interested in examining the 

effect of watching lecture recordings on student performance when this 

technology is made available to all students taking the module. 

Therefore, more closely related to our methodology are a number of 

papers, described in detail below, that examine student choice over 

whether or not to make use of the lecture recordings provided. 

The remainder of the paper proceeds as follows. In section 2 we 

summarise the alternative views in the literature of lecture capture and 

outline the existing literature that assesses the impact of technology on 

student learning.  In section 3 we provide an overview of the module 

studied and outline our empirical methodology. In section 4 we first 

show that the majority of the students on the module made at least some 

use of the lecture recordings; some for a considerable amount of time. 

Interestingly, these students were more likely to have no previous 

experience of economics. We then report our baseline econometric 

results. These show that performance on other modules and previous 

experience of economics are the key determinants of performance on 

this module. However, we also find that watching the lecture recordings 

has a small positive effect on performance and that this may go some 

way to counteracting a student’s lack of previous experience in the 

subject. Nevertheless, this finding should be interpreted with some 

caution since there is an obvious concern that it may be affected by self-

selection bias. This is because the students that watched the recordings 

may have been more able students who would have performed better in 

the module regardless of whether or not they watched the recordings.2  

                                                 
2 See Greene (2003, p.788) for a formal demonstration that this results in an upward bias. 
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Below we outline how we attempt to control for this potential bias. 

However, despite this, our finding of the impact of watching lecture 

recordings is best interpreted as an upper bound and therefore any 

significant effect can be interpreted as being small. At the end of section 

4 we discuss various robustness checks on our baseline results. Finally, 

in section 5 we make some concluding remarks. 

2.   RELATED LITERATURE  

Our treatment of the literature is divided into that which considers 

alternative views of lecture capture and that which assesses the impact 

of lecture capture on student learning. 

2.1 Alternative Views of Lecture Capture  

The literature which addressed the issue of how lecture capture is 

perceived may also be divided into that which reflects the views of 

students, the heterogeneity of the benefits that students perceive from 

lecture capture, and that which reflects the views of instructors. Each of 

these issues is addressed separately.  

2.1.1 Popularity of lecture capture with students  

A reasonably large body of survey evidence from a range of disciplines 

shows how popular lecture capture is with students. For example, 

Gosper et al. (2008) reports the results of a large survey conducted 

across a number of Australian universities and a wide range of 

disciplines showing that the majority of students perceived their 

experience of lecture capture to have been positive and claimed that it 

helped them to achieve better results.3  Furthermore, in our module 

student feedback the overall satisfaction score was high and many 

comments commended the provision of lecture recordings.  

However, evidence on how much students actually value and make 

use of recorded lectures is mixed. Taplin et al. (2011) try to more 

accurately assess student valuation of lecture recordings by measuring 

their willingness to pay for them. They found that many accountancy 

students had a low valuation both in terms of willingness to pay and the 

fact that they would only on average be prepared to substitute 2 of 11 

tutorials for the provision of recorded lectures (Taplin et al. 2011, 

p.183).4  Survey evidence in Wong (2013) also suggests that students 

found other online resources, such as solutions to exercises, lecture 

                                                 
3 See also other consistent evidence in for example Taplin et al. (2011) and Elliott & Neal 

(2016). 
4 This evidence is also confirmed for a wider range of disciplines in Taplin et al. (2014). 
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notes and other information more useful than recordings. In contrast, in 

Elliott & Neal (2016) most students made at least some use of the 

recordings and typically viewed a reasonably large proportion of the 

lectures, whereas usage was much lower in Larkin (2010) and Taplin et 

al. (2011). It is also clear that students value face-to-face class time and 

don’t regard recordings as a substitute (Wong 2013; Gosper et al. 2008; 

Larkin 2010; and Taplin et al. 2011).  

2.1.2 Heterogeneity of perceived benefits from lecture capture  

Not only is the evidence on valuation and usage of lecture recordings 

mixed, it also appears that the benefits can differ substantially across 

students. For example, Wong (2013) highlights the fact that 

technological innovations can be especially useful as support for a 

diverse group of students, in particular those who are in employment as 

well as studying. The survey results in Flores & Savage (2007) show 

that students who substitute online recordings for attending the live 

lecture valued the availability of recorded lectures highly. Furthermore, 

watching the lectures improved performance. However, they also find 

that a nontrivial subset of students do not use the technology in this way 

and therefore don’t value its provision.  Likewise, despite the Taplin et 

al. (2011, 2014) estimates of student valuation of lecture recordings 

being low, their results suggest that the overall benefits of providing the 

recordings exceed the costs. This is because a few students value their 

provision very highly. As they go on to discuss, this raises equity and 

ethical issues.  

2.1.3  Instructor views on lecture capture and its impact  

Instructor views on lecture capture also appear to be less positive than 

those of the students. In Gosper et al. (2008, pp.22-23) only 29% of the 

staff surveyed stated that their overall experience was almost always 

positive.5  Furthermore, whilst 49% of staff said the technology made it 

easier for students to study, only 30% agreed that it helped the students 

to achieve better results. This compares to 67% of students who claimed 

that it had helped them to achieve better results. Staff concerns included 

a negative effect on student attendance, reduced communication with 

                                                 
5 Interestingly, good experiences were positively correlated with staff having chosen to 

introduce the technology rather than being required to do so. They also find that about 

one third of the lecturers using recording technology had made no substantial change to 

their teaching approach as a result. In contrast, they argue that such technological 

innovations should ideally impact on the whole course design. 
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students and deterioration in their ability to motivate and inspire 

students.  

In terms of a negative effect on attendance, the actual evidence is 

mixed (see, for example, Taplin et al. 2011).6  This may be because, as 

Larkin (2010) points out it is conceivable that watching recordings 

enables students to see what they are missing and gain confidence in 

the subject and that this will actually encourage them to subsequently 

attend lectures.  

Like Gosper et al. (2008), a number of other papers have also raised 

similar concerns about the impact of lecture recordings on staff-student 

interaction, and questioned the effect on student engagement (see, for 

example, Flores & Savage 2007; Taplin et al. 2014 and Bennett & 

Maniar 2007). On the other hand, Larkin (2010) highlights the fact that 

recordings provide an opportunity for the lecturer to listen back and 

reflect on their teaching. In addition, the lecturer can potentially 

respond to student requests for additional material by providing 

supplementary online recordings. Therefore, in this way interaction 

between students and lecturers can actually be enhanced.  

Overall, given these mixed views on the benefits of watching lecture 

recordings and the likelihood that the benefits that do arise may differ 

across students, there is clearly the need for direct evidence on the effect 

on student performance.  

2.2 Assessing the Impact of Technology on Student Learning  

There is now a growing literature that tries to assess the impact of 

various technologies on student learning of business and economics 

(see Agarwal & Day 1998, as an example of one of the first papers). 

Specifically on lecture recordings, Savage (2009) did not find evidence 

that students for whom recordings were made available performed 

significantly better than a control group in which no recordings were 

available. In addition, student attendance did not differ between the two 

groups. In contrast, Wong (2013) finds that the introduction of a range 

of technologies coincided with an increase in module pass rates and that 

the best students used the online resources much more than students that 

failed the module. A number of other papers haven taken a similar 

approach by comparing a control group who have face-to-face lectures 

with another group who only get online lectures. For example, Brown 

                                                 
6 In addition, the actual evidence in Gosper et al. (2008) was also mixed and in Larkin 

(2010) and Stephenson & Cortinhas, (2013) the survey evidence attendance suggests it 

was not affected. 
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& Liedholm (2002) find that student performance in the latter group 

was inferior, especially on questions that aimed to assess a deeper level 

of understanding. In addition, there was also some indication that the 

students taught online worked less hard on the course. More generally, 

the results on the impact of teaching online on performance are mixed 

(see Williams et al. 2012 for a summary). This suggests that, whilst the 

availability of recorded lectures may be a useful complement to live 

lectures, caution should be exercised in any moves towards replacing 

these with recorded material.  

More closely related to our methodology are papers that examine 

student choice over whether or not to make use of lecture recordings 

when they are provided to complement live lectures. Chen & Lin (2012) 

examine evidence from an intermediate microeconomics course in 

Taiwan. They find that most lecture views occurred during the revision 

period; and on average, watching the relevant recording just prior to the 

exam improved performance by around 5%. Whereas, viewings 

immediately after the lecture did not have a positive impact on student 

performance. Their data also shows that it was the students with poorer 

attendance records that made the most use of lecture recordings. Crucial 

to their approach is the need to isolate the impact of a particular lecture 

for understanding a given topic.7  However, if key threshold concepts 

are introduced which, once understood, facilitate the understanding of 

subsequent material, then this approach becomes less valid. Evidence 

suggests this may well be the case in first year introductory economics 

modules (see for example Shanahan et al. 2006). Therefore, we instead 

focus on the impact recorded lecture viewings have on overall module 

performance. 

Williams et al. (2012) use data on self-reported lecture attendance to 

examine whether viewing lecture recordings are a substitute or 

complement to lecture attendance and to test the impact this choice has 

on student performance in their first year undergraduate economics 

class. They identify two groups of students. Firstly, those that attended 

very few lectures, some because of employment commitments, and 

report that they use the recordings to catch-up. Secondly, those that 

attended the most lectures and used the recordings to revisit material. 

Whilst the first group of students were the ones that made most use of 

                                                 
7 This is because they attempt to control for the possible self-selection bias discussed 

earlier by looking at the variation in a given student’s lecture viewings and matching this 

with their performance on the relevant exam questions.   
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the recordings, they show that it was the latter group of students that 

derived the most benefit. Recordings were useful as a substitute, but not 

enough to eradicate the negative effect that non-attendance has on 

performance. In our concluding section we compare our results with 

those of Chen & Lin (2012) and Williams et al. (2012).  

3.   DATA AND METHODOLOGY 

Economic Environment of Business is a first year Business School 

module that provides an introduction to economics for students that will 

typically not go on to major in economics. The teaching of the module 

comprises 11 lectures, one of which is a revision session delivered at 

the end of term, and 5 one hour tutorials per student taken fortnightly. 

Each lecture lasted between 1 and 2 hours and every lecture was 

recorded live using the Panopto software that the university has 

adopted.  The recordings were then made available for the students to 

watch (but not download) from the university’s Virtual Learning 

Environment (Blackboard) shortly after the lecture.8  This meant that 

we could readily obtain detailed data on which students watched the 

lecture recordings and for how long.  The module had one piece of 

assessment at the end of term - a 2 hour examination. This comprised a 

40 question multiple-choice test (accounting for 40% of the total marks) 

to assess breadth of knowledge and then two essays (a choice of one 

from two on micro and one from two on macroeconomics) to assess 

depth of knowledge. Our sample comprises the 380 students that sat this 

examination for the first time (i.e. not for reassessment) in the Spring 

term of 2012.   

We are interested in explaining a student’s module performance (yi), 

which will be measured by their overall examination mark. This will be 

modelled as: 

 𝑦𝑖 = 𝛼𝑂𝑀𝑂𝐷𝑖 + 𝑥𝑖
′𝛽 + 𝛿𝑊𝐴𝑇𝐶𝐻𝑖 + 휀𝑖 (1) 

Most importantly given our focus, WATCHi is a binary variable 

capturing whether or not student i decided to watch the online lecture 

recordings. The variable OMODi is student i’s average year mark across 

all the other modules they study in their first year (excluding this 

module). This is an important control variable as it will pick up a 
                                                 
8 The recording software captures both the lecture and the PowerPoint slides. Unless 

students request that the recording is paused, student interaction with the lecturer could 

be captured. However, the microphone may not pick up some audience participation. 
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student’s overall ability and level of engagement. Furthermore, it is 

important to note that lecture recordings were not provided in any of 

these other modules.   This means that including this variable helps to 

alleviate concerns that our results will be affected by the self-selection 

bias discussed above. We return to discuss the possibility of self-

selection bias at the end of the paper. In addition, xi is a vector of other 

characteristics of student i (summarised below). We also include fixed 

effects to control for the student’s degree programme, parental 

occupational class, school and ethnicity. Finally, εi is an error term.  

 
  Table 1: Descriptive Statistics for the Module Intake  

Variable Obs Mean Std. Dev. Min Max 

EXAM MARK (%) 

 

380 

 

58.35 

 

 

13.77 

 

 

9 

 

95 

GENDER (1 if male) 380 0.47 0.50 0 1 

OVERSEAS (1 if overseas 

student) 380 0.15 0.36 0 1 

AGE (on entry in years) 380 19.1 2.37 17 42 

OMOD  (Average mark (%) 

for all other first year 

modules taken)  380 57.53 11.49 12.29 81.47 

ECON (1 if prior study of 

economics) 
380 0.15 0.36 0 1 

 

 Table 1 summarises the key characteristics obtained from the 

university records of the 380 students in our sample and their overall 

exam performance. As Table 1 shows, the average overall mark for the 

module was 58% and this was the same as the overall average mark 

across all other modules.9 Most of the students had come to university 

soon after completing their schooling and the  majority had not studied 

economics prior to joining the university.10 Finally, overseas students 

(defined as those from outside the European Union) represented a 

relatively small, but non-trivial proportion of the students. 

                                                 
9 This explains why the data is from Spring 2012. After this date lecture capture use 

became more widespread and was then made compulsory. 
10 For those that had studied Economics this was typically via an AS- or full A-level or 

as part of the International Baccalaureate.  
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  Table 2: Descriptive Statistics for Students Who Watched the Recordings 

Variable Observations Mean 

Std. 

Dev. Min Max 

MINS (total mins watched) 235 452.19 498.10 0.52 2668.27 

NUM LECS (no. lectures 

watched) 235 5.28 3.45 1 11 

 

 

4.   RESULTS  

In total 235 (59%) of students watched part of at least one lecture 

recording. Table 2 provides further information on exactly how much 

these students watched the recordings. Out of the 235 students who 

watched the lecture recordings, on average students  watched  about 5 

of the lectures and for a total of around 7.5 hours. Figure 1 plots total 

viewing activity across the term up to the examination date. It is clear 

that the viewings peak substantially leading up to the exam. This is 

entirely consistent with other evidence in the literature (for example 

Elliott & Neal 2016 and Williams et al. 2012). Furthermore, consistent 

with this previous evidence, there is also some indication that students 

were being selective and only watching specific parts of the lectures.   

 

 

                Figure 1: Number of Minutes Watched Across the Term  

Table 2 also suggests that a few students watched for a very short 

period of time. This was perhaps to check that the recording had 

worked, with the intention to go back and watch at a later date. 

However, it was clearly not for sufficient time to benefit from using the 
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resource. In total, there were 18 students who viewed some of the 

recordings, but for a total of less than 15 minutes. Therefore, in our 

baseline specification we define having watched lecture capture as 

having watched more than 15 minutes in total.11  Table 3 compares the 

key characteristics of the students between those that did and did not 

watch the lecture recordings for more than 15 minutes. 

This shows that the students that made use of the recordings did better 

across all the other first year modules. Therefore, this provides 

additional evidence of the importance of including this control variable 

in our subsequent econometric analysis. Interestingly, the students that 

made use of lecture capture were less likely to have previously studied 

economics and more likely to be home students. 

We will discuss these findings further below. It is also worth noting 

that in contrast, the 18 students who watched the recordings for less 

than 15 minutes were more likely to have studied economics previously 

than those that didn’t watch at all.12  Therefore, this provides some 

additional justification for treating this small group of students 

differently.    

The first results column of Table 4 reports Ordinary Least Squares 

(OLS)13 estimation results for our baseline specification where, as 

outlined above, the WATCH variable captures the students who watched 

a total of more than 15 minutes. These students represent 55% of our 

sample and had a mean viewing time of just over 8 hours. It is clear 

from these results that previous experience of economics and 

performing well across all the other first year modules are key 

determinants of student performance on the module. In contrast, a 

student’s age, gender or whether or not they are an overseas student 

appear to have no significant effect on their performance.  

Most importantly, the key coefficient of interest on the variable 

WATCH is  also  positive  and  significant  and  at  the  10%  level  (p = 

 

                                                 
11 Since only 2 students watched for between 15 and 30 minutes, our results do not differ 

substantially if we instead made the cut off at 30 minutes.  
12 One possible explanation is that these students were keen at the start of the module, but 

become disengaged early on in the term. Some evidence to support this is provided by the 

fact that their brief viewings of the recordings were typically early on in the term. The 

possible disengagement of this subset of students clearly merits further investigation. 
13 Our dependent variable is bounded between 0 and 100. However, using OLS does not 

appear to be problematic since the predicted values from our baseline specification all lie 

within this interval. 
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      Table 3: Conditional Mean Values of Key Student Characteristics  

 
Students that watched   

< 15 mins Recordings 

Students that watched   

> 15 mins Recordings 

OMOD ** 56.073 58.725 

ECON ** 0.192 0.111 

GENDER 0.494 0.447 

OVERSEAS ** 0.198 0.111 

AGE 19.169 19.043 

   

Two-sample t-test (allowing for unequal variance) testing whether means are 

significantly different: *** p < 0.01; ** p < 0.05; and * p < 0.1. 

0.053).14  However, the size of this effect is relatively small (95% 

confidence interval of -0.031 to 4.146). Since most of the students that 

watched for more than 15 minutes had not previously studied 

economics,15 this result suggests that watching the lecture recordings 

may partially offset their lack of previous experience. More 

specifically, ceteris paribus, not having  previously  studied economics 

is estimated to reduce a student’s expected examination performance by 

6 marks, whereas watching the recordings for more than 15 minutes 

increases this by 2 marks. 

Therefore, the results from our baseline specification suggest that 

watching the lecture recordings may have a small positive effect on 

student performance.16  In order to test more precisely whether it 

matters how much the students watched the lecture recordings, in 

columns 2 and 3 of Table 4, we replace the WATCH variable with the 

total number of minutes and lectures viewed as reported in Table 2. The   

                                                 
14 If we instead exclude the 18 students that watched the recordings but for less than 15 

minutes then the size of the estimated effect from watching the recordings increases and 

is slightly more significant (p = 0.045).   
15 If we don’t control for previous experience of economics, the WATCH coefficient is 

insignificant. This suggests that previous experience of the subject is the key determinant 

of performance. In other unreported results we have also tried interacting the WATCH 

variable with ECON. However, given that very few students with previous experience of 

economics made use of the lecture recordings, it is not possible to disentangle the two 

effects.  
16 We have also allowed the effect of watching lecture capture to vary according to the 

student’s performance on other modules, whether they had previously studied economics, 

whether they were an overseas student and by gender. However, there was no evidence 

to suggest that the effect of watching the recordings depends upon these characteristics.   
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       Table 4: OLS Regressions of Overall Examination Performance 

 
Regression (1) Regression (2) Regression (3) 

OMOD 0.776*** 0.788*** 0.782*** 

 (0.0539) (0.0541) (0.0545) 

WATCH 2.058*   

 (1.062)   

MINS  0.00108  

  (0.00113)  

NUM LECS   0.202 

   (0.132) 

ECON 6.349*** 6.048*** 6.242*** 

 (1.408) (1.408) (1.419) 

GENDER 0.463 0.421 0.422 

 (1.011) (1.017) (1.015) 

OVERSEAS -2.296 -2.188 -2.231 

 (1.725) (1.724) (1.721) 

AGE -0.158 -0.164 -0.161 

 (0.298) (0.285) (0.290) 

Programme Yes Yes Yes 

Occ. Class Yes Yes Yes 

School Yes Yes Yes 

Ethnicity Yes Yes Yes 

CONSTANT 8.429 7.218 8.351 

 (13.554) (13.392) (13.425) 

Observations 380 380 380 

Adj. R-squared 0.571 0.567 0.567 

Robust standard errors in parentheses. These are calculated using the standard 

Huber-White procedure to correct for possible heteroskedasticity. Symbol *** 

indicates p  < 0.01; ** p < 0.05; and * p < 0.1. 

results show that neither of these variables has a significant impact on 

performance. One interpretation of this is that it supports the evidence 

that students are selective in the material that they watch. It may  be  

that additional information on how the students use the recordings, for 

example on the extent to which students focus their viewings on the 

parts of the lectures covering key threshold concepts and specific advice 

on assessment, would provide further insights. As outlined in section 3, 

we also include fixed effects to control for the student’s degree 

programme, parental occupational class, school and ethnicity. To ease 

the burden on the reader, we don’t report estimates for these here. 

However, the full results for our baseline specification are reported in 

the Appendix.   
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6.   CONCLUSION 

Consistent with Chen & Lin (2012) and Williams et al. (2012) we find 

that watching lecture recordings may have a positive effect on student 

performance. Also, in line with Chen and Lin, our results suggest that 

watching the recordings during the revision period accounts for much 

of this. However, our estimated effect on student performance is smaller 

than in these previous studies. In Williams et al. (2012), despite using 

the recordings less, it is the students that attended most lectures and then 

use the recordings to revisit material that derived the most benefit from 

watching the recordings. Recordings were useful as a substitute, but not 

enough to eradicate the negative effect non-attendance has on 

performance. Since we do not have data on attendance the smaller effect 

that we estimate may partly be attributable to the effect of non-

attendance.  

Our results also highlight another heterogeneous impact from 

providing lecture recordings. In our sample, students with no previous 

experience of economics were more likely to watch the lecture 

recordings and our results indicate that this may have gone some way 

to counteracting this. Our analysis of which students made use of the 

recordings also shows that these were less likely to be overseas 

students. This suggests that there may be scope for investigating how 

to encourage this subset of students to make more use of the technology.  

Overall, especially given the possibility that self-selection bias is still 

present, our results suggest that whilst there may be some small benefits 

for student performance from providing lecture recordings, this 

technology is unlikely to result in substantial improvements. However, 

additional evidence would be beneficial. Whilst perhaps difficult to 

implement due to ethical issues, comparisons between a treatment and 

a control group who (unlike in earlier research) receive the same live 

lectures, but differ in terms of whether or not they are provided with 

lecture recordings, would be one useful way to further evaluate the 

benefits of this technology. Such an approach has been used to examine 

other teaching innovations (see, for example, McMahon 2011).   

APPENDIX 

This appendix provides details of regressions that included fixed effects to 

control for the students’ degree programme, parental occupational 

class, school and ethnicity that were not reported in the main text.  
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Table 5: OLS Regression of Overall Exam Performance with                      

Fixed Effects for Control Variables 

Explanatory Variable Coefficient Estimate (s.e.) 

OMOD 0.776 (0.0539)*** 

WATCH 2.058 (1.062)* 

ECON 6.349 (1.408)*** 

GENDER 0.463 (1.011) 

OVERSEAS -2.296 (1.725) 

AGE -0.158 (0.298) 

Programme  

BSc Business Computing & IT -5.689 (4.633) 

BSc Business & Computer Science -2.919 (3.503) 

BSc Business & French -7.515 (3.254)** 

BSc Business & Int. relations -2.749 (3.187) 

BSc Business & Mathematics 6.363 (3.110)** 

BSc Business & Politics -0.615 (2.682) 

BSc Business & Psychology 4.881 (2.674)* 

BSc Business and Public Policy Management 4.125 (2.469)* 

BSc Business & Sociology 1.019 (7.314) 

BSc Business & Spanish 3.794 (3.576) 

BSc Computing for Business 0.586 (2.604) 

BSc Human Resource Management -0.620 (2.465) 

BSc International Business and Modern 

Languages 
3.859 (2.176)*   

BSc International Business & Management 2.972  (1.882) 

BSc Marketing 2.967 (2.034) 

LL.B. Law with Management -1.900 (2.448) 

Occ. Class  

Higher Managerial 8.480 (6.003) 

Intermediate Occupations 7.329 (5.934) 

Lower Managerial Occupations 7.948 (5.929) 

Lower Supervisory and Technical Occupations 5.857 (6.643) 

Semi-routine Occupations 7.112 (5.995) 

Small Employers and Own Account Workers 8.361 (5.906) 
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School  Coefficient Estimate (s.e.) 

Comprehensive School -3.973 (5.318) 

Grammar School -9.473 (5.950) 

Independent School -9.272 (5.290)*   

Language School -10.333 (5.596)*   

Sixth Form College -5.466 (4.795) 

Special School 9.719 (5.757)*   

Tertiary School -8.422 (5.331) 

Unknown -4.879  (4.754) 

Ethnicity  

Asian Other 0.971 (4.721) 

Bangladeshi 0.963 (6.253) 

Black Other 8.780 (18.179) 

Black or Black British - African 2.527 (4.196) 

Black or Black British - Caribbean  -0.338 (4.013) 

Chinese 7.334*  (4.177) 

Indian 3.282 (3.535) 

Information Refused 4.586 (4.364) 

Other -2.457 (5.671) 

Other Mixed Background 3.665 (5.012) 

Pakistani 3.691 (4.241) 

White 2.503 (4.450) 

White & Black African 1.067 (5.248) 

White & Black Caribbean -9.117 (6.270) 

White British 2.551 (3.552) 

White Other 3.073 (4.106) 

CONSTANT 8.429 (13.554) 

Observations 380 

Adj. R-squared 0.571 

Ethnicity classifications are those used by Aston University for reporting to the UK 

Higher Education Statistics Agency (HESA). See http://www.aston.ac.uk/registry/for- 

students/facts-figures/ as well as https://www.hesa.ac.uk/data-and-analysis/students. 

Reference category for Programme is ABS Undergraduate Exchange, Occ. Class is 

Unknown Category, School is Art Design and Performing Arts and Ethnicity is White 

Irish. Robust standard errors in parentheses. Symbol *** indicates p < 0.01;                    

** p < 0.05; * p < 0.1. 

http://www.aston.ac.uk/registry/for-%20students/facts-figures/
http://www.aston.ac.uk/registry/for-%20students/facts-figures/
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