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Executive Summary

| ntroduction

1. This review summarises and synthesisesearch-based evidence concerning
the impacts of lifelong learning drappiness and wellbeing. It is a
contribution to the development of an empirically based, full understanding of
the complex mechanisms through with education impacts on happiness and
well-being, which we hope will be afse to policy makers who wish to
promote these important outcomes.

Scope

2. The review focuses on ‘well-beingihich is a multi-dimensional concept.
We limit our analysis to an expktion of subjective well-being and
psychological well-being.

3. Subjective well-being encompassedf-assessed life satisfaction and
happiness, which may apply generallynaore specifically to particular
aspects of individuals’vies, for example satisfaction with one’s job

4. Psychological well-being concerns iadividual’'s potentihand encompasses
self-esteem and self-efficacy.

5. We also investigate the impact of legag on reducing the risk of depression,
which is one of the most common martealth problems amongst adults in
the UK.

6. A key issue in this review is whetheelationships between learning and well-
being reflect effects of learning. It caube that the sort of people who do well
in education are those who tend to bpgyaand mentally resilient in the first
place and that attaining educatiogahlifications per se makes little
difference. There are no randomised cdritrals in this area and we cannot
make assumptions about the causalitias eimderlie statistical associations.
However, some studies use methodologies that provide evidence about
causality, namely the positive effects of learning on well-being.

Key M essages

7. The positive impacts of education on happiness and well-being

In general, having higher qualifications is associated with greater happiness, life
satisfaction, self-esteem, self-efficacy, andueed risk of depression. There is some
robust evidence that having higher quedifions has posite effects on these
outcomes.

8. How education affects happiness and well-being

The positive effects of education on happiress well-being resufrom a variety of
intermediary processes, which probainlgiude higher income, non-alienating work,



household composition, health behaviourse of health services, emotional
resilience, social capabilities and, amdrajder adults, better physical health.

0. Effects of adult learning on self-esteem and self-efficacy

There is robust evidence tredult learning leads to increases in self-esteem and self-
efficacy. Adult learning has its most positive impacts on self-esteem and self-efficacy
when the learning provided meets the needbh@®fearner and when the learner is at a
stage in their life when they are rgaahd receptive to benefit from it.

10. Education may have negative effects on happiness and well-being

Associations between echtion and happiness andlialgeing are not always

positive. Adults with higher qualificationgport relatively low job satisfaction, and
there is some evidence that adults vhiph level qualifications are not much happier
or resistant to depression than adults witlalifications at an intermediate level.
Maybe education has negatias well as positive impacts, for example through
raising aspirations and expatibns that are not mehd by leading to occupations
that carry high levels of stress.

12.  Defining well-being

For purposes of measurement, ‘well-beingdgld be defined clely and consistently.
Otherwise, (i) it is not podsie to compare results across different studies when these
studies focus on different aspects of welidgeand (ii) research may mislead policy.

Specific findings
Subjective well-being

7. The effects of education depend on the measurement of subjective well-being,
e.g. life satisfaction, happass, job satisfaction. Eict comparisons can only
be made between studies that use the same indicator of subjective well-being,
with similar scales, and also assed by groups who do not interpret the
indicator in different ways. We can k&inferences from comparing findings
from studies that draw on different groups and use slightly different measures
of well-being.

8. There is robust evidence that peopith more education are both happier and
have higher levels of life satisfagti than people with lower levels of
education. The size of the association is small.

9. Most studies measure level of edtion by years at school or highest
qualification attained. There is alsons® evidence for a positive association
between participation in adult learniagd increases in life satisfaction.

10. Some European studies find that peapin higher education qualifications
are less happy and have lower lewal$ife satisfaction than those with
intermediate levels of education. A sugtgel explanation for this finding is
that attaining higher education qualificats in Europe raises aspirations that
prove to be unrealistic.



11. Some findings suggestaheffects of educain on life satisfaction are
channelled through higher income, bettealth, perceived trust and household
composition

12.Education appears to moderate effects of relative income on happiness and life
satisfaction. There is no consisterat®nship between happiness or life
satisfaction and absolulevels of income. However, how rich a person is
relative to other people does matteriappiness and life satisfaction. Those
with relatively high incanes tend to be relatively happy and report relatively
high levels of life satisfaction. This findy applies to adults with lower levels
of education but it does not apply twse with higher levels of education.
Perhaps those with highewtds of education feel more confident about their
status irrespective of relative inconaed also believe that they have the
capability to improve their economsituation if they choose to.

13. Most of the evidence suggsshat individuals with lgher levels of education
are relatively dissatisfiedith their employment.

14.More highly educated atta tend to be relatively satisfied with their pay and
more generally, their financial situation.

15.The previous finding indicates that tteasons why more educated individuals
tend to report relatively low levels ffb satisfaction are not to do with the
financial rewards of the job. Other pddsi explanations include stress related
to jobs at higher positions and lackamitrol and autonomy, especially in
positions that carry high levels ofsgonsibility and mismatches between
expectations and employment possibilities.

Psychological well-being

16. There is consistent evidence that adwith higher levelf education tend to
enjoy relatively high levels dfelf-esteem and self-efficacy.

17. Participation in adult education issaciated with positive changes in self-
esteem and self-efficacy.

18. Qualitative studies identify a variety pfocesses through which participation
in adult learning can have positivdegits on self-esteem and self-efficacy.

19. Education is not beneficial to tiself-esteem and self-efficacy of all
individuals. Nearly all mebers of society participain education but it is
only those who attain high levels of djfiaations who have relatively high
levels of self-esteem and self-efficacye tlest have relatively low levels. In
addition, qualitative studies find thaarticipation inadult learning can
undermine the self-esteem and self-efficatyndividuals who feel that they
have not succeeded. Participation ineslvisk taking and when individuals
are not prepared for the learning experience or when the content, pedagogical
style or peer group do not suit the learrien self-confidnce, self-esteem
and other aspects of psychologicallvizeing can be negatively affected.

Mental disorder (depression)



20. A few sound empirical studies find that higher educational attainment is both
associated with a lower prevalencedepression and can actually reduce the
risk of depression.

21.Having intermediate as opposed to low levels of qualifications affords
protection from the risk aflepression, but havidggh-level qualifications
affords no protection over and above that associated with having intermediate
level qualifications.

22.The previous finding parallels findin@g®m some studies that happiness and
life satisfaction are positaly associated with edation only up to an
intermediate level oéducation (see point 13lthough success in higher
education almost certainly has a range of outcomes that have positive impacts
on happiness and mental health, it app@dso to be potentially undermining,
possibly through raising expectations angii@ions to levels that are difficult
to meet and through leading to sstul lifestyles and occupations.

23. Channels through which education protects individuals from the onset and
progression of depressiamclude financial/economic situation, non-alienating
work, emotional resilience, health behawis, use of health services, social
responsibility, social capdities, and, amongst older adults, physical health.

Gapsintheliterature

24.1n order to inform policies designeditaprove levels of happiness and well-
being, we need to fully understan@ tmechanisms through which education
impacts on these valuable outcomespfihe importance is the need for more
robust empirical studies that providddance about effects of education, over
and above mere associations.

25. A variety of studies prade clues to the mechanisms through which education
impacts on happiness and well-beifigese include studies which find
negative or null associatis between level of edation and job satisfaction,
studies which find negative or null associations between higher as opposed to
intermediate levels of educatiand happiness and well-being and other
studies that seek to identify theagimels through which education affects
happiness and well-being. Thorough comparisons of thesmgxssudies and
more quantitative studies of this kirmhupled with in-depth qualitative
studies, all in a range obntexts, will enhance ounderstanding of the roles
that education can play ingmoting happiness and well-being.

26.There is little research on the impactdighest educational qualifications and
continuing adult learning on satisfactiaith specific aspects of life, for
example, marriage, social suppant/olvement with the community and
housing.

27.There is very little research on the iag of adult learning on happiness or
well-being. Are those who engage @afning in adulthood happier or more
satisfied with their lives thambse who do not enga in learning?

28. Furthermore, little is known about tirapact of learning on individuals’ well-
being over time. In other words, ddearning over the life course increase
happiness or life satisfaction?



29. The evidence about relationships betwedncation, well-being and income is
contradictory. Absolute level of inconenot associated with well-being but
relative income is. Two studies providadance that education moderates this
association. The first sugdegthat the well-being adults with higher levels
of education is relatively resilietd relative income, whilst the second
suggests that relative inm@ matters more for the W«being of adults with
high level qualifications than it doesrfadults with lower level qualifications.
More research is needed in this area.

30. What do we mean by well-being? Theraiseed to bring together research on
well-being from different disciplines.

31.Is the impact of learning on psychoicgl well-being short term or does it
have long-lasting effects?

32.1s lifelong learning one of the important channels for the impact of highest
educational qualifications on redng the risk of depression?



1. Introduction

This report 1) summarises findings from a review of the evidence about the impact of
lifelong learning on happiness anell-being; 2) points out thgaps in the literature
and; 3) provides some key messaigesNIACE’s Commission of Inquiry.

In order to undertake thiswiew, we identified the maimdicators of well-being. For
each of these indicators, we reviewed eroplrstudies where edation or learning is
used at least as an expddory factor if not the ma focus of the study. We
summarise the main findings and addibssfollowing areas of interest for the
Commission:

¢ What does evidence tell us about ittn@act of lifelong learning on happiness
and well-being?

e In particular, what do we know abouttimpact of lifelong learning on mental
health, satisfaction withfe, and self-efficacy?

e What are the gaps in evidence?

e What are the key messages for the Inquiry?

We have not conducted a systematic reviethefliterature; this would not have been
feasible within the time available. Rathese relied on previous work undertaken by
researchers from the Centre of ResearctherWider Benefits of Learning (Feinstein,
et al. 2006), which we updated with moegent work on education and well-being.
We conducted searches in Scholar Googleeadkas scientific publishers such as
Ingenta, Elsevier Science Direct and @R. As a search criterion we focused
exclusively on articles published withine last five year (from 2002 onwards).

1.1. Wadl-being: Definitionsand Indicators

There are two main domains of resedrelditions on well-being (Keyes, Shmotkin,
and Ryff, 2002). One tradition, referremas subjective well-being, deals with
happiness and investigates factors relatestlibassessed life satisfaction in general
or applied to specific areas of onefliThe other tradition, referred to as
psychological well-being, focuses onrhan potential, which reflects personal
growth, sense of control over onastions and purpose in life.

Subjective well-being emerged in the late 19®0khe search fouseful indicators of
guality of life to monitor social change and improve social policy. The two main
indicators of subjective well-being thamerged from this research were life
satisfaction and happiness. Life satistactieflects individualsperceived distance
from their aspirations (Campbell, etl#76). Happiness results from a balance
between positive and negative affect (@rarn, 1969). Although these indicators are
different, they are used interchaagéy in the empirical literature.

Conceptualisations of psychological we#ing draw on formulations of human
development in the context of exterfitd challenges. On the basis of these
formulations, Ryff (1989) suggested sevadmensions of psychological well-being,
differentiated by the different challenges that individuals encounter as they strive to



function positively. The dimensions weself-acceptance, ability to shape the
environment, personal autonomy, self-dete@ation, purpose in life, personal growth,
and positive relations with others.

In this review we focus on happiness &ifelsatisfaction asidicators of subjective
well-being. For psychological well-being i@cus on just two of the dimensions
proposed by Ryff (1989). The first indicator is self-esteem, defined as self-acceptance
and a basic feeling of self-worth (Roserthelr965). The second is the ability to shape
one’s own environment (Ryff, 1989). Thssclosely related to Bandura’s (1994)

notion of self-efficacy, which he describesaasindividuals’ beliefs about his or her
capabilities to produce designdtevels of performance that exercise influence over
events that affect their lives.

In their broadest definitions, subjective well-being and psychological well-being
encompass many aspects of good memgalth. According to the World Health
Organisation, positive mental health incoqies the state of well-being in which the
individual realises his or h@wn abilities, can cope witihe normal stress of life, can
work productively and is able to makentributions to the aomunity (WHO, 2007).
Mental health is not only the absencealease or infirmity, but includes physical,
mental and social well-being.

But these definitions of well-being do natlude mental disorders, such as
depression or anxiety, whiaffect mainly the adult population and for which
learning can have important benefits. Acéogdto Butler, et al(2004) depression is
the third most common reason for consuttatin general practica the UK. It is
estimated that the prevalence of major depion among 16 to 65 year olds in the UK
to be 17/1000 for males and 25/1000 fonédes. For a broader category of mixed
depression and anxiety the prevalencestimated to be 71/1000 for males and
124/1000 for females. Therefore, we also focus on depression as an indicator of a
mental disorder.

2. Review of Empirical Literature

We start by reviewing evidence on the aopof learning on subjective well-being
(Section 2.1), followed by psychologicaell-being (section 2.2), and finally on
reducing the risk of depression (Section 2.3).

21. Happiness& Life Satisfaction (subjective well-being)

What are the measures for subjective well-g@iStudies in thiarea usually gather
information from answers to satisfactiquestions and use them as measures of
subjective well-being. Commonly these anssvare on a discrete scale, ranging from
unsatisfied to satisfied, with zero at agved and anything between 5 and 11 at the
other. One measurement of subjectivdlveing records individuals’ satisfaction
with life as a whole. Others focus on specific domains, like leisure, work, finances,
health, housing, family, and so on. Somm&ts questions ask about feelings of
happiness whilst others ask about satisbn. The relationships found between
education and subjecawvell-being depend on the measure used.



Empirical studies using data from diféat countries have shown a low positive
association between eduaatiand life satisfction (Veenhoven, 1996; Caporale, et al.
2007) and between education and satisfactiith financial guation (Seghieri,
Desantis and Tanturri, 2006) for most coigs. There is alsa positive association
between education and happiness, whiablsist to the inclusion of background
family factors (Hartog and Oosterlied 998; Gerdtham and Johannesson, 2001).
Studies from Britain and the United Statfound a negative correlation between
education and job satisfaati, indicating dissatisfacth among individuals with

higher levels of education (Clark and Oswald, 1996; Ross and van Willigen, 1997).
This dissatisfaction may be duette lack of jobs at highdevels, the stress related to
jobs at higher positions, and to mismatchesveen aspiration and expectations with
employment possibilities.

In the next sections, we review empiriezidence on the impact of education on
different indicators of subjective well-beingverall life satisfaction, happiness, and
satisfaction with economgituation (which includes job satisfaction, financial
satisfaction and pay satisfaction).

211 LifeSatisfaction

There is evidence for both positive andjagve correlations lt@een education and
life satisfaction. We consider this eviderarel also evidence concerning the channels
through which education might affect life satisfaction.

Helliwell (2002) estimated a multivariate regsion using individual level data from
the World Values Survey for 46 countri@esults showed that when overall life
satisfaction was regressed education (measured as the age at which individuals
completed full-time education), there wastieong, statistically gnificant, positive
association. However, when other indivitlaad national variables were included in
the model, the association disappeared. Similar results were found by Ferrer-i-
Carbonell (2005) for Germany. The authised the German Socioeconomic Panel
dataset and modelled the deteants of life satisfaatin. The impact of years of
education on life satisfaction was not stataly significant in a model that included
income, relative income, and other demdiia and socioeconomic variables. These
results suggested that educational effawy be channelled via higher income, better
health, higher perceivedust and household composition, which were controls
included in the models.

Another positive association between eslion and life satfaction was found by
Oswald and Powdthavee (2007) using the British Household Panel Survey.
Individuals with A-levels ad higher degrees reported highevels of life satisfaction
than individuals with lower levels of edational qualifications. In the United States,
Oreopoulos (2003) found that years of schapiiere positively associated with life
satisfaction, and that this result held ugafising features of compulsory schooling
laws as an instrumental variable for sdimapto address the geibility of reverse
causation (that is, that having greater life satisfaction in the first place may cause
people to be more likely tstay longer at school).

In contrast, Caporale, at. (2007) found a negatiassociation between having
higher education qualifications and lifdiséaction using data from the European
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Social Survey. The authors suggest trating a higher educat qualification could
raise aspirations that are not often fulfillézhding to dissatisfaction and the negative
association found. When reference incdmeome of individuals with similar
characteristics) was included in the analythe association between having a higher
education qualification and life satisfactibacame positive. A possible explanation is
that the higher education qualification ledd aspirations about income, which are

not often met. Once these are taken intmant(i.e. included ithe analysis), the
positive impacts on life satisfaction of having a higher education qualification prevail.

Frey and Stutzer (2002) allysed data from Switzerland gathered in 1992-1994 and
estimated that achieving middle and high Is\a# formal education increased life
satisfaction by 2.19 and 2.09 percentagaisoirespectively. However, when
aspirations were included a later analysis, Stutzer (2004) found a statistically
significant difference in life satisfaon only between those with mid-level
educational qualifications and those witlvievel educational qualifications. He did
not find evidence of differences in ligatisfaction between those with low-level
gualifications and thoseithh higher education, whirccould be explained by
aspirations raised in unrealistic waysaa®sult of success in higher education.

In contrast to these findings that seggnegative as well as positive impacts of
attaining higher education qualification@ngdon and Knight (2004) found a small
positive association between overall life satisfaction and education but only at higher
levels of education (achieving a degréé)is study was conducted in South Africa.
Possibly, attaining a higher education quadifion in South Africas associated with
aspirations that are different from thoseethresult from attaining a similar level of
gualification in Europe. Also, the economic situation for those with these
gualifications is probably differd in South Africa and Europe.

Ferrante (2007) investigatéide channels through v education affects life
satisfaction, hypothesising that the maiamhels were via (i) access to stimulating
employment and consumption activities ng preferences andifik and (ii) how

the rewards of such activitieempare with expectations. Results using data from the
2004 Italian Survey of Household Incomed Wealth showed that education may
exert a negative effect dife satisfaction through raisingdividuals’ aspirations and
expectations above real life chancBisis empirical result confirmed earlier

theoretical suggestions by Ross and van Willigen (1997) about the mechanisms
through which education may negatily impact on job satisfaction.

It is also possible thatdening begets learning and tisisengthens the relationship
with life satisfaction. Fastein and Hammond (2004) used the 1958 cohort to
examine the contribution of adult learningcteanges in life satisfaction between the
ages of 33 and 42 years, controlling fatiah level of education and many other
factors. Their results showed that partatipn in adult learnindpad positive effects
on changes in life satisfaction. Effect sizeseva@mall in absolute terms. However,
for most cohort members, there is littleange in life satisfaction during mid
adulthood, and relative to this baseline, pgéiton in adult learing is an important
driver for change in life satisfaction.

The work of Ferrer-i-Carbonell (2005) ahielliwell (2002) destbed above suggests
that channels for the positive impacts of education on life satisfaction are health, trust,
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household composition and income. Research on the impacts of income on happiness
indicates that relationships are complexyara (2003) reports that the proportions of
people who are very happy in Western caesthas not changed at all even though

the level of real income in each group, esakcat the top end of the distribution, has
risen considerably. This phenomenokn®wn as the Easterlin Paradox (Easterlin,

1995), after the seminal work of Easteflir®74) on income and happiness. Easterlin
pointed out that while richendividuals in a country arhappier than their poorer

fellows, income increases in themselves dolead to increasdaa well-being of the

same magnitude. This suggests that relative rather than absolute levels of income

that are important for life satisfaction.

The impacts of income on happiness aelarated by level of education. Income
matters for happiness more for those withido levels of education than it does for
those with higher levels of education. Caxai(2006) analysed the effect of absolute
income on well-being by education lewsing data from the World Bank’s World
Value Survey. His results showed that thghleir the education level, the less relevant
the absolute income level for predictindfseported life satisiction. Higher income
makes everybody happier but, everything else being equal, the marginal utility of
additional income is higher for less educgedple. A possible explanation is that
highly educated persons have on averagesnmieresting jobs and more active and
stimulating cultural lives. Consequentlyetuantity of material goods a person can
buy becomes less important. This result caxfitts that found by Caporale, et al.
(2007) mentioned above. Maybe this is because Caporale used European data whilst
Castriota used data from the World Bank.

2.1.2 Happiness

In Sweden, Gerdtham and Johannes2001) found a direct positive association
between education and the probabilitypefng happy; individuals with the highest
educational qualifications were most likelyreport the highest levels of happiness.
In contrast, Caporale, at. (2007) found a negative association between education
and happiness using data from the European Social Survey. Compared with
individuals without edud#nal qualifications, highdevels of educational
gualifications were associated with higher levels of unhappiness, controlling for
socioeconomic and demographic factorsudeig absolute income. However, when
relative income was included in the analy#lie authors found contrasting results.
This suggests that for individuals with rmaducation, their el of happiness is
particularly dependent on relative incanmidéey differ from individuals with less
education in that being relatively rich poor makes more difference to their level of
happiness. Perhaps this is because havitgleivel qualifications raises expectations
about income, which are not always met.

Easterlin (2003) also found a positive asaton between edaation and happiness,
but only at one point in time and not ovee fife course. His results showed that at
any given age, individuals with higher levelseducation are hapgi than those with
lower levels of education. However, ovee tife course, there iso significant trend

in happiness for those with higher levelsediication or thoseith lower levels of
education and there is mwidence to support a happineléferential by educational
status. Although those fortunate enough éotsiut with higher income and education
remain, on average, happier throughtwet life cycle tharthose of lower
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socioeconomic status, there is no eviddoceither group that happiness increases
with income (although there is no empdi evidence linking happiness and lifelong
learning over the life course).

Hartog and Oosterbeek (1998) used diatan a cohort of adults born in 1940 in

Holland in the province of Noord-Brabatotinvestigate the relationship between
education and happinessntrolling for wealth and health and early life
circumstances. Their results indightbat the positive relationship between

education and happiness reached a maximunmtermediate leMeof qualifications.

The relationship between education &agpiness was parabolic and it remained
statistically significant only for intermediate qualifications and for a higher vocational
qualification.

2.1.3 Satisfaction with economic situation

We examine research on the relationshigisveen education artkdree measures of
economic situation; job satisfaction, payisaction and financiasituation. Negative
associations are found betwdewel of education anap satisfaction, whereas the
associations between education andgatisfaction, and between education and
satisfaction with financial situation apesitive. One reason why more educated
individuals report lower levelsf satisfaction with theijobs may be that education
raises job aspirations, which are not niétese aspirations are not simply about pay,
for the argument does not apply to satiséacwith pay or finacial situation. More
likely, they concern autonomy and contwathin work and theopportunity to work
creatively.

Clark and Oswald (1996) found a strong riegaassociation bet®en job satisfaction
and education levels using data from Brgtish Household Panel Survey. Similarly,
Ross and van Willigen (1997) report thatiedtion has a negative association with
job satisfaction in the US. Results using tationally representate datasets showed
that among people in the same work gitbraand the same income bracket, those
with higher levels of edutian reported more dissatistaan with their work than
those with lower levels of education. & authors suggested that the impact of
education on job dissatisfaction maydcee to higher expectations. People are
generally satisfied with coitébns that are the best thegn expect. Thus, all else
being equal, those who expect more are ni@satisfied and individuals with higher
levels of education have higher expectas. Another reasowhy more educated
individuals tend to report lowdevels of satisfaction with #ir jobs could be that they
are more aware of their digsdiaction and more articulate voicing it, as opposed to
actually being more dissatisfi@dth their jobs than indiduals with lower levels of
education.

In contrast, Balchflower and Oswald (20@idl not find statigcally significant
gradients between job safistion and education for Auatians. No associations

were found between education and stress at wiol&vels of tirelness after returning
home from work. This may be because Augtres, whatever their level of education,
have very low levels of job satisfaction.thre same paper, Balchflower and Oswald
report that using data on approximat®;000 randomly sampled individuals from 35
nations, Australians had some of the lowesels of job satisfaction in the world.
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In the paper cited above, Clark andv@kl (1996) found a positive association
between pay satisfaction and educa eis

A positive association between education saisfaction with financial situation was
found by Seghieri, Desantes and Tant(#€06) for Spain, Greece, Portugal, Italy,
France, Ireland and Belgium using the &@agan Household Panel Survey. They did
not find evidence for this associatisnDenmark and they found a negative
association in the Netherlands.

Summary

e The effects of education depend on the how subjective well-being is measured,
e.g. life satisfaction, happass, job satisfaction. They also depend on context,
and hence the country in which the datre collected. Hence, comparisons
can only be made when using the sanaicator of subjective well-being
(with similar scale and comparabilibetween different groups who may
interpret these indicators differently).

e There is a positive association between levels of education and life
satisfaction, but this assation is small and tend tlisappear when controls
for background family factors aincluded in te analysis.

e One of the reasons why the effects of initial education are small (or
statistically insignificant) is becauselucation can have both positive and
negative impacts on life satisfactionclin increase employment possibilities
and promote further training opportunitiest it can also raise aspirations
above unreachable or unattainable levels.

e There is robust evidence indicating thatividuals with higher levels of
education are happier than thosénwiower levels of education.

e However, there is no evidence to shibat happiness increases with income
over the life course (although therenis empirical evidence linking happiness
and lifelong learning over the life cycle).

e Most evidence shows that individuals witigher levels of education are more
dissatisfied with their employment. Wever, those with higher levels of
education are more satisfied witteir pay and financial situation.

e The impact of education on job dissatisiactmay be due to lack of jobs at
higher levels, the stress related to jabsigher positions, or mismatches
between aspiration and expectations with employment possibilities.

e The mixed results reflect differencesmeasurement and context as
mentioned in the first bullet point. € also depend on which controls are
included in models. More important thretically, it is likely that education
generates a range of outcomes, somghich have positive and some of
which have negative effects on lifdiséaction. These include employment
possibilities and further learning apdsitive consumption activities, which
would increase life satisfaction, aal$o raised aspirations which may,
unfortunately, be unrealistand lead to disillusionnm and lower levels of
satisfaction.
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2.2. Sdf-esteem and self-efficacy (psychological well-being)

In this section we describe evidence from quantitative studies that assess the
relationships between initiaducation and levels oflf@steem and self-efficacy,
guantitative and qualitative stedi investigating the impacof adult learning on these
outcomes, evaluations of specific leagnprogrammes and a survey of learning
practitioners.

There is consistent evidence that adults Wwithher levels of @ucation tend to also
enjoy relatively high levels of self-effacy and optimism. For example, correlations
have been found between years of etlanaand self-efficacy, self-esteem, optimism
and happiness amongst residents of the W8 agtween 70 and 79 (Kubzansky et al.,
1998) and pregnant women living in Califia (Rini et al., 1999). Hammond and
Feinstein (2006) analysed data from Bréish cohort study of individuals born in
1958 and found that after taking social and psychological background factors into
account, cohort members who had flourishesegabndary school (during the late 60s
and early 70s) had, at age 33, relativabyh levels of optimism and self-efficacy.
Interestingly, both educational attainmantd engagement at school were important

aspects ofiSehoollotrishing for these positive outcomes in adulthood.

Feinstein and Hammon@@04) and Hammond and Feigist (2006) analysed the
1958 cohort study data and found correlatiorigzben participation in adult learning
and positive changes in efficacy and opgimm between the ages of 33 and 42, after
controlling for family, social and etational background, and current life
circumstances. They were found for bothnnaed women, regardless of their levels
of education at the beginning oktleourse. Hammond and Feinstein (2005)
supplemented the findings for self-efficacy withdepth interviews with members of
the same cohort study who had left school with few, if any, qualifications. This small-
scale qualitative study found that tagicourses in adulthood can lead to
improvements in self-efficacy for peopldavdid not attain many qualifications at
school.

Dench and Regan (1999) used a combination of quantitative and qualitative methods
to investigate the impacts of participationearning for adults aged between 50 and

71 living in England and Wales. Respontiereported that learning had led to

increases in their self-confidence, theijogment and satisfaction with life, positive
changes in how they felt about themselved #heir abilityto cope with everyday life.

Similar findings are reported by Schullerdacolleagues, who conducted a large-scale
in-depth qualitative investigation of thepaicts of adult learning (Schuller et al.,
2002; Schuller et al., 2004). This involved5 biographical interviews with adults

who were currently participating in variotygpes of adult education, together with
group interviews with practitioners prowdj adult education. @nof the authors’
conclusions is that:

The most fundamental and pervasive benefit fromlearning of every kind isa
growth in self-confidence (Schuller et al., 2002: 14)

The study found that participati in a range of adult le@ing programmes could give

adults the confidence to take on more activ@adaoles, to try out new things, and to
tackle issues rather than brush them undec#ripet. It empowered some learners to
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take additional courses and apply for jainsl to visit places that they would not
otherwise have visited, such ag galleries, museums, libi@s, and to travel abroad.
Learning led to improvements in self-esteeself-understanding, a clearer sense of
identity, the capacity to thk independently, a sense of purpose and hope, improved
competences and communication and bstteral integration (Hammond, 2004). All
of these are important aspects ofg®logical well-beingRespondents of both
genders, all ages, every ethnic backgrouteluewed, every occupational class, all
levels of previous education and livingfamilies or households of every kind,
mentioned that they had experiencedeased self-esteem (self-acceptance or self-
worth) as an outcome afdrning at some poiwluring their life. Respondents also
mentioned as outcomes of learning selfierstanding, doing something for oneself,
purpose and hope (Hammond, 2004).

Numerous evaluations of educationatiatives provide eidence that outcomes
include self-esteem, self-efficacy and sgfiderstanding for different types of courses
and for different groups of people. Théselude evaluations afourses in Higher
Education in England taken by matuwwvemen (Cox and Pascall, 1994), adults
participating in Higher Education and Assecourses in England (West, 1995), adults
in England who were retuig to education (Hull, 1998blder adults receiving
mentoring support on a psychosocial suppoogramme in the US (Koberg et al.,
1998), and courses offered at various let@lgdults with chonic health problems
and/or employment difficulties limg in England (McGivney, 1997).

Wertheimer (1997) reviewed evaluative sasdof community-basl adult education
courses that were attended by mentalthesservice usersShe also conducted a
survey of over 30 such courses using qoestaires to investigate the experience of
participants. She concludes that for men&adlth service users, gigipation in these
community-based courses led to improvateen confidence, self-esteem, self-
efficacy and mental health. M®recent qualitative studi@sdicate that participation
in education has positive outcomes fonmad health service users (e.g., Westwood,
2003).

Theodorakou and Zervas (2003) foundttphysical education had impacts on
children’s self-esteem. They examined thfluences of two physical education
teaching methods on children’s self-esterra publicly funded school in Athens.
Both methods were associated with eases in self-esteem but the more child-
centred approach, which used grougcdssion and creative techniques, was
associated with increases in all aspectsetffesteem — cognitive, physical and social,
as well as global — whereas the moreitiawglal teacher-directed methods of teaching
physical education were associated wittreased global self-esteem, but more
particularly with the physical agpposed to the social aspects.

Preston and Hammond (2002) investigatedviews of lecturers and managers in
Further Education colleges in EnglantiaNales about the impacts of participation

on their students (n>2,700). The most camniy reported outcomes of participation
were self-esteem and self-efficacy. Anadysf answers to open-ended questions
indicated that practitioners believe@tlamongst their students, increased self-
efficacy led to increased propensitygarticipate in the community and

improvements in psychological health. These results are important in understanding
the possibility that education can leadrtgprovements in self-efficacy, but would be
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given more strength if responses were alst@ained from learners as well as from
learning providers.

Bandura (1997) reviews the evidencexamine the sources of self-efficacy. We
suggest that these sources are likely tafbected by education. One source of self-
efficacy is vicarious experience, which refers both to learning from the competence of
others (e.g. teachers and peers) and socraparison. Social comparison is difficult

to avoid in educational settings becauselshts are aware of eaothers’ attainment

and ability. Students who are more successfgkchool may engage more with, and

gain more self-efficacy from, role models provided by other successful students and
teachers, and they may also gain-sdficacy because social comparisons are

positive, at least in relation to attainment.

Another source of self-efficacy is verbal persuasion, when significant others express
faith in one’s abilities rather than convegubts. This source of self-efficacy is also
relevant to education beca&ustudents receive from their teachers and peers explicit
as well as implicit feedback on their perf@nce and abilities. Bandura suggests that
verbal persuasion has more impact whes within realigic bounds and on people

who already believe that they can prodaffects through their actions (Chambliss &
Murray, 1979a, 1979b), so we predict that tee€ifeedback to pupils is particularly
likely to impact on their self-efficacy.

The arguments and studies described alpogsent a glowing impression of the
potential impacts of the edational experience on self-estn and self-efficacy. It is
important to remember, however, that eatian also has the potential to undermine
self-esteem and self-efficacy and create coafusn a study described earlier in this
section, Hammond and Feinstein (2006) fothratt adults who had flourished at
secondary school had relatively high level®fficacy, life satitaction and optimism.
However, every member of this cohehtould have attended secondary school and
according to the definition used in the research, about half of this group did not
flourish there, and later iiife experienced relatively low levels of efficacy, life
satisfaction and optimism.

Similarly, not all evaluations of adultecation programmes repgositive impacts

of participation. For example, Raed2003) found that amongst students on a
diploma course in nursing, lsesteem decreased dramatically between the start and
the end of the course. The (jtative part of the studyndicated that during the 3
years, students felt increasingly powerlesgddhe sort of nurse they wished to be.

Participation in particular educationalestims also appears to have consequences for
self-esteem and they are positive for some streams and negative for others. Houtte
(2005) examined the consequences for ssHem of being in a technical / vocational
secondary school as opposed to a gese@ndary school in Belgium. Houtte found
that boys in technical / vocational schoolsééower self-esteem than boys in general
schools, but for girls there wag difference with school type.

So which aspects of eduaatiare important if we wisto increase levels of self-
efficacy and self-esteem? In the laggale qualitative study described above,
Schuller et al. (2002, 2004) found also tpatticipation in adii learning programmes
has the potential both to promote andimalermine psychological well-being. This is
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because participation involveisk taking; in order téearn, the individual must be
prepared to admit a degree of ignoraand adopt new aspects of knowledge and
perspective or try out new skillf the learner feels sucesful in their endeavours or

if they feel that they have benefited from the experience, this will make them feel
more confident in themselves and more aerit about taking risks. Consequently, it
will build their sense of $eesteem and self-efficacy. It may also broaden their
horizons so that they understand themselvesdiiferent context, invest more in their
future and change their hopes and aspinsti Lack of success, on the other hand, can
undermine self-esteem and aspinasi@nd lead to alienation.

The content of what is learnt, the pgdgical style and who one learns with are
aspects of learning that influence psydugtal well-being (Schuller et al., 2004). For
example, self-esteem and self-efficacy @age as learners are praised or receive
formal feedback or accreditation for sucdegdn tasks which they perceive as
challenging (Schuller et al2004). Courses in the satsciences taught through
discussion with students from diverssckgrounds promote self-understanding and
independent thinking and céead to changed hopesdiaspirations (Preston and
Hammond, 2002). These can in turn gase overall life satisfaction.

Summary

e There is consistent evidence (at the l@feassociationsihat adults with
higher levels of education tend to alsgjoy relatively high levels of self-
efficacy and optimism.

e In particular, taking courses in aduwthd can lead to improvements in self-
efficacy for people who did not attainghi or indeed any qualifications at
school.

e Participation in learning can also ieasse self-confidence and self-esteem.
This has been documented by severalimi®e evaluation®f adult learning
programmes.

e However, learning has also the pdiehto undermine psychological well-
being. This is because participatiowalves risk taking and when individuals
are not prepared for the learning experience or when the content of what is
learnt, the pedagogical style and who oraerie with are inadequate, then self-
confidence, self-esteem and othereadp of psychological well-being can be
affected.

2.3. Mental disorders (Depression)

Within the scope of this paper, we canagamine all mental health disorders but
rather focus on depression. We choose depression éar tbasons. Firstly,

depression is the most common psychiatrsorder (Miroswki and Ross, 2002). It is
the third most common reason for consultation in general practice in the UK (Butler,
et al. 2004) and its estimated prevaleimcéhe UK amongst 16 to 65 year olds is
17/1000 for males and 25/1000 for femat&scondly, various studies have shown

that societal factors conbuite to the onset and progseon of depression (e.g. Brown
REF) and so it is possible that educatiagleriences are important. Related to this

is the third reason, which is that therensre research conceng the societal causes

of depression than there is for sh@ther mental health disorders.
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It is well established that the prevaleméalepression is greatly influenced by a
number of socioeconomic factors, whiakeract in a complex way. Episodes of
depression are strongly associated withegise social and economic circumstances,
such as unemployment, divorce or separation, inadequate houskngf &ducational
gualifications and poverty. There are compleeractions between these factors and
an important role for lifelong learning protecting individua from the risk of
depression. In this review, we first establwhether education can help to protect
individuals from depression and theragxne the main mechanisms through which
education affects depression.

| s education causal ?

Various studies have found positive correlations between more education and lower
rates of depression. For example, Mirowskyl Ross (2002) investtged the role of
education as a protective factor againgtrdssion in the context of entry age of
parenthood, controlling for a large set of kground characteristics. Using the U.S.
1995 Survey of Aging, Status and the Sesfs€ontrol, they found that years of
schooling were associated with a 6% deseda the symptoms of depression. When
other socio-economic variables and physiealth were introduced as controls in the
analysis, the estimated coefficient wadueed to 2.3%, but remained statistically
significant.

Feinstein (2002), using data from th@58 and 1979 British cohorts and matching
methods, showed that taking childhood ale$itihealth and family background factors
into account, women from the 1958 cohwith qualifications at U.K. National
Vocational Qualification at beel 1 — which is roughly equalent to lower secondary
education — had 6 percentage points lokketihood of depression than women with
no qualifications. For women in the 1970’s cdibe equivalent estimated effect was
10 percentage points. For men these effects wmaller. In gemal, results showed
that differences between those with diéfiet levels of qualification but with
gualifications above Level 1 were sulygtally eroded when background factors and
previous childhood controls were introduced in the analysis.

Chevalier and Feinstein (2006) used orch longitudinal dataset to control for
childhood determinants and measure mentalth@ver the individuals life span to
estimate the causal effemfteducation on depression. They found that achieving
gualifications significantly reduced thesks of adult depression. The effect was non-
linear and was greater for differences bedw lower educational levels. Estimates
using two-stage least squares were muctetdngt in most cases, it was not possible
to reject the exogeneity of educatiodsing propensity score matching, they
estimated that having level 2 or highpralifications reduced the risk of adult
depression by 6 percentage points. HBfisct was similar for men and women.

What are the mechanisms for educational effects?

Having established above that educaptays a part in reducing the risk of
depression, we now investigate the mechasithrough which this might take place.
Hammond (2002) found clear evidence that highest qualifications achieved can
protect against that onset and progressiaepfession and suggested that the impact
of education on depression was mainly raéeti by economic factors, the adoption of
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health behaviours, the development and tea@nce of resilience, access to and take
up of health services, and the promotiorsatial responsibility, social values and
social skills.

Miech and Shanahan (2000) lookedheg relationship between education and
depression over the life course. Usingad@om the 1990 Work, Family and Well-
Being Study in the U.S., they found thlé association between education and
depression increases with age, and thatder age, this association is (to some
extent) mediated by physida¢alth. Amongst older individds, higher levels of
education are associated with havibegter physical and mental health.

Other mechanisms for the effect of edumatbn mental health were investigated by
Ross and Van Willigen (1997). They hypothesised that education is valuable for
individuals’ mental health because it prd®$ access to two primary sources of well-
being: non-alienated paid work and suppertiglationships. Compad to individuals
with low levels of education, those witigh levels of education have access to non-
alienated paid work that increases the saipersonal contr i

rt. Réswsing two nationally represtative datasets from the
United States showed that individuals whiigh levels of education have lower levels
of emotional distress (including depression, anxiety, aiger and physical distress
(including aches and pains and malaisejetms of their hypotheses, they found that
education reduces distressgely by way of paid wik, non-alienated work, and
economic resources, which are associatia igh personal control. However, the
extent to which education reduces distiggsvay of marriage and social support is
much more modest.

Summary

e Sound empirical studies find robustidence that higher educational
attainment can reduce the risk of degsien. The impact of education is more
important amongst those with low to intermediate levels of education.

e For higher levels of education, theesft of education on depression may be
both positive and negative.

e [For example, a higher occupational grade is associated with more control over
working lives, more varied and challengiwork and thus has a positive effect
on mental health (Marmot et al991). However, higher occupational
attainment also leads to higHevels of stress (Rose, 2001).

e Therefore, there may be important eaaffs between stress and satisfaction
that may lead to a complex and namelar relationship between educational
success and risk of depression.
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3. Gapsin Evidence

33.In order to inform policies designed itaprove levels of happiness and well-
being, we need to fully understane tmechanisms through which education
impacts on these valuable outcomespfhe importance is the need for more
robust empirical studies that providddasnce about effects of education, over
and above mere associations.

34. A variety of studies prade clues to the mechanisms through which education
impacts on happiness and well-beifigese include studies which find
negative or null associatis between level of edation and job satisfaction,
studies which find negative or null associations between higher as opposed to
intermediate levels of educatiand happiness and well-being and other
studies that seek to identify theagimels through which education affects
happiness and well-being. Thorough comparisons of thesmgxssudies and
more quantitative studies of this kirmhupled with in-depth qualitative
studies, all in a range obntexts, will enhance ounderstanding of the roles
that education can play ingmoting happiness and well-being.

35.Due to time constraints, we have netiewed the evidence that concerns
impacts of highest educational qualificeis and continuing adult learning on
all aspects of well-being, for example, satisfaction with marriage, social
support, involvement with the community and housing. In addition, several of
the aspects of well-being proposedyff (1989) are not covered; positive
relations with others, sense of sédtermination and personal autonomy and
an endeavour to find the meaning or purpose of life.

36.There is very little research on the iagp of adult learning on happiness or
well-being. Most of the @dence concerns years @flucation or highest
qualifications achieved.

37.There is also little evidence on how olgas in learning affect changes in well-
being using large scalengitudinal datasets.

38. Most evidence on the benefits of learning on self-esteem and self-efficacy
comes from well-designed qualitatiseidies examining the outcomes of
participation in adult learning. Thereediar fewer quantitative studies using
longitudinal data which examineghmpacts of initial education on
psychological well-being, which wouldgride evidence about the impacts of
education on self-esteem aself-efficacy are long lasting.

39. What do we mean by well-being? Mastdies based on economics focus on
subjective well-being while thoseoim psychology focus on psychological
well-being. Very few studies differenteabetween subjective well-being and
psychological well-being and most studgasiply refer to their findings as
well-being. There is a need to demela conceptual framework, which will
enable us to synthesise research olt-laeng from different disciplines.

40. Is the impact of learning on psychoicgl well-being short term or does it
have long-lasting effects?

41.1s lifelong learning one of the important channels for the impact of highest
educational qualifications on redng the risk of depression?
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4. Key Messagesfor the Inquiry

Messagel. The positive impacts of education on happiness and well-being

In general, having higher qualifications is associated with greater happiness, life
satisfaction, self-esteem, self-efficacy, andue=d risk of depression. There is some
robust evidence that having higher quedifions has posite effects on these
outcomes.

Message2.  How education affects happiness and well-being

The positive effects of education on happiress well-being resufrom a variety of
intermediary processes, which probaiolgiude higher income, non-alienating work,
household composition, health behaviourse of health services, emotional
resilience, social capabilities and, amdrgder adults, better physical health.

Message 3.  Effects of adult learning on self-esteem and self-efficacy

There is robust evidence thadult learning leads to increases in self-esteem and self-
efficacy. Adult learning has its most positive impacts on self-esteem and self-efficacy
when the learning provided meets the needh@fearner and when the learner is at a
stage in their life when they are rgaghd receptive to benefit from it.

Message4.  Education may have negative effects on happiness and well-being

Associations between ecition and happiness andlidgeing are not always

positive. Adults with higher qualificatiorreport relatively low job satisfaction, and
there is some evidence that adults vhiggh-level qualifications are not much happier
or resistant to depression than adults witlalifications at an intermediate level.
Maybe education has negatias well as positive impacts, for example through
raising aspirations and expatibns that are not mehd by leading to occupations
that carry high levels of stress.

Message5.  Defining well-being

For purposes of measurement, ‘well-beingdgld be defined clely and consistently.
Otherwise, (i) it is not podsie to compare results across different studies when these
studies focus on different aspects of welildgeand (ii) research may mislead policy.
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