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Higher Education: Engine of Change or Adherence 
to Trends? An Inventory of Views1

Peter van Tilburg
Tilburg University, The Netherlands

ABSTRACT

The purpose of this article is to assess the interaction between higher education
and societal development. The question addressed is whether higher education
engineers societal change or adjusts to global requirements. The answer is both.
However, the impact of higher education is not easy to measure. It depends on the
interventions undertaken by the stakeholders: the university, government, private
sector, and civil society. These interventions may have contradictory effects. Edu-
cation based on students’ desires can create highly skilled people who may not be
required by society. The societal requirements of government, the private sector, or
civil society may conflict. These conflicting requirements particularly can become
conspicuous when higher education institutions perform in a global network.

INTRODUCTION

The aim of this article is to review some theories and experiences on interac-
tions between higher education and societal development in developing coun-
tries. These interactions are not unified and constant. On the contrary, the
importance and impact of education on development is constantly changing.
Some decennia ago the emphasis on education was in terms of its support of eco-
nomic growth, whereby social issues, such as social security and gender, also
became relevant parameters. Later, education for development was analysed in
terms of sustainability or self-reliance. Most recently this is done in terms of the
global framework.

The focus here is on higher education, assuming that anyone who is studying,
for example, at a university has already passed through the educational system,
moving from primary school, via secondary school to tertiary education. The con-
© OECD 2002
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sequence is then that, if importance is attached to higher education, this has
implications for the quality and quantity of the educational institutions upstream,
i.e. for the secondary and primary educational system.

The importance of higher education in developing countries can be ascer-
tained from statistics. From 1980 till 1995, the enrolment rate has almost doubled
to more than 47 million. In some countries it has gone up faster than the popula-
tion growth rate. However, compared with the enrolment rate in industrialised
countries, though the increase in both countries is about the same, the total num-
ber of students is only one-fifth.

The higher education institutions are manifold, with higher vocational train-
ing, polytechnics, colleges, graduate schools, universities, post-graduate schools,
and distance education. This answers the desire for diversified knowledge and
skills in service for public and private interests. There are sufficient examples of
students who move from polytechnics to universities in order to improve their
position on the labour market. A university training (to obtain an MA, MSc, or PhD)
is the end of formal education before entering the labour market. University edu-
cation means therefore a postponed investment. When university graduates
migrate for a short or longer period to enhance their scientific and societal creden-
tials by obtaining a master title or even a doctorate, the results of the investment
are, from the point of view of the state, postponed even longer.

This paper reviews the literature on the education-development nexus, in
order to assess challenges of higher education for development. Possible strategic
interventions of higher education are considered in the national and global con-
text. Developing countries are assumed to aim at educational self-reliance, which
requires an appropriate institutional development. Is higher education an engine
of change, triggering economic and social development, or rather a tool to be
adjusted in accordance with existing social and cultural requirements? Even
worse, has it gone out of control, drifting around, subjected to the whims of
national and global trends? In other words, is higher education driven by demand
or rather by supply?

THE EDUCATION-DEVELOPMENT NEXUS

The importance of education (including higher education) depends on the
perception of its functionality: education as a system, as a societal process, as a
cluster of organisations, or as a cluster of persons with different roles. Education
has, generally speaking, functions for the economy, politics, health sector, social-
cultural sphere, or other internal segments of the educational sector (Droogleever
Fortuijn, 1988). The general aim of education is threefold: conserving culture
through dissemination, adjusting youngsters to societal requirements, and
transforming society. This means that we can identify several objectives, in terms
© OECD 2002
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of what it does to individuals: personality building and cultural forming, but also
preparing individuals to become loyal citizens with social resistance. In other
words, to develop the new man. According to Amartya Sen, general education
gives individuals the opportunity to become “free”, which supports social devel-
opment (Sen, 1999).

Concepts related to education are manifold. However, three appear in the lit-
erature more frequently and will be treated here briefly: 1) human resources
development; 2) human capital stock, and 3) knowledge dissemination or technol-
ogy transfer. In the literature these concepts are often used indifferently, though
each is based on a different perception of the interaction between education and
development.

As far as human resources development (HRD) is concerned, one can identify at
least three approaches to the use of education, each with a different aim (Rao,
1996). They do not contradict each other but are rather dots on a continuum with a
gliding scale of developmental orientation. The first approach emphasizes human
potential and the importance of improving human knowledge, skills, and compe-
tencies, to support socio-economic development. Next is the socio-psychological
approach, which emphasizes in addition the importance of motivation, attitudes,
values, and morals to make the development attempts more effective. And finally,
the poverty alleviation approach intends to bring education in line with the aim to
alleviate poverty.

However, poverty cannot be explained by one independent variable only. In
general terms, it has been widely accepted that access to education is an impor-
tant measure in the fight against poverty (Mkandawire and Rodriguez, 2000). Most
variables, such as education, employment, socio-economic background, and
opportunity are interrelated. This makes it very difficult to measure the direct
impact of education on poverty alleviation. Several attempts have been made to
calculate the rate of return of investing in education. One study came to the con-
clusion that investments in education and post-school training increase the pro-
ductivity of individuals (Nicaise, 1996). For higher education in particular such
investment is strongly affected by income and socio-economic background.

The second concept on human capital became known in the sixties, when it was
propagated that investment in education is investment in “human capital”. By
investing in education a human capital stock would be built up. This in turn would
increase labour productivity, advance equity, further technological innovation, and
produce a rate of return significantly higher than physical capital. Later education
was also seen as supportive to an overall societal development and modernisa-
tion. However, education was considered as a whole, not differentiating between
lower, middle and higher education. This resulted into a kind of pro-education
movement, supported by the larger donors, like OECD, UNESCO, and USAID.
© OECD 2002



Higher Education Management and Policy

 12
During those years theories were developed based on the modernising
power of the educated elite as a critical variable in economic development. How-
ever, during the seventies the high expectations of education were not met. It was
concluded that education, particularly higher education, did not directly support
an increase of production, neither could the economy absorb the output of the
educational systems. Social stratification, being associated with higher education,
was replaced by the concept of equality as a social good.

Acquired education and training, accumulated as human capital, cannot be
considered as solely private property, nor as a collective good. It is rather a com-
bination of both; quasi-collective. Such capital is usually “sold” far below the mar-
ketplace, which means that the assumption of maximisation of profit is not
applicable. When analysing the impact of higher education it is necessary to
simultaneously assess the socio-economic context in which students attend uni-
versity education. It is relevant to know whether everyone has equal access to
higher education assuming sufficient intellectual capability. Access is being
restricted “at the gate” not only in terms of finances and socio-cultural threshold,
but also “in anticipation” through the mechanism of prejudice, making potential
students believe that the curricula and teaching methods are socio-culturally
biased.

According to an OECD document, learning, being determined by the human
capital information and decision-making system, is the main characteristic of
social and economic change. In this view, education takes a central role in coping
with change. The question raised in the document is why and how to invest in
human capital, and how to use it. The OECD comes to the conclusion that there is
a large diversity of institutions and regulations that govern human capital informa-
tion and decision-making systems in different countries (OECD, 1996).

The problem of loss of human capital is now well recognised. Today there are
more than 800 million adults in the world, mainly in developing countries, who
still are illiterate. This has a direct impact on enrolment in higher education. Com-
pared with an enrolment of almost 6 000 per 100 000 population in the United
States, the enrolment figure in, for example, Tanzania of 21 per 100 000 is
extremely low. This in turn has bearing on the individual’s welfare level and the
state of poverty of the nation. Moreover, due to increasing pressure on individuals
and nations to participate in the process of globalisation, there is a danger that
whole populations will become marginalised and fall outside development
altogether.

The third perception of education is knowledge dissemination, or put in another
way, transfer of technology.2 According to this perception, technology transfer always
involves human resources development, i.e. enhancement of know-how, and, when
a nation has a target of educational self-reliance, improvement of know-why. This
© OECD 2002
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means that education is not only a matter of adopting knowledge and skills, but
also of investing in the adaptation capacity by learning how to access and use the
world’s knowledge. Investment in education should be adjusted according to the
desired level of technological development and/or involvement in the interna-
tional trade of the nation state.

As is mentioned before, these three concepts are strongly related. They are
often used indifferently. All investments in developing human resources can be
considered as increasing the stock of national human capital, and as such as a new
production factor. Following this way of thinking on capitalising of human
resources, one can, from an economical point of view, calculate the returns of for-
mal education in terms of present cost for future income. Such calculations, called
Human Resource Accounting (HRA), can be made at individual as well as national
level.

As far as individuals are concerned, HRA investigates the relationship
between education and earnings. For example, in the Netherlands investments in
education give positive rates of return. Moreover, variables like intelligence and
social background do not significantly interfere with individual’ decisions to follow
higher education (Oosterbeek, 1992). HRA undertaken at national level can be
considered a part of the overall stock of human resources in a nation and be
added to the overall national accounts (Van Tongeren, 1999).

Costs and benefits of education are different for individuals, institutions and
firms, and nation states. The benefit for individuals is in the form of increasing
their future carrier potential, for institutions in the form of cognitive and behaviour
skills of their workers. For governments the benefits of education are much more
complex and can be described as cumulative and aggregated improvements at
national level resulting in an increase of productivity and tax base, and an
improvement of social cohesion. Societal concerns, such as discrimination and
exclusion, are partially caused by low level of education, poor socio-economic
background, unemployment, and underemployment. From the point of view of
governments HRD is, therefore, important in demolishing social barriers in the
attempt to prevent these dilemmas. Education must be developed in such a way
that the potential of human capital is activated and capitalised on, in the first
place by the individual, but also by the nation state. The importance of education
is based on its ability to make use of these capabilities (Nicaise, 1996; Sen, 2000).

At international level education can result in improving the political and eco-
nomic position of the nation on the global platform, indirectly giving the same
benefits as at national level. The problem with measuring the impact of human
resources in quantitative terms is that the output must be forecasted.

Calculating the returns of education in general, and of higher education in
particular, is very difficult indeed. In any one country, this could be done by using
© OECD 2002
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household data. For example, an empirical study for Ghana has calculated the
returns to government investments in school quality. It has produced estimates of
the impact of school improvements on the acquisition of cognitive skills by stu-
dents. These school improvements are qualitative through better education,
rather than quantitative through additional years of schooling. The estimates are
combined with estimates of the contribution that these skills make to the incomes
of workers. In general, a positive relation is found between increase of educational
quality and higher income, better child nutritional status, and a lower number of
children per woman. In terms of the impact of cognitive skills on the income of
workers, it has been calculated that the benefits have outweighed the costs of
improving school quality. However, the study focuses largely on primary education
(Glewwe, 1999).

The perception of the functionality of higher education has a repercussion for
economic theories. The endogenous economic growth theories from the seven-
ties, including theories about the gap between countries in “the north” and in “the
south”, were largely dealing with natural resource development. However, in the
last few decades the emphasis has increasingly been put on human resources
development. It has been widely recognised that in order to narrow the gap
between the industrialised and the developing countries, governments must
invest in primary, secondary, and higher education, enhancing the human capital
stock. This encompasses many challenges for developing countries.

THE CHALLENGES OF HIGHER EDUCATION

The impact of higher education on social and economic development has
been underestimated for a long time. The Task Force on Higher Education in
Developing Countries, convened in 2000 by the World Bank and UNESCO, empha-
sises that the impact of education at the micro- as well as at the macro-level is
strong. Individuals with better education tend to be more successful in the labour
market. Economies with more educational institutions or with higher enrolment
rates appear to be more dynamic, more competitive in global markets, and more
successful in terms of higher capita income.

The impact of education in general, and higher education in particular,
reaches even further. Educated people are well placed to become economic and
social entrepreneurs. They are vital to creating an environment that facilitates eco-
nomic development. Good governance, strong institutions, and a developed infra-
structure are all needed if business is to thrive. None of these can come about
without the knowledge and skills that higher education provides. The Task Force
report, which speaks about the current knowledge revolution, emphasises that inter-
national knowledge exchange relies on each nation meeting international stan-
dards of higher education (World Bank, 2000b).
© OECD 2002
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As has been said earlier, these assets of knowledge and skills, comprising
society’s hidden value, add to society’s intangible stock of human resources.
Indeed, knowledge and skills are essentially invisible. The relevance and impact
of higher education on development are considered differently, depending on the
level: the individual level, the level of the national state, or the global level. The
relevance of education at these levels can be easily at odds. That is to say, a par-
ticular type of higher education can be of importance for an individual’s carrier,
providing him or her with a better quality of life. However, at that particular period
of time it may not have any relevance for the nation, whose government has
financed the education. This contradicts the vision of some scholars who are of the
opinion that higher education is always favourable to societal development at
large.

At an individual level, the impact of education is a matter of personality, charac-
ter, family background, etc. Amartya Sen states that an individual will always
develop a certain level of human capability and by doing so has the potential to
become “free”. He distinguishes between human capital and human capability.

“The benefits of education (..) exceed its role as human capital in commodity
production. The broader human capability perspective would note – and
value – these additional roles as well. The two perspectives are, thus, closely
related but distinct.” (Sen, 1999, p. 194; italics are mine).

At a national level, higher education can support development in several ways.
Trained people will occupy public positions at ministries or other public service
institutions, such as hospitals, schools, advising committees, political movements,
research centres, etc. Higher educated people distribute knowledge through pub-
lications, or become trainers themselves. They also can form the new productive
cadre in the private sector, allowing enterprises to profit from the well-qualified
human resource base. But one could say that a country must first solve its alpha-
betisation problem, and establish not only a technically qualified labour force, but
also a socially qualified one. The present communication facilities allow countries
to come to such a stage by leapfrogging, without passing through the evolutionary
route. Higher education, however, seems to run behind.

UNESCO’s World Education Report 2000 quotes the “Universal Declaration of
Human Rights”, stating that tertiary education must be equally accessible to all on
the basis of merit. The report concludes, however, that enrolments in Africa and
Asia amount to less than one-tenth of the relevant age groups (UNESCO, 2000,
Chap. 3). The report comes with an analysis of the changing vision of the interna-
tional community vis-à-vis Article 26 of the Universal Declaration of Human Rights.
The new vision has been moving towards two basic themes: education for peace,
human rights, and democracy, and education for development. It concludes that
both visions of education can be seen today as ultimately directed towards the
© OECD 2002
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same end: to achieve a world which recognises the inherent dignity, and equal
and inalienable rights of all members of the human family (UNESCO, 2000,
Chap. 4).

The same report affirms that the gap between the percentage of higher edu-
cation enrolments in Africa and Asia, and the one in Europe and United States has
widened over the last two or three decades. This cycle of unequal development
between developing and industrialised countries, which has resulted in a frac-
tured global order, can only be broken though improving the human resource
development. In the future it appears that human capital and technological capa-
bilities will become more important for long-term growth. Also R&D, involving the
education of scientists and engineers, must be given an impetus. As of now, only
four per cent of the expenditure on R&D in the world is in the developing world,
as is fourteen per cent of the scientists and engineers (Sagasti, 1995). In the
21st century, Science and Technology will continue to be essential for achieving
sustainable human development.

The public per capita expenditure on higher education between 1980
and 1990 has decreased in East Asia and the Pacific, and has even been halved in
Sub-Sahara Africa. In South Asia, and Latin America and the Caribbean it has more
than doubled during those ten years (Riddell, 1996, p. 1367). Again, the question
can be raised, whether higher education has supported national economic devel-
opment, or economic growth has supported educational development. This
means that schools, and universities in particular, could either develop their own
policy, or be “used” by government to resolve certain social deficiencies in the
labour market. This last could even lead to positive discrimination towards under-
privileged groups.

Nevertheless, the role of universities in developing countries is an issue that
continues to be discussed. This is partially owing to the idea that the intellectual
and physical resources of universities must be placed at the service of the nation.
Local governments do support universities by commissioning them contract
research, prescribing in-service programmes, etc. This is sometimes a direct result
of donor intervention in the education sector, but also an indirect result of inter-
ventions in other sectors.

University research institutions can be linked to user groups in the public and
private sector. This would stimulate a user-oriented and practical approach. Uni-
versities can provide the necessary flexible and innovative institutional frame-
work, when the external environment is supportive in terms of sufficient demand
for education, of macroeconomic reform, and of university autonomy respected by
the government. These are exactly the constraints higher education is facing. Inter-
nal constraints are related to quality and effectiveness of management, and exter-
nal constraints to demographic changes,  government polices, and the
© OECD 2002
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globalisation process including the knowledge revolution. According to the
Netherlands Development Assistance Research Council (RAWOO), research for
development must always be combined with HRD, institution building, and infra-
structure development (RAWOO, 1999).

There is also a correlation between education and demographic aspects. Mor-
tality and particularly fertility are negatively correlated with the level of education,
while internal and international migration are positively correlated with education
levels (Medina, 2000). This indicates that education policies have an impact on
other policies, such as on family planning, gender stratification, social security,
and migration. And finally, since it appears that higher public expenditure on edu-
cation benefits from higher private investments, we can say that public and pri-
vate investment in education is interrelated (Levy and Clemens, 1996).

In many developing countries universities are the only places where intellec-
tual and scientific resources are preserved. This gives universities a monopoly
position as far as intellectual property is concerned. Some view education as the
main instrument of preserving and promoting the culture of a country, including
political, social, environmental, and other facets which need not necessarily be in
line with economic growth (ADB, 1991). In this sense, education in general tends to
preserve and stabilise culture (moving within frontiers), while at the same time it
is instrumental to cultural change (moving frontiers). This supports the proposition
that there cannot be cultural change without education.

In general, universities are regarded as an integral part of the symbolic centre
of the core institutions of a sovereign state, just like the army, the bureaucracy, the
political institution, etc. It prepares the scientific, technological, and professional
personnel required for society and its development. This was particularly of rele-
vance in the post-colonial period. Based on the philosophy “knowledge is power”,
a university is universally perceived as an essential requisite of any self-respecting
modern nation-state, either for functional or for symbolic reasons. From another
point of view the modern university is seen as an integral part of an emerging
world culture, resulting from increasingly powerful global economic and social
forces. As it has been formulated elsewhere:

“Universities are perceived not only as institutions for the preservation and cul-
tivation of national cultures, but also as indispensable instruments for effective
and respective participation in an emergent world culture” (Coleman and
Court, 1993, p. 3).

HIGHER EDUCATION IN THE CONTEXT OF GLOBALISATION

Globalisation is a process that is partially uncontrollable and partially can be
directed. In this sense it can be defined in passive as well as active terms. Pas-
sively, globalisation can be defined as a social process whereby, from a geographi-
© OECD 2002
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cal point of view, social and cultural borders are fading, and people are becoming
more and more conscious of this. The consequence is that people are becoming
increasingly involved in world-wide dependency networks. In active terms, global-
isation can be defined as the process of forging multiple linkages and intercon-
nections between states and societies that together form the modern global
system. The consequence of this is that happenings, decisions, and activities on
one part of the globe have significant influence on individuals and communities
on another part of the globe. Globalisation has several dimensions, each of which
plays a part in the process defined above, but which also influence one another.
The most important are the economic-commercial, political, institutional, commu-
nicative, cultural, social, environmental, and normative-ethical dimensions. In
other words, globalisation must be addressed in an interdisciplinary manner.

Both the active and the passive definitions of globalisation clearly signify the
importance for all countries in the world of striving for participation on the interna-
tional political, economic, and social platforms. Contrary to statements made by
the anti-globalist movement, some of which are true enough, in general it could
be stated that it will harm development of a country if it cannot participate in and
stays away from the international circuit of political decision making. But participa-
tion requires highly educated people. In this context one could talk about the glo-
balisation of higher education. The effect of globalisation on education can be
measured by the degree to which education is shaped by globalisation, and also
by the type of educational reform that is required to address the consequences of
globalisation (Carnoy, 1999; Hallak, 1998; Riddell, 1996).

One result of globalisation is a more dispersed global division of labour.
Since industrial development is no longer the prerogative of the industrialised
world, the content and structure of education in both developing and industria-
lised countries have to be adjusted. Education has to react on the expertise,
know-how, and skills that are required by the new types of employment. The com-
parative advantage of developing countries, which was once mainly based on
cheap manual labour, is now based on highly educated, though still relatively
cheap, labour. We can say that in the process of globalisation economies are mov-
ing towards knowledge-based industries (Alic, 1997).

The World Development Report 1999-2000, produced by the World Bank, signifies
one antagonism of globalisation. It recognises that it has ignited a counter-
process: localisation. This process implies an emphasis on one’s own culture and
roots (World Bank, 2000a). While globalisation is associated with integration and
homogenisation, localisation is associated with fragmentation and differentiation.
Whereas globalisation tends to support syncretism, localisation emphasises artic-
ulation. It is clear that within this context education, and particularly higher educa-
tion plays an important role. It is assumed that intellectuals are capable of finding
a balance between the emphasis on one’s own cultural roots, and the importance
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of cultural equity. This is important in preventing nationalism or fundamentalism.
And if there is something that the recent developments clearly have shown, than it
is the significance of this perspective.

Globalisation requires a new type of cadre. From the point of view of the state
new managers are needed to handle, adapt, and even anticipate changes. From
the firms’ point of view technicians and managers are very much needed to fulfil
the new tasks resulting from the transfer of new technology. From the societal
point of view, a new stratum of intelligentsia is required who can become the avant
garde of social and cultural change. Such a layer of flexible, progressive intellectu-
als is indispensable in order to stay in line with global developments. Another rel-
evant issue is the need for maintaining, improving, and/or adjusting not only the
stock of knowledge and skills, but also the learning and teaching capabilities
(Hallak, 1998).

The apparent distinction between globalisation and localisation has implica-
tions for educational planning. Some consider that localisation influences a move
towards a more decentralised educational system. This measure may be inspired
by the pressure on government to reduce public spending on education. But at
the same time it gives more autonomy to schools and universities to develop their
curriculum in accordance with their own needs and desires. This, again, can lead to
the privatisation of education. Decentralisation will result in more innovativeness,
parents’ participation, and higher motivation of staff and authorities to improve
the standard of education. Consequently this should improve the quality of
human resources (Carnoy, 1999).

HIGHER EDUCATION AND THE BRAIN DRAIN

A contradiction between individual and national importance of higher educa-
tion is institutionalised by the so-called brain drain. If an university graduate does
not find a satisfactory job relevant to his training at home, he may decide to find a
job outside his country. Ultimately, however, he may play a role in the global
labour market and support the process of globalisation. Directly or indirectly he
would then support his home country, either through remittances flowing back to
his family members at home, through cultural dissemination of his own culture
elsewhere in support of an increasing multicultural globe, or through accepting a
high political position in an intergovernmental organisation and lobbying for his
own country.3 Economically he could also play an important role through being
active in the international business network, or through remigration to his mother-
country carrying back suitcases full of international experience.

In other words, the brain drain, predominantly considered as disinvestment,
as it may also be in the short term, however, it appears much less disastrous in the
long run, and can be described as an investment with postponed results. In a study
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of the brain drain from India, it has been concluded that, in the first place, higher
education must be brought in to concurrence with the requirements dictated by
the state of the human resource underdogs, and not by the labour market abroad.
Only then can the return of the brains that once drifted away be realised, and only
over a longer period (Khadria, 1998).

Another, more recent study, also comes to the conclusion, though from a dif-
ferent angle, that a brain drain does not necessarily need to be detrimental to the
mother country. It makes a differentiation between the ex ante “brain-effect” (the
individual’s advantages of migration that ignite private educational investments)
and the ex post “drain-effect” (the loss of expertise due to migration). It concludes
that the effect is mostly considered to be detrimental to development, but it can
be measured as positive if the brain-effect is higher than the drain-effect (Beine
et al., 2001).

HIGHER EDUCATION AS AN INSTRUMENT TOWARDS SELF-RELIANCE

At a national level, it is assumed that developing countries, in striving
towards self-reliance, aim at accumulating a certain human capital stock. In the
frame of sustainability such stock should be maintained and improved. Self-
reliance means acquiring the capability for autonomous decision making, exercis-
ing full control over one’s own destiny, and using an international perspective in
decision-making, minimising the influence of external factors determining socio-
economic development. Ideally, a state of educational and technological self-
reliance includes selective participation in international technological and eco-
nomical systems, and the importation of as little technology as possible from
abroad, but, if it must, from as many different countries as possible.

In practice a country can never be fully self-reliant due to the wide dispersal
of human capital stock, natural resources, and markets. Industrialised countries
h ave tr ied to so lve thei r  dependence proble m by complemen tar i ty,
i.e. introducing technological specialisation. In this way self-reliance means the
production of certain technologies for export in order to import human capital and
other technologies. Many developing countries are still dependent on industria-
lised countries for their import of human capital. However, “collective self-
reliance” in an increasingly interdependent world is a desirable alternative. In
order to change from dependence to self-reliance, a country must go through cer-
tain phases. They must change from importing know-how to adapting and improv-
ing imported know-how into know-why, and they must be able to develop a new
human capital stock themselves.

If human capability is seen as a “technology”, being one of the components
embodied in humans (in addition to embodiments in machinery, information, and
organisation), government, in its attempt to import appropriate technology,
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should guarantee that the human capital component is more or less at the same
level of sophistication as the other components. Several studies have observed
that human and material capital complement each other: higher levels of sophisti-
cation (or, in other words, better educated employees) augment the productivity
of the material capital (Boeren, 1999; World Bank, 2000b).

The United Nations is also thinking in terms of self-reliance, particularly in
relation to the public sector. The UN Expert Group on Human Resources Develop-
ment in the Public Sector has concluded that, as the civil service has an important
role to play in development, full understanding of human resources development
in this sector requires an appropriate assessment of the enabling condition for
maximum HRD potential. It has identified five conditions which are essential for
human well-being and development: peace as a foundation; economy as an
engine of growth; environment as a basis for sustainability; social justice as a pillar
of society; and democracy as good governance. According to the UN, these condi-
tions must be the basis of an integrated HRD strategy aiming at self-reliance
(UN, 1998).

To achieve a satisfactory level of educational self-reliance developing coun-
tries must have an autonomous decision-making capability and an indigenous
capability to improve their human capital stock. They must be able to adapt,
absorb, and master human capital, and they should be able to formulate an edu-
cational policy. This means that developing countries require an appropriate stan-
dard of higher education, from vocational to academic level. In order to utilise the
existing human capital stock, as well as the innovation capacity, in such a way that
a certain stage of self-reliance can be achieved, a country has to develop and
institutionalise a number of qualities. A prerequisite is the political will of govern-
ment, as well as of industry, to support improvement of the human capital stock
and the creation of a socio-economic climate in which the human capital develop-
ment can thrive. This entails adequate educational institutions and policies.

CONCLUSIONS

This article assessed the interaction between higher education and develop-
ment. The question was raised whether higher education engineers social, eco-
nomical, and cultural change, or adjusts to national and global requirements. It
was to be expected that neither of those would be the answer. Interaction
between higher education and development takes a different form depending on
the level considered, i.e. individual, national, or global level. For the individual,
education is surely an engine of change and opportunity. If a nation state intends
to bring its educational system into line with global developments, it will certainly
adhere to global requirements.
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At the national level, the relation is interactive. In most literature the opinion
is adhered to that investing in higher education is important for developing coun-
tries in order to progress as a nation state. Education supports cultural preserva-
tion as well as cultural change. Moreover, education can lead to democracy and
peace. At the same time, industrial development requires a high level of knowl-
edge and skills, added to the human capital stock. In the frame of globalisation,
quality control is also becoming increasingly important. On the other hand, invest-
ment in human resources development should be done taking certain priorities
into consideration.

Education, in contributing directly or indirectly to societal development,
should give extra attention to groups who are under-represented, due to exclu-
sion, like women and rural poor. Moreover, students must be given counselling
support to help them choose the most appropriate study in accordance with soci-
etal needs and their own individual capabilities. Academic and intellectual free-
dom should, nevertheless, be respected. Educational institutions, particularly
universities, have the difficult task to educate people in such a way that they
are made skilled scientists, as well as cultured intellectuals and eventually
true cosmopolitans.

In its endeavour to reach a state of educational self-reliance, a country must
go beyond the frontier of only developing its stock of know-how. It should also
find ways to improve education and research in order to arrive at a satisfactory
level of know-why. This will have to be placed in the context of national require-
ments, which again, should be seen in the frame of globalisation. The levels of
individual education and job opportunities are related to the level of national
welfare.

In the light of these challenges, universities themselves also have a role to
play. They should be encouraged to increase efficiency and effectiveness. This
could be partially realised by forcing universities to raise part of their income
themselves by collaboration with foreign universities, or by conducting contract
research of relevance for the country. These research activities could also be done
in collaboration with partner universities and research institutions. Another
approach could be to stimulate private initiatives. Public and private investments
in education are interrelated, in the sense that higher private investment in edu-
cation supports public expenditure in the sector.

International co-operation between institutions of higher education is there-
fore still extremely relevant. Firstly, to support the institutions themselves, but
also to help reduce the inequalities in educational development between the
industrialised and developing countries. As for the institutional development of
universities, it takes many years to achieve curriculum development, the training
of lecturers, the development of faculties, management, institutional bedding,
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and scholarships. External support is necessary, but most resources must come
from within the developing country itself.

Notes

1. This is a revised version of a paper presented at the International Conference Higher
Education and it’s Socio-Political Context, organised by the Development Research
Institute (IVO), 22 March 2001 at Tilburg University, The Netherlands.

2. One theory describes technology as being embodied in four ways: in machines, in
information, in organisation, and in humans. These are called “technoware”, “infoware”,
“orgaware”, and “humanware” respectively. Technology is always composed of these
four components. “Humanware” entails human capital stock (ESCAP, 1989).

3. The importance for a country of having a citizen at a high international position is
widely recognised, cf. the impccortance of Kofi Annan for Ghana and Ruud Lubbers for
the Netherlands.
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ABSTRACT

Accreditation and quality assurance at universities have gained new meaning in
Switzerland – as in other European nations – through the concurrent increase in
autonomy, new educational institutions offering international courses and the
implementation of the Bologna Declaration. With respect to these developments
the Swiss government together with the university cantons agreed to jointly estab-
lish an Accreditation and Quality Assurance Board which would be responsible
not only for accreditation questions, but also for quality assurance and quality
promotion at the universities.

The discussions surrounding the creation of an institution, which critically exam-
ines quality in the area of higher education, provoked a controversial debate in
Switzerland. However, after several months of intensive discussions between uni-
versities and political bodies (government and administration) the different points
of view eventually led to a model that today enjoys the broad support of all of the
parties involved. This model has the following advantages: It focuses not only on
accreditation i.e. fulfilling of minimum standards, but also on implementation of
quality assurance mechanisms to guarantee sustainable quality development at
universities and it provides accreditation for institutions as well as programs.

INTRODUCTION

The problems of accreditation and quality assurance have gained new mean-
ing in Switzerland – as in other European nations – through the greater mobility in
the scientific community and the implementation of the Bologna Declaration.
Transparency and information about the equivalent of courses of study and diplomas,
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as well as their national and international acceptance, are subjects that today
increasingly concern educational institutions and funding bodies.

A further reason necessitating a government accreditation program is the
explosive development in the area of distance learning. This development funda-
mentally questions the principle of the public-sector monopoly over higher edu-
cation. New educational institutions, financed on a private or public base, offering
international courses in distance learning increase the need for comparability and
expose the requirement for a reliable system of accreditation for institutions and
programs, not least for consumer protection reasons. Further, the concurrent
increase in autonomy has raised the level of accountability and reporting for the
universities toward the political funding bodies. These accountability and report-
ing requirements not only include due care in accountancy and reporting, but also
the introduction and implementation of a quality management system.

On the basis of these prevailing circumstances, the federal government and
the cantons agreed to jointly establish an “Accreditation and Quality Assurance
Board”,1 which would be responsible not only for accreditation questions, but also
for quality assurance and quality promotion. The necessary legal framework is
found in a cooperation agreement between the Confederation and the University
Cantons2 from December 14, 2000, covering cooperation and joint regulations.3

THE UNIVERSITY LANDSCAPE IN SWITZERLAND

Switzerland’s university landscape4 currently has nine cantonal universities
and two federal technical universities. Funding for the cantonal universities is
mainly provided by the cantons themselves; the federal government is responsi-
ble for subsidiary funding and footing the bill for the two federal technical univer-
sities. Switzerland has, on the whole, a relatively homogeneous high-quality
university system. The total number of students registered for studies at Swiss
universities is currently around 96 000. Since the 1950s, when only 5% of a given
age group attended university, this number has risen today to around 28%; by
comparison, 35% to 45% of a given age group attend in the OECD countries.5 Uni-
versities have been confronted with a veritable onslaught of students, which has
created havoc with efforts to keep pace with budgeting and spending. This open-
ing of the universities was and is – and not just in Switzerland but in all of
Europe – an expression of the political will to allow an increasing percentage of
the population access to the innovative knowledge which is to a large extent
responsible for economic and social progress in society.

POLITICAL DEBATE AND LEGAL BASIS

The revision of the Federal Law on the Financial Aid to Universities and on
the Interuniversity Cooperation6 at the end of the 1990s – i.e. before the process
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that would lead to the Bologna Declaration had even begun – prompted some in
the country to raise questions about quality management in the universities and
accreditation of programs and institutions. Despite the fact that institutional qual-
ity assurance will take on an increasingly crucial role in the coming years for both
parties, universities and political bodies, the concrete outline of the institution to
be created as well as its future role and responsibility led to numerous and signifi-
cant differences of opinion.

The introduction of a “quality supervisory body” by decree from the top down
was diametrically opposed to Switzerland’s university culture and provoked a
series of controversial debates. The universities were highly suspicious that the
federal government wanted to take charge – on-site and under its own auspices –
of quality management at the institutions. The institutions, however, regarded this
as their all alone responsibility. Finally these fears proved to be unfounded: the
government and parliament merely wanted to ensure that a quality management
system at the universities was institutionalized through a basic legal framework to
provide the best possible positioning for Swiss universities in an international
competitive environment.

Subsequent to parliamentary discussions and various hearings carried out
with representatives of the Swiss universities in spring 1999, those who provide
funding finally came to an agreement to establish an independent “Accreditation
and Quality Assurance Board”, which would be supported jointly by the federal
government and the “university” cantons. The joint-sponsorship was regarded as
absolutely necessary in view of future international cooperation as well as interna-
tional acceptance of the planned institution.

The complicated legal construction7 necessary for this joint-sponsorship
resulted in an “interstate treaty” between the federal government and the cantons
with universities (Cooperation Agreement between the Confederation and the
University Cantons in the Area of Higher Education from December 14, 2000). On
the basis of this agreement, the joint Accreditation and Quality Assurance Board
and the Swiss University Conference8 – the strategic body for the scientific policy
of the federal government and the cantons – were established. The Swiss Univer-
sity Conference has the authority to make decisions that are binding on both a
federal and cantonal level. Through this, the foundation was laid for a common
university policy for both the federal government and the cantons without having
to go through the arduous process of changing the constitution.

It was very clear before the beginning of the political debate that the planned
Accreditation and Quality Assurance Board would not make accreditation deci-
sions on its own but would merely apply for such to the Swiss University Confer-
ence. Accreditation in Switzerland is therefore a process on two levels. The joint
Accreditation and Quality Assurance Board, in an initial phase, examines the
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requirements for accreditation and makes a proposal to the Swiss University Con-
ference. This body subsequently decides on the merit of the proposal. Decisions
taken by the Swiss University Conference can be appealed to an arbitration board
especially created for this purpose.

ACCREDITATION AND QUALITY ASSURANCE PROGRAM IN SWITZERLAND

Accreditation

Since the problem of international recognition of university institutions or
programs cannot be solved through a university’s internal evaluation process,
even if this were carried out at a high level, the political funding bodies assigned
the task of accreditation to the Accreditation and Quality Assurance Board, as its
name already implies.

An accreditation process, in essence, consists of three phases. In an initial
phase, minimum standards are worked out, which deal primarily with the struc-
tures, processes, and results of the university’s internal quality assurance efforts
(definition of goals, responsibilities assigned to bodies, infrastructure, curricula,
research results, inclusion of student body in decision-making processes, etc.) as
well as curriculum content. These standards are defined jointly by the universi-
ties, the Accreditation and Quality Assurance Board, and any other relevant part-
ners (for example, from business or trade associations). The university institutions
evaluate whether these standards can be maintained and prepare a report on
their own (self-evaluation).

In a second phase, compliance with these minimum standards is examined by
independent outside experts. The experts (peers) receive the report prepared by
the universities and check the compliance on-site on a random basis.

In a third phase, the experts prepare a report in which they express their
opinion about a recommendation for accreditation, conditional accreditation, or
non-accreditation. This accreditation applies to a single faculty, department, or
program and has a limited life. An accreditation review is not automatically carried
out in Switzerland, but rather at the request of a particular private or public
institution.

With the introduction of the new university law in 1999 in Switzerland, it was
agreed that all existing universities and similar institutions would be regarded as
accredited. For a small nation such as Switzerland with a relatively homogeneous
university landscape at a high standard, this is unproblematic. However, in the
course of the next few years, evaluations specific to particular disciplines will be
conducted in which the individual areas can be compared and accreditation
tested and reviewed.
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In some countries, the accreditation process is primarily focused on compli-
ance with established norms and standards in the area of teaching. Numerous
accreditation institutions – in Holland, France, Great Britain, and Sweden – are
taking another step and consider both, teaching and research activities. In contrast
to teaching, the area of research is primarily results-oriented; questions about
procedures and organisation are of a secondary nature. The focus in Switzerland
during an initial phase will also be on teaching. It can be assumed, however, that
the area of research will not be excluded for very long, since teaching and research
are closely linked to traditional European universities, and it is not possible to
omit one and still do justice to the other.

Quality assurance

The question of quality assurance, and in this context the term “evaluation”
(internal or self-evaluation and external evaluation), has become increasingly
present on the campuses of Swiss institutions of higher education in recent years.
All Swiss universities regard an evaluation as an important building block in their
quality management system and use the results to steer strategic planning.

In addition to self-evaluation, the universities’ internal assessments rely to an
ever-greater extent on external evaluations, where national and international
peers are invited to critically examine individual elements of the university pro-
gram. In their development plans for 2000-03, the universities indicated that they
no longer planned to use evaluations for specific “spot checks” but to adopt a sys-
tematic approach in applying them to the whole system. Although various evalua-
tions have been carried out in recent years, these reports have been only partially
published and therefore are available only to selected members of the general
public.

The evaluations carried out by the universities on their own behalf do not
automatically lead to accreditation, since they focus not explicitly on minimum
standards previously established by the government. With respect to their strate-
gic management activities the universities are not primarily interested in meeting
such minimum standards but rather in the continual and sustained improvement
in the organisation of their own structures and procedures.

To summarize in brief, it can be said that all of the institutions of higher edu-
cation have introduced self-evaluation and external evaluations as elements of a
quality management system, that these procedures were not coordinated, how-
ever, and each institution conducted its own evaluations using its own methods.
Because of this divergence, the support and coordination of the evaluations car-
ried out internally by the universities is of uppermost concern for a government
quality assurance program as it is foreseen for Switzerland.9
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This is to ensure that the institution’s own evaluations comply with a mini-
mum standard and become more homogeneous in the future in order to increase
the usefulness of evaluation results for university policy questions. The Accredita-
tion and Quality Assurance Board understands that its role is that of a partner to
the institutions of higher education. It should work closely with the universities
and develop skills in the area of quality assurance, which can be directly applied
by the partner institutions (service functions).10

ORGANIZATION OF THE ACCREDITATION AND QUALITY ASSURANCE BOARD 
IN SWITZERLAND

The Accreditation and Quality Assurance Board is financed and supported
jointly – as previously mentioned – by the federal government and the cantons
where universities are located. Its organisation and responsibilities are spelled
out in the Cooperation Agreement between the Confederation and the University
Cantons in the Area of Higher Education from December 14, 2000.

Organization (see Figure 1): The Accreditation and Quality Assurance Board is
made up of an administrative office and a Scientific Advisory Board. The latter
includes five experts in the area of accreditation in higher education; two of these
must come from outside Switzerland. The Rectors’ Conference of the Swiss Univer-
sities has been given the task of nominating qualified candidates for the Scientific
Advisory Board in order to better tie the universities into the work of the Accredi-
tation and Quality Assurance Board. The rectors, however, are not represented on
the Scientific Advisory Board, since they are representatives of the organisations
to be examined.

Figure 1. Organizational Chart
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The Scientific Advisory Board’s task, first and foremost, is to ensure that the
evaluation and accreditation procedures used are state-of-the-art and correspond
to international standards. It is further responsible for the selection of the mem-
bers of the subcommittees, which are put together according to specific disci-
plines. These subcommittees, for their part, are responsible for the development
of accreditation standards in their respective fields.

The administrative office is responsible for day-to-day management, orga-
nizes the evaluations and accreditations to be carried out, and represents the
Board at international conferences on accreditation and quality assurance.

Status: The Accreditation and Quality Assurance Board is supervised by the
Swiss University Conference. The Conference approves the Board’s budget and
selects the administrative director as well as the members of the Scientific Advi-
sory Board. The Board’s director works autonomously and is not tied to instruc-
tions from the Swiss University Conference in his executive operational duties.
The placing of the Board under the administrative supervision of the Swiss Univer-
sity Conference was a concession made to address the concerns of the university
representatives. The latter felt uncomfortable with an “independent and con-
stantly spreading evaluation bureaucracy”.

Core responsibilities: As previously mentioned, the Board submits accreditation
proposals to a political decision-making body, the Swiss University Conference. In
addition, it carries out the necessary audits of the institutions and programs.

Together with the universities and other partners, it works out the required
minimum standards and guidelines, which must be approved by the Swiss Univer-
sity Conference and examined through the accreditation process.

Furthermore, it outlines the requirements for quality assurance at the univer-
sities and regularly checks whether these have been fulfilled. This does not serve
as a check of concrete results, but rather to verify whether appropriate efforts have
been undertaken for the introduction of a quality management system. Parallel to
this, the Board works out recommendations for the evaluations that the universi-
ties are conducting on their own in order to guarantee a sound comparative basis
for the results.

Intensive discussions initially took place about whether discipline-specific
evaluations should be conducted or not. Agreement was finally reached that such
evaluations could be conducted by arrangement with the Rectors’ Conference of
the Swiss Universities. Although the universities looked skeptically upon a possi-
ble ranking system linked to this, the learning benefits from comparable investi-
gations are undisputed. In addition, the tendency of the media to publish
rankings of any kind can be neutralized somewhat through institutional involve-
ment. To keep the “evaluation bureaucracy” feared by the universities to a mini-
mum, discipline-specific evaluations should be conducted in the same discipline
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every six to eight years at most. An interval of four to five years seems too short for
a small country such as Switzerland with an easily grasped high-quality and rela-
tively homogeneous university landscape.

A further important task is the Board’s active participation in international
cooperation efforts, in particular the network of European accreditation agencies.
The European Network for Quality Assurance in Higher Education (ENQA), estab-
lished in 1999 has gained importance with respect to the implementation of the
Bologna Declaration and receives direct support from the EU Commission.

A collaborative effort with internationally recognized private accreditation
agencies is also conceivable, under which, for example, joint evaluations (joint
procedures) are carried out using differing standards, however. Such a process
would primarily serve to save a university or a specific faculty from having to con-
duct time-consuming and repetitive evaluations, and grant it several quality seals
simultaneously by fulfilling the corresponding standards.

The Accreditation and Quality Assurance Board may make its services acces-
sible to third parties if it has available capacity. Services to third parties must be
invoiced to cover the true costs, however. As part of the increased mobility of the
education providers, a series of private suppliers have announced that they would
like to receive Swiss government accreditation as soon as possible. The accredita-
tion sought by the educational providers is not coupled to a desire for financial
support, but rather serves above all to offer students an educational program that
has received an official quality seal of approval.

The administrative office of the Accreditation and Quality Assurance Board
may also provide information about the accreditation of institutions and pro-
grams as well as about which degrees and diplomas – Swiss and non-Swiss – are
recognized.

Expansion: The Accreditation and Quality Assurance Board will be successive
build up over the next years. The first step encompasses quality assurance and
accreditation at the traditional research universities; the second step, at the uni-
versity of applied science (Fachhochschulen). Until 2007, the projected annual bud-
get needs for the first step are around CHF 2.5 million. Around half of this amount
is reserved for professional personnel and the other half for national and interna-
tional peers. In a second step after 2007, plans call for subjecting the entire area of
tertiary education to uniform quality assurance mechanisms including both
research universities and universities of applied sciences.

COOPERATION WITH THE SWISS SCIENCE AND TECHNOLOGY COUNCIL

In the future, two government organisations – namely the Accreditation and
Quality Assurance Board and the Swiss Science and Technology Council11 – will
carry out evaluations in Switzerland, albeit with different goals and differing pro-
© OECD 2002



Accreditation and Quality Assurance: The Swiss Model

 35
cedures. Whereas the Accreditation and Quality Assurance Board’s responsibility
is to see that certain quality standards for teaching and research in higher educa-
tion are established throughout Switzerland and that compliance with these stan-
dards is subsequently checked, the Swiss Science and Technology Council deals
with strategic questions relating to the nation’s policies in the areas of science and
technology. These affect not only program research but also entire areas of science
and institutions, which receive financial aid according to the Federal law of
Research (including the Swiss National Science Foundation and academies). The
evaluations carried out by the Swiss Science and Technology Council should pro-
vide answers to questions about the efficiency and effectiveness of the overall
Swiss scientific and technology policy, and provide indications about the strengths
and weaknesses of this policy as well. Above all, this serves as a basis for the
Federal Council’s scientific policy discussions.

There is no way that this institutionalized policy advisory role can be taken
over by the planned Accreditation and Quality Assurance Board. It is clear, how-
ever, that all of the tasks and clarifications relating to evaluations in institutions of
higher education should also be available to the Swiss Science and Technology
Council in order to avoid duplication and inefficiency.

THE SWISS MODEL: JOINT RESPONSIBILITY AND GREAT FLEXIBILITY

The discussions surrounding the creation of an institution, which critically
examines quality in the area of higher education, provoked a rather lively debate
in our federalist country. The controversial standpoints did not only lead to a pas-
sionate dialogue concerning the division of authority between the federal govern-
ment and the cantons in the area of accreditation and quality assurance but also
to fundamental questions about the necessity of such an arrangement. These con-
troversial points of view, which were almost impossible to reconcile at the begin-
ning, eventually led to a model that today enjoys the broad support of all of the
parties involved. This model has the following advantages:

• Implementation of quality assurance mechanisms in the universities: The new legal
foundation attaches great importance not only to accreditation but also to
quality assurance in higher education. Since accreditation only certifies
compliance with minimum standards, continual quality assurance and the
introduction of a total quality management system are necessary to guaran-
tee a place among those of the highest quality in a competitive interna-
tional environment.

• Mutual exchange of findings and institutional learning: The Accreditation and Qual-
ity Assurance Board is responsible for the coordination and support of the
evaluations carried out in the institutions of higher education and has the
function of a service provider to these institutions. Thanks to this role,
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experience gained in the area of quality assurance can be exchanged and
learning processes initiated on a formal basis.

• Inclusion of all funding bodies and joint responsibility: All of the university funding
bodies are included in the accreditation and quality assurance process.
Both the federal government and the cantons have delegated competences
to the Swiss University Conference and thus enabled the establishment of a
uniform policy without having to make a change to the constitution.

• Separation of the operational and strategic levels: The operational and strategic
levels are separated. The operational functions in the area of accreditation
and quality assurance are the responsibility of the Accreditation and Qual-
ity Assurance Board. Strategic planning as well as official government recog-
nition, is the responsibility of the Swiss University Conference.

• Flexible accreditation procedures: The accreditation process chosen for Switzerland
allows for the accreditation not only of institutions but also of programs.
Official recognition of institutions has the advantage that already certified
institutions can establish new programs on their own without having to
apply for accreditation for each. This process was conceived primarily for
educational institutions based in Switzerland. On the other hand, it makes lit-
tle sense for institutions based abroad to be subject to a full and expensive
accreditation process when they offer only a few programs in Switzerland. In
such cases, only the relevant programs have to go through an accreditation
process.

• Simple organisational structure and uniform procedures for the entire area of tertiary edu-
cation: A simple organisational structure (administration and scientific advi-
sory board) and uniform procedures for the entire area of tertiary education
was selected due to the small size of the country.

• Only indirect links between evaluation results and government funding: In the new
Federal Law on the Financial Aid to Universities and on the Interuniversity
Cooperation, which regulates the financial assistance from the federal gov-
ernment to the cantonal universities, federal funding is linked (article 11,
paragraph 3, lit. a) to a high standard of performance at the universities,
which, in turn, is checked by the Accreditation and Quality Assurance Board.
If this standard is not met, funding can be reduced. On the one hand, this
increases pressure on the universities to take quality assurance seriously;
on the other hand, a conscious decision was made to not link the results of
evaluation procedures to funding levels and thus create a type of ranking
system with differing contributions to individual universities. The negative
experience from such linkage in other countries kept Switzerland from tak-
ing a similar step.
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Notes

1. Organ für Akkreditierung und Qualitätssicherung.

2. Cantons which are funder of a university.

3. “Vereinbarung zwischen dem Bund und den Universitätskantonen über die Zusamme-
narbeit im universitären Hochschulbereich”.

4. Federal Office for Statistics: Studierende an den schweizerischen Hochschulen, 1999
(The Student Body Attending Swiss Universities in 1999), Bern, 2000.

5. Federal Office for Education and Science: Revision of the Swiss Federal Law on Univer-
sity Development, Accompanying Report to the Draft Proposal for Approval Proce-
dures, Bern, 1997, p. 21.

6. The Federal Law on the Financial Aid to Universities and on the Interuniversity co-
operation regulates the financial assistance provided by the federal government and
the cantons as well as the collaborative efforts in the area of higher education.

7. Because of the differing areas of competence between the Swiss federal government
and the cantons, the partners to the interstate treaty (cooperation agreement) could
lend it legitimacy only through a federal act, on the one hand, and by a concordat from
the cantons delegating the authority to make decisions, on the other. The concordat
had to be ratified by the cantonal parliaments.

8. The Swiss University Conference is made up of representatives of the political univer-
sity funding bodies from the federal government and the cantons. The rectors of the
Swiss universities are represented in this council by the president of the Rectors’ Con-
ference of the Swiss Universities. He or she does not have voting rights, however.

9. With respect to the Cooperation Agreement (article 19, paragraph 3, lit. a), the Accredi-
tation and Quality Assurance Board outlines the requirements for quality assurance
and regularly reviews whether these have been fulfilled.

10. In order to support the universities in their efforts, the Accreditation and Quality Assur-
ance Board can make available material for evaluation procedures such as question-
naires, basic information on the structuring of evaluations, or lists of suitable experts in
the various areas. Further, it can provide organisational support to the universities for
certain evaluations, if requested, and organize conferences for an exchange of ideas
about ongoing evaluations and optimizing procedures. At the same time, experience
collected abroad should be made available through the existing network of national
accreditation and evaluation agencies.

11. The Swiss Science and Technology Council is the advisory commission to the Federal
Council for matters relating to scientific policy.
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ABSTRACT

Despite variation across national contexts, university-clinical partners in any
country have similar aims. These are to deliver world-class research, education
and health care services, and there are similar tensions.. Health and higher edu-
cation partners face two central paradoxes: that they are interdependent (require
each other to discharge their mission) and independent (managed according to dif-
ferent priorities). Also, partners struggle to balance the demands of two masters
(health and education) whose priorities are difficult to square. Traditional ways of
organising partnerships are challenged everywhere by the global change in clini-
cal provision, education and research. Despite pressures on its organisational form,
the tripartite mission remains a vital pursuit. The way it is achieved needs to be
re-examined.

Introducing evidence-based practice and service innovation, translating research
into practice, managing a growing knowledge base, and developing new forms of
working each require a tripartite approach. Partnerships are not necessarily
focused on synergy between missions, meaning the integration of component parts
to produce an effect that is greater than the sum of its parts.

This report draws on discussions with leaders of organisations at the interface of
health and university sectors on the current and future direction of relationships
between service, research and education. It outlines some challenges for those
managing the tripartite mission and suggestions for ways to approach these.
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CURRENT INTERNATIONAL PERSPECTIVE 
ON THE TRIPARTITE MISSION

Health/university relationships are characterised by complexity

Managing organisational complexity is an everyday reality for those managing
at the interface between health and higher education. They are both complex
areas in their own right. Each is politically charged and high on every domestic
political agenda. Managing at the interface of these sectors brings added com-
plexity because partners are subject to two sets of demands that routinely con-
flict. The organisational challenge is to align these disparate policies. There are a
wide range of stakeholders including politicians (at local and national level and
with health and education briefs), professional associations, the public, science
and private sector companies. Each sector is guardian to significant amounts of
public investment.

Health and higher education partners have long worked together in pursuing
a tripartite mission. This mission has always been complex. It is becoming more
so. It can be misleading to think of the partnership as a simple binary relationship
between a medical school and a hospital. This is an outdated view and is now far
more pluralistic. It is not only medical school staff within the university that work
with the health system. Several university faculties are involved. For example
nursing, dentistry and professions allied to medicine. Faculties are not always
dealing with a single health partner. In some parts of the UK, university depart-
ments might have honorary contracts and students placed with more than fifty
health care providers.

Because of these trends and others, it has been said that during the last ten
years universities have entered an age of “supercomplexity” (Barnett, 2000) in
which they are dealing with increasingly diverse agendas and competing pres-
sures (globalisation, regionalisation, e-learning, massification of higher education,
entrepreneuralism, technology transfer, and increased student choice within a
“market place”). Change is a constant feature of both sectors. The health sector
has experienced its own revolution. In constant flux and a political imperative, the
health sector in the UK has been described as in a state of “permanent revolution”
(Financial Times editorial, November 2001). All this has been against the back-
ground of increased resource constraints and a desire for transparency of income
streams, outputs and outcomes.

The interdependence between health and education in university hospitals
means change in either sector has huge implications. Notwithstanding the national
or political context, those responsible for managing medical schools/teaching hos-
pitals are having to deal with manifest tensions in university-hospital relation-
ships, multiple income streams, complex lines of accountability, a variety of
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interest groups or “stakeholders”, and the ethical issues arising out of advances in
clinical science.

The impact of these changes can be seen in all areas of the partnership, in
education for example. Training doctors and health care workers has been and will
continue to be essentially an apprenticeship: “on-the-job” training, the practical
elements of which can only be carried out in the presence of patients. In the past
this symbiotic relationship between university managers, clinical academic staff
and hospital managers was based on informal understandings and pragmatic
arrangements built up over time, arrangements that worked on the ground.

Formalised targets for each element of this mission have created the need for
a more formal partnership: the targets set for research, service and education do
not lead to synergy between missions or harmony between organisations account-
able for separate parts of the mission.

Because of this, the roles and relationships at the interface of health and edu-
cation might be described as “extra supercomplex”, in that they have to continu-
ally evaluate organisational arrangements to deliver teaching, research and
service activity because of discrete strategies in components of the mission. The
sheer scale of these changes over the last ten years or so has meant that maintain-
ing a delicate balance of organisational objectives in the partnership is increasing
difficult.

The notion of balancing research, service and education was progressively
questioned throughout the 1990s – for individuals, academic departments, and
entire institutions. It became apparent, for example, that not all clinical academic
staff could deliver all three activities in equal measure and with equal success all
of the time. This led to the health and HE sectors and institutions questioning
where resources were coming from and seeking to disentangle the relationship. In
particular, there was concern over whether subsidies were occurring between
teaching, research and service elements, either in terms of income streams or staff
time.

Is the tripartite mission starting to come apart?

The health reforms of the 1990s that affected almost all OECD countries have
created an environment that makes the tripartite mission more complex organisa-
tionally. Funding streams and incentives have changed. Both universities and
health providers now face much tighter financial constraints, requiring a stronger
internal focus. Teaching hospitals are more exclusively focused on service provi-
sion than in the past while universities are principally focused on research. There
are few institutional incentives for partnership. Policy has been a catalyst for the
separation of missions and over time for organisational strategies to point in dif-
ferent directions. But partners are bound together by their mission; it has proved
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impossible to divorce. Neither partner can meet their aims without partnership.
The relationship is fraught because squaring different priorities seems equally
impossible.

The interface between health and higher education is the place where the
present meets the future (Dainton, 1981). The mission for university and clinical
partners is to create a healthy and creative dynamic between research, service
and education. When the organisational objectives of partners are not aligned
these can transform into destructive tensions.

Joint working between the health and higher education sectors has been char-
acterised by informal relationships. Times have changes and pressures in both
sectors have highlighted the vulnerability of this approach. There is now an
increasing desire amongst managers at the interface on formalising organisational
relationships to improve alignment and for finding ways to manage the tension
between sectors more effectively.

Global drivers for change in the tripartite mission

There are global drivers for change in each element of the tripartite mission.
These are faced in every country and include: pressure to reduce the costs of clini-
cal care, to provide more care locally, and to demonstrate ever-improved quality
of care; pressures to improve competitiveness and institutional profitability in
research; and the reform of medical education with increased patient contact in
the early years of the course, simultaneous multi-professional instruction, and a
move of teaching into primary and community care.

Clinical service

In health care provision, there is an increasing emphasis on value for money.
There are increasing demands on clinical practice, in part fuelled by advance-
ments in knowledge. High expectations are reinforced by political and patient
expectations, together with growing importance of the assessment of on clinical
competence and mechanisms to manage quality.

Education

There is a growing emphasis on educational outcomes and on interdiscipli-
nary education. Medical schools are developing competency-based assessment,
for instance. What do medical students need to practice? Does it vary across coun-
tries? If the migration of health professionals is set to increase these will become
important international questions. In general terms, student numbers are increas-
ing while funding is not, resulting in a fall in the funding-per-student. Education is
expanding into primary care. This makes the role of the medical school less
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focused on the organisational relationship with its major acute provider; it has dif-
ferent relationships to manage.

Research

Research has a major impact on university income. Competition for research
monies is fierce and high quality research is the only way to increase public fund-
ing significantly. Universities therefore have an incentive to prioritise research,
focusing on their particular strengths. In the UK, this has led to universities
restructuring to create additional research capacity. If posts are lost that are inte-
gral to the partner health provider, the university decision can have serious desta-
bilising effects. It has been said that research activity is increasingly becoming
dislocated from health system priorities.

The university is increasingly relied upon to lead on the research element of
this joint mission. This is because in hospitals there has been less time for
research in daily clinical work and decreased funding for patient based work.

This has some cultural implications; on the way young people at the begin-
ning of their career see clinical research. It is not considered an attractive field in
which to work for researchers and it does not promote the clinical career of a hos-
pital consultants.

The separation of service and research has wide reaching implications. It is
likely to weaken connections between research breakthroughs and implementa-
tion into practice. It stifles development. In general, it means that medical science
is not focused on daily health problems.

Clinically focused research is needed to transfer recent breakthrough discov-
eries in molecular biology and genetics. Transferral of the benefits of these
insights to patients will not occur until clinical research is seen as a research prior-
ity for universities.

Commonalities between countries

The principles of the tripartite mission remain basically the same across inter-
national boundaries. Health service providers seek: access to the latest research
translating into patient care; a first class health infrastructure to treat a range of
conditions; a strong educational culture for students and doctors in training.
Higher education providers seek high quality students and teachers, practitioner-
based learning, a strong patient base with a range of conditions and clinical set-
tings, and excellent learning support facilities and infrastructure.

Although these objectives are common to the mission the way the tripartite
mission is organised differs across countries.
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Health and higher education policies differ radically across countries. There
are different health systems and funding arrangements; different mechanisms to
finance research; different educational curriculum and targets. There are also dif-
ferent national emphases on science and differing health profiles. Each works
within quite different policy constraints.

Despite this, the conference found a great deal of commonality despite the
pursuit of these aims in different contexts.

The commentary to a greater or lesser extent appears to be a universal story
told by health/university partners in different countries. The details change
because they are working in different systems and contexts. The global causes of
change result in different symptoms in different countries.

Maintaining a tripartite mission in current turbulent circumstances requires
much greater active engagement between partners. They need now more than in
the past to think about the informational, structural and cultural implications of
the relationship. If the tripartite mission is to continue, it will require its partners
to rethink the way they organise themselves to meet it.

Why is it so universally difficult to pursue this mission? The systemic reasons
have been well covered and are critical. There are also cultural differences, which
greater engagement would help resolve.

To an extent, health provision and academic pursuit are different worlds.
Bringing them together requires detailed exploration of their common ground.
There are different basic assumptions about the aim of joint working between sec-
tors. There is, to some extent, a “them” and “us” culture and without continual
engagement this can lead to mistrust and misunderstanding. The two sectors also
work in different temporal dimensions. Health is focused on meeting immediate
need (and to a lesser extent on medium-term need) and universities on long-term
implications and developments. This too can make partnership difficult.

Overcoming the structural and cultural barriers requires greater engagement
between health and education strategies.

THE FUTURE OF THE TRIPARTITE MISSION

The essential pursuit of the tripartite mission has not changed – a relation-
ship between service, teaching and education remains critical to national priori-
ties. But the circumstances (social, technological, political and organisational
environments) in which it is pursued have changed. The direction of the univer-
sity/health relationship needs to be reviewed, realigned and refocused on con-
temporary challenges for the tripartite mission.
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Reiterate the tripartite mission

The inter-relationship between education, research and service is becoming
more important. This is not always acknowledged and is implicit rather than
explicit in government policy. It is becoming more important for a whole range of
reasons, such as: the economic contribution of health status, health technology,
and biomedical research and start-ups; technology transfer, professional develop-
ment and innovation in service delivery, and the relationship develops our under-
standing about how to improve health and health service delivery.

Introducing evidence based practice and service innovation; translating
research to practice, managing a growing knowledge base, and developing new
forms of working each require a tripartite approach; each are core priorities to the
mission.

Given the changing circumstances, the organisational relationship between
partners needs to be revisited and thought through from first principles.

Review the delivery of the tripartite mission – towards a mixed economy 
of teaching, service and research?

It was suggested that the concept of the clinical academic who excels in
research, service provision is dwindling. The components of the tripartite mission
are becoming more disassociated. There are groups of staff that specialise on each
area. The organisation aims to balance the three and understands that it is difficult
– if not unlikely – that individuals can achieve excellence in all three. Some insti-
tutions (for example, in France) manage the tripartite balance on a departmental
level. It is an institutional “mixed economy of teaching, service and research”. Oth-
ers face obstacles to focus on an institutional balance (as in the UK) because each
element is written into an individual job plan.

A UK survey by the Royal College of Physicians (2001) showed that on average
clinical academic staff were spending 40 hours or more per week on service work.
This has a “crowding out” effect on the research element of the clinical academic
role. There is simply no time to do it. Those who are most determined work very
long hours.

Some medical schools attempt to mitigate the effects of this by agreeing a
“package” of outcomes to be delivered by the academic department so that indi-
viduals concentrate on, say, two out of the three. There has been discussion in
some places of “teaching only contracts”, although (as far as we know) none have
been introduced.
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Renew the role of the clinical teacher

There was interest from several countries in the possibility of developing an
additional career track for the clinical educator. At the moment there are few
mechanisms to recognise outstanding teachers. Most of the emphasis of the uni-
versity is on research. Teaching can become a poor relation in the tripartite mis-
sion, it receives less attention by partners than service and research.

There are questions about whether teaching is as highly valued as research as
an activity. It is difficult to foster a culture of high quality teaching in a “long hours
culture” where service is essential and the rewards for research may appear to be
more visible, both for individuals and institutions.

Reengineer the clinical academic career

There are serious questions being asked about the incentives that exist for
talented individuals to pursue a career in academic medicine, both in terms of the
attractiveness of the career and of financial rewards. In many countries it seems to
offer “more work and less pay”. In the past a clinical academic would pursue
research in their spare time, even at home. This cultural inheritance and way of
working is not attractive for many people. Demands on service mean people have
less free time and are understandably less inclined to pursue research in what
time is available.

Research relationships

It is critical to minimise the tensions and maximise the opportunities arising
from the relationship between basic and clinical research and health services
research. Many of the exciting developments in the biosciences require a transac-
tional arrangement in terms of clinical trials, technology transfer and business
“incubation”. This means public/private sector links, dialogue/understanding and
a joint strategic approach by higher education and health care providers. Strong
partnership between the two sectors is critical to the success of many major
domestic priorities, yet this is not widely appreciated.

The development of strong research relationships requires some systemic
priming – funding aimed directly at developing this relationship. Research priori-
ties are not always aligned. Focusing this relationship requires “joined up think-
ing” between government departments, the various agencies that commission
research and between researchers who deliver it.
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Relate the value added by partnership to priorities in health and university 
systems

People who are unfamiliar with the reasons for the different circumstances of
university hospitals do not always understand the value they add to a health sys-
tem or how its activity relates to central priorities.

Centres have not been universally successful at communicating to others the
mission of the partnership. With a few notable exceptions, university clinical cen-
tres (outside of North America) have not been good at communicating and pro-
moting their unique activity. Part of the reason the concept of the tripartite
mission is understood as marginal is due to the way it is communicated.

What might an outside observer conclude about the mission from listening to
a discussion of the issues and tensions in this area? The first message would be
that it is complex and confusing. The second would be that things are bad and get-
ting worse. It is no surprise that politicians who are not familiar with the intricacies
of particular activities fail to understand the mission or its relationship to the
development of health and academic aims. Partners need to focus on the implica-
tions of particular elements rather than its intricacies. Politicians tend to see the
big picture more clearly than its detail.

The challenge for organisations therefore is to encapsulate the aims of part-
nership in a positive and practical way. What do university clinical centres do?
What is the major contribution of the relationship between the two sectors? What
would it mean for the health system if clinical academic activity ceased?

Many of the aspects of the partnership are positive yet are presented as neg-
atives to those on the outside.

It is important to remember that university clinical centres make an enormous
economic contribution through partnership between health and universities. They
add value through innovation, translating research to practice and in training the
future health workforce. Centres are major employers too.

Redefine relationships with the health and higher education systems

What is a university clinical centre? It is not a simple binary relationship
between a medical school and teaching hospital, even though these are core com-
ponents. It involves clinical faculties, professions allied to medicine, and other
faculties with an insight on health gain. It involves health providers in network
relationships with universities with varying degrees of integration and universities
without medical schools.

Change in the academic clinical mission has been so great that we might legit-
imately ask what is a medical school? Is it the same institution as it was in the
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past? Likewise, are teaching hospitals the same? Is the scope of this relationship
the same as it was?

The resources required for world class research, such as access to patients –
in all their confusing variety, in a variety of settings, with a variety of conditions,
using different technology (Blumenthal in Smith, 2001) are dispersed across higher
education and health systems. Teaching takes place in more diverse settings, for
example. And hospitals deal with a broader range of faculties located in different
universities. Specialist centres no longer contain the range of partnerships
required. Partnership between health and education involves more partners and
has become a more complex relationship.

Given the changing circumstances, there is some value in asking some funda-
mental questions – answers to which may have changed over time. What are the
elements needed for world class education, service and research? Where are they
located? What are the relationships needed for these to work effectively?

University clinical centres need to redefine their relationships to form part-
nerships in primary care and non-medical HE institutions. Successful partnership
will increasingly depend on strong network relationships.

Those managing at the interface of health and education are interested in
finding ways of organising and working to re-energise the tripartite mission for the
21st century. Future relationships are likely to be more strategic than in the past
and based on closer engagement. In the current environment, considered to be
more uncertain and turbulent than before, organisation has become itself a key
consideration and a critical element in the tripartite mission.

THE WAY AHEAD? PARTNERSHIPS AND NETWORKS
OF UNIVERSITY-CLINICAL PARTNERS

As we have seen, partnership is a critical factor in university/health sector
relations. It provides a pivotal framework for the education of future health care
workers, scientists and researchers, in raising the quality of clinical care, and in
translating research into practical improvement. These remain priorities regard-
less of geographical or historical context. As such university-clinical partnerships
are critical levers of change. Many contemporary challenges in health and medi-
cine are central to the university-clinical mission and present great opportunities
for partnership. But there is great concern that systemic and political obstacles
will make these opportunities difficult to take.

Leaders within university-clinical partnerships have many ideas around
organisational innovation and strategy, on ways to focus organisations, to advance
our understanding of health and improve it. There are different approaches in dif-
ferent countries, some successful, some not so. There are a many learning oppor-
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tunities. It would help partners in different countries if ways could be found to
share experience across national boundaries.

What ways exist of managing research and education in a joined up way with
health services, of creating a healthy and dynamic tension between them? What
are possible alternatives?

Experimentation with models of partnership

There is likely to be a great deal of international diversity on governance and
opportunities to learn from each other’s experience.

Some models for future working reflect a vision of total integration of health,
research and education aims. They bring partners together into a single organisa-
tional model.

Whichever organisational model is adopted, transparent mechanisms are
needed between organisations to give clarity to the relationship and its expected
outcomes. There is also a need for clear definitions of responsibilities and shared
mechanisms to discharge them.

In the UK, the government have accepted the recommendations of an inquiry
(Follett, 2001) for formal joint arrangements over the management of clinical aca-
demics – who are accountable to both organisations. Health and education organi-
sations, accountable for different elements of the clinical academic role, will have
to develop robust systems for joint appointment and appraisal.

New structures and processes are needed to facilitate dialogue around plan-
ning and to minimise the potential for conflict where funding for academic and
service activity comes from different sources and priorities between academic and
service partners differ. Initiatives include: joint management boards (as opposed
to liaison committees) to implement “joined up thinking” and foster joint owner-
ship; signed agreements which outline joint working arrangements; and project
task groups to review, for instance, space usage, research collaboration, financial
relationships and staff development and appraisal (Smith, 2001).

Establishing an organisational dynamic between research, service and 
education

A key challenge for all university clinical centres is to establish an interactive
and dynamic relationship that demonstrates learning across sectors and institu-
tional boundaries.

Different institutions have approached challenges in different ways. Some
have established “Academic”, “Clinical” or “Health Centres” to provide basic and
clinical scientific research alongside clinical units. The institution is dedicated to
the understanding of the mechanisms of disease, their investigation and treat-
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ment. In these centres, health services research supports this endeavour by exam-
ining how services should be delivered in hospitals, primary care settings and the
community. It aims for organisational synergy; focused on a single mission.
Through interaction between missions, synergy benefits both the health and the
university sector by producing value that neither institution could achieve alone.

From an organisational perspective, synergy will be gained from aligning the
individual functions of each organisation to point in the same direction. It might
include, for example, a joint management board, with representatives of academic
and service interests and organisations, joint managerial functions and personnel,
and the alignment of academic departments to maximise quality and critical mass.

The Academic Medical Centre at the University of Amsterdam aims to do this
through a matrix management structure that integrates clinical and academic staff
within clinical specialities engaged in joint service, education and teaching
endeavour.

Developing a learning network for university-clinical partnerships

People who work at the health/university interface often feel isolated from the
mainstream agenda of health and higher education. Clinical academics are some-
times seen as remote from their academic colleagues. In other faculties, they are
seen as closer to the health system than the university. Similarly, teaching hospi-
tals feel that their special mission is not recognised by other parts of the health
system. They are seen as very big hospitals in which academics practice and black
holes for resources. Partners in virtually all systems find themselves fighting a
lonely battle for recognition of how interaction with a partner sector makes their
mission unique.

There are few opportunities for people managing at the interface to meet and
share experience, discuss trends and think through solutions.

Exploring fruitful parallels and connections is likely to help leaders work
through appropriate solutions. It would be useful to identify critical measures of
the university-clinical partnership and benchmark these across institutions. As the
tripartite mission is a critical endeavour across national contexts boundaries
benchmarking could be relevant internationally. Furthermore, its institutions are
part of a global community.

Leaders do not want to “reinvent the wheel” when thinking about issues. There
are no off-the-shelf solutions because context is critical. But the core issues are simi-
lar and those lead organisations working at the interface can learn from each other. A
network of international organisations will help partners to think laterally.

Institutions and partners should explore ways of learning from each other.
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Practical ways to develop learning between international centres

The most important finding from the seminar is that the core elements of the
university-clinical partnership are the same across international boundaries. Dis-
cussion helped crystallise common challenges. The main conclusion is that the
21st Century tripartite mission requires new forms of engagement between health
and education to focus organisational strategies on the shared mission. It will be
valuable to explore ways of sharing experience and explore ways of benchmarking
between international centres. Institutions like Imperial College, Karolinska Insti-
tute and Johns Hopkins University compete with each other outside national
boundaries.

Universities and their partner hospitals must think globally and act locally.
University-clinical partnership is a global enterprise. Partners everywhere have
the same aims and are coping with similar tensions. They are also subject to simi-
lar pressures across their missions. Paradoxically, despite the internationalisation
of their mission, they are also focused on a defined local community.

Because organisations have been largely responsible for pursuing the tripar-
tite mission, discussion of this mission has been more about organisations than
about the mission itself. It is important to stress the mission over organisations, to
formulate the challenges faced by the mission as well as the organisational complex-
ities in delivering it. It is also important to acknowledge that centres care for a local
population and to demonstrate the benefits of partnership to this population.

Organisations across national contexts are thinking of ways to structure rela-
tionships. The aim is to manage and achieve synergy between research, service
and education – resulting in tangible improvement to patients. Many of the syner-
gies that lead to palpable improvement are achieved in spite of the organisational
relationship rather than because of it. As the environment becomes more uncer-
tain, informal relationships are more ineffective. Partners must work closely
together to devise ways of creating synergy and making its impact transparent.

Environmental change has challenged the tripartite mission and organisa-
tional strategies between partners are not uniformly aligned with it. Current uncer-
tainty about the relationship is an opportunity to think from first principles about
the way the mission is managed. Are current governance arrangements structuring
relationships on fruitful interaction? How is information shared between one side
and the other? How different is the organisational culture across the sectors?

The nature of the organisations working at the health/university interface
means that they have few peers and lack support networks. There would be value
in exploring ways of networking organisations. Organisations might benchmark
themselves against a number of shared priorities.
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There are a number of areas of common concern that a network of partners
would allow institutions to think about. These include:

• Ways to define clearly the mission of university-clinical partnership.

• Governance of specialist centres.

• Effective ways to manage partnership across institutional boundaries and to
explore ways of working in partnership across the whole system, with pri-
mary and secondary care.

• Implementation issues.

Notes

1. In August 2001, the OECD’s Programme on Institutional Management in Higher Educa-
tion (IMHE) hosted a conference to explore the experience of managing at the interface
between universities and the health system. Participants met at OECD headquarters in
Paris, representing health authorities, teaching hospitals, medical faculties and univer-
sity institutions in 15 countries. To our knowledge, this is the first time a significant
number of senior managers from health and higher education have sat down together
to discuss the complexities of managing their interdependent mission.
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ABSTRACT

This article explores the changing roles and personal characteristics of deans of fac-
ulties and heads of academic departments in Australian higher education institu-
tions over a twenty-year period from 1977 to 1997. While deans and heads
continued to be academics with superior qualifications and impressive research
achievements, the gap between the research records of deans/heads and other aca-
demics narrowed between 1977 and 1997 but the gap between deans/heads and
professors widened. Deans/heads in 1997 were somewhat less likely than in 1977
to have been professors or associate professors. Work patterns of deans/heads and
other academics remained remarkably stable between 1977 and 1997, except
that for both works hours per week increased. However, interest by both deans/
heads and other academics in administration and committee work declined sharply
between 1977 and 1997.

INTRODUCTION

Over recent years, Australian higher education institutions have moved from
largely collegial to much more corporate styles of university management. This
trend raises important issues about the possible impact this has had on the posi-
tions of deans of faculties and heads of academic departments. For example, have
there been major changes in the work roles of deans and heads, and in the social
and educational backgrounds of those who occupy these posts. Are the new genera-
tion of deans and heads more inclined to be corporate managers rather than more
traditional academic leaders, with their main loyalties now being more to their
vice-chancellors rather than to their academic colleagues? Are senior academics
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with exemplary research records still being appointed to the positions of deans
and heads, or are new appointments going to scholars of lesser standing but with
relevant management expertise?

Through the use of national survey data, this article aims to address particular
aspects of these issues and how the roles and characteristics of deans and heads
on the one hand and their academic colleagues on the other changed over the
period 1977 to 1997. Particular attention is given to social and educational back-
grounds, qualifications and research achievements, academic rank, work patterns
and work interests, satisfaction and interest in other appointments, and attitudes
and values. Unfortunately, because of limitations with the data that were collected
for other purposes, only some aspects about changing roles and backgrounds can
be addressed.

Traditionally, Australian universities largely followed British patterns of aca-
demic governance and management. Professors, usually appointed following
external advertisement, headed departments while faculties, whose main respon-
sibilities related to the approval of new courses of study and examination results,
were usually led by senior academics appointed by election for terms of two or
three years at a time (Moses and Roe, 1990). In the 1960s and 1970s, with major
expansion in student enrolments and the adoption of more democratic ideals of
governance, the “God Professor” gave way first in departments to systems of rota-
tion of headship amongst professors and then to the election or nomination of
heads from amongst senior staff of a department, or in some cases, amongst all
staff of the rank of lecturer and above.

Further changes followed in the 1980s and early 1990s as universities moved
increasingly from collegial to more corporate styles of management (Meek and
Wood, 1997, pp. 24-26; and Higher Education Management Review, 1995). First, in many
universities, faculties became not only units of academic governance but also
major cost centres to which were delegated substantial management and financial
responsibilities. Second, elected deans of faculties were replaced increasingly by
appointed deans (Sarros et al., 1998), usually regarded by their vice-chancellors
more as members of their senior management teams, rather than as spokesper-
sons for faculties. Third, with the development of faculty cost centres, academic
departments took on increased financial and resource responsibilities and many
universities went back at least partially to a system of appointed rather than
elected heads (Sarros et al., 1997). All these changes have meant that deans and
heads have increasingly taken on a range of additional financial management, per-
sonnel and reporting activities in addition to their more traditional work of aca-
demic leadership. On the other hand, since the late 1980s in most universities the
financial allowances for heads of departments have been considerably increased
while deans generally have been appointed with professorial salaries plus use of
fully-serviced motor vehicles and sometimes additional allowances.
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Meanwhile, in the late 1960s and 1970s, colleges of advanced education
(CAEs) had developed somewhat different systems of academic governance and
management. Most CAEs opted for schools rather than departments as their major
academic units, with schools being headed by appointed heads usually carrying
the salary of a university professor and being responsible for substantial financial
management. Within schools, arrangements differed significantly from institution to
institution, but frequently larger schools allowed disciplinary groups to be organised
under the leadership of senior academics who were either elected or appointed by
the Head of School. With the end of the binary system in the late 1980s, those CAEs
that became universities tended to continue with the main elements of the advanced
education form of academic governance and management.

Recent changes in university governance and management and possible
changes in the roles and appointments of deans and heads raise important issues
about the operation of higher education institutions and about the academic pro-
fession. Compared with two decades ago, what kinds of academics today seek and
are appointed to the positions of dean and head? The traditional professorial
heads in universities clearly were scholars of distinction, usually with strong
research records, and often professors or other senior academics in turn accepted
the elected position of dean. But today are deans and heads more managers than
scholars? Questions such as these have important implications for academic work
and the directions of higher education. Some university vice-chancellors argue
that it is not essential for deans and heads to be top class researchers, since it is
more important for them to have well developed management and financial skills.
But difficulties arise when deans and heads selected primarily because of their
management expertise are called on to make judgements about academic direc-
tions and priorities.

Other important questions relate to the extent to which female academics
have gained access to the position of dean and head, the extent to which foreign
born as opposed to locals hold key positions, and the work patterns of deans and
heads and their satisfaction with their positions. In addition, there are important
questions about values and attitudes, especially the extent to which deans and
heads today identify more with senior management as opposed to the academic
profession. Previous studies have pointed to the divided loyalties of deans and
heads (Moses and Roe, 1990; Tucker, 1992; Sarros et al., 1998; Wolverton et al., 1999b).

For convenience, the paper refers to deans of faculties and heads of depart-
ments, although the actual titles of both academic units and their managers varies
considerably between institutions, and has done so over the past couple of
decades. Major academic cost centres today are known not only as faculties but
also as colleges, institutes, schools, divisions and budget centres, while their
heads may be styled deans, heads or pro vice-chancellors. Similarly, with systems
of two-level academic organisation, base level academic units are also known as
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schools, centres, divisions and disciplines, while their heads are variously known
as heads or chairs.

DATA SOURCES AND SUMMARY CHARACTERISTICS

The data for the paper come mainly from two separate national surveys. The
first was a survey of academic and teaching staff in universities and CAEs con-
ducted in 1977 by the Survey Research Centre at the University of Sydney on
behalf of the Williams Committee (Committee of Inquiry, 1979), while the second
was a survey of academic staff in Australian public universities conducted in 1997
as part of a project on academic work and values funded by the Australian
Research Council.

For the 1977 survey, universities and CAEs were grouped in strata based on
common characteristics and on this basis eight universities and eleven CAEs were
selected (Beed et al., 1977, 2.1; Sowerbutts, 1978). From these, samples of 20% of
the total population of university academics and 24% of CAE academics were
selected to receive mailed questionnaires. The response rate for university staff
was 66.3% and for CAE staff was 59.0%.

For the 1997 survey, a national sample of universities was designed in a simi-
lar fashion and in such a way as to allow comparisons to be made with 1977 data.
The 36 universities were classified into four strata – “Group of Eight” (Go8) consist-
ing  of old established major universities in state capita ls;  other pre-
1987 universities; universities of technology that developed from institutes of
technology in the advanced education sector; and new universities developed
from other CAEs. Twelve universities were selected, with three institutions coming
from each stratum. Samples were selected and questionnaires again were distrib-
uted by mail. An overall response rate of 39.0% was achieved.

In the analyses that follow, data for 1977 university and CAE respondents will
frequently be considered separately, as will data for the four strata of 1997 respon-
dents. Data for both 1977 and 1997 enable us to identify those respondents who
were currently dean or head, and those who had held one or more of these posi-
tions in the previous five years. However, while the 1977 data enable us to distin-
guish between deans and heads, the 1997 questionnaire simply asked whether
respondents were currently, or had been, a dean or head. These differences pose
some problems for analysis.

In the 1977 survey, 4.0% of respondents in universities said they currently
held the position of dean of a faculty and 6.6% said they had held the position of
dean in the past five years, while16.5% said they held the position of head or
chairman of their department and 9.9% said that they had held this position in the
past five years. For CAEs, 4.4% of a total of respondents said they currently occu-
pied the position of dean or head of school, while 18.0% said they were currently
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head or chairman of a department or discipline group. For the 1997 survey, 15.4%
said they were a dean or head while 28.6% said that they had held such a position
in the past five years.

SOCIAL AND EDUCATIONAL BACKGROUNDS

In terms of their social and educational backgrounds, deans and heads
in 1997 did not differ to any marked degree from their academic colleagues, and
no dramatic changes occurred since the late 1970s except for a marked ageing of
the academic profession and substantially increased representation of women.

Deans and heads traditionally have been recruited almost exclusively from
amongst academics with considerable experience in the higher education sector,
and often in their own institution and this pattern has continued largely today
except there is a growing tendency for external advertisement of the position of
dean. In both 1977 and 1997, deans and heads on average had spent considerably
more years than other academics both as academics and usually in their own insti-
tutions. In 1977, for example, university deans had on average 18.3 years experi-
ence as academics and 9.5 years experience in their own institution while heads of
departments had had 15.7 years experience as academics and 10.3 years experi-
ence in their own institution. In contrast, their academic colleagues had only
between half and two thirds as much service. In 1997, the pattern was highly simi-
lar with deans and heads on average having 17.1 years of service as academics
(compared with 12.9 years for academic colleagues) and 12.6 years of service in
their own institutions (compared with 9.6 years for their academic colleagues).
This overall picture of longevity as academics and as members of their own insti-
tutions helps explain the conservative nature of academic leadership and throws
light on social relations within departments and faculties. Related to this there has
been a decided ageing. While in 1977 some 33% of university deans and 44% of
university heads were under 45 years of age, by 1997 only 20% of deans and heads
were under 45 years age. A 1995 survey of heads of Australian and American University
departments found that the mean for Australian departmental heads was 50.8 years
compared with 50.5 years for American heads (Wolverton et al., 1999a, p. 337).

While the academic profession in Australia has been strongly male domi-
nated since its foundation, since the 1970s there has been a decided increase in
the proportion of females and more recently a significant move of females into the
positions of dean and head. The proportion of women amongst 1977 respondents
was 14% in universities and 16% in CAEs but by 1997 females constituted 32% of
respondents. In 1977, all university deans and 95% of heads in our sample were
male, while in our CAE sample all deans and 88% of heads were male. In contrast,
by 1997, 19% of deans and heads in our sample were female, although this was
below the overall figure of 33% of female academics.
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While initially Australia’s academics were largely recruited from abroad, in
recent years about 60% have been Australian born while additional numbers have
been recruited from local migrant communities. Even then, there has been a strong
tendency to recruit considerable numbers of professors and other senior staff from
abroad, possibly reflecting concern about maintenance of academic standards and
deference to leading international centres of scholarship. In 1977, in both uni-
versities and CAEs, Australian born were quite seriously under-represented
amongst deans and heads, while academics from the United Kingdom were
over-represented. By 1997, however, the proportion of deans and heads who
were Australian born was almost identical to that for all university respondents,
although UK born were slightly over-represented amongst foreign born in the case
of deans and heads.

While initially Australia’s higher education teachers came largely from middle
and upper-income strata, since at least late last century strong traditions of
upward social mobility through education had become well established and many
distinguished academics had come from non-privileged backgrounds. Our data
show that while over the period since 1977 almost half the academics were
recruited from households where fathers held professional or managerial occupa-
tions, substantial proportions came from homes with relatively low educational
levels and social status. In this regard, there are little appreciable differences
between deans and heads and their colleagues, except for a slight tendency for a
higher proportion of deans and heads to have had fathers holding professional or
managerial positions. Also slightly higher proportions of deans and heads went to
non-government schools, although the bulk of both deans and heads and their
colleagues had government school backgrounds.

QUALIFICATIONS AND RESEARCH ACHIEVEMENTS

With the recent move away from elected deans of faculties and heads of
departments towards formally appointed academic managers, are the new deans
and heads academics of lesser academic and research standing than their aca-
demic colleagues? The data show this not to be so. Overall, deans and heads con-
tinue to be academics of superior qualifications and impressive achievements in
research, although the gap in research achievements between deans and heads
and other academics has been reduced.

In 1977, about 65% of deans and heads in universities held doctorates and
this proportion did not differ greatly from that for the university academic commu-
nity generally, while in CAEs the relatively small number of appointed deans were
considerably better qualified than their colleagues of whom only about 20% held
doctorates. By 1997, almost 75% of deans and heads compared to 58% of academ-
ics held doctorates. More significant is the data on output of scientific and schol-
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arly publications. Table 1 compares the productivity of deans/heads and other
staff in both 1977 and 1997. In both years, deans and heads had superior publica-
tion records to other academics. But while in 1977 the output by deans and heads
was five times that for other staff, by 1997 it was only twice as great. This reduced
differential could possibly result from rising productivity amongst academics gen-
erally, but alternatively it could be the result of changed selection practices for
deans and heads, with increased weighting being given to managerial expertise
and achievements, and possibly less to scholarly and research achievements.

Analysis of differences in 1997 data between pre-1987 and post-1987 universities
provides important additional information. In pre-1987 universities, the mean
number of papers for deans and heads was 59.6 papers and for other staff
30.6 papers, while the differential was less in post-1987 universities – 20.1 papers
for deans and heads as opposed to 13.5 papers for other academics. This suggests
pre-1987 universities have continued to put more emphasis on research achieve-
ments in making appointments of deans and heads.

Further still, in universities both in 1977 and 1997 the research performance of
deans and heads was significantly less than that of professors. Amongst our 1977
university respondents, professors on average had produced 43.9 papers and
1.7 books, deans and heads 34.4 papers and 1.4 books and other staff 16.1 papers
and 0.6 books, while in 1997 professors had produced 79.4 papers and 4.1 books,
deans and heads 49.1 papers and 2.7 books, and other staff 23.5 papers and
1.1 books. What is important to note is that the gap between professors and
deans/heads expanded significantly between 1977 and 1997. In the case of
papers, in 1977 deans and heads had produced 78% of the average number pro-
duced by professors but by 1997 this had been reduced to 62%, while with books
deans and heads in 1977 produced 87% of the number produced by professors
while in 1997 they produced 66%.

This trend can be explained by possible factors. First, it could be the result of
an increased emphasis on other than research achievements in the appointments

Table 1.  Publications of deans and heads, and of other academics

Source: Author.

1977 1997

Deans/Heads Other academics Deans/Heads Other academics

N = 153 N = 1 731 N = 106 N = 583

Scholarly articles 26.4 5.9 49.1 25.02
Books 0.8 0.3 2.7 1.1
© OECD 2002



Higher Education Management and Policy

 60
of deans and heads. Second, possibly by 1997 professors with strong achieve-
ments in research were less attracted to the positions of deans and heads. A third
possible explanation for the decreasing gap between deans/heads and other aca-
demics over the twenty-year period and the growing gap with professors could be
that, because of increasing work demands, deans/heads publish less while in
office. While we have no data on this, Wolverton et al. (1999a and 1999b) found
Australian university heads to be more productive in office than their American
counterparts, with Australian heads producing 11.6 scholarly papers and 0.9 books
while in the position of head compared to 5.9 papers with 0.6 for American heads.

ACADEMIC RANK

Closely related to qualifications and research achievements is academic rank.
In 1977, as demonstrated in Table 2, some 95% of university deans and 71% of
heads were either professors or associate professors. At the same time, while
almost 90% of heads of schools in CAEs held the equivalent of professor or associ-
ate professor positions, the far less important position of head or chairman of
department in about 60% of cases was held by a senior lecturer or lecturer.
By 1997, about 70% of deans and heads were professors or associate professors
while another 22% were senior lecturers. However, there were clear differences
between the four types of universities. In particular, Go8 universities and other

Table 2.  Deans of faculties and heads of department by rank (percentages)

Note: The 1977 survey of CAE academics used the terms Head of School instead of Professor and Principal Lecturer
instead of Associate Professor.

Source: Author.

Professor Associate 
Professor

Senior 
Lecturer

Lecturer Associate 
Lecturer

1977
University

Deans 75.0 18.2 4.5 Nil Nil N = 44
Heads 50.3 20.8 23.4 5.1 0.5 N = 197

CAE
Deans 81.1 8.1 5.4 5.4 Nil N = 37
Heads 6.7 30.4 37.1 22.3 Nil N = 224

1997
Go8 universities 61.1 27.8 8.3 2.8 Nil N = 227

Other pre-1987 universities 35.0 27.5 25.0 10.0 2.5 N = 200
Universities of technology 26.7 46.7 26.7 Nil Nil N = 117

New Universities 26.7 20.0 40.0 13.3 Nil N = 145

Total 41.5 29.2 21.7 6.6 0.9 N = 689
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pre-1987 universities were much more inclined than universities of technology
and other new universities to have faculties and departments led by professors
and associate professors. While in Go8 universities almost 90% of deans were pro-
fessors and associate professors, in new universities 53% of deans and heads were
lecturers or senior lecturers. This later figure raises important questions about the
quality and experience of academic leadership in new universities.

WORK PATTERNS AND INTERESTS

Despite a marked increase in the range and demands of their managerial
functions, the work pattern each week of deans and heads has remained remark-
ably stable since the 1970s, except that deans and heads as well as their academic
colleagues now spend more time each week in work activities. As indicated in
Table 3, in both 1977 and 1997 the allocation of time differed to a marked extent
between deans and heads and their academic colleagues. In both 1977 and 1997,
deans and heads spent between 23 and 27 hours per week on administration and
committee work, and correspondingly less time on teaching, marking, teaching
preparation, laboratory classes and research. In both years, deans and heads also
worked each week four to five hours longer than other academics. However, some-
what curiously, the time given by deans and heads to administration and commit-
tee work decreased slightly between 1977 and 1997.

While in both 1977 and 1997 deans and heads spent close to half each work
week on administration and committee work, they still had a reasonable degree of

Table 3.  Estimates of time spent on work activities during semester (percentages)

Note: The totals above are less than the sum of the various columns. This is because respondents provided informa-
tion on hours spent on each type of activity as well as a total number of hours.

Source: Author.

1977 1997

Heads/Deans 
N = 154

Other staff 
N= 1 730

Heads/Deans 
N = 106

Other staff 
N = 584

Lectures and tutorial groups 4.78 9.01 5.30 7.92
Marking students work (including exams) 1.70 4.79 2.74 4.75
Preparation of new courses, lectures, tutorials 3.72 7.75 3.30 7.12
Laboratory classes 0.97 3.52 0.77 1.50
Student appointments 2.64 3.79 3.31 3.90
Administration 18.66 3.91 17.32 6.19
Committee work 8.19 2.04 5.73 2.47
Research and writing papers, books, etc. 3.33 6.03 8.62 11.02
Other professional community activities 5.02 3.15 5.77 3.80

Total 49.51 43.99 52.87 48.68
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involvement in teaching and research. In 1977, deans and heads spent over
11 hours in teaching and related activities, 2.6 hours in consultation with individ-
ual students and 3.3 hours in research and writing while in 1997 they spent
12 hours on teaching, 3.3 hours on student appointments and 8.6 hours on
research and writing. However, compared with other academics, deans and heads
in both 1977 and 1997 were more involved than other academics in postgraduate
teaching. In 1997 while deans and heads on average supervised five research stu-
dents, other staff supervised only three.

Despite their heavy involvement in administration and committee work,
somewhat curiously deans and heads see this as the least interesting part of their
work, and their interest in these activities declined appreciably between 1977
and 1997 rather than increasing as we might have expected in view of increased
responsibilities. For example, as indicated in Table 4, in 1977 about 23% of univer-
sity deans and heads and about 31% of CAE heads and deans found administra-
tion to be interesting or very interesting while in 1997 only about 14% rated
administration as interesting or very interesting. Admittedly deans and heads in
both 1977 and 1997 not only showed more interest than their academic colleagues
in administration and committee work but generally they showed greater interest
in key academic activities of teaching, consultation with individual students, and
research and writing.

Table 4.  How interesting do you find each of the following activities? 
Percentages of 1997 respondents who rated activities 

as “very interesting” or “extremely interesting”

Source: Author.

University CAE

Deans/Heads Other Academics Deans/Heads Other Academics

1977 N = 215 N = 944 N = 256 N = 552
Administration 22.8 8.0 30.5 12.0
Committee Work 9.1 7.2 21.0 13.5
Teaching 88.4 83.5 91.4 90.1
Consultation with individual students 83.7 77.3 81.9 81.3
Research and writing 90.7 89.4 70.1 66.7

1997 N = 104 N = 578
Administration 13.5 7.5
Committee Work 11.6 8.8
Teaching 85.7 82.4
Consultation with individual students 79.1 74.3
Research and writing 90.4 84.9
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Even more of a puzzle is the fact that, in 1997, 50% of the deans and heads
said that they found administration very boring or dull, while 41% gave a similar
rating to committee work. These ratings may reflect genuine dislike of administra-
tion and committee work but it might also be a reflection of traditional academic
values in dislike for managerial work. Another possible explanation is that for
many high performing academics both administration and committee work do not
generate the same degree of intrinsic interest as do academic activities, particu-
larly research and writing.

Another important trend is that over the twenty-year period not only did the
interest of deans and heads in administration and committee work decline but
also a similar trend occurred with respect to their academic colleagues. Two possi-
ble explanations suggest themselves. First, over the twenty year period, adminis-
tration and committee work has clearly become more onerous and time
demanding, with a marked increase in reporting and monitoring requirements,
and an expansion of the work of deans and heads especially in financial manage-
ment. Second, since the 1970s, both administration and committee work have
come to be more widely shared amongst all academics, with the result that tasks
that were once the exclusive domain of senior academics are no longer seen to be
so attractive to both senior and junior staff.

SATISFACTION, MOBILITY AND INTEREST IN OTHER APPOINTMENTS

Over the twenty year period, academics appear to have been highly satisfied
with the academic components of their jobs, although at the same time they often
have been critical of various aspects of the environment and working conditions.
Not surprisingly, criticisms of government policy and working conditions were
much stronger in 1997 than in 1977 but, in comparison to other academics, deans
and heads demonstrated greater work satisfaction and less inclination to move to
another position.

Respondents in 1977 were asked how satisfied they were with their jobs.
Amongst university staff, 91% said that they were “very satisfied” or “satisfied”,
while only 7% said they were “dissatisfied” and only 2% they were “very dissatis-
fied”. Amongst CAE respondents, 89% were “very satisfied” or “satisfied” while
about 9% said that were “dissatisfied” and 2% “very dissatisfied”. Overall, deans
and heads showed an even higher level of satisfaction than their academic col-
leagues. In fact, in 1977 all university deans and 94% of university heads said that
they were satisfied or very satisfied.

The same item was not repeated in 1997, but in that survey about three in
four respondents said they were satisfied with the courses they taught while 62%
rejected the proposition that, if they had their time over again, they would not be
an academic. For deans and heads, the percentages were almost identical on the
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first item but higher on the second. The Carnegie survey of the early 1990s pro-
duced similar results for academics generally, with 77% of Australian academics
saying that they were satisfied with the courses they taught and 66% disagreeing
with the proposition that if they had their time over they would not become an
academic (Altbach, 1996, pp. 15-17).

Data on mobility and interest in other appointments provides additional
insights into satisfaction. In both surveys, respondents were asked whether they
anticipated that they would be applying for another position outside their current
institution in the next three years. What is notable in both 1977 and 1997 is that
while about one third of respondents answered yes, less than 20% of deans and
heads did so. This suggests that deans and heads felt more committed to their
institutions, but it also may be influenced by the fact that many deans and heads
were closer than other academics to retirement.

Respondents in both surveys were also asked about the attractiveness of
other positions. Overall, the responses show remarkable consistency both for
deans and heads on the one hand and their academic colleagues on the other.
While the most attractive option for all academics was another higher education
appointment at a higher salary, which points to a high degree of satisfaction with
academic employment, in both 1977 and 1997 heads and deans showed less inter-
est in other appointments, even at a higher salary.

ATTITUDES AND VALUES

Discussion of values and beliefs and how these have changed over time is
limited somewhat by the questionnaire items used in the two national surveys.
The attitudinal items in the 1977 questionnaires were designed primarily to col-
lect information of possible interest to the Williams Committee, while in 1997 the
questionnaire focused primarily on how the environment for academic work had
changed, particularly related to new approaches to institutional management and
funding, the introduction of full-fee courses, and a new emphasis on commercial
activities and entrepreneurship. Because of these limitations, this section of the
paper will consider only 1997 data.

Two key questions need to be raised about the attitudes and values of deans
and heads today. First, through their management work and leadership roles, do
deans and heads develop somewhat different attitudes and values to their aca-
demic colleagues? Incidental evidence suggests that many deans and heads
develop more managerial than academic attitudes, especially related to matters
of institutional governance and higher education policy. Second, once an aca-
demic occupies the position of dean or head, do they maintain a more managerial
than academic orientation when they return to teaching and research?
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In the first place, our data indicate that deans and heads make somewhat dif-
ferent judgements to academic colleagues about their own institutions and
departments, no doubt resulting from greater access to information and to faculty-
wide and institutional perspectives. In 1997, respondents were asked to rate a
number of aspects related to their department. As Table 5 demonstrates, deans
and heads rated all aspects higher than other academics, with differences in
judgements being most marked in relation to quality of students, collegiality, and
academic standards of teaching. Moreover, on all aspects, deans and heads gave
higher ratings than other academics.

Deans also have different perceptions on how various factors impact on aca-
demic work. Respondents were asked to rate factors that may have had an
adverse affect on their work over the past five years. Current deans and heads
gave higher ratings than other staff to budget cuts, increased paper work, loss of
staff, income generating activities and restructuring and former deans and heads
largely agreed with these views, although over time there had been some modera-
tion of their managerial perspectives.

With regard to institutional governance and management, on a number of
issues current deans and heads differ from their academic colleagues and seem to
be closer to a senior management view. For example, deans and heads agreed
more strongly than other staff with the proposition that student assessment of
teaching is of great importance, they seemed less concerned that contract staff are
treated differently to other academics, and were less inclined than other academ-
ics to say that an increased number of fixed term contracts for academics are
unjustified. Meek and Wood (1997, p. 84) found that 47% of deans in their sample
agreed that setting new directions is unduly constrained by too many academic
staff holding tenured positions. We also found that deans and heads tended to be

Table 5.  With reference to your department how do you rate the following? 
Percentages of 1997 respondents who replied “high” or “very high”

Source: Author.

Deans/heads Other academics

N = 105 N = 578

Morale amongst staff 26.9 20.9
Quality of teaching 68.1 62.7
Loyalty of staff of the University 28.9 27.6
Research Performance of staff 40.1 39.3
Academic standards in teaching 68.5 61.5
Collegiality 45.7 38.2
Quality of students 41.1 32.6
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less supportive than other academics that there should be open entry to universi-
ties and agreed more strongly that opportunities for female academics have
improved recently, but are less inclined to say that their institution had too many
administrators. On the other hand, on issues related to traditional academic val-
ues deans and heads share broadly similar views to their academic colleagues.

With regard to national higher education policy, deans and heads seem much
closer on many issues to what we would expect to be the views of senior manag-
ers, and certainly they often held different views to their academic colleagues.
Table 6 compares the views of current deans and heads with their academic col-
leagues on a range of higher education policy issues. On a number of issues,
deans and heads took different views from their colleagues. Almost 40% of deans
and heads, for example, in 1997 thought the controversial differential HECS
(Higher Education Contribution Scheme) to be a good idea compared with only
about 30% of academics. Similarly deans and heads were more supportive of the
policy that coursework postgraduates should pay fees, and of the ideas that
Australia has too many universities and that with increased competition some uni-
versities may need to close.

Analysis of data indicates a close measure of correspondence between the
views of current deans and heads and those who had held one or other of these

Table 6. Percentage of 1997 respondents who “agree” and “strongly agree”

Source: Author.

Deans 
and heads

Other 
academics

N = 103 N = 575

Differential HECS is a good idea 38.3 30.9
Higher education must serve national economic goals 41.3 34.8
Coursework postgraduates should pay fees 40.9 31.3
Australia has too many universities 52.3 39.2
Public accountability of universities is emphasised far too much 48.5 45.4
With increased competition some universities may need to close or merge 

with others
67.6 57.4

Multinational companies should be allowed to offer university courses 
and grant degrees

5.7 11.3

Further public investment in higher education is vital to maintain 
Australia’s comparative advantage

92.4 91.2

I favour a student voucher system for universities 14.3 17.2
Quality has suffered because of increased enrolments 75.2 74.6
Private providers should be able compete for government higher 

education funds
9.6 17.2

I oppose the Government’s plan for full-fees for some domestic 
undergraduates

58.1 64.7
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positions in the past five years. For example, in response to the proposition that
student enrolments should increase only if funding is available, some 86% of cur-
rent deans and heads agreed as opposed to 82% of former deans and heads and
about 74% of other staff. Similarly, both current and former deans/heads largely
agreed that research funding should be more concentrated and that overall per-
formance should determine departmental funding and their views differed con-
siderably from those of other respondents.

CONCLUSIONS

The article has attempted to throw light on the changing roles and back-
grounds of deans and heads over the period 1977 to 1997, and also to compare
deans and heads on these two dimensions with their academic colleagues.

Deans and heads today do not differ greatly from their academic colleagues
in terms of social backgrounds and since the 1970s there have been no marked
changes. While in 1977 Australian born were under-represented amongst deans
and heads in universities and over-represented in CAEs, by 1997 the proportion of
Australian born was almost identical to that for the academic community. Deans
and heads come from similar family backgrounds to their academic colleagues,
except that a slightly higher proportion of deans and heads went to non-government
schools and had fathers who held professional and managerial positions.

While there has been a recent move in many universities to the appointment
rather than election or nomination of deans and heads and to place increased
emphasis in selection processes on management expertise experience, deans and
heads continue to be academics with superior qualifications and impressive
research achievements. However, the gap between the research records of deans/
heads and other academics has closed considerably since the 1970s whereas the
gap has increased between deans/heads and professors. In 1977, deans and heads
had published about five times as many scholarly papers as other academics
while by 1997 they had published about twice as many. While in 1977 university
deans and heads had published about 90% as much as professors by 1997 they
had published only 66% as much.

Deans and heads in 1997 were somewhat less likely than in 1977 to have been
professors or associate professors. In 1977, some 95% of university deans and 71%
of university heads were either professors or associate professors whereas in CAEs
90% held equivalent positions. In 1997 some 70% of heads and deans were profes-
sors or associate professors, whereas 28% were senior lecturers or lecturers. How-
ever, more important in 1997 there were striking differences between different
groups of Australian universities with Go8 universities being more likely than
other universities to have faculties and departments led by professors or associ-
ate professors.
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Despite increased emphasis on the managerial functions of deans and heads,
their work patterns remained remarkably stable between 1977 and 1997. Over this
period, deans and heads have continued to work about four to five hours more
per week than their academic colleagues. Deans and heads in both 1977 and 1997
spent between 23 and 27 hours on administration and committee work (compared
with 6 to 9 hours for other academics) and correspondingly less time than other
academics on teaching, marking, teaching preparation, laboratory classes and
research. While carrying heavy administrative duties, deans and heads in
both 1977 and 1997 spent some 11 to 12 hours per week on teaching, although this
tended to be more at the postgraduate level than for staff generally. Curiously,
while deans and heads spent considerable time on management duties, relatively
few of them rated administration and committee work as interesting. Further, their
degree of interest in administration and committee work has declined sharply
between 1977 and 1997.

Deans and heads in both 1977 and 1997 appeared to be more satisfied than
other academics with their jobs. Not surprisingly, in 1997 they were more involved
than other academics in consulting and new entrepreneurial activities.

While deans and heads share broadly the same academic values as other aca-
demic staff, they differ in important respects on judgements about their own insti-
tution and on their views of various issues about institutional governance and
national higher education policy. Further, those staff who had held the position of
dean or head over the past five years appear to have maintained many of the ori-
entations of deans and heads on these issues.

In many respects the findings are somewhat puzzling, especially as much
greater differences might well have been expected between 1977 and 1997. The
findings also raise important questions for further investigation. For example, what
has been the influence of the increasing gap between the remuneration levels of
ordinary academics and deans? Are the remuneration packages for deans suffi-
ciently attractive to lead some impressive scholars to seek these positions, espe-
cially in view of the increasingly unattractive salary levels for Australian academics
generally? Such as trend could help explain why many heads and deans today
rate their interest in administration and committee work relatively lowly, espe-
cially compared with academic work, and why many deans and heads continue to
carry major teaching and research loads despite the increasing pressures of
administrative work.

The findings raise a number important policy issues for the future with regard
to university management and the academic profession. Of these, two deserve
special attention. First, it has been noted that the gap in research achievements
between deans and heads on the one hand, and their academic colleagues on the
other hand, has narrowed but the gap between professors and deans and heads
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has widened. If this trend continues, it is likely that an increasing number of deans
and heads with less impressive academic records will be heading academic units
and will be called upon to make academic as well as management decisions. This
raises issues about decisions on future academic directions of institutions, and
also about the future of the academic profession. Second, with deans and heads
becoming increasingly regarded as members of senior management and increas-
ingly sharing the views of senior management on key issues, social relations in fac-
ulties and departments seem likely to change, with increased gulfs developing
between deans and heads on the one hand, and their colleagues on the other.
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ABSTRACT

The position of Czech universities at the beginning of the last decade of the
20th century is briefly described and specific features are emphasized. The aca-
demic staff was faced with new challenges as new developments in Czech society
took place. Participation in different international programmes and opportunities
to obtain relevant information about trends in higher education in Europe and the
world have been of crucial importance. This assistance together with changes in
home legislation has accelerated the transformation process in Czech higher
education.

The main part of this paper is an attempt to summarize the response of the Uni-
versity of West Bohemia in Pilsen (UWB) to the outside world as shown in its
development plan. Using UWB as an example of a medium-sized university, the
paper describes the process of analysing this university’s potential and its external
environment, which led to the formulation of the university’s development plan. In
implementing this plan the main aim is to change the attitudes of the staff (both
academic and non-academic). Positive results and barriers yet to be overcome are
presented.

The objective of this paper is to show how universities in the former socialist
block are responding to the challenges facing society today. Universities in these
countries are in a special position which differs from that of universities in EU
countries for historical reasons. The University of West Bohemia in Pilsen is used
as an example to illustrate both the new challenges and the ways in which Central
and East European universities have been responding to them.
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In order to understand the present situation at universities in Central and
Eastern Europe it is necessary to give a brief account of their recent history and to
explain their development between the most important milestones. There is,
needless to say, an essential difference between the situation in which universi-
ties in the West became aware of the need to respond quickly to the changing
needs of society and the situation in which institutions of higher education in Cen-
tral and Eastern Europe have found themselves faced with the same problem. In
addition to the challenges of the knowledge driven society and globalised econ-
omy these institutions have to deal with the legacies of the recent past. In spite of
a number of common features there have always been and still are differences
among the countries of Central and Eastern Europe. This paper should therefore
be understood in the first place as an attempt to summarise Czech experiences.

Before the Velvet Revolution in 1989 the structure of Czech higher education
was very simple: after a school-leaving examination taken at one of several types
of secondary school students could continue their education at an institution of
higher education; all of these institutions offered five-year courses with the excep-
tion of medical faculties which offered a six-year course. There were altogether
23 institutions of higher education with 73 faculties in the Czech Republic; it does
not have to be emphasised that none of them were private. Some special second-
ary schools, e.g. technical, also provided further education in the form of courses of
shorter duration, usually two-year. On the whole, higher education was rather uni-
form. The same fields of study offered by different institutions of higher education
had to be taught according to the same, centrally approved curricula. The num-
bers of students to be admitted to institutions of higher education were also
determined by the Ministry of Education in such a way that of the 18-year old pop-
ulation 14.2% received higher education. Due to the rigid organisation of courses
the average duration of studies exceeded only slightly the official duration men-
tioned above. “Unemployment” was a term not used in Czech legislation as the
planned economy of that time guaranteed job opportunities to all graduates even
if these opportunities were not always fully appropriate to their qualifications. Full
employment presented by the representatives of the former regime as one of the
great advantages of the socialist system was in fact “hidden unemployment” due
to inefficient organisation and the low productivity of labour.

From this brief description it is quite obvious how much our universities in
the recent past differed from the idea of a modern university of the entrepreneur-
ial type. The basic characteristic features of higher education of that time can be
summed up as follows:

• Insufficient number of institutions providing higher education.

• Minimum diversification concerning the type and duration of study.

• Lack of differentiation in the content of studies enforced by uniform curricula.
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• Minimum links with Western higher education.

• Insufficient language skills of both students and staff.

The first important milestone in the development after 1989 was the Higher
Education Act, which came into force in 1990. Under this Act institutions of higher
education were granted autonomy and conditions were created for the establish-
ment of new institutions of tertiary education. As a result, several new universities
were founded and the number of faculties increased substantially. The assistance
offered by the European Union and its institutions was essential to the implemen-
tation of all these changes in higher education. A special role was played by the
TEMPUS programme and also by our co-operation with CRE and OECD. Thanks to
this programme and these institutions our staff had ample opportunities to
become acquainted with recent trends in higher education in the Western world.
Student and staff mobility in both directions became a catalyst for positive
change. The end of this first ten-year period was marked by the second Higher
Education Act, which came into force in 1999, and also by a long-term strategy for
the development of Czech higher education formulated in response to the
Bologna Declaration. The present situation in Czech higher education resulting
from the changes implemented in this period can be characterised as follows:

• There are 28 universities and other institutions of higher education with
115 faculties in the Czech Republic; of these five are private institutions.

• There are 168 colleges of further education.

• 39% of the 18-year old population are receiving higher education.

• Life-long education is gaining ground.

• There are 162 study programmes accredited by the Ministry of Education;
universities are responsible for the content of these programmes and for
their division into study fields.

• In addition to the traditional Master study programmes there are now also
two types of Bachelor study programmes – a “serial” or Anglo-Saxon type of
programme (upon receiving a Bachelor degree students can continue to
study for a Master’s degree) and a “parallel” programme (i.e. a programme
which runs parallel with the traditional five-year Master programme but is
much more practically orientated; the possibility of studying for a Master’s
degree is limited to students who have met certain additional requirements).

• Universities are now enjoying a high degree of autonomy; there are still lim-
itations concerning their entrepreneurial activities.

• Student mobility has increased considerably – around 1% of UWB students
are spending a part of their studies abroad.
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• Staff mobility is enriching the teaching (through the presence of foreign aca-
demic staff and through the experience gained by the Czech staff) even for
those students who cannot go abroad.

• The standard of higher education management is now much higher than it
was ten years ago.

In spite of all the positive changes implemented over the past ten years there
still persist a number of problems that are a serious obstacle to the development
of modern universities respecting market principles in education, research and
development. These include:

• Traditional thinking and resistance to change among older and middle-aged
staff, sometimes shared even by the young generation.

• The language barrier which is being overcome very slowly due, among other
things, to inconsistencies in the organisation of language teaching and in
some cases also to the inherited emotional opposition to the compulsory
teaching and learning of a language that is not the students’ mother tongue.

• The disproportion between the needs of tertiary education and the finan-
cial resources of the state, which is felt all over the world but is magnified
where the state is relatively poor (at present the Czech state is spending
4.5% of its GNP on this sector and the GNP share per one citizen of the
Czech Republic is twice smaller than the average share in EU countries).

• The reconstructed and gradually developing enterprises are slowly becom-
ing additional sources of finance for higher education institutions thanks to
contractual research and technology transfer.

• The academic community is suffering from a shortage of young staff; this
shortage is very difficult to overcome due to relatively low salary levels and
the inadequately functioning housing market which is a serious obstacle to
staff mobility.

The beginning of a new period in the development of Czech higher education
coincides with the beginning of the millennium and is marked by the new Higher
Education Act of 1999 and by the implementation of the ideas of the Bologna Dec-
laration. Although a number of problems are still persisting, the overall situation is
now much more similar to that in EU countries than it was ten years ago.

Using Clark’s well-known triangle, the vertices of which are the state, the univer-
sity and the market, we can depict the development of universities not only in the
Czech Republic but also in the other countries of Central and Eastern Europe. Univer-
sities fully controlled by the state under the communist regime developed into insti-
tutions enjoying extensive, sometimes quite unrestrained autonomy in the first years
following the collapse of the Soviet bloc; at present, all their activities including
education and research are increasingly influenced by market forces and they are
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gradually being transformed into institutions of the entrepreneurial type. The fact that
the problems we are now solving are similar to those being solved by universities all
over the world is very encouraging for us and the information and know-how which
these universities are ready to share with us are very helpful and stimulating.

Even if this development is desirable and inevitable, it is necessary to pon-
der on the content of the concept of a university of the entrepreneurial type but
not to yield to the temptation of making a fetish of it. This danger is considerable
especially in former socialist countries where “market” often had a pejorative fla-
vour but was regarded as a panacea for all problems after 1989. It is our firm belief
that universities are an integral part of a rapidly growing educational, research and
development market which is being globalise (and to a large extent is already glo-
bal). As part of the market, universities have to rapidly begin to behave in an
entrepreneurial way. This does not mean that they should completely abandon
Humboldt’s idea of a university – on the contrary, they must continue to meet the
needs of various groups of people and institutions and fill education with human-
istic values. Examples of such groups and institutions are the state, various com-
munities such as the European Union and, last but not least – in a very abstract
sense – humankind with its ingrained search for knowledge.

Thus, even if we call the university that we are trying to develop a university
of the entrepreneurial type, in our understanding this university should include all
the above mentioned features, i.e. it should be successful in the existing market;
thanks to this success it should then be able to satisfy the desire for knowledge
and in this way to contribute to the humanisation of society.

I would now like to concentrate on the situation and experiences of our uni-
versity. With its 12 000 students it represents a medium-sized institution. One of
its characteristic features is the wide spectrum of disciplines its faculties cover;
these include mechanical and electrical engineering, natural sciences and econom-
ics as well as law and the humanities. Although the University of West Bohemia in
Pilsen was established as late as 1991, the history of the institutions that merged
to form it is much longer as both of them, i.e. the Pilsen Institute of Technology and
the College of Education, were founded soon after World War II. I believe that in
this as well as in many other respects the course we have taken is very close to the
recommendations given by Clark (1998) while respecting the above mentioned
specific conditions in Central and Eastern Europe.

The second development plan in the ten-year history of our university has
been conceived as preparation for the transformation of the university into a uni-
versity of the entrepreneurial type. A special team appointed by the Rector of the
University and guided by professional advisers spent half a year of very intensive
work analysing a number of areas that play an essential role in this transformation.
A list and brief descriptions of these areas can serve as an example of an approach
already partly verified in practice.
© OECD 2002



Higher Education Management and Policy

 76
DEFINITION OF THE AREA OF “ENTREPRENEURSHIP”

It is essential to make a fundamental decision on the area of “entrepreneur-
ship”, i.e. on that part of the segment of the education, research and development
in which the university is able and willing to actively participate. Universities of
the traditional type usually cover all these areas. Definition of the main areas is
not sufficient in itself; a detailed segmentation of these areas is also of great
importance. Examples of such a segmentation include:

• Technical and economic education at both Bachelor and Master levels.

• Legal and arts education at both Bachelor and Master levels.

• Research and development including the contribution of PhD students to
research.

• R&D transfer to enterprises.

• R&D transfer to public administration.

• Life-long education.

• Complementary economic activities which are not part of the main area of
university activities.

EVALUATION OF THE MARKET IN INDIVIDUAL SEGMENTS

In order to be able to evaluate the market in the above mentioned segments
it is necessary to define the corresponding customers. In the area of education
these customers may include:

• Students.

• Future employers.

• The general public (in life-long education).

• Enterprises (in retraining).

• Parents of students.

• International students.

In the area of research and development these customers may include:

• National grant agencies.

• Enterprises.

• Postgraduate students.

The last group of customers consists of:

• The region.

• The state.

• The university staff.
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MARKET TURBULENCE AND POTENTIAL

Characteristic features of the university market are its turbulence and poten-
tial. Turbulence is understood as the possibility of sudden changes, the influence
of competition and substitutes, and the changeability of demand. The potential of
possible effects includes the availability of grants, the possibility of expansion,
costs, etc. Figure 1, in which the diameter of the circle corresponds to the internal
conditions for success in the corresponding market provides a very good basis for
making strategic decisions on future transformation steps. The University of West
Bohemia in Pilsen has a very strong position in the area of R&D transfer and fur-
ther education thanks to the rapidly developing sector of small and medium-sized
enterprises in the region and to the demand for further education due to the
restructuring of industry, the growth of the service sector and last but not least to
the demand for education that was not satisfied in the past.

PORTFOLIO ANALYSIS

By the portfolio we understand the faculties which are, in accordance with the
current legislation, responsible for the implementation of the educational process
and for their R&D activities. It is, however, also possible to understand the portfo-
lio as consisting of e.g. departments or institutes. In order to be able to evaluate it
properly, we need an expert estimate of the attractiveness of the faculty markets

Figure 1.

Source: Author.
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and of their competitiveness. By attractiveness we mean e.g. prospects of market
growth, the strength of competition, barriers to entering the entrepreneurial
scene, etc. The result of such an analysis in graphic form is given in Figure 2. The
circle diameters correspond to the shares of the individual faculties in the present
market.

STRENGTH WEAKNESSES ANALYSIS

The aim of this analysis is to improve the competitiveness of the university
and its parts. For this purpose it is necessary to identify the internal factors influ-
encing their performance and to evaluate both the present state and the impor-
tance of these factors. In this way we can obtain the most critical factors
characterised by the biggest strategic gap between reality and importance (so-
called GAP).It is generally accepted that for most universities in Central and East-
ern Europe the following factors are the most critical:

• Ageing staff whose qualifications (certainly their language skills) and atti-
tude to modern trends and to change in general were negatively influenced
by the former regime under which they spent their most productive years;
moreover, little attention is paid to staff development and it is difficult to
recruit talented young staff due to rather low salaries.

Figure 2.

Source: Author.
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• Gaining additional funding (in addition to the funds obtained from the Ministry
of Education) from various sources through such activities as e.g. technology
transfer, life-long education, distance learning, etc.

• Elimination of ineffective processes and rapid introduction of new pro-
cesses, overcoming of conservatism and developing the ability to take rea-
sonable risks.

ANALYSIS OF COMPETITION

Competition is a rather unusual concept as far as universities and institutions
of higher education in general are concerned; in the present situation it is, how-
ever, a very necessary concept. As its use in education is very new, there is great
resistance to it – as if competition was contradictory to academic ethics.

The following institutions can be regarded as competitors:

• Other universities in the home country and abroad – both in the educa-
tional process and in R&D.

• Other institutions of tertiary education – in the Czech Republic these
include in the first place colleges of further education, which are developing
very rapidly and which will soon demand the right to award Bachelor
degrees.

• Private institutions of higher education.

• Other institutions offering non-traditional forms of education (life-long edu-
cation, distance learning or virtual universities).

• Research institutions, such as the Academy of Sciences.

It is necessary to keep emphasising the positive content of the concept “com-
petition”, which does not exclude co-operation and which motivates the universi-
ties to improve the quality of all their activities.

The aim of this analysis of competition is to define the ways in which a univer-
sity can succeed in the competition with other universities. A highly promising way
is the forming of alliances – franchising colleges of further education is a suitable
form of such alliances.

PROGNOSIS OF DEVELOPMENT OF THE EXTERNAL ENVIRONMENT

An important principle in the modern strategic management of an enterprise
is the so-called management from the future. This means that it is necessary to
work with a prognosis of the state of the environment in a span of ca ten years, to
monitor the development of the environment with the help of descriptors and to
respond to it in time. In the case of universities this approach is absolutely neces-
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sary as there is a long interval between the design of a product and its sale in the
market. The steps to be taken can be summarised as follows:

• Definition of the areas of the environment having a decisive influence on
the university.

• Structuring of the areas.

• Formulation of numerical descriptors and alternatives of their future devel-
opment.

• Creation of consistent scenarios by means of special techniques.

• Definition of the consequences of these scenarios including an economic
model of these consequences.

• Proposal of adequate strategic measures.

The following are examples of areas exerting influence on universities:

• Structure of industry and services.

• Development of information technologies.

• National policy in education and in R&D.

• Political and economic situation.

• World trends in science.

• Development of the given region.

• Culture and style of living.

• Recognised values of life.

• Development of international contacts.

• Demographic development and migration.

The alternative forms of development in the individual areas can be easily
imagined in the light of present developments as well as future prospects. The
entry of the Czech Republic into the European Union, changes in the Union itself,
immigration from Eastern Europe, the rapid development of the Internet and mul-
timedia, changes in the industrial structure in the Czech Republic as well as in the
West Bohemian region, accompanied by the growing number of small and
medium-sized enterprises – these are only a few of the factors that may influence
the situation of individual universities, such as the University of West Bohemia in
Pilsen. A university must direct its strategy towards the most probable develop-
ment scenarios but at the same time it must be ready to respond to different
developments.
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ECONOMETRIC MODEL

The econometric model represents the impact of the formulated scenarios. As
universities in the Czech Republic are allocated funding from the state budget
according to the numbers of their students, the basic econometric indicator is the
number of students in the individual programmes and forms of study that the
state is ready to fund. Some other indicators are as follows:

• Money spent on technology transfer by both the state and enterprises.

• Funding of life-long education from the EU projects and budget.

• Funding of life-long education from private sources.

• R&D grants.

CUSTOMERS AND VALUES RECOGNISED BY THEM

For customers (see above) it is necessary to define the values that they rec-
ognise including the modifications that can be expected in the chosen scenarios
of the development of the environment.

CHOICE OF STRATEGY AND DEFINITION OF CORE COMPETENCES

This step is the culmination of the preceding steps. It is necessary to choose a
strategy which has the highest degree of prospective effectiveness and which is
sufficiently resistant or at least adaptable to possible alternative scenarios. It is
also necessary to be aware of the risks connected with the implementation of this
strategy. Every strategy includes core competences which ensure sustainable
competitive advantages. Examples of these competences are as follows:

• Selection and training of tailor-made graduates.

• Co-operation with their potential employers.

• Commercialisation of R&D results creating additional sources of funding; a
part of this funding can be used to increase salaries and thus results, among
other things, in the creation of better conditions for retaining and recruiting
highly qualified staff.

• Forming effective alliances in education and in R&D.

Internationalisation, although very important, has not been mentioned so far
as a special area. It is important and must therefore be included in all university
activities as it is also a basic feature of the above mentioned core competencies.
Graduates must be prepared for the international contacts of their future employ-
ers who may be foreign firms; international co-operation in R&D is now a matter of
course and alliances with foreign partners seem to be quite a realistic prospect.
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DEFINITION OF THE VISION AND MISSION OF A UNIVERSITY STRATEGIC GOALS

The vision, mission and quantified strategic goals are an extract of the results
of the above described preparation of the transformation of a university. They
present the university to the outside world as an institution unique in what it is
offering and include all that the academic community have to agree on if the
development of the university is to receive the necessary impulse to drive it for-
ward. To define these concepts was very unusual at Czech universities in the past;
the acceptance of and identification with them is a great challenge when creating
the entrepreneurial culture of an institution as described by Clark (1998).

OPERATIONALISATION OF STRATEGY

This is a very important step; whether the activities mentioned above will
result in the qualitative changes and in the transformation of the university
depends to a great extent on a consistent implementation of this step. It is neces-
sary to design intermediate strategies in the form of projects which will ensure the
development of the core competences. The project form is essential because it
makes it possible to name the team who will implement the project, to determine
quite unambiguously who is responsible for the implementation, to define objec-
tives that can be easily evaluated for both the whole project and its stages, and to
set deadlines. The participation of as many staff members as possible in the
design and implementation of the strategy is one of the most effective ways
ensuring to positive changes in the university culture.

Examples of such projects include:

• Identification of key processes.

• Development of ways of improving communication.

• Development of external relations.

• Design and implementation of a strategic and managerial information system.

• Development of human resources.

• Development of professional competence.

• Design and implementation of a system of life-long education.

• Development of the offer of study programmes.

• Commercialisation of R&D results.

• Assurance of R&D quality.

• Assurance of the quality of teaching.

• Optimisation of economic processes.
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All projects must meet the five requirements of successful transformation
described by Clark (1998). These are:

• Strengthening of the management.

The system of electing, for clearly defined terms, academic administrators
(vice-rectors, deans) who are responsible for certain areas of the activities
of the university (academic affairs, R&D, faculty management) is, from the
long-term perspective of an entrepreneurial university quite unsuitable for
several reasons: these administrators cannot devote themselves fully to
their managerial tasks as they are also expected to continue their engage-
ment in education and R&D, their return to full-time teaching and research
after one or two terms of office is difficult, it is not efficient to entrust aca-
demic staff, totally unprepared for managerial tasks, with managerial duties
and to replace them, when they have acquired the necessary knowledge
and skills, with new, equally unprepared staff.

A good solution to this problem is the professionalisation of senior manage-
ment through the introduction of so-called academic related officers who
take over the everyday managerial tasks while the rector, vice-rectors,
deans and vice-deans are responsible for the overall strategy and have the
role of a board of governors. The implementation of this system is very diffi-
cult as old traditions are always difficult to overcome. Moreover, the estab-
lishment of several new positions requiring relatively high qualifications is
financially very demanding. Nevertheless, the change seems to be neces-
sary if we want to achieve greater managerial efficiency. The areas in which
this change has already taken place are showing positive results.

• Creation of an organisational structure.

• Diversification of financial sources.

• Stimulation of members of the academic community.

• Creation of an integrated entrepreneurial culture.

The last two requirements, i.e. the stimulation of the university and the cre-
ation of a desirable culture, are two of the most difficult tasks for our universities.
This has been shown by the sociological research carried out as part of the prepa-
ration of the UWB strategy. The problems connected with the staff have already
been discussed in the introduction to this paper; here it can only be stated that
the research has confirmed the problems mentioned above, especially a lack of
desire for change. A positive finding, however, has been the change in the atti-
tudes of those staff members who have actively participated in the preparation of
the development plan. Experience thus gained has shown that it is necessary to
form relatively large teams who prepare and work on projects; in this way we
should be able to create a “heartland” of a critical size which will ensure the
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implementation of the transformation. If the transformation is to be successful, it is
necessary to follow the generally recognised principle “there is no management
without evaluation”; applied to the university this means that it is necessary to
analyse the university culture at regular intervals and make full use of approaches
verified in enterprises.

SUMMARY

Thanks to the autonomy gained after the Velvet Revolution of 1989 and in
spite of the difficult economic situation Czech universities have, to a large extent,
overcome problems inherited from the past.

Some problems connected with the staff structure still persist.

The awareness of present challenges is comparable with that at other Euro-
pean universities.

An effective response to these challenges seems to be the transformation of
universities into universities of the entrepreneurial type yet still respecting the
role of universities as a source of knowledge and the continuing humanisation of
society.

A suitable tool for such a transformation is an in-depth analysis, which is the
basis for a development plan exploiting methods currently used by enterprises.

The key factor for achieving success is the implementation of projects which
are based on the development plan and which involve a large number of univer-
sity staff.

The involvement of as many staff as possible is the best way of achieving pos-
itive changes in the university culture; this, in turn, is a necessary prerequisite for
the positive development of the whole university.
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ABSTRACT

The 1992-95 war in Bosnia-Herzegovina created deep ethnic divisions in already-
fragmented university structures, where individual faculties possessed considerable
academic and financial independence. The faculties, in turn, in the Humboldtian
tradition, were composed of semi-autonomous “chairs” and institutes. This level of
the organisation had gained added autonomy in the Communist period from the
distinctive Yugoslav “self-management” principle, intended to empower operating
units. This fragmentation at institutional level is compounded in present-day
Bosnia-Herzegovina by the absence of any effective national-level planning and
control of higher education.

Post-war reform efforts by international agencies have addressed some of the prob-
lems of this fragmented structure. But they have not taken sufficient account of
the differences between the academic principles on which the universities of
Bosnia-Herzegovina are founded and those of the Anglo-American tradition, from
which models of managerial reform are typically taken. Through a better under-
standing of the universities’ long-established organisational frameworks, it may be
possible for aid projects to help achieve enhanced institutional managerial effective-
ness and to reverse some of the more damaging effects of multi-level fragmentation.

INTRODUCTION

Fragmentation is the predominant characteristic of higher education in
present-day Bosnia-Herzegovina. In a country still recovering from a bitter war and
divided socially and politically between three ethnic groups, the universities have
themselves in some cases split along ethnic lines, creating intractable problems of
academic effectiveness and organisational efficiency. In all cases, the universities
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are also internally fragmented, being collections of largely independent faculties,
which themselves provide only weak management in respect of the “chairs” (katedra)
and institutes of which they are, in turn, composed. The chair structure means that
academic disciplines are themselves often dispersed within the universities.

Not only are institutions and disciplines fragmented, but so also are policy and
funding responsibilities for higher education. There is no national higher education
system as such: as a result of the 1995 Dayton Accords and Paris Peace Agreement
which brought an end to the war, education, including higher education, is a cantonal
responsibility in the Bosniac/Croat “entity” (known as “the Federation”). As a result,
each of the five universities there is funded by its local cantonal ministry of education.
There is also a Ministry of Education, with negligible powers, for the Federation as a
whole. The two universities in the Serb entity (the Republika Srpska, or RS) are
funded by the RS Ministry of Education (Phare, 2000; World Bank, 2000).

As part of the continuing international assistance effort for Bosnia-Herzegovina,
both the World Bank and the European Commission are operating programmes to
support and modernise higher education. The higher education models these
agencies have in mind are, I argue, Western ones, effectively Anglo-American,
implying well-integrated organisational frameworks with strong central manage-
ments. But the pre-war, relatively effective Yugoslav university system, of which
Bosnia-Herzegovina formed a part, was based on the quite different chair/faculty
model (Council of Europe, 1999). The expectations of both academic and adminis-
trative staff operating this model are different to what would be found in an insti-
tution operated along Anglo-American lines. Current reform efforts are therefore
seeking to apply modern management approaches in an organisational model
implying fragmentation into faculties and chairs; in a recently-fragmented institu-
tional pattern; in a fragmented structure for control and funding; all set in the con-
text of the after-effects of a bloody and destructive war.

This paper will analyse these issues in more detail, and will suggest that a
better appreciation of the organisational implications of existing university struc-
tures is important in achieving effective reform.

BACKGROUND TO REFORM

The civil war (or war of aggression, depending on your point of view) in
Bosnia-Herzegovina in 1992-95 was the most devastating result of the break-up of
federal Yugoslavia. Figures are imprecise, but estimates of deaths range from
150 000 to 350 000, with some two million people becoming refugees (out of a pre-war
population of just over four million). The extended siege of the capital, Sarajevo,
alone led to some 10 000 deaths. Some 7-8 000 Muslim civilians were massacred
by Serb forces at Srebrenica in July 1995, by far the worst single atrocity in Europe
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since the end of the Second World War (Dizdar and Kemal, 1996; Malcolm, 1996).
Throughout the country, destruction of buildings and infrastructure was extensive.

The Dayton Accords and the subsequent Paris Peace Agreement, signed in
December 1995, established Bosnia-Herzegovina as a sovereign state composed
of two entities and three constituent people: the predominantly Muslim Bosniacs
and the Bosnian Croats occupying one entity, and the Bosnian Serbs the other
entity. The complex post-war ethnic divisions which Dayton fixed mean that, in
what became the Bosniac and Croat areas, most administration takes place at can-
tonal, or sub-cantonal, levels, as it is not possible to reach consensus on many
matters on the basis of larger – and thus multi-ethnic – areas.

This fragmentation follows through to the universities. At the end of the Commu-
nist period, higher education in Bosnia-Herzegovina comprised the major University
of Sarajevo, founded in 1949, and the smaller Universities of Banja Luka, Tuzla and
Mostar. The latter three universities were established as part of a 1970s Yugoslav
higher education expansion programme, which saw a doubling of student numbers in
Bosnia to 60 000 in the decade to 1980 (Samolovcev, 1989; Dizdar and Kemal, 1996).

At the end of the war in 1995, the University of Sarajevo split in two, with a
larger, effectively Bosniac, university occupying most of the pre-war university
buildings in Sarajevo; and a smaller Serb-dominated institution, known as the Uni-
versity of Srpsko Sarajevo. The faculties comprising this institution are spread
across some 250 kms in the eastern part of the RS. In the south of the country, the
University of Mostar split into two small institutions, one Bosniac and one Croat.

The table below shows the fragmented and unbalanced nature of current pro-
vision. (It also shows that student numbers have yet to regain the level of 20 years
ago.) The University of Sarajevo accounts for nearly half of total national provision
– yet is funded by its local canton (although it is the one with the largest tax-base).

Tuzla is pre-war institution of a reasonable size and with growth potential,
given its location in an industrial city. The two Mostar universities are clearly sub-
optimal, and political and funding constraints mean that for both growth will be

Source: Farrant and Temple, 2001.

University Academic Year 2000/01, FTES (part-time at 0.25)

Sarajevo 23 158
Tuzla 6 954
Mostar east (Bosniac) 1 798
Mostar west (Croat) 3 760
Bihac 2 492
RS universities (2) 14 100

Total 52 261
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difficult. Bihac is a former technical training college which has been designated by
its canton as a university. Its growth is constrained by its physical remoteness in
the far west of the country, and by the limited population and financial resources
of its locality. The data for the two RS universities (the data are not separable)
cover one quite large (about 10 000 students) and well-established pre-war uni-
versity at Banja Luka, the RS capital, and the smaller post-war University of Srpsko
Sarajevo.

The only body in Bosnia-Herzegovina which tries to take a national over-view
of higher education – other than the various international agencies – is the Higher
Education Co-ordinating Board, established in 2000 on the initiative of the World
Bank and the Council of Europe (World Bank, 2000). This body has no legal or
resource-related powers, and acts broadly as the representative voice of the uni-
versities – what would in other countries be the rectors’ conference. Ethnic divi-
sions on the Board limit what it can achieve: as with all organisations with more
than a purely local remit, each ethnic group effectively holds a veto (Phare, 2000) –
a constitutional understanding which is all the stronger for dating back to Yugoslav
times, when an understanding arose of a “one of each” appointments system for
public jobs (Malcolm, 1996, p. 204).

ORGANISATIONAL FORM OF THE UNIVERSITIES

Clark, in his study of national higher education systems (Clark, 1983), consid-
ers “the continental mode” as one of the main distinctive ways in which higher
education is organised around the world. This mode is based on the two great
nineteenth-century European university traditions: the Humboldtian university
from Germany, and the Napoleonic university from France. Both traditions, in dif-
ferent ways, considered the university to be at the service of the state; in return,
the state undertook to fund the university and, in the Humboldtian model, to
safeguard academic freedoms. As in twentieth-century developing countries, the
university system was seen in much of nineteenth-century continental Europe as a
crucial contributor to national identity, economic development, and social mod-
ernisation, and was accordingly controlled by the state authorities in detail
(Neave and van Vught, 1994, p. 13; Mazower, 2000, p. 109). This is a conception dis-
tinct from the Anglo-American model, which emphasises university autonomy and
seeks to distance the university from the state – even though the university may
be state funded. (This difference in philosophy did not prevent the Anglo-American
university from borrowing extensively from the Humboldtian tradition, notably
appropriating its disciplinary and research emphasis.)

For Clark, the continental mode’s key organisational feature is an “authority
structure that expresses primarily the interests of two groups: senior professors
and officials located in a state ministry, two relatively small groups in the vast con-
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glomeration of interests found in modern nations” (Clark, 1993, p. 126). In terms of
university management, these groups would not see their interests being served
by having “a separate administrative class and have simply elected deans and
rectors as amateur administrators on short appointments and easy recall”. Bureau-
cracy working down, says Clark, “meets oligarchy working up, and neither powerful
group has been interested in creating an autonomous third force in the middle”.
The universities of Bosnia-Herzegovina lie squarely within Clark’s continental
mode, being based on the classical Humboldtian model and exhibiting its lack of
professional management.

The structure of the Humboldtian university is “built around the autonomous
chair holder with his (sic) private research institute and his acolytes” (Perkin, 1984).
Clark has argued that historically the main reason for the persistence of the uni-
versity as an organisational form has been its flexibility, its ability to adapt to new
intellectual patterns by adding or subtracting departments (Clark, 1984). The
Humboldtian university offered a variant, as it grew by proliferating new profes-
sorships in new disciplines or sub-disciplines, rather than expanding the roles of
existing chairs or otherwise reorganising. This was initially a strength, leading to a
disciplinary and research focus when other university systems were more general-
ist and teaching-based. Members of the University of Berlin, von Humboldt’s own
creation, gained 27 Nobel Prizes in the period up to 1939 (de Rudder, 1999). It was
the obvious model for Yugoslavia, creating its own national university system
after 1918; and in any case, it had inherited the same tradition through its oldest
university, Zagreb, which had developed as an Austro-Hungarian state university
(Samolovcev, 1989).

Despite its strengths, growth in the Humboldtian university tended to lead to
a sprawling structure, difficult to manage even if the central university administra-
tions had been stronger than they were. Perkin (1984, p. 35) argues that its diffuse
structure caused the system to slow down, and that “the rigidly separate and iso-
lated research institutes, each under the personal control of a single professor,
may have discouraged new blood, innovation and competition”. Clark also identi-
fies this chair-based organisational structure, in contrast to the Anglo-American
departmental structure, as a restraint on change (Clark, 1983, chap. 6). Taking a
slightly different line to Perkin, he argues that the chair structure, with academic
staff in small groups around an individual professor, limits the adaptive capacity of
an institution. This is because, Clark suggests, the multiplication of chairs frag-
ments decision-making capacity, and institutional growth over-burdens the indi-
vidual chair-holders: “chair power is dysfunctional as well as undemocratic”. The
chair structure may therefore create organisational systems problems as well as
human relations ones.

The chair and the faculty continue in Bosnia-Herzegovina as the basic univer-
sity organisational form. Yugoslavia’s early split with the Soviet Union meant that,
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unlike many countries in Eastern Europe, the Soviet approach of developing
industry-specific institutes (Zajda, 1980) was not pursued. As a result, the main
Yugoslav universities, including Sarajevo, expanded during the Communist period
with new chairs and faculties being added, rather than there being created a large
number of separate specialist institutions, as happened for example in neighbour-
ing Romania (World Bank, 1996, p. 71). This also meant that there was less experi-
ence of institutional change.

Clark observes that the chair system provides “a narrow base for compre-
hending and managing a modern discipline” (1983, p. 187). A particular example of
this difficulty to be seen across Eastern European universities today is the frag-
mentation of disciplines: for example, a university with an applied mission may
have three or four chairs in the same pure discipline, each of a few people, each
located in a different applied faculty. In a report analysing this problem in Bosnia-
Herzegovina, this structure has been described as a “chaotic mosaic … leading to
unnecessary duplication … causing increased expenditure and unevenness in
quality of education and [poor use of] space” (Karabegovic, 2001). But the extent
of the difficulties encountered in recent years by those seeking to reform the chair
system in the German universities indicates the change-resistant nature of the
Humboldtian university (Bollag, 1998; Enders, 2001).

The pattern in Bosnia-Herzegovina (in common with the rest of former
Yugoslavia, and with some other countries in the region) of yet further fragmenta-
tion of universities into largely autonomous faculties, each with essentially total
control over its own academic and financial affairs, adds considerably to the diffi-
culty of implementing institutional change (Council of Europe, 1999; Littlewood,
1999). In former Yugoslavia, the distinctive approach of “self-management”
applied to all organisations a consensus method of decision-making, involving
both a workers’ council and what would now be called the organisation’s stake-
holders. In the universities, this “self-management” normally occurred at sub- fac-
ulty level (Samolovcev, 1989), meaning that both faculty and central university
managements were even weaker than in the usual continental mode institution.

The Humboldtian structure, we have seen, tends to create a set of human
relations and decision-making problems. In Bosnia-Herzegovina, fragmentation at
both university and faculty levels adds a further set of problems which might be
described as ones of cohesion. These include a reluctance for staff to work
together in teams; to transmit information around the institution; to commit them-
selves to particular courses of action, and then to work to implement them sys-
tematically (Farrant and Temple, 2001). These difficulties all present barriers to
improving management in the universities, and are related to the chair/faculty
structure and the resulting lack of corporate identity, exacerbated in this case by
the further levels of fragmentation described here.
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REFORM IN PRACTICE

The reform programmes for higher education in Bosnia-Herzegovina funded
by international agencies, primarily the World Bank and the European Commis-
sion, do not clearly acknowledge and plan to take into account the distinctive her-
itage of the continental mode. Rather, managerial improvements consistent with
the Anglo-American mode are generally proposed. Thus, the World Bank seeks
stronger central university managements which can undertake strategic planning,
together with “efficient governance” (World Bank, 2000, p. 13) – by which the Bank
does not, presumably, mean senates controlled by senior professors on the conti-
nental pattern. The European Commission similarly speaks of the need to “induce
effective strategic planning” and to establish “proper legal/regulatory frameworks
and governance for each university” (Phare, 2000, p. 15). These aims, unexcep-
tional to those familiar with Western higher education models, are not part of the
experience of those who have worked only in a state-controlled university system,
originally conceived within the continental tradition, and elaborated within a non-
democratic polity.

While the re-integration of the universities which split after the war is part of
the international agencies’ objectives, this is dependent on wider political and
constitutional changes affecting the post-war settlement in Bosnia-Herzegovina
generally. Support for integration of the universities internally – a necessary pre-
requisite for introducing managerial changes on the Western model – is also given
as a more immediate objective of the international agencies (World Bank, 2000,
p. 7), but the practical implications of, for example, increasing the authority of rec-
tors at the expense of that of chairs, are not examined. This lack of analysis of the
fine structures of the universities is consistent with the view that Western manage-
rial approaches can be introduced without undue difficulty.

The extent of the difference between proposals conceived with a Western
university model in mind, and the reality of higher education management in
Eastern Europe, can be gauged by examining the implications of introducing stra-
tegic planning, one of the key aims stated for Bosnia-Herzegovina, and one com-
monly stated for most higher education reform projects in the region (World Bank,
1996; 1998). For strategic planning to become a reality, a clear institutional mission
needs to be articulated, implying a concept of reaching decisions corporately
which is unfamiliar to the continental mode university. Then, a planning team
needs to gather information and data to provide the basis for the strategies which
will deliver the vision set out in the mission statement. As we have seen, the uni-
versity will have few staff used to working in a team of this kind, and the data will
in many cases have to be specified and collected for the first time. Once these dif-
ficulties have been surmounted, the issue of organisational change affecting the
chairs and faculties, which only acknowledge limited university authority, has to
© OECD 2002



Higher Education Management and Policy

 94
be addressed if the strategic plan is to be more than a public relations exercise.
Even this superficial analysis, of a single reform objective, indicates the distance
between a statement of intention based on one organisational model, and the
reality of achieving changes in institutional behaviour in a different model.

The tendency of international agencies to present higher education models
from one (normally, Western) organisational culture for adoption by another has
been noted in other settings, both elsewhere in Eastern Europe (Tomusk, 2000)
and in Asia (Weidman, 1999; Billing and Thomas, 2000), for example. The “cogni-
tive dissonance” produced by the presentation of proposals for change, which
call for the new attitudes and organisational structures noted in the strategic
planning example above, would be difficult enough to cope with in any setting.
In Bosnia-Herzegovina, further levels of complexity also have to be taken into
account.

I have considered how the Humboldtian structure creates a change-resistant
academic organisation, the chair, as the “basic unit” (Becher and Kogan, 1992). The
faculty within which chairs are located is in Bosnia-Herzegovina the essential insti-
tution-level organisation. The university itself has often played little more than a
ceremonial role. At all these three levels, management (in the Western sense) is
weak or effectively absent. The relative lack of institutional change during the
Communist period, noted above, may also have contributed to this managerial
weakness, as may the “self-management” approach by further diluting institu-
tional authority. To continue Becher and Kogan’s four-level structural analysis (the
individual, the basic unit, the institution, the central authority), we come to a fur-
ther problem in Bosnia-Herzegovina with the top level.

In the Bosniac/Croat Federation, this top level is the university’s local can-
ton. Higher education is therefore localised in terms of policy and finance,
although it appears that pre-war attitudes allow students freely to enter univer-
sities in cantons other than their own. There are benefits from this degree of
localisation – a degree of responsiveness to local needs, for example, that is not
typically found in Eastern European universities, and the avoidance of a cum-
bersome capital-city bureaucracy (Farrant and Temple, 2001). But this fragmen-
tation of what would nearly everywhere be a national-level responsibility means
that academic standards vary widely – even to the extent of there being serious
questions as to whether degrees awarded by particular universities at certain
periods carry any credibility (Karabegovic, 2001) – and that the normal benefits
of even a loosely-coupled system are hard to achieve. The efficiency gains to be
expected through a normative funding system, for example, cannot readily be
achieved with only one institution in each funding model: although it would
technically be possible to overcome this problem by using sophisticated bench-
marking techniques, this does not currently seem to be a likely outcome.
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BUILDING ON TRADITION

How, then, should the traditions of the universities in Bosnia-Herzegovina be
taken into account by aid agencies wishing to enhance the impact of assistance
aimed at improving the effectiveness of higher education? How should efforts to
improve effectiveness connect with the need to counter institutional fragmentation?

The first step should be to analyse more closely the existing university struc-
tures, and to see to what extent these can be made more effective, while respect-
ing the historically-important academic principles which underlie them. This
analysis could lead, for example, to the merger of a number of chairs and insti-
tutes in related fields. As well as contributing to institutional re-integration, bene-
fits of such a move could be enhanced academic strength and breadth, helping to
overcome some of the widely-noted difficulties of narrow curricula, lack of inter-
disciplinary teaching and research, overly-didactic teaching styles, and related
matters (Council of Europe, 1999). We may reasonably conclude that, because
they are endemic to the region, these problems are related to the common, com-
bined effects of particular institutional structures and of managing change in
former Communist states (Darvas, 1997). That is to say, addressing the underlying
structural problems is likely to help deal with the more apparent, curriculum-
related, ones. Some initial steps were in fact taken to try to deal with these aca-
demic dysfunctionalities in the Yugoslav republics in the 1980s (Samolovcev,
1989), but reform was no doubt overtaken by more urgent problems resulting from
the collapse of the Federal state.

Reform effort at the basic operational level needs to be supported, though,
by top-down change from the institutional level: otherwise, local improvements
are likely to spread only slowly across the system. The introduction of a centrally-
directed quality management system across the university would be a promising
start to top-down change. A small, carefully-selected and trained team, having the
support of the Rector and Deans, could be given the task of introducing an aca-
demic quality assurance system, based on self-evaluations carried out in the re-
structured chairs/institutes. This would have the benefits of simultaneously
strengthening university-level management, which would now have a new, crucial
role (Brennan and Shah, 2000, p. 16), and of forcing the chairs/institutes to
appraise their work critically. The self-evaluation focus would be consistent with
the autonomous aspects of the chair tradition – although the element of external
accountability would be unfamiliar and would need sensitive handling. Once a
new system of this kind had been introduced, other university-level changes
could more readily follow, in internal resource allocation, and in developing stra-
tegic planning processes, for example (Billing and Temple, 2001). These changes,
by strengthening institutional managements, would all work usefully in the direc-
tion of reversing the fragmentation of the universities.
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As these changes would emerge in an organic, rather than an imposed, way,
there would be a greater possibility of them being sustainable. An approach on
these lines would be consistent with the finding that educational innovation is
taken up most successfully when it is responsive to local circumstances, achieves
local commitment, and is introduced through non-complex programmes (Neave
and van Vught, 1994, p. 17).

What is often found instead, however, in programmes intended to improve
the management of higher education is a set of technical changes: new computer-
ised management information systems are a popular choice. These are then intro-
duced without examining the underlying structures which will determine the
lasting impact of innovations of a technical nature. It is suggested that the con-
trasting approach set out here, examining critically and building on established
academic traditions, will prove to be the more effective. The fragmented nature of
higher education in Bosnia-Herzegovina calls for reform efforts to build on the
positive aspects of the system, to enhance institutional effectiveness and encour-
age the integration of institutions and the system in which they are placed.
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As the Welsh Assembly follows Scotland in reinstating (to some degree) stu-
dent means-tested grants, it is timely to consider Nicholas Barr, The Welfare State
as Piggy Bank. Barr looks at social insurance and pensions before tackling educa-
tion, where he argues for State provision in relation to schools but Market provi-
sion for tertiary education: students are “impressively well-informed – a savvy,
streetwise consumer group” and hence “students are more capable than central
planners of making choices that conform with their own needs and those of the
economy”.

Chapter 12 is on “Designing Student Loans”, which, in Barr’s view, should not
be subsidised, and for the same reason that in the next Chapter (“Financing
Higher Education: The Options”) he argues for significant tuition fees being
charge: “Since higher education is disproportionately consumed by people form
better-off backgrounds, the system benefits the best off most. Both macroeco-
nomic feasibility and distributional equity therefore suggest that a large system of
higher education requires public funding to be supplemented on a significant
scale from private resources.” Otherwise, as a result of regressive taxpayer subsi-
dies “the taxes of truck-drivers pay for the degrees of old Etonians”: a situation
which Barr sees as “immoral”.

Market interest should be charged on loans and the savings from ending this
inefficiency of “spreading interest subsidies thinly across all students” used to
provide a targeted subsidy for “those for whom access is most fragile, and those
whose subsequent earnings are low”: such indiscriminate interest subsidies are
“inefficient, expensive, and unfair”. The level of loan should be sufficient to cover
all living costs and the higher tuition fees proposed, thereby reducing student
dependence on parental support and also reducing the complexity of the loan
system.
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Barr reviews the international experience of mortgage-type loans and income-
contingent loans: United States, United Kingdom, Holland, Sweden, Australia,
New Zealand. In the process his Table 13.1 usefully reminds us of OECD spending
on higher education: average 1.5% of GDP, with Australia at 1.5, France at 1.1,
Germany at 1, Holland at 1.3, Sweden at 1.7, United Kingdom at 0.7 (sic), United
States at 2.0. Similarly, he notes that the recent fuss in the United Kingdom about
tuition fees at circa GBP1 000 pa is “slightly suprising: free tuition for all undergrad-
uates was a fleeting event only between 1977 and 1998” (charging was the norm
until a kind Old Labour Government made a present of university education to
well-off families!).

Barr regards Australia and New Zealand as most nearly having got right the
financing of higher education, but as veering off course recently: the US system is
over-complex, but “broadly right”. His test for a good system is one which has
“flexible tuition charges” and “income contingent loans” which thereby redistrib-
ute “from today’s middle-class (who lose a fraction of their tuition subsidies) to
tomorrow’s least well-off (who, with income-contingent loans, do not repay in
full)…”. And, if student debt is then syndicated and bought by the miners’ pen-
sion fund, “a gnarled, wizened retired miner could be living off the sweat of a
young London or Wall Street financial analyst, [which would indeed be] a pleasing
inversion of the usual arrangement”.

But, if universities charge fees like any other service provider, what stops
them charging excessive amounts to cover their management inefficiency? This
intrigues Ronald G. Ehrenberg, Tuition Rising: Why College Costs so Much. As an
economist, academic and university administrator (Cornell) he asks why private
US universities “have such a difficult time holding down their costs and why their
institutes cannot behave more like businesses” (see his web-site at www.ipr.cor-
nell.edu/rgespage/ronshome.). As with private health-care and UK private school fees,
US private university tuition fees increase well above general consumer prices: a
Cornell education now costs each year half the annual of income of the average
American middle-class family, compared with one quarter in 1980. The “ticket
price” is ever higher; but some students pay much less in reality, and all get more
spent on them than they pay because endowment is also used to cover the
burgeoning costs.

Why do costs run away? Partly it is an “arms-race” (as fuelled by over
300 consumer guides to US higher education) to provide the most lavish facilities
so as to attract the best students and faculty; partly “shared governance” (collegial
management) means weak cost control, especially in relation to academic salaries
(not a problem in US State institutions and in the United Kingdom!); partly it is
the cost of researching Big Science; partly it is the ending of a compulsory retire-
ment age for tenured faculty which means oldies need to be bribed off the payroll
by being offered costly emeritus professor benefits; partly it is IT and Library
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costs, parking spaces, air-conditioning, college competitive sports, student resi-
dences and campus catering… Ehrenberg analyses them all.

Will any market leader US university ever end the arms race? Princeton,
Harvard and Yale have the endowment and alumni-giving to continue to ride the
spiral of ever-increasing costs, but Ehrenberg thinks others “will face some very
difficult trade-offs” and that “something will have to give” in terms of financing fac-
ulty salaries, student financial support, campus facilities, research. Moreover, if
endowment income is not used more for financial aid to ensure increasingly equal
access for students, then the private US universities “will be almost “asking’ to be
regulated”. (This is the same issue of whether, say, Eton deserves charitable status
and all the attendant tax relief if it charges fees of £15K pa and has few fully subsi-
dised pupils: can it pass a test of charitable status being based also on the relief
of poverty rather than merely the provision of education to the rich?)

Next Duke Maskell and Ian Robinson, The New Idea of a University. They
argue that something has gone deeply wrong in UK higher education: the very
ethos of the university has been subverted. Liberal Education has been replaced
by a sham based on an “uneducated” official idea of the utilitarian and vocational
university.

The authors well recognise that the book is a “little polemic”. They start by
challenging the view that higher education just must be good for the economy,
arguing that taxpayer subsidy has created “the grotesquely bloated system” of
125 or more UK universities as “a creation of wastefulness”. They use the Dearing
Committee Report (volumes 7 and 8 by academic economists) to assert that there
is not any convincing economic argument for expanded higher education; they
explore Newman’s concept of a Liberal Education, and his The Idea of a University,
invoking also Jane Austen’s Pride and Prejudice commentary on the value of educa-
tion through the creation of Mr. Collins; then they tackle Sir Ron Dearing, as the
“Son of Mr Collins”, whose Dearing Report “will prove in centuries to become a
sort of archaeological record of the clichés current amongst the English great and
good in the Summer of 1997”.

They dissect the new university as a “training in skills” (“pretentious waffle”).
They tell us how to run a new university: teach, in courses, with aims/objectives/
goals and in modules (the Newman tree of knowledge becomes “a bunch of twigs”
or “a shopping mall”) which are total quality controlled, while giving Firsts to the
customers and undertaking research into “great heaps of nothing”. Then they take
a swipe at the dumbing-down of “A”-levels, at the Inspection industry, and at the
“fraud” of “pseudo-vocational” degree courses.

It comes as no surprise to be told on the dust-jacket that the authors “were
both full-time academics” (emphasis added).
© OECD 2002



Higher Education Management and Policy

 102
Now for a rather more upbeat analysis of the current UK university system:
Peter Scott (ed.), Higher Education Reformed. This is (yet another) “millennium”
volume: challenge in a turbulent (“white-water”) environment means a struggle to
survive and the need for the traditional university to undergo a “sea-change”, or
be “re-formed”… So, we get a series of chapters aimed at helping us not only to
survive, but even to thrive in the new decade, century, millennium.

Sheldon Rothblatt kicks off by defining the “Modern University” in terms of
research, differentiation, quality control, governance and autonomy, the search for
revenue, and the lack of “both affection and envy” with which the university
of 2001 is viewed compared with that of 1901 when one of “the great achievements
of the nineteenth-century university” had been “its ability to draw boundaries
around itself, actually and philosophically”. Chapters follow on: strategy and man-
agement, the corporate university, globalisation, the impact of IT, the future of
research… Let me concentrate on just three themes: the collegiate way, the stu-
dent as a consumer, and the academic profession.

Also let me return to “the collegiate way” when I review the last book, and
comment now on the two other issues. John Randall (he of QAA fame) writes “A
Profession for the New Millennium”: “Is university teaching a truly professional
activity?”. He expresses doubt: we have no “explicit code of ethical conduct that is
the defining characteristic of a profession”, and we should have one at least in
relation to teaching duties to the student since [nineteenth-century] models of
professional [self-] regulation that assume a producer-defined service offered by a
self-employed sole practitioner no longer accord with reality. The professional ser-
vice entity now plays a role equal to that of the professional individual.

This leads to David Robertson’s “Students as Consumers”. The consumer-
student will become the centre of the millennium university: “Student choices and
student behaviour overall will drive institutional responses in all but the most
prestigious and well-funded research institutions.” The elite universities, with a
middle-class intake, will remain residential – and become highly expensive:
“… higher education will become the principal means by which elites will pur-
chase their exclusivity. Under such conditions, the elite universities will become
part of the “privacy industry’ along with securitized housing estates, exclusive hol-
iday clubs and private clubs”. The HE market will be “lucrative” for those HEIs
able to command a premium fee, and those able to contains costs: many in the
middle will be squeezed into bankruptcy as the discerning student-consumer
exercises consumer-sovereignty and consumer choice, opting for quality at a price
or “the economy version”.

Rothblatt comments that a variation on the theme of HE as a service industry
is the product differentiation and niching by way of the growing resurgence of the
American collegiate forms of liberal education, not only in the United States but
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also in Germany and Holland. This US dimension is addressed in the next book:
Mark B Ryan, A Collegiate Way of Living: Residential Colleges and a Yale Education.
Ryan discusses the adaptation of the Oxbridge college to the American context:
see also Rudolph, The American College and University; Duke, Importing Oxbridge; O’Hara,
“How to build a residential college” in Planning for Higher Education [2001, 30(2) 52-57];
and Tapper and Palfreyman, Oxford and the Decline of the Collegiate Tradition.

Ryan, however, links to Randall and Robertson above when he concedes that
faculty interest in “the collegiate way” is limited to those (few) academics willing
to be masters and deans of such colleges: teaching, still less the student learning
experience, apparently comes at Yale a very poor second to research productivity.
That said, Ryan’s book rather tails off into, for British tastes, a somewhat “preachy”
tone, with chapters on “Heart and Intellect” and “The Spirit of a Residential College”.

Finally, Buckingham at 25: Freeing the Universities from State Control, James
Tooley (ed.). Perhaps Buckingham is the nearest we have to a US private liberal
arts college: does it have a future within UK Higher Education as now a nationa-
lised industry?

The collection of essays is interesting as a hymnal in praise of “independent
sector”: “… government control is the enemy of freedom… State control of univer-
sities is damaging to standards…” Graham Hills launches a broadside against inef-
fectual university leaders: “It is difficult to describe a collection of vice-
chancellors… a hot bed of cold feet… [as they collectively] sit on their hands.”
Hills calls (as ever) for proper fees. Diana Warwick, however, gives the United
Kingdom equivalent of an essay written by a committee with cold feet and sitting
on their hands; while Kenneth Minogue tells a tale of the collapse of academic cul-
ture as independent institutions are “reduced to mere instruments of national
policy… The servility of universities, at least in aspiration, is complete… [aca-
demics] now find themselves miserably emeshed in bureaucratised impotence”.
Duke Maskell calls for “massive cuts in university funding by making massive cuts
in the number of university places” (back to his analysis of the Dearing Report
referred to above); Niall Ferguson backs him up on the more means much worse
line.

Other essays provide the answer: to leap free with one bound, to charge
tuition fees at a meaningful level in terms of giving at least some United Kingdom
HEIs the income needed to remain global players, to privatise HE and to end the
Faustian bargain with the State. All good knockabout stuff, but one suspects that,
in another 25 years, “the Buckingham experiment” will still have had no imitators
and it will remain “a small [private] minnow in the large pond of [public sector]
higher education in Britain” even if it has set itself “the challenge of the future”:
“expanding the independent sector of higher education and transforming atti-
tudes to it.” Happy Birthday, Buckingham.
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